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THE NON-NATIVE TEACHER

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 I read this new edition, I 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. I 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, I found myself 
reacting vehemently against that statement.

A few days later, as I 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), I finally understood my irrational 
reaction at that conference. I felt much closer to the truth about my own complicated, 
ambiguous and contradictory relationship with the English language - a language I 
both love and to which I have devoted long years of study and hard work, and one that 
I deeply resent when is it the only possible medium I have to express myself if I want 
to be understood - particularly at times when I would 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, 
a world heritage site of communication belonging to humanity, or blithely justify the

1 With a score of 0.889, English features as almost twice as powerful as Mandarin, the next most powerful 
language in the Power Language Index, https://medium.com/world-economic-forum/these-are-the-most- 
powerful-languages-in-the-world-2f7d042b9342#.likur9vmh
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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.

I have stated above that I also found myself disagreeing with some of Medgyes' 
ideas. In my case, it was 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
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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-NESTs, followed by 10 interviews.

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

Surveys 1 and 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
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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, I 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, I 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- 
NESTs, 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 
.•.or< ^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.

—■- rz . ~'3st orofessional literature gets written in English by researchers who speak 
=s t-e'r native language. Although non-natives also conduct research, their 

a~  . t ss = 's  argely restricted to their home environment and few find their way into the
— a -rr'es~' c* '’ternational communication. This applies with particular force to researchers 

. '5 - :~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 - I wish 
to join this movement.

The structure of this edition
The book is symmetrically arranged in six parts and twelve chapters. Part I 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 II, 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 I advance 
a few hypotheses and then introduce the three surveys whose purpose it is to validate 
those hypotheses.

Part III 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, I freely admit that this book is slanted towards non-NESTs for at least two 
good reasons. One is that, although we greatly outnumber NESTs, 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
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PART I Being a Non-Native Speaker

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 
a^ead like a juggernaut. 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 
c jtnumber 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 
cent of all citations refer to articles written in English (quoted in Grabe 7 988). ©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 II, 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.

©1 Kachru was writing in the 
early 1980s, not today.
Did his prediction come 
true? Search for data on the 
internet.
Further reading:
Graddol (2006)

©2 Do you think the 
percentages have increased 
or decreased in favour of 
English since then? What 
makes you think so?
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©* Since the mid-1990s, 
support from foreign 
agencies has gradually 
dried up in Hungary. As the 
United States information 
Agency was closing its 
office in Budapest, I asked 
its last Director why they 
had decided to move out of 
Hungary. His curt answer 
was: 'You know, Péter, 
Hungary is no longer sexy'.
Has your country ever been 
the beneficiary of financial 
assistance from foreign 
donors?
Further reading:
Bolitho & Medgyes (2000)

O4 Is this statement 
about the lack of official 
enthusiasm for English still 
true? How do you account 
for the rise in its popularity 
for ever-younger learners in 
some countries?

©5 Download 'Dreams and 
Realities'(2011) from the 
internet. Select the chapter 
you find most relevant 
for your local educational 
environment.
Do your experiences support 
the author's claims?

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,

'w h e re a s  o n c e  B r i ta n n ia  ruled the waves, n o w  it is English which rules t h e m .  The  British 
e m p i r e  has  g ive n  w a y  to the  e m p i r e  of E n g l ish '  0 9 9 2 a :  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 
for English.

v Along with the collapse of Communism, in Eastern European countries, Russian, which had been the 
¡ compulsory first foreign language in the school curriculum, was de facto replaced by English (and 
¡ German in certain countries). In quick response, the 1991-92 ELTbudget of the British Council in 
I Hungary, for example, rose by 500 per cent compared to the 1989-90 budget, while the American 
I government sent a contingent of 100 Peace Corps volunteers. At the same time, the World Bank
i  decided to provide aid amounting to 12 million US dollars to support foreign-language teaching, 
primarily ELT, in Hungary (Medgyes 1993) ©3 1

The English language is merely a tool to help achieve economic and political 
goals - but it is an extremely effective one. As a consequence, some non- 
English-speaking countries are unenthusiastic about the onslaught of English 
and those who regard it as a sign of 'linguistic imperialism' often try to hold 
up the process of 'linguistic genocide', that is the degeneration of the native 
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 et al. 1977). ©*

At an individual level, too, non-native speakers of English find it hard to 
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 
instruction, Phillipson says that

'For ch i ld ren  w h o s e  mother tongue is no t  English, English is n o t th e  l a n g u a g e  of the ir  cultural 
her i tage ,  n o t the language of intense personal feelings and community, n o t th e  language 
most appropriate for learning to solve  problems in cognitively dem anding d eco n fex tu a l iz e d  
situat ions, etc. English does n o t necessarily have  t e a c h in g  materials which are culturally 
appropriate, n o r  experts  w ith  the  appropriate linguistic and cultural understanding for all 
learning contexts '  (1992a: 286 ) .© *

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

On the other hand, the spread of English may also be regarded as a boon.
Apart from those native and non-native speakers for whom English primarily 
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
2 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 is the language of 
social empowerment (Eggington 1992): as knowledge of English is a passport 
:o 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-NESTs, 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

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, m any people call into question the efficacy of com puters.

©* Do NESTs in your country 
typically teach in state 
education, universities, or 
private language schools?

3
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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, 01 
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  s ense  tha t  n o rm s  for th e  l a n g u a g e  a re  re g a rd e d  as f lo w in g  f ro m  the  core Engl ish- 
sp e a k in g  fountainheads' (P h i l l i p s o n  1992a:25) (C h a p t e r  6.6 ).

©7 Of course, it's not only 
accent which is varied, but 
vocabulary and grammar too. 
Can you suggest examples?

0 s Do you have difficulty in 
understanding any specific 
English accent? Can you 
recall an awkward situation 
similar to the one I related?

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 I was exploring the town, I lost my 
way. I asked a man the way. He said something I couldn't understand, so I asked him to repeat his 
directions. He repeated it - not a word did I 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 
I Geordie accent, or whether it was Norwegian or Icelandic. ©8

4

Zsrar г з л г е г  sps e s  г~«епзЫ е to arbitrary g ro u p in g ; consider Jam aica  or South Africa, w here E n g lish  is the 
t a m e  а п ш а а е  зг д а »  з г е  эвзгеп у  т е  sc o u la tio n .
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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.

jsqend has it that ‘Gregory's Girl', 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 
3-ch as 'Hinglish' should become unintelligible, and Quirk points out that

- English cannot fall into separate languages, because today

r  easy,  rapid and  u b iq u i t o u s  c o m m u n i c a t io n ,  e le c t ro n ic  and  o th e rw i s e  [... ] M o reove r ,
- m . c  a s trong w o r ld-w ide  wii! to p rese rve  in te r co m p re h e n s ib i l i t y '  (Q u ' r k  a n d  W i d d o w s o n
o : ©9

1.3 Standard Englishes
—■~e 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 rthern English or a Southern English variety? Or The Queen's English' with 
=~zeived Pronunciation (RP), of which a speech therapist once said:

: . • c o s e d  l is tener  w o u ld  hes i ta te  m preferr ing  [ R P ]  as the  m os t  p le a s in g  and  son o ro u s
- -  . ' ./ Id 1934: 6 0 8 ) .© 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). ©11

•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, 
re lish ing  and other institutions can do that job (Thomas 1999).

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

©10 On YouTube, find 
someone who speaks with 
an 'authentic' RP accent.
Do you find this any more 
'pleasing' or 'sonorous' than 
other accents? Do you have a 
favourite accent?

©11 On YouTube, find a 
short sketch where the 
character speaks with a 
typical non-native accent. 
Can you guess where the 
speaker comes from?

5
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® 12 Do you agree with 
the African student in the 
example? As a native speaker 
of English, is it all 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 norm- 
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  neve r  w as  such  a year. The  ' a n g u a g e  of C h a u c e r  or  S h a k e s p e a re 's  t im e  w as  no 
bet ter  a n d  no w o rse  rhan  m a t  of ou r  o w n  - just d i f f e ren t ’ (A i tch ison  1981: 2 c ) .

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 was criticised by the native-speaking teacher for using a non-standard forn 
burst out like this: 'It's our language now and we can do what we like with it!' (Povey 7 977:28). ® 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 l ingu is t ic  orphans in s e a m h of tneir parents'(1 98 2 :50 ).® 13

6
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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 
~:o 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 of a 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

• • t  ex istence of standards ¡h..( :s an e n d e m i c e a t u r e  of our  m oral cond it ion  [...] P e o o ie  feel 
: 7 "3 te d  a n o  O isenen ted  If a s tandaro  s e e m s  to bo m iss ing '  (Qu irk  & W i d d o w s o n  1 9 8 5 :  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 ' s a a m  o i  e l i t ism  Is a c o m f o n a o le  exerc ise  for th o se  w h c  are t h e m s e l v e s  secu re ly  a m o n g  tne  
e he ( Q u ;rk &  W i d d o w s o n  5 9 8 5 :  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 o n e  can o e f ln e  [ S t a n a a rd En g h sh ] ,  b e c a u s e  such  a th ing  d o e s  not exisr (q u o t e d  in 
Kach ru  1 9 8 2 :3 4 ) .

7
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® 14 These terms have now 
largely been replaced by the 
umbrella term'English as a 
Lingua Franca'.
After reading the Sowden- 
Cogo debate, explain 
the principles of the ELF 
movement.
Further reading:
Sowden (2012) vs.Cogo (2012).

©1S Watch Jay Walker's 
TED talk, 'The world's 
English mania'(2009). In 
his opinion, is the spread 
of English a tsunami 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. ® 14 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), I 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. ® 15

Summary
In this chapter, I have set the scene for the central topic of my book: the native/ 
non-native issue. I 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, I have presented ways 
of classifying countries on the basis of their use of English. Speaking of norms, I 
have argued that today there are several Standard English varieties for teachers 
and learners to select as a model.

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

8
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Further reading
• Bolitho, R. & P. Medgyes, (2000) Talking shop: from aid to partnership. ELT 

Journal 54 (pp. 379-386).

'  - ;s a d i a lo g u e  b e t w e e n  a Bri t  and  a H u n g a r i a n ,  both of t h e m  h a v in g  o e e n  in tens ive ly
■ . l i v e d  in va r ious  l a n g u a g e  d e v e l o p m e n t  init ia t ives in Centra l  a n d  Eas te rn  E u ro p e .T h e y

- s i j s s  the ir  respect ive  priorit ies a n d  perspec t ive s  c o n c e rn in g  aid projects.

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

; an ur
-■g an  in-depth  a na lys is  of the  role the  E n g l ish  l a n g u a g e  p lays  in o u r  rap id ly  c h a n g in g  
a, the  report  p rov ides  p la u s ib le  s ce nar io s  a b o u t  the  fu tu re  of the  'W o r ld  E ng l ish  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 Vlll(1) 
(p. 65).

- ms rev iew  article, P h i l l i p so n  critic ises Crystal for his c la im  tha t  the  E n g l ish  l a n g u a g e  has 
s e e n  a v eh ic le  for p rogress  at g lo b a l  a n d  local levels. Crystal co un te rs  by a c cu s in g  the  r ev iew er

• 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).

- m is  in sp ir ing  debate,, th e  a u thors  a rg u e  a b o u t  the  re la t ionsh ip  b e t w e e n  S t a n d a rd  E ng l ish  
and E l  F, a n d  the  im p l ic a t io n s  of E LF  on the  t e a c h in g  o f  Eng l ish .

9



THE NON-NATIVE TEACHER

©’ Check the data on the 
internet for the number 
of native vs. non-native 
speakers of English in 
different parts of the world. 
Account for any similarities 
and differences.

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
• Different forms of motivation

V-.... ......................................................................................................................... y

In Chapter 1,1 used the terms native speaker and non-native speaker without 
qualification1, 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

/Is part of my research for this book (see Chapter 4.2, Survey 1), I circulated a questionnaire among 
: my colleagues at the American Language Institute of the University of Southern California. My purpose 
essentially was 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 returned, a virtually bilingual respondent wrote a critique 
of my research hypothesis. What upset me was 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 turned out in the follow-up interview, her anger was motivated by her repeated failure to get a job in 
| Japan and other countries, merely on the grounds that she had not been born and brought up in an
I English-speaking country. She had not even been granted the opportunity of a job 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. It is 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 I 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 I touch upon its 
validity in the context of ELT, an issue I address in Part II.

10

Som e researchers have b e gu n  to replace the term  native speaker with the term  native user to em p h asise  that lan g u ag e  
in clu d es w r t in g  a n s  o r n : as w eii as speech.
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2.1 Defining the native speaker
—■~e 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:

■ :i:i th e  w h o le  m y s t iq u e  of na t ive  speaker and m o t h e r  t o n g u e  s h o u ld  p ro b a b ly  Do qu ie t ly  
: m sec  f rom  the  l ingu is t 's  set of p ro fess iona l  m y ths  a b o u t  l a n g u a g e '  ( 1 9 8 2 :  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
* ^35), 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;

3 speaks English as his/her first language;

4 has a native-like command of English;

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.

1 b 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).

O212 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: Cook (2005)

©* According to this list 
of criteria, are you a native 
or a non-native speaker 
of English? Do you know 
of anyone who is an'in- 
between case'?

11
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©4Kramsch(2014) 
argues that bilingualism 
is not the same as double 
monolingualism.
In your opinion, what is the 
difference between them? 
Further reading: 
Kramsch(2014)

0 s I have reservations about 
each of the seven criteria. 
Which one(s) do you take 
issue with? Why?

|

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 is the 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 in trouble, 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 I have been able to demonstrate. For lack of space, however, I would
prefer not to dig deeper.

12
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PART I Being a Non-Native Speaker

2.2 The interlanguage continuum
By supplying this list of quibbles, however, I 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 I 
am not. Only a fool 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.

To 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 terms.

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 
.v th 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
proficiency

point

Absolute
proficiency
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):

©* While most researchers 
reject the native/ non-native 
dichotomy, it 'cannot be 
simply "magicked-away"' 
(Pacek 2005: 243).
What do you think Pacek 
means by this?

©7 The term interlanguage 
privileges the native speaker 
by implying that 'the goal of 
a second language learner 
is to be just like a native 
speaker' (Mahboob 2010:4).
Do you agree?
Further reading:
Mahboob (2010)
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Figure 3: The interlanguage continuum - Version B

Zero
proficiency

point
non-native speakers native speakers |

Absolute
proficiency
point

0 s Can non-native speakers 
breakthrough or jump over 
the'glass wall'? Have you 
met any non-native speakers 
of English whose language 
competence was on a par 
with that of natives - or even 
better?

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.

a pos i t ion  c t  insecur i ty  to
tion. N a t ive  speakers, h o w e v e r  defined, start off s eek ing  meaning:

N a t iv e  soe ake rs  m e  
m o v e  in th e  reverse
they  (earn th e  l a n g u a g e  offered th e m  in o 
oregress, the ga in  in m e a n in g  g ive s  th e m  g rea te r  a n d  g rea te r  secur 
the  m edium  of L, t c  co r  
have  tha t  contro l  in the:

: security , w h i l e  non-nat ive  sp ea ke r

■ (m part; to g a m  the m e a n in g  they  seek. As the
/ CjS It h p w nom th o u o h

the ir  environment. Non-nat ive  speakers ,  on  tine contrary, a i reao  
.The ir  le a rn in o  of an [2 m e a n s  tha t  th e y  m u s t  a b a n d o n  the  secur i ty

of the -i to 0t . and 'o bl |iV e L2 of w h a t  w a s  so f a m i l i a r  in the  L
of course ,  if they  m a k e  sufficient croaress, they  also o a m  sea "ie h2 as wel l

1 L U 3 11V

thei!' !
(D a v ie s  1 9 9 1 :3 5 - 3 6 ) .

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, I let non­
native speakers into the much-coveted land of native-like proficiency (Figure 4):

14
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Figure 4: The interlanguage continuum - Version C

f t  
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non-native speakers ^  | native speakers | 

f t
-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

2.3 Pseudo-native speakers
-'e  acknowledgement that there are non-natives with a native-like command of 
English - whom I 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'.

A Hungarian 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.

The English usage of a Hungarian colleague of mine is full of slang expressions which are just a bit 
outdated. In appreciation of his bold attempts, a native speaker likened him to an Elvis Presley fan 
from the 50s.

D eliberately, I avoid the term near-native speaker. In my view, a near-native speaker is som eone w hose proficiency is very 
good but does not reach native levels, w hereas a pseudo-native speaker's proficiency m ay even surpass the native's in 
one or several aspects of proficiency. Incidentally, G im son (in Paikeday 19 85 ), som ew hat jo k in g ly , sets up the distinction 
between the natural native speaker and the honorary native speaker.

Being a Non-Native Speaker

©9 On YouTube, watch the 
interview extract 'The Late 
Prof. Alan Davies discussing 
the concept of the native 
speaker'(2015).
Select a couple of points 
worth considering further.

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

©11 '[Mjany so-called NSs 
can be far less intelligible 
in global settings than well- 
educated proficient speakers 
of a second language' 
(Moussu & Llurda 2008, p. 
318).
If you agree, supply a couple 
of examples.
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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).

® 12 Children's spoken 
language changes all the 
time. Do you recognise the 
terms 'wuss' or 'wally'? Have 
you come across any other 
recent examples?

® 13 Chinese by birth, Li 
calls herself a 'between-the- 
worlds resident'.
This status, she says, 'does 
give me the licence to march 
to a different drum, to some 
extent'(1999:50).
Explain this metaphor.

Do you know the names English-speaking children call each other (copy-cat, fibber, tell-tale, coward, 
swot, nosey parkerj? ® 12 Can you do basic arithmetic operations in English ? Can you do them in your 
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? Could you 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 I visited a McDonald's in the US, I ordered a hamburger. The girl behind 
the counter listed a number of what I inferred were fantasy names for various kinds of dressing. After 
a few abortive attempts to make out their meaning, I gave up and said: 'Give me that last one on the 
list'. Her non-verbal reaction clearly implied: 'This guy 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 to you'and 'You too' 
in quick exchanges. So when a native wishes her a merry Christmas, she says 'You too', and when 
somebody says 'Take care', she often replies with 'The same to you'.
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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 
«■-gaging in simple conversations with foreigners, carrying out routine tasks at 
•c-< understanding the gist of an English-language magazine or passing an 

¡nation. 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. ©14

-c' -on-natives with integrative motivation, a deficient command of English is 
3 sc jrce 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 pa red 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 I 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, is to 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, I 
relieve that membership

asc l e t h i n g  b e in g  g i ve n ' -8}.©16

- Oddly en o u gh , the reluctance to g ive  up one's native o rig in s and personality m ay be a m ajor obstacle to ach ievin g a near- 
ia t iv e  com m and of En glish  and m ay lead to fossillzation  (Chapter 9).

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

® 15 Another pair is intrinsic 
vs. extrinsic motivation. 
What is the difference?

® 16 'Ultimately, what 
appears 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).
Do you satisfy both 
conditions?
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® 17 Watch the TED talk 'Who 
ami? Think again' by Hetain 
Patel andYuyu Rau. There 
are a few key words in it: 
language, accent, imitate, 
pretend. How are these 
related in their performance? 
Why the title?

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

1 know several foreigners whose command of English I could not fault, but they themselves deny they 
are native speakers. When pressed on this point, they draw attention to such matters as[...] 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 make 
love in English,'said one man to me'(Crystal in Paikeday 1985). ® 17

Summary
In this chapter, I 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. I have offered three versions 
of the interlanguage continuum to demonstrate the controversial relationship 
between native and non-native speakers. I 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. I 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, I 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 I 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.

1 8

: C^'T_ir=< asiegiance does not. o f course, equal a lleg ia n ce  to one particular E n glish -sp e ak in g  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 Bo th e r  explains ir  deta'I w h y  he p re fe rs the  te rm  E2 user  to d e s c n o e  toe  non-native soeaker.
- " t " r e s e n t i n g  the  fou r  n a i o r character ist ic  f ea tu res  of L2 u s e rs, he p ass iona te ly  a rg u es  that
■ t . s o u :d ne t  be  created as fai led nat ive  speakers,  o e cau s e  d i f fe rence  ;s ne t  she s a m e  as deficit.

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

'■ : c a p e r  exp lo res  the  im p a c t  o :  g lob a i isa t io n  on the  w ays  fo re ign  l a n g u a g e s  are t a u g h t  
t •.: e a rn e d  tocay.These  ch a n g e s ,  K r a m e r  a rgues ,  caI f o r a m o re  reflective, in terpret ive ,
■ ■■';al!y g r o u n d e d ,  a n o  p o l i t i c a l1)' e n g a g e o  p e d a g o g y  tn a o  was  c a k ed  for by the  

e m o t i v e  I a n g u a q e tea ch i n p or the  e ig n t ie s

• 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  e v e n in g  chapter in this co ' l e c t l en  of pa p e e  d e f in e s  the  'NNEST lens' as o n e  w h ic h  
e  " d o e s  the  co n cep ts  of m u i t i l in g u a n s m ,  m u l t i n a t lo n a l i s m  a n d  m u l t icu l tu ra l is rn .  It then
■ a r s  o n t o  Q u es t io n in g  toe  p r iv i leged  status ok the  nat ive  sp e a k e r  and  o r o v id n g  an
■ - - d e w  of th e  nen-NES' m o v e m e n t .  

 d
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0 1 Can you give any 
examples of'amateurish 
teaching'and 'haphazard 
learning'outside the 
language classroom?

O2 How do you interpret the 
'billiard ball hypothesis'?

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 p e o p l e  clo not realize h o w  much ev en  of the ir  private life is taken  up  with a m a te u r i s h  
t e a c h in g  a n d  h a p h a z a rd  learning' (H i g h e t  1 9 5 0 :  5 ) . © 1

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 is to do the teaching and 
the student's job is to 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:

T h e  poo! p la ye r  ( the  te ac h e r )  a im s  the  cu e  ball (h is  b e h a v io u r )  so tha t  it wil l  strike the  target  
b il l iard ball (the s tu d e n t )  at exact ly  the  right a n g le  to c a u s e  the  bi l l iard  ball ( th e  s tu d e n t )  to g o  
into a pocket ( the  a c h i e v e m e n t  o f  w h a t  the  s tu d e n t  is s u p p o s e d  to l e a rm i f o m  1 9 8 4 :  55 ).  © 2

A group of fifteen-year-olds have just read an artide about the dangers of passive smoking. After a few 
) exerdses, the teacher tells the students to discuss this issue in pairs. In each pair, one student is instructed 
: to be the smokers' advocate, the other one is the anti-smokers' advocate. After a couple of minutes, 
however, the pairs begin to flounder. Seeing this, the teacher makes wild gestures to prod the students 
on and even threatens the most jaded 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 a sulk.
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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 is the 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
- *iates 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. 0 3

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

>  buying my first computer in 7 986,1 asked a friend, a computer buff, to teach me the basics. He 
Ssrted out by explaining the theoretical underpinnings, using incomprehensible jargon. After half 
s~ Hour, I interrupted and asked him if he would now please teach me which keys to strike for what 
â rpose. Undeterred, he continued as before: I gave up trying. We never had a second lesson. Instead, 
set about the formidable task of learning from a manual.

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 
•eedback. The fact that he seeks opportunities to exercise control means that 
~e is willing 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

r e v n e r s  are exp e c ted  to kn o w  w h a t  lea rners  are exp e c ted  not to know '  [ B r e e n  1 9 8 5 : 1 4 7 ) .

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 it to their benefit. The teacher, in turn, relinquishes 
some of her power, thus making the students responsible for their own

O3 Think back to your own 
schooldays. What were 
your English teachers like - 
controlling or flexible? If you 
(also) had a NEST teacher, 
was she any different 
from the non-NESTs in this 
respect?
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GFThe American writer 
H.Crews claims '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 school in 
the cloud'. Identify the main 
messages.
How did the children in his 
experiment learn English? 
Do you think that the type of 
education Mitra recommends 
is the way forward?
Why (not)?

&  A sceptic might say 'The 
more fervently you try to 
prove you're right, the less 
credible you become'. Do you 
(dis)agree? Why?

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). I believe that the skill of manouevring 
this tug-of-war is one of the distinguishing features of the good teacher. O4

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.

'M ys t e ry  is the  suosiitute for inaeoendent thought, au thor i ty  is w h a t  imposes a n a  en fo rces  
m ystery ;  m ira c le  is what assures  the fo l lo w e r  tha t  he  has in fact trusted his d es t in y  into the  
r ight h a n d s '  ( 1 9 8 C :  2 8 4 ) .

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 p ro v ide  the  best co n d i t io n s  for l e a rn in g .T h e  te a c h e r  is a m e a n s  to an  e n d :  an in s t ru m e n t  
to s ee  that ¡ea rn ing  takes  place'(Byrne 1 9 7 6 :1 ).® *

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 I 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  in ou r  zeal te be "h u m a 'u s t i c "  b e c o m e  coo " 'ea rn e r  c e n t re s "  w ith regard  to "control". 
7 _.1 c j  et in 11 lO d 1 e lea m et s m o s t  bas c n e e d .. w l 1 cl is foi s e i o : ity. vv1 e i nay  h nd tha t  vve nave  

: i. sed oo r  ow n  b a ib n a k e d  an a r ch y  c)ni tn c  class. A o s e '\ . e  of  stiocture.. ot of focus  on the  
' t . - m a y  oe all n g n t  i r  certa in k inds  of p sych o io g ic a  tra in ing ,  out not in our c lass ro om s  

' ‘ ne  s tuden t 's  o la c e  is at the  c e n t e r of a so a ce  w h ic h  the  te ac h e r  has s tructured, w itn  room 
hrm to g ro w  in to ’ ( 1 9 8 0 :  3 3 ) . O 7

- great challenge for almost everyone, including teachers, is how to strike the 
-c"t balance between being the 'therapist' and the 'policeman' at appropriate 
t~es  (Maslow 1968).

•fe 5 teacher trainer, I have often seen trainees go through a typical form of identity crisis. They begin 
re ;r teaching practice by holding the reins too loose, thus disrupting the long-established power 
ip«lionships 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 is a 
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

■ : c e c a u s e  th e se  d i f fe rences  in the  e \ e ro s e  o ' a u thor i ty  h a v e  no ;  o e e n  p rope r ly  recogn ized
■ : r e a u thor i ta t ive  a ct ions  of the  te a c n e r  have  at t im e s  b e e n  d is c red ited  qu i te  im o r o p e r ly  
-■ r o o c rn a r ia n  im o o s i t i o n s  of o c w e r  ( ' 9 9 0 : 1 8 9 ) .

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 
so jrce of stability. Dry wittily remarks that

t ; / e  recipe :a m e r  o e r fo T n a n c e  ks to set up  a s ituat ion  w h e r e  the  ¡ea rner  pit ies the 
e s d i e s  a n c  s h im s e l f  to '  o e in g  s a d d le d  with a p i t iab le  te ac h e r '  ( 1 9 7 7 :  2 0 0 ) .

5 Jt it is very difficult for the teacher to look confident when her authority is
continually challenged, when she is constantly warned to withdraw, when she
3 perennially reminded of the numerous, and often conflicting, roles she is
expected to play in the class. ©8

Being a Non-Native Teacher

©'Control and security. 
What happens if the teacher 
is not in control?
Supply examples from your 
own teaching or learning 
experiences.

©8How can teachers find 
the right balance and 'rise 
from the ashes' day after day 
(Antier 1976)?
Further reading: Dornyei & 
Kubanyiova (2014)
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©’ Afterchecking Hoyle's 
and Harmer's lists, can you 
think of any other functions? 
Further reading: 
Harmer(2007)

Hoyle (1969:59-60) lists the following roles ascribed to the teacher in a general educational setting:
• a representative of society (inculcates moral precepts);
• a judge (gives marks and ratings);
• a resource (possesses and conveys knowledge and skills);
• a helper (provides guidance for student difficulties);
• a referee (settles disputes among students);
• a detective (discovers rule-breakers);
• an object of identification (possesses traits which students imitate);
• a limiter of anxiety (helps students to control impulses);
• an ego-supporter (fosters students' self-confidence);
• a group leader (establishes group climate);
• a parent surrogate (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, 
resource, tutor and investigator. ©9 Oddly enough, the role in which she could 
act as herself is not mentioned on either list or anywhere else.

Professional literature teems with books on the learner, but is very slim on 
the teacher. Seldom can we read about her fears and anxieties, which may 
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.

'N o t  unti l  w e  h a ve  taken  a critical look at i e a c h e rs a tt i tudes, both ind iv id u a l  a n d  pro fess iona l ,  
wil l  w e  b e  ready to d e t e r m in e  « h a t  ob s tac les  still lie in th e  w a y  ot creat ing  the  k inds  ol 
l e a rn in g  e n v i r o n m e n t s  tha t  wil l  be  m o s t  he lp fu l  to ou r  s tud en ts '  (Savignon 1 9 7 6 : 1 1 4 ) .

To use Savignon'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 
I 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, I 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, I 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).

'  - t r i e r  is b ased  on the  p re m is e  th a t  on ly  tho se  te ache rs  c a r  m o t iv a te  learners  w h o
- 'm e  .es are m o t iva ted  professionals.The au tho rs  h ig h l ig h t  the  d is c re p a n cy  b e tw e e n  the  

. .  a :;e teacher 's  idea l se l f  and  her  actua l  self, a n d  offer v is ion-re lated  s tra teg ies  w h e r e b y
- t  j s l a s m  can be k ind led  - or re-kindled w h e n  it is w a n in g .

• Harmer, J. (2007) Describing teachers. In J. Harmer, The Practice o f English 
_snguage Teaching (4th edition) Pearson Education Limited (pp. 107-120).

- -c - in this h ig h ly  a c c la im e d  g u id e  starts with  a brie f  desc r ip t ion  of w h a t  te ach ing
- ■ --oves on to d is cuss ing  the  te ache r 's  multifarious roles in th e  c lass ro om  a n d  her

- -• -; -'o w ith  le a rn e r s .T h e  cha p te r  e n d s  by p o in t in g  ou t  d i f fe rences  between N ESTs  and

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

- - ; - a P l e n a r y  l e c t u r e ,  U n d e rh i l l ' s  start ing p p in t  is tha t  The  class yo u  te ach  is a mess, and  
; s :rtool [ . . . ]  It's O K  to be  in a mess. It's ju s t  a fact. If yo u ' re  a l i v e ,  that 's  what yo u ' re  in.' 

- - > •  t r u s s e s  what leadership invo lves  and  h o w  a le a rn in g  o rg a n is a t io n  sh o u ld  operate .
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©’ Check the definition 
of'Content and language 
Integrated Learning1 (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. How true is this in 
your country?
Further reading

0 3 Is teaching English 
through English an ideal and/ 
ora reality in your context?

Natives and non-natives in 
opposite trenches

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
• The status of NESTs and non-NESTsV___________________________________ IT____________________________________  __,

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

' b e d 'es of k n o w le d g e  th s t  h a ve  b een  co nsc io u s ly  a cq u i re d  by sc ientists  o ve r  years  of s tud y  
a nd  tha t  can ice t r an sm it ted  by co n sc io u s  a n d  over t  inst ruct ion of va r ious  sorts'

For teachers of 'content-subjects', language is the means and knowledge is the 
end. But even in the case of 'skiIl-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).©1 The 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
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5.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.

—•■■= formalist 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 ̂ league told me the following story. She decided to present the 'what make?' structure to a group 
w 11-year-olds. The carrier content she chose was cars. Thus she asked the pupils: What make is your 
jarents' car?; to which they answered: 'It's a Ford; 'It's a Volkswagen 'and so on. During the break, a 
3t?t stopped her in the corridor to tell her, in L7 of course, that they had just changed their Skoda for 
i  Issan and how happy he was. It took the teacher quite a while to realise what he was getting at: he 
ec  apparently taken a pattern practice for a genuine inquiry.

~~e ■formalist 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.

-i #oimg 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. To demonstrate the differences, he put 
i  sook alternately 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 
■«̂ ere the book is?' The little girl snapped at him: 'Come on, of course he can I 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.

Suppose you are observing an intermediate English lesson. After they have read an article about 
homeless people, the teacher initiates a discussion about the down-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 come here to learn the grammar of English and not sociology or politics.
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&  Read the four statements 
below (Medgyes 1999a).
What do you think? Formulate 
arguments to challenge these 
assumptions.
a) 'The carrier content is a mere 

excuse for highlighting the 
learning content.1

b) ‘Learners have no real 
messages to convey in the 
classroom.'

c) 'The foreign language is 
not a genuine means of 
communication for learners.'

d) 'The foreign language lesson 
is not suitable for creating 
real-life situations.'

©* I maintain that teachers and 
learners engage in role-play 
all the time, and this can only 
be endured if seasoned with 
humour (Medgyes 1999a). 
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 Posada (2015) 
’Don't eat the marshmallow'. 
Which one(s) would you 
show your class?
Why?

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.3 O'1 
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. I 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 it were 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). 
©* I 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. &

2 Parenthetically, Gabelentz, a 19th century Germ an scholar, once observed that 'the best lan g u ag e  teacher, for begin n ers 
at least, is a talkative person with a lim ited range of ideas' (in Stevick 1 9 8 4 :1 3 4 ). This seem s a very apposite  description 
of the activist, who is eager to com m unicate  alth o u gh  she is aware that the students' L2 level does not allow  for 
sophisticated interaction.
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carrier content in that g ram m ar m erely carries the m essage  of ge n u in e  com m unication.



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 te rm s  of t h e i r ,a n g l j a g e  profic iency.
Hypothesis 2 They  differ in te rm s  of t'heir re a ch in g  b eha v iou r .
Hypothesis 3 The  d is c rep a n cy  in 'language pro f ic iency accounis for m o s t  of the  d if fe rences  

fo u n d  in the ir  t e a c h in g  behav iou r .
Hypothesis 4 They  can  oe e q u a l l y  g o o d  te ache rs  in t n e i r o w n  te rm s.  © 7

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

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

Survey 1 2 8  re sp o n d en ts  f rom  the  US: th e n  a fo l low-up in te rv iew  with  seven  o f  them .
Survey 2 2 1 6  re sp o n d en ts  f rom  ten countries .
Survey 3 81 H u n g a r i a n  non-NESTs, fo l lo w ed  oy ten interv iews.

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

Survey 1 (the US survey)

- the spring of 1989,1 circulated 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; a few 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

Being a Non-Native Teacher

©7 Look at these four 
hypotheses. Do you expect 
the survey results to prove or 
to disprove them? Give your 
reasons.
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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)

©’ How well are expatriate 
teachers paid compared 
to local teachers in your 
country? Why the differences?

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

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.5 The following countries were represented (Table 1):

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

Country Number of 
respondents

Country Number of 
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).

4 Em phatically, I w ould like to acknow ledge Thea Reves's contribution. W ithout her dedication, Survey 2 could not have 
been conducted.
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»'• ~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 
»ear. The length of training typically varied between three and six years. As for 
—e r EFL 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 (1 7.6 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 fuII- 
T~e job but at other institutions too - an indication of the economic necessity

moonlighting'. ©11 The 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 
-■ever 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. O12
—--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 Number of teachers Percentage
e.ery day 42 21.2
once or twice a week 29 14.6
o'-ce or twice a month 14 7.0
a *ew times a year 38 19.1
'arely 58 29.2
"ever 12 6.0
""issing 5 2.5 ® 13

-nally, non-NEST respondents were asked to rate their command of English 
compared to other non-NESTs working in their home country. On a five-point 
scale, the average was 3.6 (5 was best).©14

Survey 3 (the Hungarian survey)

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

A I the 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).

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

® 12 Non-NESTs who have 
never, or hardly ever, visited 
English-speaking countries 
were found to regard the 
NEST as the ideal teacher 
(Llurda 2008).
Does your experience 
support this claim?

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

® 14 How do you rate 
your English-language 
competence compared to that 
of your colleagues? Have you 
reached your plateau, or are 
you still improving?

: Several of the participants were teaching in more than one school, w hich affects the figures.
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Table 3: Distribution of respondents according to the age of students in Survey 3 (N=81

Age of 
students

Number of 
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)

® 15 Look at Table 4 and
give a brief answer to each 
question. Compare your 
answers with a colleague's.

Questions comparing NESTs and non-NESTs Survey/Item Chapter
1 Do you see any difference in teaching behaviour 

between NESTs and non-NESTs? Describe.
2/13
1/17

6.3

2 What is the NEST/non-NEST proportion in your school? 2/12 7.1
3 What would be the ideal proportion of NESTs and 

non-NESTs? Justify.
2/17
1/16

7.1

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 

cooperation? Describe.
2/15
1/15

8.1

6 Suggest ways of strengthening cooperation. 2/16 8.1

Questions concerning non-NESTs' command of English Survey/Item Chapter
7 What are your main difficulties using English? 2/23a 

3/5 b 
3/7

5.1

8 Has your English become better or worse since 
graduation?

3/3 5.1

9 Can you still make any progress? 3/6 5.1
10 Do your language difficulties hinder you in your 

work? If so, be specific.
2/23b 6.1

11 Have students had any effect on your English? If so, 
describe this.

3/4a
3/5a

9.2

12 Specify areas where your English has improved. 3/4c 9.2
13 Suggest techniques to overcome your difficulties. 3/8 9.2
14 Outside the classroom, how can you improve your 1/8 10.1

English? 3/4b © 1 5

'T h e  text of the o rig in a l questio nnaire  item s has been reworded, s im p lified  and collated to help  the reader ga in  a better 
overview  of the m ajor issues (see Appendices A-C).
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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, I shall
2-aw on them at appropriate places in the chapters indicated above.

the same time, I 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, I have put foreign-language teachers into two groups according 

the relationship between learning and carrier content. I have demonstrated
5 major feature distinguishing them from teachers of other school subjects, 
-amely the feature of assuming a role. I 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, I have 
-traduced three surveys I 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 non-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 Se lige r's  (1 9 7 9 ) view, the data ga in ed  from  self-reports are of du b io u s value.
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Further reading
• Broca, A. (2016) CLIL and non-CLIL: differences from the outset. ELTJournal 

70 (pp. 320-331).

vv h i 'e  a t Ig in g  the  f^ e r t s  of G U I  the a u th o r  a rg u e s  tna t  this type  of e d u c a t io n  is 
se 'ect 'V! d in g  s tu d e n ts  w h o  are a c a d e m ic a l l y  ¡ess ao le .  S h e  w a rn s  tha t  m o re  a ttent ion  
sh o u ld  oe  pa id  to ord inary .  non-CLii. courses. ;r  w h i c k t k e s tu d e n t  cohort  is m o re  d iverse .

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

B a s e d  on  l i e  history in te rv iew s  with  th ree  expa tr ia te  E F L t e a c h e r s  f r cm  P o la nd ,  the  o a o e r  
sh ed s  l ight  on  the  m a r g in a l i s e d  role they  p lay  in a m a r g in a l i s e d  o c cu p a t io n .  Like m e d ie v a l  
kn ights,  t r e y  f igh t  far  a notsie c ause  in a post-medem era rife with rnorai Pi l e m m a s  and  
pol it ical tens ions .

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

his p a p e r  a rg u e s  chat n o r- N E S T s  arc d o u b l e  agen ts ,  w h o  !ead  a d o u b l e  life, co n fo rm in g  to 
d o u b l e  s tandards ,  in varian t engaging in d o u o l e  th in k  a n d  d c u o i e  talk. The c e n t r a 1 m e s s a g e  
;s tha t  th e se  n eg a t iv e  te rm s  m a y  be rendereo positive co n n o ta t io n s  if in te rp re ted  c o n e c d y  in 
te a c h e r  ed u ca t io n
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le dark side of being a 
m-native

; points
\o'-\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 deficit01
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

O r ~ 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, 
c  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 

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

r e  same time, we seem to be able to identify our major weaknesses, both 
m  "’ea t 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?

kr Survey 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):

The Two Sides of the Coin

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

©2The Englishman flattered 
Draculaforhis excellent 
command of English.
Have you ever been flattered 
by a native speaker? If so, 
how did you feel?

i t  ~ ; : : 'nt, som e readers m ay w ish to stop me and say that ail this is too obvious to ask for evidence. Far from it!
I have presented my ideas about the NEST/non-NEST issue, there have alw ays been people in the au d ience  who 

. - a  ■¡-zed this a s s u m p t io n -a ll  of them  NESTs! In C hapter 7 , 1 shall reflect upon their queries. 35
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O 3 Look at Tables 5 and 6.

Do the results correlate with 
your own experience of 
language difficulties?

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 
available. The following results were achieved (Table 6): 0 3

Table 6: Frequency of language difficulties as perceived by respondents in 
Survey 3 (N=28)

Difficulty Frequency Difficulty Frequency
speaking 16 grammar 6
vocabulary 14 speech functions 4
pronunciation 11 listening 4
writing 9 reading 4

In the following section, I 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.

~- 5 came 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 room you're in at the moment. Do you know the English for all the objects that you 
3 P name in your mother tongue? Now look out of the window. How many trees and flowers can you 
Time in L1?And in English?

ilar problems seem to arise with regard to idioms and appropriacy. 0 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 7 992). In closing a 
erer, when do we wrife Yours sincerely, Sincerely, Regards, With best regards, With warmest regards, 
Best wishes, Love, Yours, etc.? Is Yours faithfully still 'in'? Is there any difference between May I use 
»our pen? and Can I 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 crop up? Doesn't slang 
sound odd when used by a non-NEST? Do you ever say That's neat or cool orThat's jolly good or bloody 
3c«i or(God forbid!) f...ing good? How about the phrase You bet or You gup? (Did you know that this h 
sler one may refer to women as well as men?) Can you tell the difference between synonyms such as ; 
sî vent, hinder, hamper, impede, 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

©* Vocabulary occupies 
the top of the list, lam not 
surprised - are you? Why 
(not)?
Further reading:
Medgyes (1999a)

&  Do you use many idioms 
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 
learners to see which word 
goes with which.
Do you ever consult such 
dictionaries?
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© 7 Which kind of mistakes 
do you tend to correct 
most often: lexical or 
grammatical? Why?

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

© ’  Read this anecdote.
A few years ago, I went 
into a shop in London to 
buy a shirt. The assistant 
asked 'What size?' 'I don't 
know exactly,' I 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 a trace. I 
cursed in Hungarian instead. 
Have you ever been in a 
similar situation? How did 
you cope?

© 10 Here are some 
characteristics of ELF speakers 
(Jenkins 2000). [p], [t] and [k] 
(as in 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 a full 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 -d o  they sound all right i f  non-NESTs use them?

V o c a b u la ry  is a m orass fo r  e v e ry o n e , b u t n o n -n a tiv e  speakers , a nd  h e n ce  n on - 
NESTs, are m o re  p ro n e  to  g e t b o g g e d  d o w n .

T he  non-N E S T 's u n c e rta in ty  is a p p a re n t in h e r e r ro r  c o rre c tio n  te c h n iq u e s , 
to o . In an e m p ir ic a l s tu d y, S h e o re y  (1 9 8 6 ) fo u n d  non-NESTs to  be  m o re  heavy- 
h a n d e d  in m a rk in g  e rro rs  th a n  NESTs -  e x c e p t fo r  lex ica l e rro rs , an a tt itu d e  
w h ic h  S h e o re y  a ttr ib u te d  to  th e  non-N ESTs' in a b il ity  to  g ra s p  th e  lex ica l 
s u b tle tie s  o f  E n g lish  usage . H e r f in d in g s  are  c o n s is te n t w ith  th o s e  o f  H u g h e s  &  
L asca ra tou  (1 9 8 2 ) a nd  m an y  o th e rs . © 7

O ra l flu e n cy
S p e a k in g  sk ills  a nd  f lu e n c y  a re  th e  ru n n e rs -u p  in th e  s ta tis tics . NESTs, on  th e  
w h o le , a re  m o re  f lu e n t sp ea ke rs  th a n  non-NESTs. O ra l f lu e n c y  in vo lve s  severa l 
aspects , such as s p e e c h  ra te, re ad in e ss  to  s p e a k  a n d  th e  a b il ity  to  sp ea k  
c o h e re n tly  -  it g o e s  w ith o u t sa y in g  th a t NESTs sco re  h ig h e r  o n  all co un ts .

Th is d o e s  n o t ru le  o u t th e  p o s s ib ility  o f  so m e  non-NESTs s p e a k in g  fa s te r th a n  
NESTs. In m y o b s e rv a tio n , th e re  are so m e  w h o s e  sp e e ch  ra te  is e ven  h ig h e r  in 
E ng lish  th a n  in th e ir  m o th e r  to n g u e , p o s s ib ly  d u e  to  an u n c o n sc io u s  s tra te g y  
in te n d e d  to  im p re ss  th e  h ea re rs  a nd  b o o s t th e ir  o w n  s e lf-c o n fid e n c e .

S im ila rly , s o m e  non-NESTs are m o re  ta lk a tiv e  in E ng lish  th a n  in L1 ; in a 
c la ss ro o m  c o n te x t, th is  m ay  be  c o n d u c iv e  to  in c re a se d  te a c h e r  ta lk in g  
t im e  -  n o t a lw ays a v irtu e . 'C o m p u ls iv e  c h a tte rb o x e s ' m ay  a lso  be  d r iv e n  by 
c o m p e n s a to ry  s tra te g ie s  o r  p e rh a p s  b y  a d e s ire  to  p ra c tise  E n g lish  u n d e r  any 
c ircu m s ta n ce s . © 8

O n  th e  o th e r  hand , I have s e ld o m  c o m e  across non-NESTs w h o  can use E ng lish  
as c o h e re n tly  and  as lu c id ly  as th e ir  m o th e r  to n g u e  o r  as th e ir  NEST co u n te rp a rts . 
N on-N E S T sp ee ch  te n d s  to  be  re d u n d a n t and  c lum sy, o w in g  to  d iff ic u lt ie s  in 
f in d in g  th e  a p p ro p r ia te  s tru c tu re s  o r phrases on  th e  s p u r o f th e  m o m e n t. © 9

P ronun ciation
P ro n u n c ia tio n  was m a rk e d  as th e  th ird  m o s t c r it ic a l a rea in S u rveys 2  a nd  3 . W e 
have a ll m e t non-NESTs w h o s e  p ro n u n c ia t io n  is h a rd ly  d is t in g u is h a b le  fro m  
s o m e  n a tiv e -s p e a ke r n o rm . As a ru le , p e r fe c t im ita to rs  p a rro t B ritish  E ng lish  
o r  A m e ric a n  E n g lish . It lo o k s  as th o u g h  n a tive  speake rs , u p  to  a ce rta in  p o in t, 
a p p re c ia te  g o o d  p ro n u n c ia t io n  p ro d u c e d  b y  n on -na tive s .

Those  non-NESTs w h o  use th e  B ritish  va rie ty  g e n e ra lly  sp ea k  w ith  an RP (R ece ived  
P ron u nc ia tio n ) accen t. H ow eve r, as RP is sp oke n  by o n ly  a sm a ll fra c tio n  o f B ritish  
p e o p le , im ita tin g  it is n o t a lw ays c o n s id e re d  to  b e  an asset in B rita in .2 © 10

2 The a ttitude to pronunciation has not always been as permissive as it is today. Stevick quotes Borden & Busse,
'speech correctionists' o f the 1920s, who called th e ir students 'patients' suffering from  'defects o f fore ign d ialect' and 
recommended the fo llow ing  treatm ent: 'If the patient stubborn ly persists in s u b s titu t in g ! as in 'to w n 'fo rT H  as in 'th in ' 
[...] hold the blade o f his tongue forcib ly down in its proper position by means o f a w ire form  [called] a 'fricator'. If he 
persists [...] push his tongue back into its proper position w ith  a forked m etal brace' (in Stevick 1976: 93).
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•  In an effort to get rid of this 'stigma', a Hungarian colleague remoulded his English into some kind 
of Liverpudlian accent.

•  A student of mine, after spending six months in Scotland, came home speaking Scottish English 
and ever since he has been trying hard to perfect his Scots.

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

—e n u n c ia tio n  th a t a p p ro x im a te s  to  a n a tive  n o rm  is, in so m e  q u a rte rs , re g a rd e d  
25 s p r im a ry  in d ic a to r  o f  success w ith  E ng lish . A lth o u g h  th e re  is so m e  e m p ir ic a l 
e . d e n ce  th a t n o n -s ta n d a rd  p ro n u n c ia t io n  p ro d u c e d  b y  n o n -n a tiv e  sp ea ke rs  
3 "  be  a b a rr ie r  to  in te l l ig ib i l i ty  (M itc h e ll &  B ru m fit 1991), th is  is an o b v io u s ly  
•Exaggerated v ie w  -  p ro n u n c ia t io n  s h o u ld  n o t b e  a s c rib e d  as im p o r ta n t a ro le  as 
=c"ne p e o p le  w o u ld  have  us b e lie v e  (K rashen  &  Te rre ll 1983). © "

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

- - n o u g h  th e y  s o m e tim e s  like  to  p o k e  fu n  a t fo re ig n e rs  s p e a k in g  w ith  a ty p ica l 
—ench , Russian o r  Ja p a n e se  accen t, n a tive  E ng lish  sp ea ke rs  are g e n e ra lly  
tc  e ra n t o f  p ro n u n c ia t io n  d iffe re n c e s , b e ca u se  so m e  k ind  o f  fo re ig n  a c c e n t su its  
;  - 'o re igne r's  im a g e . A s I have m e n tio n e d  e a rlie r, so m e  na tives  in fa c t re se n t 
a rce n tle s s ' sp e e ch  say ing , as it w e re , 'H o w  d a re  yo u  sp ea k  m y m o th e r  to n g u e  
sc w e ll?  It is m y  p ro p e r ty  if you  h a v e n 't n o t ic e d ! ' (C o rd e r  1973).

2 "  th e  o th e r  h and , I d o  b e lie v e  th a t non-NESTs s h o u ld  be  se ns itive  to  
c 'o n u n c ia tio n , as in d e e d  to  any o th e r  aspe c ts  o f  la n g u a g e  p ro fic ie n c y . W e 
:  _ g h t to  be  aw are , fo r  e x a m p le , o f  o u r  in g ra in e d  e rro rs  b ecause , like  fo lk -so n g s , 
s -c h  e rro rs  are passed  d o w n  fro m  g e n e ra tio n  to  g e n e ra tio n . I b e g a n  to  ca ll th is  
c ie n o m e n o n  'th e  g o o s e -e ffe c t ' a fte r a fr ie n d  had  re la te d  th e  fo l lo w in g  s to ry .

As my own teacher had pronounced goose as [gu:z], I used it that way. Then one day I suddenly 
:scovered that it should in fact be [gu:s]. The painful realisation that I 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 re g a rd  as fa r m o re  im p o r ta n t th a n  'p e r fe c t ' p ro n u n c ia t io n  is th e  
e age rness  to  m ake  p ro g re ss . It is p re c is e ly  fo r  th e  lack o f  e a g e rn e ss  th a t I f in d  
t^ e  s to ry  b e lo w  a g o n is in g .

© ,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.

® 12 Can you recall any 
persistent pronunciation 
errors you used to make, but 
then got rid of? Compare 
experiences.
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® 13 Wrong 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 a few 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't it? 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?

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

1 'One day, as I was browsing the vocabulary list at the end o f a coursebook,' a friend related, 'I 
1 discovered that I should pronounce front as [frAnt] and not [fon t] as I had believed. I ran up to a 

colleague to confess my sin. First she didn't understand what I was getting at and when she did, she 
just shrugged her shoulders and said, "So what?" '® 13

G ra m m a r
U n like  vo c a b u la ry , g ra m m a r is th e  non-N ESTs' fa v o u r ite  h u n tin g  g ro u n d . If th e re  
is o n e  area w h e re  w e  c la im  to  be  a t h o m e , it is g ra m m a r. T he  reason  is th a t it is 
fa r m o re  c o n c re te  th a n  vo c a b u la ry . Its g is t can b e  c o m p re s s e d  in to  a b o o k  o f  
2 0 0 -3 0 0  p a g e s  and  is th e re fo re  'le a rn a b le ';  in d e e d  m o s t non-NESTs su cce ss fu lly  
s w o tte d  u p  g ra m m a r d u r in g  th e ir  c o lle g e  years.

Th is  re la tive  fe e lin g  o f  se cu rity , h o w e ve r, m ay  b e  c o n d u c iv e  to  a tta c h in g  m o re  
im p o r ta n c e  to  g ra m m a r th a n  it d e se rves . S tu d ie s  on  e rro r  c o rre c tio n  s h o w  
th a t non-NESTs te n d  to  p e n a lis e  g ra m m a tic a l e rro rs  w ith  th e  u tm o s t severity , 
in c lu d in g  e ven  th e  use o f  s tru c tu re s  th a t have  lo n g  c o m e  in to  e v e ry d a y  use, 
such as i f  I was in h y p o th e tic a l se n te n ce s .3

T he  tro u b le  is th a t non-NESTs u sua lly  le a rn t E ng lish  g ra m m a r fro m  c o u rs e b o o k s  
a t s c h o o l a n d  s u b s e q u e n tly  fro m  p e d a g o g ic  g ra m m a r b o o k s  a t c o lle g e .
H ence , un less  th e y  c o m e  in to  e v e ry d a y  c o n ta c t w ith  n a tive  speake rs , th e ir  
g ra m m a tic a l k n o w le d g e  re m a in s  'b o o k is h '. A p a r t fro m  th e  fa c t th a t th o s e  b o o k s  
m ig h t have  la id  d o w n  ru les  th a t w e re  o u td a te d  even  a t th e  t im e  o f  p u b lic a tio n , 
th e y  in e v ita b ly  p re s e n t a m o re  c o m p a rtm e n ta lis e d  a nd  d e fe c t iv e  p ic tu re  o f 
g ra m m a r th a n  can be  ju s t if ie d  b y  ac tua l use. In aw a reness  o f  th e se  d a n g e rs , 
c o n s c ie n tio u s  non-NESTs c o n s ta n tly  s tru g g le  to  ca tch  u p  w ith  d e v e lo p m e n ts  in 
la n g u a g e  use. ® 14

T he  su rveys s h o w e d  th a t re s p o n d e n ts  had  n u m e ro u s  d if f ic u lt ie s  w ith  
p re p o s it io n s  a nd  a rtic les .

i  What is the difference between before, in front of and outside the house?(Note: difference between 
¿ and not among, though there are three elements to be distinguished.) Does approve go with or without 
v of?Do we agree to, on, with a proposal? Caí? we agree [0] a proposal?Should I write the respondents 
¿ or [0] respondents in the survey? Similarly, [0] non-NESTs' or the non-NESTs' attitude?

S o m e  non-NESTs are p re o c c u p ie d  w ith  a ccu racy  to  th e  p o in t  o f  o b se ss io n .

v Both as a participant and a trainer, I 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

3 Incidentally, non-NESTs were found to  treat spelling errors even more harshly. Sheorey (1986) ascribes this attitude to the fact 
that non-NESTs feel most comfortable w ith spelling, as it consists o f a set of rules even more fin ite  than those of grammar.
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-  g h ly  p ro f ic ie n t non-NESTs seem  to  have a b e t te r  sense  o f  p ro p o r t io n . W h ile  
-e co g n is in g  th e  p iv o ta l ro le  th a t g ra m m a r p lays  in la n g u a g e  le a rn in g  and  
« "g u a g e  use, th e y  a re  aw a re  th a t it is ju s t o n e  area o f  s tu d y . In m y e x p e rie n c e , 
—e m o re  p ro f ic ie n t th e  non -N E S T  is, th e  less g ra m m a r-c e n tre d  she is!

Listen ing c o m p re h e n s io n
V e x t d o w n  th e  lin e  o f  b lin d  sp o ts  c o m e  lis te n in g  sk ills . L o g ica lly  e n o u g h , th o s e  
-en-N E S Ts w h o  a re  p a rtic u la r ly  h a m p e re d  a n d  a n n o y e d  b y  th e ir  in c a p a c itie s  
= 'e  th e  o n e s  w h o  a re  re a d y  to  e x p o s e  th e m s e lv e s  to  e x te n d e d  p e r io d s  o f 
zc n c e n tra te d  lis te n in g , such as w a tc h in g  E n g lis h - la n g u a g e  film s  o r  l is te n in g  to  
-s d io  b ro a d ca s ts . ® 16 I assum e  th a t th e  e a g e rn e ss  to  u n d e rg o  such ta n ta lis in g  
e xp e rie n ce s  is in d ire c t p ro p o r t io n  to  th e  d e g re e  o f  o v e ra ll p ro fic ie n c y .

•  Many colleagues admit that it is all right as long as native speakers with some standard variety of 
English talk to them. The situation deteriorates when they happen to meet a regional dialect. And 
it is almost impossible to make out conversations overheard on the London tube or the New York 
subway.

•  Watching TV is another challenge. TV news causes few problems. Western movies, documentaries 
and interviews cause much greater difficulties. But worst of all are sitcoms and comedy shows! I/Ve 
miss every other punchline, mostly because of the references and allusions that only people living 
in that country can appreciate. ® 17

W ritin g  an d  re a d in g  skills
~ re s e  tw o  sk ills  seem  to  p o s e  re la tiv e ly  fe w  p ro b le m s . Th is  m ay be  d u e  to  th e  
-act th a t non-NESTs a re  re la tiv e ly  sa tis fie d  w ith  th e ir  a b il ity  to  read  a nd  w rite , o r 
-3 th e r  th a t th e y  a tta ch  less im p o r ta n c e  to  th e m  th a n  to  th e ir  o ra l sk ills . I su s p e c t 
T a t  th is  la tte r  c o n s id e ra tio n  ca rr ie s  m o re  w e ig h t: s in ce  o ra l p ro fic ie n c y  is a 'm a ke  
3 " b re a k ' re q u ire m e n t a nd  a g o o d  p re d ic to r  o f  success in te a c h in g  (B ritte n  1985),
* aws in re a d in g  a n d  w r it in g  sk ills  a re  e a s ie r to  co nce a l.

® 16 We can now use online 
resources such as YouTube 
for concentrated listening. 
What similar sources and 
resources have you found 
most useful?

® 17 On YouTube, watch the 
sketch 'Four candles'(2006) 
with the Two Ronnies.
The British audience roared 
with laughter. Did you, too? 
Was there anything that 
made it difficult for you to 
understand the jokes?

5 .2  'S c h izo p h re n ia ' a n d  'in fe rio rity  c o m p le x '
"  C h a p te r 4 .1 ,1 a rg u e d  th a tfo re ig n - la n g u a g e  te a che rs  are d o o m e d  to  assum e 

'o-es. I fu r th e r  c o n te n d  th a t th e  non-NESTs' p re d ic a m e n t is a g g ra v a te d  by th e  
3̂ ct th a t w e  have  to  ac t in a fo re ig n  la n g u a g e , w h ich  is a t leas t as fu g it iv e  as th e  
ea rn in g  c o n te n t/c a rr ie r  c o n te n t d ic h o to m y . To us, E ng lish  is fu ll o f  m ystery, b o th  

~ o m  a lin g u is tic  a nd  fro m  a cu ltu ra l p o in t o f v ie w  (M e d g y e s  1983). As has b een  
snow n in C h a p te r  5.1, b y  d e f in it io n  w e  have a less re lia b le  k n o w le d g e  o f  th e  
English  la n g u a g e  th a n  NESTs. In a d d itio n , w e  a re  like ly  to  have re la tive ly  scanty 
" fo rm a tio n  a b o u t th e  cu ltu re , o r  ra th e r cu ltu res , o f E n g lish -sp e a k in g  co un tries . Yet, 
"  th e  c lass ro om  w e  have to  a p p e a r to  b e  w e ll- in fo rm e d  sources in b o th  respects.

~he  p o in t  is th a t w e  are a t a ju n c t io n  b e tw e e n  tw o  la n g u a g e s  a nd  severa l 
cu ltu res . By b ir th , w e  re p re s e n t o u r  n a tive  la n g u a g e  a n d  c u ltu re , b u t by 
p ro fe ss io n  w e  are o b lig e d  to  re p re s e n t a fo re ig n  la n g u a g e  w ith  its  c u ltu ra l lo a d .
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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?

W h ils t b e in g  e n r ic h e d  b y  tw o  se ts o f  la n g u a g e  a nd  c u ltu re , in  th e  c lass ro om  
w e  are b e s e t w ith  p ro b le m s  cause d  b y  o u r  d o u b le -b a r re lle d  na tu re . H a v ing  
e x a m in e d  so m e  o f o u r  la n g u a g e -re la te d  p itfa lls , le t m e n o w  m e n tio n  a h a n d fu l 
o f  d if f ic u lt ie s  o f  a lin g u is t ic o -c u ltu ra l o r  p u re ly  c u ltu ra l n a tu re .4

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

•  Should my own behaviour also correspond to such rules (for example, should I 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 I take over pedagogical techniques commonly applied in certain English-speaking 
countries (such as questioning techniques)?

•  Should I create an ‘English classroom' with posters, pictures, cut-outs, and so on?
\ •  After the class, in my role as a 'counsellor' or 'parent-surrogate', should I talk to my students in 

English?
\ •  In the school canteen, should I 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 I speak with other non-NESTs in English or in our mother tongue?

A ll th e s e  issues re la te  to  th e  q u e s tio n  o f  ro le -p la y in g . For if, t ru e  to  m y n a tive  
id e n tity , I d e lib e ra te ly  s p e a k  w ith  w h a t is ca lle d  a H u n g lis h  a c c e n t o r  use th e  
im p e ra t iv e  to  g iv e  in s tru c tio n s  ('Susan, c o m e  to  th e  b la c k b o a rd ! ') ,  w h ic h  is th e  
s ta n d a rd  fo rm  in H u n g a ria n  sch oo ls , I p re s e n t an im p e r fe c t m o d e l o f  E ng lish .

If, on  th e  o th e r  h and , I p u t on  a d is t in c t RP a ccen t, I m ay s o u n d  p o m p o u s  
o r  r id ic u lo u s  a nd , m o re  im p o rta n t ly , c o n v e y  a fa lse  idea  o f  th e  w a y  m o s t 
n a tive  sp ea ke rs  speak. By th e  sam e to k e n , if I use th e  in d ire c t w a y  o f g iv in g  
in s tru c tio n s , I m ay  a p p e a r  s n o b b is h  a n d  a lie n  in an o th e rw is e  g e n u in e ly  un- 
E ng lish  e n v iro n m e n t.

Non-NESTs are s p lit b e tw e e n  tw o  pa tte rn s  o f b eh a v io u r. I say 'b e h a v io u r', because :

'speaking English d o e s  n o t  r n e r e i y  i m p l y  producing t e e  righ t s o u n d s  a t  t h e  r i g h t  m o m e n t .  
S p e e c h  is behaviour, k  his i n t o n a t i o n ,  h is  c o u n t e n a n c e ,  h is  g e s tu r e s  (o r  a b s e n c e  o* g e s tu re s ) ,  
t h e  t e a c h e r  o f  E n g l i s h  a l m o s t  l i t e ra l l y  s h e d s  h is  I L i ]  o e r s o n a l i t y  d u r i n g  t h e  f o u r  o r  f iv e  n o u r s  a 
d a y  he  is c a l le d  u p o n  to  p e d o m n  i r  f r o n t  o f  h is  a u d io s - c e '  { A n t :e r 1 9 7 6 : 3 ) .

In m y e x p e rie n c e , th e  b e t te r  th e  c o m m a n d  o f  E n g lish , th e  m o re  d if f ic u lt  it is 
fo r  non-NESTs to  k e e p  th e ir  L"\ a nd  L2 b e h a v io u rs  s e p a ra te d . A t a n ea r-na tive  
leve l, w e  m ay in fa c t b e c o m e  so m uch  im b u e d  w ith  th e  E ng lish  la n g u a g e  and  
th e  c u ltu re s  it co nve ys  th a t w e  te n d  to  ca rry  th e m  o v e r in to  o u r  L1 b e h a v io u r  as 
w e ll. ® 18 W ith  so m e  e x a g g e ra tio n , I w o u ld  say w e  b e h a ve  in th e  c la ss ro o m  (and  
s o m e tim e s  even  in o u r  p r iv a te  lives) like  p la s tic in e  B rits  o r  A m e ric a n s . W e  have 
tw o  ch a ra c te rs , b o th  o f  th e m  sham ; w e  d is p la y  s ign s  o f  's c h iz o p h re n ia '. ® 19

4 In Kachru’s (1977) view, a non-native RP speaker is incongruent if she is wearing this lingu istic  mask w ithou t com bining 
it w ith  the mannerism s and cultura l features of a native RP speaker.

42



PARTIM The Two Sides of the Coin

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 
s jis n  of the London tube and the colleges of Oxford, subscribe to The Economist and have their 
m eic tuned in to BBC 1 (and not BBC World Service). They eat a lot o f chocolate, Cadbury's i f  possible, 
h e r  LI utterances are interwoven with English phrases as if  the Hungarian language were not subtle 
m o jg h  to express the meanings, or out of sheer sloppiness. Others prefer to ‘go American'. © 20

t  s t t le  w o n d e r  th a t n o t all s tu d e n ts  are  keen  to  fo l lo w  such  a m o d e l, and  
T 'a~y w o u ld  u tte r ly  re fuse  to  p u t on  th e  m ask o f  a fo re ig n e r . 'P lease  no  gam es, 
~c songs, no  ro le -p la ys , no  in to n a tio n  d r ills , no  to u c h in g  each o th e r 's  hands  -  

us th e  g ra m m a r! ' H id d e n  b e h in d  th e ir  c o n s e rv a tiv e  a tt itu d e  m ay lie  a fe a r 
zx c e n t ity  cris is . T he  re je c tio n  o f  'fo o lin g  a ro u n d ' is p a rtic u la r ly  c h a ra c te r is tic  o f  
s c -  t  s tu d e n ts , m an y  o f  w h o m  'g e t in to  a s ta te  o f  'p s y c h ic  d e a th ' in th e  fo re ig n  
¿ r g  ja g e  class as th e y  fe e l th e y  a re  lo s in g  th e  e g o  e s ta b lis h e d  w ith  so  m uch  
r a  "  d u r in g  th e ir  lives ' (B a rd o s  1 9 8 4 :1 1 6 ).

S e ttin g  b a ck  to  te a ch e rs , fe w  non-NESTs have re a ch e d  a leve l o f  c o m p e te n c e  
~ g n  e n o u g h  to  be  w o rr ie d  a b o u t lo s in g  th e ir  n a tive  id e n tity . O n  th e  co n tra ry ,
—c s t o f  us a re  d o in g  o u r  b e s t to  a c q u ire  a b it  m o re  'E ng lishness '. Ins tead  o f 
s c 'z o p h re n ia ,  w e  su ffe r fro m  an in fe r io r ity  c o m p le x  cause d  b y  g la r in g  d e fe c ts
-  o u r k n o w le d g e  o f  E ng lish . W e are in c o n s ta n t d is tre ss  as w e  rea lise  h o w  lit t le  
*•£ k n o w  a b o u t th e  la n g u a g e  w e  are s u p p o s e d  to  te a ch . In d e e d , m o s t n on - 
\E 5 T s  are all to o  aw are  th a t th e y  are te a c h e rs  a n d  le a rn e rs  o f  th e  sam e s u b je c t.

--is  reminds me o f 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 a real 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).

O f co u rse , e ve ry  g o o d  te a c h e r  is an av id  le a rn e r o f  th e  s u b je c t she teaches . 
G o o d  phys ics  te a c h e rs  read  sc ie n ce  m ag a z in e s  a nd  g o o d  PE te a c h e rs  e a g e rly  
earn  a b o u t n e w  te c h n iq u e s  in, say, h ig h - ju m p  a nd  even  try  to  re p ro d u c e  th e m  
ss m uch  as th e y  p o s s ib ly  can.

H ow eve r, a bas ic  d if fe re n c e  b e tw e e n  te a c h e rs  o f  fo re ig n  la n g u a g e s  and  th o s e  
o f o th e r  su b je c ts  is th a t, w h e re a s  th e  la tte r  have an e q u a l ch an ce  to  g a in  access 
to  new  h o riz o n s  o f  k n o w le d g e  a nd  sk ills , fo re ig n - la n g u a g e  te a c h e rs  d o  not. 
n te rm s  o f  b o th  E n g lis h - la n g u a g e  p ro fic ie n c y  a nd  fa m ilia r ity  w ith  a t leas t o ne  

E n g lis h -s p e a k in g  c u ltu re , NESTs are b e t te r  o f f  -  a nd  u su a lly  im m e a s u ra b ly  
o e t te r  o ff! A n d  fo r  us non-NESTs, th is  th o u g h t  is n o t an a lto g e th e r  e n c o u ra g in g  
o ne  ( if  I m ay  avail m y s e lf o f  B ritish  u n d e rs ta te m e n t) . 0 21

© 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 21 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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® 22 In your experience, how 
does stress affect language 
teachers-and non-NESTs 
in particular? What typical 
symptoms have you noticed?

® 23 The causes of stress in 
the teaching profession are 
manifold (Medgyes 2004). 
Can you supply a few 
examples?
Further reading:
Mousavi (2007)

5 .3  T h e  stress cycle
A s I p o in te d  o u t in C h a p te r  3 .3 , s tu d ie s  on  th e  la n g u a g e  le a rn e r a re  p le n tifu l,  
w h ile  th o s e  on  th e  la n g u a g e  te a c h e r  are  m uch  less c o m m o n . Th is  a lso  a p p lie s  
to  resea rch  on  stress in ELT: w h e re a s  b o o k s  and  a rtic le s  on  a n x ie ty  in la n g u a g e  
le a rn in g  are  in a b u n d a n c e , th e re  is h a rd ly  a n y th in g  w r it te n  a b o u t 'th e  s ickness  
fro m  te a c h in g ' fo re ig n  la n g u a g e s . Th is  is a re g re tta b le  fac t, c o n s id e r in g  th a t 
a n x ie ty - r id d e n  te a c h e rs  are  lik e ly  to  ra ise  th e  s tu d e n ts ' a n x ie ty  leve l to o . 
L ea rn in g  a b o u t h o w  to  a lle v ia te  o u r  o w n  stress is a p re c o n d it io n  fo r  b e in g  a b le  
to  d e a l w ith  le a rn e r stress. ® 22 Je rs iId  (1 9 5 5 ) m e n tio n s  th a t un less  th e  te a c h e r 
u n d e rs ta n d s  a nd  a cce p ts  h e rs e lf as a p e rso n , she is u n a b le  to  h e lp  s tu d e n ts  
u n d e rs ta n d  a nd  a c c e p t th e m s e lv e s . In a s im ila r fa s h io n , M a le y (1 9 8 4 )  rem arks  
th a t w e  s h o u ld  in fa c t b e  m o re  c o n c e rn e d  w ith  te a c h e r  stress th a n  w ith  le a rn e r 
stress. A fte r  a ll, w h e re a s  lea rne rs  have severa l va lves th ro u g h  w h ic h  th e y  can le t 
o ff  s team  o u ts id e  th e  c lass ro om , te a c h e rs  are m o re  p ro n e  to  ta ke  th e ir  w o rr ie s  
h o m e . In co n tra s t, w ith in  th e  fra m e w o rk  o f  g e n e ra l e d u c a tio n , te a c h e r  stress 
d o e s  n o t seem  to  be  a n e g le c te d  research  area.

In a h ig h ly  illu m in a tin g  b o o k  ca lle d  ‘B e in g  a te a c h e r', C la x to n  c o n te n d s  th a t

' t h e  v a s f  m a j o r i t y  o f  te a c h e rs ,  particu larly  in  s e c o n d a r y  s c h o o ls ,  a re  f e e l i n g  o v e r l o a d e d ,  
p u s h e d  a rou nd . ,  c o n fu se d . ,  f e d  u p  a n d  u n a p p r e c i a t e d ' ( 1 9 8 9 : 1 ) .

Stress a ffec ts  te a c h e rs  in e ve ry  p o s s ib le  w ay: p hys ica lly , m e n ta lly , b e h a v io u ra lly  
and  e m o tio n a lly  a like . S u rve y in g  te a c h e r  stress in th re e  E ng lish  c o m p re h e n s iv e  
sch oo ls , D u n h a m  (1 9 9 2 ) lis ts 31 d if fe re n t s y m p to m s  o f  stress, a m o n g  w h ic h  
'fe e lin g s  o f  e xha u s tio n ', 'm a rk e d  re d u c tio n  o f  c o n ta c ts  w ith  p e o p le  o u ts id e  
sch oo l', 'fru s tra t io n  b eca u se  th e re  w as lit t le  sense o f  a c h ie v e m e n t' and  
'ir r i ta b il ity ' w e re  th e  lea d e rs . B u t 'la rg e  inc rease  in c o n s u m p tio n  o f  a lco h o l', 
'd e p re s s io n ', 'loss  o f  w e ig h t ' o r  'o ve re a tin g " , and  'm a rita l and  fa m ily  c o n flic ts ' 
w e re  a lso  a m o n g  th e  s y m p to m s .

The  s y m p to m s  o f  stress, how eve r, are n o t to  be  m ix e d  up  w ith  th e  causes o f 
stress. © “  In th e  te a c h in g  p ro fe s s io n , th e re  are  m o u n tin g  c o n c e rn s  o v e r th e  
ra te  o f  ch a n g e s  and  an e v e r s tro n g e r  u rg e n c y  to  a c q u ire  new  sk ills , in th e  
fa ce  o f  a w o r ld w id e  te n d e n c y  to  tre a t te a c h e rs  m o re  like  w o rk e rs  and  less like  
p ro fe ss io n a ls . E x tra p o la tin g  th e se  w o rr ie s  in to  th e ir  o w n  lives, p e o p le  o fte n  
m o a n : 'W e ll, no  w o n d e r  th e re 's  so m uch  stress a nd  d is tre ss  -  such  is o u r  age !', 
to  w h ic h  Je rs i Id p ith ily  re p lie d  as lo n g  a g o  as th e  1950s:

'O u r s  is eallec a n  a g e  o f  anxiety, a n d  so it is. Each a g e  is a r  a g e  o f  a n x ie t y '  ( 1 9 5 5 : 2 0 ) .

C la x to n  (1 9 8 9 ) a ttr ib u te s  stress to  th e  in c o m p a tib il ity  b e tw e e n  d u tie s  and  
w ishes . R o u g h ly  s p e a k in g , d u tie s  are  la id  d o w n  in o u r  jo b  d e s c r ip t io n , w h e rea s  
w ish es  in c lu d e  o u r  p ro fe s s io n a l a s p ira tio n s  a nd  p re fe re n ce s . P rob lem s  b e g in  
to  e m e rg e  w h e n  w e  are  u n a b le  to  ca rry  o u t o u r  d u tie s  as e ff ic ie n tly  as w e  
w o u ld  w ish , o w in g  to  all so rts  o f  lim ita tio n s , p e rs o n a l a nd  e x te rn a l. T he  g re a te r  
th e  d is p a r ity  b e tw e e n  w h a t w e  have  to , w a n t to  a nd  can d o , th e  g re a te r  th e  
d e m a n d s  on  us. If th e s e  d e m a n d s  a re  to o  p ress ing , w e  fe e l o v e r lo a d e d . 
H o w eve r, th is  is n o t y e t th e  s ta g e  o f  fu ll-b lo w n  stress.
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—- e  c ritica l s tage  sets in, says C la x to n , w h e n  o u r  in ju n c tio n s , th a t is o u r  in g ra in e d  
.■ews a b o u t p e rso n a l w o rth , are u n d e rm in e d . Irre sp e c tive  o f  w h e th e r  these  
re lie fs  are c lea rly  a rtic u la te d  o r  rem a in  a rcane, th e y  se t th e  s ta n d a rd s  w e  a tte m p t 
— iive up  to : in e ffe c t th e y  are p e rs o n a lis e d  d e m a n d s . If w e  re p e a te d ly  fa ll s h o rt 
r *  o u r e xp e c ta tio n s , w e  u lt im a te ly  lose se lf-e s te e m , w h ich  is th e  fu n d a m e n ta l 
c o m p o n e n t o f  p s y ch o lo g ic a l su rv iva l (S tev ick 1980). O r  as C la x to n  pu ts  it:

° a t  s t a r te d  o u t  as an  o b j e c t i v e  a s s e s s m e n t  eke  "T h a t  le s s o n  d id n 't g o  as w e l l  as i h a d  
e m e c t e d "  g e t s  recas t  as "I m a o e  a m i s t a k e ' ’, w h i c h  l e a d s  t o  "hen a p o o r  t e a c h e r "  a n d  e v e n  " I 'm  

w n u r e  (as a p e r s o n ) "  ' ( 1 9 8 9 : 6 0 ) .

As w e  e x p e r ie n c e  c h ro n ic  u n d e ra c h ie v e m e n t, w e  b e g in  to  fe e l th re a te n e d , and  
t * ' s  fe e lin g  sets o u r  d e fe n c e  m e ch a n ism s  in m o tio n . In an e ffo r t  to  h id e  o u r  real 
a ^d  assum ed  in a d e q u a c ie s , w e  re so rt to  v a rio u s  fo rm s  o f  a v o id a n c e  s tra te g ie s , 
s-^ch as e s c h e w in g  h um a n  c o n ta c t o r  p ro je c t in g  th e  b la m e  o n to  o th e rs . The 
O 'adua l inc rease  o f  'to x ic  w a s te ' is c o n d u c iv e  to  a c c e le ra te d  te n s io n , p o o re r  
p e rfo rm a n c e  a nd  u lt im a te ly  to  th e  s y m p to m s  o f  stress d e s c r ib e d  a b o ve .

2 axton  illu s tra te s  th is  v ic io u s  c irc le  like  th is  (F ig u re  5):

F igu re  5 : T h e  stress cyc le  ® 24

C o n flic ts
D u tie s  1  W is h e s

(im p o s e d  c h a n g e ) ^  (w il le d  c h a n g e )

In creased

D e c re a s e d
p e rfo rm a n c e

d e m a n d s  +
L im ita tio n s  ^ O v e r l o a d sN

p ressu re

\

M o re  
in ju n c tio n s  •

In ju n c tio n s

B ad  fe e lin g  
(th re a t)  

W ith d ra w a l 1  
(sham e) f t^  J

'A v o id a n c e

P ro jec tio n
(b la m e )

-  a p p e a rs  th a t th e re  are th re e  a lte rn a tiv e s  o p e n  to  th e  s tressed  te a c h e r: to  
—ove (on  to  a n o th e r  p ro fe ss io n ), to  im p ro v e  (h e r s itu a tio n  as a te a ch e r), o r  to  
s -iffe r ( fro m  c o n s ta n t stress). A s th e  s e c o n d  o p t io n  p ro m ise s  to  be  th e  m o s t 
. a b le  a nd  d e s ira b le , le t m e re c o m m e n d  a ro ad  to  re co v e ry  fro m  stress. The  
cure ' fo r  non-NESTs co ns is ts  o f  seven  s te p s .5 O 25

Sneaking of survival strategies, I found that two respondents in Survey 3 had recently given up teaching. A lthough 
r e y  both remarked, rather sarcastically, that the best way to  im prove one's com m and of English was to q u it teaching, it 
\ / n e d  out from  the ir response that the ir career change had been motivated merely by financial gain. In fact, one of them  
rem itted  tha t he missed teaching a lot, w h ile  the o ther one warned that her example should not be fo llowed.

® 24 Do you know any 
colleagues to whom the stress 
cycle in Figure 5 applies?
Further reading:
Enyedi (2008)

® 25ln Maley's opinion 
(1992), teaching is a 
permeable job: easy to enter, 
easy to leave.
Do you know of any 
non-NEST colleagues who 
decided to quit teaching? 
Why was this?
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5 .4  Stress w ith o u t d istress6

A d m it  it
In o rd e r  to  b re a k  th e  v ic io u s  c irc le , f irs t o f  all w e  have to  a d m it to  o u rse lve s  th a t 
w e  are in a s ta te  o f  stress. W e  m ay f in d  c o m fo r t in th e  th o u g h t  th a t e v e ry b o d y  
is s tressed  to  a g re a te r  o r  lesser d e g re e . S p o ck  (1 9 4 6 ) w ro te  th a t e ve ry  c h ild  is 
an a n x io u s  c h ild , b u t so m e  c h ild re n  are  m o re  a n x io u s  th a n  o th e rs  -  th e  sam e 
a p p lie s  to  a d u lts , I p re su m e .

S o m e  te a c h e rs  re fuse  to  ta ke  th is  f irs t  s te p  u n d e r  th e  p re te x t th a t th e y  d o  n o t 
fe e l s tressed . In d e e d , so m e  o f  th e m  are  h y p e ra c tiv e  a nd  a lw ays on  th e  go .

Once I worked with a 'workaholic' colleague. His obsession was that his students had poor writing 
skills -  perhaps it was true. To remedy 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 was just the first draft and he would now expect a second and, i f  
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 
teacher gave in without a fuss and looked much relieved himself.

C o m p u ls iv e  w o rk  fo r  th is  te a che r, it seem s, was n o th in g  e lse  b u t a te c h n iq u e  to  
a v o id  fa c in g  h is s ta te  o f  stress.

Be th a t as it m ay, if  w e  fe e l v a g u e ly  d e p re s s e d , e d g y  o r  d e fe n s iv e , o r  a b u se d  
w h e n  m ild ly  c r it ic is e d , or, on  th e  co n tra ry , w e  b e g in  to  h u rt p e o p le  fo r  no 
a p p a re n t reason  -  w e  m ay be  in th e  in itia l s tages  o f  th e  stress s y n d ro m e  (Je rs ild  
1955). T he  reason  w h y  stress is h a rd  to  re co g n is e  is th a t it a ttacks  in th e  m o s t 
d iv e rs e  fo rm s . Thus, each  o n e  o f  us s h o u ld  seek  in d iv id u a l tre a tm e n t fo r  th e  
m ala ise .

S p e a k  o u t
T he  tro u b le  is th a t, u n d e r  stress, p e o p le  are  re lu c ta n t to  c o m e  o u t in to  th e  o p e n . 
A n d  th e  m o re  d e s p e ra te ly  th e y  try  to  h id e , th e  m o re  s tressed  th e y  b e c o m e . So 
th e y  are b a ck  a t s q u a re  o ne .

As I have in d ic a te d  severa l t im e s , w e  non-NESTs a re  e s p e c ia lly  v u ln e ra b le  
b eca u se  o f  o u r  la n g u a g e  d e fic ie n c ie s . For m an y  o f  us, h av ing  th e s e  e x p o s e d  in 
p u b lic  is a re c u rre n t n ig h tm a re .

| In Chapter 8 .3 ,1 shall examine some forms of collaborative teaching. In anticipation, let me refer to 
; a team-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 
!; reluctant participation is the non-NESTs' fear that their ‘poor command of English'may be revealed.

6 This title  Is, in fact ,that o f 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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ir c e e d , w e  m ay eas ily  lose  fa ce  b e fo re  b o th  o u r  s tu d e n ts  a nd  o u r  fe llo w -te a c h e rs  
B ecause o f  w h a t w e  re cko n  to  be  in a d e q u a te  k n o w le d g e  o f  E n g lish . It is a lso  

th a t in so m e  cu ltu re s , a nd  in a n u m b e r  o f  sch oo ls , th is  re ve la tio n  m ay lead  
flc &er ious co n s e q u e n c e s . Th is  th re a t m ay p a rtly  e x p la in  th e  fa c t th a t m o s t n on - 
SlES- s are n o t in th e  h a b it o f  o b s e rv in g  each o th e r 's  classes o r  d iscu ss in g  th e ir  
p ro fe ss io n a l q u a lm s .© 26

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 I make a good impression on them?' they wonder, 
e whilst they cannot help making judgements about others, they are being simultaneously assessed i 
■pe r fellow teachers.

i r  a s tu d y  b y  H o rw itz  e ta / .  (1 98 6), th re e  c o m p o n e n ts  o f  fo re ig n - la n g u a g e  a nx ie ty  
a re  d is t in g u is h e d . T h e  firs t one , c o m m u n ic a tio n  a p p re h e n s io n , is cause d  b y  th e  
z z r s 'c t b e tw e e n  th e  lea rn e r's  m a tu re  ide a s  a nd  th e  im m a tu re  l in g u is t ic  re so u rces  
*»= ab le  to  exp ress  th e m . T he  s e c o n d  c o m p o n e n t o f  a n x ie ty  is ca lle d  fe a r o f  
■ir&gative s o c ia l e v a lu a tio n ; th is  is th e  issue I have a llu d e d  to  in th e  p re v io u s  tw o  
® e " "p le s .  T he  th ird  c o m p o n e n t is te s t anx ie ty , w h ic h  in th e  c o n te x t o f  non-NESTs 
a a rs ia te s  in to  a n x ie ty  e x p e r ie n c e d  w h e n e v e r th e y  have to  p e r fo rm  b e fo re  th e ir  
a c .a n c e d  s tu d e n ts .

I r  a n o th e r s tu d y, T ob ias  (1 9 8 6 ) p o in ts  o u t th a t a n x io u s  lea rne rs  te n d  to  e n g a g e  
<r * n a t  he ca lls  d e ro g a to ry  c o g n it io n .  Th is  m eans  th a t th e ir  lim ite d  c o g n it iv e  
ca c a c ity  is so m uch  p re o c c u p ie d  w ith  a n x ie ty  th a t th e y  c a n n o t fo cu s  on  
r e f o r m in g  th e  ta sk  itse lf; h e n ce  th e ir  L2 p e rfo rm a n c e  is b o u n d  to  su ffe r.

~ ■*ese research  d a ta  m ay  lo o k  c o n v in c in g , b u t u n fo r tu n a te ly  th e y  d o  n o t b r in g  us 
r c s e r  to  c u r in g  th e  ills. A ll I can o ffe r  to  th o s e  s u ffe r in g  fro m  a fe a r o f  e x p o s u re  is 
■ fa t th e re  is no  p o in t  in try in g  to  h id e , b e ca u se  w e  s im p ly  c a n n o t h id e  in th e  lo n g  
~ j~ . © ”  W ith  E ng lish  ra p id ly  g a in in g  g ro u n d , w ith  th e  s p re a d  o f  m ass m e d ia  
a r c  w ith  m o re  a nd  m o re  im p o r te d  NESTs e n c ro a c h in g  on  o u r  e rs tw h ile  p riv a te  
c rc o e rty , it is h o p e le s s  to  c lose  th e  c lass ro om  d o o r  b e h in d  o u rse lve s  a nd  h e d g e  
r<_' nets. In v ie w  o f  th e  u n fe a s ib ility  o f  k e e p in g  se c re ts  th e s e  days, w e  h ad  b e tte r  
•a te  th e  in it ia t iv e  a nd  s p e a k  ou t.

Shift in to  m as te ry  m o d e
—_e re are va rio us  s tra te g ie s  w e  app ly , m os tly  unconsc ious ly , to  c o p e  w ith  d if f ic u lt 
s ta t io n s  in o u r pe rso na l and  p ro fe ss ion a l lives. Tw o p a tte rn s  o f  b eh a v io u r, 
~ a s te ry -m o d e  and  su rv iva l-m od e , re p re s e n t th e  e x trem e s  o f  a c o m p le x  c o n tin u u m .

r  m a s te ry -m o d e , p e o p le  a re  e a g e r  to  o b ta in  n e w  in fo rm a tio n  a n d  m a s te r new  
3l  s. Th is im p lie s  c o n fro n t in g  c h a lle n g e s  and , a t tim e s , lo s in g  b a ttle s . In su rv iva l
— cd e , p e o p le 's  o ve ra ll d e s ire  is to  p la y  it safe, th e re fo re  th e y  search  fo r  s im p le , 
-^assu ring  a nd  s ta b le  m o d e ls . A s H o lt rem arks  (1 97 1), fe a rfu l p e o p le  c h o o s e  to  
s e e p  on  th e  f lo o r  so th a t th e y  d o n 't  fa ll o u t o f  b e d , a nd  re fra in  fro m  p la c in g  be ts  
sc th a t th e y  d o n 't  lose  any  m o n e y .7 8

' *  5 dichotomy is rem iniscent of risk-taking and risk-avoiding strategies, in the context of language learning (Beebe 
'-E 3  Faerch & Kasper 1983).

- - s excellent book, The Inner Game o f Tennis (1979), Gallwey arrives at s im ilar conclusions in the world of sport. His 
- iT - x  fo r the inner game involves four basic skills: le tting go of judgem en t, the art of p rogram m ing ('Trust thyse lf1 being 

~iajor com ponent), le tting it happen, and concentration.

© “  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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® 28 How do you feel 
when you have to socialise 
in English outside the 
classroom? Anxious? 
Relaxed? Anything else?

A n d  ye t, o v e r and  o v e r a ga in , p e o p le  in su rv iva l m o d e  a re  ru d e ly  a w a ke n e d  
fro m  th e ir  d re a m . W h a t th e y  re g a rd  as b ru ta l a ttacks, p e o p le  in m a s te ry -m o d e  
c o n s id e r  to  be  e x c it in g  a d v e n tu re s . R e fe rrin g  to  P irs ig 's n o ve l, Z en  a n d  th e  A r t  
o f  M o to rc y c le  M a in te n a n c e , C la x to n  asks:

'W hat h a p p e n s  w h e n  y o u  a re  t r y i n g  to  t a k e  a m o t o r b i k e  e n g i n e  to  b i ts  a n d  y o u  b u r r  t h e  
n e a c  o f  a s c r e w 7  In m a s t e r y - m o d e  y o u  s i t  dow n q u i e t l y  w i t h  a c u p  o f  tea  a n d  c h e w  o v e r  t h e  
a t e r n a t i v e s  f u s e  a drill, n n g  s o m e o n e  up, t a k e  it to  t h e  g a r a g e ,  c u t  a n e w  s lo t) ,  in survival- 

m ode y o u  l o o k  a r o u n d  g u i l t i l y  to  see  i f  a n y o n e  s a w  you... f e e l  u p s e t  a n d  a n g r y ,  k ic k  t h e  s t u p i d  
b ik e ,  k n o c k i n g  it ove r,  b r e a k i n g  a n  i n d i c a t o r  a n d  s t u b b i n g  y o u r  t o e  i n t o  t h e  bargain, a n d  
b e c o m e  s u l k y  a n d  w i t h d r a w n  f o r  t h e  res t  o f  t h e  d a y '  ( 1 9 8 9 : 1 8 6 ) .

N on-NESTs u n d e r  stress w o rk  in s u rv iv a l-m o d e . Such is th e  a tt itu d e  o f  th e  
te a c h e r w h o  lashes o u t a g a in s t le a rn e r e rro rs , w h ile  she h e rs e lf is sca red  o f 
s p e a k in g  les t she  s h o u ld  a lso  c o m m it e rro rs . K rashen  (1 9 8 1 ) ca lls  h e s ita n t 
and  excess ive ly  s lo w  L2 sp ea ke rs  m o n ito r-o v e ru s e rs , as o p p o s e d  to  m o n ito r-  
u n d e ru s e rs  w h o  h a p p ily  ch a t aw ay in any  s itu a tio n .

=: Andras is a Hungarian with a brilliant command of English. Highly cultured and quick-witted, he is the 
y star 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.

i) 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 charisma just won't get across.

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

whenever he lets go of them for a second, he begins to sink, as in a marsh.'

I 'No more English, thank you,'Andras concludes sarcastically. 'I've arrived home. All I want to enjoy for 
] the rest of my life is the warmth and comfort ensured by my mother tongue.'®29

The fin a l s o lu tio n  A n d ré s  has a rriv e d  a t w o u ld  be  d if f ic u lt  to  c o n d o n e  and  is, 
fo rtu n a te ly , ve ry  rare. O n  th e  o th e r  hand , I c a n n o t d e n y  th a t h is a rg u m e n ts  so u n d  
sa d ly  c o n v in c in g . In s p ite  o f  m y p leas fo r  m a s te ry -m o d e  and  u n ra v e llin g  stress...

O p e n  th e  s a fe ty  va lves
S o c ie ty  a t la rg e  e x p e c ts  te a c h e rs  to  c o n v e y  p o s it iv e  va lu es  and  se t a g o o d  
e x a m p le . A ffe c te d  b y  th e  sam e v ices  a nd  w e a kne sses  as a n y o n e  e lse, how eve r, 
m o s t o f  us c a n n o t live  u p  to  such h ig h  e x p e c ta tio n s . T he  c o n f lic t  b e tw e e n  soc ia l 
d e m a n d s  and  o u r  in c a p a c ity  to  m e e t th e m  m ay cause  a g u ilty  c o n s c ie n c e  and  
c o n tr ib u te  to  th e  d e v e lo p m e n t o f  stress.
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"  fo re ig n - la n g u a g e  e d u c a tio n , le a rn e r-c e n tre d  and  h u m a n is tic  a p p ro a c h e s  
c ro c ia im  p a r t ic u la r ly  n o b le  id e a s  (C h a p te r  6.5). O n e  o f  th e ir  s log an s , 'ca rin g  
snd  sha ring ', is b o r ro w e d  fro m  M o sko w itz 's  fa m o u s  b o o k , C a rin g  a n d  S h a rin g  in 
r^e  F o re ig n  L a n g u a g e  C lass  (1 97 8).

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 is th a t w e  o fte n  fe e l life  is tre a t in g  us b a d ly  a n d  o u r  s tu d e n ts  are a 
"  j is a n c e . A n d  th e n  a lo n g  co m e s  th e  h u m a n is t h o ld in g  his m a g n ify in g  m ir ro r  
c lose to  o u r  fa ce . W e  lo o k  in it a nd  w h a t s tares b a ck  is fa r  less a ttra c tiv e  th a n  w e  
.vou ld  like  it to  be .

M y a d v ic e  is th a t w e  s h o u ld  n o t lo o k  in to  m irro rs  o r  s te p  on  th e  w e ig h in g  sca les 
zoo fre q u e n tly . B u t if  w e  m ust, le t th e  a n g e r  e ru p t. L e ttin g  o u r  fru s tra tio n s  and  
^a tre d  b re a k  lo o se  is sure  to  have a p ro m p t a nd  s o o th in g  e ffe c t. T hus re lie v e d , 
e t us try  to  have  a g o o d  lau g h .

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 
next day 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

O f co u rse , b e s id e s  e x p lo d in g , th e re  are  n u m e ro u s  o th e r  w ays o f  re lie v in g  
stress. S le e p in g  in a t th e  w e e k e n d , fre q u e n t in g  a m asse u r o r  m asseuse, s tro k in g  
pets, w o rk in g  o u t, d o in g  re la x a tio n  exerc ises, h a v in g  a g o o d  c ry  -  w e  s h o u ld  all 
search fo r  o u r  o w n  ways o f  le t t in g  o ff  s team  a nd  o n c e  fo u n d , in d u lg e  in th e m  as 
o fte n  as w e  p o s s ib ly  can.

D o n 't  S w e a t th e  S m all S tu ff
As I was w r it in g  th is  c h a p te r, I fo u n d  a b o o k  w ith  th is  s tra n g e  t it le :  D o n 't  S w ea t 
th e  S m a ll S tu ff -  P.S. It's A l l  S m a ll S tu ff (M a n te ll 1996 )

Th is s o m e w h a t cyn ica l e p ig ra m  m ay se rve  as a w a rn in g  to  th o s e  w h o  b e lie v e  
th a t te a c h in g  E n g lish  is, in essence , so m e  k in d  o f  h u m b le  se rv ice  fo r  m a n k in d .

® 29 Speaking of unruly kids, 
Cowley notes: 'It is a war 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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© 30Teaching is often 
labelled with one of these 
synonyms: job, profession, 
calling, mission, vocation, 
duty, business, pursuit, 
career, occupation, work. 
Which one(s) are most 
suitable? Why?

: A few years 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. My job was to recruit a 
sizable audience for his workshop. Hearing the visitor's name, an English colleague impatiently turned 
down my invitation. When I asked what the matter was, he blurted out: 'Look, this guy is a crusader. 
He's convinced that ELT is a mission. It isn’t. It ’s simply a job like any other.'9 O 30

In s im ila r ve in , M a le y  w a rns  a ga ins t s tra in in g  to o  hard  in th e  nam e  o f 'h ig h  idea ls ':

I a m  s a y i n g  t h a t  t h e r e  are  m o r e  i m p o r t a n t  t h i n g s  in life t h a n  language t e a c h i n g  a n d  t h a t  
a n y o n e  w h o  b e c o m e s  t o o  c l o s e l y  bouna u p  w i t h  it r isks add ing  a n  e m o t i v e  s u p e r c h a r g e  to  
w h a t  ;s o n i y  o n e  o a r t  o f  t h e  l i fe  e x p e r i e n c e '  ( 1 9 8 4 :  8 0 ) .

It seem s to  m e  th a t p e o p le  w ith  m ess ia n ic  fa ith  s p re a d  th e  sam e  stress th a t th e y  
th e m s e lv e s  are v ic t im s  o f. R e fe rrin g  to  a m a g a z in e  a rtic le , C la x to n  q u o te s  a 
s c h o o l te a c h e r  d e s c r ib in g  h e r s e lf-a w a k e n in g  p rocess :

'As the years passed, I discovered that I had developed a special school "personality" which was a 
distortion of myself. I 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, I 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. I discovered that I had become a "character" and was fast becoming a caricature of 
myself'(1989:33).

A n o th e r  sca ry  a c c o u n t is g iv e n  by a te a c h e r  w h o  had  ju s t  q u it  th e  te a c h in g  
p ro fe ss io n .

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

In th e  fo re ig n - la n g u a g e  class, to o , th e re  are te a c h e rs  w h o  w ill m ake  a m o u n ta in  
o u t o f  a m o le h ill in th e ir  s tressed  s ta te  o f  m in d .

A friend told me that she had an English teacher at school who was obsessed with errors. Once she called ; 
on a boy 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!
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9 W iddowson (1990) warns that 'caring and sharing and link ing  hands' may work in Southern California, but not in other 
parts o f the world. He adds tha t ind ividua ls who are forced to reveal the ir private life in pub lic during psychotherapeutic 
learning tasks may 'disengage' from  learning altogether.
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G ven th is , it is no  w o n d e r  th a t s tu d e n ts  s o m e tim e s  f in d  th e  fo re ig n - la n g u a g e  
c ass a th re a te n in g  p la ce . H o rw itz  e t a l (1 9 8 6 ) fo u n d , fo r  e x a m p le , th a t 38  p e r 
cent o f  th e ir  su rve y  re s p o n d e n ts  e n d o rs e d  th e  ite m  'I fe e l m o re  te n se  and  
-e rv o u s  in m y la n g u a g e  class th a n  in m y o th e r  classes'.

Enjoy yo u rs e lf
o e lie v e  th a t th e  s ine  q ua  n o n  o f  g o o d  te a c h in g  is fo r  th e  te a c h e r to  fe e l 

c o n fid e n t and  re la xe d  in th e  c lass ro om . It a ll s ta rts  w ith  phys ica l a p p e a ra n c e . 
Som e te a c h e rs  like  to  d ress u p  sm artly , o th e rs  p re fe r  jea n s. S om e  m a le  
coHeagues shave e ve ry  d a y  -  o th e rs , p e rh a p s , o u g h t to ...

~o re tu rn  to  m y h o b b y h o rs e , te a c h in g  is a b it  like  a c tin g . W e  n e e d  re la xa tio n  
2 ° d  m e d ita t io n  b e fo re  w e  s te p  on  th e  s tage .

•  A friend of mine, a leading 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 o f himself.

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

S to p  it, m an ! C o m e  d o w n  to  e a rth !', I h ea r y o u  e xc la im . 'W h a t te a c h e r  can 
5~ o rd  th e s e  luxu rie s? ' A ll r ig h t, b u t i f  w e  c a n 't a ffo rd  to  e n jo y  o u r  p ro fe ss io n , 
»•~at's th e  p o in t  o f  d o in g  it? W h y  re m a in  a te a ch e r, th e n ?

-  s n o t o n ly  o u r  r ig h t, b u t o u r  to p  p ro fe s s io n a l d u ty  to  fe e l g o o d  a b o u t
c -rs e lv e s . I s h o u ld  c o m e  firs t. I s h o u ld  f in d  p le a su re  in th e  c la ss ro o m  b e fo re  
= -y o n e  e lse. A fte r  a ll, I s p e n d  o n e  th ird  o f  m y  life  th e re . I s h o u ld  d o  w h a t 
c eases m e -  a nd  if  it p leases m y s tu d e n ts  to o , so m uch  th e  b e tte r. © 31

Find th e  r ig h t b a la n c e
-  e nough  in e v e ry d a y  usage  a n x ie ty  has n e g a tive  c o n n o ta tio n s , w e  can a lso  
sce ak  a b o u t p o s it iv e  anx ie ty , w h ic h  is s tim u la tin g , e n e rg is in g  and  fo c u s in g .

i^ a p t in g  H e b b 's  (1 9 7 2 ) cu rve  re p re s e n tin g  p e o p le 's  g e n e ra l b e h a v io u r  fo r  th e  
te a c h in g  p ro fe s s io n , D u n h a m  (1 9 9 2 ) d e m o n s tra te s  th a t in c re a s in g  d e m a n d s  
can raise th e  te a c h e r's  e ff ic ie n c y  u p  to  a c e rta in  p o in t, b u t  b e y o n d  th a t p o in t  
— ey w ill lead  to  re d u c e d  jo b  e ffe c tive n e ss  (F ig u re  6).

0 31 To some, this might 
appears rather egotistical 
claim. Shouldn't the students 
come first? What do you think?
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© M On TED.com, watch 
McGonigal's lecture (2013) 
entitled 'How to make stress 
your friend'.
What are its main messages? 
How could her advice be 
used for your own and your 
students' benefit?

® 33 Adapting 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)?

F ig u re  6 : T h e  re la tio n s h ip  b e tw e e n  increasing  d e m a n d s  a n d  te a c h e r p e rfo rm a n c e

Cn 
CD

CDOc03

CD
CL

M o s t e ffe c tiv e  
p e rfo rm a n c e

Pressure seen as 
a c h a lle n g e

In crea s ing
m o tiv a tio n

Poor
p e rfo rm a n c e

Early w a rn in g  s igns : anx ie ty , 
o v e r-re a c tin g , a g ita tio n , 

fru s tra tio n , ir r ita b il ity

P oor c o n c e n tra tio n  
D iff ic u lty  in m a k in g  d e c is io n s

Fa tigue

P sychosom a tic  
s y m p to m s

E xhaus tion

B u rn o u t

In a d e q u a te  In c rea s ing  p ressu res  Excessive

W ith  re fe re n c e  to  la n g u a g e  le a rn in g , S cove l (1 9 7 8 ) m akes a d is t in c tio n  b e tw e e n  
d e b ili ta t in g  a n x ie ty  a nd  fa c ilita t in g  anx ie ty , th e  fo rm e r  b e in g  d e tr im e n ta l, 
w h e re a s  th e  la tte r  is an asset to  L2 p e rfo rm a n c e . A  s ta u nch  b e lie v e r  in lo w e r in g  
th e  a ffe c tive  filte r, K rashen  h im s e lf a d m its  th a t a m o d e ra te  d e g re e  o f  a n x ie ty  
m ay be  h e lp fu l fo r  le a rn in g  (1981).

W e n e e d  to  b race  o u rse lve s  fo r  th e  fo rm id a b le  task  o f  te a c h in g , to o . The 
q u e s tio n  is h o w  to  s tr ike  th e  r ig h t  b a la n ce . For if o u r  te n s io n  d ro p s  b e lo w  a 
c e rta in  leve l, w e  are  lik e ly  to  b e  to o  d ro w s y  to  p ro v id e  s u ffic ie n t s tim u li, w h e rea s  
if  w e  a re  to o  h y p e d  up, w e  te n d  to  be  o v e r-d e m a n d in g . O 32

F ina lly , le t m e re fe r to  a s tu d y  y ie ld in g  p a ra d o x ic a l resu lts . A c c o rd in g  to  a 
c o m b in e d  ra tin g  s u p p lie d  b y  p u p ils , p a re n ts , c o lle a g u e s  a nd  h ead  te a che rs , 
C la x to n  fo u n d  th a t g o o d  te a c h e rs  w e re  m o re  s tressed  th a n  p o o re r  ones.

'This, at  f i rs t  s jro ris irrg , f i n d i n g  is interpreted as s h e w i n g  t h a t  th 
p ro fe s s io n a l  c o n f i d e n c e  to  a d m i t  o p e n l y  to  t h e  stress t h e y  expe

" b e t t e r "  t e a c h e r s  h a v e  t h e  
? nce .Th e y  are m o r e  a b le ,

b e c a u s e  o f  t h e i r  s ta b le  se l f  e s t e e m ,  to  t o l e ra te  oeing t h o u g h t  o f  as w e a k  by o th e r s '  ( 1 9 8 9 : 1 4 2 )

O r as th e  a d a g e  says: T o  be  n o t g o o d  e n o u g h  is g o o d  e n o u g h '. If w e  have th e  
g u ts  to  a d m it o u r  w eaknesses, w e  are sure  to  have  se t o u t on  th e  r ig h t p a th  to  
o v e rc o m in g  o u r  stress. 0 33

S u m m a ry
In th is  c h a p te r, I have e v a lu a te d  ite m s  in m y su rveys w h ic h  re la te d  to  non - 
NESTs' la n g u a g e  d e fic ie n c ie s . I have e x a m in e d  m a jo r  p ro b le m  areas in so m e  
d e ta il. I have  s tu d ie d  th e  p o s s ib le  causes o f  tw o  ty p ic a l non -N E S T  a ttitu d e s , 
s c h iz o p h re n ia  a nd  in fe r io r ity  c o m p le x . H a v ing  d e s c r ib e d  v a rio u s  s tages  o f  th e  
stress cyc le , I have re c o m m e n d e d  a se ve n -s te p  cu re  fo r  s tressed  non-NESTs.

A fte r  th is  g lo o m y  p ic tu re , it is t im e  fo r  th e  sky to  c le a r up . So le t us q u ic k ly  m o ve  
on  to  C h a p te r  6.
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----------------------------------------------------------------------------------------------------------------------------------------- - -
Further re a d in g
•  E n y e d i, A . (2 0 0 8 ) T h e  ra th e r w e ll- fe d  c a te rp illa r  a nd  th e  v e ry  h u n g ry  

o u tte rf ly . In B. B eaven  (E d.) IATEFL 2 0 0 7 : A b e rd e e n  C o n fe re n c e  S e le c tio n s  
ATEFL. (p p . 3 8 -4 7 ).

'  • :  e c t u r e - t u r n e d - p a p e r  use s  a c h i l d r e n ' s  s to ry  as an  a l l e g o r y  to  d e s c r ib e  t h e  l i fe  cy c les  o f  ELI 
; - e r s f r o m  p re - s e rv i c e  t r a i n i n g  u n t i l  t h e y  b e c o m e  fu lly -fledged  p r o f e s s i o n a l s  a n d  m e n t o r s  

- : a n g e r  g e n e r a t i o n s .  It p o r t r a y s  t h e  k i n d s  o f  c la s h e s  t e a c h e r s  a re  b o u n d  to  fac e  t h r o u g h o u t  

" e  ■ career.

•  Lazaraton , A . (2003) Inc ide n ta l d isp lays  o f  cu ltu ra l k n o w le d g e  in th e  non -na tive - 
E ng lish -speak ing  teache r's  c lassroom . TESOL Q u a rte rly  3 7  (p p . 2 13 -24 5 ).

-7 s l i d e  i n v e s t i g a t e s  t h e  c u l t u r a l  k n o w l e d g e  o f  non-NtSTs t h r o u g h  a d is c o u r s e  a n a ly s i s  o f
■ -.T'BCt ions w i t h  t h e i r  s t u d e n t s .  It f o c u s e s  o n  i n s ta n c e s  w h i c h  a re  n o t  p l a n n e d  b u t  e m e r g e  at  
: '  c o m  in  t h e  c o u rs e  o f  o t h e r  p e d a g o g i c a l  ac t iv i t ies .

•  M e d g y e s , P. (1 999 a ) L a n g u a g e  tra in in g : a n e g le c te d  a rea  in te a c h e r 
e d u c a tio n . In G. B ra ine  (E d.) N o n -n a tiv e  E d uca to rs  in E n g lish  L a n g u a g e  
Teach ing  L aw ren ce  E rlb a u m  (p p . 1 7 7 -1 9 5 ).

~ -e m a m  a r g u m e n t  o f  t h i s  lec tu re-turned-paper is t h a t  f o r  n o n -N E S T s  to  b e  e f fe c t i v e  a n d  
’̂- c o n f i d e n t  p ro fe s s i o n a l s ,  t h e y  h a v e  t o  b e  n e a r - n a t i v e  s p e a k e r s  o f  E n g l i s h .  I h e  e x a m p l e

- - ; u g h  w h i c h  t h i s  a s s u m p t i o n  is d e m o n s t r a t e d  is a v o c a b u l a r y  c o u rs e  f o r  t r a i n e e  t e a c h e r s  at  a
-  m garian u n iv e rs i t y .

•  M o u s a v i, E. S. (2 0 0 7 ) E x p lo r in g  'te a c h e r stress ' in n o n -n a tiv e  a nd  n a tive  
te a ch e rs  o f EFL. ELTED 10 (p p . 3 3 -4 1 ).

' • • i  o a p e r  i n v e s t i g a t e s  d i f f e r e n c e s  b e t w e e n  NESTs a n d  n o n -N E S T s  in  t e r m s  o f  t h e  l e v e ls  a n d  
;e_.ses o f  stress.  N o n -N E S T s  w e r e  f o u n d  to  b e  m o r e  v u l n e r a b l e  to  stress,  m a i n l y  d u e  to  t h e i r  
r e m e i v e d  E n g l i s h - l a n g u a g e  d e f i c ie n c ie s .

•  Ur, P. (2 0 1 2 ) C la ss ro o m  d is c ip lin e . In P. \J r ,A  C ou rse  in  E n g lish  L a n g u a g e  
Teach ing  C a m b rid g e  U n ive rs ity  Press (p p . 2 4 4 -2 5 5 ).

- - e r  d e f i n i n g  c l a s s r o o m  d is c ip l in e . ,  t h e  a u t h o r  s u g g e s t s  w a y s  o f  c r e a t i n g  a d i s c i p l i n e d  
; a s s ro o rn  a n d  o f  d e a l i n g  w i t h  d isc io line  prob lem s i f  n e e d  b e . T h e  f i v e  e p i s o d e s  at  t h e  end o t  
o ' r  c h a p t e r  a re  a c c o m p a n i e d  by h e r  i n s i g h t f u l  c o m m e n t s .
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© 1 Do you disagree with any 
of these six hypotheses?
If so, which one(s)?
What are your reasons?

CHAPTER 6

The bright side of being a 
non-native
Focus po in ts
•  The  m a k in g  o f 'g o o d 'te a c h e r s
•  The  ro le  o f  la n g u a g e  le a rn in g  s tra te g ie s  (LLS)
•  D iffe re n ce s  in te a c h in g  b e h a v io u r  b e tw e e n  NESTs a nd  non-NESTs
•  C o rre c t in g  m is takes  in o ra l c o m m u n ic a tio n
•  T he  ro le s  o f  se lf-a w a re ne ss  a nd  e m p a th y  in th e  te a c h in g - le a rn in g  p rocess
•  The  p ros  a nd  cons  o f  u s in g  L1 in th e  E ng lish  class

In th is  c h a p te r, I in te n d  to  s tu d y  th e  p o s it iv e  aspe c ts  o f  b e in g  a non-NEST. For 
th is  p u rp o s e , I sha ll se t u p  th e  fo l lo w in g  h yp o th e se s . N on-NESTs c a n :© 1

•  p ro v id e  a g o o d  le a rn e r m o d e l fo r  im ita tio n ;
•  te a ch  la n g u a g e  le a rn in g  s tra te g ie s  m o re  e ffe c tiv e ly ;
•  s u p p ly  lea rne rs  w ith  m o re  in fo rm a tio n  a b o u t th e  E ng lish  la n g u a g e ;
•  b e tte r  a n t ic ip a te  a nd  p re v e n t la n g u a g e  d iff ic u lt ie s ;
•  be  m o re  e m p a th e t ic  to  th e  n e e d s  a nd  p ro b le m s  o f  lea rne rs ;
•  m ake  use o f  th e  le a rn e rs ' m o th e r  to n g u e .

6.1 P ro v id in g  a g o o d  m o d e l

P ro fic ien t sp eakers  an d  successful learners
M y s ta rtin g  p o in t  is th a t n o t all successfu l la n g u a g e  lea rne rs  are  p ro f ic ie n t 
la n g u a g e  users. 'C o m e  on, th is  is a b s u rd ! ' I h ea r yo u  say. 'H o w  can yo u  c la im  to  
be  a successfu l le a rn e r if y o u r  E ng lish  is p o o r? ' O f  co u rse , I am  a lso  aw are  th a t 
th e re  are th o u s a n d s  o f  non-NESTs w h o s e  c o m m a n d  o f  E ng lish  leaves a lo t to  be  
d e s ire d . B u t w h o s e  E n g lish  d o e s  no t?  Is th e re  a y a rd s tic k  a g a in s t w h ich  w e  can 
o b je c t iv e ly  m ea su re  th e  leve l o f  E ng lish  p ro fic ie n c y ?

T he  c o n c e p t o f  'th e  p ro f ic ie n t s p e a k e r ' is an a b s tra c tio n . In th e  a b se n ce  o f 
re lia b le  m e a s u re m e n t to o ls , it is le ft to  o u r  d is c re tio n  to  c o n s id e r  o n e  te a c h e r 
to  be  m o re  p ro f ic ie n t th a n  a n o th e r. The  tro u b le  is th a t o u r  s u b je c tiv e  ju d g m e n t  
m ig h t o c c a s io n a lly  m is le a d  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

=o r th e  sake o f  a rg u m e n t, le t us s u p p o s e  th a t M r A n to g lio  is m o re  p ro f ic ie n t 
n all fo u r  skills. B u t d o e s  th a t im p ly  th a t he is a m o re  success fu l le a rn e r to o ?

Are p ro fic ie n c y  a n d  success syn on ym s?  M y  a n sw e r is no . W h ile  p ro fic ie n c y  is 
'e la t iv e ly  m e a su ra b le , success is less ta n g ib le  in th a t it is a p o te n tia l w h ic h  m ay 
or m ay n o t fe a tu re  a t a h ig h  leve l o f  p ro fic ie n c y .

o u g h t to  a d d , h ow eve r, th a t M r A n to g lio  s p e n d s  o n e  m o n th  in E n g la n d  e ve ry  
sum m er, w h e re a s  M s Lin has n e ve r se t fo o t  in an E n g lis h -s p e a k in g  c o u n try . Isn 't 
:  p o s s ib le  th a t i f  th e  tw o  te a c h e rs  had  h ad  e q u a l chances, M s Lin w o u ld  b e  a 
m o re  p ro f ic ie n t user o f  E ng lish  on  all co un ts?  C o n s id e rin g  th e  c ircu m sta nce s , 
sn 't she a m o re  successfu l, a lb e it  less p ro fic ie n t, user o f  E ng lish?

A lth o u g h  I se t g re a te r  s to re  b y  success th a n  b y  p ro fic ie n c y , I n ee d  to  exe rc ise  
cau tion .

M r Belova1 had 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 
lo ing 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.

^ a p ro fe s s io n a l sense, M rs B e lova  was s e rio u s ly  d is a d v a n ta g e d  -  lit t le  w o n d e r  
~er E ng lish  was p o o r. B u t w as she  a successfu l lea rne r?  She m ay w e ll have 
~ad th e  p o te n tia l,  b u t as it w as n o t m a n ife s te d  in a re la tiv e ly  h ig h  d e g re e  o f 
c ro fic ie n c y , th e re  is no  p o in t  o f  sp e a k in g  o f  success in h e r case.

D o lingu istic  p ro b le m s  im p a ir  te a c h in g  effectiveness?
~he n e x t q u e s tio n  I w a n t to  e x a m in e  is th e  re la tio n s h ip  b e tw e e n  th e  te a c h e r's  
a n g u a g e  p ro fic ie n c y  a nd  te a c h in g  e ffe c tiven e ss .

Survey results

Q u e s tio n  1 0 : D o  y o u r  la n g u a g e  d iffic u ltie s  h in d e r  y o u  in y o u r w o rk ?  If so, b e  
specific .

n C h a p te r  5 .1 ,1 a na lysed  v a rio u s  so u rce s  o f  d if f ic u lt ie s  th e  re s p o n d e n ts  in m y 
surveys had  s p e c ifie d . A s a fo llo w -u p , I e x a m in e d  to  w h a t e x te n t non-N E S T 
re s p o n d e n ts  fe l t  g a p s  in th e ir  k n o w le d g e  o f  E n g lish  h in d e re d  th e m  in th e ir  
Teaching p ra c tice . T a b le  7  su m m a rise s  th e  re su lts :© 3

¡n the early 1950s Russian was made the compulsory fore ign language in prim ary and secondary schools in several 
Central and Eastern European countries. As there was an acute shortage o f teachers of Russian teachers, teachers o f other 
;oreign languages were turned into Russian teachers in crash courses. For several decades people liv ing behind the Iron 
Curtain in Eastern Europe had little  opportun ity to m eet English speakers, le t a lone travel to English-speaking countries. 
Nevertheless, quite a few teachers had an amazingly good command of English.

© 2 A former 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 3 Look at Table 7 and 
choose the item that applies 
most to you. Specify the 
language difficulties that you 
feel hinder your work.
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O 4 Can you suggest any other 
possible reasons for this?

T a b le  7 : T h e  p e rc e iv e d  in flu e n c e  o f  la n g u a g e  d iffic u ltie s  on  th e  e ffe c tiv e n e s s  
o f te a c h in g  in S u rv e y  2  ( N = 1 5 6 )

D e g re e N u m b e r  o f  
re s p o n d e n ts

P e rc e n ta g e

n o t a t all 49 3 1 .4
a lit t le 59 37 .8
q u ite  a b it 39 25 .0
v e ry  m uch 7 4.5
e x tre m e ly 2 1.3

A c c o rd in g  to  th e  fig u re s , a c o m fo r ta b le  m a jo r ity  c la im e d  th e y  w e re  n o t ve ry  
m uch  h in d e re d  b y  th e ir  la n g u a g e  d iff ic u lt ie s . To te ll th e  tru th , th is  is n o t q u ite  
w h a t I had  a n t ic ip a te d . I w o u ld  have  e x p e c te d  th e m  to  b e lie v e  th a t th e ir  
c o m m a n d  o f  E ng lish  p la y e d  a m o re  c o n s id e ra b le  ro le  in th e  success o f  th e  
te a c h in g  o p e ra t io n . T h re e  p o s s ib le  in te rp re ta t io n s  s p r in g  to  m y m in d  to  e xp la in  
th e  re s p o n d e n ts ' a tt itu d e . F irstly, it m ay  b e  th a t th is  m a jo r ity  s p e a k  E n g lish  at 
a leve l h ig h  e n o u g h  n o t to  e n c o u n te r  a lo t o f  l in g u is t ic  p ro b le m s ; h ow eve r, in 
v ie w  o f  th e  lo n g  lis t o f  la n g u a g e  d if f ic u lt ie s  c la im e d  by th e  re s p o n d e n ts , th is  
d o e s  n o t a p p e a r  to  be  a p la u s ib le  a rg u m e n t. S e co n d ly , th e y  m ay  n o t have 
re fle c te d  u p o n  th e  p o s s ib le  ha rm  ca use d  b y  d e f ic ie n t k n o w le d g e  o f  E ng lish . 
T h ird ly , th e y  m ay have  assum e d  th a t la n g u a g e  p ro fic ie n c y  w as n o t a ca rd in a l 
fa c to r  in te rm s  o f  te a c h in g  e ff ic a c y .® 4

In c id e n ta lly , in c o m p a r in g  th e s e  resu lts  w ith  th e  re s p o n d e n ts ' te a c h in g  
q u a lif ic a tio n s , I fo u n d  th a t th e  b e t te r  q u a lif ie d  te a c h e rs  fe lt  less h a m p e re d  
b y  l in g u is t ic  issues. Th is  m ay s im p ly  b e  e x p la in e d  b y  th e  fa c t th a t u n iv e rs ity  
e d u c a tio n  p ro v id e d  th e m  w ith  a b e t te r  c o m m a n d  o f  E ng lish . A n o th e r  reason  
m ay be  th a t a m o re  su b s ta n tia l a m o u n t o f  te a c h e r  tra in in g  ra ised  th e ir  
aw a reness  o f  th e  c o m p le x  n a tu re  o f  th e  te a c h in g  p ro fe s s io n , in w h ic h  la n g u a g e  
p ro fic ie n c y  w as ju s t o n e  c o n d it io n  fo r  e ffe c tiv e  te a c h in g . C o n ve rse ly , th e  less 
tra in in g  a te a c h e r  re ce ive d , th e  m o re  a n x io u s  she m ig h t b e  a b o u t th e  ha rm  her 
p o o r  la n g u a g e  p ro fic ie n c y  m ig h t cause.

Successful learn ers  an d  successful teach ers
In try in g  to  a d d re ss  th is  issue, I p o se  tw o  q u e s tio n s . The f irs t o n e  is: 'D o  you  
have to  be  a successfu l le a rn e r in o rd e r  to  b e c o m e  a successfu l te a ch e r? '

M y a n sw e r is ye s . I b e lie v e  th a t a success fu l te a c h e r  is, b y  d e f in it io n , a successfu l 
le a rn e r o f  E n g lish : p o o r  lea rne rs  d o  n o t m ake  g o o d  te a ch e rs . S om e  m ig h t 
c o u n te r  th is  v iew , h ow eve r, w ith  th e  o p in io n  th a t u nsu ccess fu l lea rn e rs  m ay  
w e ll b e  in p osse ss io n  o f  o u ts ta n d in g  te a c h in g  q u a lit ie s  w h ic h  a re  c a p a b le  o f 
o ffs e tt in g  th e ir  la n g u a g e  h a n d ic a p . Th is m ay o c c a s io n a lly  b e  th e  case, and  
in d e e d  I have a lso  seen  te a ch e rs , e s p e c ia lly  in  p r im a ry  sch oo ls , w h o s e  te a c h in g  
a b ilit ie s  have fa r  e x c e e d e d  th e ir  c o m m a n d  o f  E ng lish .

Once I 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 -  i f  I hadn't known that he spoke English far worse than his students, I 
would have thought that his reticence had only been motivated by wise pedagogical considerations.
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3 '  I c o u ld  a lso  a llu d e  to  e s o te r ic  s itu a tio n s  w h e re  th e  non -N E S T  is ju s t tw o  lessons 
a re  ad o f  h e r s tu d e n ts  . For all th a t, I c la im  th a t th e  cases a b o ve  are e x c e p tio n s  to  
7 " e ru le  a nd  success in le a rn in g  is a p re re q u is ite  o f  success in te a c h in g .

i - 'o t h e r  in te re s tin g  p o in t  to  c o n s id e r  is w h e th e r  te a c h e rs  w ith  a b e t te r  c o m m a n d  
E ng lish  s h o u ld  te a c h  m o re  a d v a n ce d  g ro u p s  a nd  leave  b e g in n e rs ' g ro u p s  to  

— e ir  less p ro f ic ie n t co lle a g u e s . O 5 Th is  m ay a p p e a r  to  b e  an a c a d e m ic  q u e s tio n , 
ss m o s t s c h o o ls  fo l lo w  th is  p ra c tic e  a nyh o w , b u t I c a n n o t h e lp  v o ic in g  m y 
co nce rn  in th is  resp e c t.

_et m e ta ke  tw o  e x a m p le s . F irstly, p o o r  p ro fic ie n c y  u sua lly  in c lu d e s  p o o r  
c 'o n u n c ia t io n  to o . N ow , i f  a te a c h e r  w ith  n o n -s ta n d a rd  p ro n u n c ia t io n  sets o u t to  
reach b e g in n e rs , she is like ly  to  ru in  h e r s tu d e n ts ' b u d d in g  p ro n u n c ia t io n  system .

[ ■ she is a w e ll- tra in e d  te a ch e r, she m ay p ro v id e  o p p o r tu n it ie s  fo r  th e  class to  
( ^sten to  n a tive  speakers , b u t th is  w ill o n ly  re d u c e  th e  d a m a g e  d o n e . S e co n d ly , 

t ro s e  te a c h e rs  w h o  are  c o n te n t w ith  te a c h in g  o n ly  b e g in n e rs  are in d a n g e r  o f  
s a v in g  th e ir  o w n  E n g lish  to  rus t ( if it  e ve r w as any g o o d ), b eca u se  th e y  are  n o t 
r e in g  fo rc e d  to  im p ro v e  it. Id e a lly , te a c h e rs  s h o u ld  a lte rn a te  b e tw e e n  h ig h - and  
c w - le v e l g ro u p s .

~ne s e c o n d  q u e s tio n  is th is : 'D o e s  e ve ry  successfu l le a rn e r b e c o m e  a successfu l 
te a ch e r? ' H ere  I d o  n o t h e s ita te  to  g iv e  a n e g a tiv e  answ er. It is c o m m o n  
e x p e rie n c e  th a t m an y  successfu l lea rne rs  are  lo u sy  te a c h e rs .2 Th is m ay be  
e x p la in e d  b y  severa l fa c to rs , a m o n g  w h ic h  p o o r  tra in in g  m u s t be  th e  m a jo r  one .
3 j t  th e re  a p p e a rs  to  be  a less o b v io u s  aspe c t, to o , w h ic h  c o n c e rn s  so m e  n on - 
NESTs w ith  a f la ir  fo r  le a rn in g  la n g u a g e s . In th e ir  c o m p la c e n cy , th e y  te n d  to  be  
c o liv io u s  o f  th e  fa c t th a t n o t e v e ry b o d y  is as g if te d  as th e y  are, a nd  even  fe w e r 
c e o p le  are as keen  to  lea rn  E n g lish  as E ng lish  te a c h e rs  are!

~o sum  up, th e re  seem s to  b e  a o n e -w a y  re la tio n s h ip  b e tw e e n  th e  successfu l 
e a rn e r a n d  th e  success fu l te a ch e r, b u t it is a m o re  in d ire c t o n e  th a n  so m e  m ig h t 

o e lieve . It a p p e a rs  th a t success in le a rn in g  E n g lish  is a necessary, b u t  n o t a 
su ffic ie n t, c o n d it io n  fo r  success in ELT.

L a n g u ag e  m o d e ls  an d  le a rn e r m o d e ls
3y a rg u in g  th a t non-NESTs are  g o o d  m o d e ls  fo r  im ita tio n , I im p lic it ly  s u g g e s t th a t 
NESTs c a n n o t b e  im ita te d . B u t th is  is o n ly  p a rtly  tru e .

A non-N E S T can se t tw o  m o d e ls  b e fo re  h e r s tu d e n ts : a la n g u a g e  m o d e l and  a 
e a rn e r m o d e l. A s a la n g u a g e  m o d e l, she is a d e f ic ie n t o ne , in s o fa r as she is a 
e a rn e r o f  E ng lish  ju s t  like  h e r s tu d e n ts , a lb e it  a t a h ig h e r  leve l. T h e  c lo s e r she is 

to  n a tiv e -s p e a ke r p ro fic ie n c y , th e  b e tte r  a la n g u a g e  m o d e l she is. B u t non-NESTs, 
o y  d e f in it io n , c a n n o t b e  'p e r fe c t ' m o d e ls  (C h a p te r  2).

O n th e  o th e r  h an d , a non -N E S T  can a sp ire  to  be  a 'p e r fe c t ' le a rn e r m o d e l. Let 
m e re fe r back  to  th e  re la tio n s h ip  b e tw e e n  p ro fic ie n c y  a nd  success. I p o in te d  
o u t th e re  th a t, a lth o u g h  th e y  are  re la te d  c o n c e p ts , th e y  are n o t th e  sam e. Thus 
M r A n to g lio  se rves as a g o o d  la n g u a g e  m o d e l, b u t he is n o t m uch  o f  a le a rn e r 
m o d e l, o w in g  to  h is p ro p it io u s  le a rn in g  b a c k g ro u n d . In co n tra s t, M s Lin, w h o  
s less p ro fic ie n t, b u t has le a rn t e v e ry th in g  th ro u g h  h e r o w n  e ffo rts , is a m o re  

c re d ib le  le a rn e r m o d e l.

The Two Sides of the Coin

© 5 'The teachers with a better 
command of English should 
teach the more advanced 
groups.'
Do you agree? Is this standard 
practice in your country?

; The same applies to o ther 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?

© 7 A long 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 
so, explain how.

© “ Many NESTs may, of 
course, have learned other 
languages and may have 
developed learning strategies 
which can usefully be shared.
Can any NESTs provide 
examples from their own 
experience?

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 spent just one year of his life in English-
2 speaking countries.

; Mind you, Robert is not a '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 m e  s id e tra c k  fo r  a m o m e n t. Lately, a lo t has b e e n  w r it te n  a b o u t th e  
im p o r ta n c e  o f  ca re fu l lesson  p re p a ra tio n , e ffe c tiv e  te a c h in g  te c h n iq u e s , w ays to  
d e v e lo p  a b ilit ie s  o f  re fle c tio n  a nd  e m p a th y  a nd  th e  like . 'G o o d  te a c h e rs  are  n o t 
b o rn , b u t tra in e d ', w e  o fte n  hear. In p a rtia l d is a g re e m e n t, I c la im  th a t th e  b e s t 
te a c h e rs  are  b o rn , th o u g h  th e y  m ay n e e d  p ro p e r  tra in in g  to  b r in g  fo r th  th e ir  
in b o rn  c a p a c it ie s .© 6 © 7

A  less a b ru p t v a ria tio n  o f  th e  a d a g e  is th a t 'T h e re  m ay be  a fe w  te a c h e rs  w h o  
are b o rn , b u t m a n y  te a c h e rs  are n e e d e d '. I am  q u ite  p re p a re d  to  a c c e p t th is  
v iew , as w e ll as th e  o n e  th a t s tresses th e  c ru c ia l ro le  te a c h e r  e d u c a tio n  p lays. I 
a lso  re a d ily  a c k n o w le d g e  th a t w e  can and  d o  lea rn  a lo t fro m  'm a d e ' te a che rs . 
H ow eve r, I c la im  th a t th e  b e s t m o d e l is th e  o n e  w h o  has u n d e rg o n e  p ro p e r  
t ra in in g  a n d  is e n d o w e d  w ith  ce rta in  'extra  q u a litie s '. If th is  is th e  case, w h y  d o e s  
th e  p ro fe s s io n a l lite ra tu re  ke e p  q u ie t a b o u t th e  n a tu re  o f  such p e rs o n a l tra its , 
w h a te v e r th e y  m ay  be? M y c o m p la in t is th a t te a c h e r  e d u c a tio n  to d a y  seem s 
to  a d v o c a te  th e  p e d e s tr ia n  a nd  p e d a n tic  te a c h e r  ins tea d  o f  th e  b r ig h t  and  
in g e n io u s  o ne .

By th e  sam e  to k e n , s h o u ld n 't  th e  issue o f  th e  non -N E S T  as a successfu l 
la n g u a g e  le a rn e r d e se rve  m o re  a tte n tio n  th a n  it g e ts  in te a c h e r  e d u c a tio n  
p ro g ra m m e s ?  T he  m essa g e  I w a n t to  g e t across is th is : o n ly  th o s e  non-NESTs 
s h o u ld  be  se t as m o d e ls  w h o  are successfu l lea rn e rs  o f  E ng lish  th e m s e lv e s . 
A n y th in g  less is a c o m p ro m is e .

O n  th e  o th e r  h an d , NESTs c a n n o t be  im ita te d  as lea rne rs , b e ca u se  th e y  are 
n o t lea rne rs  o f  E ng lish . ©® S ince  th e y  have  a c q u ire d  E ng lish  as th e ir  m o th e r  
to n g u e , ju s t as w e  non-NESTs have a c q u ire d  o u r  L1 , th e y  can g iv e  us lit t le  
a d v ic e  a b o u t th e  bas ic  p roce ss  o f  la n g u a g e  le a rn in g . In c o m p e n s a tio n , as it 
w e re , th e y  can o b v io u s ly  c la im  to  be  fa r b e tte r  la n g u a g e  m o d e ls .
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6 .2  T each in g  la n g u a g e -le a rn in g  s tra te g ie s

Functions an d  ty p e s  o f la n g u a g e -le a rn in g  s tra te g ies
: ' s a  tru is m  th a t so m e  p e o p le  p ic k  u p  la n g u a g e s  m o re  q u ic k ly  and  e ffe c tiv e ly  
— an o th e rs . T h e re  a re  h u g e  d iffe re n c e s  b e tw e e n  non-NESTs, to o , in te rm s  o f  
success w ith  E ng lish . Success d e p e n d s  on  severa l fa c to rs , such  as: b a c k g ro u n d ,
— o tiv a tio n , age , in te llig e n c e , a p t itu d e , leve l o f  e d u c a tio n  a nd  k n o w le d g e  o f  
e th e r fo re ig n  la n g u a g e s . A n  a d d it io n a l fa c to r  w h ic h  has a b e a r in g  on  success is 
ca lled  la n g u a g e - le a rn in g  s tra te g ie s  (LLS).

_ S  are s p e c ific  a c tio n s  e m p lo y e d  to  fa c ilita te  th e  le a rn in g  a nd  reca ll o f  o n e  o r 
severa l c o m p o n e n ts  o f  p ro fic ie n c y  (W e n d e n  &  R ub in  1987). F a c ilita tio n  d o e s  
- o t  o n ly  im p ly  m a k in g  th e  p roce ss  easier, b u t a lso  m a k in g  it

-aster, ¡ro re  e n j o y a b l e ,  m o r e  s e l f - d i r e c t e d ,  m o r e  e f fe c t iv e ,  a n a  m o r e  tra n s fe ra b le  t o  n e w  
d e l a t i o n s '  ( O x fo r d  1 9 9 0 :  8).

__S can be  g ro u p e d  in severa l w ays; a c la ss ifica tio n  w ith  a p ra g m a tic  ra tio n a le
'a s  b e e n  p ro p o s e d  b y  O x fo rd , w h o  p u ts  LLS in to  tw o  m a jo r  g ro u p s , each 
d e lu d in g  th re e  s u b -g ro u p s  (F ig u re  7).

F ig u re  7 : In te rre la tio n s h ip s  b e tw e e n  d ire c t a n d  in d ire c t s tra te g ie s  © 9

M e m o r y  S tra te g ie s  (D ire c t)

( In d ire c t)

D ire c t s tra te g ie s  co n s is t o f  m e m o ry  s tra te g ie s  (h o w  to  m e m o ris e  a n d  re tr ie ve  
new  in fo rm a tio n ), c o g n it iv e  s tra te g ie s  (h o w  to  u n d e rs ta n d  a nd  p ro d u c e  th e  
a n g u a g e ) and  c o m p e n s a tio n  s tra te g ie s  (h o w  to  use th e  la n g u a g e  d e s p ite  

a m ite d  k n o w le d g e ) . In d ire c t s tra te g ie s  in c lu d e  m e ta c o g n it iv e  s tra te g ie s  (h o w  
to  c o o rd in a te  th e  le a rn in g  p rocess), a ffe c tive  s tra te g ie s  (h o w  to  re g u la te  
e m o tio n s ), and  soc ia l s tra te g ie s  (h o w  to  lea rn  w ith  o th e r  p e o p le ).

O x fo rd  likens  th e  re la tio n s h ip  b e tw e e n  d ire c t a nd  in d ire c t s tra te g ie s  to  th a t 
b e tw e e n  th e  a c to r  a nd  th e  d ire c to r  in th e  th e a tre . T he  'a c to r ' d ea ls  w ith  th e  
la n g u a g e  itse lf, w h ils t th e  'd ire c to r ' ensu res  th e  s u ita b le  b a c k g ro u n d  fo r  th e  
a c to r ' to  lea rn  as w e ll as p o s s ib le . In s u b s e q u e n t c h a p te rs  o f  h e r b o o k , O x fo rd  
s u p p lie s  a n u m b e r  o f  s p e c if ic  LLS to  d e m o n s tra te  th e ir  use a nd  s ig n if ic a n c e .

© 9 Identify the LLSs that 
have worked for you. Or 
did you learn languages by 
'instinct'(Oxford 2011)?
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© 10 Given that everybody 
learns in their own way, is it 
at all worthwhile teaching 
LLSs? Why (not)?

© 11 Are you a good 
language learner? Look 
at the seven bullet points. 
Which of these features fit 
your learning style?

A ll la n g u a g e  lea rne rs  e m p lo y  LLS. Success w ith  le a rn in g  la rg e ly  d e p e n d s  u p o n  
th e  a b il ity  to  s e le c t th e  m o s t a p p ro p r ia te  s tra te g y  fo r  d e a lin g  w ith  a s p e c if ic  
le a rn in g  task. H a v ing  in te rv ie w e d  seven  e x tre m e ly  successfu l la n g u a g e  learners, 
S tev ick  c o n c lu d e s  th a t th e re  is n o t a c o m m o n  p a tte rn  e m e rg in g : e v e ry o n e  
seem s to  lea rn  in th e ir  o w n  ways. © 10 W h a t w o rk s  fo r  so m e  lea rne rs , u tte r ly  fa ils  
fo r  o th e rs :

'H a r d l y  a c l e a r  m o d e l  f o r  a n  a s p i r i n g  l a n g u a g e  s t u d e n t  w h o  w a n t s  to  p r o f i t  f r o m  t h e i r  
e x a m p l e 1' ( 1 9 9 0 : 1 3 8 ) .

■■It is 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 first and then infer the rule, on the basis 
i  o f some kind of reinforcement.

¡i Or have you met learners who are prepared to cram their memories with uncontextualised words 
P belonging to the same semantic field, such as species of trees or pieces of clothing? I have. (I know at 
I least one: myself.)

In C h a p te rs  9 and  1 0 ,1 shall re c o m m e n d  a n u m b e r o f  s tra te g ie s  and  te c h n iq u e s  
fo r  s e lf- im p ro v e m e n t.

C an la n g u a g e -le a rn in g  s tra te g ies  b e  ta u g h t?
A lth o u g h  b o th  te a c h in g  e xp e rie n c e  and  research s tu d ie s  sh ow  e n o rm o u s  
d iffe re n ce s  in le a rn in g  sty le , th e  q u e s t fo r  th e  secre ts  o f  g o o d  la n g u a g e  lea rne rs  
has n eve r ceased. Research has b ee n  m o tiv a te d  b y  th e  a ssu m p tio n  tha t, if w e  
m a n a g e d  to  f in d  o u t m o re  a b o u t th e m , w e  m ig h t be  a b le  to  co n ve y  th e  s tra te g ie s  
th a t w o rk e d  fo r  m o re  successfu l lea rne rs  to  less successfu l ones. B ooks and  
a rtic les  w ritte n  a b o u t 'th e  g o o d  le a rn e r' a b o u n d  and  th e  fin d in g s  sh o w  a g re a t 
dea l o f  o v e rla p  (R ub in  1975, S tern 1975, N a im an  e ta l.  1978, W esche  1979, Rubin 
&  T h o m p s o n  1982). The  lis t s u p p lie d  b y  O m a g g io  (1 97 8) o ffe rs  a g o o d  syn thesis 
o f  th e  w o rk  d o n e  in th is  f ie ld . She c la im s  th a t g o o d  lea rne rs : © 11

•  have  in s ig h t in to  th e ir  o w n  LLS;
•  are a c tive ly  in v o lv e d  in th e  le a rn in g  task;
•  a re  w il l in g  to  run  th e  risk o f  m a k in g  m is takes;
•  a re  g o o d  g uessers ;
•  a re  p re p a re d  to  a tte n d  to  fo rm  as w e ll as m e a n in g ;
•  use th e  ta rg e t  la n g u a g e  as e a rly  as p o s s ib le ;
•  are to le ra n t to  a m b ig u it ie s  in h e re n t in th e  ta rg e t  la n g u a g e .3
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G ood  lea rne rs  are c a p a b le , th e n , o f  g le a n in g  a re p e r to ire  o f  LLS w h ic h  su its 
tn e ir  p e rs o n a lity  as w e ll as th e  p a rtic u la r  le a rn in g  e n v iro n m e n t. The  m a jo r ity  o f 
earners , h ow eve r, seem  to  g ro p e  in th e  d a rk  and  m o ve  a lo n g  on  a h it-o r-m iss  
oasis, un less  th e y  are fo r tu n a te  e n o u g h  to  re ce ive  ta ilo r -m a d e  s u p p o r t fro m  
c n o w le d g e a b le  te a che rs . T he  q u e s tio n  is to  w h a t e x te n t LLS are te a c h a b le  -  an 
ssue th a t has p ro d u c e d  h a rd ly  any ta n g ib le  resu lts  so fa r  (O 'M a lle y  e t al. 1985).

N eve rth e less , th e  ide a  o f  se n s itis in g  lea rne rs  to  LLS has g a in e d  p o p u la r ity ; 
n e r e  are b o o k s  a nd  a rtic le s  in a b u n d a n c e  d e a lin g  w ith  th is  s u b je c t. M any 
'e se a rch e rs  e n te r ta in  th e  h o p e  th a t, i f  w e  m ake  s tu d e n ts  m o re  re s p o n s ib le  
-‘o r th e ir  o w n  le a rn in g , th e y  w ill g ra d u a lly  reach  p a rtia l and , e v e n tu a lly , fu ll 
a u to n o m y  (C h a p te r  3.1).

S u p p o s in g  th a t LLS can b e  d e v e lo p e d , te a c h e r e d u c a tio n  o u g h t to  ta ke  m o re  
"o t ic e  o f  th e m . ® 12 S p e c ific a lly  , p ro v is io n  s h o u ld  b e  m a d e  fo r  tra in e e s  to :

•  b e c o m e  fa m ilia r  w ith  th e  LLS th a t th e y  a nd  o th e r  success fu l lea rn e rs  e m p lo y ;
•  a c q u ire  te c h n iq u e s  to  d e v e lo p  new  s tra te g ie s  th a t are like ly  to  su it th e ir  

in d iv id u a l p o te n tia l a nd  th e  le a rn in g  c o n te x t;
•  lea rn  h o w  to  ra ise  th e ir  p ro s p e c t iv e  s tu d e n ts ' a w a ren e ss  o f  th e  LLS th e y  

th e m s e lv e s  are u s in g .

M anua ls  d e a lin g  w ith  LLS in te a c h e r e d u c a tio n  a re  a lre a d y  a ccess ib le ; o n e  o f  
T 'e  m o s t w id e ly -u s e d  p ra c tic e  b o o k s  is L e a rn in g  to  Learn  E ng lish  (E llis  &  S inc la ir 
'  989) (see m o re  a b o u t le a rn e r-a u to n o m y  in C h a p te r  9.1). ® 13

By v irtu e  o f  b e in g  c o n s c io u s  lea rne rs  o f  E ng lish , non-NESTs s ta n d  a b e tte r  
cnance  o f  s e n s itis in g  th e ir  s tu d e n ts  to  LLS In C h a p te r  6 .1 ,1 a rg u e d  th a t n o t all 
successfu l le a rn e rs  b e c o m e  g o o d  te a che rs . A n  a d d it io n a l cause o f  fa ilu re  m ay 
ce  unn e cessa ry  in s is te n ce  th a t s tu d e n ts  e m p lo y  th e  sam e LLS th a t have  h e lp e d  
n e  te a c h e rs  to  a ch ie ve  success in E ng lish .

_et m e m ake  tw o  re m a rks  on  th e  p lig h t  o f  NESTs. F irstly, in s p ite  o f  th e ir  lack  o f 
p e rso na l e x p e r ie n c e  o f  le a rn in g  E ng lish , th e ir  tra in in g  p ro g ra m m e  s h o u ld  a lso  
n c lu d e  in fo rm a tio n  a b o u t th e  ro le  o f  LLS. S e co n d ly , it s h o u ld  n o t be  fo rg o tte n  

n a t  NESTs have  a lso  p u rs u e d  LLS in th e ir  c o n ta c t w ith  fo re ig n  la n g u a g e s . Th is 
e x p e rie n c e  m ay w e ll have b e e n  s h o rt- liv e d , n e g a tive  o r  d is ta n t, y e t it c o u ld  
o e rh a p s  be  ta ke n  a d v a n ta g e  o f  in th e ir  jo b  as te a c h e rs  o f  E ng lish . ® 14

6 .3  S u p p ly in g  in fo rm a tio n  a b o u t th e  English  
la n g u a g e

L a n g u a g e  p ro fic ien c y  an d  la n g u a g e  aw aren ess
A la n g u a g e  te a c h e r 's  e x p e rtis e  cons is ts  o f  th re e  c o m p o n e n ts : (a) la n g u a g e  
o ro fic ie n cy , (b ) la n g u a g e  aw areness, a nd  (c) p e d a g o g ic  sk ills . W h ile  la n g u a g e  
o ro fic ie n c y  im p lie s  sk ills  in th e  ta rg e t  la n g u a g e , la n g u a g e  aw areness  in vo lve s  
e x p lic it  k n o w le d g e  a b o u t th e  la n g u a g e , w h ic h  d o e s  n o t n e ce ssa rily  assum e 
a h ig h  leve l o f  la n g u a g e  p ro fic ie n c y . In h e r ro le  as an in s tru c to r, th e  te a c h e r 
e x h ib its  v a ry in g  d e g re e s  o f  p e d a g o g ic  skills.

® 12 On YouTube, watch Sid 
Efromovich’sTEDx ta lk '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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® 15 The concept of method 
'has had a magical hold 
on us'for a long 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- 
NESTs as possible. Use your 
own and your colleagues' 
teaching experience.

T h ro u g h o u t th e  h is to ry  o f  la n g u a g e  te a c h in g , g re a t im p o r ta n c e  has b e e n  
a tta c h e d  to  th e  te a c h e r 's  p e d a g o g ic  skills, a lth o u g h  th is  c o n c e p t le n d s  its e lf 
to  d iv e rs e  in te rp re ta t io n s . In C h a p te r  4 .1 , I in tro d u c e d  tw o  o p p o s ite  a ttitu d e s , 
w h ic h  R ivers (1 9 8 1 ) ca lls  th e  a c tiv is t- fo rm a lis t d ic h o to m y .  A s I p o in te d  o u t, th e  
e ssen tia l d if fe re n c e  b e tw e e n  th e m  lies in w h a t th e y  p la ce  in th e  ce n tre  o f  th e ir  
a tte n tio n : th e  c a rr ie r  c o n te n t ( te a c h in g  th e  la n g u a g e  its e lf)  o r  th e  le a rn in g  
c o n te n t ( te a c h in g  a b o u t  th e  la n g u a g e ). A c tiv is ts  p re fe r  to  d e v e lo p  la n g u a g e  
sk ills , w h e re a s  th e  fo rm a lis ts ' e n d e a v o u r  is to  d e v e lo p  la n g u a g e  aw areness. The 
p e n d u lu m  has sw u n g  fro m  o n e  e n d  to  th e  o th e r  a t re g u la r  in te rva ls .

T o d a y  m o s t re se a rche rs  w o u ld  a g re e  th a t la n g u a g e  p e d a g o g y  has b ro k e n  away 
fro m  th e  s in g le -m e th o d  c o n c e p tu a l fra m e w o rk  a nd  th e  c o n s tra in ts  o f  b ip o la r ity  
(S tern  19 8 3 ).4© 15 W e  have  a t last re a lise d  th a t la n g u a g e  te a c h in g  is fa r to o  
c o m p le x  an o p e ra t io n  to  b e a r any fo rm  o f  s tr in g e n t c o d if ic a t io n . In c id e n ta lly , I 
like  to  th in k  th a t th e  b e s t te a c h e rs  have  n e ve r w o rn  such s tra itja cke ts .

D iffe ren c es  in te a c h in g  b e h a v io u r b e tw e e n  natives an d  
no n -n atives
Be th a t as it m ay, I s u s p e c t th a t in d iv id u a l te a c h in g  s ty le  is la rg e ly  d e te rm in e d  
b y  w h e th e r  a te a c h e r  h a p p e n s  to  be  a n a tive  o r  a n o n -n a tiv e  speaker. In m y  
v iew , NESTs a nd  non-NESTs can be  d is t in c tly  s e p a ra te d  a lo n g  th e  ac tiv is t- 
fo rm a lis t  fa u lt lin e , even  if  th e  a n ta g o n is m  has b e e n  o ffic ia lly  d e c la re d  d e fu n c t. 
A lth o u g h  severa l s tu d ie s  have c o n f irm e d  th is  a s s u m p tio n  (R o b e rts  1982, 
C h a u d ro n  1988 , P o litze r &  W eiss 1969), I tu rn  to  m y o w n  research  f in d in g s  fo r  
c o rro b o ra tio n .

S urvey results

Q u e s tio n  1: D o  yo u  se e  a n y  d iffe re n c e  in te a c h in g  b e h a v io u r b e tw e e n  NESTs  
a n d  non -N E S Ts?  D e s c rib e .

O u t o f  a to ta l o f  2 16  re s p o n d e n ts  in S u rvey  2, 146 (6 7 .6  p e r ce n t) g a ve  a 
p o s it iv e  answ er, and  o n ly  32 (1 4 .8  p e r  ce n t) sa id  th e y  p e rc e iv e d  no  d iffe re n c e s . 
38  te a c h e rs  (17 .6  p e r  ce n t) le ft th is  q u e s tio n  u na n sw e re d .

N ext, th e  re s p o n d e n ts  w ith  'yes ' re sp o nse s  had  to  id e n t ify  th o s e  d iffe re n c e s ; 
S u rvey  1 re s p o n d e n ts  w e re  asked  th e  sam e q u e s tio n . S ince th is  q u e s tio n  in 
b o th  surveys was o p e n -e n d e d , I had  to  c o lla te  th e  d a ta  u n d e r  c o m p re h e n s iv e  
h e a d in g s , a m e th o d  w h ic h  in e v ita b ly  led  to  s im p lif ic a tio n s . ® 16 T a b le  8  g iv e s  a 
s u m m a ry  re p o r t  o f  th e  responses .

4 Incidentally, the last method whose basic tenets were 'carved in stone1 was the Comm unicative Approach. Not long 
after its conception in the 1970s, however, its maxims, suggestive of an activist a llegiance (Chapter 6.3), were fe lt 
to be so s tifling  that the label was first p luralised and decapitalised ('com m unicative approaches'), and then d ilu ted  
into 'com m unicative language teaching', a term  so general as to be alm ost meaningless. Since it had an apparently 
hum anistic ring, large numbers o f teachers a lleged ly 'w ent communicative'. To what extent they were tru ly  loyal to this 
c a i i  : k  3 "e ' r e  :  3£Src c ^  z z c  ~s~ oosed beH hd them  remains a mystery.
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Table 8: P e rc e iv e d  d iffe re n c e s  in te a c h in g  b e h a v io u r  b e tw e e n  NESTs a n d  n o n - 
WESTs in S u rvey  1 a n d  2  ( N = 2 1 6 + 2 8 )  ® 17

f iC S T s non-NESTs
o w n  use o f  E ng lish

sce ak  b e tte r  E ng lish s p e a k  p o o re r  E ng lish
_se real la n g u a g e use 'b o o k is h ' la n g u a g e
_se E ng lish  m o re  c o n f id e n tly use E n g lish  less c o n f id e n t ly

1 g e n e ra l a tt itu d e
= c o p t a m o re  f le x ib le  a p p ro a c h a d o p t a m o re  g u id e d  a p p ro a c h
3 's  m o re  in n o va tiv e are m o re  ca u tio u s

1 B 'e  less e m p a th e t ic a re  m o re  e m p a th e t ic
1 a ttend  to  p e rc e iv e d  n ee d s a tte n d  to  real n ee d s
| -a v e  fa r- fe tc h e d  e x p e c ta tio n s have re a lis tic  e x p e c ta tio n s

S'e m o re  casual are m o re  s tr ic t
5 'e  less c o m m itte d are m o re  c o m m itte d

a tt itu d e  to  te a c h in g  th e  la n g u a g e
1 3 'e  less in s ig h tfu l are m o re  in s ig h tfu l
‘ *ccus on : 
i ^ je n c y  

" le a n in g  
j a n g u a g e  in use 

o ra l sk ills
c o llo q u ia l re g is te rs

fo c u s  on : 
a ccu racy  
fo rm
g ra m m a r ru les 
p r in te d  w o rd  
fo rm a l re g is te r

; reach ite m s  in c o n te x t te a ch  ite m s  in is o la tio n
; re e fe r fre e  a c tiv itie s p re fe r  c o n tro lle d  a c tiv itie s
: "a vo u r g ro u p w o rk /p a irw o rk fa v o u r  fro n ta l w o rk
f  ’_se a v a rie ty  o f  m a te ria ls use a s in g le  te x tb o o k
to le ra te  e rro rs c o rre c t/p u n is h  e rro rs
set fe w e r  tests se t m o re  tes ts
_se n o /le ss  L1 use m o re  L1
'e s o r t to  n o /le s s  tra n s la tio n re so rt to  m o re  tra n s la tio n
assign  less h o m e w o rk ass ign  m o re  h o m e w o rk

a ttitu d e  to  te a c h in g  cu ltu re
s u p p ly  m o re  c u ltu ra l in fo rm a tio n s u p p ly  less c u ltu ra l in fo rm a tio n © 18

T ab le  8  d e m o n s tra te s  th a t  NESTs a nd  non-NESTs a re  seen  as s h o w in g  a g re a t 
~ iany d iffe re n c e s  in bas ic  aspe c ts  o f  te a c h in g  b e h a v io u r. Thus m y s e c o n d  
"y p o th e s is  se t fo r th  in C h a p te r  4 .2 , n a m e ly  th a t NESTs a n d  non-NESTs a p p e a r  
:o  d if fe r  in  te rm s  o f  th e ir  te a c h in g  b e h a v io u r, seem s to  have  b e e n  s u p p o r te d  b y  
:n e  su rvey  resu lts .

N o t s u rp r is in g ly , th e re  was g e n e ra l a g re e m e n t th a t NESTs have a b e t te r  o ve ra ll 
o ro fic ie n c y  in E n g lish . A m o n g  o th e r  th in g s , th e  NEST's s u p e r io r ity  in th is  re sp e c t 
*ea tu res in m o re  real la n g u a g e  use a nd  a h ig h e r  d e g re e  o f  s e lf-c o n fid e n c e  in 
js in g  th e  la n g u a g e  in g e n e ra l, a nd  in th e  c la ss ro o m  in p a rtic u la r.

© ”  Check the list in Table 8 
and identify the differences 
between your list and the 
one in the table.
As a learner and/or a teacher, 
which items would you 
challenge?

® 18 Since the first edition 
of this book, the list of 
differences has been 
supplemented with a few 
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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® 19 In the light of your 
own curriculum goals, what 
priorities are teachers of 
English expected to adopt?
Check againstTable 8 and 
identify a few general patterns.

A fte rw a rd s , I su m m a ris e d  va rio u s  c o m p o n e n ts  o f  te a c h in g  b e h a v io u r  u n d e r 
th re e  g e n e ra l h e a d in g s : g e n e ra l a tt itu d e , a tt itu d e  to  te a c h in g  th e  la n g u a g e  
a nd  a tt itu d e  to  te a c h in g  c u ltu re . In e x p la in in g  th e ir  answ ers , th e  re s p o n d e n ts  
re ite ra te d  th a t, on  th e  w h o le , th e  d is c re p a n c y  in  la n g u a g e  p ro fic ie n c y  b e tw e e n  
NESTs a n d  non-NESTs a c c o u n ts  fo r  m o s t o f  th e  d iffe re n c e s  fo u n d  in  th e ir  
te a c h in g  b e h a v io u r. Thus th e  re s p o n d e n ts  se em  to  s u p p o r t th e  th ird  h yp o th e s is  
I a d v a n ce d  in C h a p te r  4 .2 .

A t th is  p o in t, I d o  n o t w ish  to  e n g a g e  in a d e ta ile d  ana lys is  o f  all th e  
d iv e rg e n c e s  fo u n d  b e tw e e n  NESTs and  non-NESTs. Let m e d w e ll b r ie f ly  on 
so m e  o f  th o s e  w h ic h  re la te  to  th e ir  a tt itu d e  to  te a c h in g  E ng lish , a nd  th e n  dea l 
w ith  th e  o th e r  issues in s u b s e q u e n t ch a p te rs .

E x p la in in g  th e  d iffe ren ce s  in a ttitu d e
T he  re sp o n d e n ts  fre q u e n tly  exp ressed  th e  v ie w  th a t non-NESTs are usua lly  
p re o c c u p ie d  w ith  accuracy, th e  fo rm a l fe a tu re s  o f  E nglish , th e  nuts and  b o lts  o f 
g ram m ar, th e  p r in te d  w o rd  and  fo rm a l reg is te rs . M any lack flu en cy , have a lim ite d  
in s ig h t in to  th e  in trica c ie s  o f  m e a n in g 5 , are o fte n  in d o u b t a b o u t a p p ro p r ia te  
la n g u a g e  use, have p o o r  lis te n in g  and  s p e a k in g  skills, and  are n o t fa m ilia r  w ith  
c o llo q u ia l E nglish . It is o n ly  re a so na b le  to  su pp o se , th e n , th a t th e y  p lace  th e  
em p h as is  on  th o se  aspects  o f  th e  la n g u a g e  th a t th e y  have a b e tte r  g ra sp  of.

T h e  re s p o n d e n ts  in d ic a te d  th a t th e  sam e  a p p lie s  to  o th e r  c o m p o n e n ts  o f 
te a c h in g  b e h a v io u r. If non-NESTs have  a re s tr ic te d  k n o w le d g e  o f  c o n te x t, th e y  
te n d  to  te a ch  u n fa m ilia r  la n g u a g e  e le m e n ts  in a c o n te x t-p o o r  e n v iro n m e n t, o r  
in is o la tio n . If th e y  are e n g ro s s e d  in f ig h t in g  th e ir  o w n  la n g u a g e  d iff ic u lt ie s , th e y  
c a n n o t a ffo rd  to  lo o se n  th e ir  g r ip  o v e r th e  class. O r  as o n e  re s p o n d e n t p u t it:

' N o n - n a t i v e  s p e a k e r s  f e a r  t h e  c h a o t i c  l a n d s c a p e  o n e  e n c o u n t e r s  w h e n  s t e p o i n g  a w a y  f r o m  a 
r u l e - o r i e n te d  w o r l d '

A s g ro u p w o rk  and  p a irw o rk  o fte n  c re a te  u n p re d ic ta b le  s itu a tio n s  fu ll o f  
l in g u is t ic  tra p s , non-NESTs fa v o u r  m o re  se cu re  fo rm s  o f  c lassw o rk , such as 
lo c k -s te p  a c tiv itie s . S im ila r reasons a re  c la im e d  to  a c c o u n t fo r  th e  non-N EST's 
p re fe re n c e  fo r  s ta n d a rd  c o u rs e b o o k s , w h ic h  b y  th e ir  v e ry  n a tu re  p ro v id e  
secu rity . O n  a g e n e ra l p la n e , th e  sam e m o tiv e s  e n c o u ra g e  th e  non-N E S T 's m ore  
c o n tro lle d  a nd  c a u tio u s  p e d a g o g ic  a p p ro a c h .

A t th is  p o in t, so m e  m ay say th a t, c o n tra ry  to  w h a t I p ro m is e d  in th e  t it le  'T he  
b r ig h t  s id e  o f  b e in g  a n o n -n a tive ', I am  s till t ry in g  to  ru b  in th e  non-N EST's 
w eaknesses. Th is  is n o t tru e ; to  m y m in d , m o s t o f  th e  ite m s  in T a b le  8  d o  
n o t ca rry  v a lu e  ju d g m e n ts . S o m e  o f  th e m  im p ly  e q u a l va lues  (such  as fo cu s  
on  f lu e n c y  versus accuracy, o r  f le x ib il i ty  ve rsus cau tio usn e ss ). O th e rs  are  
a m b iv a le n t in n a tu re . For e x a m p le , th e  s ta te m e n t th a t non-NESTs pay  m o re  
a tte n tio n  to  re a d in g  and  w r it in g  s h o u ld  n o t n ece ssa rily  be  re g a rd e d  as a 
c r it ic is m . W r it in g  sk ills , as such, are no  less v a lu a b le  th a n  o ra l sk ills . A n  o rd e r  o f 
p r io r ity  a m o n g  v a rio u s  sk ills  can o n ly  b e  se t u p  in a c c o rd a n c e  w ith  th e  g e n e ra l 
a im s o f  E n g lis h - la n g u a g e  te a c h in g  v a lid  fo r  a s p e c ific  te a c h in g  e n v iro n m e n t.
If th e s e  a im s s h o u ld  (as in m an y  c o u n tr ie s  th e y  d o )  se t g re a te r  s to re  b y  th e  
p r in te d  w o rd , th e n  th e  non-N E S T 's p re o c c u p a tio n  w ith  re a d in g  a nd  w r it in g  is 
fu lly  ju s t if ie d . ® 19

5 Form and meaning rhyme well w ith  learning content and carrier content (Chapter 4.1).
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C '1 an u n e q u iv o c a lly  p o s it iv e  n o te , non-NESTs w e re  fo u n d  to  be  m o re  in s ig h tfu l 
т гп  NESTs. Th is  fo llo w s  fro m  th e  d iffe re n c e s  in th e  p roce ss  o f  m a s te r in g  th e  
r r g l is h  la n g u a g e . A c q u is it io n  b e in g  la rg e ly  u n co n sc io u s , NESTs are n o t aw are  
“  th e  in te rn a l m e ch a n ism s  o p e ra t in g  la n g u a g e  use a nd  th e re fo re  are  u n a b le  to  
z '.e  th e ir  s tu d e n ts  re le v a n t in fo rm a tio n  a b o u t la n g u a g e  le a rn in g . O n  th e  o th e r  
-a n d , d u r in g  th e ir  o w n  le a rn in g  p rocess , non-NESTs have  am assed  a w e a lth  o f 
« -o w le d g e  a b o u t th e  E ng lish  la n g u a g e . T h e ir  a n te n n a e  can in te rc e p t even  th e
— n u te s t ite m  as a p o s s ib le  so u rce  o f  p ro b le m s , o f  w h ic h  NESTs are like ly  to  
*5<e no  n o tice .

/
; -eve NESTs 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 
i annof be She sat it on. Conversely, He put it on cannot be He put on it. However, Polly put the kettle 
; j r  is just as correct as Polly put on the kettle (except in the nursery rhyme). Have they thought about 
i * e  small difference between I hate it that you... ало11 know [it] that you. ,.?Orthe one between Will 

« и  come? ancf Will you be coming?

course , NESTs are  a lso  c a p a b le  o f  re fin in g  th e ir  la n g u a g e  aw areness. In 
t r e ir  o w n  te rm s , th e y  are ju s t as c a p a b le  as non-NESTs, s u p p o s in g  th a t th e y  
s .a il th e m s e lv e s  o f  th e  o p p o r tu n it ie s  p ro v id e d  b y  te a c h e r  e d u c a tio n , fo re ig n  
a n g u a g e  le a rn in g  and , a b o v e  a ll, b y  e x p e rie n c e . T h ose  NESTs w h o  have  s p e n t 
2 "  e x te n d e d  p e r io d  o f  t im e  in th e  h os t c o u n try  a nd  have even  ta k e n  p a ins  to  
earn  th e  s tu d e n ts ' m o th e r  to n g u e  s h o u ld  be  in c o m p a ra b ly  m o re  p e rc e p tiv e  

f a n  th o s e  w h o  have  n o t. O 20

6 .4  A n tic ip a tin g  a n d  p re v e n tin g  la n g u a g e  
d ifficu lties

M o n o lin g u a l classes an d  th e  ro le  o f cu ltu re
\o n -N E S T s  sh a rin g  th e  le a rn e rs ' m o th e r  to n g u e  are in a p a r t ic u la r ly  fa v o u ra b le  
o o s it io n . S ince w e  have ju m p e d  o ff  th e  sam e s p r in g b o a rd  as o u r  s tu d e n ts , 
o o th  in a l in g u is t ic  a nd  c u ltu ra l sense, w e  a re  in tr in s ic a lly  m o re  se n s itive  to  th e ir  
d if f ic u lt ie s  th a n  NESTs. D is c o v e rin g  t ro u b le  sp o ts  re q u ire s  lit t le  e n e rg y  a nd  
:im e ; m essages  can be  e x c h a n g e d  m e re ly  b y  w in k in g  an eye. Let m e  illu s tra te  
th is  p o in t  w ith  a fe w  e x a m p le s  fro m  H u n g a ria n .

To the 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 o f English inevitably mix up he and she.

Interestingly, the English don't have a generic term for the Hungarian szekrény -  the equivalent of 
Schrank in German and shkaf in Russian. (Cupboard does not cover a wardrobe, surely?)

© 20 In terms of their 
professional behaviour,
Ellis (2006) recognises a 
subtle distinction between 
monolinqual and bilingual 
NESTs.
How are they different? 
Further reading: Ellis (2006)
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© 21 Read this example and 
note the problems of using 
enough.
- My car is big enough.

■ There 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 a difficult 
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.

O 22 Which 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.

A n d  th is  is ju s t th e  t ip  o f  th e  ic e b e rg . W ith o u t w is h in g  to  d is c o u ra g e  th e  
e n th u s ia s tic  NEST fro m  try in g  h e r h an d  in H u n g a ria n  (o r  any  o th e r  la n g u a g e , fo r 
th a t m a tte r), it has to  be  a d m itte d  th a t she w o u ld  have  to  s p e n d  a w h o le  life tim e  
to  fa th o m  all th e  s u b t le tie s  o f  th e  la n g u a g e . B e tte r b o rn  a H u n g a ria n ... © 21

O b v io u s ly , th o s e  e x p a tr ia te  NESTs w h o  stay p u t in o n e  c o u n try  m a n a g e  to  ga ther 
fa r m o re  e xp e rie n c e  a b o u t th e ir  s tu d e n ts ' s p e c ific  la n g u a g e  p ro b le m s  th a n  those 
w h o  d r if t  on  e ve ry  o th e r  year. A n d  s ince  la n g u a g e  is a m a jo r  c a rr ie r o f  a peop le 's  
cu ltu re , fa m ilia r ity  w ith  th e  la n g u a g e  b r in g s  NESTs c lo se r to  th e ir  s tu d e n ts ' 
c u ltu ra l roo ts , to o . D is c o ve rin g  d iv e rg e n c e s  in cu ltu ra l p a tte rn s  m ay sh ed  lig h t on 
w h y  s tu d e n ts  are u n a b le  to  c o m p re h e n d  a s p e c ific  la n g u a g e  e le m e n t.6

W h ile  w e  are o n  th e  su b je c t, T a b le  8  in d ica te s  th a t NESTs a n d  non-NESTs also 
d if fe r  in te rm s  o f  th e ir  a tt itu d e  to  te a c h in g  cu ltu re . By v ir tu e  o f  c o m in g  fro m  an 
E n g lis h -s p e a k in g  co u n try , NESTs a re  a b le  to  p ro v id e  m o re  in fo rm a tio n  a b o u t 
its cu ltu re . H o w eve r, th e  m o re  th e  E ng lish  la n g u a g e  sp re a d s  a nd  d iv e rs if ie s  in 
th e  w o r ld , th e  less it w ill re m a in  th e  p r iv i le g e  o f  NESTs. In o u r  days, th e re  is a 
p ro n o u n c e d  te n d e n c y  fo r  c u ltu re  to  b e c o m e  less la n g u a g e -s p e c if ic  a n d  m ore  
c o u n try -s p e c ific . ® 22

Recently, I spent some time in England. At a party, I talked to an American colleague about the linguistiM  
and cultural deficit of non-NESTs. She said that, despite being a native speaker, she would also fre q u e n t  

: feel excluded in the company of Brits. 4s fate would have it, a few minutes later conversation took a I  
' sudden turn around the dinner-table. I was rapidly losing my bearings. Catching my eye, the American ■  
: whispered tome: ‘This is it. I don't have the faintest idea what they're talking about, either! ' ■

Tw o m o re  c o m fo r t in g  th o u g h ts . F irstly, a lth o u g h  NESTs a re  g e n u in e  s p e c im e n ®  
o f  th e ir  c u ltu re , th e y  o fte n  have  s tu n n in g ly  l it t le  fa c tu a l k n o w le d g e  a b o u t it. I  
W ith  th e  s p re a d  o f  va rio u s  c h a n n e ls  o f  m ass m e d ia  a nd  tra ve l, d e v o te d  non - f l  
NESTs can b e c o m e  ju s t as w e ll- in fo rm e d  as th e ir  a v e ra g e  n a tive  co u n te rp a rts . ■  
S e co n d ly , in a m o n o lin g u a l class w e  c e rta in ly  have  fa r m o re  b a c k g ro u n d  ■  
in fo rm a tio n  a b o u t th e  s tu d e n ts  th a n  even  th e  m o s t w e ll- in fo rm e d  NEST. H  
In d ire c tly , th is  k n o w le d g e  is like ly  to  e n h a n c e  o u r  c a p a c ity  to  a n t ic ip a te  and  H  
p re v e n t th e  s tu d e n ts ' le a rn in g  d if f ic u lt ie s . H

Errors an d  e rro r co rrec tio n  ■
As I have a rg u e d  a b o ve , l in g u is t ic  a n d  c u ltu ra l aw a reness  can h e lp  n o n -N E S T s B  
a n t ic ip a te  s tu d e n ts ' d if f ic u lt ie s . M o s t o f  us have d e v e lo p e d  a 's ix th  sense', w h i tB  
b e c o m e s  m o re  a nd  m o re  s u b tle  w ith  th e  a c c u m u la tio n  o f  te a c h in g  e x p e r ie n c e  
T h ose  o f us w h o  have b e e n  te a c h in g  lo n g  e n o u g h  can, w ith  a fa ir  d e g re e  H  
o f  accuracy, p re d ic t  w h a t is like ly  to  g o  w ro n g  b e fo re  th e  s tu d e n t o p e n s  his H  
m o u th . By a n a lo g y  w ith  th e  o ft-m e n t io n e d  (and  o ft-c h a lle n g e d )  n o t io n  o f  'n a t i®  
sp ea ke r's  in tu it io n ', th is  m ig h t b e  c a lle d  'n o n -n a tiv e  sp ea ke r's  in tu it io n '. H

In p osse ss io n  o f  th is  a n t ic ip a to ry  d e v ic e , non-NESTs s tand  a g o o d  ch an ce  o f I  
p re v e n t in g  p ro b le m s  w h ic h  o fte n  m a te ria lis e  in d e v ia n t usage  or, fo r  w a n t o f s  
b e tte r  w o rd , e rro rs . ■

■ h i -  ; c e " ,e !i  cro f ic 'en t non-native speakers are frequently  bew ildered by headlines in the popular press.
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I mentioned above that the English have got structure is hard for Hungarians to crack, because the 
wtion of possession is expressed by means of a different structure. The literal translation of I 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 J'ai un livre.

"e a c h e r  tra in in g  can, o f  co u rse , s u g g e s t w ays o f  d e a lin g  w ith  e r ro r  p re v e n tio n .
~o stay w ith  th e  a b o v e  e x a m p le , tra in e e s  s h o u ld  be :

•  re m in d e d  th a t th e  E ng lish  have  g o t  s tru c tu re  is a so u rce  o f  d if f ic u lty ;
•  sh ow n  a fe w  w ro n g  se n te n ce s  w h ic h  are  lik e ly  to  c o m e  u p ;
•  a d v ise d  a b o u t te a c h in g  te c h n iq u e s  to  p re v e n t w ro n g  se n ten ces ;
•  o ffe re d  w ays o f  c o rre c tin g  e rro rs  o n c e  th e y  have  b e e n  c o m m itte d .
~he s tu d y  o f  e r ro r  ana lys is a nd  e rro r  c o rre c tio n  has co m e  a lo n g  way. T h e re  is 
o le n ty  o f  lite ra tu re  a v a ila b le  on  th e  s u b je c t a nd  even  in e x p e r ie n c e d  te a c h e rs  have
3 h os t o f  te c h n iq u e s  u p  th e ir  s lee ve  to  d e a l w ith  (w h ich  is n o t to  say th a t th e y  are 
e ffe c tive  ones, to o ). D ulay, B u rt a nd  K rashen m u s t b e  r ig h t  in c la im in g  th a t

' f  3 p o p u l a r i t y  c o n te s t  w e r e  n e ld  a r y o n g  t h e  v a r io u s  a s p e c ts  o i  v e r o a l  p e r f o r m a n c e ,  e r ro rs  
c o u l d  s u r e l y  m a k e  o f f  w i t h  t h e  f i rs t  p r iz e '  ( 1 9 8 2 : 1 3 9 ) .

E rrors can be  o f  tw o  ty p e s : o v e r t a nd  c o v e rt e rro rs  (M e d g y e s  1989). O v e rt e rro rs  
can ty p ic a lly  b e  re la te d  to  a c h ie v e m e n t s tra te g ie s  e m p lo y e d  fo r  th e  p u rp o s e  
o f e ffe c tiv e  c o m m u n ic a tio n  e ven  a t th e  risk  o f  p ro d u c in g  in c o rre c t u tte ra n ce s  
C o rd e r 1983). E rrors  re s u ltin g  fro m  s u c ce s s -o r ie n te d  e ffo rts  are eas ily  

d e te c ta b le  a nd  p a lp a b ly  p re s e n t. M an y  lea rne rs , h o w e ve r, p re fe r  to  p la y  it safe 
oy re so rtin g  to  re d u c tio n  s tra te g ie s . Th is  im p lie s  u s in g  o n ly  w e ll-o ile d  s tru c tu re s  
and w o rd s , or, in  e x tre m e  cases, a v o id in g  to p ic s  w h e re  c o m m u n ic a tio n  is like ly  
:o  lead  to  e rro rs . R e d u c tio n  s tra te g ie s  m ay w e ll be  c o n d u c iv e  to  'e rro r- fre e ' 
o e rfo rm a n c e , b u t as th e y  e n ta il c u rta ilin g  th e  d e s ire d  m essage, th e  p ro d u c t io n  is 
ess th a n  o p t im a l; I ca ll th e s e  in v is ib le  e rro rs  c o v e rt e rro rs . ® 23

t  fo llo w s  fro m  m y lo g ic  th a t, w h ile  o v e r t e rro rs  a re  c o n s p ic u o u s  s ig n s  o f  le a rn in g  
ta k in g  p la ce , c o v e r t e rro rs  a c tu a lly  im p e d e  th e  d e v e lo p m e n t o f  c o m m u n ic a tiv e  
skills. C o v e rt e rro rs  are  all th e  m o re  p e rn ic io u s  as th e y  ty p ic a lly  p ro d u c e  th is  
e ffe c t u n d e r  th e  d is g u is e  o f  w e ll- fo rm e d  u tte ran ce s .

W h ile  te c h n iq u e s  fo r  th e  c o rre c tio n  o f  o v e r t e rro rs  have  b e e n  w o rk e d  o u t in 
g re a t d e ta il, c o v e r t e rro rs  g e n e ra lly  pass ig n o re d , p a rtly  b eca u se  b y  d e f in it io n  
th e y  are re lu c ta n t to  e x h ib it  th e m s e lv e s . I a rg u e , h ow eve r, th a t b y  a d o p t in g  
a p p ro p r ia te  e r ro r  c o rre c tio n  s tra te g ie s , w e  m ay c u t d o w n  on  c o v e rt e rro rs , to o . 
S ince re d u c tio n  s tra te g ie s  a re  a d o p te d  in an e ffo r t to  a vo id  c o m m itt in g  e rro rs , 
te a c h e rs  s h o u ld  s to p  s t ig m a tis in g  o v e r t e rro rs  and , s im u lta n e o u s ly , sh o u ld  
re w a rd  s tu d e n ts  w h o  a re  b ra v e  e n o u g h  to  ta ke  risks.

As T a b le  8  show s, NESTs a nd  non-NESTs are th o u g h t  to  b e h a ve  d if fe re n t ly  w ith  
re g a rd  to  e r ro r  c o rre c tio n  to o . S ince n a tive  sp ea ke rs  g e n e ra lly  re g a rd  la n g u a g e  
as a m eans o f a c h ie v in g  so m e  c o m m u n ic a tiv e  g o a l, th e y  d o  n o t m ake  a fuss 
a b o u t e rro rs  un less  th e y  h in d e r  c o m m u n ic a tio n . ® 24 In co n tra s t, w e  non-NESTs 
are n o to r io u s  fo r  p e n a lis in g  o v e r t e rro rs  (and  g ra m m a tic a l e rro rs  in p a rticu la r),

0 23 How 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 On YouTube, watch this 
amusing sketch:
Grammar police interrogation 
www.youtube.com/watch?v= 
3X4qi7AwDQI&feature=share 
Note the errors which the 
interrogator keeps correcting. 
Would you also correct them 
if your students made them?

® 26 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?

p ro b a b ly  b e ca u se  w e  re g a rd  E ng lish  p r im a r ily  as a sc h o o l s u b je c t to  b e  le a rn e d  
a nd  o n ly  s e c o n d a r ily  as a c o m m u n ic a tiv e  m e d iu m  to  b e  used . B u t th e  m a in  
reason  fo r  o u r  h e a v y -h a n d e d  a tt itu d e  m u s t lie  in  o u r  d e f ic ie n t k n o w le d g e  o f 
E n g lish .7® 25

To s te p  o u t o f  th is  v ic io u s  c irc le , I s u g g e s t th a t w e  p la ce  m o re  tru s t in o u r  's ix th  
se nse ' to  u n d e rs ta n d , a n tic ip a te , a nd  p re v e n t s tu d e n ts ' d if f ic u lt ie s , a q u a lity  
NESTs c a n n o t c la im  to  possess.

6 .5  S h o w in g  e m p a th y

H o t an d  co ld  e d u c a tio n
A  te rm  b o r ro w e d  fro m  p s y c h o lo g y , e m p a th y  m eans th e  p o w e r to  u n d e rs ta n d  
a nd  e n te r  in to  a n o th e r  p e rso n 's  fe e lin g s . In th e  te rse  d e f in it io n  o f  G u io ra  e t al. 
(1 97 2), e m p a th y  is th e  a b il ity  to  p u t o n e s e lf in a n o th e r  p e rso n 's  shoes.

In m y v iew , e m p a th y  is o n e  o f  th e  m o s t ch a ra c te ris tic  fe a tu re s  o f  th e  successfu l 
teache r. S tu d y in g  th e  e m o tio n a l im p lic a tio n s  o f  s tu d e n t/ te a c h e r re la tion sh ip s , 
S a lz b e rg e r-W itte n b e rg  e t a i  (1990) w r ite  th a t s tu d e n ts  e x p e c t th e  teacher, 
a m o n g  h e r o th e r  ro les, to  ac t as a 'p ro v id e r  and  co m fo rte r '. Th is ro le  m ay im p ly  
e x p e c ta tio n s  ra n g in g  fro m  rea lis tic  ones to  th e  m o s t fa r-fe tch e d  (C h a p te r 3.3). & *

In e d u c a tio n , th e  te rm  'e m p a th y ' re ce iv e d  w id e  c u rre n c y  in th e  w ake  o f  R ogers ' 
h ig h ly  in f lu e n tia l b o o k , F re e d o m  to  Learn  (1983). Th is  b o o k  a lso  g a ve  a s tro n g  
im p e tu s  to  th e  b ir th  o f  w h a t is c o m m o n ly  ca lle d  th e  h u m a n is tic  m o v e m e n t.
In th is  co n te x t, B ow ers  (1 9 8 6 ) m akes a d is t in c tio n  b e tw e e n  'h o t ' a nd  'c o ld ' 
e d u c a tio n . H o t e d u c a tio n  h a rb o u rs  such c o n c e p ts  as le a rn e r-c e n tre d n e s s  
(C h a p te r 3.2), e q u a l ro le s  in th e  c la ss ro o m , tw o -w a y  in te ra c tio n  (C h a p te r  3.1 ), 
p ro b le m  s o lv in g , s im u la tio n  a c tiv itie s  a nd  so on . In co n tra s t, c o ld  e d u c a tio n  
in c o rp o ra te s  such  n o tio n s  as te a c h e r  c o n tro l, o n e -w a y  in te ra c tio n , g u id e d  
p ro g ra m m e s  o f  in s tru c tio n  a nd  so on . N e e d le ss  to  say, th e  h u m a n is tic  
p h ilo s o p h y  o f  e d u c a tio n  is a ty p ic a l case o f  h o t e d u c a tio n .

T h e  h u m a n is tic  m o v e m e n t so o n  re a c h e d  th e  sh o re s  o f  fo re ig n  la n g u a g e  
e d u c a tio n . M o s k o w itz  c o in e d  th e  s lo g a n : 'A ffe c tiv e  e d u c a tio n  is e ffe c tiv e  
e d u c a tio n ' (1 9 7 8 :1 4 ), w ith  th e  im p lic a tio n  th a t th e  fo re ig n  la n g u a g e  class 
s h o u ld , in its o w n  ways, c o n tr ib u te  to  th e  le a rn e rs ' e m o tio n a l g ro w th  and  
fa c ilita te  th e  p roce ss  o f  se lf-a c tu a lis a tio n  (C h a p te r  5.4). In s im ila r  ve in , S tev ick  
c la im e d  th a t

'a t e a c h e r  m u s t  b e  w i l l i n g  a n d  a b le  to  s h a re  t h e  m o s t  i m p o r t a n t  a s p e c ts  o f  l ife , to  g iv e  f r e e ly  
o f  s e l f ; ( 1 9 8 0 :  2 9 4 ) .

In c o m p lia n c e  w ith  th e  n e w  p h ilo s o p h y , a lte rn a tiv e  te rm s  to  re p la c e  th e  w o rd  
te a c h e r  w e re  o ffe re d , such as fa c ilita to r, c o u n s e llo r  o r  m e n to r, a ll o f  w h ic h  w e re  
s u p p o s e d  to  re fle c t bas ic  c h a n g e s  in th e  te a c h e r 's  ro le . N o n e  o f  th e m  have 
s to o d  th e  te s t o f  t im e  in fo re ig n - la n g u a g e  e d u c a tio n .
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r  th e  19 70 s  a n d  1980s, 'te a c h in g  w ith  a h um a n  fa c e ' w as th e  n am e  o f  th e  day, 
as th o u g h  e m p a th y , fo r  e x a m p le , had  n o t b e e n  a q u a lity  all g o o d  te a c h e rs  
_a d  sh a re d , im p lic it ly  o r  e x p lic it ly , o v e r th e  c e n tu r ie s  (M e d g y e s  1986). T he  
—o v e m e n t a lso  a d m itte d  a n u m b e r  o f ze a lo ts  in to  its ranks, w h o  im p a tie n tly  
-e je c te d  any  o th e r  w ay  o f  th in k in g . Such fa n a tics  o u g h t to  have  b e e n  re s tra in e d  
Z-. th e  to le ra n c e  R ogers  h im s e lf a d v o c a te d :

. ' m e  t e a c h e r s  ra ise  t h e  q u e s t i o n ,  “ B u t  w h a t  i f ! a m  n o t  f e e l i n g  em p a t h e t ic ,  d o  n o t , a t  t h i s  
- :  " s e n t ,  p r i z e  o r  a c c e p t  o r  l ike  m y  students? W h a t  t h e n 7 '  M y  r e s p o n s e  is t h a t  reainess is t h e  
" :  si  i m p o r t a n t  o f  t h e  a t t i t u d e s  So if o n e  h as  l i t t ie  u n d e r s t a n d i n g  c f  t h e  s t u d e n t ’s i n n e r  

j  a n d  a dis like  fo r the  s t u d e n t s  o r  t h e i r  b e h a v io r ,  it is a 1 m o s t  certa in 'y m o r e  c o n s t r u c t i v e  to  
e 35/ than t o  b e  oseudoem pha tic  or to  p u t  o n  a f a c a d e  o f  c a r in g '  ( 1 9 6 9 : " 2 6 ) .  ®27

E m p a th y  an d  se lf-aw aren ess
-  "nay w e ll be  tru e  th a t so m e  p e o p le  are e n d o w e d  w ith  a h ig h e r  d e g re e  o f 
■=-~ipathy th a n  o th e rs . T each e r e d u c a tio n , h ow eve r, can c o n tr ib u te  to  th e  re la tive  
d e v e lo p m e n t o f  th is  q u a lity . In th is  re g a rd , Szesztay s tresses th e  im p o r ta n c e  o f 
r e  re la tio n s h ip  b e tw e e n  e m p a th y  a nd  se lf-aw a reness . She su g g e s ts  th a t

m o r e  s e l f - a w a r e  s o m e o n e  is, the 
r p e rs o e c t iv e s .  In t u r n ,  b e i n g  o p  
s a r m n q  m o r e  abou t ycurse

s o re  c a p a b le  h e  is c 
a n d  r e c e p t iv e  to  ot

f  u n d e r s t a n d i n g  a n d  a p p r e c i a t i n g  
1 er  p e r s p e c t i v e s  h a s  g r e a t  p o t e n t i a l

® *7 Have you ever been 
disliked by a teacher?
What were the signs of 
her negative feelings? As a 
teacher, how would you treat 
a student you don't like?

Q O S

_ ' 3 n s la tin g  th is  in to  th e  te a c h in g / le a rn in g  re la tio n s h ip , m o re  se lf-a w a re  lea rne rs  
s 'e  s u p p o s e d  to  be  m o re  a b le  to  g e t in to u c h  w ith  th e ir  o w n  fu tu re  lea rne rs .
5v th e  way, resea rch  f in d in g s  seem  to  c o n f irm  th a t h ig h ly  e m p a th e t ic  lea rne rs  

b e t te r  in  fo re ig n  la n g u a g e s  th a n  less e m p a th e t ic  o n e s  (G u io ra  e t at. 1972, 
S chum ann  1978).

~ H u s tw o  re la tio n s h ip s  are assum e d  to  s tre n g th e n  each  o th e r: th e  o n e  b e tw e e n  
e m p a th y  and  se lf-a w a re ne ss  in g e n e ra l, a nd  th e  o th e r  o n e  b e tw e e n  se lf-a w a re  
e a rn in g  a nd  e m p a th e t ic  te a c h in g . N o w  le t m e  try  to  a p p ly  th e s e  re la tio n s h ip s  

to  th e  N E S T /non-N E S T  c o n te x t.

E a rlie r on , I a rg u e d  th a t non-NESTs a re  m o re  se lf-aw a re , b y  v ir tu e  o f  b e in g  
e a rn e rs  o f  E ng lish  th e m s e lv e s  (C h a p te r  6.2). S u p p o s in g  th a t th e  tw o  

a ssu m p tio n s  a b o v e  a re  tru e , non-NESTs are  m o re  e m p a th e t ic  th a n  NESTs w h o  
nave a c q u ire d  E ng lish .

These  s p e c u la tio n s  seem  to  have  b e e n  c o n f irm e d  b y  th e  f in d in g s  o f  Su rveys 1 
an d  2. As T a b le  8  d e m o n s tra te s , non-NESTs are p e rc e iv e d  as m o re  e m p a th e t ic  
on all coun ts .

Firstly, th e y  can a tte n d  to  th e  s tu d e n ts ' real n e e d s  to  a g re a te r  e x te n t; I s u p p o se  
th a t th is  a p p lie s  w ith  p a r t ic u la r  fo rc e  to  m o n o lin g u a l s e ttin g s . In co n tra s t,
NESTs, e ith e r  w o rk in g  w ith  lin g u is t ic a lly  h e te ro g e n e o u s  g ro u p s  in an E ng lish - 
sp e a k in g  co u n try , o r  w ith  m o n o lin g u a l g ro u p s  overseas, p ro b a b ly  have  a less 
c le a r p ic tu re  o f  th e ir  s tu d e n ts ' g iv e n s  a n d  a s p ira tio n s . T h ey  h a rd ly  e v e r have th e  
fa c ilit ie s  to  run a p ro p e r  p ro g ra m m e  o f n e e d s  ana lysis, b u t even  if th e y  d o , th e  
resu lts  w ill p ro b a b ly  be  less re lia b le  th a n  th e  non-N E S T 's g u t fe e lin g s  b ase d  on  
h e r c o m p re h e n s iv e  fa m ilia r ity  w ith  th e  s tu d e n ts ' l in g u is tic , c u ltu ra l a n d  p e rs o n a l 
b a c k g ro u n d .
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® 281 mention three 
reasons why non-NESTs are 
potentially more empathetic 
than NESTs.
Can you give any examples 
from your own experience to 
support these claims?

S e co n d ly , th a n k s  to  th e  basis o f  th e ir  fa m ilia r ity  w ith  th e  te a c h in g / le a rn in g  
c o n te x t, non-NESTs are m o re  a b le  to  se t re a lis tic  a im s  fo r  th e  s tu d e n ts  by 
m a tc h in g  th e ir  in d iv id u a l p o te n tia l w ith  soc ia l d e m a n d s . For e x a m p le , in 
m a in s tre a m  e d u c a tio n , non-NESTs are  m o re  c o g n is a n t o f  th e  c o n s tra in ts  o f 
th e  n a tio n a l c u rr ic u lu m , th e  te a c h in g  m a te ria ls  a v a ila b le  a nd  th e  e x a m in a tio n s  
th e  s tu d e n ts  a re  e x p e c te d  to  take . S im ila rly , th e y  are in a p o s it io n  to  g a u g e  
re a lis tic a lly  th e  leve l o f  m o tiv a tio n  th a t s tu d e n ts  s tu d y in g  in a p a r t ic u la r  ty p e  o f 
s c h o o l n o rm a lly  have.

T h ird ly , th e  re s p o n d e n ts  w e re  o f th e  o p in io n  th a t non-NESTs te n d  to  be  m o re  
s tr ic t th a n  th e ir  n o n -n a tiv e  c o u n te rp a rts . Th is m ay p a rtly  be  d u e  to  th e ir  d e e p e r  
u n d e rs ta n d in g  o f  th e  p re v a le n t c ircu m s ta n ce s . If th e y  know , fo r  ins tan ce , th a t it 
is in th e  s tu d e n ts ' in te re s t to  ta ke  a s ta te  e x a m in a tio n , th e y  a re  o b lig e d  to  a d a p t 
th e ir  te a c h in g  m e th o d s  to  th e  s tr in g e n t e x a m in a tio n  re q u ire m e n ts ; th is  invo lve s  
b e in g  m o re  d e m a n d in g  in te rm s  o f  h o m e  a s s ig n m e n ts  as w e ll. V e ry  o fte n , n on - 
NESTs s im p ly  c a n n o t a ffo rd  to  be  as casua l as NESTs, w h o s e  in v o lv e m e n t w ith  the  
ta rg e t c o u n try  is fa r less th o ro u g h  (C h a p te r  6 .6). ® 28

H a v ing  sa id  th a t, it m u s t b e  n o te d  th a t a h ig h e r  d e g re e  o f  e m p a th y  is m e re ly  a 
p o te n tia l w h ich  n o t all have a v a ila b le . I have c o m e  across q u ite  a fe w  non-NESTs 
w h o  have sh o w n  p re c io u s  lit t le  e m p a th y  to w a rd s  th e ir  s tu d e n ts , as w e ll as m any 
NESTs w h o m  I have  fo u n d  a m a z in g ly  u n d e rs ta n d in g . It g o e s  w ith o u t say ing  
th a t, in a d d it io n  to  te a c h e r  e d u c a tio n , th e  b e s t tra in in g  fo r  NESTs to  e n h a n ce  
th e ir  c a p a c ity  o f  e m p a th y  is to  lea rn  th e  la n g u a g e  o f  th e  h o s t c o u n try . I w o u ld  
a dv ise  non-NESTs, to o , to  ta ke  u p  a n e w  fo re ig n  la n g u a g e  ( tim e  p e rm itt in g ) , 
b eca u se  th is  e x p e r ie n c e  m ay d e e p e n  o u r  u n d e rs ta n d in g  o f  th e  s tu d e n ts ' p lig h t  
(S chu m an n  &  S chu m a nn  1977 , Low e 1987 , W a te rs  e t at. 1990).

6 .6  B e n e fitin g  fro m  th e  m o th e r  to n g u e

T h e  m o n o lin g u a l p rin c ip le
'To use o r  n o t to  use th e  m o th e r  to n g u e ? ' -  th is  has b e e n  o n e  o f  th e  g re a te s t 
issues in th e  fo re ig n - la n g u a g e  class fo r  n e a rly  a ce n tu ry . P rio r to  th a t, th e  
G ra m m a r-T ran s la tio n  M e th o d  d id  n o t o n ly  a llo w  th e  use o f  L1 , b u t m a d e  it an 
in te g ra l p a rt o f  th e  te a c h in g / le a rn in g  p rocess . O n  th e  o n e  h an d , it was o n e  o f  
its m a in  g o a ls  to  te a ch  th e  s u b tle  uses o f  th e  m o th e r  to n g u e , ina sm uch  as th e  
le a rn e r w as e x p e c te d  to  tra n s la te  lite ra ry  te x ts  fro m  a nd  in to  th e  m o th e r  to n g u e . 
O n  th e  o th e r  h an d , L1 w as an in d is p e n s a b le  te a c h in g  d e v ic e  fo r  e x p la in in g  
s tru c tu re s  a nd  v o c a b u la ry , g iv in g  in s tru c tio n s , d o in g  v a rio u s  k in d s  o f  exerc ises  
a nd  so on.

It w as a ro u n d  th e  b e g in n in g  o f  th e  2 0 th  c e n tu ry  th a t a m o n o lin g u a l a p p ro a c h  
s p re a d  in la n g u a g e  p e d a g o g y , as a re su lt o f  th e  R e fo rm  M o v e m e n t led  by 
such  e m in e n t sch o la rs  as S w eet, Je sp e rse n , P a lm er a nd  o th e rs  (H o w a tt 1984). 
Essen tia lly , th e ir  m essa g e  w as th a t th e  ta rg e t la n g u a g e  s h o u ld  b e  th e  so le  
m e d iu m  o f  c o m m u n ic a tio n , w ith  th e  u n d e r ly in g  ra tio n a le  th a t a fo c u s  on  L2 
w o u ld  m a x im ise  th e  e ffe c tiv e n e s s  o f  le a rn in g . 'T he  m o re  yo u  use th e  ta rg e t 
la n g u a g e , th e  b e t te r  y o u  w ill m a s te r it ' -  th is  te n e t s o u n d e d  so o b v io u s  th a t it d id  
n o t d e m a n d  e m p ir ic a l e v id e n c e . A n d  in d e e d , its p ro ta g o n is ts  d id  n o t o ffe r  any.
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t  s q u ite  p ro b a b le  th a t th e  R e fo rm  M o v e m e n t and  its p e d a g o g ic a l o ffs p r in g , 
r~e D ire c t M e th o d  and  s u b s e q u e n tly  th e  A u d io -L in g u a l M e th o d , w o u ld  n e ve r 
~ave m a d e  such a s tro n g  im p a c t on  ELT if  th e y  had  n o t b e e n  s u p p o r te d  and , 
r  fact, c o e rc e d  b y  th e  p ro fo u n d  a nd  g ro w in g  in f lu e n c e  o f  E n g lis h -s p e a k in g  
:c u n tr ie s  and  o f  m o n o lin g u a l NEST te a c h e rs  (C h a p te r  1).

-o w e v e r , th e  a d v o c a te s  o f  th e  m o n o lin g u a l p r in c ip le  w e re  a lw ays aw a re  o f  th e  
~  e L1 p la y e d  in fo re ig n  la n g u a g e  le a rn in g . Pa lm er's  (1 9 2 1 /1 9 6 4 )  a p p ro a c h , 

e x a m p le , re s ted  on  b a s ica lly  c o n tra s tiv e  a ssu m p tio n s , a nd  Lado , a c h ie f 
a rch ite c t o f  th e  A u d io -L in g u a l M e th o d , even  w ro te  an in f lu e n tia l b o o k  u n d e r  th e  
-= .e a lin g  t it le : L in g u is tic s  A c ro ss  C u ltu re s  (1 95 7 ). A s usua l, it w as th e  d is c ip le s  
» " o  c la im e d  e xc lu s ive  r ig h ts  fo r  th e  'tru th '. T h ey  n o t o n ly  e n c o u ra g e d  L2 use in 
~ e  c lass ro om , b u t m a d e  it o b lig a to ry  a nd  u b iq u ito u s . T he  m o s t fa n a tica l w e n t 
as *ar as to  p e rs e c u te  th e  d e v ia n ts . P upils  c a u g h t u s in g  th e ir  m o th e r  to n g u e  
~ - ' in g  th e  fo re ig n  la n g u a g e  class in Kenya o r  th e  F rench  c o lo n ie s , fo r  e xa m p le , 
'5 < e d  c o rp o ra l p u n is h m e n t (P h illip s o n  1992a), w h ile  d is s id e n t te a c h e rs  p u t 
~ e 'r  jo b s  in je o p a rd y . ® 29

mnember a class I visited in the heyday of the Audio-Lingual Method. After presenting new 
vocabulary in English in the most laborious fashion, the teacher eventually supplied the Hungarian 
equivalent for each item - in a whisper.

- 3  th is  e x a m p le  revea ls  to o , th e  m o n o lin g u a l p r in c ip le  has s e ld o m  b e e n  c a rr ie d  
~ 'O u g h .

“ aw a rds  th e  la te  1960s, it b e c a m e  c le a r th a t th e  m o n o lin g u a l o r th o d o x y  was 
„ - te n a b le  on  any g ro u n d s , b e  th e y  p s y c h o lo g ic a l, l in g u is t ic  o r  p e d a g o g ic a l.

re fe r o n ly  to  p e d a g o g ic a l q u a lm s , h o w  can te a c h e rs  and  s tu d e n ts  be  
e j e c t e d  to  use E n g lish  e xc lu s ive ly , w h e n  b o th  o f  th e m  are  n o n -n a tiv e  speakers  
; *  E ng lish  and  share  th e  sam e m o th e r  to n g u e ?  H o w  can a n yo n e  b e  fo rc e d  
"  e n g a g e  in a p re te n tio u s  g a m e  w h e re  th e  n u m b e r  o n e  ru le  is: 'B e h a ve  like  
s o m e o n e  yo u  a re  n o t ' ?

re tu rn in g  to  th e  N E S T /non-N E S T  d is t in c tio n , th e  m o n o lin g u a l p r in c ip le  m a d e  
"on-N E S Ts fe e l

t -ner defensive or g u i l t y  a;  th e ir ¡nao ility  to “ m a t c h  n o “ to  n a t i v e  s p e a k e r s  in t e r m s  o f  
■;- ' d u c t i n g  a c lass e m i r e ' y  m E n g l i s h  (ha rboaro  1 9 9 2 :  3 o 0 ) .

® 29Did your English 
teachers use a lot of L1 
during their classes? 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).

5 j t  I s u s p e c t th a t a r ig o ro u s  a p p lic a tio n  o f  th e  m o n o lin g u a l p r in c ip le  h a rm e d  
\E S T s in p a rtic u la r, s ince  th e y  m ay  have h a rb o u re d  th e  b e lie f  th a t th e y  c o u ld  d o  
.veil w ith o u t le a rn in g  th e  la n g u a g e  o f  th e  h o s t c o u n try  (P h illip s o n  1992a). The 
on ly  p e o p le  w h o  c o u ld  p o s s ib ly  g a in  fro m  th is  d o g m a  are  th o s e  u n q u a lif ie d  
-a tiv e  sp ea ke rs  o f  E ng lish  w h o  re g a rd  ELT as a casua l ca reer.

n c id e n ta lly , th e re  a re  th o u s a n d s  o f  u n q u a lif ie d  o r  u n d e rq u a lif ie d  n a tive  
speakers te a c h in g  E ng lish  in all co rn e rs  o f  th e  w o r ld . M o s t o f  th e m  are 
a d v e n tu ro u s  y o u n g s te rs  w ith  b ackp acks , w h o  are  im p e lle d  b y  a d e s ire  to  see 
:he  w o r ld , m e e t in te re s tin g  p e o p le , lea rn  fo re ig n  la n g u a g e s  and  m e a n w h ile  
m ake a b it  o f  m o n e y  o u t o f  ELT (C h a p te r  4 .2). W h ile  s y m p a th is in g  w ith  th e ir  
s tam ina  and  g o o d w ill ,  I m u s t a d m it th a t th e y  are d o in g  c o n s id e ra b le  d isse rv ice  
to  ELT b y  d e c re a s in g  th e  leve l o f  p ro fe s s io n a lis m .
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O 30 In Appendix F, there is a 
list of situations in which L1 
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 )

A  m o re  re ce n t d e v e lo p m e n t is fo r  u n e m p lo y e d  p e o p le  fro m  th e  C e n tre  to  
seek an ELT jo b  in th e  P e rip h e ry  (P h illip s o n  1992a), and  I have  even  m e t a fe w  
s e n io r  c itize n s  try in g  to  p ro lo n g  th e ir  a c tive  years b y  m eans o f  ELT e m p lo y m e n t 
overseas. B u t th e s e  s p o ra d ic  in itia t iv e s  p o se  a fa r  s m a lle r  th re a t th a n  la rge -sca le  
o p e ra tio n s , w h e re b y  u n q u a lif ie d  p e o p le  fro m  a ll ranks in v a d e  c o u n tr ie s  like  
sw a rm s o f  lo cu s ts  (C h a p te r  7.1).

W h y  is L1 use still sp u rn ed ?
M o n o lin g u a lis m  is o b v io u s ly  p a s t its p r im e . N e ve rth e le ss , w h ile  g ra n tin g  th e  
re s tr ic te d  use o f  L1 , s ta n d a rd  tra in in g  m an u a ls  m ake  b u t a fe w  pass ing  rem arks  
on  th is  c o m p le x  issue, w ith  no  a tte m p t to  d e te rm in e  th e  d e s ira b le  e x te n t o f  
L1 use, to  s p e c ify  th e  p e d a g o g ic a l s itu a tio n s  w h ic h  ca ll fo r  it, o r  to  s u g g e s t 
a c tiv itie s  w h ic h  d ra w  u p o n  th e  le a rn e rs ' L1 c o m m a n d ; n o r d o  sy lla bu se s  and  
te a c h in g  m a te ria ls  like  to  d w e ll u p o n  th is  issue.

A tk in s o n  (1 9 8 7 ) o ffe rs  fo u r  p o s s ib le  e x p la n a tio n s  fo r  th is  n e g le c t:

1 T he  fa c t th a t p ro fe s s io n a l th in k in g  is s till h a u n te d  b y  th e  fa ilu re  o f  th e  
G ra m m a r-T ran s la tio n  M e th o d . T hese  sce p tics  s h o u ld  c o n s id e r, h o w e ve r, th a t 
th e  G ra m m a r-T ran s la tio n  M e th o d , a t its best, w as p ro b a b ly  no  less successfu l 
th a n  any  o th e r  m e th o d  in a c h ie v in g  th e  g o a ls  it had  set. T h e  in a p p lic a b il ity  
o f  th e  G ra m m a r-T ran s la tio n  M e th o d  to d a y  is s im p ly  d u e  to  th e  rad ica l 
c h a n g e s  in th e  g e n e ra l a im s o f  la n g u a g e  te a c h in g , in c o m p lia n c e  w ith  th e  
d ic ta te s  o f  p re s e n t-d a y  needs.

2  T he  in f lu e n c e  o f  a p p lie d  lin g u is ts , n o ta b ly  th a t o f  K rashen  and  h is associates, 
w h o  a rg u e  th a t fo re ig n  la n g u a g e s  are a c q u ire d  in b a s ica lly  th e  sam e w ay  as 
th e  m o th e r  to n g u e , h e n ce  th e  ro le  o f  L1 in th e  c la ss ro o m  s h o u ld  be  m in im a l 
(A tk in s o n  1987  D u lay, B u rt &  K rashen  1982 , K rashen &  T e rre ll 1983). O n e  
m u s t n o t fo rg e t,  h ow eve r, th a t K rashen 's  h y p o th e se s  a re  fa r  fro m  co n c lu s ive  
a nd  have in fa c t b e e n  u n d e r  f ie rc e  a tta ck  e v e r s ince  th e y  w e re  a d v a n ce d  
(M c L a u g h lin  1978 , G re g g  1984).

3  The  a x io m  th a t o n e  lea rns  th e  fo re ig n  la n g u a g e  th ro u g h  c o n s ta n t p ra c tic e , a 
fa c t w h ich , in m y v iew , d o e s  n o t p re c lu d e  th e  a p p lic a b il ity  o f  L1 as a te a c h in g  
d e v ic e .

4  T he  backw ash  e ffe c t re s u ltin g  fro m  th e  h e g e m o n y  th a t n a tive  sp eake rs  
g e n e ra lly  e n jo y  in ELT.

From  m y p e rs p e c tiv e , th is  fo u rth  a rg u m e n t seem s to  be  th e  m o s t c ru c ia l, b u t 
b e fo re  I e la b o ra te  on  it, le t m e m e n tio n  ju s t tw o  a rg u m e n ts  fo r  th e  ju d ic io u s  
use o f  th e  m o th e r  to n g u e . F irstly, i f  lea rn e rs  like  tra n s la tio n , th e re  is no  p o in t  in 
d e p r iv in g  th e m  o f  th is  le a rn in g  to o l.  B ear in m in d  th a t th e y  a re  lik e ly  to  ach ieve  
b e tte r  resu lts  i f  th e y  tru s t th e  te a c h in g  m e th o d  w h e re b y  th e y  a re  ta u g h t. In any 
case, k n o w le d g e  a b o u t th e  p s y c h o lo g ic a l p roce sses  th a t ta ke  p la ce  d u r in g  
la n g u a g e  le a rn in g  is so scan ty  th a t th e  c o n f id e n t a sse rtio n  th a t any te c h n iq u e  
s h o u ld  be  b a n n e d  as 'w ro n g ' is, to  say th e  least, u nw ise . S e co n d ly , a nd  p e rh a p s  
m o re  im p o rta n t ly , m o d e ra te  use o f  th e  m o th e r  to n g u e  in ce rta in  s itu a tio n s  can 
save a lo t o f  class tim e . 0 30
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PARTIM The Two Sides of the Coin

T he C e n tre  an d  th e  P e rip h ery
N o w  le t m e  re tu rn  to  th e  issue o f  th e  backw ash  e ffe c t m e n tio n e d  u n d e r  4  a b o ve .

W h e n  d iscu ss in g  th e  u n fe a s ib ility  o f  p u t t in g  c o u n tr ie s  in to  nea t g ro u p s  on  
e ith e r s id e  o f  th e  n a t iv e /n o n -n a t iv e  b o rd e r lin e , I re fe rre d  to  P h illip s o n 's  (1 992a) 
d is t in c tio n  b e tw e e n  th e  C e n tre  ( th a t is, co re -E n g lis h  c o u n tr ie s  w h e re  E ng lish  
s th e  in d ig e n o u s  n a tive  la n g u a g e ) and  th e  P e rip h e ry  ( th a t is, c o u n tr ie s  w h e re  

E ng lish  is a s e c o n d  o r  fo re ig n  la n g u a g e ) (C h a p te r  1.2). In h is p a ss io n a te  b o o k  
e n t it le d  'L in g u is tic  im p e ria lis m ', P h illip s o n  is o f  th e  o p in io n  th a t th e  C e n tre  
a tte m p ts  to  c o n s o lid a te  a nd  s tre n g th e n  its in f lu e n c e  o v e r th e  P e rip h e ry  th ro u g h , 
a m o n g  o th e r  th in g s , th e  s p re a d  th e  E ng lish  la n g u a g e .

~hus th e  h u b  o f  ELT is in th e  C e n tre : it is fro m  B ritish  a nd  US h e a d q u a rte rs  th a t 
th e  m assive  ELT o p e ra t io n  is d ire c te d . © 31 N a m e ly  , th e  C e n tre  p ro v id e s  an 
^ n r iv a lle d  base  fo r :

•  p u rs u in g  a c a d e m ic  resea rch  a c tiv itie s  re la tin g  to  ELT;
•  s to r in g  and  re tr ie v in g  ELT in fo rm a tio n  a nd  e x p e r ie n c e  g a th e re d  a n y w h e re  in 

th e  w o r ld ;
•  ru n n in g  c o m m e rc ia l ELT sc h o o ls  in a nd  o u ts id e  th e  C e n tre ;
•  tra in in g  EFL/ESL tea che rs  a n d  te a c h e r tra in e rs  fo r  e m p lo y m e n t in th e  P e riphe ry ;
•  ru n n in g  in -se rv ice  co u rse s  in th e  C e n tre  a nd  a b ro a d ;
•  o ffe r in g  M A  p ro g ra m m e s  in a p p lie d  lin g u is tic s  a nd  EFL/ESL;
•  s e ttin g  s ta n d a rd s  a nd  e x a m in a tio n s  w ith  in te rn a t io n a l re c o g n it io n ;
•  p u b lis h in g  ELT m a te ria ls  a nd  te a c h e r-re s o u rc e  b o o k s  a nd  jo u rn a ls ;
•  e x te n d in g  c o n s u lta n c y  s u p p o r t and , q u ite  o fte n , f in a n c ia l a id .
~ ie  h ig h  leve l o f  e x p e rtis e  o f  B ritish  and  US p ro fe s s io n a ls  is o n ly  p a ra lle lle d  b y  
t i e  d e g re e  o f  th e ir  in te re s ts  in h o ld in g  a f irm  g r ip  on  th e  m e n a g e r ie . T h o u sa n d s  
2 * na tive  E ng lish  sp ea ke rs  m ake  a liv in g  o u t o f  ELT, in o n e  w a y  o r  a n o th e r. A  
*ew  b e c o m e  q u ite  w e a lthy , th e  m a jo r ity  d o  n o t, a nd  lea s t o f  a ll d o  te a c h e rs  a t 
tn e  c h a lk fa ce  -  b u t all o f  th e m  can m ake  e n d s  m ee t. T oday, ELT s h o u ld  n o t be  
'e g a rd e d  p r im a r ily  as an e d u c a tio n a l m iss io n  -  it is a h u g e  in d u s try  re g u la te d  by 
s tr ic t law s o f  m a rk e t e c o n o m y .

\ o  w o n d e r  th a t so m e  ELT sp ec ia lis ts , w o rk in g  in, o r  c o m in g  fro m , th e  C e n tre , 
r e a t  th e  E ng lish  la n g u a g e  as th e ir  e xc lu s ive  p re ro g a tiv e . S o m e  o f th e m  re je c t th e  
c o n tr ib u t io n  o f  L1 o u t o f  h an d , o th e rs  re lu c ta n t ly  a c k n o w le d g e  its lim ite d  sco pe .

i  all fa irness , I d o  n o t b la m e  th e m  fo r  th is  a tt itu d e . A fte r  a ll, p u b lis h in g  houses 
h th e  C e n tre  c a n n o t p o s s ib ly  ca te r fo r  th e  s p e c ific  n e e d s  o f  each  p e r ip h e ry -  

co u n try  w h e re  E ng lish  is b e in g  ta u g h t. S im ila rly , te a c h e r  tra in e rs  w o rk in g  in th e  
C en tre  are  u n a b le  to  a tte n d  to  in d iv id u a l d e m a n d s  w ith in  m u lt i l in g u a l g ro u p s  
'e p re s e n tin g  d iv e rs e  lin g u is t ic  a nd  c u ltu ra l b a c k g ro u n d s . N o r  is it fe a s ib le  to  
d ev ise  e x a m in a tio n s  w ith  in te rn a t io n a l c u rre n c y  w h ic h  ta ke  in to  a c c o u n t th e  
d ive rse  c ircu m s ta n ce s  o f  all th e  ca n d id a te s .

As th e  C e n tre  c a n n o t be  e x p e c te d  to  c o p e  w ith  th is  issue, ELT e xp e rts  in th e  
p e r ip h e ry  co u n tr ie s  sh o u ld  ta ke  steps. If w e  non-NESTs c la im  to  be  c a p a b le  o f 
p ro d u c in g  m o re  s u ita b le  te a c h in g  m a te ria ls  fo r  o u r  s tu d en ts , le t's w rite  th e m . 0 32 
If loca l tra in e rs  have an a lle g e d ly  b e tte r  k n o w le d g e  o f  tra in e e s ' needs, le t th e m  
run th e  courses on  th e ir  ow n . If w e  re je c t th e  idea  o f e m p lo y in g  u n q u a lif ie d  native  
speakers, let's n o t e m p lo y  th e m . A n d  if w e  b e lie v e  th a t th e  m o th e r  to n g u e  can  
fa c ilita te  th e  le a rn in g  process, le t's w o rk  o u t an a p p ro p r ia te  m e th o d o lo g y  in d e ta il.

© 31 Is this 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, is there a 
difference between private 
sector language schools and 
mainstream schools? What 
are the pros and cons of 
'homegrown' materials?
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THE NON-NATIVE TEACHER

O 33 In 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 is a 
welcome development that 
non-NESTs 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).

U n fo rtu n a te ly , n o n e  o f  th e s e  p ro b le m s  can b e  re so lve d  b y  m eans  o f  s h e e r 
g o o d w ill  a nd  d e te rm in a t io n . T h e re  a re  h u g e  o b s ta c le s  in th e  w ay: p sych o lo g ic a l 
( la ck  o f  s e lf-c o n fid e n c e ), p o lit ic a l (lack  o f  c lo u t)  as w e ll as e c o n o m ic  (la ck  o f  
resou rces) -  le t a lo n e  th e  la n g u a g e  b a rrie r. 0 33

S u m m a ry
Th is  c h a p te r  w as m e a n t to  be  th e  m o s t u p lif t in g  p a rt o f  m y b o o k . I have 
a na lyse d  six a ssu m p tio n s , each w ith  th e  p u rp o s e  o f  s h e d d in g  lig h t  on  th e  
b r ig h te r  s id e  o f  o u r  jo b  as non-NESTs. N am e ly , w e  a re  m o re  a b le  to  p ro v id e  
o u r  lea rn e rs  w ith  a g o o d  le a rn e r m o d e l fo r  im ita t io n , to  te a ch  th e m  e ffe c tiv e  
la n g u a g e  le a rn in g  s tra te g ie s , to  s u p p ly  th e m  w ith  in fo rm a tio n  a b o u t th e  
E ng lish  la n g u a g e , to  a n t ic ip a te  a nd  p re v e n t th e ir  la n g u a g e  d iff ic u lt ie s , 
to  sh o w  e m p a th y , a nd  f in a lly  to  b e n e f it  fro m  th e  sh a re d  m o th e r  to n g u e . I 
have c o n c lu d e d  th e  c h a p te r  b y  c o n te n d in g  th a t if w e  w ish  to  b e c o m e  m o re  
in d e p e n d e n t as non-NESTs, w e  have  to  ta ke  m o re  in itia tive s .

T he  p re v io u s  th re e  c h a p te rs  a im e d  to  e x a m in e  th e  ro le  th a t NESTs a nd  n on - 
NESTs, re sp e c tive ly , p la y  in th e  ELT o p e ra t io n . By re ly in g  u p o n  m y o w n  research 
f in d in g s , I t r ie d  to  v a lid a te  tw o  h y p o th e se s  I had  a d v a n ce d  c o n c e rn in g  th e  
re la tio n s h ip s  b e tw e e n  la n g u a g e  p ro fic ie n c y  a nd  te a c h in g  b e h a v io u r.

A ll th e  p re c e d in g  c h a p te rs  w e re  h a u n te d  by a q u e s tio n , w h ic h  I have 
d e lib e ra te ly  le ft u n a n s w e re d  -  'W h o 's  w o rth  m o re : th e  NEST o r  th e  non-NEST?'
- u n til I had  c o m p le te d  an in -d e p th  ana lys is  o f  all th e  re le v a n t aspe c ts  o f  th is  
issue. In C h a p te r  7 , 1 sha ll risk ta k in g  s ide s  in th is  q u e s tio n .
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PART III

Further rea d in g
•  E llis , E. M . (2 0 0 6 ) L a n g u a g e  le a rn in g  e x p e r ie n c e  as a c o n t r ib u to r  to  ESOL 

te a c h e r  c o g n it io n . TESL-EJ 10(1) (p p . 1 -20 ).

'n is  o n l i n e  o a p e r  ch.aNenges t h e  w id e s p r e a d  o e l i e f  tha t m o n o l i n g u a l  t e a c h e r s  o f  E n g l i s h  can  
u n d e r s t a n d  t n e i r  s t u d e n t s '  l i n g u i s t i c  a e v e l o o m e n t  w i t h o u t  h a v in g  l e a r n e d  a L2 t b e m s e i v e s .  
- s i g h t s  i n t o  l e a r n i n g  a n d  com m un ica tion  s t r a te g i e s  ca n  revea l  t h e  ro le  l e a r n i n g  e x p e r i e n c e  

c ays in fo rm in g  t e a c h e r s '  orofessionai k n o w l e d g e  a n d  b e i ' e f  s y s te m s .

•  K u m a ra v a d iv e lu , B. (2 0 0 1 ) T o w a rd  a p o s tm e th o d  p e d a g o g y . TESOL  
Q u a rte r ly  35  (p p . 5 3 7 -5 6 0 ).

o w i n g  u p  o n  P ra b V s  ( 1 9 9 0 )  con ten tion  t h a t  t h e r e  is n o  b e s t  m e t h o d ,  Kum aravadivelu 

:w ~ s e p t u a l i s e s  a t h r e e - c b m e n s io n a i  s y s t e m  consisting o f  t h r e e  p e d a g o g i c  parameters: 

: \ c u i 3 n t v , practicality  a n o  possibil ity. H e  o u t s  t h i s  s y s t e m  in p ra c t i c e  in t e r m s  o f  t h e  
- s c e c t i v e  r0 les t h a t  le a rn e rs ,  t e a c h e r s  a n d  t e a c h e r  e d u c a to r s  a re  o x o e c t o d  to  p iay.

•  L it t le w o o d , W . &  B. Yu. (2 0 1 1 ) F irst la n g u a g e  a nd  ta rg e t  la n g u a g e  in th e  
fo re ig n  la n g u a g e  c la ss ro o m . L a n g u a g e  T each ing  4 4  (p p . 6 4 -7 7 ).

“  ■ e p a p e r  e x h ib i t s  m e  d i s c r e o a n c y  b e t w e e n  w h a t  o f f i c e !  d o c u m e n t s  r e c o m m e n d  a n a  w h at 
: n ers a c t u a l l y  d o  in  t n e  c l a s s r o o m  in u s i n g  L1 . W h i i e  w a r n i n g  a b o u t  Che d a n g e r s  o f  o v e ru s e  o f  

c re a te s  a f r a m e w o rk f o r  its in tegra tion  i n t o  c ' a s s t o o m  p ra c t i c e  to  f a c i l i t a t e  s t u d e n t  l e a r n i n g .

Ur, P. (2 0 1 2 ) E rro r c o rre c tio n . In P. Ur, A  C ou rse  in E n g lish  L a n g u a g e  Teach ing  
C a m b rid g e  U n iv e rs ity  Press (p p . 8 8 -1 0 0 ).

“  ■ s : . h a p i e r b e g i n s  b y  i d e n t i f y i n g  a r g u m e n t s  f o r  a n d  a g a i n s t  e r r o r  c o r r e c t i o n ,  a n d  t h e n
■ w e i g h t s  p o t e n t i a l  dangers o f  c o r r e c t i n g  m is ta k e s .  A f te r  e x a r m w n g  s t u d e n t  p re fe r e n c e s ,  U r  

l i e s  to  c o p e  w i t h  e r ro rs  c o m m i t t e d  in ora !  v e r s u s  w r i t t e n  p r o d u c t i o n s .

The Two Sides of the Coin
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THE NON-NATIVE TEACHER

© 1 If you were the principal of 
a language 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 po in ts
•  NESTs in s ta te  e d u c a tio n , u n iv e rs itie s  and  la n g u a g e  s ch o o ls
•  P re ju d ice s  a g a in s t non-NESTs in e m p lo y m e n t p o lic ie s
•  C o n tra s tin g  fe a tu re s  o f  th e  'id e a l' NEST a nd  non -N E S T

7.1 D re a m s  a n d  re a lity
'S u p p o s e  yo u  w e re  th e  p rin c ip a l o f  a la n g u a g e  school.'

I g a ve  tw o  ta lks  a b o u t th e  N E S T /non-N E S T  issue: o n e  in L o n d o n  a nd  o ne  
in Paris (M e d g y e s  1992). In each a u d ie n c e  th e re  w e re  a b o u t f if ty  h ig h ly  
s o p h is t ic a te d  te a ch e rs , te a c h e r  tra in e rs , a p p lie d  lin g u is ts  and  p u b lis h e rs . The 
tw o  g ro u p s  o n ly  d if fe re d  in th a t th e  L o n d o n  a u d ie n c e  c o n s is te d  m o s tly  o f  na tive  
sp ea ke rs  o f  E ng lish , th e  Paris o n e  m o s tly  o f  n a tive  sp ea ke rs  o f  F rench.

A t o n e  p o in t  d u r in g  m y  ta lk , I asked  th e  fo l lo w in g  q u e s tio n :

'Suppose y o u  w e re  t h e  p r in c ip a l  o f  a c o m m e r c i a l  L LT s c ho o l  in B r i ta in .  W h o  w o u l d  y o u  em ploy7' © ’

a) 'I w o u ld  e m p lo y  o n ly  na tive  speakers  even if th e y  w e re  n o t q u a lif ie d  teache rs .'

b) 'I w o u ld  p re fe r  to  e m p lo y  NESTs, b u t i f  ha rd  p resse d  I w o u ld  c h o o s e  a 
q u a lif ie d  non -N E S T  ra th e r th a n  a n a tive  w ith o u t ELT q u a lif ic a tio n s .'

c) 'T he  n a t iv e /n o n -n a t iv e  issue w o u ld  n o t be  a s e le c tio n  c r ite r io n  (p ro v id e d  th e  
non -N E S T  was a h ig h ly  p ro f ic ie n t s p e a k e r o f  E ng lish ).'

S u b s e q u e n tly , I to o k  a s tra w  p o ll to  f in d  o u t th e  d is t r ib u t io n  o f  responses . 
N e ith e r  in L o n d o n , n o r in Paris d id  a n y o n e  v o te  fo r  a lte rn a tiv e  a). W ith  re g a rd  
to  th e  o th e r  tw o  o p t io n s , in L o n d o n  a b o u t tw o  th ird s  o f  th e  re s p o n d e n ts  w e n t 
fo r  b ) a nd  o n e  th ird  fo r  c), w h ile  th e  ra tio  in Paris w as ju s t th e  o p p o s ite . In Paris, I 
asked  a fo llo w -u p  q u e s tio n  as w e ll:

' S u p p o s e  y o u  w e r e  t h e  p r i n c i p a l  o f  a c o m m e r c i a l  ELI s c h o o l  in France. W h o  w o u l o  y o u  e m p l o y 7 '

W h ile  th e  a lte rn a tiv e s  w e re  th e  sam e  as b e fo re , th e  p ro p o r t io n  o f  re sp o nse s  
w as even  m o re  s la n te d  to w a rd s  c); a) s till re ce iv e d  no  v o te s .1

1 Both in London and in Paris I had toyed w ith , then abandoned, the idea o f asking an even more provocative question: 
'Once you had decided to em ploy a non-NEST, would you:
a) ask the teacher to conceal his/her non-native iden tity and pretend to be a native speaker of English?
b) leave it to the teacher to resolve th is d ilem m a at his or her discretion?
c) insist tha t the teacher should reveal his or her 'non-nativeness'?'



PART IV Dil emmas and Solutions

_ack o f  t im e  p re v e n te d  m e fro m  ask ing  fo r  ju s t if ic a tio n , b u t it is easy to  s u g g e s t 
•so iors  th a t m ay have in f lu e n c e d  th e  re s p o n d e n ts ' d e c is io n . T hose  w h o se  ch o ice  
•a s  b) m u s t have h e e d e d  b o th  b us ine ss  a n d  p ro fe s s io n a l co n s id e ra tio n s . &
A 'th  re g a rd  to  th e  fo rm e r, p re s u m a b ly  th e y  w e re  aw are  th a t in te rn a tio n a l 
s ^ d e n ts  s tu d y in g  in B rita in  p re fe rre d  to  be  ta u g h t b y  NESTs. Th is d e m a n d  
»Q u id  have to  b e  sa tis fie d  b y  th e  sch oo l p r in c ip a l -  b u t n o t a t all costs. O n  th e  
rc -e r  hand , th e ir  answ ers  im p lie d  less h o m o g e n e ity  in te rm s  o f p ro fe ss io n a l 
~ " s id e ra t io n s .  W h ile  th e y  a ll a g re e d  th a t NESTs a nd  non-NESTs w e re  w o rth  
—c re th a n  na tive  speakers  w ith o u t ELT q u a lif ic a tio n s , th e y  m ay have h e ld  
- • .e rg e n t v iew s a b o u t w h o  w o u ld  m ake a b e tte r  te a che r, a NEST o r a non-NEST.

r  co n tra s t to  p ra g m a tis ts , th o s e  c h o o s in g  c) seem  to  have  ta ke n  n o tic e  o f  
p ro fe ss ion a l c o n s id e ra tio n s  o n ly  -  a nd  th u s  m ig h t run  th e  risk o f  lo s in g  th e ir  
:  e n te le . T he  fa c t th a t no  o n e  s e le c te d  a) w as a re assu rin g  s ign  th a t p r in c ip a ls  
m r o  are le d  b y  s h o rt- te rm  b us ine ss  in te re s ts , o r  by th e  d e lu s io n  th a t na tive  
speakers are s u p e r io r  to  n o n -n a tiv e  sp ea ke rs  u n d e r  any  te rm s , a re  n o t w e lc o m e  
sc p ro fe ss io n a l g a th e r in g s ! © 3

B--t I w o n d e r  w h a t a cco u n ts  fo r  th e  d if fe re n c e  b e tw e e n  L o n d o n  a nd  Paris. 
iV -’a t ca use d  th e  L o n d o n  s a m p le  to  s h o w  a m o re  b u s in e ss -like  a tt itu d e , so to  
sceak? T h e re  are  tw o  p o s s ib le  e x p la n a tio n s . O n  th e  o n e  h and , NESTs m ay have 
e m p a th is e d  w ith  th e  p ra g m a tis m  o f  th e  's c h o o l p r in c ip a l' b ecause , as B ritish  
e m p lo y e rs  o r  e m p lo y e e s , th e y  have e n c o u n te re d  s im ila r  d ile m m a s . O n  th e  
r ~ e r  h and , it m ay  w e ll be  th e  case th a t non-NESTs a ttach  m o re  im p o r ta n c e  to  
p ro fe ss io n a l c o n s id e ra tio n s  as a m a tte r  o f  co u rse . D e s p ite  th e  te n ta tive n e s s  o f  
—ese o b s e rv a tio n s , th e  re a c tio n  o f  th e  tw o  sa m p le s  seem s to  in d ic a te  th a t:

•  th e  ELT p ro fe s s io n  a c k n o w le d g e s  th e  n a t iv e /n o n -n a t iv e  d iv is io n , o r  a t leas t 
js e s  th e  c o n c e p t in e v e ry d a y  c o m m u n ic a tio n ;

•  th e  N E S T /non-N E S T  issue is c o n tro v e rs ia l;
•  th e re  are severa l c a te g o r ie s  o f  c o n s id e ra tio n  in v o lv e d  (bus iness , 

p ro fe ss io n a l, s o c io lin g u is t ic , m o ra l, p o lit ic a l a nd  o th e rs ).

W h y  d o  prin c ip a ls  re jec t non -natives?

© 2 Apart from professional 
considerations, what other 
aspects are, or should 
be, taken into account 
when making recruitment 
decisions?

-  an issue o f 'ELT Jo u rn a l', 11lés re p o r te d  th e  fo l lo w in g  case:

© 3 The story below was told 
by a native speaker of Indian 
English, who had recently 
found a job in the US. Why is 
her story not only amusing, 
but also illuminating?
'A 95-year-old neighbour of 
mine, a dear sweet old lady, 
recently introduced me to 
her daughter as a college 
teacher and quickly added 
"Guess what she teaches?“ 
"What?", her daughter asked. 
"English, imagine someone 
coming from India to teach 
English here", replied my 
neighbor with a slight 
chuckle1 (Thomas 1999: 5).

© 4

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 
! 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 a job: 
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 (however good that person's 
English may be)'. (1991:87).

© * What do you think of the 
job ad in this example? How 
does it fit in with the following 
observation?
'Teaching English as a 
second language is not 
rocket science! Anyone with a 
positive attitude, a willingness 
to succeed and the ability 
to communicate can be an 
excellent ESL instructor' 
(Ruecker&lves: 744).
See the article by Rueckert 
and Ives (2015) in Further 
reading.
Note its title: is this ironic, or a 
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 card1 a 
legitimate one? Why (not)?

O 6 Preference for hiring 
NESTs is a widespread 
policy (Clark & Paran 2007, 
Mahboob etal. 2004, Selvi 
2 010 ).

Look up a few local 
recruitment ads on the web. 
What typical features can 
you discover in them?
Further reading:
Ruecker&lves)

© 7 Actions 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?

© 8 As a non-NEST, have you 
ever considered publishing 
in English? What difficulties 
do you think you might face 
(Flowerdew 2001)?

In m y e x p e rie n c e , to o , m any  s ^ g ^ a g e  sch o o ls  a d v e rtis e  th e m s e lv e s  as 
e m p lo y in g  n a tive  E ng lish  sp e a < e rs on ly , b eca u se  NESTs are  'b e t te r  p u b lic  
re la tio n s  ite m s ' and  have 'a b e tte r  o us ine ss  d raw ', as an A m e ric a n  re s p o n d e n t 
in S u rv e y  1 p u t it. 0 s O th e rs  m ay d e c id e  a g a in s t m a k in g  th e ir  v iew s  p u b lic , b u t 
s till re fuse  to  e m p lo y  non-NESTs. I q u ite  a g re e  w ith  llles 's  c o n c lu s io n  th a t th e  
a b o v e  w as a ty p ic a l case w h e re  c o m m e rc ia l in te re s ts  and  e d u c a tio n a l p r in c ip le s  
w e re  a t lo g g e rh e a d s .

As p a rt o f  h is a ll-o u t w a r a g a in s t th e  n a t iv e /n o n -n a t iv e  d iv is io n , P a ikeday 
sa rca s tica lly  no tes :

Nî­ m e s  V O L

t o r  e x a m p le ,  
bus no  Irish eel a s '■'П985

j i t m g  "na t ive  s p ea k e rs ” o : L ng ' ish ,  
> S a x o n  p ro tes tan ts ;  Scots., mavbe..

Today, re c ru itm e n t p ra c tic e s  in p r iv a te  la n g u a g e  sc h o o ls  in th e  tw o  ELT 
s tro n g h o ld s , th e  US a nd  B rita in , a re  in a s ta te  o f  tra n s it io n . O 6 In th e  past, m a jo r 
o rg a n is a tio n s  in v o lv e d  in ELT, a lb e it  n e v e r o ff ic ia lly  e n d o rs in g  it, sh u t th e ir  eyes 
to  d is c r im in a t io n  a g a in s t non-NESTs. In th e  w ake  o f  p o lit ic a l ch an g es , h ow eve r, 
im p o r ta n t ELT b o d ie s  have c o m e  u n d e r  p ressu re  to  m ake  c le a r a nd  p ro g re ss ive  
p o lic y  s ta te m e n ts  . T he  m o s t im p o r ta n t  re s o lu tio n  has b e e n  th e  o n e  passed  
b y  th e  E xecu tive  B oard  o f  TESO L a nd  m a d e  p u b lic  in 'TE S O L M a tte rs ' (1 9 9 2 ) 
(A p p e n d ix  G ). © 7 In th is  d o c u m e n t th e  E xecu tive  B o ard  n o t o n ly  e xp re sse d  its 
d is a p p ro v a l o f  d is c r im in a to ry  h ir in g  p o lic ie s , b u t  a lso  d e c id e d  to  ta k e  s te p s  to  
a b o lis h  a ll fo rm s  o f  re s tr ic tio n  based  on  th e  a p p lic a n t 's  n a tive  la n g u a g e . Thus 
th o s e  w h o  s till e m p lo y  EFL/ESL te a c h e rs  on  th e  basis o f  la n g u a g e  o r ig in  have 
b e e n  d e c la re d  ou tcas ts , as it w e re .

H o w eve r, as a lw ays, th e re  is th e  o th e r  s id e  o f  th e  fe n c e . In re sp o n se  to  so m e o n e  
w h o  had  g iv e n  h e r fu ll s u p p o r t to  th e  TESO L re s o lu tio n  (F o rhan  1992), a n o th e r 
te a c h e r fro m  th e  US sa id  th a t a sch o o l's  p r im a ry  d u ty  is to  sa tis fy  its c lie n ts ' 
e x p e c ta tio n s . In th e  case o f  n e w ly -a rr iv e d  im m ig ra n ts , fo r  e x a m p le , a nx iou s  to  
e n te r  th e  w o rk fo rc e , w e  s h o u ld

'wor ry  t h a t  a t each 
e<pec ta t i ons  co uk  
199/).  ® 8

r s l ack o f  ns t  vc nst inet s a o o u t  Arne 
oe d e t r i m e n t a l  : o ¡ т е  m i n o r a n t s '1

can E ng l ish  u sage  a nd  c u l t r / a  
la n c es  In ¡eb ' in terv iews' (Sai ad

O r le t m e g iv e  an e x a m p le  fro m  m y o w n  e x p e r ie n c e :

An exasperated Hungarian friend of mine told me the following story. Last summer, she sent her son 
to England. As 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, I have to state that the boy was not assigned this 
teacher -  he got a Polish one instead.
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'S u p p o se  yo u  w e re  th e  p rin c ip a l o f an o rd in a ry  s ta te  schoo l'
W h e th e r w e  like  it o r  no t, c o m m e rc ia l la n g u a g e  s c h o o ls  in B rita in  a nd  th e  US 
have re la tiv e ly  w e ll-d e f in e d  h ir in g  p rac tice s , p a rtly  b e ca u se  th e ir  cu s to m e rs  
a rrive  w ith  fa ir ly  p re d ic ta b le  e x p e c ta tio n s . To b e  sure , th e ir  n e e d s  a re  m o re  
sp e c ific  th a n  th o s e  o f  th e  lea rn e rs  w h o  s tu d y  E n g lish  as a s c h o o l su b je c t, 
fu r th e rm o re , s ince  la n g u a g e  s ch o o ls  are re la tiv e ly  b e tte r -o ff  th a n  s ta te  schoo ls , 
th e y  o fte n  have th e  o p p o r tu n ity  to  c h o o s e  b e tw e e n  a NEST and  a non -N E S T  -  
jn l ik e  m o s t s ta te -s e c to r sch oo ls . © 9

Survey results

Q u e s tio n  2: W h a t  is th e  N E S T /n o n -N E S T  p ro p o rt io n  in y o u r  scho o l?

""he a s s u m p tio n  th a t o rd in a ry  sch o o ls  c a n n o t a ffo rd  to  e m p lo y  NESTs has b een  
o o rn e  o u t b y  th e  da ta  p ro v id e d  b y  th e  2 16  re s p o n d e n ts  o f  S u rvey  2  (C h a p te r  4). 
~he resu lts  s h o w  th a t a lm o s t tw o  th ird s  o f  th e  sch o o ls  d o  n o t e m p lo y  any  na tive  
soeakers  o f E ng lish  (64 .3  p e r  cen t), w h ile  o n ly  a b o u t o n e  th ird  d o  (3 2 .4  p e r  cent). 
A n e g lig ib le  n u m b e r o f  re s p o n d e n ts  c la im e d  to  w o rk  w ith in  an a ll-na tive -E n g lish  
s ta ff (1 .8  p e r cen t); 1.4 p e r c e n t d id  n o t a nsw e r th is  q u e s tio n .

T a b le  9  show s th e  d is t r ib u t io n  o f  th o s e  re s p o n d e n ts  w h o  w o rk e d  w ith in  a s ta ff 
A-ith m ix e d  la n g u a g e  b a c k g ro u n d s .

T a b le  9 : T h e  p ro p o rt io n  o f  n a tiv e  a n d  n o n -n a tiv e  s p e a k e rs  o f  E n g lish  in schools  
w ith  a m ix e d  n a t iv e /n o n -n a t iv e  s ta ff in S u rv e y  2  ( N = 7 0 )

P e rc e n ta g e  o f  
n ativ es  in th e  s ta ff

P e rc e n ta g e  o f  
re s p o n d e n ts

1-10 31 .4
1 1 -20 41 .4
21 -3 0 10.0
31-40 4.3
41 -5 0 8.6
51-60 1.4
61-70 0
71-80 2.9
81-90 0
9 1 -1 0 0 0

t  sh o u ld  be  m e n tio n e d  th a t, even  in sch oo ls  w ith  a m ixe d  ELT staff, th e  
o ro p o r t io n  o f  natives ty p ic a lly  ra n g e d  b e tw e e n  1 and  30  p e r cen t. A n  a g g ra v a tin g  
t'actor is th a t th is  n u m b e r p ro b a b ly  in c lu d e d  u n q u a lif ie d  te a che rs  to o .

Dilemmas and Solutions

© 9 Non-NESTs seldom 
look for a job 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)?

79



THE NON-NATIVE TEACHER

S urvey results

Q u e s tio n  3 : W h a t  w o u ld  b e  th e  id e a l p ro p o rt io n  o f  NESTs a n d  non-N E STs?  
Justify .

A fte r  s u rv e y in g  th e  real s itu a tio n , I d e c id e d  to  p e e p  in to  th e  w o r ld  o f  'd ream s'. 
T h e re fo re , th e  re s p o n d e n ts  in S u rv e y  1 and  S u rv e y  2 w e re  asked  to  in d ic a te  
w h e th e r  th e y  w o u ld  p re fe r  to  h ire  a) m o re  NESTs, b ) an e q u a l n u m b e r  o f  NESTs 
a nd  non-NESTs, o r  c) m o re  non-NESTs. T he  re sp o nse s  s h o w  g re a t v a r ia b ility  
(T a b le  1 0 ).

T a b le  1 0 : P re fe ren ces  fo r  n a tiv e  o r  n o n -n a tiv e  m a jo r ity  in S u rveys 1 a n d  2  
( N = 2 4 + 1 8 7 )

© 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?

P re fe re n c e S u rv e y  1 S u rv e y  2
n u m b e r  o f 
re s p o n d e n ts

p e r  ce n t n u m b e r o f  
re s p o n d e n ts

p e r  c e n t

m o re  NESTs 10 4 1 .6 26 13.9
an e q u a l n u m b e r 10 4 1 .6 100 53.5
m o re  non-NESTs 4 16.6 61 3 2 .6  © 10

A s a re m in d e r, S u rvey  1 o n ly  in c lu d e d  n a t iv e /b il in g u a l sp ea ke rs  o f  E ng lish , 
w h ile  in S u rv e y  2  th e re  w as an o v e rw h e lm in g  non -N E S T  m a jo r ity . In th e  l ig h t 
o f  th e  d a ta , it seem s th a t b o th  sa m p le s  w o u ld  p re fe r  a m a jo r ity  o f  th e ir  o w n  
la n g u a g e -g ro u p  in th e  sta ff. In a d d it io n , th e  S u rv e y  2  re s p o n d e n ts  w e re  
m o re  in fa v o u r  o f  an e q u a l n u m b e r  o f  na tives  a nd  n o n -n a tive s . H ow eve r, 
if th e  d a ta  s u p p lie d  fo r  Q u e s tio n  3  a nd  Q u e s tio n  2  are  c o m p a re d , th e  
d iffe re n c e s  b e tw e e n  d re a m s  a nd  re a lity  are q u ite  s tr ik in g  -  n o t s u rp r is in g ly , 
th e  in te rn a t io n a l g ro u p  o f  re s p o n d e n ts  w o u ld  like  to  see fa r  m o re  NESTs in th e  
s ta ffro o m  th a n  th e y  can u n d e r  th e  p re s e n t c irc u m s ta n c e s  (C h a p te r  8.1 ).2

In c id e n ta lly , th is  q u e s tio n  p ro d u c e d  s tro n g  c o rre la t io n s  w ith  tw o  o th e r  v a ria b le s  
in S u rv e y  2 . O n  th e  o n e  hand , it tu rn e d  o u t th a t th e  lo n g e r  t im e  a non-N E S T 
h ad  s p e n t in an E n g lis h -s p e a k in g  co u n try , th e  m o re  she w o u ld  fa v o u r  a NEST 
m a jo r ity . F u rth e rm o re , non-NESTs w ith  h ig h e r  q u a lif ic a tio n s  p ro v e d  to  va lu e  th e  
p re se n ce  o f  NESTs to  a g re a te r  e x te n t th a n  th e ir  less q u a lif ie d  c o lle a g u e s .

7 .2  A rg u m e n ts  fo r  a n d  a g a in s t
T h ro u g h o u t th e  b o o k , m y d iscu ss io n  has re vo lv e d  a ro u n d  c o m p a r in g  NESTs 
a nd  non-NESTs fro m  v a rio u s  p e rs p e c tiv e s . N o w  is th e  t im e  to  d iscuss  w h o  is 
w o rth  m o re , th e  NEST o r  th e  non-NEST. B e fo re  I m y s e lf ta ke  s id e s  in th e  d e b a te , 
le t m e revea l m y re s p o n d e n ts ' p re fe re n ce s .
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Survey results

Q u e s tio n  4 : W h o  is b e tte r:  th e  N E S T  o r th e  n o n -N E S T ?  Justify .

n S u rvey  2 , th e  n u m b e r  o f  vo te s  fo r  NESTs a nd  non-NESTs w as a lm o s t th e  
sam e: 54  re s p o n d e n ts  ch ose  NESTs (2 5 .0  p e r  ce n t) a nd  57 fa v o u re d  n on - 
NESTs (2 6 .4  p e r cen t). Far m o re  s u rp r is in g ly , 87 re s p o n d e n ts  w e n t fo r  'b o th '

: 4 .0 .3  p e r  cen t), an a lte rn a tiv e  th a t had  n o t b e e n  s u p p lie d  in th e  q u e s tio n n a ire , 
- a d  th is  o p t io n  b e e n  a d d e d , I s u s p e c t it w o u ld  have w o n  even  m o re  vo te s . 18 
-e s p o n d e n ts  d id  n o t ta ke  s ide s  in th e  d e b a te  (8 .3  p e r  cen t). In v ie w  o f  th e  data ,
-  ;s no  e x a g g e ra tio n  to  s u g g e s t th a t th e  re s p o n d e n ts  (m o s tly  non-NESTs) d id  
- o t  o v e re s tim a te  th e  ro le  NESTs p la y e d  in an EFL/ESL e n v iro n m e n t.

-  ju s t ify in g  th e ir  c h o ice s , th e  re s p o n d e n ts  e c h o e d  m o s t o f  th e  a rg u m e n ts  
-3 ^w arded  in Q u e s tio n  1 (C h a p te r  6 .3) a n d  a d d e d  a fe w  m o re . T h ose  w h o  
ra ile d  fo r  a p re p o n d e ra n c e  o f  NESTs c h ie fly  a ttr ib u te d  th e ir  s u p e r io r ity  to  a 
c e tte r  o v e ra ll c o m m a n d  o f  E n g lish , e s p e c ia lly  fe a tu r in g  in th e  a p p ro p r ia te  use 
r *  c o llo q u ia l a n d  id io m a tic  E n g lish . 'N a tiv e  sp ea ke rs  a re  liv in g  th e  la n g u a g e , 
" h e r  th a n  a d o p tin g  it', o n e  re s p o n d e n t sa id . The  s tu d e n ts  had  m o re  tru s t in 
\E S Ts, b eca u se  o f  th e ir  c o n f id e n t use o f  E ng lish . S evera l re s p o n d e n ts  a rg u e d
— 3 t, w ith  a NEST a t th e  h e lm , E ng lish  had  g e n u in e  re le va n ce  in th e  c lass ro om , 
ce cau se  it w as th e  o n ly  fo rm  o f  v e rb a l c o m m u n ic a tio n  b e tw e e n  th e  te a c h e r  and  
—e s tu d e n ts . NESTs w e re  m o re  c a p a b le  o f  c re a tin g  m o tiv a tio n  a n d  an 'E n g lis h ' 
e '- . iro n m e n t in th e  sc h o o l. F u rth e rm o re , th e y  ta u g h t th e  la n g u a g e  ra th e r
r a n  a b o u t th e  la n g u a g e , and  a p p lie d  m o re  e ffe c tiv e  a nd  in n o v a tiv e  te a c h in g  
-H cnn iques ; o n ly  s e ld o m  w o u ld  a NEST s lav ish ly  fo l lo w  th e  te x tb o o k  like  a non - 
\E 5 T  (C h a p te r  11.3). O th e rs  w a rn e d , h ow eve r, th a t NESTs w e re  m o re  successfu l 
z r  y w ith  a d v a n c e d  lea rne rs , a n d  a fe w  p ro ta g o n is ts  c a u tio u s ly  re m a rk e d  th a t 
r e  NESTs' s u p e r io r ity  a p p lie d , b u t o n ly  w ith  th e  p ro v is o  th a t th e y  had  b ee n  
; r ; o e r ly  tra in e d  as EFL/ESL te a c h e rs  (C h a p te r  6.6).

r  *3vo u r o f  non-NESTs, © 11 b y  fa r  th e  m o s t f re q u e n t ly  m e n tio n e d  a rg u m e n t 
mss th e ir  a b ility  to  e s tim a te  th e  le a rn e rs ' p o te n tia l,  read  th e ir  m in d s  a nd  p re d ic t 
T e " '  d if f ic u lt ie s . N on-NESTs w e re  sa id  to  be  m o re  se ns itive , d u e  to  th e  lin g u is tic , 
r _ r ^ ra l a nd  e d u c a tio n a l h e r ita g e  th e y  sh a re d  w ith  th e ir  s tu d e n ts . A s o n e  
-= s 3 o n d e n t p u t it, 'th e y  w e re  b e tte r  a b le  to  sa tis fy  th e ir  c lie n ts ' e xp e c ta tio n s ', 
r  —o n o lin g u a l c lasses, L1 p ro v e d  to  be  an e ffe c tiv e  to o l fo r  e x p la in in g  new  
—a re ria l a n d  d ra w in g  a tte n tio n  to  d iffe re n c e s  b e tw e e n  th e  tw o  la n g u a g e s . In 
— ■'trast, NESTs w o u ld  e la b o ra te  on  la n g u a g e  ite m s  th a t w e re  b a s ic a lly  th e  

j 5£f—e in L1 and  L2. N on-NESTs u sua lly  im ita te d  so m e  s ta n d a rd  n o rm , w h ile  
| \E 5 T s  o fte n  s p o k e  a n o n -s ta n d a rd  va rie ty . S om e  re s p o n d e n ts  c h a rg e d  NESTs 

m r r  h a m p e r in g , a lb e it  u n w illin g ly , th e  s p re a d  o f  a re c o g n is e d  loca l v a rie ty  o f 
! English . In te re s tin g ly , severa l re s p o n d e n ts  w e re  o f  th e  o p in io n  th a t th e  n on - 

\E S T s ' sp ee ch  w as e a s ie r to  u n d e rs ta n d , th a n k s  to  fe a tu re s  o f  a n o n - lin g u is t ic  
-¿ r^ re  as w e ll. O th e rs  a rg u e d  fo r  non-NESTs on  th e  g ro u n d s  th a t th e y  p re p a re d  
• r e v  lessons m o re  th o ro u g h ly  and , as a ru le , had  fe w e r  d is c ip lin e  p ro b le m s . It 
• a s  g e n e ra lly  a g re e d  th a t non-NESTs s to o d  a b e t te r  ch an ce  w ith  lo w e r- le v e l 
a c c e n ts  a n d  c h ild re n . A  p ra g m a tis t n o te d  th a t th e re  w o u ld  a lw ays b e  a m a jo r ity  
zr "on-N E S Ts, s im p ly  b e ca u se  th e y  w e re  c h e a p e r la b o u r.3

Dilemmas and Solutions

© 11 Most students say that 
NESTs and non-NESTs can 
be equally good teachers 
(Mahboob 2004, Moussu 
2010, Samimy & Brutt- 
Griffler 1999).

Who would you prefef to 
be taught by, and why? Be
honest!

f n s  i  not always the case, though. I suspect that w ith in  EU countries NESTs and non-NESTs earn approxim ately equal
SUET ri.
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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.
'I 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 I 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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H o w eve r, as I m e n tio n e d  a b o ve , th e  m a jo r ity  o f  re s p o n d e n ts  w o u ld  ass ign  
NESTs a nd  non-NESTs an e q u a l ch an ce  o f  success. M o d e ra te s  a g re e d  th a t since 
each g ro u p  had  th e ir  s tre n g th s  a nd  w eaknesses, th e y  w o u ld  n ic e ly  c o m p le m e n t 
each o th e r. A  p ro p o r t io n a te  n u m b e r  o f  na tives  a nd  n o n -n a tive s  w ith in  th e  sta ff 
had  th e  fu r th e r  a d v a n ta g e  o f  o ffe r in g  a w id e r  v a rie ty  o f id e a s  a nd  te a c h in g  
m e th o d s . S o m e  re s p o n d e n ts  re fe rre d  to  th e  d e s ira b ili ty  o f  n a tiv e /n o n -n a tiv e  
in te ra c tio n  a n d  c o o p e ra tio n : 'T h e re  is a lo t to  lea rn  fro m  each  o th e r ! ' o n e  
re s p o n d e n t re m a rk e d  (C h a p te r  8). ® 12 O th e rs  w a rn e d  th a t te a c h e rs  s h o u ld  be 
h ire d  s o le ly  on  th e  bas is  o f  th e ir  p ro fe s s io n a l sk ills , re g a rd le s s  o f  th e ir  lan g ua g e  
b a c k g ro u n d  (C h a p te r  7.1).

F ina lly, it is m y  tu rn  to  m ake  a c lean  b re a s t o f  m y o w n  p re fe re n c e s . If I w e re  to  
d e te rm in e  th e  d e s ira b le  p ro p o r t io n  o f  NESTs a nd  non-NESTs, I w o u ld  d e fin ite !)  
g o  a lo n g  w ith  th e  m o d e ra te s , fo r  a lm o s t th e  sam e reasons  th a t th e y  se t o u t.
I w o u ld  have b u t o n e  re se rva tio n , n a m e ly  th a t I w o u ld  n o t p la y  d o w n  th e  
im p o r ta n c e  o f  la n g u a g e  b a c k g ro u n d . O n  th e  co n tra ry , I w o u ld  c o n s id e r  i t  a to p  
s e le c tio n  c r ite r io n , b eca u se  o f  its fa r- re a c h in g  e ffe c t on  te a c h in g  p ra c tice .

Let m e  re ite ra te : NESTs a nd  non-NESTs te a ch  d if fe re n t ly  in severa l respec ts . I 
f irm ly  b e lie v e  th a t th e  non -N E S T  is (m o re  o r  less) d is a d v a n ta g e d  in te rm s  o f 
a c o m m a n d  o f  E ng lish . P a radox ica lly , th is  s h o r tc o m in g  is h e r m o s t v a lu a b le  
asset, q u ite  c a p a b le  o f  o ffs e tt in g  th e  fa c t o f  lim ite d  p ro fic ie n c y . It is p re c is e ly  
th is  w e akness  th a t h e lp s  h e r d e v e lo p  c a p a c itie s  th a t a NEST can n e v e r asp ire  
to  a c q u ire . I c o n te n d  th a t NESTs a nd  non-NESTs are  p o te n t ia lly  e q u a lly  
e ffe c tiv e  te a ch e rs , b e ca u se  in th e  fin a l ana lys is  th e ir  re sp e c tiv e  s tre n g th s  and  
w eaknesses  b a la n ce  each  o th e r  o u t. D iffe re n t d o e s  n o t im p ly  b e t te r  o r  w o rse ! 
T h e re fo re , th e  q u e s tio n  'W h o 's  w o r th  m o re : th e  n a tive  o r  th e  n o n -n a tive ? ' 
d o e s  n o t m ake  sense  a nd  is c o n d u c iv e  to  d ra w in g  w ro n g  c o n c lu s io n s  fro m  
th e  d iffe re n c e s  o b s e rv e d  in th e ir  te a c h in g  b e h a v io u r. ® 13 H o p e fu lly , th e  data  
a nd  th e  a rg u m e n ts  p ro v id e d  in th is  a nd  th e  e a r lie r  c h a p te rs  have  s u ffic ie n tly  
v a lid a te d  m y fo u rth  h y p o th e s is , n a m e ly  th a t NESTs a n d  non-NESTs can be  
e q u a lly  g o o d  te a ch e rs  on  th e ir  o w n  te rm s . G ra n te d  th is , a ll fo u r  h y p o th e se s  
fo rm u la te d  in C h a p te r  4 .2  seem  to  be  s u p p o rte d .

7 .3  T h e  #id e a l te a c h e r '4
In re c e n t lite ra tu re , th e  c o n c e p t o f  th e  ide a l te a c h e r  has g a in e d  so m e  n o to r ie ty  
e s p e c ia lly  in re la tio n  to  th e  n a t iv e /n o n -n a t iv e  d ic h o to m y . It a p p e a rs  th a t th e  
g lo ry  a tta c h e d  to  th e  NEST has fa d e d  and  th e  n u m b e r o f  ELT e x p e rts  w h o  
c o n te n d  th a t th e  'id e a l te a c h e r ' is no  lo n g e r  a la b e l re se rve d  fo r  NESTs is on  the  
increase .

A s a m a tte r  o f  fa c t, th is  is n o  g re a t re ve la tio n . A s ea rly  as a ro u n d  th e  b e g in n in g  
o f  th e  tw e n tie th  ce n tu ry , th e  fa m o u s  p h o n e tic ia n  S w e e t sa id :

'For teach ing G e rm a n s  Eng l ish ,  a phonetica lly  t ra in ed  G e r m a n  is fa r  s u p e r i o r  to  an u n t ra in e d  
E n g l i s h m a n ,  th e  la t ter  being q u i te  u n a b le  re c o m m u n ic a t e  h is k n o w le d g e '  (Quo ted in Howatt 

1 9 8 4 : 1 8 2 - 1 8 3 ) .

~ Needless to say, the term  'idea l' is an abstraction -  there is no such creature as an ideal teacher.



PART IV Dilemmas and Solutions

[ A r - o s t  a c e n tu ry  la ter, O 'N e ill n o te d :

: e l ieve  t h a l a s  m o d e l s f . u e n t  n o r , -na t ive  speakers  can oe  jus t  as g o o d  as " a r h r o  :•_-■■■ e : -  
a t  least  in  so rr .e  i m p o r t a m  respects, e v e n  be t te r ,  f l u e n t  " -o n -n a t ive  s c f a  - e : t  e.- - te s  -

■ b o d i n g  th e  re te n t io n  0+ a e a r  b u t  d isx 'ne t  fo r e ig n  accents) t h a t  can b o b : _ s 
r - ' ' no is to  c epe  o o t te r  vviin tn e  ta rg e t  la n g u a g e ,  svso n o n - p a 11 v s  tea oh e; s r a . ^ a~ s ere s. c t  
a o . a n ta g e  over  na t ive  s p ea K e rs, p a r t i c u 'a r 'y  th ose  w h o  nave n eve r  le a rn ed  a f ; a e i e r  a n n a  a - .
'■'ey bave  ac tua l ly  le a rn ed  t h e  ta rg e t  l a n g u a g e  as f o re 'g n e rs  and  have  diiect insight into s n j  
:<enence oi the processes ¡neo/eer i  fa f  o t h e r  n o n -n a t iv e  speakers '  ( . ' '991 :  3 0 4 ) .

Enge, a w e ll-k n o w n  advo ca te  o f  th e  non-NEST, re p o rte d  on  his e xpe rie n ce s  a b ro a d :

'. nen  i s to od  in f r o n t  o f  a class of f u rn ish  s c h o o lc h i ld r e n ,  m e r e  was c lear ly  o n ly  a very restr ic ted 
t r - s e  in w h ic h  I c o o ld  act as a m o d e l  f o r  t h e m  in socia l,  cu l tu ra l ,  em otiona l, o r e x o e r i e n i i a i  
~e-as ,  w i t h  regard  e i th e r  to  t h e i r  past o r  t h e e  fu tu re .  1 he p e r s o n  w h o  could act as such  a 

" :  del w o u ld  be a Turk ish teache r ;  ana ,  if we  b e l iev e  th a t  re fe rence  to  th e  socia l,  cu l tu ra l ,  ana  
t ^ s t i o n a l  expe r iences ,  awareness,  a nd  a s p i ra t ion s  o f  o u r  pup ils  is im p o r t a n t  in le a rn in g ,  th e n  
c ' s  i s t h e  idea!  m o d e f  ( 1 9 8 8 . 1 5 5 ) .

~ ^e se  q u o ta tio n s  -  and  th e re  c o u ld  b e  m an y  o th e rs  -  h a rk  b a ck  to  th e  a rg u m e n ts  
*3 r th e  non -N E S T  p re s e n te d  in C h a p te r  6.

On c lo s e r in s p e c t io n , it tu rn s  o u t th a t id e a l te a c h e rs  c a n n o t b e  sq u e e ze d  in to  
3~y o n e  p ig e o n h o le : each id e a l te a c h e r is id e a l in h e r o w n  way, a n d  as such is 
3 'f fe re n t fro m  all th e  rest. The  c o n c e p t resists c le a r-cu t d e f in it io n s , b e ca u se  th e re  
a 'e  to o  m an y  va ria b le s  to  c o n s id e r  in th e  la n g u a g e  te a c h in g  o p e ra t io n .

\e v e r th e le s s , in o rd e r  to  g e t a b e tte r  g ra s p  o f  th e  id e a l te a c h e r, le t us s u p p o s e  
r - a t  all th e  v a ria b le s  are m o m e n ta r ily  k e p t c o n s ta n t, e x c e p t fo r  th e  la n g u a g e  
z 'o f ic ie n c y  c o m p o n e n t. So th e  q u e s tio n  arises: D o e s  th e  te a c h e r  w ith  a b e t te r  
c o m m a n d  o f  E ng lish  s ta n d  a b e tte r  ch a n ce  o f  b e c o m in g  an id e a l te a c h e r?  In 
r tn e r  w o rd s : Is i t  tru e  th a t th e  m o re  p ro f ic ie n t  s p e a k e r is a m o re  e ff ic ie n t te a ch e r?  
® 14 Let m e b r ie f ly  s tu d y  th is  q u e s tio n  in th re e  p o s s ib le  d im e n s io n s .

The n a tiv e /n o n -n a tiv e  d im e n s io n
M y e a rlie r a s s u m p tio n  w as th a t NESTs and  non-NESTs can m o s t c o n s p ic u o u s ly  
oe  d e te c te d  b y  th e  s ig n if ic a n t d if fe re n c e s  in th e ir  c o m m a n d  o f  E ng lish . B u t I 
s 'so  s u g g e s te d  th a t, fro m  th e  non-N EST's p e rs p e c tiv e , p ro fic ie n c y  re se m b le s  a 
co in . If w e  lo o k  on  o n e  s ide , w e  see th e  la n g u a g e  d e f ic it. B u t if w e  lo o k  on  th e  
other, w e  n o tic e  th e  b e n e fits  d e r iv in g  fro m  a n o n -n a tiv e  c o m m a n d  o f  E ng lish . I 
~ jr th e r  assum ed  th a t th e  a d va n ta g e s  a nd  d is a d v a n ta g e s  re la tin g  to  n o n -n a tive  
p ro fic ie n c y  b a la n ce  each o th e r  o u t in th e  fin a l ana lys is. Thus in a N E S T/non-N E S T 
'e la tio n , 'T he  m o re  p ro fic ie n t, th e  m o re  e ff ic ie n t ' is a fa lse  s ta te m e n t, in c a p a b le  o f  
o r in g in g  us c lo s e r to  u n d e rs ta n d in g  th e  essence  o f  th e  id e a l te a che r.

® 14There is general 
agreement that language 
proficiency is a make-or- 
break requirement for a 
non-NEST (Liu 1999, McNeill 
2005, Tatar SYildiz 2010). 
Explain why.
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© 2S On YouTube, watch this 
amusing sketch:
Grammar police interrogation 
www.youtube.com/watch?v= 
3X4qi7AwDQI&feature=share
Note the errors which the 
interrogator keeps correcting. 
Would you also correct them 
if your students made them?

® 26 A student who was 
being taught by a non-native 
teacher of American English 
wrote in her diary: 'I am 
happy. You are like us. You 
understand my feelings 
about English' (Thomas 
1999:12).
What do you think she 
meant by this?

p ro b a b ly  b eca u se  w e  re g a rd  E ng lish  p r im a r ily  as a sc h o o l s u b je c t to  be  le a rn e d  
a n d  o n ly  s e c o n d a r ily  as a c o m m u n ic a tiv e  m e d iu m  to  b e  used . B u t th e  m ain  
reason  fo r  o u r  h e a v y -h a n d e d  a tt itu d e  m u s t lie  in o u r  d e f ic ie n t k n o w le d g e  o f  
E n g lis h .7® 25

To s te p  o u t o f  th is  v ic io u s  c irc le , I s u g g e s t th a t w e  p la ce  m o re  tru s t in o u r  's ix th  
se nse ' to  u n d e rs ta n d , a n tic ip a te , a nd  p re v e n t s tu d e n ts ' d if f ic u lt ie s , a q u a lity  
NESTs c a n n o t c la im  to  possess.

6 .5  S h o w in g  e m p a th y

H o t an d  co ld  ed u c a tio n
A  te rm  b o r ro w e d  fro m  p s y ch o lo g y , e m p a th y  m eans th e  p o w e r to  u n d e rs ta n d  
a nd  e n te r  in to  a n o th e r  p e rso n 's  fe e lin g s . In th e  te rse  d e f in it io n  o f  G u io ra  e t at. 
(1 97 2), e m p a th y  is th e  a b il ity  to  p u t o n e s e lf in a n o th e r  p e rso n 's  shoes.

In m y v iew , e m p a th y  is o n e  o f  th e  m o s t ch a ra c te ris tic  fe a tu re s  o f th e  successfu l 
te a che r. S tu d y in g  th e  e m o tio n a l im p lic a tio n s  o f  s tu d e n t/ te a c h e r re la tion sh ip s , 
S a lz b e rg e r-W itte n b e rg  e t al. (1 99 0 ) w rite  th a t s tu d e n ts  e x p e c t th e  teache r, 
a m o n g  h e r o th e r  ro les, to  act as a 'p ro v id e r  and  co m fo rte r '. Th is ro le  m ay im p ly  
e x p e c ta tio n s  ra n g in g  fro m  rea lis tic  ones to  th e  m o s t fa r-fe tch e d  (C h a p te r  3.3). Q 26

In e d u c a tio n , th e  te rm  'e m p a th y ' re ce ive d  w id e  c u rre n c y  in th e  w a ke  o f  R ogers ' 
h ig h ly  in f lu e n tia l b o o k , F re ed o m  to  Learn  (1 98 3 ). Th is  b o o k  a lso  g a ve  a s tro n g  
im p e tu s  to  th e  b ir th  o f  w h a t is c o m m o n ly  ca lle d  th e  h u m a n is tic  m o v e m e n t.
In th is  c o n te x t, B ow ers  (1 9 8 6 ) m akes a d is t in c tio n  b e tw e e n  'h o t ' a nd  'c o ld ' 
e d u c a tio n . H o t e d u c a tio n  h a rb o u rs  such c o n c e p ts  as le a rn e r-c e n tre d n e s s  
(C h a p te r 3.2), e q u a l ro les  in th e  c lass ro om , tw o -w a y  in te ra c tio n  (C h a p te r  3.1 ), 
p ro b le m  s o lv in g , s im u la tio n  a c tiv itie s  and  so on . In co n tra s t, c o ld  e d u c a tio n  
in c o rp o ra te s  such n o tio n s  as te a c h e r c o n tro l, o n e -w a y  in te ra c tio n , g u id e d  
p ro g ra m m e s  o f  in s tru c tio n  a nd  so on. N e e d le s s  to  say, th e  h u m a n is tic  
p h ilo s o p h y  o f  e d u c a tio n  is a ty p ic a l case o f  h o t e d u c a tio n .

T h e  h u m a n is tic  m o v e m e n t so o n  re a ch e d  th e  sh o re s  o f  fo re ig n  la n g u a g e  
e d u c a tio n . M o s k o w itz  c o in e d  th e  s lo g a n : 'A ffe c tiv e  e d u c a tio n  is e ffe c tiv e  
e d u c a tio n ' (1 9 7 8 :1 4 ), w ith  th e  im p lic a tio n  th a t th e  fo re ig n  la n g u a g e  class 
s h o u ld , in its o w n  w ays, c o n tr ib u te  to  th e  le a rn e rs ' e m o tio n a l g ro w th  and  
fa c ilita te  th e  p roce ss  o f  se lf-a c tu a lis a tio n  (C h a p te r  5.4). In s im ila r  ve in , S tev ick  
c la im e d  th a t

'a t e a c h e r  m u s t  be  w i l l i n g  and  a b le  îo  share  th e  m o s t  i m p o r t a n t  asoects  o f  life, to  g ive  f reely  
o f  se l f '  ( 1 9 8 0 :  2 9 4 ) .

In c o m p lia n c e  w ith  th e  new  p h ilo s o p h y , a lte rn a tiv e  te rm s  to  re p la c e  th e  w o rd  
te a c h e r  w e re  o ffe re d , such as fa c ilita to r , c o u n s e llo r  o r  m e n to r, all o f  w h ic h  w e re  
s u p p o s e d  to  re fle c t bas ic  c h a n g e s  in th e  te a c h e r 's  ro le . N o n e  o f  th e m  have 
s to o d  th e  te s t o f  t im e  in fo re ig n - la n g u a g e  e d u c a tio n .

6 8

7 It is no mere chance tha t many non-NESTs beg native speakers to correct them  -  even in situations where native speakers 
find  th e ir Insistence a nuisance and do not understand the underly ing motives.

http://www.youtube.com/watch?v=
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I r  th e  1970s a nd  1980s, 'te a c h in g  w ith  a h u m a n  fa c e ' w as th e  n am e  o f  th e  day, 
as th o u g h  e m p a th y , fo r  e x a m p le , had  n o t b e e n  a q u a lity  a ll g o o d  te a ch e rs  
ra d  sh a re d , im p lic it ly  o r  e x p lic it ly , o v e r th e  c e n tu r ie s  (M e d g y e s  1986). The  
—o v e m e n t a lso  a d m itte d  a n u m b e r  o f  ze a lo ts  in to  its ranks, w h o  im p a tie n tly  
’■ejected any o th e r  w a y  o f  th in k in g . Such fa n a tics  o u g h t to  have  b e e n  re s tra in e d  
rr. th e  to le ra n c e  R ogers  h im s e lf a d v o c a te d :

! : teache rs  raise the  quest ion,.  “ But w h a t  if i arn no r fee ling  em pathetic, d o  not, a t  th is  
■■ : " le n t, prize  o r  accep t  or l ike nay s t u d e n ts 7 W h a t  t h e n 7” M y  response is t h a t  realness is the  
"  : im p o r t a n t  of t h e  a t t i tu d e s  So i f  o n e  has l i t t le  u n d e r s t a n d in g  of th e  s tu d e n t ' s  in n e r  

. - a and a d is like fo r  th e  s tu d e n ts  or t h e i r  behavior, it is a lm o s t  ce r ta in ly  m o r e  cons t ruc t ive  to 
t  m o / t h a n  to  be  pseudoem phatic  or to p u t on a facade of caring ' ( 1 9 6 9 :1 2 6 ) . © 27

E m p a th y  an d  se lf-aw a re n ess
t  ~ a y  w e ll b e  tru e  th a t so m e  p e o p le  are e n d o w e d  w ith  a h ig h e r  d e g re e  o f  
e m p a th y  th a n  o th e rs . T each e r e d u c a tio n , h ow eve r, can c o n tr ib u te  to  th e  re la tive  
d e v e lo p m e n t o f  th is  q u a lity . In th is  re g a rd , Szesztay s tresses th e  im p o r ta n c e  o f  
r e  re la tio n s h ip  b e tw e e n  e m p a th y  a nd  se lf-a w a re ne ss . She s u g g e s ts  th a t

m o r e  se l f -aware  s o m e o n e  is ; t h e  m o r e  c a p a b le  he  is o f  u n d e r s t a n d in g  a n d  appreciating 

, - v  perspectives, in tuna., b e in g  o p e n  a nd  recept ive  to  o th e r  perspec t ives  has g re a t  p o te n t ia l  
o  -earn ing more abou t yourse lf' (1 9 9 2 : 71).

~ -ans la ting  th is  in to  th e  te a c h in g / le a rn in g  re la tio n s h ip , m o re  se lf-a w a re  lea rne rs  
are s u p p o s e d  to  b e  m o re  a b le  to  g e t  in to u c h  w ith  th e ir  o w n  fu tu re  lea rne rs .
5 .  th e  way, resea rch  f in d in g s  se em  to  c o n f irm  th a t h ig h ly  e m p a th e t ic  lea rne rs  
zc  s e t te r  in fo re ig n  la n g u a g e s  th a n  less e m p a th e t ic  o ne s  (G u io ra  e t at. 1972 , 
S chum ann  1978).

- - J S  tw o  re la tio n s h ip s  a re  a ssum e d  to  s tre n g th e n  each  o th e r : th e  o n e  b e tw e e n  
e m p a th y  a nd  se lf-a w a re ne ss  in g e n e ra l, and  th e  o th e r  o n e  b e tw e e n  se lf-a w a re  
e a rn in g  a nd  e m p a th e t ic  te a c h in g . N o w  le t m e  try  to  a p p ly  th e s e  re la tio n s h ip s
— th e  N E S T /non-N E S T  co n te x t.

EsH ier on , I a rg u e d  th a t non-NESTs are  m o re  se lf-aw a re , b y  v ir tu e  o f  b e in g  
*=3rners o f  E n g lish  th e m s e lv e s  (C h a p te r  6 .2). S u p p o s in g  th a t th e  tw o  
a ssu m p tio n s  a b o v e  are tru e , non-NESTs are m o re  e m p a th e t ic  th a n  NESTs w h o  
~ave a c q u ire d  E ng lish .

~ -e s e  s p e c u la tio n s  seem  to  have  b e e n  c o n f irm e d  b y  th e  f in d in g s  o f  S u rveys 1 
an d  2 . As T a b le  8  d e m o n s tra te s , non-NESTs a re  p e rc e iv e d  as m o re  e m p a th e t ic  
r "  all co u n ts .

- rstly, th e y  can a tte n d  to  th e  s tu d e n ts ' real n e e d s  to  a g re a te r  e x te n t; I s u p p o se  
t r a t  th is  a p p lie s  w ith  p a r t ic u la r  fo rc e  to  m o n o lin g u a l s e ttin g s . In co n tra s t,
\E S Ts, e ith e r  w o rk in g  w ith  l in g u is t ic a lly  h e te ro g e n e o u s  g ro u p s  in an E ng lish - 
s o e a k in g  co u n try , o r  w ith  m o n o lin g u a l g ro u p s  overseas, p ro b a b ly  have  a less 
;  ear p ic tu re  o f  th e ir  s tu d e n ts ' g iv e n s  a nd  a s p ira tio n s . T h ey  h a rd ly  e v e r have  th e  
fa c ilit ie s  to  run  a p ro p e r  p ro g ra m m e  o f n e e d s  ana lysis, b u t  even  if  th e y  d o , th e  
-esu lts  w ill p ro b a b ly  be  less re lia b le  th a n  th e  non-N E S T 's g u t fe e lin g s  b a se d  on 
-e r  c o m p re h e n s iv e  fa m ilia r ity  w ith  th e  s tu d e n ts ' l in g u is tic , c u ltu ra l a n d  p e rs o n a l 
o a c k g ro u n d .

® 27 Have you ever been 
disliked by a teacher?
What were the signs of 
her negative feelings? As a 
teacher, how would you treat 
a student you don't like?
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© 28l mention three 
reasons why non-NESTs are 
potentially more empathetic 
than NESTs.

Can you give any examples 
from your own experience to 
support these claims?

S e co n d ly , th a n k s  to  th e  basis o f  th e ir  fa m ilia r ity  w ith  th e  te a c h in g / le a rn in g  
co n te x t, non-NESTs a re  m o re  a b le  to  se t re a lis tic  a im s fo r  th e  s tu d e n ts  by 
m a tc h in g  th e ir  in d iv id u a l p o te n tia l w ith  soc ia l d e m a n d s . For e x a m p le , in 
m a in s tre a m  e d u c a tio n , non-NESTs a re  m o re  c o g n is a n t o f  th e  co n s tra in ts  o f  
th e  n a tio n a l c u rr ic u lu m , th e  te a c h in g  m a te ria ls  a v a ila b le  a n d  th e  e x a m in a tio n s  
th e  s tu d e n ts  are e x p e c te d  to  ta ke . S im ila rly , th e y  are in a p o s it io n  to  g a u g e  
re a lis tic a lly  th e  leve l o f  m o tiv a tio n  th a t s tu d e n ts  s tu d y in g  in a p a r t ic u la r  ty p e  o f 
sc h o o l n o rm a lly  have.

T h ird ly , th e  re s p o n d e n ts  w e re  o f  th e  o p in io n  th a t non-NESTs te n d  to  be  m o re  
s tr ic t th a n  th e ir  n o n -n a tiv e  c o u n te rp a rts . Th is m ay p a rtly  be  d u e  to  th e ir  d e e p e r  
u n d e rs ta n d in g  o f th e  p re v a le n t c ircu m s ta n ce s . If th e y  kn ow , fo r  ins tan ce , th a t it 
is in th e  s tu d e n ts ' in te re s t to  ta k e  a s ta te  e x a m in a tio n , th e y  a re  o b lig e d  to  a d a p t 
th e ir  te a c h in g  m e th o d s  to  th e  s tr in g e n t e x a m in a tio n  re q u ire m e n ts ; th is  invo lve s  
b e in g  m o re  d e m a n d in g  in te rm s  o f  h o m e  a s s ig n m e n ts  as w e ll. V e ry  o fte n , n on - 
NESTs s im p ly  c a n n o t a ffo rd  to  be  as casua l as NESTs, w h o s e  in v o lv e m e n t w ith  the  
ta rg e t  c o u n try  is fa r less th o ro u g h  (C h a p te r  6 .6). ® 28

H a v ing  sa id  th a t, it m u s t b e  n o te d  th a t a h ig h e r  d e g re e  o f  e m p a th y  is m e re ly  a 
p o te n tia l w h ic h  n o t all have  a va ila b le . I have c o m e  across q u ite  a fe w  non-NESTs 
w h o  have  sh ow n  p re c io u s  lit t le  e m p a th y  to w a rd s  th e ir  s tu d e n ts , as w e ll as m any 
NESTs w h o m  I have  fo u n d  a m a z in g ly  u n d e rs ta n d in g . It g o e s  w ith o u t say ing  
th a t, in  a d d it io n  to  te a c h e r  e d u c a tio n , th e  b e s t tra in in g  fo r  NESTs to  e n h a n ce  
th e ir  c a p a c ity  o f  e m p a th y  is to  lea rn  th e  la n g u a g e  o f  th e  h o s t c o u n try . I w o u ld  
a dv ise  non-NESTs, to o , to  ta ke  u p  a n e w  fo re ig n  la n g u a g e  ( tim e  p e rm itt in g ) , 
b e ca u se  th is  e x p e r ie n c e  m ay d e e p e n  o u r  u n d e rs ta n d in g  o f  th e  s tu d e n ts ' p lig h t  
(S chu m an n  &  S chu m a nn  1977 , Low e  1987 , W a te rs  e t al. 1990).

6 .6  B e n e fitin g  fro m  th e  m o th e r  to n g u e

T h e  m o n o lin g u a l p rin c ip le
'To use o r n o t to  use th e  m o th e r  to n g u e ? ' -  th is  has b e e n  o n e  o f  th e  g re a te s t 
issues in th e  fo re ig n - la n g u a g e  class fo r  n e a rly  a ce n tu ry . P rio r to  th a t, th e  
G ra m m a r-T ran s la tio n  M e th o d  d id  n o t o n ly  a llo w  th e  use o f  L1 , b u t m a d e  it an 
in te g ra l p a r t o f  th e  te a c h in g / le a rn in g  p rocess . O n  th e  o n e  h a n d , it was o n e  o f 
its m a in  g o a ls  to  te a ch  th e  s u b tle  uses o f  th e  m o th e r  to n g u e , in a sm u ch  as th e  
le a rn e r was e x p e c te d  to  tra n s la te  lite ra ry  te x ts  fro m  a nd  in to  th e  m o th e r  to n g u e . 
O n  th e  o th e r  h an d , L1 w as an in d is p e n s a b le  te a c h in g  d e v ic e  fo r  e x p la in in g  
s tru c tu re s  a n d  vo c a b u la ry , g iv in g  in s tru c tio n s , d o in g  v a rio u s  k in d s  o f  exerc ises  
a nd  so on.

It w as a ro u n d  th e  b e g in n in g  o f  th e  2 0 th  c e n tu ry  th a t a m o n o lin g u a l a p p ro a c h  
s p re a d  in la n g u a g e  p e d a g o g y , as a re su lt o f  th e  R e fo rm  M o v e m e n t le d  by 
such e m in e n t sch o la rs  as S w eet, Je sp e rse n , P a lm er a n d  o th e rs  (H o w a tt 1984). 
E ssen tia lly , th e ir  m essa g e  was th a t th e  ta rg e t la n g u a g e  s h o u ld  b e  th e  so le  
m e d iu m  o f  c o m m u n ic a tio n , w ith  th e  u n d e r ly in g  ra tio n a le  th a t a fo c u s  on  L2 
w o u ld  m a x im ise  th e  e ffe c tiv e n e s s  o f  le a rn in g . 'T h e  m o re  yo u  use th e  ta rg e t 
la n g u a g e , th e  b e t te r  y o u  w ill m a s te r i t ' -  th is  te n e t s o u n d e d  so o b v io u s  th a t it d ie  
n o t d e m a n d  e m p ir ic a l e v id e n c e . A n d  in d e e d , its p ro ta g o n is ts  d id  n o t o ffe r  any.
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t  s q u ite  p ro b a b le  th a t th e  R e fo rm  M o v e m e n t a n d  its p e d a g o g ic a l o ffs p r in g , 
t f e  D ire c t M e th o d  a n d  s u b s e q u e n tly  th e  A u d io -L in g u a l M e th o d , w o u ld  n e ve r 
ra v e  m a d e  such a s tro n g  im p a c t on  ELT if  th e y  had  n o t b e e n  s u p p o r te d  and , 
r  'a c t, c o e rc e d  b y  th e  p ro fo u n d  a n d  g ro w in g  in f lu e n c e  o f  E n g lis h -s p e a k in g  
c o u n tr ie s  a nd  o f  m o n o lin g u a l NEST te a c h e rs  (C h a p te r  1).

—c.ve ve r, th e  a d v o c a te s  o f  th e  m o n o lin g u a l p r in c ip le  w e re  a lw ays aw a re  o f  th e  
* o e  L1 p la y e d  in fo re ig n  la n g u a g e  le a rn in g . P a lm er's  (1 9 2 1 /1 9 6 4 )  a p p ro a c h , 
t r  e xa m p le , re s te d  on  b a s ica lly  c o n tra s tiv e  a ssu m p tio n s , a nd  Lado, a c h ie f 
a rch ite c t o f  th e  A u d io -L in g u a l M e th o d , even  w ro te  an in f lu e n tia l b o o k  u n d e r  th e  
s e a l in g  t i t le :  L in g u is tic s  A c ro ss  C u ltu re s  (1 95 7 ). A s usua l, it w as th e  d is c ip le s  
m ^o c la im e d  e xc lu s ive  r ig h ts  fo r  th e  'tru th '. T h e y  n o t o n ly  e n c o u ra g e d  L2 use in 
T e  c lass room , b u t m a d e  it o b lig a to ry  a nd  u b iq u ito u s . T he  m o s t fa n a tica l w e n t 
as *ar as to  p e rs e c u te  th e  d e v ia n ts . P upils  c a u g h t u s in g  th e ir  m o th e r  to n g u e  
c u ^ n g  th e  fo re ig n  la n g u a g e  class in Kenya o r  th e  F rench c o lo n ie s , fo r  e xa m p le , 
-5 < ed  c o rp o ra l p u n is h m e n t (P h illip s o n  1992a), w h ile  d is s id e n t te a c h e rs  p u t 
r e  ' jo b s  in je o p a rd y . ® 29

!im nem ber a class I visited in the heyday o f the Audio-Lingual Method. After presenting new 
'¡mxsbulary in English in the most laborious fashion, the teacher eventually supplied the Hungarian 
'mmwalent for each item -  in a whisper.

I s  th is  e x a m p le  revea ls  to o , th e  m o n o lin g u a l p r in c ip le  has s e ld o m  b e e n  c a rr ie d  
r . 'c u g h .

“ rv .a rd s  th e  la te  1960s, it b e c a m e  c le a r th a t th e  m o n o lin g u a l o r th o d o x y  was 
_ r te n a b le  on  any g ro u n d s , be  th e y  p s y c h o lo g ic a l, l in g u is t ic  o r  p e d a g o g ic a l.

'e fe r  o n ly  to  p e d a g o g ic a l q u a lm s , h o w  can te a c h e rs  a n d  s tu d e n ts  be  
e r e c t e d  to  use E n g lish  e xc lu s ive ly , w h e n  b o th  o f  th e m  are  n o n -n a tiv e  speakers  

E ng lish  a nd  share  th e  sam e m o th e r  to n g u e ?  H o w  can a n yo n e  be  fo rc e d  
~  e n g a g e  in a p re te n tio u s  g a m e  w h e re  th e  n u m b e r  o n e  ru le  is: 'B ehave  like  
ic ~ ie o n e  yo u  are n o t ' ?

i ^ a to m in g  to  th e  N E S T /non-N E S T  d is t in c tio n , th e  m o n o lin g u a l p r in c ip le  m a d e  
; -c^ -N E S T s  fe e l

e o ' e r  d e f e n s i v e  o r  g u l t y  a f t h e i r  i n a b i l i t y  to  " m a ' c h  u o :: to n a o v e  s p e a k e r s  in t e r m s  o f  
: : '  j  noting a c lass entire ly  in  E ng lish  (Harboard 1 9 9 2 :  3 5 0 ) .

5-T I s u s p e c t th a t a r ig o ro u s  a p p lic a tio n  o f  th e  m o n o lin g u a l p r in c ip le  h a rm e d  
\E S Ts in p a rtic u la r, s ince  th e y  m ay  have h a rb o u re d  th e  b e lie f  th a t th e y  c o u ld  d o  
* e l l  w ith o u t le a rn in g  th e  la n g u a g e  o f  th e  h o s t c o u n try  (P h illip s o n  1992a ). T he  

y p e o p le  w h o  c o u ld  p o s s ib ly  g a in  fro m  th is  d o g m a  are  th o s e  u n q u a lif ie d  
-s t iv e  sp ea ke rs  o f  E n g lish  w h o  re g a rd  ELT as a casua l career.

-c id e n ta lly ,  th e re  are  th o u s a n d s  o f  u n q u a lif ie d  o r  u n d e rq u a lif ie d  na tive  
soeakers te a c h in g  E ng lish  in all co rn e rs  o f  th e  w o r ld . M o s t o f  th e m  are 
a dve n tu ro u s  y o u n g s te rs  w ith  b ackp acks , w h o  a re  im p e lle d  b y  a d e s ire  to  see 
t r e  w o r ld , m e e t in te re s tin g  p e o p le , lea rn  fo re ig n  la n g u a g e s  a nd  m e a n w h ile
— ake a b it  o f  m o n e y  o u t o f  ELT (C h a p te r  4 .2). W h ile  s y m p a th is in g  w ith  th e ir  
stam ina a n d  g o o d w ill ,  I m u s t a d m it th a t th e y  a re  d o in g  c o n s id e ra b le  d isse rv ice  
-.3 ELT b y  d e c re a s in g  th e  leve l o f  p ro fe s s io n a lis m .

The Two Sides of the Coin

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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G30 In Appendix F, there is a 
list of situations in which L1 
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 (2 0 1 1 )

A  m ore recent d eve lo pm e n t is fo r unem ployed  peop le  from  the  Centre to  
seek an ELT jo b  in the Periphery (Phillipson 1992a), and I have even m et a few  
senior citizens try ing  to  p ro long  th e ir active years by means o f ELT em p loym en t 
overseas. But these sporad ic  in itia tives pose a far sm aller th reat than large-scale 
operations, w hereby unqua lified  peop le  from  all ranks invade countries like 
swarms o f locusts (C hapter 7.1).

Why is L1 use still spurned?
M onolingua lism  is obviously past its prim e. Nevertheless, while  g ranting  the 
restricted use o f L1, standard tra in ing  manuals make bu t a few  passing remarks 
on th is com plex issue, w ith  no a ttem p t to  de te rm ine  the  desirab le  extent o f 
L1 use, to  specify the  pedagog ica l situations which call fo r it, o r to  suggest 
activities which draw  upon the learners' L1 com m and; nor do  syllabuses and 
teach ing  materials like to  dwell upon th is issue.

A tkinson (1987) offers fo u r possib le  explanations fo r th is neglect:

1 The fact tha t professional th ink ing  is still haunted by the  fa ilure o f the 
Grammar-Translation M ethod. These sceptics should  consider, however, that 
the  Grammar-Translation M ethod, at its best, was p robab ly  no less successful 
than any o ther m ethod  in achieving the goals it had set. The inapp licab ility  
o f the  Grammar-Translation M ethod  today  is s im p ly due to  the radical 
changes in the  general aims o f language teach ing, in com pliance w ith the 
dictates o f present-day needs.

2 The influence o f app lied  linguists, notab ly tha t o f Krashen and his associates 
w ho argue tha t fo re ign  languages are acqu ired in basically the same way as 
the  m other tongue , hence the  role o f L1 in the  classroom should  be m inimal 
(Atkinson 1987 Dulay, Burt & Krashen 1982, Krashen & Terrell 1983). One 
must not fo rge t, however, tha t Krashen's hypotheses are fa r from  conclusive 
and have in fact been under fierce attack ever since they were advanced 
(M cLaughlin  1978, G regg 1984).

3 The axiom tha t one learns the  fo re ign  language th rough  constant practice, a 
fact which, in my view, does not p reclude the  a pp licab ility  o f L1 as a teaching 
device.

4 The backwash effect resulting from  the  hegem ony tha t native speakers 
genera lly  en joy in ELT.

From my perspective, th is fourth  a rgum ent seems to  be the  m ost crucial, but 
before  I e laborate  on it, let me m ention  just tw o  argum ents fo r  the  jud ic ious  
use o f the  m other tongue . Firstly, if learners like translation, there  is no p o in t ir  
dep riv ing  them  o f th is learn ing too l. Bear in m ind tha t they are likely to  achieve 
be tte r results if they trus t the  teach ing  m ethod  w hereby they are taught. In ar> 
case, know ledge  abo u t the  psycho log ica l p ro c e s s e s  tha t take place during  
language learn ing is so scanty tha t the  con fiden t assertion tha t any techn ique 
shou ld  be banned as 'w rong ' is, to  say the  least, unwise. Secondly, and perhaps 
m ore im portantly , m oderate  use o f the  m other to ng ue  in certain situations ca'' 
save a lo t o f class tim e. 0 30
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The Centre and the Periphery
■%?* ¡et me return to  the  issue o f the  backwash effect m entioned under 4 above.

•* -e n  discussing the  unfeasib ility  o f pu tting  countries in to  neat g roups on 
e t r e r side o f the  native /non-native  borderline , I referred to  Phillipson's (1992a) 
a s :n o tio n  betw een the Centre (that is, core-English countries w here English 
s t re  ind igenous native language) and the Periphery (that is, countries where 
E re  sh is a second or fo re ign  language) (C hapter 1.2). In his passionate book 
e r n e d  ‘L in g u is t ic  Im p e r ia l is m ',  Phillipson is o f the  op in ion  tha t the  Centre 
jc e 'n p ts  to  conso lidate  and strengthen its influence over the  Periphery th rough , 

o the r th ings, the  spread the English language.

"  .s  the hub o f ELT is in the  Centre: it is from  British and US headquarters tha t 
r e  massive ELT opera tion  is d irected . 0 31 N a m e ly , the  Centre p rovides an 
j - '  vailed base for:

•  oursuing academ ic research activities re lating to  ELT;

•  storing and retrieving ELT in form ation  and experience ga thered anywhere in 
m e w orld ;

•  'u nn ing  com m ercia l ELT schools in and outs ide  the  Centre;

•  tra in ing EFL/ESL teachers and teacher trainers fo r em p loym ent in the Periphery;

•  'unn ing  in-service courses in the Centre and abroad;

•  o ffering M A program m es in app lied  linguistics and EFL/ESL;

•  setting standards and exam inations w ith  in terna tional recogn ition ;

•  oub lish ing  ELT m aterials and teacher-resource books and journa ls;

•  extending consultancy support and, qu ite  often, financia l aid.

—~e high level o f expertise o f British and US professionals is on ly para lle lled  by 
~ e  degree o f th e ir interests in ho ld ing  a firm  g rip  on the  m enagerie . Thousands 
r*  native English speakers make a liv ing ou t o f ELT, in one way or another. A  
•5.v becom e qu ite  wealthy, the m ajority do  not, and least o f all do  teachers at 
—e chalkface - bu t all o f them  can make ends meet. Today, ELT should  no t be 
-e-garded p rim arily  as an educationa l mission - it is a huge industry regula ted  by 
r r ic t  laws o f m arket econom y.

\ o  w onde r th a t some ELT specialists, w ork ing  in, o r com ing  from , the  Centre, 
re a t the English language as th e ir exclusive prerogative. Some o f them  re ject the 
contribu tion  o f L1 ou t o f hand, others re luctantly acknow ledge  its lim ited  scope.

" all fairness, I do  not b lam e them  fo r th is a ttitude . A fte r all, pub lish ing  houses 
"  the Centre cannot possib ly cater fo r the  specific needs o f each periphery- 
toun try  where English is be ing  taught. Similarly, teacher trainers w ork ing  i r  the 
Centre are unable to  attend to  ind iv idua l dem ands w ith in  m u ltilingua l g ro^os  
'ep resen ting  diverse lingu is tic  and cu ltural backgrounds. N or is it feasib le tc 
devise exam inations w ith in terna tional currency which take in to  a c c o s t  t " e  
diverse circum stances o f all the  candidates.

As the Centre cannot be expected to  cope w ith this issue, ELT experts in t r e 
oeriphery countries should take steps. If we non-NESTs claim to  be capaole of 
producing m ore suitable teaching materials fo r our students, let's write them . O 32 
f  local trainers have an a llegedly better know ledge o f trainees' needs, let them  
run the courses on th e ir own. If we reject the idea o f em ploying  unqualified  native 
speakers, let's not em p loy them . A nd if we believe that the m other tongue  can 
facilitate the learning process, let's w ork ou t an appropria te  m ethodo logy in detail.

© 31 Is this still true (if it ever 
was)? Is it really an organised 
operation from the Centre? 

W hat about local controls 
and initiatives?

Compare your different 
experiences.

9 * « H b t U o f  cause
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THE NON-NATIVE TEACHER

O 33 In Holliday's (2 0 1 3 )  
view, it is tim e for teachers in 
the Periphery to take centre- 
stage.

W hat 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 fragm ent of all 
the works published in the  
last quarter century. It is a 
welcome developm ent that 
non-NESTs are no longer the  
voiceless majority in the ELT 
world and that the study of 
the NEST/non-NEST issue has 
come into its ow n(Kam hi- 
Stein 2016).

Unfortunately, none o f these p rob lem s can be resolved by means o f sheer 
goo dw ill and de te rm ina tion . There are huge obstacles in the  way: psychologica l 
(lack o f se lf-confidence), po litica l (lack o f c lout) as well as econom ic (lack o f 
resources) -  let a lone the language barrier. 0 33

Summary
This chap ter was m eant to  be the m ost u p lifting  part o f my book. I have 
analysed six assum ptions, each w ith  the  purpose o f shedd ing  ligh t on the 
b righ te r side o f ou r jo b  as non-NESTs. Namely, we are m ore able to  p rovide  
our learners w ith a g oo d  learner m odel fo r im ita tion , to  teach them  effective 
language learn ing strategies, to  supp ly  them  w ith  in form ation  abou t the 
English language, to  antic ipa te  and prevent the ir language d ifficulties, 
to show  em pathy, and fina lly  to  bene fit from  the  shared m other tongue . I 
have conc luded  the  chapter by con tend ing  tha t if we wish to  becom e more 
indep en d en t as non-NESTs, we have to  take m ore initiatives.

The previous three chapters a im ed to  exam ine the  role tha t NESTs and non- 
NESTs, respectively, play in the  ELT opera tion . By relying upon my own research 
find ings, I tr ied  to  va lidate  tw o  hypotheses I had advanced concern ing  the 
relationships betw een la n g u a g e  p r o f ic ie n c y  and t e a c h in g  b e h a v io u r .

All the  p reced ing  chapters were haunted by a question, which I have 
de libe ra te ly  left unanswered - 'W ho's w orth  m ore: the  NEST o r the non-NEST?'
- until I had com p le ted  an in -dep th  analysis o f all the relevant aspects o f this 
issue. In C hapter 7 ,1 shall risk tak ing  sides in th is question.
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Further reading
• Ellis, E. M. (2006) Language learn ing experience as a co n tr ibu to r to  ESOL 

teacher cogn ition . TESL-EJ 10(1) (pp. 1-20).

Thi s  o n l i n e  p a p e r  c h a l l e n g e s  t h e  w i d e s p r e a d  b e . ' e f  t n a i  i t - ,omo l i n g u a  te a c h e rs  c f  t n g l l s h  can  
j n d e r s t a n d  t n e i r  s t u d e n t s '  l i n g u i s t i c  d e v e l o p m e n t  w i t h o u t  h a v i n g  l e a r n e d  a l /  t h e m s e l v e s ,  

n s i g h t s  in to  ' e a r n i n g  a n a  c o m m u n i c a t i o n  s t r a t e g i e s  c a n  reveal  t h e  r o l e  l e a r n in g  e x p e r i e n c e  
c l a y s  i n  t e r m i n g  t e a c h e r s '  o r o + e s s i o n a  k n o w l e d g e  a n d  b e l i e f  s y s t e m s .

• Kumaravadivelu, B. (2001) Toward a postm ethod  pedagogy. TESOL 

Q uar te r ly  35  (pp. 537-560).

A l l o w i n g  u p  o n  P r a h h u ' s  ( 1 9 9 0 )  c o n t e n t i o n  t h a t  t h e r e  is n o  b e s t  m e t h o d ,  K u m a r a v a d i v e l u  

::■ n c e p t u a h s e s  a t h r e e - d i m e n s i o n a l  s y s t e m  c o ns is t1 n g  o f  t h r e e  p e d a g o g i c  o a r a m e t e m s :
■:ylicuidrity. practicality a n d  possibility. H e  o u t s  t h i s  s y s t e m  in p r a c t i c e  t  t e r m s  o f  t n e  
e s o e c t ' v e  roies t n a t  l e a r n e m  t e a c h e r s  a n c  t e a c h e r  e d u c a t o r s  a m  e x p e c t e d  t o  pl ay.

• Littlewood, W . & B. Yu. (2011) First language and ta rg e t language in the 
fo re ign  language classroom. Langu a g e  Teaching 44  (pp. 64-77).

j  o a p e r e x h i b i t s  t h e  d i s c r e p a n c y  b e t w e e n  w h a t  c f i i c , a l  d o c u m e n t s  r e c o m m e n d  a n d  w h a t  

t e a c h e r s  a c t u a l l y  o o  i n  t h e  c l a s s r o o m  in u c n g  I d . W h i l e  w a r n i n g  a b o u t  t r ie  d a n g e r s  o i  o v e r u s e  c f  

it c reat es  a f r a m e w o r k  t o r  i ts i n t e g r a t i o n  i n t o  o i a s s r o o m  p r ac t i ce  t o  f ac i l i t a t e  s t u d e n t  ' e a r n i n g

• Ur, P. (2012) Error correction. In P. Ur, A  Course in English Lang u a g e  Teaching  

C am bridge  University Press (pp. 88-100).

' " i s  c h a p t e r  D e e m s  by  i d e n t i f y i n g  a r g u m e n t s  f o r  a n a  a g a in s t  e r ro r  co r re c i 'o n ,  a n d  t h e n  

"ivhUahis p o t e n t i a l  d a n g e r s  o f  c o r r e c t i n g  m i s t a k e s .  A f t e r  e x a m i n i n g  s t u d e n t  p r e f e r e nc e s ,  Ur  

. t i e r s  s t r a t e g i e s  t o  c e p e  w i t h  e r r o rs c o m m i t t e d ln ora i  v e r s us  w r i t t e n  p r o d u c t i o n s .
_______________________________)

The Two Sides o f the  Coin
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THE NON-NATIVE TEACHER

0 1 If you 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 em p loym en t polic ies

• C ontrasting features o f the  'idea l' NEST and non-NEST

7.1 Dreams and reality
'Suppose you were the principal of a language school.'

I gave tw o  talks a bo u t the  NEST/non-NEST issue: one in London and one 
in Paris (M edgyes 1992). In each aud ience there  were abou t fifty  h ighly 
soph istica ted teachers, teacher trainers, app lied  linguists and publishers. The 
tw o  g roups only d iffe red  in tha t the  London aud ience consisted m ostly o f native 
speakers o f English, the Paris one m ostly o f native speakers o f French.

A t one po in t during  my talk, I asked the  fo llow ing  question:

' S u p p o s e  y o u  w e r e  t h e  p r i n c i p a l  o f  a c o m m e r c ia l  ED school in Britain.  W h o  w o u ld  y o u  e m p l o y 7 ' © 1

a) 'I w ou ld  em ploy only native speakers even if they were not qua lified  teachers.'

b) 'I w ou ld  pre fer to  em p loy NESTs, bu t if hard pressed I w ou ld  choose a 
qua lified  non-NEST rather than a native w itho u t ELT qualifications.'

c) 'The native /non-native  issue w ou ld  not be a selection crite rion  (p rov ided  the 
non-NEST was a h igh ly  p ro fic ien t speaker o f English).'

Subsequently, I to o k  a straw poll to  find  ou t the  d is tribu tion  o f responses. 
N e ither in London, nor in Paris d id  anyone vote fo r a lternative a). W ith  regard 
to  the o the r tw o  options, in London abou t tw o  th irds o f the  respondents w ent 
fo r b) and one th ird  fo r c), while  the  ratio in Paris was jus t the  opposite . In Paris, 
asked a fo llo w -u p  question  as well:

' S u p p o s e  y o u  w e r e  m e  or in c ip a l  o f  a c o m m e r c i a l  ELI  s c h o o l  in Franco. W h o  w o u l d  y o u  e m p l o y  E

W hile  the  alternatives were the  same as before, the  p ro po rtio n  o f responses 
was even m ore slanted tow ards c); a) still received no votes.1

1 Both in London and in Paris I had toyed with, then abandoned, the idea of asking an even m ore provocative question: 

'Once you had decided to em ploy 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 d ilem m a at his or her discretion?
c) insist that the teacher should reveal his or her non-nativeness'?’



PART IV D ilem m as and Solutions

Lack o f tim e  prevented me from  asking fo r justifica tion, bu t it is easy to  suggest 
factors that may have influenced the respondents ' decision. Those whose choice 
was b) must have heeded bo th  b u s in e s s  a n d  p r o fe s s io n a l  c o n s id e ra t io n s .  ©*
W ith regard to  the form er, presum ably they were aware tha t international 
students studying in Britain pre ferred to  be ta ug h t by NESTs. This dem and 
w ou ld  have to  be satisfied by the  school princ ipal -  bu t no t at all costs. On the 
o ther hand, the ir answers im p lied  less hom ogene ity  in term s o f professional 
considerations. W hile  they all agreed tha t NESTs and non-NESTs were worth 
m ore than native speakers w itho u t ELT qualifications, they may have held 
d ive rgent views abou t w ho w ou ld  make a be tte r teacher, a NEST o r a non-NEST.

In contrast to  pragm atists, those choosing c) seem to  have taken notice  o f 
orofessional considerations only -  and thus m ig h t run the  risk o f losing th e ir 
clientele. The fact tha t no one selected a) was a reassuring sign tha t p rincipals 
.vho are led by short-term  business interests, o r by the de lusion tha t native 
speakers are superio r to  non-native speakers under any term s, are not welcom e 
at professional gatherings! G)3

But I w onde r w hat accounts fo r the  d iffe rence betw een London and Paris.
•Vhat caused the  London sam ple to  show  a m ore business-like a ttitude , so to  
soeak? There are tw o  possib le  explanations. On the  one hand, NESTs may have 
em path ised w ith the pragm atism  o f the  'school p rinc ipa l' because, as British 
em ployers o r em ployees, they have encountered  sim ilar d ilem m as. On the 
z z ie r  hand, it may well be the  case tha t non-NESTs attach m ore im portance  to  
c rofessional considerations as a m atter o f course. Despite the tentativeness o f 
r e s e  observations, the reaction o f the tw o  samples seems to  ind icate  that:

•  the ELT profession acknow ledges the  native /non-native  divis ion, or at least 
uses the  concep t in everyday com m unication;

•  the NEST/non-NEST issue is controversia l;

•  there are several ca tegories o f consideration involved (business, 
professional, socio lingu istic , m oral, po litica l and others).

Why do principals reject non-natives?
r  an issue o f 'ELT Journal', llles reported  the  fo llo w in g  case:

© 2 Apart from professional 
considerations, what other 
aspects are, or should 
be, taken into account 
when making recruitment 
decisions?

© 3 The story below was told 
by a native speaker of Indian 
English, who had recently 
found a job in the US. Why is 
her story not only amusing, 
but also illuminating?

'A 95-year-old neighbour of 
mine, a dear sweet old lady, 
recently introduced me to 
her daughter as a college 
teacher and quickly added 
"Guess what she teaches?" 
"What?", her daughter asked. 
"English, imagine someone 
coming from India to teach 
English here", replied my 
neighbor with a slight 
chuckle' (Thomas 1999; 5).

© 4

4 *tigh ly  qua lified  and experienced non-NEST, who had been liv ing  in  English-speaking countries for 
H e past six years, was doing research into  the Teaching o f English to Speakers o f O ther Languages, 
n  effort to combine theory w ith practice, he tried to find  a teaching post in a language school in 
!  x jppose) London. However, his applications were consistently turned down and he was not even 

siert-listed. One le tte r o f rejection from a princ ipa l c larified the real reason fo r his failure to g e t a jo b .
* & n afraid we have to insist that a ll our teachers are native speakers o f English. Our students do not 
wavel half-way round the world only to be taught by a non-native speaker (however good that person s 

Btqtish may be)'. (1991 :87).

O * What do you think of the 

job ad in this example? Ho* 

does rt fit in with the M tarng

observation?

Teaching English as a 
second language is not 
rocket science! Anyone with a 
positive attitude, a willingness 
to succeed and the ability 
to communicate can be an 
excellent ESL instructor' 
(Ruecker & Ives: 744).

See the article by Rueckert 
and Ives (2015) in Further 
reading.

Note its title: is this 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  
legitim ate one? Why (not)?

G 6 Preference for hiring 
NESTs is a widespread 
policy (Clark & Paran 2007 , 
M ah b o o b e fa /. 20 0 4 , Selvi 
2010 ).

Look up a few local 
recruitm ent ads on the web. 
W hat typical features can 
you discover in them?

Further reading:
Ruecker&lves)

© 7 Actions 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?

0 ®  As a non-NEST, have you 
ever considered publishing 
in English? W hat difficulties 
do you think you m ight face 
(Flowerdew 2001)?

In my experience, too , many language schools advertise them selves as 
em p loy ing  native English speakers only, because NESTs are 'b e tte r pub lic  
relations items' and have 'a be tte r business draw', as an Am erican respondent 
in Survey 1 p u t it. © 5 O thers may dec ide  against m aking th e ir views pub lic, but 
still refuse to  em p loy non-NESTs. I qu ite  agree w ith  llles's conclusion tha t the 
above was a typ ical case where com m ercia l interests and educationa l principles 
were at loggerheads.

As part o f his a ll-ou t w ar against the  native /non-native  divis ion, Paikeday 
sarcastically notes:

i O T e t i m e s  ус 
тог e x a m p l e ,  

b u t  n e  I r i sh n e e d  a o p l y

g i n  to w o n d e r ,  w f  

e r t h e y  d o n ' t  real  

9 8 5 : 3 3 ) .

p e o p i e  s t a l  re c ru i t in g  ' ' na t i ve  s p e a œ r s '  o r  c n g l i s h ,  

l e a n  " W h i t e  A n g l o - S a x o n  p r o t e s t a  ms;  Scots ,  noaybe,

Today, recru itm en t practices in private language schools in the  tw o  ELT 
strongho lds, the US and Britain, are in a state o f transition . © 6 In the  past, m ajor 
organisations invo lved in ELT, a lbe it never o ffic ia lly  endors ing  it, shut th e ir eyes 
to  d iscrim ination  against non-NESTs. In the wake o f po litica l changes, however, 
im portan t ELT bod ies have com e under pressure to  make clear and progressive 
policy statem ents . The m ost im portan t resolution has been the  one passed 
by the Executive Board o f TESOL and m ade p ub lic  in 'TESOL M atters' ( 1992) 
(Appendix G). © 7 In th is docum ent the Executive Board not on ly expressed its 
d isapprova l o f d iscrim ina to ry  h iring  policies, b u t also dec ided  to  take steps to 
abolish all fo rm s o f restriction based on the app licant's native language. Thus 
those w ho still em p loy EFL/ESL teachers on the basis o f language o rig in  have 
been declared outcasts, as it were.

However, as always, there is the o the r side o f the fence. In response to  som eoni 
w ho had given her fu ll suppo rt to  the  TESOL resolution (Forhan 1992), another 
teacher from  the US said tha t a school's prim ary duty is to  satisfy its clients' 
expectations. In the case o f new ly-arrived im m igrants, fo r exam ple, anxious to 
enter the  w orkforce, we should

w o r ry J 1 at  a tea с

© 8

, r 's l ack  o f  n a t i v e  i ns t i nc t s  a t  

be  d e t r i m e n t a l  to  r t h e  onus

; u t A one 
y a n t s ' j  i

can t a g a g e  a n a  cu l t u r a l  

s t e r v i e w s '  (Saxad

O r let me g ive an exam ple from  my own experience:

An exasperated Hungarian friend o f m ine to ld  me the fo llow ing story. Last summer, she sent her son 
to England. /Is  she could afford it, she enro lled h im  at a well-known language-school which employed 
non-NESTs too. On the first day, the boy bum ped into a teacher from his school in Hungary, who was 
teaching in  England for the summer. In a ll fairness, I have to state that the boy was not assigned this 
teacher -  he g o t a Polish one instead.
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'Suppose you were the principal of an ordinary state school'
W hether we like it o r not, com m ercia l language schools in Britain and the US 
have relatively w e ll-de fined  h iring  practices, partly because th e ir custom ers 
arrive w ith fa irly  p red ic tab le  expectations. To be sure, th e ir needs are m ore 
specific than those o f the  learners w ho study English as a school subject. 
Furtherm ore, since language schools are relatively be tte r-o ff than state schools, 
they often have the o p p o rtu n ity  to  choose betw een a NEST and a non-NEST - 
unlike m ost state-sector schools. © 9

Survey results

Question 2: What is the NEST/non-NEST proportion in your school?

"h e  assum ption tha t o rd inary schools cannot afford to  em p loy  NESTs has been 
corne  ou t by the data p rov ided  by the 216 respondents o f Survey 2 (Chapter 4). 
i e  results show tha t a lm ost tw o th irds o f the schools do  not em p loy any native 

sceakers o f E n g lis h  (6 4 .3  per cent), w h ile  o n ly  abou t one t h i r d  d o  (3 2 .4  p e r c e n t) .
-  n e g l ig ib le  num ber o f respondents c la im e d  to  w o r k  w ith in  an a ll- n a t iv e -E n g l is h  

(1 .8  p e r  c e n t) ;  1 .4  p e r  c e n t  d id  n o t  a n s w e r  th is  q u e s t io n .

T a b le  9 shows the d is tribu tion  o f those respondents who w orked  w ith in  a staff 
» 'T  m ixed language backgrounds.

'&ble 9: The proportion of native and non-native speakers of English in schools 
m d th  a  mixed native/non-native staff in Survey 2 (N=70)

Iftercentage of 
|M lives  in the staff

Percentage of 
respondents
31.4

" - 2 3 41.4

2 *-33 10.0

:y - iO 4.3

-£'-53 8.6

1.4

2 '-~ 3 0

-53 2.9

r - = 3 0

* '- * 3 0 0

p ty c u ^ d  be m entioned that, even in schools with a m ixed ELT staff, the
’t io n  o f natives typ ica lly ranged between 1 and 30 per cent. An aggravating 
s that this num ber p robab ly  included unqualified teachers too.

© 9Non-NESTs seldom  
look for a job outside their 
own countries, let alone in 
English-speaking ones. W hat 
are the reasons?

Further reading: Hayes 
(2009)

If you applied, do you think 
you would stand a chance? 
Why (not)?
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Survey results

Question 3: What would be the ideal proportion of NESTs and non-NESTs? 
Justify.

A fte r surveying the  real situation, I dec ided  to  peep into the w orld  o f 'dreams'. 
Therefore, the  respondents in Survey 1 and Survey 2 were asked to  ind icate  
w he ther they w ou ld  p re fe r to  hire a) m ore NESTs, b) an equal num ber o f NESTs 
and non-NESTs, or c) m ore non-NESTs. The responses show qreat va riab ility  
(Table 10).

Table 10: Preferences for native or non-native majority in Surveys 1 and 2 
(N=24+187)

© 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?

Preference Survey 1 Survey 2
num ber o f 
respondents

per cent num ber o f 
respondents

per cent

m ore NESTs 10 41.6 26 13.9

an equal num ber 10 41.6 100 53.5

more non-NESTs 4 16.6 61 32.6 © 10

As a rem inder, Survey 1 only inc luded  na tive /b ilingua l speakers o f English, 
while  in Survey 2 there was an overw he lm ing  non-NEST m ajority. In the ligh t 
o f the data, it seems tha t both  samples w ou ld  pre fer a m ajority  o f th e ir own 
language-g roup  in the  staff. In add ition , the Survey 2 respondents were 
m ore in favour o f an equal num ber o f natives and non-natives. However, 
if the  data supp lied  fo r Question 3 and Question 2 are com pared, the 
differences betw een dream s and reality are qu ite  strik ing - no t surprisingly, 
the in ternational g roup  o f respondents w ou ld  like to  see far m ore NESTs in the 
staffroom  than they can under the  present circum stances (C hapter 8.1).2

Incidentally, th is question p roduced  strong corre la tions w ith tw o  o the r variables 
in Survey 2. On the one hand, it tu rned  ou t tha t the  longe r tim e  a non-NEST 
had spent in an English-speaking country, the m ore she w ou ld  favour a NEST 
m ajority. Furtherm ore, non-NESTs w ith  h igher qua lifica tions proved to  value the 
presence o f NESTs to  a greater extent than th e ir less qua lified  colleagues.

7.2 Arguments for and against
T hroughou t the  book, my discussion has revolved around com paring  NESTs 
and non-NESTs from  various perspectives. Now  is the tim e  to  discuss w ho is 
w orth  more, the NEST o r the  non-NEST. Before I m yself take sides in the debate, 
let me reveal my respondents ' preferences.

8 0

2 Since 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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PART IV

Survey results

Question 4: Who is better: the NEST or the non-NEST? Justify.

In Survey 2, the  num ber o f votes fo r  NESTs and non-NESTs was a lm ost the 
same: 54 respondents chose NESTs (25.0 per cent) and 57 favoured non- 
NESTs (26.4 per cent). Far m ore surprising ly, 87 respondents w en t fo r 'b o th '
[40.3 per cent), an a lternative tha t had not been supp lied  in the  questionna ire . 
Had th is op tion  been added , I suspect it w ou ld  have won even m ore votes. 18 
respondents d id  no t take sides in the  debate  (8.3 per cent). In view  o f the  data, 
t  is no exaggera tion  to  suggest tha t the  respondents (m ostly non-NESTs) d id  
not overestim ate the  role NESTs played in an EFL/ESL environm ent.

In jus tify ing  th e ir choices, the respondents echoed m ost o f the  argum ents 
*ro rw arded in Question 1 (C hapter 6.3) and added  a few  more. Those who 
called fo r a p reponderance  o f NESTs chiefly a ttribu ted  th e ir supe rio rity  to  a 
o e tte r overall com m and o f English, especia lly featuring  in the  a pp rop ria te  use 
of co lloqu ia l and id iom a tic  English. 'Native speakers are liv ing the  language, 
^ather than a do p tin g  it', one respondent said. The students had m ore trus t in 
NESTs, because o f th e ir con fiden t use o f English. Several respondents argued 
that, w ith a NEST at the helm, English had genuine  relevance in the classroom, 
Decause it was the  only fo rm  o f verbal com m unication  betw een the  teacher and 
the students. NESTs were m ore capable o f creating m otiva tion  and an 'English ' 
environm ent in the  school. Furtherm ore, they taug h t th e  language rather 
than abou t the language, and app lied  m ore effective and innovative teach ing 
techn iques; only se ldom  w ou ld  a NEST slavishly fo llo w  the  te x tb oo k  like a non- 
NEST (C hapter 11.3). O thers warned, however, tha t NESTs were m ore successful 
only w ith  advanced learners, and a few  p ro tagonists cautiously rem arked tha t 
the NESTs' supe rio rity  app lied , bu t only w ith  the  proviso tha t they had been 
p rope rly  tra ined  as EFL/ESL teachers (C hapter 6.6).

In favour o f non-NESTs, © 11 by fa r the  m ost frequen tly  m entioned  a rgum ent 
was th e ir ab ility  to  estimate the  learners' potentia l, read th e ir m inds and p red ic t 
the ir d ifficu lties. Non-NESTs were said to  be m ore sensitive, due to  the  linguistic, 
cultural and educationa l heritage they shared w ith  th e ir students. As one 
respondent pu t it, 'they were be tte r able to  satisfy th e ir clients' expectations'.
In m ono lingua l classes, L1 proved to  be an effective to o l fo r exp la in ing  new 
material and draw ing  a ttention to  d ifferences between the tw o  languages. In 
contrast, NESTs w ou ld  e laborate  on language items tha t were basically the 
same in L1 and L2. Non-NESTs usually im ita ted  some standard norm , while  
NESTs often spoke a non-standard variety. Some respondents charged NESTs 
w ith ham pering, a lbe it unw illing ly, the spread o f a recognised local varie ty o f 
English. Interestingly, several respondents were o f the  op in ion  tha t the  non- 
NESTs' speech was easier to  understand, thanks to  features o f a non-lingu istic  
nature as well. O thers argued fo r non-NESTs on the g rounds tha t they prepared 
the ir lessons m ore th o rou g h ly  and, as a rule, had few er d isc ip line  problem s. It 
was genera lly  agreed tha t non-NESTs stood a be tte r chance w ith  lower-level 
students and ch ild ren. A  p ragm atis t noted tha t there  w ou ld  always be a m ajority 
o f non-NESTs, s im p ly because they were cheaper labour.3

D ilem m as and Solutions

© 11 Most students say that 
NESTs and non-NESTs can 
be equally good teachers 
(M ahboob 2 0 0 4 , Moussu 
20 1 0 , S am im y& B rutt- 
Griffler 1999).

Who would you prefer to 
be taught by, and why? Be 
honest!

3 This is not always the case, though. I suspect th at w ithin EU countries NESTs and non-NESTs earn approxim ately 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 
am bivalent attitude. Explain 
this contradiction.

'I came upon one evaluation 
that responded positively 
to the question "W hat did 
you like about the course, 
the instructor and the 
instructional style?" The 
response was "She was very 
kind, so I 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 1 9 9 9 :1 0 ) .

However, as I m entioned above, the m ajority  o f respondents w ou ld  assign 
NESTs and non-NESTs an equal chance o f success. M oderates agreed tha t since 
each g roup  had th e ir strengths and weaknesses, they w ou ld  nicely com p lem en t 
each other. A  p ropo rtiona te  num ber o f natives and non-natives w ith in  the  staff 
had the fu rthe r advantage o f o ffe ring  a w ide r variety o f ideas and teach ing 
m ethods. Some respondents referred to  the  des irab ility  o f native /non-native  
interaction and coopera tion : T he re  is a lo t to  learn from  each o the r!' one 
respondent rem arked (C hapter 8). ® 12 O thers w arned tha t teachers shou ld  be 
hired so le ly on the  basis o f th e ir professional skills, regardless o f th e ir language 
background (C hapter 7.1).

Finally, it is my turn to  make a clean breast o f my own preferences. If I were to  
de te rm ine  the desirab le  p ropo rtion  o f NESTs and non-NESTs, I w ou ld  defin ite ly  
go  a long w ith  the  m oderates, fo r a lm ost the same reasons tha t they set out.
I w ou ld  have bu t one reservation, nam ely tha t I w ou ld  not play dow n the 
im portance o f language background. On the  contrary, I w ou ld  conside r it a top  
se lection criterion , because o f its far-reaching effect on teach ing  practice.

Let me reiterate: NESTs and non-NESTs teach d iffe ren tly  in several respects. I 
firm ly  believe tha t the  non-NEST is (m ore or less) d isadvantaged in term s o f 
a com m and o f English. Paradoxically, th is shortcom ing  is her m ost valuable 
asset, qu ite  capable  o f o ffse tting  the  fact o f lim ited  profic iency. It is precisely 
this weakness tha t helps her deve lop  capacities tha t a NEST can never aspire 
to  acquire. I contend tha t NESTs and non-NESTs are po ten tia lly  equally 
e ffective teachers, because in the final analysis th e ir respective strengths and 
weaknesses balance each o ther out. D if f e r e n t  d o e s  n o t  im p ly  b e t t e r  o r  w o rs e !  
Therefore, the  question 'W ho's w orth  m ore: the native o r the  non-native?' 
does no t make sense and is conducive  to  draw ing  w rong conclusions from  
the  differences observed in th e ir teach ing  behaviour. ® 13 Hopefully, the data 
and the  argum ents p rov ided  in th is and the  earlie r chapters have suffic iently 
va lidated my fourth  hypothesis, nam ely tha t N E S Ts a n d  n o n -N E S T s  c a n  b e  
e q u a l ly  g o o d  te a c h e rs  o n  t h e i r  o w n  te r m s .  G ranted this, all fo u r hypotheses 
fo rm u la ted  in C hapter 4.2 seem to  be supported .

7.3 The 'ideal teacher'4
In recent literature, the  concep t o f the  ideal teacher has gained some notoriety, 
especia lly in relation to  the native /non-native  d ichotom y. It appears tha t the 
g lo ry  attached to  the NEST has faded  and the num ber o f ELT experts w ho 
contend tha t the 'ideal teacher' is no longe r a label reserved fo r NESTs is on the 
increase.

As a m atter o f fact, th is is no great revelation. As early as around the beg inn ing  
o f the  tw entie th  century, the fam ous phonetic ian  Sweet said:

r o t  t e a c o i n o  Li c t  11 lai  b  E n g l i s h .  a p h o  o e t i e a b y  t i a i n o d  ' oot  no a n  s l a r s j o e n o r i o  a n  u n t i a i n o d  

E n g l i s h m a n ,  t h e  l a t t e r  b e i n g  g u i t e  u n a b . e  t o  c o m m u n i c a t e  his K n o w l e d g e '  ( q u o t e d  ;n M o w a t t  
1 9 8 4 :  1 8 2 - 1 8 3 ) .

4 Needless to say, the term  'ideal' is an abstraction -  there is no such creature as an ideal teacher.
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e a r n e r s  t o  c o p e  b e t t e r  w i t h  t h e  t a r g e t  l a n g u a g e .  A lso  n o n - n a t i v e  t e a c h e r s  t i e .  

a d v a n t a g e  o v e r  n a t i v e  s p e a k e r s ,  p a r t i c u l a r l y  t h e s e  w h o  n a v e  n e v e r  l e a r n e d  a 1 'ônonadt
h e y  h a v e  a c t u a l l y  l e a r n e d  t h e  t a r g e t 1 a n g u a g e  as f o r e i g n e r s  a n d  h a v e  d ire c t in s ig h t in to  e n d  

expe rien ce  or th e  processes in v o lv e d  f o r  o t h e r  n o n - n a t i v e  s p e a k e r s '  ( 1 9 9 1 :  3 0 4 ) .

Edge, a well-known advocate o f the non-NEST, reported on his experiences abroad:

: V n o n 1 s t o o d  In f r o n t  o f  a b a s s  o f  f u r n i s h  s c h o o l c h h d r e n ,  t h e r e  w a s  c l e a r l y  o n ' y  a v e r y  r es t r i c t ed  

s e n s e  i n  w h  cia i c o u l o  ac t  as a m o d e l  t o r m e n t  in soc i a l ,  c u l t u r a l ,  e m o t i o n a l ,  o r  e x p e n e n t i a  

oe m t s ,  w i t n  r e g a r d  e i t n e r  t o  t n e i r  p a s t  o r  t h e i r  f u t u r e .  T h e  p e r s o n  w n o  c o u l d  ac t  as s u c h  a 

■v>odel w o u l d  b e  a l u r k is n  t e a c h e r ;  a n d ,  i t we  b e l i e v e  t h a t  r e f e r e n c e  t o  t n e  so c i a l ,  c u l t u r a l ,  a n d  
e m o t i o n a l  exoer ienc .es ,  a w a r e n e s s ,  a n d  a s p i r a t i o n s  o f  e a r  p u p i ' s  is i m o e r t a n t  i n  l e a r n i n g ,  t h e n  

: t s  i s t h e  l o e a i  m o d e l ’ ( 1 9 8 8 : 1 5 5 ) .

These quo ta tions - and there could  be many others - hark back to  the  argum ents 
*o rth e  non-NEST presented in C hapter 6.

On closer inspection, it turns ou t tha t ideal teachers cannot be squeezed into 
any one p igeonho le : each ideal teacher is ideal in her own way, and as such is 
d iffe ren t from  all the rest. The concep t resists c lear-cut defin itions, because there  
are to o  many variab les to  cons ider in the language teach ing  opera tion .

Nevertheless, in o rde r to  ge t a be tte r grasp o f the  ideal teacher, let us suppose 
that all the variables are m om enta rily  kept constant, except fo r the  language 
oro fic iency com ponen t. So the  question arises: Does the  teacher w ith  a better 
com m and o f English stand a b e tte r chance o f becom ing  an ideal teacher? In 
other words: Is i t  t r u e  th a t  th e  m o r e  p r o f ic ie n t  s p e a k e r  is  a m o r e  e f f ic ie n t  te a c h e r?  
® 14 Let me brie fly  study th is question  in th ree  possible  d im ensions.

The native/non-native dimension
My earlie r assum ption was tha t NESTs and non-NESTs can m ost conspicuously 
Pe detected  by the  sign ificant differences in th e ir com m and o f English. But I 
also suggested that, from  the  non-NEST's perspective, pro fic iency 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 deriv ing  from  a non-native com m and o f English. I 
fu rther assumed tha t the advantages and disadvantages relating to  non-native 
pro fic iency balance each o the r ou t in the  final analysis. Thus in a NEST/non-NEST 
relation, T h e  m ore profic ient, the m ore e ffic ien t' is a false statement, incapable o f 
b ring ing  us closer to  understand ing the essence o f the ideal teacher.

® 14 There is general 
agreem ent that language  
proficiency is a make-or- 
break requirement fo ra  
non-NEST(Liu 1999, McNeill 
2 0 0 5 ,Tatar & Yildiz 2010). 

Explain why.
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® 15 Have 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?

® 16 What do you feel about 
this modified statement in 
relation to the original one? 
What are your reasons?

® 17 Although 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)

® 18 Watch 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?

The non-native/non-native dimension
All o the r variables be ing  equal, a non-NEST's superio rity  over a fe llow  non-NEST 
can only be ascribed to  her superio r English-language profic iency. © 1S If we 
peruse the  c red it side o f the account, it turns ou t tha t a m ore accom plished user 
o f English, p rov ided  tha t she is also a m ore successful learner, tends to  enjoy a 
larger share o f the  advantages. In a purely non-native context, therefore , it loots 
as though  'The m ore pro fic ient, the m ore e ffic ien t' is a valid statem ent.

The native/native dimension
Here, 'The m ore profic ient, the m ore effic ient' is an absurd assertion, because in 
a linguistic sense there can be no differences between native speakers in the ir 
L1 com petence even though  in the ir actual perform ance the differences may be ! 
huge. The question, therefore, is w hether or not NESTs can acquire the attributes rf! 
which non-NESTs are claim ed to  be the sole or, at least, the superio r repositories, j

My answer is yes - w ith  certain reservations. W ith  regard to  all six po ints studiec 
in C hapter 6, the  NEST is a loser, jus t as the non-NEST is a loser w ith  regard to 
her shortcom ings in English. However, ne ither sta tem ent shou ld  be regarded 
as absolute. On the  one hand, some non-natives are nearly as accom plished 
users o f English as natives. On the  o the r hand, those natives w ho are successfi. 
learners o f fo re ign  languages can counterba lance some o f th e ir drawbacks.
This app lies w ith  particu la r force  to  those w ho have reached a certain level of 
pro fic iency in the learners' m other tongue .

Thus, from  a NEST/NEST perspective, the o rig ina l sta tem ent 'The m ore proficient 
in English, the  m ore e ffic ien t in the classroom ' should  be m od ified  like this:
'The m ore p ro fic ien t in the learners' m other tongue , the  m ore e ffic ien t in the 
classroom '. ® 16

'How can I become an ideal teacher?'
As stated above, we can only becom e ideal teachers on our own terms. All other 
variables being equal, the id e a l n o n -N E S T  is, then, the one who has achieved near- 
native proficiency in English. ® 17 Given this, one o f the most im portant professions 
duties non-NESTs have to  perform  is to  im prove the ir com m and o f English; in 
Chapters 9 and 1 0 ,1 shall supply a num ber o f ideas about possible self-study 
techniques, mostly on the basis o f the data obta ined from  Survey 3 respondents.

On the o ther hand, the id e a l N E S T  is the one who has achieved a fair degree of 
proficiency in the learners' m other tongue. All NESTs should take great pains to  lea '- 
fore ign languages, and those working in a m onolingual setting fo r an extended 
period o f tim e should try to  learn the vernacular o f the host country. Simultaneous!) 
they should strive to  increase their awareness o f the gram m ar o f English.

The ideal NEST and the ideal non-NEST arrive from  different directions but 
eventually stand quite  close to  each other. Contrary to  certain contem porary views, 
however, I contend that they will seldom  become indistinguishable (Chapter 2.2). 
Nor would it be desirable, either! Both groups o f teachers serve equally useful 
purposes in the ir own ways. In an ideal school, there should be a good  balance 
o f NESTs and non-NESTs, who com plem ent each other in the ir strengths and 
weaknesses. Given a favourable mix, various form s o f collaboration are possible.5 © *

: A favourable mix, to my m ind, also implies a fair distribution of males and fem ales, more and less experienced teachers a= 

well as teachers with different teaching philosophies.
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Summary
r  this chapter, I have exam ined various contexts in which the question o f 
selection between a NEST and a non-NEST m ight emerge. Respondents were 
interviewed about the ir preferences and the argum ents underlying them . I have 
ron tended that the vague concept o f the 'ideal teacher' should no longer be 
-eserved fo r NESTs. Having studied the im plications in three d iffe ren t dimensions, 
nave offered a tentative defin ition  o f the ideal NEST and the ideal non-NEST.

~ Chapter 8 , 1 shall take stock o f o ppo rtun ities  fo r NESTs and non-NESTs to  
to -ope ra te  in and ou ts ide  school.

Further reading
• Hayes, D. (2009) N on-native English-speaking teachers, context and English 

language teach ing. S y s te m  3 7  (pp. 1-11).
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_ m e .  T h e  n t e w i e w s  a r e  c e n t r e d  a r o u n o  t w o  i s s ue s :  t h e  t e a c h e r s  c l a s s r o o m  p r a c t i c e  a n o  t h e i r  
l e n t  to  t e a c h i n g .
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personal experience: A  d uo e thnog raph ic  study. C o g e n t  E d u c a t io n  3 (  1).
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Ren, W. (2014) Can the  Expanding C ircle own English? Com m ents on Yoo's 
'N onnative  teachers in the Expanding C ircle and the  ownersh ip  o f English'. 
A p p l ie d  L in g u is t ic s  3 5  (pp. 208-212).

■j u s c o r e  a i g u m e i i t  i s t h a t w ' h i l e  n o n - N E S T s  i n  t h e  E x p a n d i n g  U i c l e  c a n n o t  J a i r n  o w n e i s h i p  

s f  t h e  E n g l is h  l a n g u a g e ,  t h e y  a re  by  d e f a u l t  t h e  id e a l  teach ers ,  b e c a u s e  o n ly  t h e y  can  
e x p e r i e n c e  w h a t  it takes  to  lea rn  En g l ish .  R en  c o u n te rs  Yoo's v ie w  c o n t e n d i n g  t h a t  o w n e r s h io  

o o l o n g s  to w h o e v e r  u s e s  E n g l ish  in t h e i r  d a i ly  l ives. H e  c la im s  t h a t  it  is t i m e  for  t h e  t r a d i t io n a l
r e s  p a r a d i g m  t o  b e  r e p l a c e d  w i t h  a n  n r  p a r a d i g m .
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© 1 Is your local or national 
ELT association affiliated 
to a larger international 
organisation such as IATEFL 
orTESOL?

Further reading:
Braine (2 0 1 0 )

© 2 Generally speaking, are 
plenary speakers at local 
conferences NESTs or non- 
NESTs?

CHAPTER 8

Collaboration between natives 
and non-natives
Focus points
•  M odels o f NEST and non-NEST co llabora tion

• The d ifficu lties o f launching team -teaching  pro jects

8.1 Collaboration outside the school
In the  previous chapter, I po in ted  ou t tha t the  desirab le  goal in all schools 
shou ld  be to  achieve a fa ir balance o f NESTs and non-NESTs - a desire which 
is clearly unatta inable  in the foreseeable  fu ture . Logica lly enough, the  next 
question is what fo rm s o f organ ised co llabora tion  are possib le between NESTs 
and non-NESTs. First le t me draw  upon the data supp lied  by my respondents, 
which m ostly refer to  non-NESTs co llabora ting  w ith  NESTs ou ts ide  the school. 
A fterwards, I shall m ention  several fo rm s o f NEST/non-NEST coopera tion  in the 
school and, m ore specifically, in the  classroom.

Survey results '

Question 5: Do you know of any organised NEST/non-NEST cooperation? 
Describe.

In Survey 1 , ou t o f the  21 respondents w ith considerab le  teach ing  experience 
abroad, on ly e igh t gave a positive answer, whereas in Survey 2, 91 respondents 
(42.1 per cent) answered in the  affirm ative, as opposed  to  86 'no ' answers (39.8 
per cent); 39 respondents (18.0 per cent) left th is question unanswered.

C olla ting  the data o f the  tw o  surveys, I found  tha t the  m ost frequen tly  listed 
items were various form s o f in-service tra in ing  courses, workshops, seminars 
and conferences, usually organ ised under the  aegis o f national and local 
educationa l authorities, or agents from  the 'Centre'. M ention  was also made 
o f professional ga therings run by local English teachers' associations and 
by branches and affiliates o f IATEFL and TESOL. The British Council was also 
acknow ledged  fo r its role in recru iting  NESTs from  Britain and func tion ing  as a 
'culture centre'. Some respondents expressed th e ir apprecia tion  o f the  support 
p rov ided  by the  Am erican Peace Corps, w hile  others inc luded  professional 
jou rna ls  and b ilingua l schools am ong available opportun ities . © 1

There are tw o  observations I wish to  make in th is respect. O ne is tha t hardly 
anybody m entioned  the  possib ility  o f NEST/non-NEST co llabora tion  at school 
level. The o the r p o in t is tha t co llabo ra tion  was usually regarded as a one ­
way re lationship, w ith  the  NEST be ing  the benefacto r and the non-NEST the 
beneficiary. Both aspects may be expla ined by the  scarcity o f NESTs. © 2
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PART IV

Incidentally, Question 5 showed a s ign ifican t corre la tion w ith  o ther variables 
in Survey 2. For exam ple, respondents teach ing relatively small-size groups 
reported on co llabora tive  activities m ore frequen tly  than those w ho were 
working w ith  larger groups. This d iscovery is not particu la rly  surpris ing if we 
consider tha t small g roups are the  p riv ilege  o f teachers from  w e ll-o ff schools 
who can afford to  em p loy  NESTs as well. The same explanation may app ly  to  the 
strong corre la tion  found  betw een the length  o f tim e  spent by non-NESTs in an 
English-speaking coun try  and the frequency o f native /non-native  co llabora tion .

A s ign ificant positive correlation was d iscovered between th is question and 
Question 1 ; tha t is to  say, those w ho had experience o f NEST/non-NEST 
collaborative efforts appeared to  be m ore conscious o f the  differences in teaching 
oehaviour between 'us' and 'them'. Finally, and perhaps m ost interestingly, those 
.vho partic ipa ted  in some kind o f NEST/non-NEST co llabora tion  (and hence 
,vere m ore likely to  be more p ro fic ien t speakers o f English) tu rned ou t to  be very 
perceptive o f the effects that th e ir L2 weaknesses m igh t exert on th e ir teaching 
oehaviour (Question 10: see page 55). By the same token, those non-NESTs who 
claimed to  be sensitive to  m ainta in ing and im prov ing  th e ir linguistic  skills solic ited 
more NEST support than those w ho d id  not.

Survey results

. Question 6: Suggest ways of strengthening cooperation.

While the fo rm e r question investigated reality, Question 6 e lic ited  ideas about 
desirable types o f NEST/non-NEST co llabora tion . M ore than tw o  th irds o f the 
respondents in Survey 2 presented th e ir 'w ish lists'.

Nearly all the areas m entioned previously recurred here. Special emphasis was 
olaced on the necessity o f professional visits to  English-speaking countries and 
canning in-service tra in ing  courses. 'Each school should have at least one NEST!' -  
.vas advocated as a m inim al requirem ent, bu t views on how  NESTs could  be best 
em ployed ranged from  using them  as mere language consultants to  partners in 
:eam -teaching. A  few  respondents w ou ld  like to  have English-language clubs set 
jp ,  where they could chat w ith  native speakers in inform al circumstances.

<Vhilst, in m ost people 's  m inds, co llabora tion  was an exclusively one-way 
orocess, some respondents h in ted  at its cross-fertilis ing effect. Exchanging 
reformation on cu ltural issues was considered to  be an obvious area o f m utual 

oenefit. On the  m ore d irec tly  professional side, non-NEST respondents whose 
m other tongue  had in ternational currency w ished to  have a w ide r scope fo r 
:eacher exchange program m es.

D ilem m as and Solutions
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© 3 W hen NESTs and non- 
NESTs collaborate at school 
or university level, is the 
playing field level? W ho can 
contribute, with what, to the  
'common good'?

G)4 Lort/e (1 9 7 5 ) calls 
traditional schools 'egg 
carton-like institutions' 
em ploying lo n e  rangers' 
(M edgyes 1995).

Are these metaphors 
appropriate to describe your 
past or present school?

0 s Have you ever taught, or 
considered teaching, with a 
partner? Why (not)?

8.2 Collaboration in the school
A t fo rtunate  institu tions w ith  a m ixture o f NESTs and non-NESTs, the mutual 
benefits are patently  visible. The p ro fit non-NESTs can derive from  daily 
encounters w ith NESTs is obvious. The language o f com m unication  is bound  
to  be English in bo th  professional and personal in teractions w ith in  the  English 
D epartm ent. It goes w itho u t saying tha t this perm anent 'language  bath ' may 
dram atica lly im prove the  non-NESTs' English-language proficiency.

M ore concretely, the non-NEST can tu rn  to  her native co lleague w ith questions 
that have cropped  up during  the p lanning o r conduct o f lessons. A lthough  the 
idea tha t the NEST should be regarded as the ultim ate a rb ite r in dec id ing  what 
is correct and what is not has often been called into question (Preston 1984), 
it is clear tha t the linguistic judgem en ts  and in tu itions o f sophisticated native 
speakers, let alone qua lified  NESTs, are worth taking into account. In add ition , a 
NEST can serve as a genu ine  carrier o f the culture o f an English-speaking country.

In my view, however, th is re lationship  is not unilateral. 0 3 Non-NESTs can also 
supp ly NESTs w ith  a lo t o f support. Provided tha t the  NEST is keen on learning 
the host language and d ip p in g  in to  the  culture o f the host com m unity, non- 
NESTs can he lp  her w ith  these endeavours. On the  m ore inform al side, they can 
help the  new ly-arrived native-speaker co lleagues who have d ifficu lty  se ttling  in.

NESTs and non-NESTs can co llabora te  on a less d irectly  professional basis as 
well. The very existence o f a m ultina tiona l and m ulticu ltu ra l staff inevitab ly 
contribu tes to  a be tte r understand ing  o f each other's trad itions, customs and 
mentality, helps ge t rid o f prejudices, cliches and stereotypes, and engenders 
a h igher degree o f to lerance to  each o ther - an a ttitude  tha t w ill u ltim ate ly  be 
conveyed to  the  students. O ut-of-schoo l ga therings and parties enable us to  see 
the  w orld  th rough  a new pair o f spectacles and enjoy ourselves in the com pany 
o f peop le  w ho th ink  in a d iffe ren t m anner and speak a d iffe ren t language. &

8.3 Team-teaching - the most intensive form 
of collaboration

W hen des ign ing  the tim e tab le  fo r the  next school year, p rincipa ls strive to  make 
the  best o f the  few  NESTs available in the school. On the  g rounds o f th e ir native 
pro fic iency in English, they are often assigned advanced-level g roups and 
conversation classes. Elsewhere, in o rder to  make them  accessible to  everybody 
they are to rn  in to  as many small bits as there  are g roups in the  school. Needless 
to  say, NESTs are no t always pleased w ith th is task a llocation - some com pla in  
tha t they are regarded as 'rare animals in a zoo'.

A fa r  less frequen t fo rm  o f harnessing the NEST is team -teaching. W hether or 
not in the  context o f NEST/non-NEST co llabora tion , team -teaching is a system 
w hereby a g roup  o f teachers jo in tly  undertake a program m e o f w ork w ith  a grouc 
o f students. &  An um brella  term , team -teaching may range from  tw o teachers 
engag ing  in some kind o f loose relationship, such as p lann ing  a lesson toge ther 
to  tig h te r fo rm s o f co llabora tion , such as team -teaching a series o f lessons.

8 8



On the  basis o f the scanty literature available, the  m ajority o f those w ho have 
been invo lved in team -teaching  are in favour o f th is pedagog ica l practice 
(Bodoczky & M alderez 1993, Brum by & Wada 1990, Schaefer & Chase 1991, 
Siriwardena 1992). They claim, fo r exam ple, tha t co llabora tive  relationships:

•  encourage the partners to  enter in to  an endless series o f negotia ting , 
listening and exchanging feedback sessions;

•  foste r a g row th  in m utual trust, openness, to lerance and responsib ility ;

•  make the  partners m ore reflective abou t th e ir own teach ing  philosoph ies;

•  enhance th e ir fam ilia rity  w ith another value system and culture;

•  decrease anxiety, loneliness and teacher burnout;

•  stim ulate be tte r concentra tion. ©*

if team -teaching also involves u p fron t teach ing, there  are fu rthe r benefits to  be 
'eaped:

•  periods o f intense concentra tion  and relaxation alternate;

•  s tudents learn m ore e ffectively at the junc tu re  o f d iffe ren t teach ing  styles;

•  m otivation is h igher than in the  trad itiona l classroom. © 7

It must be adm itted , however, tha t team -teaching is fraugh t w ith  potentia l 
I drawbacks as well. For exam ple:

| •  it is extrem ely tim e-consum ing  and expensive;

| •  some teachers do  no t like to  w ork  in close partnership;

i •  others refrain from  team -teaching, because they feel vu lnerable  (Chapter 5.4).

; suppose tha t tim e  and m oney are the  m ajor s tum b ling  blocks which p revent 
teachers no t only from  try ing  th e ir hand at team -teaching, bu t even from  
observing each other's classes on a regula r basis.

_et me stress tha t team -teaching, w ith  o r w itho u t NESTs, is a useful fo rm  o f fu rthe r 
education, too. Its effectiveness results from  tw o  factors:

•  the partic ipants ' language profic iency, language awareness and pedagog ica l 
skills are enhanced in the  process o f uncontrived  interaction and negotia tion ;

•  team -teaching, by its nature, is a p ro longed  activity in contrast to  o the r form s 
o f in-service tra in ing , which typ ica lly  range from  tw o hours to  tw o  weeks in 
duration. ©*

Dilem m as and Solutions

&  Luo specifies different 
models of collaborative (EFL) 
teaching. Discuss elements of 
these models.

Further reading; Luo (2010).

© 7 Choose one of these 
three papers: de Oliveira & 
Richardson (2 0 0 4 ), Matsuda 
& Matsuda (2004 ), or Snow 
ef a/. (2004 ).

Present its arguments and 
discuss which of the three 
papers best suits your own 
school environm ent.

© “ O n th e  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 th is chapter, I have exam ined possible  types o f organised co llabora tion  
between NESTs and non-NESTs. On the basis o f my surveys I found  that 
cooperation  depended, am ong o the r th ings, on the availab ility o f NESTs in the 
school. A fte r po in ting  ou t tha t co llabora tion  need not be regarded as a one-way 
activity, I have e laborated  on team -teaching, h igh ligh ting  both its pros and cons.

Further reading
•  Braine, G. (2010) N o n - n a t iv e  S p e a k e r  E n g lis h  T e a c h e rs : R e s e a rc h , P e d a g o g y ,  

a n d  P r o fe s s io n a l G r o w th  Routledge.

A s t a u n c h  s u p o o r t e r  o f  t h e  ' n o n - n a t i v e  s o e a k e r  m o v e m e n t ;  t h e  a u t h o r  g ives  a t h o r o u g h  
o v e r v ie w  o f  r e c e n t  r e s e a r c h  o n  no n -N E S T s ,  e x e m p l i f y i n g  i t t h r o u g h  t w o  c a s e  s t u d i e s .  H e  

a d v o c a t e s  t h a t  n o n - N E S T s  e n g a g e  '.r c o l a b o r a t i v e  ef f or t s ,  e n h a n c e  i h e i r  l a n g u a g e  p r o f i c i e n c y  
an a  m a k e  t h e  m o s t  o f  p r o f e s s i o n a l  o r g a n i s a t i o n s .  H i s  d o ok  e n d s  w i t h  d e m o n s t r a t i n g  t h e  

c h a l l e n g e s  f a c e d  b y  n o n - N E S T s  a n d  w a y s  t o  tack le  t n e m .

•  Luo, W -H. (2010) C ollabora tive  teach ing o f EFL by native and non-native 
English-speaking teachers in Taiwan. In A. M ahboob  (Ed.) T h e  N N E S T L e n s :  
N o n - n a t iv e  E n g lis h  S p e a k e rs  in  T E S O L  (pp. 263-284) C am bridge  Scholars 
Publishing.

B a s e d  o n  a p e l e m e n t a r y  s c h o o l  p r o j e c t  in 0 5 w a n .  t h e  p a p e r  o re s e r t s  c o i ' a o o r a t i v e  m o d e ' s  o f

t e a c h in g  b e t w e e n  ' i m p o r t e d '  NESTs a n d  local n o n - N E S T s .T h e  a u t h o r s o e c i f i e s  t h e  c o m p o n e n t s
o f  R.E.F.L.E.C.T. an d  ways in w h ic h  thes e  e le m e n ts  can be in c o r p o r a te d  in to  teac he r  e d u c a t io n ,  

v___________________ '________________ ________________________________________
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PART V Being A Non-Native Teacher-Learner

CHAPTER 9

When the learner is teaching
---------------------------------------------------------- - - .

Focus points
• Being a perm anent learner

•  The language im provem ent com ponen t in pre-service and in-service courses

• The use o f 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 o f the ir d ifferent perspectives, philosophers, educationalists, researchers 

3 n d  teachers all seem to  agree tha t a fundam enta l cond ition  fo r successful 
teaching is that the teacher should be a p e r m a n e n t  le a rn e r .  Heidegger, one o f the 
—ost influential philosophers o f the 20th century, argues that

> e  t e a c h e r  m u s i  o e  c a o a b l e  o f  b e i n g  m e r e  t e a c h a b l e  t h a n  t h e  a p p r e n t i c e s ’ ( 1 9 6 8 :  7 5 ) .

.e rs ild , an educationa lis t I referred to  earlier, fo rm ula tes a sim ilar view:

-  t e a c h e r  c a n n o t  m a k e  m u c h  h e a d w a y  in u n d e r s t a n d i n g  o t h e r s  o r  in h e l p i n g  o th e r s  to
■"d e r s t a n d  t h e m s e l v e s  u n l e s s  h e  is e n d e a v o r i n g  t o  u n d e r s t a n d  h i m s e i t .  I . . . [ T h e  p r o c e s s  

si a i n 1 n g k n o w l e d g e  o l  se l f  a n d  t h e  s t r u g g l e  f o r  s e l f - f u l f i l m e n t  a n d  s e l f - a c c e p t a n c e  is n o t  

: .  m e i h i n g  a n  in s t ru c to r  teaches  others .  It ¡s n o t  s o m e t h i n g  h e  d o e s  to o r  toe t h e m .  It is 

m m e t h m g  in w h i c h  h e  h i m s e i f  m u s t  b e  i n v o l v e d ’ ( 1 9 5 5 : 1 3 - 1 4 ) . © ’

-  try ing  to  clarify why teachers need to  learn to  be g oo d  learners, C laxton 
*989) presents th ree  com pe lling  reasons w ith  reference to  British education.

-  rstly, they need to  learn to  overcom e the  depression caused by the  realisation 
tnat schools do  no t accom plish the ir task in present-day society. Therefore, 
teachers s im ply have to  address certain basic questions: 'W hy isn't it nearly 
good enough? ' 'W hat needs do ing? ' 'W hat should  I do?' 'H ow  should  I do  it?', 
snd so on. W hoever seeks an answer to  such questions is  a learner.

Secondly, education needs to  be saved. Since besides teachers and learners, 
*ew peop le  care abou t schools and even few er know  much abou t them , it is up 
to  teachers to  search fo r ways to  b ring  abou t radical changes in the educationa l 
system. ©*

hirdly, teachers have to  learn fo r th e ir s tudents ' sake. C laxton (1989) argues 
n a t  the  final aim o f education is to  teach learners how to  learn, bu t th is 
e ffort can only be fac ilita ted  by teachers w ho are exam ples o f g o o d  learners 
tnemselves. W e must a do p t a learn ing stance to  life, he says, if we w an t to  help 
young peop le  to  a do p t it themselves.

© 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, 1 9 9 2 :3 1 9 ).

W hat 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 a c tio n -an d  why. 

The phrases are:
- revolution o f education
- tyranny o f common sense
- linearity in education 
■diversity o f talent
- fast-food m odel o f  education
- 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.

Thus it is no t a luxury fo r teachers to  pursue learn ing, bu t an absolute necessity. 
If they are no t p repared  to  make such efforts, no teachers shou ld  be a llowed 
in to  the  classroom. And doom ed  is the  country which does no t g ive enough 
leeway fo r its teachers to  learn.

Pre-service and in-service teacher training
Teachers can engage in tw o  kinds o f learn ing activity: o r g a n is e d  and 
a u to n o m o u s  learning.

O rganised learn ing equals teacher tra in ing , which genera lly  consists o f tw o 
stages: p r e - s e r v ic e  (or in itia l) tra in ing  and in - s e r v ic e  tra in ing . A lthough  the 
length  and conten t o f pre-service tra in ing  courses fo r non-native speakers vary 
g reatly from  co llege  to  co llege, the prim ary aim o f instruction is genera lly  to  
p rov ide  the  tra inees w ith  an adequate  know ledge  and awareness o f English 
and certain pedagog ica l skills. In add ition , the  curricu lum  includes subjects 
o f a general nature, such as education, psychology, literature, cultural studies, 
linguistics and so on. 0 3 Pre-service tra in ing  norm ally ends w ith  some fo rm  o f 
practice teach ing. O 4

In-service tra in ing shows a far m ore varied picture. It may be m ore o r less regular 
last fo r tw o hours or tw o weeks, take place inside o r outside the school, involve 
NEST support and /o r partic ipation, and so on. Any fo rm  o f organised tra in ing is 
largely determ ined by the circumstances, including the educational authorities at 
national, local and university o r co llege levels, econom ic and financial constraints 
trad ition , personal m otivations and many o ther factors. A  com m on intrinsic 
feature o f pre- and in-service tra in ing is tha t both  are fixed in scope and duration 
have clear-cut objectives and fo llow  a prescribed fram ework.

Several respondents in my surveys were o f the  op in ion  th a t non-NESTs were 
genera lly  be tte r qua lified  and were there fo re  be tte r teachers than NESTs 
(C hapter 6.6). The d irec t causal link betw een be tte r tra in ing  and teach ing 
success looks very p lausib le a lthough, to  my know ledge, no research has been 
done  to  confirm  the  va lid ity  o f this re lationship. 0 s

Autonomous learning
It is a tru ism  tha t learn ing is a life long  experience and concerns peop le  in all 
walks o f life.

•  A national survey conducted In 1978 established that 80 per cent o f a ll adults in the US were 
involved in some k ind  o f learning and 75 per cent even p lanned the ir learning process (Wenden & 
Rubin 1987: 9).

•  American adults have been found to spend an average 700 hours a year on learning projects. 
'Although 700 hours constitutes only 10 per cent o f an adult's waking time, surely this sm all 
percentage affects his life  nearly as much as the o ther 90 p e r cent,' Tough says. 'He resembles an 
organization that m aintains and increases its effectiveness by devoting 10 per cent o f its resources 
to research and developm ent'(Tough 1971:4).

•  Furthermore, Tough (1971) states that 70 per cent o f a ll learning projects are p lanned and carried 
out by the learner himself, w ithou t outside hum an o r non-human resources.
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Teachers are p robab ly  no less invo lved in autonom ous learn ing pro jects than 
o ther peop le . Pre-service tra in ing  surely gave us a g reat deal, bu t it s topped  
when we became fu lly -fledged  teachers. In-service tra in ing  may also o ffe r 
m agnificent learn ing opportun ities , bu t those o pp o rtu n ities  are sporadic, 
constrained and com partm enta lised.

A u tonom ous learn ing (or self-study), on the  o the r hand, is non-stop, self­
generated and w holesom e. A nd  it is h igh ly flex ib le , in tha t the  teacher-learner 
can adapt her activ ity to  her ind iv idua l needs, whim s and tim e  schedule. In 
add ition , au tonom y means tha t she carries fu ll responsib ility  fo r her learning 
process (D ickinson 1987).

Self-directed learners have to  be h igh ly conscious individuals, capable no t only 
of making decisions abou t th e ir learning activity, bu t also o f m on ito ring  and 
evaluating it. As a result o f continuous self-assessment, the successful teacher- 
learner alters her learning strategies from  tim e  to  tim e. Incidentally, one o f the 
leading goals o f research on language learning strategies is to  find  the ch ief 
com ponents o f the processes tha t take place during  effective self-study, thereby 
help ing the  learner tow ards autonom y (W enden & Rubin 1987) (Chapter 6.2). O4

Autonom ous learn ing may be pursued in several ways. In certain cases, 
the teacher-learner works ou t a de ta iled  self-study program m e w ith clearly 
designed aims, objectives, syllabus, p rocedures and tim escale, and then sets 
out to  fo llo w  her plans. A t o ther tim es, she com bines in-service tra in ing  w ith 
self-study. M ost frequently, however, se lf-study is large ly a d  h o c  and does not 
necessarily entail systematic p lann ing.

O 6 Are you a systematic or a 
spontaneous type of learner? 
How do you develop your 
own language learning and 
teaching competences?

9.2 Language fossilization and language 
improvement

The non-NEST's learn ing activ ity is pursued in three m ajor d irections: language 
proficiency, language awareness and pedagog ica l skills. Needless to  say, these 
three fie lds are closely in te rtw ined: no m atter which o f them  she is dea ling 
with at a g iven m om ent, her efforts w ill have a knock-on effect on the  o ther 
tw o areas. A lthough  the  activities recom m ended  be low  are aim ed at language 
im provem ent, they w ill hope fu lly  help non-NESTs to  becom e m ore aware users 
o f the English language and thus techn ica lly  m ore skilled professionals as well.

As I argued in C hapter 2, w ith  a few  notab le  exceptions, non-native speakers do 
not achieve fu ll m astery o f the  ta rg e t language. M ost o f us seem to  undergo  a 
orocess called fo s s i l iz a t io n ,  du ring  which incorrect lingu istic  features becom e a 
oerm anent part o f the way we speak and w rite  the ta rg e t language (Richards e t  
al. 1985). Selinker &  Lam endella (1978) a ttribu te  fossilization to  low  m otivation, 
the passage o f 'critical age' a n d /o r a lim ited  range o f ta rg e t language input. 
Schumann (1978) contends that, w ith in  the  g roup  o f second language learners, 
the degree  o f fossilization is de te rm ined  by the  extent o f the social and 
osychologica l d istance separating the learner and the  ta rg e t language culture.

Fossilization may also refer to  a stage o f 'frozen com petence ' beyond which no 
progress is feasible. Klein (1986) argues tha t every learner is bound  to  com e to  
a halt at some po in t o f proficiency, a lthough it is far from  clear, at the  present 
state o f our understand ing  o f learning processes, w hat causes us to  becom e 
arrested at a certain level o f in te rlanguage (Stern 1983). M arton (1988) remarks
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© 7 With reference to Table 
11, how much damage (if 
any) do your students do 
to your own command of 
English? What are your most 
vulnerable areas?

tha t certa in strategies adop ted  by com m unicative  approaches, such as the 
avoidance o f e rro r co rrection  and the  en fo rcem ent o f fluency activities, may be 
conducive  to  fossilized o r even 'p idg in ised ' com petence, the  latter re fe rring  to  
fossilization at an e lem entary level.

A lthough  fossilization obviously catches up w ith  non-NESTs as well, I contend 
that, w ith  a few  weary and cynical exceptions, we are genera lly  all too  eager 
to  com bat th is process. W ith  the purpose o f va lida ting  th is assum ption, le t me 
refer back to  som e o f the  find ings  o f Survey 3 (C hapter 5.1).

Question 8 asked the  respondents w he ther th e ir English had becom e be tte r or 
worse since graduation. W h ile  n ob od y  reported  regression, nearly 60 per cent 
o f the  answers were 'b e tte r' and 40 per cent 'b e tte r in some respects/worse 
in others'. W hen asked w he ther they th o u g h t they were still m aking progress 
(Question 9), close to  tw o  th irds gave a positive  and only one th ird  a negative 
answer.

N ow  le t me turn to  th ree  fu rthe r questions in Survey 3, which I have no t 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-answ er fram e was designed  like this:

F o r m o s t  o f  us,  't is in t h e  c l a s s r o o m  t h a t  w e  u s e  E n g l is h  m o s t  f r e q u e n t l y .  O n ;  p r im a r y  
c o m m u n i c a t i v e  Ga r t n e r s  a r e  t h e  s t u d e n t s ,  w h o s e  E n g l is h  is f a r  p o o r e r  ¡ n a n  ou r s .  O n  t h e  
w h o l e ,  h o w  d e e s  t h i s  a f f ec t  y o u r  c o m m a n d  o f  English? 

It d o e s  d a m a g e  t o  m y  E n g l i s h .

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

considerab le 3 3.7

a lo t o f 0 0

As the  results in Table 11 show, the  range o f responses is evenly spread out 
betw een 'no ' and 'some'. Since the  p ro po rtio n  o f responses is slanted tow ards 
positive  values, I have exam ined only those areas w here the  respondents 
perceived im provem ent.
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Survey results

Question 12: Specify areas where your English has improved.

The respondents had a menu consisting o f e ig h t alternatives and were free to  
ind icate m ore than one area. The results are p rov ided  in Table 12.

Table 12: Areas in which respondents in Survey 3 perceived progress (N=81 ).®8

Variable Frequency

Vocabulary 58

Listening skills 51

Speaking skills 51

G ram m ar 30

Reading skills 30

Speech functions 27

W riting  skills 26

Pronunciation 21

The tab le  above reveals that the most considerable deve lopm ent was perceived in 
vocabulary, an area where progress can most noticeably be fe lt because it can to 
some extent be quantified (Chapter 5.1). The deve lopm ent in oral perform ance may 
be explained by the fact that language classes in Hungary have an oral emphasis. 
The low score recorded fo r pronunciation shows the respondents' realisation that 
fossilization in pronunciation is probably the most d ifficu lt p roblem  to  overcome.

A no the r item  in Survey 3 asked the  respondents to  list activities tha t had helped 
them  to  prevent o r slow dow n the process o f fossilization or, to  pu t it positively, to  
make progress in English.

Survey results

Question 13: Suggest techniques to overcome your difficulties.

The 81 Hungarian colleagues supp lied  a rich co llec tion  o f ideas and techn iques - 
to o  rich, in fact, to  be described  in full.

As I po in ted  ou t in C hapter 5.2, non-NESTs are victim s o f tw o  psychologica l 
d isorders, which I have labe lled : 'sch izophrenia ' and 'in fe rio rity  com plex'. W hile  
schizophrenia is caused by the dou b le  act o f having to  change our 'English ' and 
L1 personas in qu ick succession, an in fe rio rity  com plex evolves because o f the 
conflic t betw een our teach ing  and learning roles.

Most o f us non-NESTs are well aware o f our doub le-faced  nature: when we are in 
class, the  learner's face is h idden; when we are ou t o f class, the  teacher's face is 
h idden. N ot surprising ly, those w ho adm itted  to  being aware of, and acquiesced 
n, th is am b iva len t role seem ed to  em p loy  the  m ost o rig ina l techn iques and 

supp lied  the m ost innovative ideas.

have pu t the activities into tw o  groups. The firs t g roup  contains activities related 
:o  the non-NEST acting as a teacher; I call these p r o fe s s io n a l  a c t iv i t ie s .  To the 
second g ro up  be long  activities carried ou t w ith  the non-NEST w earing her civilian 
clothes; these are called n o n - p r o fe s s io n a l  a c t iv i t ie s .  © 9 In the  rest o f th is chapter 

present a sum m ary o f the  respondents ' ideas abou t how the classroom m ight 
serve as a pod ium  fo r im prov ing  our own language profic iency, while  in Chapter 
'  0 I shall list a few  non-professional activities to  be used in our private lives as 
rrd inary, a lbe it h igh ly  m otivated, learners o f English.

© “ Which areas of 
your English-language 
competence have improved 
over the years?

© 9 How do you strive to 
overcome your language 
difficulties and combat the 
process of fossilization? 
Discuss various strategies 
and techniques.

Further reading: 
Nemtchinova (2005)
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© 10 Which of the before-the- 
class activities in this list:

a) do you do regularly?

b) should you do more 
often?

c) do you decline to do?

9.3 Professional activities
The teacher's life oscillates betw een periods o f p repara tion  and teach ing 
proper. Hence I d is tingu ish  betw een b e fo r e - th e - d a s s  and in - th e - d a s s  activities.

Before-the-class activities
W hile  p reparing  our lesson, we are beset w ith  all sorts o f p roblem s. A p a rt from 
m ethodo log ica l issues, we m ust be capable  o f cop ing  w ith  the  new language, 
m aking sure that, upon en te ring  the  classroom, we know  it all thorough ly .

Lesson prepara tion  is a less hurried activ ity than classroom teach ing. We can 
afford to  stop, th ink, check and rehearse. As an im p lic it goal o f p lann ing, we 
c a n  make conscious efforts to  im prove  our own language skills. In fact, most 
respondents agreed tha t th is stage is a tim e  fo r m ore effective self-study than 
the teach ing  stage itself.

Here is a list o f some o f the ideas tha t the respondents suggested fo r 
consideration:

• Make sure you know  every new language item  th ro u g h o u t the lesson.

• W hen you m eet an unfam iliar item , try to  in fer its m eaning from  the co n te x t- 
then check your guess.

• Rehearse the  new w ords and phrases in d iffe ren t contexts.

• Hunt fo r synonyms and antonyms.

•  M ost w ords have m ore than one m eaning -  look fo r polysemy.

•  Have a coup le  o f g oo d  m ono lingua l d ic tionaries at hand.

• Check new g ram m ar points -  d o n 't use o ld  reference books.

•  C onsult the teacher's manual fo r the  coursebook - if it is a good  one, it will 
o ffe r reliable, contextualised and dow n-to -earth  in form ation .

• Rehearse how to  ge t across the  new g ram m ar and vocabulary items in a 
sim ple  and clear way - a g oo d  exam ple is w orth  m ore than anything.

• Listen to  the aud io  and repeat the sentences one by one - this is the  best 
way o f practis ing p ronuncia tion , in tonation  and sentence rhythm.

• If you d o n 't have the  recorded texts, read them  a loud several tim es.
•  D o  a ll th e  e x e rc is e s  a n d  a c t iv it ie s  p la n n e d  fo r  c la s s w o rk .

•  C h e c k  th e  r ig h t  a n s w e rs  in  th e  Key.

•  P ra c tis e  th e  d r i l ls  u n t i l  y o u  ca n  d o  th e m  a u to m a tic a lly .

S h o u ld  th e r e  b e  a d ia lo g u e ,  a p o e m  o r  a s o n g  f o r  t h e  students to  m e m o r is e .  
you m em orise it too.

•  Include com m unicative  activities in your lesson - they need fa r m ore careful 
prepara tion  than rou tine  tasks.

•  Look fo r ideas from  o ther sources - even if your coursebook happens to  be 
an inventive one.

•  A d d  app ropria te  items to  your hom e-m ade resource pack from  tim e  to  time.

• Check, co rrect and grade every w ritten assignm ent - add ing  w ritten 
com m ents im proves your own w riting  abilities.

•  If you plan to  set your students a test, try  it ou t in advance.

And finally:

•  Make your lessons cha lleng ing  by p rov id ing  cha lleng ing  language input! ©■
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ln-the-class activities
In the  class, there  is no tim e  to  waste. The success o f the  lesson is largely 
de te rm ined  by the  thoroughness o f prepara tion . However, a g oo d  lesson is m ore 
than the  mere im p lem en ta tion  o f plans. If our aims do  not go  beyond that, there  
is a good  chance tha t the lesson w ill be boring .

As I m en tioned  in C hapter 3.1, e ffective teach ing  is the  result o f tw o-w ay 
in teraction betw een the  teacher and the students. Therefore, the  teacher often 
has to  change h e r  o r ig in a l  plans accord ing  to  feedback from  the students; tha t is, 
she has to  im provise.

Im provisation confronts the teacher w ith  a real challenge in te rm s o f language 
use. No w onde r tha t teachers w ith  a p oo r com m and o f English nip a ttem pts at 
spontane ity  in the bud by adhering  rig id ly  to  th e ir lesson plans. This is a pity, 
because unp red ic tab le  language use is the essence o f genu ine  com m unication.

The language class produces countless situations which can e lic it lifelike 
utterances. For exam ple, when the  teacher feels there  is a draught, she asks a 
s tudent to  shut the w indow . W hen a s tudent w riting  on the  b lackboard  blocks 
the view, the teacher asks him to  m ove aside a bit. W hen a la tecom er arrives, 
the teacher inquires abou t the  reason fo r his lateness. And so on. Dealing w ith 
situations which have not been p lanned is called c la s s  m a n a g e m e n t .  © 11 The 
language o f class m anagem ent is c loser to  real life than even the  m ost cleverly 
contrived com m unicative  activities. Its genuineness lies in its spontaneity.

Thus class m anagem ent is not only m eritab le, bu t offers unique opportun ities  fo r 
authentic L2 com m unication as well. Yet many o f us try  to  avoid such situations or, 
fa iling  that, switch into L1, s im ply because we cannot handle them  as e ffic iently 
as we should. The reason fo r our insecurity lies in the fact tha t we d id  not attend 
school in an English-speaking country where we could  have acquired this kind o f 
language in real-life situations. N or d id  pre-service tra in ing, it seems, pay sufficient 
a ttention to  th is d ifficu lt area. Thus we have to  catch up on our ow n.1

A no the r im portan t question relates to  teacher-ta lk ing  tim e  (TTT) and s tudent 
ta lk ing  tim e  (STT). A rgum ents against the  unjustified  am ount o f teacher ta lk 
are to o  obvious to  list. We have to  d istingu ish, however, betw een NESTs and 
h igh ly p ro fic ien t non-NESTs, on the one hand, w ho ta lk  g lib ly  because o f a lack 
o f se lf-d isc ip line  o r a false m ethodo log ica l conviction  and, on the o the r hand, 
non-NESTs w ith a p oo r com m and o f English, whose increased TTT results from  
the sad fact tha t they to o  o ften ge t en tang led  in c ircum locu tion  and o the r form s 
o f redundant language use. O thers draw  our a ttention to  the  dangers inherent in 
the be lie f tha t teacher-ta lk is always wasteful.

Some years ago, a teacher tra iner from International House gave an in-service course fo r Hungarian 
non-NESTs which involved a great deal o f demonstration teaching. In his view, our greatest fau lt was 
that we overused TTT at the expense o f STT. When challenged, he volunteered to give a lesson to a 
group o f 16-year-olds. To his credit, he practised what he preached -  he spoke very little  during  the 
lesson. So little , in fact, that his initia tives were often m et w ith u tte r incomprehension.

1 Fortunately, there are a few handbooks specifically designed to m eet such needs. Let me recommend two of them in particular:
Hughes's/I Handbook o f Classroom English (1 9 8 1 ) and Willis's Teaching English through English (1981 ).

© 11 Which language do 
you prefer to use for class 
m anagem ent, English or 
your native language? 

W hat does your choice 
depend on (Hughes & 
Moate 2007)?
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® 12 W hat classroom 
situations make you deviate 
from your lesson pian and 
the coursebook material? 
W hat causes this?

O 'N e ill (1991) described  a lesson he had observed, where a NEST, in an e ffo rt 
to  be very 's tuden t-cen tred ' and 'com m unicative', hardly opened  her m outh 
during  the lesson. He was p robab ly  rig h t in saying tha t w hat he had seen was 
characteristic o f 's tuden t-neg lec t' rather than 's tudent-centredness' and the 
teacher's ph ilosophy m igh t lead to  LEP (Lim ited English Proficiency) rather than 
advanced com m unicative  capabilities.2

Non-NESTs often com pla in  tha t th e ir fluency suffers unless they have the 
regular o p p o rtu n ity  to  ta lk  to  native speakers. Lacking that, I w ou ld  go  as far as 
encourag ing  them  to  increase TTT, even at the  students ' expense.

One technique I recommend for occasional use is to steal 10 or 15 m inutes o f class tim e fo r teacher 
: monologue, such as te lling  a story or review ing a film . In m odest doses, this seem ingly egotistical trick 

may in fact foster rapport between the students and the teacher.

A  final area o f concern is the use o f t e a c h in g  m a te r ia ls .  As I p o in ted  ou t in 
C hapter 6.3, non-NESTs tend  to  c ling  to  a sing le coursebook, as opposed  to 
NESTs w ho p re fer to  use it as a ju m p in g -o ff po in t, if at all. Some non-NESTs are, 
adm itted ly, the slaves o f com m ercia lly  available materials. They do  no t dare 
delete, change or insert anyth ing. They drag on from  task to  task, from  un it to  
unit. If they fin ished Unit 3 yesterday, today it's Unit 4. Exercise 1 is fo llow ed  by 
Exercise 2, next comes Exercise 3 - and so on, a d  in f in i tu m .  ® 12 They regard the 
coursebook as though  it was the musical score o f a Beethoven sym phony.

.... ............................................................... ................................................................................ , , , , ...... „  .

r Louis Alexander, the m ost popular textbook w riter o f the 60s and 70s, likened the re lationship o f the 
y materials w riter and the teacher to that o f  the composer and the conductor. The textbook should  be 
\\ regarded as the 'musical score', Alexander argued, which the teacher should  use to e lic it a performance 
: from the class, that is the 'orchestra' or 'choir'. As teachers, we should  be less concerned w ith how the 
? score was p u t together and more concerned with the interpretation (Alexander e t al. 1972).

I hope few  teachers w ou ld  share A lexander's view on this.
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Summary
This chap ter has expla ined why teachers need to  keep learn ing th ro u g h o u t 
th e ir professional career. Having d w e lt b rie fly  on pre- and in-service tra in ing  as 
the tw o  standard fo rm s o f organ ised learn ing, I then m oved on to  a discussion 
o f self-study and fossilization in the  ligh t o f survey find ings. In the  end, I 
suggested some self-study activities fo r the stages o f lesson prepara tion  and 
lesson conduct.

In C hapter 1 0 ,1 shall p resent a list o f activities the non-NEST can use to  im prove 
her know ledge  o f English at o ff-du ty  tim es.

Further reading
• Liu, D. (1999) Training non-native TESOL students: challenges fo rTE SO L 

teacher education  in the West. In G. Braine (Ed.) N o n - n a t iv e  E d u c a to rs  in  
E n g lis h  L a n g u a g e  T e a c h in g  Lawrence Erlbaum  (pp. 197-210).

B e r n  i n  C h i n a  , o u t  t e a c h i n g  in t h e  US., t h e  a u t h o r  a r g u e s  t h a t  t h e  n e e d s  o f  n o n - M K T s  in 
t e a c h e r  e d u c a t i o n  p r o g r a m m e s  a r e n o t  a c c o m m o d a t e d ,  m a i n l y  d u e  t o  a l ac k  o t  s e n s i t i v i t y  

t o w a r o s  t h e  t r a i n e e s '  e d u c a t i o n a l  t r a c t i o n s .  H e  o f f e r s  r e m e d i e s  f o r  i m p r o v e m e n t s ,  e s p e c i a l l y  
w i t h  a v i e w  t c  e n h a n c i n g  t h e i r  l a n g u a g e  d e v e l o p m e n t .

• Nemtchinova, E. (2005) Host teachers' evaluations o f non-native-English- 
speaking teacher trainees - a perspective  from  the  classroom. T E S O L  
Q u a r te r ly  3 9  (pp. 235-261).

B a s e d  o n  a s u ' v e y  w i t h  NESTs a n a  s t u d e n t s  i n  t h e  US,  t h i s  p a p e r  e x a m i n e s  t h e  c l a s s r o o m  
o r a c t i c e  o f  n o n - N E S T  t r a i n e e s .  W h i l e  a c k n o w l e d g i n g  t h e i r  s t r e n g t n s  in v a r i o u s  a s p e c t s  o f  

i n e i r  w o r k ,  i t  a r g u e s  t h a t  o n l y  n o n - N E S I s  w i t h  a s u p e r o  c o m m a n d  o f  E n g l i s n  c a n  s e r v e  as r o l e  

m o d e l s  f o r  t h e i r  s t u d e n t s .
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© 1 For millions o fnon- 
NESTs, English is not simply a 
tool for making a living, but 
also a hobby and a passion. 
Does this apply to you?

© 2 Think of techniques 
that work for you to practise 
English. Suggest one for each 
of the four language skills.

CHAPTER 10

When the teacher is learning
Focus points
• Ways o f deve lop ing  specific language skills

• The potentia l benefits o f IT deve lopm ents fo r ELT
v________ _________ _________________________________________________

10.1 Non-professional activities
A lthough  non-professional activities are no t pursued w ith  the  d irect purpose o f 
fac ilita ting  teach ing, th e ir con tribu tion  to  the  success o f the  teach ing /lea rn ing  
process is fundam enta l. U ltimately, ou r own com m and o f English is the most 
im portan t to o l we have to  he lp  students learn English.

A  non-NEST's life is haunted by the English language, even at off-duty times. 
English is bu ilt into the fabric o f our life and it stays with us even at home. We 
cannot help listening to, speaking, reading and w riting  in English around the  clock.

As the respondents in Survey 3 dem onstrate , fo r the m ajority  o f us, the English 
language is no t only a professional too l. For some, it is even m ore than a means 
fo r conveying messages - it is an end in itself. The process o f tackling  newer 
and new er aspects o f the English language is a rew ard ing jo b  fo r its own sake. 
The desire to  reveal the  intricacies o f English is a hobby  fo r many and a passion 
fo r a few. © 1 The way some respondents express th e ir long ing  to  possess the 
English language has an a lm ost sensuous overtone. The love-hate re lationship 
is expressed v iv id ly  by this respondent:

'I b u ild  up a dream-world where, in the end, you only talk to yourself. So instead o f communication, 
you make language in to  the m ain 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 term s o f self-study, we all have a num ber o f w e ll-tried  techn iques up 
our sleeve. But surely our reperto ire  is lim ited  -  o thers use o the r techn iques. So 
why d o n 't we swop?

Survey results

Question 14: Outside the classroom, how can you improve your English?

H undreds o f g oo d  ideas were suggested by the 81 respondents in Survey 3, 
some o f them  general in nature, others m ore specific. In the  fo llo w in g  pages, I 
shall p resent a handfu l o f them  under the heading  o f the  fo u r m ajor skills. I am 
sadly aware tha t som e o f them  w ill no t appeal to  you, w hile  others w ill be 'o ld 
hat'. ('I d o n 't th ink  my m ethods are un ique !' said a respondent - and indeed 
they weren't...) But hopefu lly  you w ill find  a few  w orth  try ing . © 2
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10.2 Developing listening skills 03

Active and passive listening
First it was the  radio. Then it was the  tape recorder. Then came te levision, video, 
satellite TV. ©*

One respondent relates tha t the 'Voice o f Am erica ' laid the founda tions o f his 
English know ledge  in the  1950s; he found  a perverse pleasure in try ing  to  catch 
the news over the jam m in g .1 For another, BBC soccer broadcasts p layed a 
sim ilar role: Arsenal, M anchester United and Chelsea opened  the firs t w indow s 
on the English-speaking w orld . Radio Luxem bourg w ith its rock music in the 
1960s, and subsequently off-a ir record ings on bulky open-reel tape  recorders 
during  the  period  o f Beatlemania, k ind led  the  love o f the  English language in 
many o f us. One teacher m entions how, as a young man, he learned hundreds 
o f pop  songs w ith 'pe rfec t p ronunc ia tion ' w itho u t be ing able to  understand 
a word o f English; it was only years later tha t he set abou t dec iphering  the 
m eaning o f the  lyrics.

• In the  survey, many teachers adm it tha t they have th e ir rad io or th e ir TV on, 
tuned  to  English-language program m es, round the clock. From tim e  to  tim e, 
they stop short when crossing the room, jus t to  take a cursory g lance at the 
te levis ion. Unconscious and conscious listen ing and w atching periods fo llow  
each o the r at irregu la r intervals.

•  On the  o ther hand, we all have favourite  program m es which we like to  
watch from  the arm chair (or w hile  do ing  the  hu la-hoop in o rde r to  com b ine  
pleasure w ith  losing w eight, as one respondent adm itted). W he the r it be a 
soap opera or an MTV v ideo  clip, our eyes are hooked on the screen and 
fo r long m inutes we fo rg e t tha t w hat we are w atching is, in fact, no t in our 
m other tongue .

Voice-over
Since the  1950s, it has been a standard ear-and-tongue tra in ing  activity to  
stop the  record ing  and repeat the  sentences one by one. As opposed  to  this 
p iecem eal procedure, in the next activ ity the  record ing  keeps m oving, fo rc ing  
you to  repeat everyth ing as you hear it, inc lud ing  native pronuncia tion . It is 
assumed tha t you sim p ly have no tim e  to  a lter the in tonation  and rhythm  o f the 
jtte rances  as you vo ice them  over.

•  Choose a recorded m ono logue  o f m ed ium  d ifficu lty  and speed. Listen to  it 
once so as to  ge t the hang o f it. Stop it, listen again, and check fo r m eaning, 
w herever necessary.

•  W hen you listen fo r the  second tim e, do  no t stop the  record ing . Voice-over 
the  m ono logue  after the  speaker, w ith  a delay o f not m ore than tw o  o r three 
words. Should you becom e tongue -tied  on occasion, d o n 't stop and correct 
yourself. Catch up w ith the speaker as soon as you can.

•  A fte r you have had sufficient practice w ith m onologues, you can try  your 
tongue  on texts w ith more than one speaker. A no the r variation is to  substitute 
live program m es fo r recorded ones -  carry on until you run ou t o f breath.

&  Look at the techniques I 
recommended for listening 
and speaking (pp. 101-105). 
Which devices could now be 
replaced or supplem ented  
with more recent technology?

© *  Needless to say, since 
then, the IT revolution has 
caught up with ELTas well. 

How does this affect your 
work?

In the 1950s, the broadcasts from Western radio stations were constantly jam m ed in Eastern Europe to 'protect people 

from the harms of bourgeois propaganda1.
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© 5 It is now possible to find 
past programmes on the  
BBC and other catch-up sites, 
such asiPlayer.

Are these available in your 
country too?

If so, have you ever used 
them  in your work?

Be more English than the English!2
In my experience, adults are re luctan t to  parro t native-like p ronuncia tion . We 
non-NESTs are no exception. Many o f us fear tha t the  harder we try to  im ita te 
native m odels, the m ore odd  we sound. W hy d o n 't we try  to  break the  barrie r 
by means o f se lf-irony and exaggeration?

• Choose a recorded text, preferably an easy one with several voices, such as an 
extract from  a play. A fte r you have listened to  it once, identify the characters: 
the ir profession, age and sex, the ir relationship to  each o ther and so on.

•  Play the record ing  again, sentence by sentence this tim e. Repeat each 
utterance as it is p roduced , bu t try  to  overdo  the  acting. For exam ple, be 
m ore pre ten tious than A, m ore th rea ten ing  than B, m ore hysterical than 
C, and so on. But above all, exaggerate  th e ir p ronuncia tion  - sound m ore 
English than the characters do!

Focused listening 0s
W hen we listen to  a rad io  program m e, or watch TV, we are engaged  in one-way 
com m unication. On such occasions, we can afford to  devote  all our a ttention to 
form .

• Before you start listening, choose one type  o f language e lem ent to  focus on. 
This can be verb tenses, phrasal verbs, cond itiona ls o r any o ther language 
point. A lternatively, you may decide  to  listen fo r encouraging noises in 
d ia logues (R e a lly ? U h  h u h . D o e s  h e ? )  o r fillers (E r, e rm ...  A n y w a y .. .  Y ou  k n o w .. . )1

•  Suppose it is adjective-noun co llocations th is tim e. Start listen ing and jo t 
dow n every co llocation  as you hear it. A t the end o f the  listen ing passage, 
your list contains, say, tw e lve co llocations, such as re m a r k a b le  p ro g re s s ,  f u l l  
re w a rd s  o r w o r th y  g o a ls .

• Now  give an oral sum m ary o f the passage, using all tw e lve  co llocations on 
your list. Tick them  o ff one by one after you have uttered them .

Subtitled films4
W hen w atching an English-language film  w ith  subtitles, we usually cannot help 
resting our eyes on the  L1 text. However, as learners o f English, we may feel 
gu ilty  abou t m issing a good  chance o f practis ing listen ing com prehension.

• Choose an English-language v ideo  or DVD w ith L1 subtitles. Start watching 
the film  and stop the  tape  at approx im ate ly  tw o- or th ree-m inu te  intervals. 
View each sequence three times.

• A t firs t v iew ing, tu rn  o ff the subtitles, so tha t you can only hear the d ia logue  
in English, some o f which you may not be able to  catch.

• A t second view ing, tu rn  on the  subtitles, so tha t you can sim ultaneously hear 
the conversation in English and see its equ iva len t in L1. The L1 subtitles will 
p rom ote  the com prehension  o f grey areas.

•  A t th ird  v iew ing, tu rn  o ff the subtitles again. A t th is stage, the  English text 
should becom e fu lly  in te llig ib le .

•  W arning: Do no t stop the record ing  w ith in  any one stage, o r you m ig h t ge t 
bog ge d  dow n in the  deta ils and never reach the  end o f the  film !

2 Incidentally, I found a sim ilar activity called 'Sounds English' in Nolasco & Arthur (1 9 8 7 ).

3 An excellent book specifically designed to practise hesitation gaps and other such com m unication devices is Dornyei and 
Thurrell's Conversation and Dialogues in Action  (1 9 9 2 ).

102 4This technique was originally devised by Gyorgy Horlai (personal oral com m unication).
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Strain your memory
In any com m unicative  situation w ith  a native speaker o f English, our partner uses 
a num ber o f words, co llocations and structures tha t make us prick up our ears.
As we cannot note them  dow n on the  spot, they fall in to  ob liv ion  unless we do 
som eth ing abou t it.

•  W ithd raw  fo r a few  m inutes soon after ta lk ing  to  a native speaker. Sit dow n 
and relax. W ith your eyes shut, try  to  recall the  sound sequences conta in ing 
e igh t to  ten w orthw h ile  items. Some o f them  w ill em erge w ith  little  effort, 
others may be retrieved only if you d ig  hard enough. The ones th a t you 
m anage to  pull ou t from  the deepest p it stand the best chance o f being 
reta ined in your long-te rm  memory.

•  You may do  the same m ed ita tion  exercise w ith respect to  your oral 
perform ance. C onsider the built-in  m on ito r in your head, which often beeps 
when you make a m istake du ring  a conversation. W hen by yourself, make 
conscious efforts to  recall those beeps and the  context in which the  e rror was 
com m itted . Supply the correct version. If it was a m istake o f a m ajor item, such 
as the  use o f cond itiona ls, a llow  tim e  to  practise the item.

10.3 Developing speaking skills ©*

English-speaking countries and friends
'Stay in English-speaking countries as long as you can and m eet English-
speaking friends as often as possib le !' -  these tw o  recurrent pieces o f advice
have been no big discoveries.

•  Longer periods o f tim e spent in English-speaking countries are not only a cost- 
effective way to  practise your speaking abilities: such opportun ities  also provide 
the most genuine context fo r English-language com m unication. Unfortunately, 
relatively few  o f us can afford this luxury. 'I have been do ing  noth ing all my life 
but save up m oney to  go  to  Britain,' says one ded icated non-NEST.

• O ne m ore feasib le  way o f practis ing oral com m unication  is to  m eet friends 
w ho use English as a native language or as a l in g u a  f ra n c a .  Some respondents 
claim  tha t they are continua lly  on the lookou t fo r fo re ign  tourists. The troub le  
is tha t superfic ia l contacts o f th is kind se ldom  lead to  m ore than an exchange 
o f w e ll-practised cliches. To reach beyond this, one co lleague likes to  escape 
to  the  relaxed atm osphere o f pubs w ith English-speaking friends, and another 
one often puts up native English speakers in her home.

• A  less com m on place to  practise the  speaking skill is the British or Am erican 
library. O ne respondent teaches part-tim e in a H ungarian-language 
p rogram m e run fo r Am erican students. A cting  as a surrogate mother, as it 
were, she has to  speak English all the tim e. A no the r teacher regularly works 
in sum m er camps looking  a fter a m ixed g roup  o f Hungarian- and English- 
speaking ch ildren.

• One o f the  respondents continua lly  takes notes w hile  chatting w ith English 
speakers - I w onde r how the conversation can roll on. O thers insist on being 
corrected all the  tim e. The trou b le  is tha t native English speakers outside  our 
profession may not even understand how they are expected to  react to  our 
nagging . © 7

© *  In a plenary,The privilege 
of the non-native speaker' 
TESOL Long Beach, CA, Kramsch 
(2002) quotes a Vietnamese 
student:'As for English, I do 
speak the language, but I don't 
think I'll ever talk it'.

What does the student mean? 
Do you agree? Why (not)?

© 7Today, most interactions 
in English take place 
between non-native 
speakers. Given this, is it 
still important for non-NESTs 
to visit English-speaking 
countries to improve their 
language abilities?
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The monologue
Speaking is the only skill which cannot norm ally be deve loped  w itho u t partners.
I have com e across a few  unusual procedures, though .

• A  standard practice am ong EFL teachers w ith little  o p p o rtu n ity  to  use 
English outside  the  classroom is the  s ilen t m ono logue. This im plies 
pe rfo rm ing  certain verbal tasks in your head. For exam ple, you may g ive a 
retrospective  account o f your daily events on your way hom e from  school or 
after g o ing  to  bed or, conversely, make a m ental plan o f next day's schedule.

•  A n o the r fo rm  o f m ono logue  is when you actually start speaking a loud in 
English. If you record your m ono logue, you have the add itiona l advantage of 
spo tting  the lingu istic  errors in your perform ance when you listen to  it. One 
respondent adm its tha t he always carries a d ic taphone  in his bag to  record 
his so liloquy when there  is noth ing  else to  do.

What would I say if...?
In another o ft-m entioned  activity, we have to  pu t ourselves in an im aginary
situation and try  to  behave the  way the  characters in tha t situation w ou ld .

•  As you are w atching a real in terv iew  on TV, you may make up questions 
in English tha t you w ou ld  ask if you were the  reporter. O r conversely, you 
may decide  how you w ou ld  answer the reporter's questions if you were 
the  interviewee. O r p icture  yourse lf w alking past a shoe shop - if you had 
enough money, w hat kind o f shoes w ou ld  you ask fo r and how? W hat is the 
English w ord  fo r the Hungarian 'm ere t' (s iz e ) , 'tiszta b o r' (g e n u in e  le a th e r ) ,  
'c ipokrem ' (s h o e  p o l is h ) ,  'szuk' { t ig h t ) ,  and so on?

The unsolicited interpreter
A  genu ine  way o f im prov ing  speaking skills is to  w ork as a part-tim e interpreter.
A  few  respondents, however, report tha t they often in te rp re t 'un invited '.

•  We all have to  attend m eetings which we find  useless and /o r where the 
speaker drags on endlessly. Instead o f dozing o ff o r staring out o f the w indow, 
a linguistically m ore rewarding activity is do ing  'sim ultaneous interpreting '.

•  Brace yourse lf fo r the  task and then beg in  to  translate the  speaker's words 
in your head. If the  speech is in English, translate it in to  L1, and vice versa.
Do no t waste tim e  look ing  fo r the m ost app ropria te  te rm  or structure, or you 
w ill fall beh ind. If you have missed a sentence o r two, d o n 't worry, catch up 
as soon as you can. D on 't be upset if you ge t tired  a fter a few  m inutes - even 
professional in terpre ters flake ou t after abou t half an hour.

• A  less awkward fo rm  o f s im ultaneous in te rp re ting  is when you do  it at home, 
s itting  in fron t o f the  te levis ion. Long speeches de livered  by politic ians lend 
them selves particu larly well to  th is task.

•  O ne respondent adm its tha t he is in the hab it o f spontaneously translating 
his colleague's w ords in face-to-face com m unication  to  p revent h im self from  
sw itch ing off.
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'Just a minute!'
Many o f us com pla in  abou t fluency p rob lem s which lead, am ong o the r th ings, 
to  long pauses and lots o f hesitation in our speech. 'Just a m inu te !' is a well- 
known radio gam e. The po in t is tha t you have to  speak non-stop on a given 
to p ic  fo r exactly one m inute. M eanwhile, you m ust not stammer, hesitate, repeat 
the same w ords and phrases, o r deviate from  the point. The fo llo w in g  is an 
adapted version o f the  game.

•  Find an insp iring top ic . Give yourse lf th irty  seconds to  plan your speech. Put 
your watch in fron t o f you, take a deep  breath and beg in . As soon as the  one 
m inute is up, stop.

•  It is particu larly useful to  record yourself. If you are dissatisfied w ith your 
p roduction , have another go.

O 8 This radio programm e is 
still running (after 30  years!). 
Listen to it to get a feeling for 
the gam e.

It is available here: 
www.bbc.co.uk/justaminute

Sound off
The sound-o ff techn ique  has been in use ever since the  v ideo  m oved in to  the
classroom. It may be app lied  fo r self-study as well.

•  Turn on the te levis ion and tune  in to  a channel w here there  is a m ovie o r an 
in terview  on. Watch it fo r a few  m inutes.

• O nce you have understood  the g is t o f the to p ic  and the  setting, tu rn  the 
sound off. Relying on the visual im age only, narrate the  events fo r as long as 
you can.

•  Record a 10-15 m inute extract from  a program m e w ith a lo t o f d ia logues. 
Now decide  to  take over the role o f one o f the  characters.

•  Watch the  same extract fo r the second tim e  w ith the sound on. Concentrate 
on what your chosen character has to  say.

• Play the  record ing  again, bu t th is tim e  w ith  the sound off. Speak when your 
hero is seen ta lk ing  and try  to  use the w ords you heard h im /her saying when 
the sound was on. Stop the  record ing  if necessary.

Phoney debates
G enerally speaking, com m unication  is a tw o-w ay activity. But in ou r so litude  
at home, we cannot possib ly conduct a real interaction in English: we have to  
make do  w ith  a faked one.

•  Look fo r an in terview  o r a debate  in an English-language TV program m e.
W hile  w atching, record it and make a list o f phrases be ing  used by the 
partic ipants, such as expressions o f agreem ent and d isagreem ent, tu rn- 
taking devices, hesitation gaps, and so on.

• Picture yourse lf in the  studio  as an extra partic ipant. Set the record ing  at the 
beg inn ing , then stop it w henever you agree/d isagree  o r have som eth ing  to 
add o r com m ent on. Use the  given phrases when necessary.

• If you on ly have L1 channels available, record an L1 program m e, p re tend ing
to  be an English-speaking guest jo in in g  the debate. © 9 © ’  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 If you read them , what 
are the advantages and 
disadvantages of e-books 
compared to printed books?
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10.4 Developing reading skills

What to read and why? ®10
The results o f my survey show tha t reading com prehension  is the m ost accessible 
skill to  non-NESTs. W hen asked to  iden tify  the skill they practise m ost frequently  
in non-pro fessional activities, nearly everyone selected the alternative 'read ing 
books/new spapers in English'. Reading professional literature  has also proved 
to  be a popu la r occupation. Several respondents claim  tha t they read English 
authors exclusively in the  o rig ina l and a few  add tha t they hardly ever read in L1, 
because they wish to  spend the  little  free tim e  they have on deve lop ing  the ir 
reading skills in English.

The respondents d iffe r greatly in term s o f th e ir m otives. Some read chiefly 
fo r pleasure a nd /o r in form ation , w hile  others p rim arily  w ith  the  in ten tion  o f 
deve lop ing  th e ir reading skills. Incidentally, one respondent adm its that, fo r him 
the richest source o f in form ation  abou t the  w orld  has been supp lied  by various 
teach ing  materials.

Line by line
W hen we read som eth ing in L1, we can p red ic t the next sentence w ith  a high 
degree o f probability . O ur predictive  capacity is worth deve lop ing  in English, too.

• Choose a relatively easy text. Take a sheet o f paper and use it to  cover the 
text. Uncover one line at a tim e  bu t first try  to  guess the line h idden behind 
the  mask.5

• A  sim ilar techn ique  may be app lied  to  im prove our speed reading ability. This 
tim e, however, the  purpose is to  understand the g is t o f a text by m oving the 
eyes in a series o f stops and qu ick jum ps, instead o f a p iecem eal progress to 
achieve fu ll understand ing .6

Read aloud!
Reading-aloud techn iques have no t been in vogue lately. Yet it cannot be 
d o u b te d  tha t we have never g iven up practis ing reading a loud - if no t litera lly 
a loud, then  in our m inds. Respondents seem to  agree tha t saying a language 
item  ou t loud can help us to  dec iphe r its m eaning and use, to  store it in our 
m emory, and to  im prove p ronuncia tion  and in tonation. A fte r all, as we read and 
speak at the same tim e, in form ation  is processed in tw o  sensory channels: seeing 
a n d  hearing.

5 A variation of this technique has been m entioned in Ellis & Sinclair (1 9 8 9 ).

6 For your inform ation, here is a table of estimated speeds of the general reading public (including native speakers only):
Words per m inute Scale of speeds
17 0 -2 0 0 very slow
2 0 0 -2 3 0 slow
2 3 0 -2 5 0 average
2 5 0 -3 0 0 above average
3 0 0 -3 5 0 m edium -fast
3 5 0 — 50 fast

V e i-: r i s  : :  î=_. -e a : :■  . s i ' s *  *  *. s s g s n r .  = D re -estab lished  co m p reh en s io n  c riterio n  level.
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• Read aloud a short artic le  in English. W hat were you paying attention to  as 
you were reading? To the  fo rm  or, rather, to  the  content?

• Read the  same text a loud a second tim e. W ere you focusing on the  same 
th ings?

• Read it a loud a th ird  tim e, bu t now give special emphasis to  certain linguistic  
features, such as new vocabulary items, certain phonem es o r sentence 
structures.

• Put the  article aside. Can you summ arise the  g ist o f the  article? Do you 
rem em ber the  unfam iliar w ords and expressions? Can you recall the  features 
you have h ig h ligh ted?7

The ubiquitous dictionary©11
The d eve lo pm e n t o f reading skills and vocabulary bu ild ing  are inseparable 
processes. We cannot im prove our reading com petence  unless we make 
systematic efforts to  enhance and update  our lexis. Therefore, we shou ld  always 
have a d ic tiona ry  at hand.

•  No day should pass w itho u t consu lting  a d ic tionary  o f some kind, a few  
respondents warn. O thers are in the hab it o f open ing  a d ic tiona ry  at a 
random  page and b ro od ing  over a few  entries. One adm its tha t she always 
keeps a d ic tionary  on her bedside  tab le , jus t in case. D on 't be ashamed
o f perusing advanced vocabulary bu ilders either, others argue. (But if no 
reference book should help you out, call your uncle in London, suggests 
som ebody in jest.)

•  A n o the r teacher reports on a strange d ic tiona ry  gam e he used to  play. His 
friend  w ou ld  page th rough  a large English-Hungarian d ic tiona ry  and ask him 
the  Hungarian m eaning o f 30 random ly selected English w ords w ith in  a tim e 
lim it. If he wasn't able to  supp ly the m eaning o f at least 25 items, he w ou ld  
lose his bet. If he was, it was his friend 's tu rn  to  pay.

• On the  o the r hand, several respondents warn against the  unb rid led  use o f 
the  d ictionary. 'W e should always try  to  deduce  the m eaning o f unfam iliar 
w ords from  the  context,' they contend. 'W e'll never fo rg e t the  w ords whose 
m eaning we've m anaged to  infer.' O n ly if the 'w icked w o rd ' repeatedly 
refused to  unveil itse lf should we turn to  a d ictionary.

The card file system
Now let me present a step-by-step descrip tion  o f the  m ost com m on techn ique  
fo r vocabulary learn ing and retention, called th e  c a r d  f i le  s y s te m .

•  Choose a text and underline  or h ig h ligh t as many useful w ords and 
expressions as you wish to  learn (bu t not to o  many). Give p rio rity  to  those 
items which appear to  be the  m ost relevant a nd /o r crop  up m ore than once. 
Set abou t the subsequent activities only after you have fin ished reading the 
text. Do not break the flow  o f reading!

•  Look up the m eaning, usage and p ronuncia tion  o f each unfam iliar item.
Use any d ic tionary  or reference book available, bu t one o f them  should be 
an English-only d ic tionary  to  make the usage clear. Pay special a ttention to 
co llocations.

This is an adapted version o f'A  technique from Frieda' in Stevick (1 989 ).

© 11 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 exam ple, 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.
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® 12 Writing 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?

•  Jo t dow n each new item  on a separate card.8 Do not supp ly the  m other- 
tongue  equiva lents. Each item  should  firs t be registered in isolation, then 
in the  sentence in which it o rig ina lly  occurred. C opy one fu rthe r m odel 
sentence from  the d ic tiona ry  to  exem plify  the usage.

•  C lip  o r rub be r band the  cards which be long  to  the  same text. A lways have 
these sets w ith in  easy reach. Browse th rough  them  whenever an o pp o rtu n ity  
arises.

•  Make conscious efforts to  m em orise the  items. Use them  in speech as soon 
as you can so tha t they bu ild  in to  your active vocabulary.

•  Recycle the  sets from  tim e  to  tim e. Go back to  a reference book fo r re­
checking o r c larification. Should an item  recur in a d iffe ren t text, add the new 
sentence on the  app ropria te  card.

• W hen p lenty o f sets have been co llected , rearrange them  accord ing  to  new 
criteria, such as:

- parts o f speech (nouns, verbs, adjectives, and so on)

- to p ic  areas (transport, shopp ing , illness, and so on)

- recall d ifficu lties ('I s im p ly cannot rem em ber th is w ord !')

- degree o f acqu is ition  ('I've already used th is one - it's a lm ost in my active 
vocab.')

- frequency.

•  C on tinua lly  e lim ina te  those items you can already use in speech - if your 
co llec tion  grows to o  big, it becom es unm anageable.

O f course, there are several o the r ways o f m anipu la ting the card file  system. One 
teacher always has a set o f items blu-tacked on her bed room  m irror, changing 
the sets once a week. A no the r one keeps a few  sets in the g love com partm ent 
o f his car - in traffic jams, he likes to  flick th rough  them  (he hasn't reported 
any accidents). A  th ird  respondent hab itua lly spreads ou t a few  cards on his 
classroom desk, de te rm ined  to  use every one o f them  before  the bell rings.

10.5 Developing writing skills 012

Writing and translating
Since w riting  is u nd ou b ted ly  the  m ost tim e-consum ing  skill to  practise, we 
cannot often resort to  it in our hard-pressed lifestyle.

Nevertheless, the respondents report on various form s o f w riting  in English. 
M ost frequently, they correspond w ith  friends and acquaintances. O n ly a small 
num ber o f teachers pursue o the r form s o f creative w riting  such as w riting  
essays and professional articles o r keeping a diary. O ne person adm its to  
w riting  m erely fo r her own satisfaction, w itho u t any desire to  pub lish  anything. 
An up-to-date  m otive fo r p roduc ing  English texts is when you practise 
w ord-processing  on the com puter. A  utilita rian reason is to  prepare g rant 
app lica tions. Needless to  say, translating in and ou t o f the ta rg e t language is 
a very effective way o f deve lop ing  w riting  skills. A  few  respondents rem ind us 
always to  have our w ritten  p roductions checked by educated  native speakers.

'A lternatively _.ou n a y  <eep a small notebook or store the new items in a digital com puter diary.
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PART V Being A Non-Native Teacher-Learner

The standard exercise9®'3
The fo llo w in g  p rocedure  is called 'the standard exercise', because it can be 
app lied  to  any text. It is a com b ined  reading and w riting  activity. Its gu id in g  
princ ip le  is to  teach readers how  they can avoid be ing  bog ge d  dow n in 
m inute p rob lem s o f vocabulary and gram m ar by harnessing th e ir background 
know ledge  and deductive  capabilities.

•  Choose a one-page article dea ling  w ith  any top ic.

• By reading the  headline only, p re d ic t at least five key w ords you expect to  find 
in the  article. W rite  them  down.

•  Skim the artic le in one m inute. Check how  many o f the key w ords you have 
p red ic ted  occur in the  article.

•  Summarise the  main to p ic  o f the  article in no t m ore than fifteen words.

• Read the  article closely enough to  be able to  perfo rm  the fo llo w in g  tasks:

- W hat is the author's main in ten tion : to  in form , persuade, report or instruct? 
Jo t dow n any unknown w ords tha t appear to  be im portan t. Infer th e ir 
m eaning from  the context.

- Report on the  main idea o f each paragraph in one sentence each.

- Analyse the s t r u c tu r e  o f the article. Is there an in troduction  and a conclusion?

- Analyse the c o n te n t  o f the article: W hose interests does it reflect? W hich 
country, social class, institu tion? Is the con ten t relevant in your hom e 
situation, too?

- Produce a one-sentence sum m ary o f w hat you have learned from  the 
article.

- O n a scale from  1 to  5 (1 =very boring ; 5=very interesting), ind icate  to  what 
extent you have found  the  artic le in teresting.

- In your estimate, w hat percentage o f the  article d id  you com prehend?

Predict and summarise ®14
We all read English-language papers and magazines, bu t we hardly ever try  to  
analyse the  articles from  a lingu is tic  p o in t o f view.

•  Read the headline o f a new spaper o r m agazine article.

•  On the  basis o f the  headline, p red ic t the con ten t o f the  article and summarise 
it in one paragraph.

• Now  read the  fu ll article and check it against your p red ic tion .

• Next, underline  o r h ig h lig h t the first sentence o f each paragraph.

• Link the first sentences in a way tha t they make a coherent summary.

• If there  is a native co lleague around, show her your sum m ary and ask her to  
suggest im provem ents.

• Prepare the  final d ra ft o f the summary.

® 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 )

: The nam e and some of the steps of the 'standard exercise' have been borrowed from Scott et al. (1 9 8 4 ).
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Stream of consciousness
People in psychotherapy are som etim es asked to  sit dow n and w rite  whatever 
comes in to  th e ir m ind, w itho u t bo thering  to  th ink  abou t o r e d it the ir p roduct.

•  Put an alarm clock o r kitchen tim e r in fron t o f you and then choose a to p ic  of 
any sort.

•  Set the  alarm to  ring in five m inutes and then beg in  to  write.

•  W rite  non-stop w itho u t paying a ttention  to  e ithe r fo rm  or conten t and stop 
as soon as the  c lock starts ring ing.

• Check your w riting  and e d it it into  a coherent text, bu t try  to  m aintain its 
spontaneous flow.

Further reading

•  Belcher, D. &  U. Connor (Eds.)(2001). R e f le c t io n s  o n  M u l t i l i t e r a te  L iv e s . 
j M u ltilingua l Matters.

Thi s  c o l l e c t i o n  r e p o r t s  o n  t h e  l a n g u a g e  d e v e l o p m e n t  o f  h i g h l y  s u c c e s s f u l  u s e i s  o '  E n g l i s h .
A b o u t  f  t h e  c o n t r i b j : o r s  c o m e  f r o m  t h e  w o d d  o f  l a n g u a g e  s t u d i e s ,  t h e  o t h e r  h a l f  r e p r e s e n t s  

a v a n e t y  o ; o t h e r  d i s c i p l i n e s .  D e s p ’ t e  t h e  d i v e r s i t y  o £ t h e  t a l es ,  t h e  c o m m o n  d e n o m i n a t o r  is t h e  
n a r a t O ' i  h i g h  l ev e l s  o f  l a n g u a g e  a w a ren es s .

•  Braine, G. (Ed.) (2005) T e a c h in g  E n g lis h  to  th e  W o r ld :  H is to ry ,  C u r r ic u lu m ,  
a n d  P ra c t ic e  Lawrence Erlbaum.

h i s  v o l u m e  c o n t a i n s  r e p o r t s  o y  E L T s p e c :a :ists i r o m  1 5  c o u n t r i e s .  Eac h  c h a p t e r  f o l l o w s  vae 
s a m e  s t i u d u r e .  A f t e r c h r o m o i n g  t h e  b r i e f  h i s t o r y  o f  ELI in t h e  r e s p e c t i v e  c o u n t r y ,  i t  c e s c r i o e s  

t n e  c u r e n t  E L"c u r r i c u l u m .  Each  a c c o u n t  e n d s  w i t h  t h e  c o n t n o u t o h s  ( a u t o l b  o c r a p h y ,  t h u s  
c o m b i n ^ g  c o u n t r y - s o e c  dc i n f o r m a t i o n  w i t h  l i f e s t o n e s .
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PART VI Subseq uent Research Projects

CHAPTER 11

Natives and non-natives on video 
(with Valéria Ârva )

Chapters 11 and 12 repo rt on my research carried ou t after the  firs t and second ed itions o f T h e  N o n ­
n a t iv e  T e a c h e r  had been pub lished. As such, they do  no t carry m argin notes fo r discussion.

They can be used as extension reading to  the main text.
V._________________________________________________________________________________________________ J

11.1 Background to the study
In th is chapter, we revisit the issue o f the native 
versus the non-native speaker by reporting  on 
the  results o f a fourth  study we carried out. This 
study exam ines the  va lid ity  o f the  assum ptions 
tha t (a) native and non-native teachers use 
d iffe ren t teach ing  strategies, and (b) m ost o f 
these differences lie in th e ir d ive rgen t language 
backgrounds. O ur prim ary aim, then, is to  review 
the  claims advanced in previous chapters. In 
o rde r to  ensure be tte r valid ity, the scope o f 
investigation has been expanded by em p loy ing  
a m u ltip le  research design. W hereas the  data 
p resented earlie r (C hapter 4.2) were ob ta ined  
so le ly from  questionnaires and interviews, this 
e thno-cogn itive  study analyses the partic ipants ' 
behaviour at the  chalkface th rough  a series 
o f v ideo-reco rded  lessons and fo llow -up  
interviews. W hile  the  range o f research too ls  has 
thus been w idened, the  sam ple is rather lim ited. 
Therefore, our find ings  are tenta tive  at best, and 
call fo r rep lica tion  on a la rger popu la tion .

O ur second aim is to  find  matches and 
m ismatches betw een s ta te d  and a c tu a l teach ing 
behaviours, because we subscribe to  the be lie f 
tha t there is a d is tinc t gap  betw een them . Stated

behaviour may be in fluenced, am ong o the r th ings, 
by one's be lie f system, which 'deals no t on ly w ith 
beliefs abou t the  way th ings are, bu t also w ith  the 
way th ings should  be' (W oods, 1996: 70). Clark 
and Peterson argue tha t 'the correspondence 
betw een teachers' espoused beliefs and classroom 
behaviour is no t always high and is m oderated  
by circum stances tha t are beyond the  teacher's 
con tro l' (1986: 291-292). This corresponds to  
the  d is tinc tion  M arton (1981), in a m ore general 
fram ework, m ade betw een firs t-o rde r and second- 
o rde r research, the  fo rm e r be ing  concerned w ith  
w hat peop le  do  and the  latter w ith  w hat they 
p e r c e iv e  they do.

Finally, we wish to  respond to  the criticism raised 
by a reviewer o f the first ed ition  o f T h e  N o n ­
n a t iv e  T e a c h e r, who said that 'the author tends to  
overemphasize the linguistic de fic it o f non-native 
professionals while  neg lecting o ther equally 
sign ificant factors related to  professionalism ' 
(Samimy 1997: 816), p robab ly  referring to  EFL 
qualifications and length o f experience. O ur 
analysis, therefore, pays special attention to  the 
relationship between language com petence, 
professional expertise and the efficacy o f instruction.

'T h is  is an adapted version of a paper entitled  'Native and non-native teachers in the classroom' System 28: 3 5 5 - 3 7 2 .1 wish to thank my co-author for 

kindly agreeing to have our paper included in this vo lum e. I am  also indebted  to all the teachers and students for th e ir w illingness to participate in the 

project. M y special thanks are due to our technician, TamasSelmeczi, as w ell as to Katalin D e li and C hristopher 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  v id e o ­
recorded  language lessons and ten  fo llow - 
up interviews w ith  the  recorded teachers. By 
com b in ing  firs t-o rde r and second-order research, 
we seek to  answer the  fo llo w in g  questions:

•  W hat are the differences in teach ing  behaviour 
betw een NESTs and non-NESTs?

•  To w hat extent are these d ifferences ascribable 
to  the  partic ipants ' language background?

• W hat else may cause the  differences?

• How do  the  partic ipants ' stated behaviour and 
actual behaviour d iffer?

Data collection
There were a num ber o f decisions we had to  
take concern ing  the  se lection o f the  sample.
First, we dec ided  to  restrict to  ten the  num ber 
o f lessons to  be observed and recorded.
A part from  budge ta ry  and tim e  constraints, 
we assumed tha t the  data to  be obta ined  from  
ten partic ipants w ou ld  suffice to  o ffe r tenta tive  
answers to  the  research questions. The second 
decision concerned an equal d is tribu tio n  o f 
NESTs and non-NESTs, w ith  the  rationale tha t this 
w ou ld  secure a be tte r g round  fo r com parison.
A fu rthe r consideration  was to  lim it the  num ber 
o f partic ipa ting  schools to  five, w ith  one NEST 
and one non-NEST in each; th is w ou ld  g ive us 
the  o p p o rtu n ity  to  kill tw o b irds w ith  one stone 
(ie, tw o  record ings at a tim e), as well as to  reveal 
traces o f co llabora tion  betw een colleagues 
teach ing  in the  same school. Finally, we p lanned 
to  se lect a set o f hom ogeneous s tudent g roups in 
term s o f age and language level. The ta rg e t was 
Year 10, because by tha t tim e, we supposed, (a) 
the  lingu is tic  d ifferences betw een students w ou ld  
already have leve lled  ou t,2 (b) the  teacher and the 
students w ou ld  know  each o the r well, and (c) the 
students w ou ld  no t ye t have started p repa ring  fo r 
language exam inations.3

W ith  these objectives in m ind, we set o u t to  
iden tify  ten teachers. It was m ade clear to  
every cand idate  tha t the purpose  o f the  survey 
was to  com pare the  teach ing  styles o f NESTs 
and non-NESTs, and tha t s tric t anonym ity 
and con fiden tia lity  w ou ld  be guaranteed. 
Nevertheless, qu ite  a few  teachers, especia lly 
experienced non-NESTs, refused to  partic ipate. 
O u r situation was exacerbated by the lim ited  
choice o f NESTs available in secondary schools. 
As a consequence, our o rig ina l aim  to  inc lude 
groups w ith  students o f rough ly  the same age 
and level o f English-language p ro fic iency was 
on ly partia lly  fu lfilled .

The visits to ok  place in the  course o f N ovem ber 
and early D ecem ber o f 1997. Prior to  the 
record ings, we had asked the  partic ipants to  
'teach as usual'. A fte r the  lessons, every teacher 
sat fo r a 30 to  45-m inute -long  g u ide d  interview. 
Each interview  was recorded on an a ud io ­
cassette and subsequently transcribed  fo r the 
sake o f convenience. There were tw o  a lm ost 
identica l sets o f questions com p iled  in advance: 
one fo r each cohort. The questions focused on 
the  fo llo w in g  points: professional background  
(inc lud ing  fo re ign  language com petence), the 
native /non-native  issue, g roup  pro file , and the 
assessment o f the  lesson they had ta u g h t (see 
Appendix I).

The participants
The study com prised  five native /non-native  pairs, 
w ho were teach ing  in five d iffe ren t schools.

W ith  respect to  the NESTs, the  th ree  males and 
tw o  fem ales all came to  Hungary on a tw o-year 
contract, under the  auspices o f 'Services fo r O pen 
Learning', a vo luntary o rgan isation in England. 
Two arrived in S eptem ber 1996 and th ree  in 
S eptem ber 1997. A lthough  all o f them  had a BA / 
BEd degree  o r a teach ing  certificate, they were 
poo rly  qua lified  as EFL teachers: p rio r to  th e ir 
arrival in Hungary they had on ly com p le ted  crash 
courses. W hile  tw o  partic ipants had several years 
o f experience in teach ing  o the r subjects, the 
cohort's  TEFL experience was lim ited, ranging

2 W hen students start secondary school, the differences between them  in term s of th e ir fo reign-language com petence may be quite significant, depending on 
th eir previous contact w ith the language. Even in so-called beg inner groups, one w ill find students whose know ledge is well above elem entary.

3 Towards the end of secondary school, groups tend to break up: students who have passed the state language exam are exem pted from having to attend 

English lessons, w hile the rest are busy preparing for eith er the state exam  or the school-leaving exam inations.

1 1 2



PART VI Subsequent Research Projects

betw een one and tw o-and-a -ha lf years. To 
com pensate  fo r the  gaps in th e ir professional 
tra in ing , however, they were eager to  attend 
conferences and in-service tra in ing  courses. None 
o f them  cla im ed to  speak fo re ign  languages 
beyond e lem entary level; they spoke survival 
Hungarian at best. The ir teach ing  load averaged 
20 lessons a week; w ith  one exception, they also 
had a few  hours to  teach outside  th e ir school.

The fo u r fem ale and one male Hungarians 
were all qua lified  teachers o f English; w hile  tw o  
were university graduates, th ree  had co llege 
certificates.4 The length  o f experience ranged 
betw een one and ten years, the  average being 
5.6 years. As regards in-service tra in ing , tw o 
o f the  co llege  graduates were studying fo r  a 
fu ll university degree, tw o  teachers regularly 
a ttended  conferences and in-service courses, 
and one had even run workshops. W hile  tw o 
partic ipants spoke no fo re ign  languages o ther 
than English, th ree  were in term edia te-leve l users 
o f Russian a n d /o r Germ an. A ll the  non-NESTs 
were em p loyed  fu ll-tim e, th e ir w eekly teach ing  
load varying betw een 16 and 26 lessons. Two 
o f them  had no extra teach ing  duties, three 
were respective ly teach ing  ano ther 5, 16 and 20 
lessons in private language schools, at com panies 
a n d /o r privately.5

The five schools invo lved in the  study were all 
secondary g ram m ar schools in Budapest.6 Two 
o f them  were w ell-established schools in the  city 
centre while  the  o the r three were up-and-com ing 
schools in the outskirts, inc lud ing  an English- 
language b ilingua l school.7

The 139 partic ipa ting  students were aged 
betw een 15 and 17 and a ttended  grades 9, 10 
and 11, respectively. 58 per cent were girls, 42 
pe r cent boys. G roup sizes ranged betw een 10 
and 18, w ith an average o f 14 students per group. 
The num ber o f lessons per w eek averaged 4.2 fo r

e ig h t o f the  groups; the tw o  b ilingua l groups had 
20 English lessons per week. In th e ir teachers' 
jud ge m en t, one g roup  was at beginner, th ree 
at p re -in term ed ia te , tw o  at in te rm ed ia te  and 
fo u r at upper-in te rm ed ia te  level. A ll the  main 
books be ing  used were standard con tem pora ry  
coursebooks. (The chart in Appendix J 
summarises the  main points described  above.)

Data analysis
A fte r the  data ga thering  process, firs t we watched 
the  v ideo  record ings to  ge t a taste o f the 
teachers' work. This was fo llow ed  by a deta iled  
analysis o f the interviews in o rd e r fo r us to  iden tify  
d ifferences in perceived teach ing  behaviour 
betw een the  NESTs and the  non-NESTs, and the 
extent to  which these differences corre la ted  w ith 
the  results shown in the  Table 8 (C hapter 6.3). As 
an o ffshoo t o f th is stage o f investigation, a ttem pts 
at coopera tion  betw een the  tw o  cohorts were 
recorded. Finally, we exam ined the  recorded 
lessons w ith  the  purpose o f fin d ing  po in ts o f 
convergence and d ivergence betw een stated and 
actual teacher behaviour. It is in th is o rde r tha t we 
present and discuss the results below.

11.3 Results and discussion

The interviews

How the NESTs behaved

N ot surprising ly, the prim ary advantage 
a ttr ibu ted  to  NESTs lies in th e ir  superio r English- 
language com petence  (C hapter 5.1). Their 
supe rio rity  was found  particu la rly  patent in th e ir 
capab ility  to  use the language spontaneously and 
in the  m ost d iverse com m unicative  situations. It

4 In Hungary, there are two forms of teacher education: universities award degrees, w hile colleges award certificates. W hereas university graduates may teach 
in any type of school, college graduates may only teach in prim ary education. Owing to the present shortage of English teachers, college graduates are also 

allowed to work in secondary schools.

5 The compulsory teaching load for secondary school teachers is 2 0  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 m eet on their salary, they are forced to m oonlight. Only those financially assisted by their fam ilies can afford to do w ithout second and third jobs.

6 Before 19 89 , primary education covered students aged 6 -1 4  and secondary education 1 5 -1 8 . Since then, the m onolithic 8 + 4  structure has loosened up, and 

com prehensive schools w ith a 6 + 6  or 4 + 8  structure have becom e fairly com m on.

7 In 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 tim e they begin their first 'norm al year'.
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was argued by a non-native tha t any NEST's stock 
o f co lloqu ia l expressions, id iom s and phrasal 
verbs was incom parab ly  richer than any non- 
NEST's. 'Natives can answer any questions, even 
from  the  area o f b io log y  o r chem istry,' she said.
In add ition , they serve as a vast source o f cultural 
know ledge  (C hapter 6.4).

A  native partic ipan t m entioned  th a t 'M y presence 
in itse lf has a lo t o f va lue' -  a presum ptuous 
sta tem ent which was co rrobora ted  by a non- 
NEST: 'The m ere presence o f a native acts as a 
m otiva ting  factor.' NESTs were said to  com m and 
respect, because 'S tudents h a v e  t o  speak in 
English when they 're  speaking to  me [...], which 
is w hat it w ou ld  be like if they trave lled  abroad 
anywhere.' 'Natives can say a ny th ing / com p la ined  
a n o n -N E S T . 'They are even f o r g iv e n  f o r  th e ir 
mistakes.' But the  claim  tha t really bogg les  the 
m ind came from  a NEST: 'In a sense you can 
th row  away all your tra in ing  and techn iques and 
jus t be yourself. Being yourse lf is the central 
e lem ent.'

Nonetheless, a few  handicaps were s ing led 
out, too . A m ong  them , the  gaps in the  NESTs' 
gram m atica l know ledge  ranked at the  to p  
(C hapter 6.3). As a native lam ented, 'This is 
w rong and th is is the  correct way you should 
say it, I know, bu t I can't explain w hy it's w rong 
o r right.' A no the r NEST rem arked tha t 'M ost 
native teachers I know  never really came across 
g ram m ar until they started teach ing  it. So you 
have to  learn it as you go  a long.' However, m ost 
NESTs w ork ing  in Hungarian secondary schools 
do  no t have to  teach gramm ar. In our sample, 
too , except fo r the  native in the  b ilingua l school, 
dea ling  w ith g ram m ar was the  exclusive liab ility  
o f the  non-NESTs: 'I d o n 't teach gram m ar, so I 
rarely g e t asked g ram m ar questions.' This be ing  
the  case, the  snappiest native partic ipan t could 
afford to  laugh away his ignorance like this: 'O f 
course I have no idea o f grammar.'

In fo u r ou t o f the  five partic ipa ting  schools, 
there  was a d is tribu tion  o f w ork betw een the 
NESTs and the  non-NESTs (C hapter 8). In th is 
set-up, the  natives were com m issioned to  teach 
conversation, usually in one or tw o  lessons a 
week, whereas the  non-natives, be ing  the 'ch ief 
teachers', had to  deal w ith  everyth ing else.
This im p lied  tha t the  NESTs had as many as ten 
groups to  teach w itho u t be ing  in charge o f any 
o f them . 'This isn 't right,' said a non-NEST, 'b u t

they shou ldn 't take responsib ility  fo r a g roup  
before  they becom e aware o f the  needs o f 
Hungarian students, o r are clear abou t language 
exam inations in Hungary' (C hapter 6.5). A n o the r 
non-native added  tha t 'native co lleagues d o n 't 
g e t g roups because they are no t qua lified  
teachers; ch ild ren  sense this.'

A no the r g la ring  de fec t in the  NESTs' reperto ire  
was th e ir lack o f Hungarian (C hapter 6.6). Now 
tha t the  rights o f L1 use in the fo re ign -language  
classroom had been reinstated, the NESTs w ith 
no know ledge  o f Hungarian fe lt hand icapped:
'I can't explain fully, especia lly w ith  beginners, 
and it can be frustra ting.' Precisely fo r th is reason 
a non-NEST said: 'I w o u ld n 't g ive a beg inners ' 
g roup  to  a native unless he speaks Hungarian.' 
W ith regard to  e rro r correction, ano ther non­
native said tha t 'If natives d o n 't speak the 
s tudents ' m o ther tongue , they cannot really 
"in te rp re t" the m istakes the  students make.' This 
may explain why the natives, as a rule, were so 
re luctant to  o ffe r e rror correction  (C hapter 6.4). A 
lack o f Hungarian may also be conducive  to  a lack 
o f em pathy (C hapter 6.5), a rem ark paraphrased 
by a NEST like this: 'Being a native speaker, it is 
d ifficu lt fo r you to  appreciate  what the  students 
are g o ing  th rough  when they're  learn ing English.' 
The NEST w ho speaks no Hungarian 'misses a lot, 
does no t realise when students are be ing  nasty 
o r funny.' This leads on to  the  m ore general issue 
o f cu ltural d e fic it tha t NESTs are bound  to  suffer 
from  in a Hungarian school env ironm ent and 
beyond (C hapter 6.4).

The NESTs were also critic ised fo r th e ir casual 
a ttitude : 'The native is jus t m aking friends w ith 
the  students,' said a non-native. 'The students 
d o n 't v iew  him as a teacher, bu t jus t as a young 
chap messing abou t in sneakers.' The NESTs 
were sim ilarly lax in setting requirem ents. 'I 
d o n 't fo rce  anybody to  do  anyth ing,' said a NEST 
contented ly, on ly to  be rebuked by a non-NEST: 
'The students do  no t feel tha t they need to  
prepare from  lesson to  lesson.' Be tha t as it may, 
the  fact th a t the NESTs were re legated  to  teach ing 
conversation justifies th e ir insouciant a ttitude  to  a 
certa in degree.

Another characteristic feature o f the NESTs was 
that, again, except fo r the teacher in the bilingual 
school, they d id  not use coursebooks (Chapter 
6.3). This was due to  tw o things, said a non-NEST: 
'They d on 't like them  and they feel coursebooks
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lim it the ir work.' It is a pity, she went on, because 
'students have difficulties storing photocop ied  
handouts.' According to  another non-native, the 
NESTs' permissive teaching style also featured 
in the ir reluctance to  assign hom ework and give 
grades. The NESTs 'are used as "props" at the school 
or as "status symbols",' concluded a non-native.

How the non-NESTs behaved

Providing that the assumptions m ade in earlier 
chapters are valid, the reverse o f what is said about 
NESTs should apply to  non-NESTs. In fact, this 
proved to  be particularly true in our example, where 
the intrinsic differences between the tw o groups 
were com pounded by the discordances found 
in the ir training, fo re ign-language com petence, 
experience and fam iliarity w ith the local context.

To beg in  w ith the  cons, the non-NESTs' most 
conspicuous handicap, in th e ir own judgem ent, 
was the ir faulty com m and o f English (Chapter
5.1). 'Because this is a learned language, it doesn 't 
com e spontaneously,' said a non-native. In spite 
o f the fact that all o f them  had been to  English- 
speaking countries, w ith a duration ranging from  
tw o  weeks to  one-and-a-half years, they adm itted  
to  having problem s w ith basically every aspect o f 
com petence, bu t especially w ith pronunciation, 
vocabulary and co lloqu ia l expressions. Since 
non-NESTs have far less contact w ith English as 
it is used in real com m unicative situations, the ir 
usage is often out-of-date  and smacks o f tex tbook 
language. As a native partic ipant po in ted  out, 'You 
need to  know not just the grammar, bu t where to  
use it, when it sounds right, when it sounds wrong, 
and a non-native speaker has to  know a hell o f a 
lo t in o rder to  be able to  do  th a t ' On the o ther 
hand, 'even natives argue and w onder a lo t about 
both  vocabulary and grammar,' noted a non-NEST, 
'Children are aware o f this and upset abou t it.'
But the real troub le  is that non-NESTs pass the ir 
m istakes and inappropriacies to  the ir students. As 
a native observed, 'All students say p u l lo v e r .  It's 
not w rong bu t the m ore com m on w ord is ju m p e r .  
But p u l lo v e r  is easier fo r students.' To make matters 
worse, said a non-NEST, 'non-natives m ix the tw o 
languages ind iscrim inately w hile  teaching'.

In the long list o f assets, g ram m ar occup ied  the 
p ride  o f place (C hapter 6.3). Thanks to  both  the ir 
own learn ing experience and th e ir tra in in g , most 
o f ou r non-native partic ipants cla im ed to  have in- 
dep th  know ledge  o f the  structure o f English and

a m eta-cognitive  awareness o f how it w orked. 
This was acknow ledged  by the  NESTs as well: 
'The non-native teacher has learned gram m ar 
and is able to  convey tha t to  peop le  very clearly 
w ith  no wastage, whereas I w ou ld  have to  look 
th ings up m ore often to  find  ou t what it was I was 
be ing  asked about.' And  when push came to  
shove, non-NESTs m igh t call on L1, to o  (C hapter 
6.6). 'It m ust be w onderfu l to  be Hungarian 
and if students have a p rob lem  to  explain it in 
Hungarian,' said a native partic ipant.

The interviews w ith  the  non-NESTs also 
revealed a high level o f professional awareness. 
In recogn ition  o f th e ir lingu is tic  strengths 
and weaknesses, they knew how to  make 
im provem ents (C hapter 10). The m ost readily 
available fo rm s o f language practice inc luded 
reading books and magazines, w atching film s 
on v ideo  and TV, and ta lk ing  to  English-speaking 
friends. In add ition , one partic ipan t considered  
his university studies, and another one the  act 
o f teach ing  itself, as a means to  be tte r the ir 
com m and o f English (C hapter 9). The non-NEST 
in the  b ilingua l school found  tha t discussing 
professional issues in the  staffroom  was no t only 
the  best fo rm  o f in-service tra in ing , bu t also an 
effective way o f practis ing English.

Having m oved along the  same road as th e ir 
students, non-NESTs 'm ay rem em ber those 
d ifficu lties from  th e ir own learn ing ' (Chapter
6.2), which was supposed to  make them  m ore 
sensitive and understand ing  (C hapter 6.5). 
Furtherm ore, since they were m ore fam ilia r 
w ith  general educationa l goals, inc lud ing  
curricu lar and exam requirem ents, as well as 
the  students' ind iv idua l goals, they were be tte r 
prepared  to  p roduce  m ore realistic and concrete 
teach ing  plans. Conscious o f th e ir linguistic  
defic iencies, the  non-NESTs c la im ed to  prepare 
m ore tho rou g h  lessons plans, and, as a non- 
NEST rem arked, 'M aybe because I have three 
classes w ith the  g roup, there's m ore con tinu ity  
in my work.' The assum ption tha t non-NESTs 
were stric ter teachers may be expla ined by 
th e ir enhanced fee ling  o f respons ib ility  as well 
as an awareness o f be ing  'm ore  lim ited  by 
school regula tions and adm in istrative  tasks like 
g iv ing  marks.' In th is regard, a NEST fo rm ed  a 
negative view : 'A d isadvantage o f be ing  a non­
native teacher is having been b ro ug h t up in very 
fo rced  educationa l circum stances and possib ly 
som etim es passing tha t on.'
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In summary, bo th  the  NESTs and the  non-NESTs 
had m ixed fee lings abou t the teach ing  styles 
o f co lleagues from  the  oppos ite  g roup . Their 
statem ents w ou ld  have m ore face va lid ity  if it had 
no t tu rned  ou t tha t m ost o f them  had, in fact, little  
o r no d irec t experience o f observ ing  each other's 
classes. It is on ly  log ical to  suppose, therefore, 
tha t the  views expressed in the  interviews were 
based on a com b ina tion  o f previous experience, 
hearsay and hunches.

Cooperation between NESTs and non-NESTs

O nce it tu rned  ou t tha t the partic ipants were no t 
in the  hab it o f a ttend ing  each other's lessons, th is 
question arose: Was there  any coopera tion  at all 
betw een the  tw o  groups? (C hapter 8).

The p icture  received by the  researchers was 
am biguous. C ooperation  was by fa r the  closest in 
the  b ilingua l school w here NESTs and non-NESTs 
cla im ed to  'ta lk  and coord ina te  a lo t in general.' 
They w ou ld  even swap h igher-leve l g roups in 
the  m idd le  o f the  te rm . A  less close fo rm  o f jo in t 
w ork was reported  by a non-native partic ipant: 
'W e repo rt to  each o the r and I te ll h im  what 
I've covered and ask him to  support tha t [...].
He supp lem ents my work.' In s im ilar vein, one 
o f the  natives said tha t 'I'm  in constant contact 
every day, many tim es a day, w ith  the  non-native 
English teachers and the  o the r teachers,' bu t 
then he added : 'They're d o ing  th e ir  th ing  and I'm 
d o ing  my th ing '. A no the r NEST m ade it fe lt tha t 
th e ir coopera tion  s topped  at him  be ing  used as a 
language resource by non-native colleagues.

The rem ain ing tw o reports from  the  NESTs were 
qu ite  grim . A  newly arrived native was le ft ou t 
on a lim b  by his non-native co lleagues: 'I d o n 't 
know w hat the  students are d o ing  until they te ll 
me o r I ask them  [...]. The Hungarian teachers 
have organ ised  m eetings, bu t I ju s t stand in the 
corridor, have coffee, ta lk  to  students, I never 
take part'. The o ther native fe lt no less deserted : 'I 
d o n 't really know  w hat I'm supposed to  be do ing  
[...]. I ju s t ask the ch ild ren  where they are in the 
te x tb oo k  because it's easier than try ing  to  g e t any 
sense ou t o f the  non-native teachers'.

A  few  non-NESTs, on the  o ther hand, w ou ld  
accuse th e ir native co lleagues o f ignorance.
One o f them  said tha t his partner knew noth ing  
abou t the  Hungarian state language exam ination, 
and ano ther m entioned  tha t her partne r 'd id  
not know  th a t the class was com pu lso ry  also 
fo r those students w ho  were frequen tly  absent'. 
W hen asked w he ther there  was any cooperation  
betw een him  and his native co lleague, a non- 
NEST terse ly said: 'No. There's a lack o f trus t 
betw een us'.

There may be several reasons why, on the  whole, 
there was only a low  level o f co llabora tion  
betw een the  partners, the  main reason be ing  
tha t the  differences betw een the  tw o  cohorts 
were jus t to o  b ig  and m anifo ld . For one th ing , the 
natives were ne ither qua lified  nor experienced, 
especia lly not in com parison w ith  th e ir non ­
native partners. W hereas the  NESTs were typ ica lly  
m ono lingua l, speaking 'id io t Hungarian', as one 
o f them  said, non-NESTs were p ro fic ien t speakers 
o f at least tw o  languages (Hungarian and 
English). NESTs were typ ica l backpackers u rged 
to  'go  East', except fo r the m ost senior teacher in 
the b ilingua l school, w ho came as a spouse. To 
make matters worse, they w ou ld  only stay fo r a 
lim ited  period  o f tim e .8

A n o the r reason fo r lim ited  cooperation  may be 
tha t the  non-NESTs were just to o  overburdened  to  
engage in co llabora tion  w ith  anyone, let alone in 
a fo re ign  language. A lthough  the  official teaching 
load o f the tw o groups was the  same, m ost non­
natives were com pe lled  to  take on fa r m ore extra 
classes than th e ir native colleagues, in add ition  to  
th e ir extra-curricu lar school duties, postgraduate  
studies and fam ily com m itm ents. In short, the life 
o f any non-NEST in our sample was m ore d ifficu lt 
and stressful than tha t o f any NEST.9

8 Owing to bad salaries, young Hungarian EFL teachers do not stick it out, either. Rum our has it that an elderly teacher w ent up to a young colleague and asked: 

'Tell me, dear, do you plan to stay long enough for me to try and rem em ber your name?'

’ This may also explain, by the way, why several experienced non-NESTs refused to  engage in our study.
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A comparative analysis of the results

In th is part o f the discussion, the  views o f the 
partic ipants in th is study are com pared w ith the 
views o f the  respondents featuring  in Table 8 
(C hapter 6.3). The area o f investigation is the 
perceived teach ing  behaviour o f NESTs versus 
non-NESTs.

W ith  respect to  English-language profic iency, 
o u r study bore  ou t the assum ption pu t fo rw ard 
in the  previous chapters o f th is book tha t the 
NESTs spoke be tte r English than the non-NESTs. 
Their superio rity  em braced all fo u r skills and all 
areas o f com petence. There was a g reat deal 
o f corre la tion  betw een the  tw o  sets o f data 
specify ing the  NESTs' lingu is tic  strengths and the 
non-NESTs' lingu istic  weaknesses.

In like fashion, both  studies iden tified  the 
differences in teach ing  style betw een NESTs and 
non-NESTs. W ith  respect to  the  ca tegory labelled 
'G eneral a ttitude ' in Table 8, m ost items in the 
tw o  colum ns recurred in ou r study. Namely, as 
conversation teachers, the NESTs cou ld  afford to  
be innovative, flex ib le  and casual, as opposed  
to  the non-NESTs, w ho had to  app ly  m ore 
m idd le -o f-the-road , consistent and dem and ing  
teach ing  strategies in awareness o f the  prevalent 
educationa l constraints and th e ir students' needs. 
A t the  same tim e, the  fact tha t they were the 
sole bearers o f respons ib ility  s trengthened th e ir 
com m itm ent, too . Having encountered  the  same 
obstacles du ring  th e ir own language learning 
career as th e ir students, they were m ore likely to  
em path ise w ith  th e ir d ifficu lties; the  NESTs were 
supposed to  be in the dark abou t such hurdles.

Most o f the specific attitudinal features in Table 8 
were reiterated in our study. Non-NESTs were 
said to  have m ore insight into, and better meta- 
cogn itive  know ledge of, grammar, even though  
they could not m anipulate linguistic structures 
w ith the same ease as NESTs; the  d is tribu tion  o f 
w ork between the NESTs and the non-NESTs in 
our sample accentuated the ir d ive rgent foci o f 
a ttention. The non-natives in the present study, too, 
were found to  stick to  the  textbook, whereas the 
natives were reported to  use a variety o f materials 
instead. It was also confirm ed tha t the  NESTs 
were more to le ran t o f student errors. For lack o f

com petence in Hungarian, they could not turn to  
it fo r help. W hile  they were better informants o f 
the cultures o f the English-speaking w orld  (and 
certainly o f the cultural heritage o f the British Isles) 
than the ir non-NEST colleagues, they fe lt culturally 
handicapped in the Hungarian environm ent.

There were tw o fu rther issues that em erged in this 
study w ith particular force. One concerned the 
strong m otivational effect the natives b rought to  
bear on the ir students, by virtue o f using English as 
a genuine vehicle o f com m unication. The students 
sim ply had to  use English if they needed to  interact 
w ith the ir native teacher -  this was obviously not 
the case with the ir non-native teacher. The other 
issue had to  do  w ith lesson p lanning: the non- 
NESTs were reported to  be m ore conscientious 
in the ir preparation and the ir plans had more 
professional relevance. Their efforts may have been 
spurred in part by an awareness o f gaps in the ir 
English-language competence.

On the o the r hand, certa in features h ig h ligh te d  in 
Table 8 were d isregarded  by our partic ipants. For 
exam ple, there  was no m ention  o f w he ther our 
NESTs, too , favoured oral skills, teach ing  items in 
context, free activities and g roup  and pair work, 
as opposed  to  our non-NESTs, w ho w ou ld  be 
expected to  lend m ore emphasis to  the  prin ted  
w ord, teach ing  items in isolation, con tro lled  
activities and fron ta l work. M ore im portantly, 
w hile  it is clear tha t the  tw o  sources o f results 
bear a g o o d  deal o f resem blance, there  is no 
way o f estab lish ing at th is p o in t the  degree  o f 
co rrespondence betw een p e r c e iv e d  behaviour 
and th e ir a c tu a l teach ing  behaviour. The analysis 
o f the  v ideo-reco rd ings was designed  to  shed 
ligh t on possible  discrepancies.

However, it looks certain tha t the  respective 
teach ing  behaviour o f NESTs and non-NESTs is 
closely connected w ith  lingu istic  matters, and 
at least som e o f the  d ivergences perceived 
betw een the  tw o  cohorts are de te rm ined  by 
th e ir d ive rgen t language backgrounds. The 
school p rincipa ls in our p ro jec t are likely to  have 
assigned to  the  NESTs the  jo b  o f conversation 
classes on grounds o f lingu is tic  considerations 
alone. Such a se lection crite rion  is o f dub ious 
value. C onsidering  the  NESTs' lack o f EFL tra in ing  
and experience, however, there is no d o u b t tha t 
the  princ ipa ls ' decision was u ltim ate ly  right.
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The video-recorded lessons

Observing the NESTs

The fou r conversation lessons g iven by the 
NESTs to o k  us by pleasant surprise .10 Instead o f 
'young chaps messing abou t in sneakers', fou r 
keen, active a n d  relaxed teachers were observed 
in contro l o f s im ilarly d isposed students. The 
success o f th e ir endeavours may be a ttribu ted  to  
several factors.

First o f all, the  unqua lified  NESTs were tim e tab led  
to  do  w ha t they knew best: to  use English fo r 
com m unicative  purposes (C hapter 6.1). A ll o f 
them  spoke some local variety o f British English, 
and, ju d g in g  by th e ir reactions, the students 
were ab le  to  understand them  w itho u t undue 
effort, even though  the  NESTs spoke at a lm ost 
norm al speech rate. They were able to  express 
the  desired message econom ica lly  and clearly, 
bu t th e ir lingu istic  advantage over the  non-NESTs 
becam e especially pa lpab le  when instructions 
were be ing  given.

In add ition  to  serving as 'pe rfec t language 
m odels', the NESTs were rich sources o f cultural 
in form ation , h ighb row  as well as low brow , 
abou t any to p ic  around which the  lessons were 
structured: the  ju ry  system in Britain, charity 
projects, the  'ideal w o rld ' o f John Lennon, and 
the  g im m icks o f advertis ing. M eanwhile, in 
an e ffo rt to  bu ild  cross-cultural bridges, they 
kep t inqu iring  abou t Hungarian trad itions, fo r 
exam ple, fo lk  art and the  local version o f Santa 
Claus. These 'deba ting  societies' seem ed to  b ring  
a w elcom e break in the  students' da ily routine.

Apart from  the  g oo d  choice o f top ics, the  overall 
success o f the  lessons was ensured by tho rough  
prepara tion  -  contrary to  hints in the  interviews. 
Since none o f the  NESTs were using coursebooks, 
they des igned  th e ir own m aterial in the fo rm  o f 
new spaper cut-outs, posters and worksheets. 
S tudents were also requ ired  to  p repare th e ir own 
m ateria l fo r the  pro jects to  be presented. Thanks 
to  m eticu lous p lann ing, the  NEST lessons had a 
clear structure w ith  activ ities linked to  each o ther 
in log ica l order.

The fo u r NESTs proved to  be g oo d  facilitators. 
Untra ined they may have been as EFL teachers, 
bu t they were w e ll-tra ined debaters, app ly ing  
w ith  dexte rity  the  e tique tte  o f agree ing, 
d isagree ing , cha lleng ing, hesitating, and so on. 
They som etim es to o k  up a contrary position  jus t 
fo r the  sake o f s tirring  debate , bu t they d id  not 
h ide  th e ir  own personal op in ions, e ither. For 
exam ple, when a boy said tha t w om en should 
no t be a llow ed on the  jury, the  teacher rem inded 
him tha t the  ancient sym bol o f justice  was a 
wom an, Justitia, w ith  scales in one hand and a 
sword in the  other. O u r general im pression was 
tha t the  NESTs professed to le ran t views, re flected 
in the se lection o f d iscussion top ics  as well as in 
com m ents such as 'John Lennon's w orld  may not 
be realistic bu t still that's his dream '. Or, when a 
s tudent said tha t Nazis should  be barred from  
the jury, the  teacher countered  that, fo r all his 
personal aversion, n obody  shou ld  be excluded 
on the basis o f th e ir po litica l allegiances. But 
above all, the NESTs were g oo d  listeners who 
showed genuine  interest in w hatever the students 
had to  say (C hapter 6.5).

The classes had a relaxed a tm osphere, w ith 
the  teachers behaving in an ostenta tiously 
non-teacherly fashion. They d iscarded several 
e lem ents o f the educationa l cu lture  custom ary 
in Hungarian schools. For exam ple, they d id  not 
expect to  be fo rm a lly  g ree ted  upon en te ring  and 
leaving the  classroom, nor d id  they call on shy or 
re luctant students o r correct errors unless they 
h indered  unders tand ing .11

The NESTs' casual a ttitude  was m anifest in 
o the r respects, too . For exam ple, they were 
m oving a lo t betw een the  b lackboard  and the 
students, th e ir m ovem ent be ing  fac ilita ted  by the 
horseshoe arrangem ent o f desks. D uring  pair and 
g ro up  activities, they often crouched before  the 
s tudent they w anted  to  listen or ta lk  to, so tha t 
th e ir eyes w ou ld  be at the  same level. Speaking 
o f pa ir and g roup  work, the researchers could  
no t help notic ing  that, far m ore often than not, 
the  students used Hungarian am ong them selves 
(Hancock 1997).

10 As m entioned earlier, the fifth NEST was a 'norm al' teacher in the b ilingual school; her lesson is exam ined together with the non-NESTs.

11 W e w ondered about the causes of the pidginised English that most of the students sp o ke -su re ly , NESTs had not spent a long enough tim e to be the culprits!
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H um our was in g reat abundance in all fou r 
lessons. It typ ica lly  featured in one-liners, like 
these: 'I'll g ive you one-and-a-ha lf m inutes 
because I'm generous'; 'Earnings, no t earrings'; 
'U narm ed doesn 't mean tha t he has no arm '
(while  show ing tha t the  arms w ou ld  not be 
cut off). On another occasion, the  teacher 
de libe ra te ly  pu t up a w ord  w ith  a spelling  
mistake, and when the m istake was spo tted  by 
a student, she said: 'G ood, so you are lis ten ing !'
A  few  m inutes later, the  same teacher praised 
those w ho had designed  funny d istractors fo r a 
m u ltip le -cho ice  exercise. Exchanges betw een 
teacher and s tudent were often o f a teasing kind, 
like th is one:

T e a c h e r : W e'll fin ish th is the  next tim e.
S tu d e n t :  Sure?
T e a c h e r : Believe me.

The students were also a llow ed to  make w itty 
remarks -  it is a p ity  tha t all o f them  were 
p roduced  in Hungarian.

Finally, a caveat abou t the NEST lessons: they 
were found  successful in com parison to  our 
expectations, rather than in an absolute sense. As 
a m atter o f fact, the teachers' perform ances were 
rife w ith  professional errors, b ig  and small. Some 
activ ities were launched and never fin ished; 
the  teacher spen t an unduly long tim e  w ith  a 
certa in g roup  at the expense o f the  others; after 
the  g roups had d w e lt on a task fo r ten m inutes, 
some were no t g iven the  chance to  present the ir 
pro ject; discussions occasionally d ragged  on 
endlessly, stealing the  tim e  from  o ther tasks; 
w h ile  one NEST ran ou t o f tim e, another one ran 
ou t o f ideas, and so on. But d o n 't teachers w ith 
long  experience  com m it the  same mistakes?

Observing the Non-NESTs

A lthough  the non-NESTs com pla ined a lo t abou t 
th e ir language handicaps In the interviews, 
it tu rned  ou t tha t all five o f them  were fluen t 
speakers o f English, tw o  be ing  what is often called 
near-native speakers (Chapter 2.3). Except fo r 
one teacher, the non-NESTs used English alm ost 
exclusively during  th e ir lesson. This is in stark 
contrast to  the claim vo iced in the  interviews that 
a great advantage o f non-NESTs over NESTs was 
th e ir capab ility  o f d raw ing  on the m other tongue  
fo r assistance (Chapter 6.6). It was only the  fifth  
partic ipant to  w hom  the  statem ent tha t 'non-

natives m ix the tw o  languages ind iscrim inately 
while  teach ing ' app lied, as he was often caught 
code-sw itch ing even in m id-sentence. Incidentally, 
he was perhaps the  m ost creative and energetic 
teacher in the non-NEST sample.

The teachers them selves insisted on using 
English all the  tim e, bu t d id  no t dem and th e ir 
students to  fo llo w  suit. The use o f Hungarian was 
m ost conspicuous during  pair and g ro up  w ork  - 
a case o f unp rinc ip led  len iency shared by both 
cohorts. W hile  acknow ledg ing  the laudable  aims 
o f th is fo rm  o f practice, one is bound  to  ask: W hat 
is the p o in t o f a g roup  activ ity which, fo r instance, 
requires a tw en ty-m inu te -long  prepara to ry 
d iscussion in Hungarian only to  y ie ld  a one- 
sentence advertisem ent in English?

In consonance w ith  the in terview  data, fo u r o f the 
five lessons were b u ilt a round some aspects o f 
gram m ar but, in contrast w ith  the  data in Table 8, 
practice was no t dom ina ted  by con tro lled  
activities - a vast array o f techn iques and 
procedures, inc lud ing  com m unicative  tasks, was 
app lied  to  teach the structural patterns in context. 
In o the r respects, too , the non-NEST lessons were 
m ore varied than the  NEST lessons, w ith  the  main 
stress fa lling  on speaking skills th roughou t.

However, som e o ther results o f Table 8 were 
co rrobora ted . Thus, all five non-natives re lied on 
one, o r as many as four, d iffe ren t coursebooks, 
resorted to  m ore e rror correction, checked the 
students' w ork  m ore consistently and assigned 
m ore hom ew ork than th e ir native colleagues.
As expected, the  non-native classes were p oo r 
in cultural con ten t (C hapter 5.1): fo u r lessons 
conveyed hardly any cu ltural in form ation , 
whereas the  in fo rm ation  supp lied  in the  fifth  
lesson abou t the  British school system was some 
th irty  years ou t o f date.

W ith  respect to  class a tm osphere, d raw ing  any 
com parison betw een the  tw o  cohorts w ou ld  be 
unfair, because conversation classes are free r by 
nature. Nevertheless, a congenia l a tm osphere 
was characteristic o f th ree  lessons. In add ition  
to  activities e lic iting  hum our such as charades, 
tongue  tw isters and mimes, there were a lo t o f 
w itty  asides ('I'm  like the O rszágh-d ictionary. I jus t 
supp ly  the  words.'). O ne teacher exercised self­
irony when he responded to  a s tudent correcting  
him, like this: 'You may draw  my attention  to  my 
mistakes because I do  make mistakes.' Some
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non-natives rounded o ff th e ir classes w ith 
cheerfu l com m ents, such as 'You were great 
today. I liked w ork ing  w ith  you.' and 'Thank you 
fo r your coopera tion . Have a nice day. See you 
on Monday.' In defiance o f a p red ic tion  m ade 
by a NEST tha t the  non-NESTs w ou ld  keep th e ir 
students sitting  all the  tim e, the  students had 
am ple  o p p o rtu n ity  to  move am ong the  desks 
arranged in a horseshoe shape.

In contrast, tw o  NESTs im posed  fo rm a l d iscip line, 
expecting  the  class to  g ree t and take leave o f 
them  in chorus and the  g roup  m on ito r to  report 
at the beg inn ing  o f the  lesson. Possibly also upset 
by the  v ideo-cam era, they both  looked rather 
im p a tie n t12, especia lly after they had realised tha t 
they w ou ld  run o u t o f tim e. B lam ing the  students 
fo r th e ir flop , one o f them  escaped into sarcasm: 
'You're w riting  these dow n, aren't you? O f course 
you are', and 'D o n 't advertise your own personal 
p rob lem s because they 're  expensive'. Tension 
caused the  students to  stare at th e ir books 
speechlessly, on ly to  becom e unruly du ring  
g ro up  and pair work.

In our samples, tw o  teachers stuck ou t like 
sore thum bs: the  NEST from  the b ilingua l 
school whose b rie f was to  teach gram m ar 
and the  non-NEST w ho was d o ing  a 
conversation class. Both were m isfits in th e ir 

own ways. The trou b le  w ith  the  NEST was 
tha t she was unqua lified  to  teach grammar, 
there fore  she relentlessly p lo d d e d  th rough  
the  coursebook exercises. Strangely 
enough, she was the  only NEST w ho 
adhered to  classroom form alities, perhaps 
in an e ffo rt to  com pensate  fo r be ing  a 
fo re igner. The non-NEST's conversation 
class was no less m iserable; as her fee ling  
o f frustra tion  grew, she g radually  lost all 
sense o f t im ing  and touch w ith  her students. 
Their fa ilu re  may be due to  the  fact tha t they 
had taken on a role they were no t f it  for: 
the NEST m igh t have been m ore successful 
had she held a conversation class, and the 
non-NEST m ig h t have done  be tte r had she 
focused on gramm ar.

2 After several fu tile  attem pts to get across the m eaning of the word im patient, the teacher asked with no feigned impatience: 'Now, shall I write im patient 
on the board or not?'
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Summary
Even a glance at the  particulars o f the ten partic ipants selected fo r the  study reveals enorm ous 
d ifferences: unqua lified , inexperienced, m onolingua l, adventurous and relaxed natives on the  one 
hand, and w e ll-qua lified , experienced, b i/p lu rilin gu a l, settled and overbu rdened  non-natives on the 
other. This may account fo r the  looseness o f coopera tion  betw een NESTs and non-NESTs, as well as 
fo r the  adop tion  o f cons ide rab ly  d iffe ren t teach ing  strategies. It w ou ld  be m ore d ifficu lt to  ascertain, 
however, the extent to  which these differences are due to  d ivergences in th e ir language o r professional 
backgrounds.

As fo r the d ifferences in language profic iency, even though  all five non-NESTs were fluen t speakers 
o f English, they were unable to  em ulate  NESTs on any coun t o f language com petence. The NESTs' 
authen tic ity  was ensured by representing a d iffe ren t cu ltural heritage: they were carriers o f a set o f 
values and ideas which were often at variance w ith  the  students' expectations. The students seem ed to  
derive  a g reat deal o f m otivation from  the  o p p o rtu n ity  to  opera te  at the  interface o f tw o cultures.

W ith  respect to  the  d ifferences in a llocated roles, fo u r NESTs had been p re -o rda ined  to  teach 
only conversation classes, leaving the  lion's share fo r non-NESTs - th is was a wise decis ion in our 
judge m en t. A lth ou g h  Seid lhofer is r ig h t in saying tha t 'There has often been the  danger o f an autom atic 
extrapo la tion  from  c o m p e t e n t  s p e a k e r  t o  c o m p e te n t  t e a c h e r  based on lingu istic  g rounds alone, w itho u t 
tak ing  in to  consideration  the  criteria o f cultural, social and p ed agog ic  appropriacy ' (1996: 69), it 
appears to  be a fa ir assum ption tha t even untra ined NESTs can be used e ffectively fo r certa in teach ing 
purposes -  and no t m erely as 'status symbols'.

The differences in teach ing  style betw een NESTs and non-NESTs may be best characterised w ith  tw o 
com m ents. A t one point, a non-NEST said to  her class: 'And now I'd like to  teach you a tongue  tw ister.' 
C om pare th is to  w hat a NEST said in the  in terview : 'W ell, there's no th ing  in particu la r I w ant to  teach 
those kids.' A lthough  both  in tended  to  teach th e ir students to  com m unicate , they clearly had tw o 
d iffe ren t kinds o f com m ission. W ith  ta ng ib le  chunks to  teach, the  non-NESTs favoured a step-by-step 
approach. W ith  no such handrails to  hold on to , the  NESTs kept pushing th e ir s tudents a long a never- 
end ing  path. Hence the  researchers' d ifficu lty  in m aking th is com parative  analysis any m ore transparent.

In an era o f po litica l correctness, one often reads references to  classics o f the profession. In a p lenary 
lecture, van Essen (1994) rem inded  us, fo r exam ple, tha t 'As long ago as 1899 Henry Sweet, qu ite  
unequ ivoca lly  as was his wont, gave the fo llo w in g  verd ic t: tra ined  non-native teachers are be tte r than 
untra ined native ones.' It to o k  us a hundred years to  realise tha t the  p icture  is m ore com p lex than that.
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CHAPTER 1 2

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-NESTs.

V_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ J

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 Im peria lism , 
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.

1 1 would like to express my gra titude  to  my co-author fo r g iv ing  m e the perm ission to  re-publish our paper in th is adapted version. The o rig ina l paper, entitled 
'Differences in teaching behaviour between native and non-native speaker teachers: As seen by the learners', was published in 2005 in E. Llurda (Ed.), 
Non-native Language Teachers: Perceptions, Challenges and  Contributions (195-215). Springer. M any thanks also to  the respondents o f the study and to 
colleagues who kindly contributed to  the  adm in is tra tion o f the questionnaires.
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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, a fact 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 in the TESOL Research 
Agenda (June 2000) as an item in 'Priority 
Research Areas and Questions'. In this TESOL 
document, the following NS/NNS-related 
questions are offered for further research:

• 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
Atota l 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.
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Table 13: Participant characteristics

Frequency Per cent
School type Secondary school (vocational+grammar) 59 14.0

Bilingual secondary school (vocational+grammar) 205 48.6
College ( teacher training, business) 26 6.2
University 92 21.8
Private language school 32 7.6
Missing 8 1.9
Total 422 100

Location of school Budapest 305 72.3
Outside Budapest 117 27.7
Total 422 100

Age of participant <20 276 65.4
2 0 -3 0 131 31.0
30> 14 3.3
Missing 1 0.3
Total 422 100

Gender Male 202 47.9
Female 218 51.7
Missing 2 0.5
Total 422 100

Years of English 
studies

<5 82 19.4
5-10 250 59.2
10> 80 18.9
Missing 10 2.5
Total 422 100

Years of NS teacher's 
instruction

<2 219 51.8
2-3 119 28.2
4-5 51 12.1
6> 10 2.5
Missing 23 5.4
Total 422 100

Level of language 
proficiency

Lower intermediate 27 6.4
Intermediate 92 21.8
Upper intermediate 179 42.4
Advanced 100 23.7
Missing 24 5.7
Total 422 100
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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 at the time of the survey, 
the majority of the population under study is 
below 20 years of age. In terms 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 a year's NS 
instruction was included in the sample.

The instrument
The research instrument applied was a multi-item 
questionnaire. (For a translated version of the 
questionnaire, 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 
questionnaire development was facilitated by the 
results of two earlier studies (Medgyes 1994, Ârva
& 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.

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 a four-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 a five-point Likert- 
type scale to assess the extent to 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 as to 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 Likert answer
%

strongly disagree-—strongly agree 
%

Mean SD 0 1 2 3 4 5
assigns a lot of homework 4.04 1.23 2.4 5.7 11.6 3.3 29.6 47.4
prepares conscientiously for the 
lessons

3.94 1.12 2.6 3.8 10.9 0
°

C
O 37.4 36.5

corrects errors consistently 3.72 1.22 2.1 3.3 20.9 7.8 33.9 32.0
prepares learners well for the exam 3.51 1.15 2.9 3.8 22.5 9.5 43.1 18.2
assesses my language knowledge 
realistically

3.50 1.20 3.1 5.2 19.9 15.6 33.9 22.3

relies heavily on the coursebook 3.22 1.36 2.6 12.3 27.5 2.1 37.7 17.8
is interested in learners' opinions 3.19 1.31 2.1 7.3 35.3 5.5 30.8 19.0
puts more emphasis on grammar 
rules

3.16 1.28 2.1 8.1 33.9 4.5 36.7 14.7

sticks more rigidly to lesson plan 3.13 1.13 2.4 4.5 36.5 5.2 45.0 6.4
is too harsh in marking 3.13 1.17 2.5 13.0 47.6 6.6 24.4 5.9
sets a great number of tests 3.09 1.33 2.6 11.1 33.2 4.5 33.4 15.2
prefers traditional forms of teaching 3.06 1.14 4.1 7.3 29.4 18.2 32.5 8.5
applies pair work regularly in class 3.05 1.35 2 12.1 34.8 2.8 32.7 15.6
uses ample supplementary material 3.03 1.28 2.6 9.0 38.6 3.1 33.9 12.8
applies group work regularly in 
class

2.81 1.30 2.4 14.7 39.6 2.8 30.8 9.7

directs me towards autonomous 
learning

2.73 1.19 2.3 14.5 36.5 13.5 27.5 5.7

runs interesting classes 2.7 1.21 2.1 10.0 52.1 1.2 26.5 8.1
is happy to improvise 2.64 1.22 2.4 16.8 38.4 12.6 22.5 7.3
speaks most of the time during the 
lesson

2.62 1.2 2.6 13.5 49.1 2.1 26.5 6.2

provides extensive information 
about the culture

2.6 1.28 2.1 16.8 45.5 6.2 18.5 10.9

focuses primarily on speaking skills 2.54 1.18 2.5 15.9 47.2 5.2 24.2 5.0
prefers teaching 'differently' 2.38 1.08 2.4 19.4 43.8 17.1 12.8 4.5
is impatient 1.99 1.15 2.6 41.5 34.6 6.2 11.1 4.0

The bold type in the table indicates the view of the majority of the respondents who agreed or 
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 last two 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 1.31 2.9 5.7 12.1 4.7 32.2 42.4
is happy to improvise 3.68 1.41 2.1 6.6 18.0 8.1 32.5 32.7
provides extensive information 
about the culture

3.62 1.38 2.4 8.1 22.0 4.0 28.7 34.8

is interested in learners' opinions 3.53 1.39 2.5 11.4 18.2 4.7 33.6 29.6
applies group work regularly in 
class

3.48 1.31 2.6 7.8 23.7 3.1 39.3 23.5

runs interesting classes 3.42 1.43 2.4 12.8 21.8 2.6 32.9 27.5
prepares conscientiously for the 
lessons

3.41 1.26 2.7 8.5 24.6

00CO 28.9 26.5

prefers teaching 'differently' 3.38 1.37 2.2 8.5 20.1 14.7 34.8 19.7
assesses my language knowledge 
realistically

3.36 1.17 3.3 5.9 20.9 19.2 34.1 16.6

applies pair work regularly in class 3.34 1.41 2.4 13.5 22.3 2.6 36.0 23.2
uses ample supplementary material 3.24 1.36 2.6 10.2 29.6 5.2 31.8 20.6
corrects errors consistently 3.21 1.26 3.0 7.1 30.8 10.0 32.7 16.4
speaks most of the time during the 
lesson

3.00 1.37 2.1 13.5 35.8 2.4 30.1 16.1

sticks more rigidly to lesson plan 2.76 1.46 2.4 21.8 34.4 5.2 17.5 18.7
prepares learners well for the exam 2.76 1.28 3.4 16.8 34.1 9.7 27.5 8.5
directs me towards autonomous 
learning

2.52 1.18 2.9 25.6 29.4 13.0 23.9 5.2

prefers traditional forms of teaching 2.36 1.19 2.6 26.5 32.7 22.5 8.1 7.6
assigns a lot of homework 2.33 1.27 2.5 28.0 41.5 3.6 16.6 7.8
is too harsh in marking 2.28 1.18 3.3 27.5 39.3 10.0 15.2 4.7
relies heavily on the coursebook 2.18 1.15 2.1 41.9 29.6 3.6 12.6 10.2
puts more emphasis on grammar 
rules

2.03 1.19 2.2 36.7 41.2 4.5 11.1 4.3

sets a great number of tests 1.97 1.46 2.6 42.9 33.9 5.9 10.4 4.3

is impatient 1.92 1.28 2.5 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 a flair for deviating from their lesson plan (63,5 per 
cent). The results at the 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 that the 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 
to translate.

4.40 0.95 1.9 2.6 2.6 8.5 23.5 60.9

In an ideal situation both native and 
non-native teachers should teach you.

4.40 1.04 1.6 3.1 4.5 8.8 15.2 66.8

A non-native teacher can give more 
help for a beginner.

3.87 1.10 1.6 3.6 7.6 22.3 30.1 34.8

A native speaker teaches speaking 
skills and conversation more 
effectively.

3.78 1.11 1.9 3.6 9.5 23.9 29.1 32.0

Native speakers should teach at a 
more advanced level.

3.65 1.06 1.7 4.0 8.1 30.3 32.0 23.9

It does not matter what the teacher's 
native language is, the only thing that 
matters is how they teach.

3.53 1.13 1.7 3.3 14.9 32.2 22.5 25.4

There is no harm in the teacher using 
Hungarian every now and then.

3.43 1.22 1.9 5.2 20.9 23.2 23.9 24.9

It is essential that everything should 
be in English in an English lesson.

3.42 1.14 1.4 7.6 10.9 30.8 31.3 18.0

A non-native speaker teaches writing 
skills more effectively.

3.04 1.19 2 12.3 18.0 32.7 23.2 11.8

I would be ready to trade a non-native 
teacher for a native any time.

2.48 1.33 3.8 30.3 21.3 22.3 12.3 10.0

I wish I had only non-native teachers 
of English.

1.43 0.93 1.9 75.6 11.6 5.0 3.3 2.6
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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 'It 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 respect to disagreements, 'I 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 'I wish I 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 'I 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

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 respect to 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 a feature 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 a few quotations for illustration:

1 a m  a b s o lu t e l y  p o s i t i v e  t h a t  a n a t i v e  t e a c h e r  is m o r e  - : o r ; : e r :  5 " :  
can  te a c h  t h e  l a n g u a g e  m u c h  better. '
(a 2 2  y e a r -o ld  f e m a l e  u n iv e rs i t y  le a rn e r )

1 h a v e  b e e n  a b le  t o  u n d e r s t a n d  n a t iv e  E n g l l s ^  s c e e r  ; v :e  : . a  

t a u g h t  by  a na t ive .  It is an acoustic  d e lig h t t :  ;'s :e r : :  : r e r,\  . . .  -e:
t h e y  a re  s p o i l t  a n d  are s o m e t i m e s  to o  casuak  
(a 2 2  y e a r -o ld  m a l e  u n iv e rs i t y  l e a r n e r 1

‘ P r o n u n c ia t i o n ,  p r o n u n c ia t i o n ,  p ro im m  c ' a c j  .
(a 1 7  y e a r -o ld  s e c o n d a r y  s c h o o l  le a r n e r

'A n a t iv e  s p e a k e r  f i n d s  it  m o r e  d i f f i c u l t  to  u nd e rs ta n d  a s e n te n c e  
t h a t  w a s  t h o u g h t  o f  in H u n g a r i a n  b u t actua lly  said in E ng l ish : '
(a 3 2  y e a r -o ld  m a l e  f r o m  a l a n g u a g e  s c h o o l )

'N o n - n a t i v e s  ta k e  t h e  E n g l i s h  le sson  t o o  s e r io u s ly  -  as if it w a s  a 
g u e s t i o n  o f  i i fe  o r  d e a th ,  i f  y o u  m a k e  a m is ta k e ,  y o u  d ie . ’
(a 2 8  y e a r - o ld  m a l e  c o l l e g e  le a rne r )

'They are s o m e t i m e s  n o t  very  a c c u ra te  a n d  t h e y  c a n ' t  spe l l  -  
e s p e c ia l l y  A m e r i c a n s . '
(a 1 6  y e a r -o ld  s e c o n d a r y  s c h o o l  le a rn e r )
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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 a third 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-NESTs, the problems we 
encounter and the challenges we have to meet. Some readers may close the book 
with the feeling that I have taken a fatalistic attitude: "You're born a non-NEST, you 
die a non-NEST!" They may argue that I 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, I 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 I 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 I have examined throughout the book.

While analysing the NEST/non-NEST discrepancy, I have consistently used the 
term teacher education, instead of teacher tra in ing. As I 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 a teacher, 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 a teaching  
ph ilosophy  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.

I regard the ability to be reflective  as a far more important condition for success 
than any other factor, including that of language proficiency. In writing this book, I 
set out to make my own contribution to raising the self-awareness of all teachers, 
particularly us non-NESTs. To the extent that I have achieved this goal, I am content.
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© I f  you are a non-NEST, 
you m ight like to do this 
questionnaire and compare 
your responses with other 
non-NEST colleagues.

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 Native language(s):__________________________________________________

2 Age: 20-30 □  30-40 □  40-50 □  50-60 □  60+ □

3 Major area of study (specialisation):

BA:_____________________________________________________ ________  

MA:_____________________________________________________ ________

PhD: _________________________________________________________

4 Are you currently preparing for a degree?

YES □  NO □

If yes, specify fie ld :____________________________________ _________■

5 Indicate the overall level of your foreign language proficiency. List all the 
languages you know.

Languages:
low :_________________________________________________ ____________

m edium :_________________________________________________________

h igh:------------------------------------------------------------------- ----------------------------------

near-native:______________________________________________________

6 Obviously not all learners are equally gifted in learning foreign languages. 
How do you rate yourself? Check the appropriate box. (1 is best.)

1 □  2 D  3 D  4 □  5 □

7 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 □  NO □

For how long? ________________ months

8 Apart from possible longer stays in the target language country, what 
helped you most in becoming proficient in that language? Describe briefly.

V ,
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9 Have you ever attended a School of Education?

YES □  NO □

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 □  NO □

If not, why are you teaching?

to earn my living: ______

to study at USC: ______

because I enjoy teaching: ______

other: ______

specify:_______________________________________________ _________

13 Have you taught English abroad for any significant period of time?

YES □  NO □

If yes, specify the three longest stays:

Country:_________________________________________________________

Duration:_______________________________________ __________________

Type of school:____________________________________________________

Your jo b :_________________________________________________________

14 What was the primary motive for your decision to teach overseas?

_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ j
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15 In the countries in which you taught, was there any organised cooperation 
between native-speaker teachers of English (NTs) and non-native-speaker 
teachers (NNTs), such as team-teaching, in-service training courses for 
NNTs?

YES □  NO □

If yes, briefly describe indicating who (or what agency) organized the 
cooperation and the exact nature and duration of the cooperative activity.

16 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 NTs? ______

Explain your preference:_______________________________________

17 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.
v_________________________________________________________________________ _____ _
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APPENDIX B

Questionnaire Survey 2
Your name (optional):_________________________________________ __

1 What is your 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 □  6-10 □  10-14 □  14-18 □  18-24 □  24+ □

7 What is your 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 □  40 □  more than 40 □
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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 □  mediocre □  good □  very good □  excellent □

12 Among the teachers of English in your school, what is the proportion of 
those who are native speakers of English?

all of them: ______

abou t... 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 □  NO □

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.
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15 Is there any organised cooperation between native and non-native speaker 
teachers of English in your country?

YES □  NO □

If yes, briefly describe it.

16 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?

17 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 a whole year: _______

more than a year: _______
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20 If you have studied in an English-speaking country, describe your studies 
briefly, in terms of time and level.

21 How often do you speak with native speakers of English?

every day: _______

once or twice a week: _______

once or twice a month: ______

a few times a year: _______

rarely: _______

never: _______

22 Compared to other non-native speaker teachers of English in your country, 
how would you rate your command of English? (5 is best!)

1 □  2 D  3 D  4 □  5 □

23 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 a teacher of English?

not at all: ______

a little: ______

quite a bit: ______

very much: ______

extremely: ______

Thank you for your kind cooperation!
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APPENDIX C

Questionnaire Survey 3
1 How many years ago did you start your teaching career?

2 What age group do you teach primarily? (You may indicate more than one 
age group.)

4-6 □  7-10 □  11-14 □  15-18 □  19-24 □  over 24 □

3 In your judgement, has your overall command of English become better or 
worse since you graduated from university/college?

better □  better in some respects, worse in others □  worse □

4 Answer these questions only if your response to Question 3 is 'better' or 
'better in some respects, worse in others'.

4a 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?

It does__________ damage to my English.

no □  hardly any □  some considerable □  a lot of □

4b 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:_________________________________________________ __________

4c 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: ______
v----------------------------------------------------------------------------------------------------------------- --------------------
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writing skills: _______

Any other areas? _______

5 Answer these questions only if your response to Question 3 is 'worse'.

5a Do you think your loss of language is mainly due to your job as a teacher? 

YES □  NO □

5b 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? _______

6 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 □  NO □

7 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? _______

8 Do you do anything to prevent or slow down the process of fossilization? 
Suggest ways of overcoming it. (I would particularly appreciate techniques 
that have worked for you.)

Thank you!
--___________________ -___________________________________________________________________________________v
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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 is told 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.

W h i l s t I  was lo o k in g  at the  books, t h e  d o o r  o p e n e d ,  a n d  th e  C o u n t  en te re d .  He sa lu ted  m e  in 
a hear ty  way, a n d  h o p e d  th a t  i had had  a g o o d  n ig h t 's  res t .Then  he w e n t  on.

"! a m  g la d  yo u  f o u n d  y o u r  w ay  in  here, fo r  i am, su re  th e re  is m u c h  t h a t  w i l l  in te res t  you . These 

c o m p a n io n s , "  a n d  he la id  his h a n d  on  s o m e  of  th e  books, "have  b e e n  g o o d  f r ie n d s  to m e ,  

a n d  fo r  s o m e  years past, eve r  s ince I had  th e  idea o f  g o i n g  to  Lond o n ,  have g iv e n  m e  m any ,  
m a n y  h o u rs  o f  p leasure .  T h ro u g h  t h e m  I have c o m e  to  k n o w  yo u r  g re a t  E n g la n d ,  a n d  to  k n o w  
he r  is to  love h e r . ! lo n g  to g o  t n r o u g h  th e  c ro w d e d  streets of y o u r  m ig h t y  Lond o n ,  to  be in 

th e  m id s t  of th e  w h i r l  a n d  rush o f  h u m a n i t y ,  to  sha re  its li fe, its ch a n g e ,  its d ea th ,  a n d  all th a t  
m akes it w h a t  it is. B u t  a las '  As ye t  I o n ly  k n o w  y o u r  t o n g u e  t h r o u g h  books. To you , m y  f r ie n d ,  I 

lo o k  th a t  I kn o w  it to speak."

"But,  Count,"  I sa id,  "You k n o w  a n d  spe ak  Eng l ish  t h o r o u g h l y 1" He b o w e d  gravely.

“ I t h a n k  you ,  m y  f r ie n d ,  fo r  y o u r  al l t o o - f la t te r in g  e s t im a te ,  b u t  ye t  I fear  th a t  I a m  b u t  a l i t t le 

w ay  on  t h e  road I w o u ld  travel .  True, I k n o w  the g r a m m a r  a n d  th e  words ,  o u t  ye t  I k n o w  no t  

h o w t o  spe ak  th e m , "

"Indeed,," I said,, "You s p e a k  excel lent ly ,"

" N o t  so," he an s w e re d ,  "Well,. I k n o w  that.,, d id  I m o v e  a n d  sp e a k  in y o u r  Lon d o n ,  n o n e  the re  
are w h o  w o u ld  n o t  k n o w  m e  fo r  a s tranger .  That is no t  e n o u g n  for  m e. H ere  I a m  n o b le .  I a m  

a Boyar. The c o m m o n  p e o p le  k n o w  m e ,  a n d  I a m  maste r .  B u t  a s t ra n g e r  in a s t ra n g e  land,  he 

is no one .  M e n  k n o w  h im  not, a n d  to  k n o w  no t  is to  care n o t  for, I a m  c o n te n t  if  I a m  like the  
rest, so th a t  no  nnan s tops if he sees m e, or  pauses in his s p e a k in g  if he  hears m y  words ,  'Ha, 
h a 1 A s t r a n g e r ’ ' I have be e n  so lo n g  m a s te r  th a t  I w o u ld  be m a s te r  sti l l ,  o r  at least th a t  n o n e  
o th e r  s h o u ld  be m a s te r  o f  m e l „ . ]  You sha ll ,  I t rust, rest here  w i th  m e  a w h i le ,  so th a t  by our 
t a l k in g  I m a y  learn th e  Eng l ish  in to n a t io n .  A n d  1 w o u ld  th a t  yo u  te l l  m e  w h e n  I m a k e  an error, 

even o f  th e  sm a l les t ,  in m y  s p e a k in g ,1'

From: Stoker, B. (1897) Dracula (pp. 19-20) Archibald & Constable.



THE NON-NATIVE TEACHER

©  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?

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. j
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:

1 Under no circumstances would I accept that offer.
2 Nobody who I get along with is here who I want to talk to.
3 We don't believe the claim that Jimson ever had any money.
4 The fact he wasn't in the store shouldn't be forgotten.
5 What will the grandfather clock stand between the bed and?
6 I urge that anything he touch be burned.
7 All the further we got was to Sudbury.
8 That is a frequently talked about proposal.
9 Nobody is here who I get along with who I 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.
12 Such formulas should be writable down.

v___________________________ I_____________________________ -

1

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
Natives
(N=16)

Non-natives
(N=18)

1 1.1 1.1

2 2.7 3.0
3 1.6 1.8
4 1.7 1.6
5 2.7 3.5

6 1.7 2.5

Sentence Mean
Natives
(N=16)

Non-natives
(N=18)

7 3.3 3.0

8 1.2 2.2
9 2.3 2.5

10 1.0 1.0
11 1.7 1.5
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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APPENDIX F
(adapted from Mohebbi & Alavi 2014)

classroom to: always usually sometimes seldom never

- 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
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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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APPENDIX H
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 a foreign 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 a world 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 I
The interview items

NOTE: These questions were in Hungarian.

1 Name._______________________________________________ ______________

2 Native language_____________________________________________ ________

3 Length of teaching experience_________________________________________

4  Qualifications_________________________________________ _______________

5 Do you regularly participate in any form of in-service training?

6 Non-natives: How do you strive to improve your command of English?
Natives: Do you speak any Hungarian?

7 Non-natives: What do you consider to be your strongest and your weakest
points in your English language competence?

8 Knowledge of other foreign languages:

9 Non-natives: Length of stay in English-speaking countries /What did you do
there?

10 Average teaching load per week:

11 What age group do you like teaching, and why?

12 Is there a specific teaching method that you prefer?

13 Other subjects you are teaching:

14 What helped you most to become a professional teacher?

15 Where else do you teach? Other occupations?

16 What do you regard as the advantages of being a native/non-native teacher?

17 What do you regard as the disadvanatages of being a native/non-native 
teacher?

18 In what sense do you think you teach differently from a native/non-native 
teacher?

19 1s there any organised method of cooperation between native and non-native 
teachers in the staff?

20 Is there any specific distribution of work between them?

21 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?

22 For how long have you been teaching this class?

23 Standard coursebook being used:

24 Level of class:

25 Short description of class/problems:

26 How satisfied were you with your lesson?

27 What would you do differently?

28 Did anything go wrong, in your judgement?
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APPENDIX J
Data about the participants

Native

Gender Male Male Female Male Female

Qualifications BA BA PGCE
Certificate 
of further 
education

BEd

EFL teaching 
experience

1.5 years 2.5 years 1 year 1.5 years 1 year

Teaching load at 
school

20 20 20 20 21

Extra teaching 2 7 - 4.5 5

Number of 
students in class

18 15 11 14 12

Girl/boy ratio 8:10 13:2 4:7 7:7 5:5

Year students 
are in

10 11 11 10 9

Language level
upper- 
i inter­
mediate

upper-
inter­
mediate

upper-
inter­
mediate

upper-
inter­
mediate

inter­
mediate

Number of 
lessons/week

4 4 5 4 20

Non-native

Gender Female Male Female Female Male

Qualifications
College
certificate

College
certificate

College
certificate

University
degree

University
degree

EFLteaching 
experience

5 years 2.5 years 2.5 years 10 years 8 years

Teaching load at 
school

16 20 20 26 20

Extra teaching 16 20 - - 5

Number of 
students in class

15 15 18 10 12

Girl/boy ratio 5:10 10:5 14:4 6:8 9:3

Year students 
are in

9 10 10 10 9

Language level
pre-inter­
mediate

beginner
p re-inter­
mediate

inter­
mediate

pre-inter-
mediate

Number of 
lessons/week

4 3 6 4 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, Sârospatak
• ELTE Centre for English TeacherTraining, School of English and American 

Studies, Budapest
• International House Language School, Budapest
• Karinthy Frigyes Bilingual Secondary School, Budapest
• Pâzmany Péter Catholic University, English Department, Piliscsaba

• Technical Vocational and Secondary Grammar School, Budapest

• University of Veszprém, English Department, Veszprém

Questionnaire
D e ar  P a r t ic ipa n t .

W i t h  t h i s  s u rv e y  w e  w o u l d  l ike to  o b ta in  i n f o r m a t i o n  on  t h e  a t t i t u d e s  o f  H u n g a r i a n  le a rn e rs  o f  Eng, r  ' 
n a t i v e  a n d  non -na tive  t e a c h e rs  o f  E n g l i s h .  W e  are in te r e s te d  to  f i n d  o u t  a b o u t  t h e  d i f f e r e n c e s  b e t e - ' 
n a t i v e  a n d  n o n - n a t i v e  t e a c h e rs  as p e r c e iv e d  by  t h e  le a rne rs .  P lease f i l l  in t h e  q u e s t i o n n a i r e  by  c ird ir 
a p p r o p r i a t e  a n s w e rs  a n d  c o m p l e t e  t h e  q u e s t io n s  in t h e  f in a l  pa r t .  It w i l l  n o t  t a k e  m o r e  t h a n  2 0  m i r , / - .  
to  a n s w e r t h e  q u e s t i o n s . T h e  q u e s t i o n n a i r e  is a n o n y m o u s .  All d a ta  w i l l  be  h a n d le d  c o n f i d e n t ia l l y ,  c / .  - 
a re  h a p p y  to  s h a re  o u r  f i n d i n g s  w i t h  y o u  if  y o u  like.

T h a n k  y o u  f o r  y o u r  h e lp ,  Eszter Ben ke a n d  Péte r  M e d g y e s .

I. Age of respondent:___________________________________

II. Gender: male /  fem ale:________________________________

III. Years of English study:________________________________

IV. Level of language proficiency ( based on course-book currently used): 

lower intermediate D intermediate D
upper intermediate □  advanced □

V. How many non-native teachers of English have you had?

VI. How many native-speaker teachers of English have you had?

VII. 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 □  university □  language school □
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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. 1 2 3 4 5

2. NNS is too harsh in marking. 1 2 3 4 5

3. NNS prepares learners well for the exam. 1 2 3 4 5

4. NNS applies pair work regularly in class. 1 2 3 4 5

5. NNS applies group work regularly in class. 1 2 3 4 5

6. NNS prefers traditional forms of teaching. 1 2 3 4 5

7. NNS speaks most of the time during the lesson. 1 2 3 4 5

8. NNS sets a great number of tests. 1 2 3 4 5

9. NNS directs me towards autonomous learning. 1 2 3 4 5

10. NNS is impatient. 1 2 3 4 5

11. NNS is happy to improvise. 1 2 3 4 5

12. NNS focuses primarily on speaking skills. 1 2 3 4 5

13. NNS puts more emphasis on grammar rules. 1 2 3 4 5

14. NNS prefers teaching 'differently'. 1 2 3 4 5

15. NNS relies heavily on the coursebook. 1 2 3 4 5

16. NNS prepares conscientiously for the lessons. 1 2 3 4 5

17. NNS corrects errors consistently. 1 2 3 4 5

18. NNS runs interesting classes. 1 2 3 4 5

19. NNS assigns a lot of homework. 1 2 3 4 5

20. NNS uses ample supplementary material. 1 2 3 4 5

21. NNS assesses my language knowledge realistically. 1 2 3 4 5

22. NNS provides extensive information about 
the culture of English-speaking countries. 1 2 3 4 5

23. NNS is interested in learners' opinions. 1 2 3 4 5
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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 extent to 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. 1 2 3 4 5

2. NS is too harsh in marking. 1 2 3 4 5

3. NS prepares learners well for the exam. 1 2 3 4 5

4. NS applies pair work regularly in class. 1 2 3 4 5

5. NS applies group work regularly in class. 1 2 3 4 5

6. NS prefers traditional forms of teaching. 1 2 3 4 5

7. NS speaks most of the time during the lesson. 1 2 3 4 5

8. NS sets a great number of tests. 1 2 3 4 5

9. NS directs me towards autonomous learning. 1 2 3 4 5

10. NS is impatient. 1 2 3 4 5

11. NS is happy to improvise. 1 2 3 4 5

12. NS focuses primarily on speaking skills. 1 2 3 4 5

13. NS puts more emphasis on grammar rules. 1 2 3 4 5

14. NS prefers teaching 'differently'. 1 2 3 4 5

15. NS relies heavily on the coursebook. 1 2 3 4 5

16. NS prepares conscientiously for the lessons. 1 2 3 4 5

17. NS corrects errors consistently. 1 2 3 4* 5

18. NS runs interesting classes. 1 2 3 4 5

19. NS assigns a lot of homework. 1 2 3 4 5

20. NS uses ample supplementary material. 1 2 3 4 5

21. NS assesses my language knowledge realistically. 1 2 3 4 5

22. NS provides extensive information about the culture
of English-speaking countries. 1 2 3 4 5

23. NS is interested in learners' opinions. 1 2 3 4 5
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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. 1 2 3 4 5

25. A native speaker teaches speaking skills/conversation
more effectively. 1 2 3 4 5

26. ltd  oes not matter what the teacher's native language is,
the only thing that matters is how they teach. 1 2 3 4 5

27. In an ideal situation both native and non-native
teacher teach you. 1 2 3 4 5

28. It is essential that everything should be in English in
an English lesson. 1 2 3 4 5

29. A non-native speaker teaches writing skills more effectively. 1 2 3 4 5

30. I wish I had only non-native teachers of English. 1 2 3 4 5

31. There is no harm in the teacher using Hungarian every
now and then. 1 2 3 4 5

32. It is important that we should be able to translate. 1 2 3 4 5

33. Native speakers should teach at a more advanced level. 1 2 3 4 5

34. I would be ready to trade a non-native teacher for a native
anytime. 1 2 3 4 5

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, what for you was the motivation behind doing a third edition?
Péter: 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.

Language and 
culture

Susan: The idea that there are these two different groups, NESTs and non-NESTs, 
do you think that has changed?

Péter: 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.

Susan: One of the differences is as much of attitude as actual linguistic ability, 
don't you think?

Péter: That's right. And a matter of self-description too. If I take my own example 
I consider myself a non-native speaker of English and at the same time a 
native speaker of Hungarian.

Susan: 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.

Péter: 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.

169



THE NON-NATIVE TEACHER

Susan: One of the things that struck me when we were talking about the new
edition of the book is that 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.

Péter: 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 I go into the classroom to teach a group 
of complete beginners, then I have to pronounce the word 'table' in 
some way, and probably the way I will teach them this word will be 
approximating a British, American, Australian or Indian standard. I have 
to stick to some kind of norm. And I 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 is that I want them to 
be successful.

Different contexts, 
different norms

r  ’ “N ^  Equality and
Susan: Of course. The problem is that what they're producing - writing a message, discrimination

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.

Péter: Yes, but these days I begin to wonder: don't NESTs also need a boost? I 
mean the ones who decide to go and find a job in a foreign country and 
they're suddenly thrown in at the 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...

Susan: 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 NESTs financial security...

Péter: (laughs) Says the NEST... But I agree. Look, I 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-NESTs 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.

V_____________________________________________________________________________________________________________________/
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Younger and 
younger Susan: 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.
Péter: Look, I no longer consider English a foreign language. It's a basic skill 

today. Like mathematics.

Susan: 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. I think this has implications for 
teachers and teacher training.

Péter: 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! ...

In a digital 
world Susan: 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 a tablet or a smartphone and by using that they're being 
exposed to English. In a very 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 just to do songs and games.

Péter: Indeed, computers are not just tools, they open up an entirely different 
world. A multicultural world...

Future
directions?

Susan: ... in which they'll probably use English as the means of communication...
Finally, Péter, what about the future?

Péter: 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. In the long run, for sure, 
but maybe even in the short run.

Susan: So looking ahead your perspective is more positive than negative, right? 
Péter: Oh yes, the trend is positive, no doubt. For both NESTs and non-NESTs.

And their students, of course.

Susan: And what if your 16-year-old son suddenly announced that he wanted to 
be an English teacher? Would you encourage or discourage him?

Péter: (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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