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ABSTRACT
The purpose of this dissertation is to examine how nonnative English teachers'
identity constructions develop and influence their pedagogy in U.S. higher education.
The research on nonnative teachers of English has not adequately explored their identity
constructions. This study relied on a phenomenological case study approach that
analyzed the lived experience of nonnative English teachers in relation to wider language
ideologies and practices. Data were generated from spring 2003 to fall 2003 through
phenomenological in-depth interviews, classroom observations, questionnaires, and
autobiographical accounts of research participants. The data were primarily analyzed
through the use of the constant comparative method.
The study reveals that identity construction among normative English teachers,
with its dynamic and contradictory nature, remains challenging, changing, and growing
over time in relations of wider language ideologies and practices. Thus, the findings
reject a fixed, unitary, and monolithic view on the identity construction of nonnative
English teachers. In terms of the study's practical and pedagogical implications,
university programs should know that normative English teachers can practice mutual
accommodation through which both nonnative English teachers and their students can
collaborate in order to improve the learning of English and enrich diversity within U.S.
higher education. University programs should also focus more on what nonnative
English teachers can do in collaboration with native English teachers. Finally, this study
suggests that language educators should explore the role nonnative English teachers play
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in language pedagogy in an era of the global spread of English that produces highly
proficient nonnative English speaking professionals.
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CHAPTER 1
INTRODUCTION
1.1. STATEMENT OF THE PROBLEM
The purpose of this dissertation is to examine how nonnative English teachers'
identity constructions develop and influence their pedagogy in U.S. higher education.
When I began graduate studies in second language education in the United States as an
international student who had been a nonnative English teacher for ten years in Japan, the
biggest surprise was the existence of nonnative English teachers from foreign countries
teaching English to American or ESL students at a U.S. university. I wondered how such
nonnative teachers could teach English since they might have limited English proficiency
compared to native speakers of English. I wondered how they could establish confidence
and credibility among their colleagues and students. I wondered why they could teach
English in the United States, because I believed, at that time, that the "ownership" of
English belonged to native speakers bom and raised in English speaking countries.
While I kept thinking about the existence of nonnative English teachers in a U.S
higher educational setting, 1 began to notice a significant and increasing number of
nonnative speakers of English who are assuming the role of English teachers in the U.S.
and other countries. Through journal articles and web sites in the field of Teachers of
English to Speakers of Other Languages and of Standard English as a Second Dialect
(TESOL), a number of nonnative English teachers are beginning to express their
concerns and visions as TESOL professionals, such as their personal experiences in
establishing credibility as nonnative English teachers. A majority of those nonnative
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teachers seem to admit that the ability of being self-reflective is of great importance in
order to improve their own self-images and self-perceptions (Kamhi-Stein, 1999;
Medgyes, 1994; Thomas, 1999).
At the same time, a number of scholarly debates over the native/nonnative
dichotomy have been generated in the field of applied linguistics; this work
acknowledges that determining the native/nonnative construct is a very difficult task
which is not clear-cut (Davies, 1991,2003; Kachru & Nelson, 1996; Rampton, 1990),
For example, Kachru and Nelson (1996) point out that with the global spread of English
and the notion of World Englishes that accepts a variety of English uses, the stereotypical
concept of the normative English teacher who learned English as a foreign language and
lacks native-like proficiency should be challenged.
The nonnative English teacher's concerns as an English as a Second Language
(ESL) professional and the debates over the native/nonnative distinction seem to
conclude that the perceptions of identity are central to the issues surrounding nonnative
English teaching professionals. However, ESL researchers have not adequately explored
nonnative English teachers' identity constructions, especially in the context of U.S
dominant language ideologies. In this context, nonnative English teachers' diverse and
rich linguistic and cultural backgrounds, which may influence identity construction, seem
to be completely ignored.
One of the best ways to examine nonnative English teachers' identity
constructions is through the use of a phenomenological case study approach. Stake
(1988) states that the purpose of a case study is to understand the complexity and
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dynamic nature of the particular entity, and to discover systematic connections among
experiences, behaviors, and relevant features of the context. In addition, Rossman and
Rallis (1998) maintain that the goal of phenomenological studies is to "seek to
understand the lived experience of a small number of people" (p. 68). Thus, by exploring
the lived experience of the nonnative English teacher, a phenomenological case study can
examine nonnative English teachers' identity constructions as complex and dynamic in
the U.S. social context.
I believe that a case study approach vsdll be of great importance in order to
provide nonnative English teachers with valuable opportunities to reflect on who they are
as professionals and the challenges they face in the U.S. social context. I also believe
that supervisors of English programs and native English teachers should be given
opportunities to reflect on the role of nonnative English teachers in the U.S. academic
context. I strongly believe that the case study will empower and enrich the U.S.
academic community wherein supervisors, native and nonnative English teachers, and
their students can cooperate in ways that are mutually empowering, and that improve
language teaching and learning.
1.2. OVERVIEW OF THEORETICAL UNDERPINNINGS
The theoretical underpinnings of my research derive from three related bodies of
knowledge: (1) native-nonnative dichotomies, (2) social identity, and (3) the study of
language ideologies and their contextualization in the U.S. Regarding the nativenonnative dichotomy, a number of controversial issues have been generated in the area of
applied linguistics. While acknowledging that the term "non-native" is contested in the
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literature (Braine, 1999,2004; Davies, 1991,2003), I use the tenn because it is used
conventionally in research and pedagogy. Among native-nonnative dichotomies, three
are relevant for my research. First, with the globalization of English and the recognition
of World Englishes, the native-nonnative dichotomy has been challenged (Kachru and
Nelson 1996). Kachru and Nelson (1996) approached the issue from the sociolinguistic
grounds of the historical spread of English, and delineate the use of English in a global
context in terms of three concentric circles; the Inner, Outer, and Expanding Circles. By
introducing a variety of the uses of English within each circle, they insist that every
language variety can develop its linguistic and sociolinguistic norms that meet the needs
of a particular speech community. They point out that the spread of English in those
circles has created highly proficient speakers and professionals in the area of English
studies and second language education. Thus, Kachru and Nelson reject the idea of the
perpetuation of the native-nonnative distinction at the national and individual level; they
argue that such a dichotomy creates a linguistic caste system and perpetuates a
monolingual and monocultural point of reference.
Second, the native-nonnative distinction is a sociolinguistic construct that can be
overcome within certain circumstances (Davies, 1991). Davies (1991) emphasizes a
sociolinguistic aspect by placing the native-nonnative division within larger power
relations. He posits that the native-nonnative distinction, "like all majority-minority
power relations, is at bottom one of confidence and identity" (pp. 166-167). He also
contends that for the L2 learner "the native speaker must represent a model and goal"
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(p. 165). However, Davies believes that the L2 learner can acquire native linguistic
competence of the language even though the L2 learner is out of the LI environment.
Thus, "successful second language learners can choose native speaker membership"
(p. 165).
Third, the native-nonnative distinction is more or less maintained in the English
Language Teaching (ELT) profession (Medgyes, 1994). Medgyes (1994) sees the nativenonnative contrast as a clear, categorical distinction even though he acknowledges the
problems in labeling native and nonnative speakers of English in TESOL. He sees native
speakers as those "who have acquired English in comparison with non-native speakers
who are still acquiring" (p. 12). He states that recognizing such as difference should be
an asset because those who see themselves as nonnative English teachers can work
toward becoming native speakers. He does not conclude, however, that native speakers
are necessarily more effective English language teachers. For example, he insists that
nonnative speakers can "show empathy, provide a good model for imitation, and teach
effective language learning strategies" (p. 69). However, Medgyes' position seems to
focus only on the difference of linguistic competence between native and normative
English speakers.
All in all, Kachru and Nelson, Davies, and Medgyes' theoretical stances seem to
acknowledge that determining the native/nonnative speaker construct is a difficult task
that is not clear-cut. They eventually conclude that the perceptions of identity are central
to the issues of the nonnative English teacher's profession. Thus, social identity theories
are central to a study such as the present one.
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In the field of second language acquisition, Peirce's (1995) social identity theory,
which places a special emphasis on the social context for the language learner to invest
in, is persuasive. She insists that the notion of investment "attempts to capture the
relationship of the language learner to the social world" and conceives the language
learner as having "a complex social identity with multiple desires, constantly organizing
and reorganizing who she/he is against the social world" (pp. 17-18). She proposes a
concept of the language learner as "having a complex social identity that must be
understood with reference to large and frequently inequitable social structures which are
reproduced in day-to-day social interaction" (p. 13). She claims that identity is "a site of
struggle, produced in a variety of social situations, and open to change" (pp. 14-15).
Thus, her identity theory assumes that "power relation plays a crucial role in social
interaction between language learners and target language speakers" (p. 12).
Peirce's theoretical stance can apply to the nonnative teacher's construction of
identity. For example, by exploring the labels of native and nonnative speakers, Liu
(1999) states "people (nonnative-English-speaking professionals) can have multiple
social identities. These identities can change with new experiences and new social
interactions, according to people's needs and their readiness to accept how they are
perceived by others." (p. 95). Given Peirce's theoretical stance, nonnative English
teachers have complex multiple social identities, constantly organizing and reorganizing
who they are against the social world that might have inequitable social structures.
Therefore, the last theoretical stance to be explored is the social world wherein the
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nonnative teacher lives - that is the context of dominant language ideologies in the
United States.
Wiley and Lukes (1996) introduce two popularly accepted language ideologies in
the United States. One is the ideology of English monolingualism, which sees Englishonly as a normal condition, and portrays language diversity as an alien and divisive force.
The other is the ideology of Standard English, which positions speakers of different
varieties of the same language within a social hierarchy, and stresses the superiority of an
unaccented variety of English. Thus, nonnative English teachers may conflict with the
context of those dominant ideologies in the United States because they are multilingual
and users of different varieties of English. However, they need to construct their own
identities against the social context of those language ideologies.
1.3. RESEARCH QUESTIONS
In light of the aforementioned conceptual framework, this study seeks to answer
the following research questions;
1. How do nonnative English teachers construct their identities in the context of
dominant language ideologies in the United States?
2. What are the implications of these findings for theory and practice in language
pedagogy in the university setting?
To address these questions, I adopted a phenomenological case study (Rossman &
Rallis 1998) situated in grounded theory (Glaser & Strauss, 1967). The
phenomenological case study focuses on five nonnative English teachers teaching
freshman English composition to American and ESL students at a Western University in
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the United States. The data examined are (1) phenomenological in-depth interviews with
nonnative English teachers, (2) classroom observations, (3) teacher profiles, (4)
autobiographical accounts of nonnative English teachers, (5) student questionnaires and a
follow-up interview, and (6) interviews with professors who are in the position of
advising and hiring nonnative English teachers. A special emphasis is placed on
phenomenological in-depth interviews; other data are supplementary to these interviews.
The research design and procedures are in chapter three.
1.4. SIGNIFICANCE
A trend in English Language Teaching (ELT) suggests that researchers' attention
should be focused on the learner rather than on the teacher. However, Medgyes (1992)
insists that "the road to the learner leads through the teacher and that teacher-related
research should therefore be increased" (p. 340). I heed this message, using a
phenomenological case study to focus on nonnative English teachers in a university
setting.
First, this study contributes to theoretical discussions of native/nonnative
dichotomies and social identity constructions. In terms of native/nonnative dichotomies,
a majority of applied linguists seem to agree that determining the native/nonnative
speaker construct is a difficult task which is not clear-cut. However, they maintain that
the historical spread of English in a global context has created highly proficient nonnative
English speakers and professionals in the area of English studies and second language
education. This study shows how proficient nonnative English teachers operate in the
context of U.S. higher education.
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Regarding social identity theories, Peirce (1995) argues that "Second Language
Acquisition (SLA) theorists have not developed a comprehensive theory of social identity
that integrates the language learner and the language learning context" (p. 12). Peirce
continues, "SLA theorists have not questioned how relations of power in the social world
affect interaction between second language learners and target language speakers" (p.
12). By exploring nonnative English teachers' (second language learners of English)
lived experiences in teaching English in a social world dominated by monolingual and
standard English ideologies in the U.S., this study contributes to building knowledge of
social identity theories in SLA. The rich complexity of nonnative English teachers'
identity constructions in the U.S. social world furthers the development of social identity
theories in SLA, capturing the relationship of the language learner to the social world and
conceiving of the language learner as having a complex social identity and multiple
desires.
Second, this study contributes to the pedagogical significance of nonnative
English teachers in U.S. higher educational settings. The case study approach depicts the
process of gaining confidence and credibility as nonnative professionals, and provides
valuable opportunities for normative English teachers to reflect on who they are as
professionals and the challenges they face in the U.S. social context. Through this case
study, I hope that nonnative English teachers will be given opportunities to improve their
own self-images and self-perceptions in the context of dominant U.S. language
ideologies, where the prevailing assumptions seem to be that "English is natural, neutral,
and beneficial," "English is best taught monolingually," and "the ideal English teacher is
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a native speaker." In contrast to these ideologies, this study shows what role the
nonnative English teacher plays in the teaching of English in U.S. educational settings,
and also what impact normative English teachers have on American university students
who have internalized a monolingual ideology influenced by state, federal, and K-12
practices.
Supervisors of English programs, who are in the position of employing nonnative
English teachers, need to reflect on the role of normative English teachers in the U.S.
educational context. This study provides the opportunity for supervisors to reflect on the
cultural and linguistic diversity of normative English teachers, which ultimately will
benefit both American and ESL students. This study thus benefits the teaching advisors
of nonnative English teachers because it provides information on the moral and technical
supports nonnative English teachers need. The study also has implications for native
English speaking teachers because they need to cooperate with nonnative English
teachers, understand who these nonnative teachers are in the U.S. context, and examine
the global spread of English that might lead to linguistic and cultural imperialism. This
research contributes to the construction of an active and balanced English academic
community in the U.S. where nonnative English teachers can gain respect from their
American and ESL students, cooperate with their colleagues, and resist the negative
influence of dominant language ideologies that might disassociate nonnative English
teachers from the community.
Third, this study contributes to the examination of language ideologies and
language policies in U.S. Wiley and Lukes (1996) examined dominant U.S. ideologies
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that tend to disassociate language diversity from education, and conclude that language
professionals should contest policies that perpetuate social inequalities. Adger (1995)
points out that with recent demographic changes in immigration, schools in the U.S. face
the challenge of serving speakers of other varieties of World Englishes. Adger analyzed
the historical response of professional educational organizations, such as TESOL and the
National Council of Teachers of English, in terms of policies for speakers of other
varieties of English. She states that such organizations have adopted language policy
positions that call for appropriate responses to language diversity, but concludes that their
positions are largely ceremonial and have had little impact on practitioners. Given these
assertions, nonnative English teachers, who are speakers of other varieties of English and
have emerged at a time of World Englishes, seem to be marginalized in the context of
language policy and monolingual/standard English ideologies in U.S. educational
settings. Thus, this study depicts nonnative English teachers' dilemmas and challenges
that derive from these language policies and ideologies, and enhances language
professionals' critical awareness of these policies and ideologies that might have a
negative influence on respect for the languages of minorities.
1.5. PREVIEW OF THE FOLLOWING CHAPTERS
Chapter two presents the literature review for the study by extending the
theoretical underpinnings of the identity construction of normative English teachers.
Furthermore, the chapter explores voices from nonnative English teachers and
implications for teacher education. Chapter three details the design, instruments, and
timeline for the phenomenological case study. The chapter presents the research context.
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selection of research participants, and multiple data sources that justify the purpose of the
study. The constant comparative method is presented as an analytic tool for qualitative
data. Ethical issues are also discussed here.
Chapter four focuses on nonnative English teachers as cases, and explores the
individual nonnative English teachers both diachronically, as connected to their ovm
educational histories, and synchronically, in terms of their current teaching philosophy,
pedagogical practices, and salient aspects. Chapter five presents more details of
individual nonnative English teachers' classroom practice through the classroom
observational data, and examines how they established their own teaching styles and
communication-facilitating interaction in their teaching practice.
Perspectives of students and university professors on nonnative English teachers'
practice are presented in chapter six. Nonnative English teachers' social worlds are
manifested in their students' and university professors' perceptions of nonnative-ness. In
chapter seven, by tracing the process of the constant comparative method and examining
the most salient characteristics that emerged from the data, themes are offered and
integrated into a model that represents the identity construction of nonnative English
teachers in U.S. higher education. In chapter eight, I answer the research questions of the
study and discuss the implications of the study for research, theory, and practice.
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CHAPTER 2
LITERATURE REVIEW
This chapter explores the major scholarly work related to my study, which
examines how nonnative English teachers' identity constructions develop and influence
their pedagogy in a U.S. higher educational setting. First, I explore controversies on the
native/nonnative dichotomy, which as a whole concludes that identity is centra! to the
issues of the native/nonnative division. The next section is focused on perspectives on
social identity, in which I draw in particular on Peirce's (1995) position that emphasizes
the relationship between the individual's identity construction and her or his "new" social
world. As a result, I investigate a new social world in which nonnative English teachers
struggle, that is, the world of monolingual and standard English ideologies in the U.S. In
addition, this chapter illuminates the voices of nonnative English teachers struggling
through various forms of the social world found in the research literature. Lastly, in
order to understand future possibilities of the nonnative English teacher, I focus on the
implications for teacher education as reflected in the research literature.
2.1. CONTROVERSIES ON THE NATIVE/NONNATIVE DICHOTOMY
Brutt-Griffler and Saminy (1999) state that the scholarly debate over the question
of the native/non-native dichotomy has generated a number of controversial issues in
applied linguistics. Some of the debates are examined in this section.
Regarding the characteristics of the native speaker. Cook (1999) presents the
following characteristics, by consolidating several researchers' definitions: (1) a
subconscious knowledge of rules, (2) an intuitive grasp of meanings, (3) the ability to
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communicate within social settings, (4) a range of language skills, (5) creativity of
language use, (6) identification with a language community, (7) the ability to produce
fluent discourse, (8) knowledge of differences between their own speech and that of the
standard form of the language, (9) the ability to interpret and translate into the LI of
which he or she is a native speaker. However, Cook emphasizes that these characteristics
are variable and not a necessary part of the definition of a native speaker. For example, a
monk sworn to silence is still a native speaker. Some native speakers, such as physicist
Stephen Hawking and the deaf educator and writer Helen Keller, must communicate with
alternative means other than these characteristics (p. 186). On the other hand. Cook
insists that nonnative speakers can share many of these characteristics in spite of their
level of proficiency in the language.
Davies (2003) also delineates characteristics of the native speaker as follows:
1. The native speaker acquires the LI of which s/he is a native speaker in
childhood.
2. The native speaker has intuitions (in terms of acceptability and productiveness)
about his/her Grammar 1.
3. The native speaker has intuitions about those features of Grammar 2, which are
distinct from his/her Grammar 1.
4. The native speaker has a unique capacity to produce fluent spontaneous
discourse, which exhibits pauses mainly at clause boundaries (the 'one clause at a time'
facility) and which is facilitated by a huge memory stock of complete lexical items
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(Pawley & Syder, 1983). In both production and comprehension the native speaker
exhibits a wide range of communicative competence.
5. The native speaker has a unique capacity to write creatively (and this includes,
of course, literature at all levels from jokes to epics, metaphor to novels).
6. The native speaker has a unique capacity to interpret and translate into the LI
of which s/he is a native speaker. Disagreements about an individual's capacity are likely
to stem from a dispute about the Standard or (standard) Language (p. 210).
Davies posits that "all except (1) are contingent issues" (p. 212), and concludes
that "it is difficult for an adult non-native speaker to become a native speaker of a second
language because I define a native speaker as a person who has early acquired the
language" (p. 213). However, he maintains that the adult nonnative speaker can acquire
the communicative competence of the native speaker and the confidence necessary to
membership.
Kachru and Nelson (1996) state that the term "native speaker" is usually used to
refer to someone who learned a language in a natural setting from childhood as their first
or sole language (p. 81). They caution that the casual labeling of "native speaker" must
now be called into serious question with the globalization of English and recognition of
world Englishes, because this labeling tends to be used comfortably as a demarcation line
between this and that type or group of users of English. They also maintain that being
labeled as a native speaker is "of no particular a priori significance, in terms of measuring
facility with the language" (p. 79). They insist that deciding who will be labeled an
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English user is not so straightforward as might be imagined. In fact, attitudinal problems
seem to exist behind the label of nonnative ESL speakers of English.
When we say "English as a second (or even third or fourth) language," we must
do so with reference to something, and that standard of measure must, given the
nature of the label, be English as someone's first language. This automatically
creates attitudinal problems, for it is almost unavoidable that anyone would take
"second" as less worthy, in the sense, for example, that coming in second in a race
is not as good as coming in first (p. 79).
By offering the examples of the great variety of English users in the world today,
Kachru and Nelson caution that TESOL professionals should carefully reexamine the
tight dichotomy of native versus nonnative, that is, "us versus them" (p. 79).
Edge (1988) makes the following point in order to caution the tight nationalistic
native/normative distinction.
As far as the teaching of English is concerned, it seems more and more important
that... training and development should help us escape from the essentially
nationalistic view of native speaker/non-native speaker and get us involved in
furthering an internationalist perspective in which users of English are simply
more or less accomplished communicators (p. 156)
Kresovich (1988) investigated the difference in the acceptability of specific
sentence error types between the native-English-speaking teacher and the non-nativeEnglish-teacher whose first language was Japanese. The native speakers of English were
one British and 16 Americans. The non-native group was comprised of 26 Japanese
English teachers who were from a variety of school types. The results of this study
showed little difference in the error perceptions between the native and non-native
English speakers. The findings also support the idea that the more an error obscures
meaning, the less it is tolerated.
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McNeil (1994) compared the performances of four groups of Hong Kong teachers
of English as a Second Language on a language task. Subjects were two groups of native
-English-speaking teachers, one of expert teachers and one of novices, and two groups of
nonnative-English-speaking teachers, one of experts and one of novices. All were asked
to preview an English text and select 12 words they thought would be unfamiliar to a
specific student level. A group of 200 students from Hong Kong secondary schools took
vocabulary tests on the same test. The comparison of the results suggests that nonnativeEnglish-speaking teachers whose LI is Chinese are at a distinct advantage in identifying
their learners' vocabulary needs in connection with reading texts. It also suggests that
while teaching expertise can improve nonnative-English-speaking teachers' ability, it can
actually obscure the judgments of non-native speakers by interfering with their more
intuitive judgments about vocabulary difficulty. Both Kresovich's and McNeil's studies
are experimental and have many additional factors to take into consideration. However,
these studies present the unique perspectives that the nonnative-English-speaking
professionals have on their students. Their perspectives should not be ignored.
Both the native and nonnative educator's knowledge of the English language can function
equally in their fields.
Davies (1991) argues that the differences between the native and nonnative
speaker are far from clear-cut and that there is the possibility of mobility from non-native
to native speakers. Davies (2003) also maintains that the native/normative division is,
like all majority-minority relations, power driven, identity laden, and confidence
affecting.
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For the distinction native speaker-nonnative speaker, like all majority-minority
power relations, is at bottom one of confidence and identity. What this means, as
Tajfel (1981) points out, is that we define minorities negatively against majorities
which themselves we may not be able to define. To be a native speaker means
not being a non-native speaker. Even if I cannot define a native speaker 1 can
define a nonnative speaker negatively as someone who is not regarded by
him/herself or by native speakers as a native speaker (p. 213).
Davies points out that the native speaker is not a myth only in the sense that gives reality
to feelings of confidence and identity
By exploring the labeling of native speakers and nonnative speakers in terms of
precedence in learning languages and social identities, Liu (1999a) posits that the
native/nonnative dichotomy is as complex as the literacy/illiteracy dichotomy, and
concludes that the native/nonnative labels, like the terms literacy/illiteracy, are too
simplistic and reductionist. He cited the definition of literacy by McKay (1996) and
applied it to the definition of native/nonnative dichotomies. McKay insists that "The
terms literate and illiterate are clearly the most highly charged labels in terms of
providing one with the social identity. Whereas use of these terms suggest that one is
either literate or not, such a view of literacy is a tremendous oversimplification" (p. 423).
Furthermore, Liu refereed to Crandall (1992), who also asserts that "Dichotomies such as
literacy-illiteracy or functional literacy or functional illiteracy are simplistic and
reductionist. The complex notion of literacy cannot be captured by any one definition of
skills, functions, or practices" (p. 88).
On the other hand, Medgyes (1992) maintains a distinctive position between the
native and nonnative English speaker. Although he admits the trend that attempts to get
rid of the native/nonnative division, acknowledging the problems of this division, he
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clearly sees the difference between native and near native proficiency. He maintains that
nonnative speakers can move toward near-native speakers but soon or later are halted by
a glass wall. Medgyes posits that "the main reason why non-native cannot turn into
natives lies in the fact that they are, by their very nature, norm-dependent." He continues
that "their use of English is but an imitation of some form of native use" (p. 343).
Furthermore, he captures the native/nonnative division as follows:
However, the native/nonnative distinction only makes sense if people with
comparable variables, such as age, sex, education, intelligence, profession, and
experience are examined. For example, non-native-speaking English teachers
should not match themselves against Scottish shepherds or twelve-year-old
Australian schoolchildren but against their native counterparts, that is, against
native-speaking English teachers (p. 343).
Medgyes, therefore, focuses on English teaching professions, and argues that native and
nonnative English speaking teachers reveal considerable differences in their teaching
behavior, and that most of the discrepancies are language-related. He also contends that
such a difference has hidden advantages in that nonnative-English-speaking teachers can
work toward becoming native-like English speaking educators. His position sounds
persuasive in linguistic and pedagogical aspects. However, he emphasizes too much the
difference of linguistic competence between the native and nonnative English speaker.
Thus, Medgyes' position seems to lack communicative competence aspects, which
require the involvement of culture in language use in socially appropriate contexts.
As the number of users of English worldwide surges toward a probable two
billion (Crystal 1985), Strevens (1992) posits that the functions and uses of English by
native speakers and nonnative speakers become more numerous and unrelated to the
nationality of the speaker. He states that one of the consequences relates to profound
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perceptions of identity and to major differences in such perceptions between native
speakers of English and non-native speakers. Furthermore, in his discussion of the owner
ship of English, Widdowson (1994) notes:
The question is which community, and which culture, have a rightful claim to
ownership of standard English? For standard English is no longer the preserve of
a group of people living in an offshore European island, or even of larger groups
living in continents elsewhere. It is an international language. As such it serves a
whole range of different community and their institutional purposes and these
transcend traditional communal and cultural boundaries (p. 382).
Widdowson asserts that English develops in the world regardless of the intervention of
native speakers, and points out that no nation can have "custody" over English.
Furthermore, in her discussion of identity and the ownership of English internationally,
Norton (1997) points out that the issues of the native/nonnative distinction in terms of the
ownership of English have a direct bearing on the relationship between language and
identity. Norton concludes that "if English belongs to the people who speak it, whether
native or normative, whether ESL or EFL, whether standard or nonstandard, then the
expansion of English in this era of rapid globalization may possibly be for the better
rather than for the worse" (p. 427).
Thus, some researchers have created altemative concepts in order to replace the
native/nonnative division. As an altemative concept, Edge (1988) suggests "more or less
accomplished users of English." Rampton (1990) introduces the concepts of "expert
speakers" and "affiliation." A somewhat outdated, but persistent concept is "educated
English speakers." The issues of the native/nonnative division show this division is
unquestionably elusive and not clear-cut. However, the native/nonnative distinction
matters because it speaks to the questions of power and identity. Davies (2003) asks.
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"Whose English is it anyway? Who owns my English? Who decides whether the
English I deploy is correct? Whose norms do I appeal to?" (p. 167). Thus, the next
section explores theories of social identity.
2.2. PERSPECTIVES ON SOCIAL IDENTITY
The previous section explored controversies on the native/nonnative dichotomy
and pointed out that the distinction is elusive and not clear-cut. The majority of research
seems to conclude that the questions of power and identity are central to the
native/nonnative controversies. Thus, this section explores theoretical stances toward
social identity. I draw in particular on Peirce's (1995) position on social identity that
places an emphasis on the relationship between the learner and the social world.
Various disciplines, such as social psychology, linguistics, and second language
acquisition (SLA) studies, have focused on research in social identity. According to the
social psychologist Tajfel (1974), identity is derived from group membership. He defines
that social identity as "that part of individual's self-concept which derives from his
knowledge of membership of a social group together with the emotional significance
attached to that membership" (p. 69). He insists that individuals can change group
membership if their current membership does not satisfy their positive image of social
identity, and that most individuals belong to some groups that comprise ethnic and gender
characteristics, personal beliefs, and economic circumstances. However, Tajfel does not
seem to have examned individuals' multiple and interchangeable group memberships in a
certain social context.
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Giles and Johnson (1981), relying on Tajfel's social identity theory, developed
their ethno-linguistic theory, which emphasized the importance of language as a
prominent marker of group membership and social identity. Giles and Johnson also
examined multiple group membership, which include familial, professional, class,
gender, sexuality, age, and other identities. They hypothesized that individuals compare
their own social group to out-groups and try to make their own group favorably different
in order to gain a positive social identity. They also maintain that if language is a salient
marker of group membership, individuals may choose linguistic adaptations in order to
obtain a more positive group identity, which may result in subtractive bilingualism or
language loss.
Sociolinguists also explore the role of language in order to understand social
identity. Gumperz and Cook-Gumperz (1982), for instance, posit that "social identity
and ethnicity are in large part established and maintained through language" (p. 7).
Through his research on code switching between languages or between varieties of the
same language, Gumperz (1982) points out that language of a minority group is the ingroup "we code" language while language of a majority group is the out-group "they
code" language, and concludes that code switching signals various group memberships
and social identities. Heller (1982) also maintains that language symbolizes group
identity and becomes emblems of the identity through coming into contact with other
different groups. She examined language choice and actual language use in certain
specific contexts. She states that languages choices indicate social relationships based on
shared and unshared group memberships, and may help the construction of social identity
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in specific contexts. These sociolinguists have made great contributions by
demonstrating that language is a strong identity marker in specific situations. However,
their focus on language seems to have narrowed the dynamic nature of social identity,
which may be constructed through complex, unequal, and intertwined social worlds.
The linguistic anthropologist Ochs (1993) tries to understand social identity from
within a social constructivist perspective. Her main position is that particular social
identities, such as professional, community, educational, and familial identities, are
jointly enacted (signaled and acknowledged) in specific interactions.
In the field of second language acquisition (SLA), social identity has been a focus
of investigation (Peirce 1995, Norton 1997), because "SLA theorists have not developed
a comprehensive theory of social identity that integrates the language learner and the
language learning contexf (Peirce 1995, p. 12). Peirce's (1995) social identity theory,
which places a special emphasis on the social context for the language learner to invest
in, is persuasive. She insists that the notion of investment "attempts to capture the
relationship of the language learner to the social world" and conceives the language
learner as having "a complex social identity and multiple desires, and constantly
organizing and reorganizing who she/he is against the social world" (pp. 17-18). She
proposes a concept of the language learner as "having a complex social identity that must
be understood with reference to large and frequently inequitable social structures which
are reproduced in day-to-day social interaction" (p. 13). She claims that identity is "a site
of struggle, produced in a variety of social situations, and open to change" (pp. 14-15).
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Thus, her identity theory assumes that "power relation plays a crucial role in social
interaction between language learners and target language speakers" (p. 12).
Norton (1997, Peirce' current name) states, "In my work, I use the term identity to
refer to how people understand their relationship to the world, how that relationship is
constructed across time and space, and how people understand their possibilities in the
future" (p. 410). This quote shows that she tries to capture social identity as the
relationship between the individual and the social world. Norton continues, "social
identity refers to the relationship between the individual and the larger social world, as
mediated through institutions such as families, schools, workplaces, social services, and
law courts. I have asked to what extent this relationship must be understood with
reference to a person's race, gender, class, or ethnicity" (p. 420).
In order to develop her theoretical stance on social identity, Norton draws on four
theorists (West, 1992; Bourdieu, 1977; Weedon, 1987; Cummins, 1996). First, Norton
relies on the position of West (1992), in which identity relates to desires that can be
connected to the distribution of material resources in society. West posits that people
with rich resources can have access to power and privilege, which will influence how
they understand their relationship to the world. West thus states that the identity question
of "Who I am?" should be understood from that of "What can I do?" Norton (1997)
points out that in West's view "a person's identity will shift in accordance with changing
social and economic relations" (p. 410).
Second, Norton refers to Bourdieu's (1977) work that focuses on the relationship
between identity and symbolic power. Bourdieu's position maintains that the value of
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human communication may be unequally structured, and that a definition of
communication should include "right to speak" or "power to impose reception" (p. 75).
Drawing on Bordieu's theoretical stance, Norton (1997) states that the right to speak
intersects with a language learner's identity construction, and uses "the term investment
to signal the socially and historically constructed relationship of learners to the target
language and their sometimes ambivalent desire to learn and practice it" (p. 411).
Furthermore, Norton continues, "the construct of investment conceives the language
learner as having a complex history and multiple desires. An investment in the target
language is also an investment in a learner's own social identity, which changes across
time and space" (p. 411).
Third, Norton particularly relies on Weedon's (1987) conception of social identity
or subjectivity within a tradition of feminist poststructuralism. Weedon links language,
individual experience, and social power in her theory of subjectivity. Weedon defines
subjectivity as "the conscious and unconscious thoughts and emotions of the individual,
her sense of herself and her ways of understanding her relation to the world" (p. 32).
Norton (1997) emphasizes that in Weedon's theory, "the individual is accorded greater
human agency than in Bourdieu's theory, whereas the importance of language in
constructing the relationship between the individual and the social is given greater
prominence than in West's theory" (p. 411). As a consequence, Norton states that three
defining characteristics of subjectivity have been very influential in her work; (1) the
multiple, nonunitary nature of the subject, the individual as diverse, contradictory,
dynamic, multiple, and decentered; (2) subjectivity as a site of struggle, subjectivity as
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setting up a counter-discourse that positions a person in a powerful rather than
marginalized subject position; (3) subjectivity as changing over time, the changing
quality of a person's social identity. Therefore, Norton summarizes this theory as
follows;
In this theory, subjectivity is produced in a variety of social sites, all of which are
structured by relations of power in which the person takes up different subject
positions - teacher, child, feminist, manager, critic. The subject, in turn, is not
conceived as passive; she or he is conceived of as both subject of and subject to
relations of power within a particular site, community, and society; The subject
has human agency. Furthermore, and of central importance, subjectivity and
language are theorized as mutually constitutive, (p. 411)
Fourth, in terms of drawing a distinction between coercive and collaborative
relations of power, Norton draws on Cummins' work (1996). Cummins states that
coercive relations of power refer to the exercise of power by a dominant group, which
may retain an inequitable division of resources in a society. On the other hand, he
maintains that collaborative relations of power serve to empower rather than marginalize.
Norton (1997) complements Cummins' work by stating "relations of power can serve to
enable or constrain the range of identities that language learners can negotiate in their
classrooms and communities" (p. 412).
In order to support her theory of social identity, Peirce (1995) presents her
findings from a longitudinal case study of the language learning experiences of a group of
immigrant women in Canada, and insists that immigrant women's discourse must be
understood "not only in relation to the words that were said, but in relationship to larger
structures within the workplace, and Canadian society at large, in which immigrant
language learners often struggle for acceptance in Canadian society" (p. 16). In support
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of Peirce's position, McNamara (1997) maintains that the consideration for the particular
intergroup setting or the new social world is important for the identity construction of
immigrants, because "the altered social context is likely to render many intergroup
comparisons irrelevant and introduces new ones, resulting in a transformation of social
identity" (p. 564).
Peirce's theoretical position and her study of immigrant women in Canada apply
to my research, which explores how nonnative English teachers' identity constructions
develop in a U.S. educational setting, because, as with immigrants, nonnative English
teachers come from foreign countries and need to construct their identity in the new
social world. For example, by exploring the labels of native and nonnative speakers, Liu
(1999) states "people (nonnative-English-speaking professionals) can have multiple
social identities. These identities can change with new experiences and new social
interactions, according to people's needs and their readiness to accept how they are
perceived by others." (p. 95). Given Peirce's theoretical stance, nonnative English
teachers might have complex multiple social identities as a site of struggle, constantly
organizing and reorganizing who they are against the social world that might have
inequitable social structures. Thus, the last theoretical stance to be explored is the social
world wherein the nonnative teacher lives; that is, the social context of dominant
language ideologies in the United States.
2.3. THE NONNATIVE TEACHER'S SOCIAL WORLD
The previous section explored theoretical frameworks of social identity, which in
particular detailed Peirce's (1995; see also Norton 1997) theoretical position and her
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study of immigrant women in Canada that placed an importance of the relationship
between the individual and the social world. I hypothesized that Perice's position might
apply to my research, which will explore how nonnative English teachers' identity
constructions develop in a U.S. educational setting, because, as with immigrants,
nonnative English teachers come from foreign countries and need to construct their
identity in the new social world. In this section, I explore the "new social world" in
which nonnative English teachers live in the U.S., and posit that their new social world is
replete with dominant language ideologies that denigrate accented, "nonstandard"
accents, manifestations of their social identity. This in turn may cause problems in
teaching English composition to American students.
Regarding the definition of "language ideology," Woolard (1998) states that
"there is no single core literature, and there are a number of different emphases" (p. 3).
However, Woolard introduces several scholarly definitions of language ideology, such as
"shared bodies of commonsense notions about the nature of language in the world"
(Rumsey 1990, p. 346), "sets of beliefs about language articulated by users as a
rationalization or justification of perceived language structure and use" (Silverstein 1979,
p. 193), "self-evident ideas and objectives a group holds concerning roles of language in
the social experiences of members as they contribute to the expression of the group"
(Heath 1989, p. 53), and "the cultural system of ideas about social and linguistic
relationships, together with their loading of moral and political interests" (Irvine 1989, p.
255).
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Wiley and Lukes (1996) introduce two popularly accepted language ideologies in
the United States. One is the ideology of English monolingualism, which sees English
only as a normal condition, and portrays language diversity as an alien and divisive force.
The other is the ideology of Standard English, which positions speakers of different
varieties of the same language within a social hierarchy, and stresses the superiority of an
unaccented variety of English. Wiley and Lukes point out that "these ideologies are
hegemonic; that is, their assumptions are widely accepted in popular perceptions about
language diversity. Moreover, they provide the ideological context for both official and
institutional policies" (p. 514).
Lippi-Green (1994), for example, lists factors that contribute to the hegemony of
standard English in the U.S; (1) the U.S. educational language policies that promote
accentless monolingual and standard English ideologies; (2) the mass media that promote
hegemonic ideas about acceptable accent and dialect; (3) the Civil Rights Act that leaves
room for discrimination based on accent or dialect; (4) the legal process that gives
employers room to insist in court that accent stands in the way of job performance; (5)
the courtroom where hegemonic media and standards are upheld and can be used against
defendants to discriminate against them based on accent or dialect.
Furthermore, Lippi-Green links dominant language ideologies and the ideology of
individualism, and insists that an important assumption underlying language ideologies is
that communication problems rest with the individual speaker. She maintains that
communication needs two elements, which involves both communicative competence on
the part of the speaker and goodwill on the part of the listener. She points out that
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"prejudiced listeners cannot hear what a person has to say, because accent, as a mirror of
social identity and a litmus test for exclusion, is important" (p. 166). Thus, it is easy to
blame the individual speaker. Lippi-Green also states that accent which is associated
with racial, ethnic, and cultural minorities, tends to cause a barrier to effective
communication when the aforementioned two elements are missing.
A few studies have focused on how monolingual and standard English ideologies
in the U.S. influence the relationship between the international graduate assistant (the
nonnative English speaker) and the American underground student (the native speaker of
English). Rubin and Smith (1990) found that undergraduate students were not always
able to distinguish between different levels of nonnative accentedness, however, when
the students perceived, whether rightly or wrongly, high levels of foreign accentedness,
they judged speakers to be poor teachers. Thus, the study shows that if students assessed
a teacher with a very slight Japanese accent as highly accented, they found the teacher to
be a poor teacher.
In addition, Rubin (1992) examined how expectations build around accent and
ethnicity affected American students' perceptions and performance. He found that a
group of American students who listened to a recorded lecture in "standard American
English" while being presented with a projected photograph of an Asian woman as a
teacher, perceived more accent and performed more poorly on listening comprehension
than another group who listened to the same recorded lecture with a projected photograph
of a Caucasian woman as a teacher. Thus, this study shows that a group of American
students who saw an Asian were not capable of listening to the lecture fairly and
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objectively. Dominant language ideologies in the U.S. seem to enhance racial prejudice
associated with accent.
Given the aforementioned scholarly work, I posit that nonnative English teachers
live in a social world that is surrounded by dominant monolingual and standard English
ideologies. Thus, nonnative English teachers may experience conflict within the context
of those dominant ideologies in the United States, because they speak English with
foreign accents, leading American students to be unwilling to listen to them in class, and
they are multilingual and users of different varieties of English with linguistically and
culturally diverse backgrounds. They must construct their own identities against the
social context of those language ideologies. The next section listens to the voices of
nonnative English-speaking professionals on these theoretical issues, as their voices have
been represented in the research literature.
2.4. VOICES OF NONNATIVE TEACHERS IN THE RESEARCH LITERATURE:
THEIR IDENTITY AND SOCIOPOLITICAL CONCERNS
Facing challenges in their teaching practices, nonnative English teachers reflect
on who they are as professionals, and need to construct their own identities against the
influence of a social world that might have inequitable structures. Nonnative English
teachers also move their focus from the personal to a broader perspective.
Thomas (1999) explores the fundamental issues of credibility that nonnative
English speaking professionals face in ESL contexts. She investigated the challenges to
credibility in various contexts and perspectives, such as credibility in hiring practices and
perspectives from colleagues and students. She explored the effects of these challenges
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to credibility by reflecting on her personal experiences and by citing the experiences of
her colleagues as well. She insists that nonnative-English-speaking teachers have to
work twice as hard as their native-English-speaking colleagues, and need to provide
themselves as effective users of English before being accepted as professionals. She
confesses her distress when she is judged by who she is, not by what she can do for her
students. However, Thomas believes that nonnative English teachers can bring
something unique to their profession, such as nonnative English speaking professionals as
role models, success stories, and real images of what students can aspire to be.
Braine (1999) argues that some native-English-speaking professionals from the
so-called "Center" countries, where the dominant groups are native speakers of English,
are not aware of the background of their nonnative-English-speaking colleagues from the
"Periphery." He recalls his journey from the "Periphery," as a teacher at a village school
in Sri Lanka, to the "Center," as a graduate student in the United States, as a teacher at
international universities in the United States and in Asia, and as the coeditor of the Asian
Journal of English Language Teaching. He describes how he first became aware of his
non-nativeness;
Nevertheless, I experienced the full impact of the term non-native speaker, and all
the accompanying social, psychological, and economic baggage, only when I
arrived in the United States to enroll in a Master's program in TESOL in the mid1980s. By then, I had 14 years experience teaching English. Needing to
supplement my partial scholarship, I applied for a tutor position at the university's
language center and was turned down almost instantly. Instead, some NS
classmates who had no teaching experience were employed. Although not stated
explicitly, the message was clear: NNSs need not apply... I was soon to learn that
prejudice toward NNS teachers came from some ESL students as well. I was
assigned to teach two courses, the first NNS to be given this responsibility in the
program. About 2 weeks after class began, I was informed that two students had
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complained about my accent and requested transfers to classes taught by native
speakers. This rejection was more hurtful than the objections of my colleagues
(p. 22).
Drawing on his experiences, Braine describes how the challenges for NNS "Periphery"
scholars continue even when they leave the "Center," because the need to publish
internationally continues in some parts of the "Periphery," such as in Hong Kong and
Singapore, but not in the West. Both Thomas and Braine reflected on their personal
experiences as nonnative English educators, exploring the issue of credibility and a
journey from the "Periphery" to the "Center." Their experiences as nonnative English
educators eventually seem to reach the sociopolitical concerns, such as discrimination in
employment, doubts on credentials from the "Periphery," and marginalization in the
profession.
Canagarajah (1999) explains the causes and consequences of the native speaker
fallacy in order to understand it from a larger social perspective. He traces the
marginalization of speakers of other Englishes in the TESOL professions to the fallacy,
and first examines the linguistic basis fallacy by critiquing Chomskyan origins and
arguing for the new terminology to reflect the linguistic competence of postcolonial
English speakers. He also questions the application of the fallacy to ESL pedagogy, and
points out that the knowledge of other languages by nonnative English teachers can
enhance more effective language teaching. He then explores the political implications of
the fallacy in the context of "English only" ideologies and "Standard English," and
examines the difficulties faced by Periphery educators in finding employment in the
Center. Furthermore, he shows how the fallacy prevents Periphery teachers from
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developing their expertise in accordance with local needs because expertise in English
language teaching is closely associated with native English speakers. In conclusion,
Canagarajah presents a reconfiguration of the relationship between Periphery and Center
ELT professionals, and exposes the hidden economic, ideological, and political reasons
that come from the native/nonnative division.
Amin (1999) insists that little attention has been paid to how the race, ethnicity,
culture, and gender of teachers have an impact on the classroom. She claims that critical
theories in ESL are written from the viewpoint of White teachers. Positioning herself as
an immigrant woman from a minority group, Amin insists that the native speaker
construct produces sexism and racism to disempower minority female teachers in
Canada. Based on the interviews with minority female ESL teachers who immigrated to
Canada, she states that ESL students in Canada make two assumptions of the ideal ESL
teacher. One is that only Whites can be native speakers of English. The other is that only
the native English speaker knows proper Canadian English. In addition, she introduces
the Canadian media that shows little neutral coverage of minorities, and argues that this
fact is an indication of the dominant White groups' negative perceptions of minorities,
which have been passed on to ESL students. Amin concludes that TESOL in Canada and
the U.S. should clearly define the terms "native" and "normative" by emphasizing that no
intrinsic connection exists between race and ability in English.
By reflecting on her teaching experiences in North American institutions of
higher education, Kubota (2002) also analyzes how the race, culture, and gender of
teachers have an impact on the classroom. She draws on Bourdieu's (1986)'s concept of
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capital, which presents various forms of capital, such as economic capital, cultural
capital, social capital, symbolic capital, and others forms of capital. Kubota states that
her cultural and linguistic capital she brings to her class as a minority Asian woman, who
speaks English with accent, has been valued by students taking Japanese language and
language minority classes. On the other hand, her cultural and linguistic capital has not
been valued by students preparing to become Spanish and French teachers. Thus, Kubota
suggests creating a counter discourse that can clarify a minority position, appropriate
marginality, and turn the marginality into a tool for advocating racial, ethnic, and
linguistic diversity.
Oda (1999) changes the focus of the discussion from the Center to the Periphery.
He investigated how native English speakers from the Center extend their influence to
ELT professional organizations in the Periphery. He explores how ELT organizations
and affiliates in non-English speaking countries, such as JALT (the Japan Association for
Language Teaching), retain the dominant role of native English speakers in the
profession, and points out that such English-speaking monolinguals are more highly
valued than local bilingual professionals. He takes a closer look at JALT's officers'
duties and their decision-making in order to show how the discourse is dominated by
monolingual native speakers of English, with the prevailing assumptions of linguistic and
cultural imperialism within the EFL communities. He claims that the unequal power
relationship between the native and nonnative English speaker is intact. Oda emphasizes
that proficiency in the local language is indispensable for those at the leadership of
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TESOL affiliates because normative-English-speaking professionals' individual language
rights are being violated.
Along the same lines, Medgyes (1999) claims that native-English-speaking
teachers in Hungary must not only learn about local educational traditions and culture,
but they also need to examine the preconceptions behind their own educational beliefs.
Medgyes concludes that this process should be reinforced by a growth in nonnativeEnglish-speaking teachers' self-confidence, a more cautious attitude toward imported
products, and a willingness to assume full responsibility for their own affairs.
The aforementioned studies clearly show that the native/nonnative division
produces numerous challenges that nonnative-English-speaking professionals have to
confront. Discrimination in employment seems to be intact. Their credentials as
nonnative-English-speaking educators might be questioned from the Central, Their
accents might be derided in the dominant ideology of Standard English. They might be
often marginalized in the profession. One of the solutions to overcome nonnative-ness in
the profession seems to be teacher education that aims at improving the nonnativeEnglish-speaking educator's credibility and self-image.
2.5. IMPLICATIONS FOR TEACHER EDUCATION
Just as in the aforementioned sociopolitical issues, the native/nonnative division
seems to have created a strong and lasting impact on teacher education. Brutt-Griffier
and Samimy (1999) discuss a graduate TESOL course titled "Issues and Concerns
Related to NNS Professionals." This study presents the process of interrogating the
nativeness paradigm among nonnative-English-speaking teachers themselves through

49

their own experiences and self-representation. It explores the validity of conceptual tools
designed to overcome disempowering discourses that may exist in TESOL programs, and
focuses on the construction of identity among normative-English-speaking teachers,
which does not specify definite boundaries to their capacities. Brutt-Griffler and Samimy
state that it is indispensable to raise consciousness about the role of international teachers
of English in the field and validate the tools for their empowerment through critical
praxis. They conclude that new critical approaches that empower TESOL professionals
need to become part of teacher education and research within a TESOL curriculum.
Kubota (2002) suggests a counter-hegemonic pedagogy that affirms diversity.
She admits that instructional fields are sites of struggle over power. However, she relies
on Foucault (1978) that states that power is not exercised unidirectionally and that the
relations of power can be transformed, and believes that this can open up a possibility for
counter-hegemonic pedagogy for nonnative English teachers as well as women teachers
of color. Thus, she discloses her cultural and linguist background as a tool for raising
students' awareness of the otherness;
One of the strategies I began to use in order to confront these challenges was to
communicate explicitly to the students on the first day of class that I am different
from white professors. I would ask whether the students had ever had an
instructor from Asian with an accent. Then I would stress the fact that I have a
different cultural and linguistic background compared to my teaching partner or
other white professors and that being in my class is a great opportunity for them
to learn firsthand intercultural communication as they interact with me (p. 298).
With this powerful strategy in mind, Kubota (2002) insists that "by giving a positive
value to our own uniqueness and using it strategically to advocate diversity in our
teaching, we not only empower ourselves but also provide our students with precious
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opportunities to critically understand and negotiate differences" (p. 304). She also
maintains that the counter-hegemonic pedagogy becomes effective when it is supported
by colleagues and administrators.
While Brutt-Griffler and Samimy centered on one teacher preparation course in a
TESOL curriculum, Kamhi-Stein (1999) insists on the need to modify the entire
curriculum that relates to the issues of nonnative-English-speaking teachers (NNES) in
TESOL, with the increase in the numbers of NNES teachers enrolled in the MA/TESOL
program. She explains how the powerful influence of a role model can be used in order
to improve the self-image of NNES teachers. Then, she details how issues of NNES
teachers are integrated to the curriculiun through classroom activities, such as analyzing
the language histories of the teacher trainees and conducting classroom-centered research
on NNES teachers, as well as through out-of-class activities, such as providing teacher
trainees with opportunities for professional growth and engaging in advocacy activities
for themselves. Kamhi-Stein's practice shows the powerful influence that NNES teacher
educators can exert on NNES teacher trainees.
Liu (1999) explores the impact nonnative-English-speaking teachers have on their
ESL students from the teacher's viewpoint. He investigated seven nonnative English
teachers from a variety of cultural and linguistic backgrounds, and places them on a
native/nonnative speaker (NS-NNS) continuum rather than a dichotomy. By using direct
quotes from the seven participants, he provides insights to the teachers' expectations and
their responses to their influence on students. He claims that when the self-expectations
of the teachers on the NS-NNS continuum match those of their students, students tend to
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appreciate their teachers' competence and achievement as ESL learners. He also states
that students are influenced by the teachers' ethnic background, skin color, and physical
appearance on the NS-NNS continuum. For example, a White may be categorized as an
NS, while an Asian with a longer exposure to English may not. Liu concludes that social
context cues, such as skin color and physical characteristics will become less meaningful
in the profession by accepting the NS-NNS continuum with multi-dimensions and multi
layers.
Medgyes (1999) takes a different view and argues for the maintenance of the
native/nonnative distinction. He acknowledges that nonnative-English-speaking teachers
can (1) provide a good learner model for imitation, (2) teach language learning strategies
more effectively, (3) supply learners with more information about the English language,
(4) anticipate and prevent language difficulties better, (5) be more empathetic to the
needs and problems of learners, and (6) make use of the leamers' mother tongue.
However, he insists that native English speakers have a better knowledge of English. He
claims that normative English teachers need to become near-natives in order to be
effective, self-confident, and satisfied professionals. Thus, he maintains that language
training is of importance during their training. He also states that the obvious choice of
English varieties would be between the British and the U.S. varieties, in the absence of a
clearly defined International English in reality. Furthermore, he claims that bilinguals are
the best ambassadors between peoples and cultures. As a leading teacher-educator in
Hungary, Medgyes concludes that teacher educators have the responsibility of
transforming nonnative-English-speaking teachers to ambassadors of English.
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Dilin Liu (1999) exerts his background as a normative teacher educator in the
United States, and claims that teacher preparation ESL programs in North America, the
United Kingdom, and Australia do not meet the needs of nonnative English speaking
teacher trainees. He maintains that although about 40 percent of the teacher trainees in
these countries are nonnative-English-speaking international students, they are basically
given the same training that native English speakers receive. He argues that an
ethnocentrism on the part of native-English-speaking TESOL educators create a
methodological dogmatism. This dogmatism promotes Western new methodologies,
particularly called "communicative," while disregarding traditional methods that are
popular in many other parts of the world. For example, he claims that methods and
teaching styles developed for process-oriented, student-centered classrooms are not
suitable for Asia, where English teaching is still product-oriented and teacher-centered.
Furthermore, he points out that although many nonnative-English-speaking international
students feel the need to improve their practical English for the classroom, they are
instead taught grammar courses that improve their explicit knowledge of language rules
instead of enhancing their practical language ability. Thus, he proposes programs that
enhance an appropriate command of the target language in the classroom for nonnative
English speaking professionals, and programs that promote the cultural awareness of the
second language acquisition. Dilin Liu concluded that teacher educators in the West are
able to meet the needs of nonnative-English-speaking teacher trainees, with their
increased cultural sensitivity and effort.
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This chapter presented the literature review related to my study. Among the
major scholarly work to be explored are (1) controversies on native/nonnative
dichotomies, (2) perspectives on social identity, (3) the nonnative teacher's social world,
(4) voices and perspectives of nonnative teachers, and (5) implications for teacher
education. The next chapter goes on to detail the description of the research design,
instruments, and timeline for the phenomenological case study approach.
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CHAPTER 3
RESEARCH DESIGN AND PROCEDURES
In this chapter, I describe the research design, instruments, and timeline for the
phenomenological case study approach. I use pseudonyms for individuals, educational
institutions, and their various departments and programs in order to protect the anonymity
of my research participants and abide by Human Subjects protocols.
3.1. RESEARCH CONTEXT
The study was conducted within the writing program community in the
department of English at a large (35,000 student body) public university in the western
U.S. I call the university the Western University, a pseudonym. The Western University
has the reputation of being a research I university.
In the writing program community, native and nonnative English teachers
(graduate teaching assistants) primarily teach freshman English composition to first-year
undergraduate American and ESL students. In this community, I focused on nonnative
English teachers. As an international graduate student from Japan who had completed an
MA in ESL and pursued doctoral studies in Language and Literacy Studies, I had
established relatively easy access to people in the academic community. Most of the
English teachers in the community are graduate students from language programs, such
as English as a Second Language (ESL), applied linguistics, and language and literacy
studies. I took several classes with some of these teachers and knew them well. In
addition, I had already conducted a pilot study that focused on one nonnative English
teacher from an Asian country (the research participant wanted her birth place to be kept
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anonymous) in this academic community. Furthermore, I was able to keep in touch with
a teaching advisor who was in a position of advising nonnative English teachers, because
the teaching advisor once taught a language and culture class, which I took in 1998. I
was able to keep in touch with professors in a position of hiring nonnative English
teachers. Thus, the academic writing community at the Western University was the best
place to conduct my research.
3.2. THE SELECTION OF NONNATIVE ENGLISH TEACHERS AS CASES
Merriam (1998) states that "Selecting the sample is dependent upon the research
problem. In qualitative research, the most appropriate sampling strategy is nonprobability sampling. Purposeful and theoretical sampling are well-known and widely
used non-probability sampling strategies in qualitative research" (p. 67). Fatten (1990)
insists that for the logic and power of purposeful sampling, information-rich cases should
be selected, from which one can learn a great deal about issues of central importance to
the purpose of the study. Patton relates the choice of each case to the purpose of the
study. LeCompte and Preissle (1993) use the term criterion-based selection instead of the
term purposeful sampling, and suggest that "In criterion-based selection you create a list
of attributes essential to our study and then proceed to find or locate a unit matching the
lisf (p. 70). Thus, Merriam (1998) maintains that the criteria for the establishment of
purposeful sampling reflect the purpose of the study and guide in the identification of
information-rich cases.
The purpose of this study is to examine how nonnative English teachers' identity
constructions develop and influence their pedagogy in U.S. higher education. In order to
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fulfill this purpose, I selected the following criteria for my research subjects (nonnative
English teachers).
(1) English is not the participant's first language. Since the purpose of this study
is to examine nonnative English teachers' identity constructions in U.S. higher education,
my research participants' first language is not English. This is a major criterion for this
research. Seidman (1998), focusing on phenomenological interview studies, maintains
that "maximum variation sampling provides the most effective basic strategy for
selecting participants" (p. 45). Variation can be discerned in this criterion, such as
research participants' ethnicity, first language, and educational backgrounds.
For this major criterion, the circle model suggested by Kachru and Nelson (1996)
is useful. In order to capture the global situation of English users, they introduce three
concentric circles: the inner, outer, and expanding circles. The inner circle comprises the
old-variety English-using countries, where English is the first or dominant language: the
United States, Britain, Canada, Australia, and New Zealand. The outer circle comprises
countries where English has a long history of institutionalized functions and plays
important roles in education and popular culture, such as India, Nigeria, Pakistan, and
Singapore. The expanding circle comprises countries in which English has various roles
and is widely studied but for more specific purposes (e.g. reading skills for scientific and
technical purposes) than in the outer circle. Such countries include China, Indonesia,
Iran, Japan, Korea, Nepal, and other countries. I chose nonnative English teachers who
came from the expanding circles as my research participants.
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In addition to nonnative English teachers from the expanding circles, 1 chose a
resident non-native speaker of English who is a non-temporary resident of the U.S. and
does not speak Enghsh as first language. The research participant of my pilot study, who
wants her birth place to be kept anonymous, was born in an Asian country and moved to
Hawaii with her parents at the age of 14. She attended school in the United States since
that time. Her first language is Chinese. Therefore, she is a resident nonnative speaker
of English.
(2) A second criterion is selection of nonnative English teachers teaching
freshman English composition to American or ESL students at the Western University:
Given the fact that a majority of English composition teachers in U.S. higher education
are native speakers of English, the existence of nonnative English teachers is unique.
Merriam (1998) states that "a unique sample is based on unique, atypical, perhaps rare
attributes or occurrences of the phenomena of interest" (p. 62). I am interested in
nonnative English teachers because they are unique and atypical.
(3) A third criterion is selection of nonnative English teachers who are in a
position of international graduate assistant teachers, have the same teaching advisor, and
are enrolled in the MA/ESL or Ph.D. applied linguistics program as international
graduate students at the Western University; Merriam (1998) claims that "convenience
sampling is just what is implied by the term - you select a sample based on time, money,
location, availability of sites or respondents" (p. 63). Since my research methodology
relied on iterative in-depth interviews for which 1 needed to establish rapport with
participants, being convenient was indispensable. According to participants' convenient
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times, I had to visit them for interviews, for which passive obedience to participants was
needed. I am an international graduate student at the Western University. Thus, for
convenient access, I had to choose research participants in the same university. Merriam
also maintains that snowball, chain, or network sampling involves "asking each
participant or group of participants to refer you to other participants" (p. 63). The fact
that my research participants (nonnative English teachers) and I had taken some classes
together in the same field facilitated the establishment of a network in which I was able to
communicate with them easily, especially with graduate students in the MA/ESL and
PhD/applied linguistics program. When I conducted a pilot study with a nonnative
English teacher, she kindly referred me to another normative teacher. Furthermore, since
I knew the teaching advisor for nonnative English teachers, who had taught a language
and culture class in which I was enrolled, I was able to ask her who to choose as research
participants. The teaching advisor kindly suggested that I contact a graduate teaching
assistant as a research participant.
(4) Another criterion for the purpose of selection included willingness to
participate in iterative in-depth interviews, classroom observations, administration of a
questionnaire to their students, and completion of the teacher profile on the part of the
teachers. Research participants' wilUngness was the most crucial criterion for this
research, because the nature of this study, including iterative in-depth interviews, is
potentially intimidating. In the pilot study, I asked a nonnative English teacher for
interviews and earned her approval. However, when she understood how detailed the
interviews process was, she became angry and rejected the interviews as too personal for
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her. Another participant in the pilot study rejected the plan of classroom observations
because my presence in class might negatively influence classroom communication
between teacher and student. The anthropologists Brown and Levinson (1978) claim that
Asian cultures tend to use negative politeness strategies, in which the speaker and the
hearer maintain a social distance in conversation. Most participants of my study came
from Asian countries and may have shown reluctance to participate in in-depth interviews
in order to maintain a social distance. Thus, I tried my best to obtain my research
participants' willingness to participate in the study by explaining the purpose of study
clearly and showing respect toward them.
In terms of the question of how many research participants to examine in a
qualitative study, Merriam (1998) states that "there is no answer... what is needed is an
adequate number of participants, sites, or activities to answer the question posted at the
beginning of the study" (p. 64). A number of researchers (Lincoln & Guba, 1985;
Merriam, 1998; Seidman, 1998) suggest sampling until a point of saturation or
redundancy is reached. Lincoln and Guba (1985) claims that "In purposeful sampling the
size of the sample is determined by informational considerations. If the purpose is to
maximize information, then sampling is terminated when no new information is
forthcoming from newly sampled units; thus redundancy is the primary concern... Its
purpose is to maximize information, not facilitate generalization" (p. 202).
I conducted a pilot study with a nonnative English teacher in 2001. Through the
pilot study, I found that this participant gave me rich information on her teaching
experience as a nonnative English teacher, and that the process of data collection and
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analysis was very time-consuming. In addition to the participant of the pilot study, I
came to know a few nonnative English teachers through some graduate courses and
meetings. After the dissertation proposal meeting, my dissertation director suggested that
four research participants were sufficient for phenomenological case studies. The
teaching advisor of nonnative English teachers informed those teachers of the purpose of
my study, and named a few nonnative English teachers from foreign countries that I
should contact. Given the result of the pilot study that suggested a sense of saturation to
me due to its richness, and the network information I established with nonnative English
teachers, their teaching advisor, and my dissertation director, I chose five research
participants for my phenomenological case studies.
All five participants were women because there were no male nonnative English
teachers in the writing program during the period of data collection. All five nonnative
English teachers were female international graduate teaching assistants. Demographics
indicate that male international graduate assistants typically choose to work as research
assistants in the area of hard science. Thus, as a male researcher, I admit a limitation of
the research; Female research participants might have felt more comfortable
communicating with a female researcher. However, the fact that all participants were
women further benefits the trend of the research literature on women faculty of color in
North America (Amin, 2004; Vargas, 2002).
The demographics of the research participants are summarized in Table 3.1. in
terms of their birth place, first language, other languages learned or spoken, age of arrival
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in the United States, first exposure to English, and context where the first exposure to
English took place.

Table 3.1. Information on Participants
PARTICIPANT

BIRTHPLACE

FIRST
LANGUAGE

Ms. J

China

Chinese

Ms. K

South Korea

Korean

Ms. M

Anonymous (an
Asian country)

Chinese
(Mandarin)

Ms. S

Spain

Spanish

Ms. X

China

Chinese

OTHER
LANGUAGES
LEARNED OR
SPOKEN
French

AGE OF
ARRIVAL IN
U.S.

FRIST
EXPOSURE
TO ENGUSH

CONTEXT OF
FIRST
EXPOSURE
TO ENGLISH
EFL

27

Japanese,
German
Japanese,
Korean,
German, an
anonymous
language
French, Italian,
German, Latin,
Greek
French, Chinese
local dialect

31
14

Junior high
school
Junior high
school
Third grade

25

Sixth grade

EFL

24

Fourth grade

EFL

EFL
EFL

Ms. J was raised in China. Upon graduation from the university with a degree in
English language and literature, she began to teach English at a university level in China.
After teaching for six years, she then went to Canada and earned an MA in applied
linguistics. After studying in Canada, she came to the U.S. and enrolled in the applied
linguistics program as a doctoral student at the Western University while teaching
freshman English composition to American and ESL students. Ms. J started teaching
freshman composition in fall 2002. Ms. J was 31 years old at the time of the study.
Ms. K grew up in South Korea. Upon graduation from a university with a BA
degree in education, she enrolled in the English program at a Korean branch of a U S
university and obtained her second BA in English literature. She then experienced
teaching English at a private school and tutoring high school students for eight years in
her country. After teaching in South Korea, she came to U.S. and enrolled in the
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MA/ESL program while teaching freshman English composition to American and ESL
students. Ms. K started teaching freshman English composition in fall 2002. Ms. K was
32 years old at the time of the study.
Ms. M came to the U.S. from an Asian country (anonymous) with her parents
when she was 14 years old. Thus, she had earlier exposure to the English speaking
community than other participants. She received two BAs with degrees in Japanese and
ESL and an MA with a degree in linguistics at universities in Hawaii. While studying at
universities, she taught Chinese to children at a Chinese school for two years. She then
came to the western U.S. and enrolled in the MA/ESL program while teaching freshman
English composition to American and English students. She started teaching freshman
English composition in fall 2001. I conducted a pilot study with Ms. M in Fall 2001 and
continued follow-up interviews with her periodically. She received a MA in ESL in
Spring 2003 and left the western U.S. Ms. M wanted her age at the time of the study not
to be revealed.
Ms. S was raised in Spain. She received a BA in English philology in Spain.
After graduation, she taught Spanish at a U.S. college for a year. She went back to Spain
in order to obtain a teaching certificate for secondaiy teachers of foreign languages. She
then came back to the United States and enrolled in the MA/ESL program while teaching
freshman English composition to American and ESL students. Presently her focus is
linguistics. Among the research participants, she was the only person from Europe. Ms.
S started teaching freshman English composition in fall 2002. Ms. S was 28 years old at
the time of the study.
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Ms. X grew up in China. She received a BA in EngHsh at a university in China.
After graduation, she taught English at a middle school and a language institute for two
years in China. She then came to the United States and received the MA/ESL degree.
She enrolled in the applied linguistics program as a doctoral student while teaching
freshman English composition to American and ESL students. Ms. X started teaching
freshman English composition in fall 2001. Ms. X was 26 years old at the time of the
study.
As can be seen from Table 3.1, all the participants began learning English as a
foreign language (EFL) in their own countries. All the participants had completed
degrees related to English language/linguistics, had experienced teaching English or their
first language before, and got hired to teach freshman English composition as
international graduate assistants in the department of English at the Western University.
All the participants were committed to the teaching profession and learning language for
the rest of their life. However, at the same time, variation could be discerned, such as the
participants' first language, educational backgrounds, ethnicity, and years in teaching
freshman English composition. These differences with other unforeseen ones allowed me
to search for similarities in examining nonnative English identity constructions in U.S.
higher education.
I relied on personal contact in the recruitment of the five research participants.
Because I was in the same academic field (second language education) as the
participants, and had long-term, first-hand contacts with participants through some
graduate classes and meetings related to the academic field, I was able to contact each
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participant informally to gain their consent to participate in the project. I emailed
participants and arranged individual meetings with each of them so that I could outline
the purpose of the study and detail the extent of their involvement. I explained that
participants would (1) allow me to interview them on at least three separate occasions for
approximately thirty minutes each time mainly in spring 2003, (2) allow me to observe
their classes periodically over the semester of fall 2003, (3) allow me to interrupt each
class for approximately 20 minutes at the end of the semesters in spring and fall 2003 so
that their students could complete a questionnaire, and (4) allow me to examine their
autobiographies about second language learning experiences (those who took an ESL
academic writing class were required to write the autobiography.) I also explained the
participants' rights to confidentiality and the opportunity to withdraw from the project at
their discretion if they were not comfortable with my research procedure. Furthermore, I
informed them of my openness to their reviewing all collected data pertaining to each of
them. Since the five participants agreed to participate in the project, I immediately began
the data collection. The next section provides a detailed description of the research
design.
3.3. DETAILED DESCRIPTION OF THE RESEARCH DESIGN
Prior to presenting a detailed description of my research design, I need to refer
back to my research questions:
1. How do nonnative English teachers construct their identities in the context of
dominant language ideologies in the United States?
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2. What are the implications of these findings for theory and practice in language
pedagogy in the university setting?
In order to examine nonnative English teachers' identity constructions, I need to
draw on their lived experiences in teaching English in a certain social context. Therefore,
as a researcher, I need to physically enter the nonnative English teachers' field, the social
context in order to interview and observe them in natural settings. I need to build toward
theory from collected interviewed/observed data in the field. Through their own words, I
need to richly describe the process of their identity constructions.
Regarding the typology of educational research, Carr and Kemmis (1986)
introduce three basic forms of educational research, which are positivist, interpretive or
qualitative, and critical. In positivist research, education is considered the object to be
quantifiable. In interpretive (qualitative) research, education is considered to be a process
and school is a lived experience. In critical research, education is considered to be a
social institution designed for transformation.
Merriam (1998) states that "the key philosophical assumption on which all types
of qualitative research are based is the view that reality is constructed by individuals
interacting with their social worlds." Merriam continues, "Qualitative researchers are
interested in understanding the meaning people have constructed, that is, how they make
sense of their world and the experiences they have in the world" (p. 6). In addition,
Sherman and Webb (1988) posit that qualitative research directly explores experience as
it is lived, felt, and undergone. Furthermore, Merriam maintains that the essential
characteristics of qualitative research includes "(1) the goal of eliciting understanding and
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meaning, (2) the role of the researcher as primary instrument of data collection and
analysis, (3) the use of fieldwork, (4) an inductive orientation to analysis, and (5) findings
that are richly descriptive" (p. 11). Thus, I adopted a qualitative approach, because the
philosophical assumption and characteristics of qualitative research match the orientation
and design of my research.
In terms of common types of qualitative research in education, Rossman and Rallis
(1998) present three broad qualitative approaches: (1) ethnographies that seek to
understand the culture of people or places; (2) case studies that seek to understand a
larger phenomenon through intensive study of one specific instance; and (3)
phenomenological studies that seek to understand the lived experience of a small number
of people. Furthermore, Merriam (1998) states that phenomenology is concerned with
the essence or basic structure of a phenomenon, and uses date that are the participant's
and the investigator's firsthand experience of the phenomenon. Merriam also points out
that case study is an intensive, holistic description and analysis of a single unit or
bounded system, and can be combined with other types of qualitative research.
Given these types of qualitative research, I combined case studies with
phenomenological studies, because the purpose of my research is to explore how
nonnative English teachers' identity constructions develop and make pedagogical
applications for teaching of English in the US educational setting. I need to explore a
single entity of phenomenon, that is to say, nonnative English teachers in the U.S. social
context, and explore how they construct their own identities in this context through selfreflections on their lived experiences of teaching in a US educational setting. Thus, I
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drew in particular on phenomenological case studies for my study. The
phenomenological case study focuses on five nonnative English teachers teaching
freshman English composition to American and ESL students at the Western University.
In terms of qualitative data collection procedures, the study relies on (1)
phenomenological in-depth interviews with five nonnative English teachers, (2)
classroom observations, (3) teacher profiles, (4) autobiographical accounts of nonnative
teachers, (5) student questionnaires and a follow-up interview, and (6) interviews with
professors in the position of advising and hiring nonnative English teachers. A special
emphasis is placed on the phenomenological in-depth interviews. The other data sources
(#2 - 6) are supplementary to these interviews. The hybrid use of these data collections is
of great help to increase the validity and reliability of the study. The following is the
description of each data collection procedure.
3.3.1. Phenomenological In-depth Interviews
In qualitative research, interviewing is one of the typical and effective methods of
gaining understandings about human behavior (Lincoln & Guba, 1985; Seidman, 1998).
In case studies, interviews are seen as the central part of the data set (Merriam, 1998;
Stake, 1988). Merriam (1998) states that interviewing is the best technique to use when
conducting intensive case studies of a few selected participants in order to understand
their underlying knowledge base, belief system, and current/prior experiences. Seidman
(1998) emphasizes that "at the root of in-depth interviewing is an interest in
understanding the experience of other people and the meaning they make of that
experience" (p. 3).
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Among types of interviews, Rossman and Rallis (1998) explain that
phenomenological interviewing seeks to understand the lived experience of a small group
of people. Along the lines of phenomenological studies, Seidman (1998) developed a
series of three in-depth phenomenological interviews, each with a specific purpose,
claiming that "people's behavior becomes meaningful and understandable when placed in
the context of their lives and the lives of those around them" (p. 11). The first interview
seeks to explore the participants' experience from the past to the present (focused life
history). The second interview reconstructs the details of the participants' current
experience (the details of experience). The third interview tries to understand the
meaning of the participants' experience (reflection on the meaning). As the data
collection technique for a case study approach, the iterative and in-depth interviews with
nonnative English teachers seem be one of the best ways to understand their lived
experiences in teaching English in the U.S. educational setting.
Following Seidman's three in-depth interviews, I attempted to conduct the
following interviews.
First interview; What have been nonnative English teachers' experiences in
learning and teaching of English from the past to the present?
Second interview: What are the details of nonnative English teachers' current
challenges and outcomes in terms of teaching English composition in the U.S.
educational setting?
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Third interview: What are nonnative English teachers' goals for teaching English
in the U.S. educational context? How do nonnative English teachers describe who they
are in the U.S. educational context?
Thus, the first interview sought nonnative English teachers' historical experiences
in teaching and learning English from the past to the present. For the first interview, for
example, I asked nonnative English teachers the following questions.
A. Interview questions for the first interview (see Appendix A for details)
1. Could you tell me about your previous language learning experiences in school
and at home?
2. Could you tell me about your educational background?
3. Could you tell me about your past teaching experience?
4. Could you describe your teaching experiences working with your students in
English composition?
5. How would you define nonnative English speakers and native English
speakers?
6. What challenges have you experienced in teaching English composition as a
nonnative English speaker?
7. What is your primary motive for your decision to teach in the U.S. context?
In the second interview, I attempted to reconstruct the details of nonnative
English teachers' current challenges and outcomes in teaching English composition in the
U.S. educational setting. For example, for the second interview, I asked the following
questions.
B. Interview questions for the second interview (see Appendix B for details)
1. How is your language learning experience reflected in your teaching practice?
2. What are your best and worst moments in teaching English composition?
3. What works really well with your students in class? Why? How do you know?
4. How is your past teaching experience reflected in your current teaching
practice?
5. What, to you, makes a nonnative speaking teacher unique?
6. Have you been taught how to establish your credibility?
7. What conflicts and challenges do you have in teaching English composition?
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However, the caveat against the second interview questions was that those questions
should be changed according to the analysis of the first interview results. Thus, each
participant was asked to answer different second interview questions according to the
results of the first interviews. Furthermore, through the second interviews, an emphasis
was placed on how participants' past teaching and learning experiences were reflected in
their current teaching experiences.
In the third interview, I tried to understand the meaning nonnative English
teachers gave to teaching English composition in relation to their past, self-definition, and
expectations for the future. 1 also tried to understand how they viewed their roles of
teaching English composition in the U.S. educational context. Drawing on the previous
two interviews, for instance, I asked the following questions.
C. Interview questions for the third interview (see Appendix C for details)
1. What is the meaning you give to teaching English composition as a nonnative
English teacher?
2. How do you view your role as a nonnative English teacher?
3. What are you basing your perceptions of advantages/disadvantages on?
4. How are your multilingual/multicultural strengths reflected in your teaching?
5. What qualities should nonnative English teachers have in the U.S. educational
context?
In addition to the three in-depth interviews suggested by Seidman (1998), I
conducted a fourth interview for each participant. The purpose of the fourth interview
was to member-check or check back with participants in order to make sure that I, as a
researcher, understood the participants correctly, and to provide the opportunity for a
deeper reflection on their part. Creswell and Miller (2000) claim that "with member
checking, the validity procedure shifts from the researchers to participants in the study"
(p. 127). Lincoln and Guba (1985) maintain that member checking is one of the most
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crucial techniques for establishing credibility. For member checking, Creswell and
Miller suggest that researchers convene a focus group of participants to review the
findings so that researchers can incorporate participants' comments into the final
narrative.
Dr. Teresa McCarty (my dissertation director) suggested that in the fourth
interview, I point out the highlights of participants' comments and the experiences they
reported, and then ask them to explore again the relationship between being a nonnative
speaker of English and teaching in the U.S. context. Dr. Teresa McCarty suggested that I
"Just leave it open-ended - this is her (participant's) opportunity to pull some strands
together from the long conversations you have held with her, as well as for you to make
certain that you are understanding the salient points correctly, from her point of view"
(personal communication, 2003). Thus, I asked the following open-ended question.
D. Open-ended Interview questions for the fourth interview (See Appendix D for
details)
1. "Through three interviews we have done so far, I think the highlights of your
comments are (1) your strong desire to study English, (2) teaching English
composition to American students is a good experience for your future career
even if they don't like your accent. Is there anything else you would like to add
about the relationship between being a nonnative speaker of English and teaching
in the U.S. context?"
It goes without saying that the open-ended question was different depending on
the highlights of each participant's comment. Furthermore, in the fourth interview, I
asked participants additional open-ended questions, such as, "Now how do you view your
role as a nonnative English teacher?"
According to Seidman (1998), the interviews should be scheduled to take place
over a two-week period to allow participants to mull over the preceding interview.
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However, in reality, I had to follow participants' most convenient schedule because they
were extremely busy teaching English composition while taking classes as international
graduate students. Furthermore, after conducting the first interview with participants, 1
had to transcribe all the interview data in order to make second interview questions.
Then after conducting the second interviews with them, I had to transcribe all the
interview data in order to make third interview questions. The process of transcribing the
interview data was time-consuming because member checking with participants were
sometimes needed in order to correct unclear parts of the interview data. Thus, due to the
participants' priority in terms of choosing interview dates and the time-consuming
process of the data transcription, I was not always able to keep the two-week spacing of
interviews suggested by Seidman.
I started a pilot study and conducted the three interviews with Ms. M during the
period between September 28,2001 and October 12, 2001. At the stage of the pilot
study, I did not conduct a fourth interview for member checking due to my ignorance of
its importance. However, I conducted additional interviews with her on February 7,
2002, on February 24,2003, and on March 14,2003, in order to know more about her
teaching experiences. A lesson I learned from the pilot study was the importance of
listening as an interviewer. Through the process of transcribing the interview data, I
found that I sometimes interrupted the participant's voice by imposing my own
preconceived ideas. As a result, I sometimes missed obtaining the participant's
perspective and understanding of her real world. From this lesson, I tried my best to be a
good listener when conducting interviews with the other four participants. 1 started

73

conducting the iterative in-depth interviews with Ms. J, Ms. K, Ms. S, and Ms. X during
the period between February 14, 2003 and January 15, 2004. I tried to keep a two-three
week period for the three-interview series, but had to postpone the fourth interview
because open-ended questionnaires for the fourth interview had to be made by the
integration of all the three-interviews conducted before, which was a time-consuming
process. For all interviews, I adhered to the time limit of 30-45 minutes in order to
respect the time constraints of participants. I also found the time limit of 30-45 minutes a
saturation point of interviewing given participants' level of concentration. All of the
interviews were audio taped. All the cassette tapes were transcribed carefully for
subsequent analysis. Merriam (1998) points out that "verbatim transcription of recorded
interviews provides the best database for analysis" (p. 88). Using the constant
comparative method, the verbatim transcripts of interview data were compared "both
diachronically (for each participant from the first to the last interview) and across cases
(for each interview between participants)" (Berlin, 2000, p. 63).
3.3.2. Classroom Observations
Richard and Nunan (1990) suggest that multiple instruments should be available
for conducting classroom observations. However, Merriam (1998) claims that
"qualitative research primarily employs an inductive strategy" for data collection (p. 7).
Furthermore, Goetz and LeCompte (1984) insist that formalized observational data
collection instruments are not appropriate in conducting educational research "because
such systems record only a few, narrowly defined categories of behavior and because
they rarely match emerging patterns of concern" (p. 144). Spradley (1980) states that in
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doing participant observation for ethnographic purposes, "as far as possible, both
questions and answers must be discovered in the social situation being studied" (P. 32).
Given these scholarly explanations, I drew in particular on participant observation and
ethnographic field notes in which I, as an observer, recorded classroom communication
events as much as possible without using preconceived and formalized observational
instruments.
Classroom observations are important for a variety of reasons. For instance,
Goetz and LeCompte (1984) claim that "one problem that researchers may encounter is
that participant reports of their activities and beliefs are often discrepant with observed
behavior." (p. 110). Thus, classroom observations can be the most reliable method for
filling any gaps between what participants narrate through interviews and what they
actually do in the classroom. Merriam (1998) insists that observations can lead to
understanding the context itself, assist in interpretation of data obtained second-hand, and
provide the opportunity to record behavior as it is happening. In addition, Berlin (2000)
points out that observations can offer "another source for the triangulation of data,
increasing the trustworthiness of the study" (p. 67).
Regarding this project, though the process of nonnative English teachers' identity
constructions cannot be observable, the narratives of their identity constructions are
inevitably created through their everyday teaching experiences in the classroom.
Consequently, nonnative English teachers' classroom practices and techniques as well as
their students' reactions provide rich data to support any findings obtained through
interviews, questionnaires, and other documents. In addition, since the classroom is a site
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wherein the dynamics of interaction takes place, observations can aid in the
contextualization of this phenomenological case study by examining any moments in
classroom interaction that may suggest important considerations for nonnative English
teachers' identity constructions.
The classroom observations began on September 3,2003, the beginning of fall
semester, and continued until December 9, 2003, the end of fall semester. I observed a
total of 59 freshman English composition classes during that period. Since Ms. M had
already completed the MA/ESL program and left the University, I focused on the other
four participants (nonnative English teachers); Ms. J, Ms. K, Ms. S, and Ms. X. For
every classroom observation, I previously e-mailed participants and got permission to
visit their classes. I attempted to visit each participant's class once a week, and adopted
an observer's role who kept quiet and jotted down notes during an observation. I, as an
observer, was known to participants and their students, but did not participate in
classroom activities. My role was a quiet information gatherer, taking notes during
observations, in order not to interrupt interaction between teachers and students.
Spradley (1980) presents the process of three-step observations that are
descriptive, focused, and selective, moving from a broad description to gradually
narrower, selective observations. At the same time, Spradley cautions "even as your
observations become more focused, you will continue making general descriptive
observations until the end of your field study" (P. 33). I continued taking notes as
comprehensively as possible in order to describe the whole picture of classroom events
while I focused on verbal communication between teachers and students. Since the main
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resource of data, iterative in-depth interviews, revealed that nonnative English teachers,
as second language learners of English, had sometimes difficulty in explaining things
clearly to students and also had difficulty in understanding their students' slang in class, 1
focused on their verbal communication in order to support the interview data. More
specifically, I focused on teachers' verbal explanations and their students' reactions to
them, and on students' verbal questions and their teachers' reactions to them.
Merriam (1998) suggests that "field notes can come in many forms, but at the
least they include description, direct quotations, and observer comments" (p. 111).
During observations, my field notes always began with the setting (location, time of day,
season of year, and physical aspects of the situation), emotional tone of the class (e.g.
serious, enjoyable, sarcastic), classroom procedures (thick descriptions of classroom
events and direct quotations), and my impressions (my feelings, reactions, hunches,
interpretations, and working hypotheses). Merriam (1998) also suggests that "even if the
researcher has been able to take notes during an observation, it is imperative that full
notes be written, typed, or dictated as soon after observation as possible" (p. 104).
Following her suggestion, after each observation was completed, I left the classroom
quickly and immediately typed out the observation with a computer in order not to forget
these details still fresh in my memory. I found that the actual writing of field notes with a
computer took much longer than the observation. However, I was given wonderful
opportunities to view nonnative English teachers and their students in action in the
natural setting of the classroom in order to support the in-depth interview data.
3.3.3. The Teacher Profile
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Based on Berlin (2000), I constructed a teacher profile to elicit personal
information on participants' (nonnative English teachers) professional careers (see
Appendix E). I asked each participant to complete their biographical information,
teaching experiences at the Western University, educational backgrounds, past teaching
experiences before becoming freshman English composition teachers at the Western
University, extracurricular activities relevant to academic development, and any research
they had conducted. In addition to supporting the interview data, the structured format of
the teacher profile, as baseline data, was useful for a comparison of professional
experiences and educational backgrounds among the five participants. Furthermore, the
teacher profile revealed the diversity of the participants from different countries, which
facilitated the uniqueness of the study in order to examine their identity constructions.
3.3.4. Autobiographical Accounts of Research Participants
Merriam (1998) points out that personal documents, such as diaries, letters, and
autobiographies, can tell the researcher about the inner meaning of everyday events, and
they are a reliable source of data concerning a person's attitudes, beliefs, and view of the
world. Belcher and Connor (2001) claim that "from the point of view of second language
acquisition (SLA) researchers, autobiographies are seen as providing windows on
learners' metalinguistic awareness, capable of telling us much about their conscious use
of language-learning strategies" (pp. 3-4). Kramsch and Lam (1999) state that written
texts, such as autobiographies, can offer an opportunity to express and reflect on unique
and rich experiences as immigrants and foreigners. Kramsch and Lam also argue that the
uses of literacy in today's global and multicultural economy will change our notion of
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who is native and who is non-native, because non-nativeness has become one of the
important criteria and innovations in the global spread of world Englishes. These
scholarly comments suggest that personal documents, such as autobiographies, are a
useful resource to understand participants' past experiences and their meaning, and how
they are reflected on their present experiences.
When I conducted a pilot study with Ms. M, I used her autobiography, "My life as
a second language learner," in order to understand her experiences in second language
learning. Ms. M took an ESL academic writing class wherein one of the course
requirements was to write a 10-page autobiography as ESL writers. The purpose of this
assignment was to reflect on our own experience as an L2 writer, and discover dilemmas,
conflicts, or problems in the development of L2 writing skills. Ms. M gave me
permission to use her autobiography. It provided me with rich information about her
view of language, learning experience in multilingual and multicultural environments,
and identity construction as an immigrant from one Asian country to the United States.
Ms. J and Ms. X also took the class the next year and gave me permission to use
their autobiographies. Thus, of the five participants, three participants (Ms. J, Ms. M,
and Ms. X) had their autobiographies that I was able to examine in order to understand
their rich past learning experience as highly successful second-language users. As
already explained in the part 3.3.1., the focus of the first interview was on participants'
life history. Consequently, participants' autobiographies that explored their past
experiences facilitated understanding the first interview data, and became data to
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illuminate how their experiences, written in autobiographies, were reflected in their
current experiences.
3.3.5. Student Questionnaires and a Follow-up Interview
Merriam (1988) defines questionnaires as an additional source of data that
contributes to the overall analysis in case study research. She states that questionnaires
not only supply an extra data source that can be triangulated with other sources for
strengthening the trustworthiness of the procedures and findings, but also offer a format
for obtaining a large amount of data on specific elements related to the research.
In the study, I examined identity constructions of the nonnative English teachers
in the context of the dominant language ideologies in the United States, primarily through
the teachers' narratives. Nonnative English teachers perceive the social world - dominant
language ideologies - through interaction with their students. In other words, their
students' reactions in the classroom represent at least part of the social world wherein
nonnative English teachers manifest their struggles. In this respect, in order to support
nonnative teachers' narratives (the interview data), the administration of a questionnaire
to their students was needed to understand this larger social context. The questionnaire
attempted to gather information from nonnative English teachers' (five research
participants') students with questions that focused mainly on how credible normative
English teachers were from a view of their students. The questionnaire also asked their
students to describe the best and worst classroom activities in order to gain implications
for nonnative English teachers' pedagogical practices in the university setting.
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The administration of questionnaires (see Appendix F) was conducted at the end
of spring semester 2003, at the end of fall semester 2003, and at the end of spring
semester 2004. A total of 274 questionnaires (Native-born U.S. 195/ESL 79) were
collected from the five participants' students. The scales in the questionnaires were
analyzed statistically in order to show the difference between American and ESL
students' responses and development from the spring semester 2003 through the spring
semester 2004. The written comments in each individual item were analyzed using the
constant comparative method and matched against the data from the scales.
A follow-up interview was not the original plan of data collection. After the
administration of a questionnaire to Ms. K's students, an American female student came
to me to ask me questions about my study, showing her interest in the study, and then
began to talk about her experiences because she had nonnative English teachers for two
consecutive semesters. Since the student was the only one among 274 students who
came to me and shared her experiences having nonnative English teachers, I became
interested in her experiences and scheduled an interview with her on December 10,2003.
During the interview, I asked the following open-ended interview questions.
1. Could you tell me about your experience learning English composition from an
international teacher last semester?
2. What was your reaction to the international teacher?
3. Could you tell me about your experience learning English composition from a
current international teacher?
4. How is your experience in last semester reflected in your current learning
experience?
5. What was your reaction to having an international teacher again?
6. How has your past learning experience before coming to the university
influenced your response to international teachers?
7. Do you have any other thoughts about your experience in learning English
composition from international teachers?
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Though the interview with an American student emerged through the process of
the administration of questionnaires and was not the original purpose of data collection, it
offered me an opportunity to examine what impact nonnative English teachers had on an
American student who had never experienced learning English composition from
nonnative English teachers before coming to the university. The transcript of the
interview was analyzed using the constant comparative method.
3.3.6. Interviews with Professors in the Position of Advising and Hiring Nonnative
English Teachers
As the data collection procedure continued, delicate issues emerged; the hiring
process of nonnative English teachers (international graduate assistant teachers),
establishment of credibility as nonnative English teachers, and language experts'
opinions regarding dominant language ideologies in U.S. In order to gain greater insight
into these issues, I decided to conduct interviews with professors in the position of
advising and hiring nonnative English teachers. I interviewed with the following
language expert professors.
Professor W; Director of the writing program in the department of English
Professor L; Director of the PhD program in second language education
Professor T: Director of the MA program in ESL
Professor P; Teaching advisor for international graduate teaching assistant teachers
During interviews with each professor, I asked them the following open-ended interview
questions.
1. Do you have some criteria in order to hire nonnative English writing
instructors?
2. Do you see establishing credibility as a nonnative English speaker as an
important issue for international graduate teaching assistants? Why? Why not?
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3. There's strong monolingual English ideology in US - reflected in state, federal
policies, K-12 practices, etc. How do you think this influences American
students' responses to normative English speaking international instructors?
4. Do you have any other thoughts about the experiences of nonnative English
teachers and/or their students?
As with other sources of data collection in the study, the transcripts of the
interview data were analyzed using the constant comparative method in order to support
phenomenological in-depth interviews and classroom observations.
3.4. THE CONSTANT COMPARATIVE METHOD
As an analytic tool for qualitative data, I relied on the constant comparative
method. Glaser and Strauss (1967) describe the constant comparative method in their
seminal thesis on groimded theory. They present four stages of the method as follows;
"(1) comparing incidents applicable to each category, (2) integrating categories and their
properties, (3) delimiting the theory, and (4) writing the theory" (p. 105). The crucial
point of this method is the denouncement of a priori categorization; categories must be
allowed to emerge from the data, grounding the findings in the context of the research.
Merriam (1998) gives a clear account of the process involved in applying the
constant comparative method. She states that the basic strategy of the "method is
compatible with the inductive, concept-building orientation of all qualitative research" (p.
159). For example, a data source such as a transcript of in-depth interviews is reviewed
several times by the researcher. During each reading, the researcher needs to add notes,
questions, and comments in the margins of the transcript. These impressionistic
interpretations and evaluations lead to characterizations for each unit of analysis,
Merriam defines a unit as a "meaningful segment of data" (p,179), In the process of
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naming each unit, the thematic labels are established, and are again compared with one
another in order to look for similarities. As these labels are sorted and grouped into
mappings, new labels are derived for higher order categories. Merriam (1998) insists,
"Devising categories is largely an intuitive process, but it is also systematic and informed
by the study's purpose, the investigator's orientation and knowledge, and the meaning
made explicit by the participants themselves" (p. 179).
For the data analysis of my pilot study with Ms. M, I drew on the constant
comparative method. I used in-depth interviews and the participant's autobiography for
this study. First, I read the transcripts of the participant's in-depth interviews several
times and marked those passages that stood out as interesting and important regarding the
normative English teacher's experiences in teaching English composition. Then these
identified passages were assigned codes and compared with one another to look for
similarities. Finally, these codes were sorted and grouped under new labels that showed
higher-order categories. Through this process, I established four major themes and their
16 sub-themes. I read the participants' autobiography several times and marked those
passages that related to the interview data. Then those passages were grouped into the
main themes and sub-themes of the interview data. Based on the main-themes and subthemes that were derived from the interviews and autobiography, I constructed a model
that represented the nonnative English teacher's experiences in teaching English
composition.
For this study, in order to derive and analyze themes across these data sets.
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I continued to use the constant comparative method and expanded it into multiple data
sources that consisted of (1) phenomenological in-depth interviews with five nonnative
English teachers, (2) classroom observations, (3) teacher profiles, (4) autobiographical
accounts of nonnative teachers, (5) student questionnaires and a follow-up interview, and
(6) interviews with professors in the position of advising and hiring nonnative English
teachers. Consequently, my use of multiple data sources constituted triangulation.
3.5. DEALING WITH ETHICAL ISSUES
I obtained in advance the informed consent from research participants. I informed
the participants of the purpose of my research, the procedure of my research, the impact
the research had on them, and materials being used for my research. In proposing and
carrying out the research, I was always open about the purposes and procedure of the
research with my research participants, colleagues, and professors.
Regarding my ethical attitude toward the data collection, I attempted to be a good
listener rather than a greedy data collector. This attitude could supersede the process of
data collection, and might lead to decisions not to continue the data collection when it did
harm to my research participants. At a Brown Bag Presentation held during my field
work, McCarty concluded her presentation by saying that her ethnography of social
justice is "to Usten," "to tell," and "to act." I tried my best to follow her ethnography of
social justice. I tried to be a good listener for nonnative English teachers who had
difficulty in adjusting to the U.S. educational context. I planned to tell the academic
community about the normative English teachers' stories through the results of my
research. I acted to support nonnative English teachers' positions in the U.S. educational
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context. When I was given an opportunity to attend the English Graduate Union meeting
that focused on nonnative teacher issues, I spoke about how important their roles are
though my position was an outsider in the meeting.
McCarty (2002) also states, "My response is to tell the story as transparently as
possible - that is, to make clear, in language that is at once accessible to a broad audience
and attempts to do justice to the complex issues at hand, the many perspectives that frame
the accounf (p. 17). Following her statement, I wanted to tell nonnative English
teachers' story as transparently as possible in order to do justice to the complex issues of
nonnative-ness.
3.6. CHAPTER SUMMARY
In this chapter, I presented research design and procedures. 1 situated the study by
exploring the research context (Section 3.1.), moving from a city in the Western U.S. to
the writing program in the department of English wherein nonnative English teachers
teach. In section 3.2,1 discussed the selection of the research participants who
participated in the phenomenological case study and introduced the five nonnative
English teachers who made up the focus of this study. Then in section 3.3,1 detailed the
individual data collection methods and procedures. This section revealed multiple data
sources used to increase the validity and reliability of the study. In section 3.4,1
introduced the constant comparative method to clarify the analytical tool of this
qualitative study. The last section 3.5 dealt with ethical issues that depicted my ethical
attitudes toward participants. In the following chapter, I characterize each nonnative
English teacher as an individual case study that emerged from the data sources.
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CHAPTER 4
CRAFTING INDIVIDUAL CASES
The purpose of this chapter is to craft a characterization of the individual
nonnative English teachers as cases both diachronically, as connected to their own
educational histories, and synchronically, as their current teaching philosophy,
pedagogical practices, and salient aspects. Each distinctive characterization emerges
from phenomenological in-depth interviews, classroom observations, and
autobiographical accounts of second language learning.
4.1. THE CASE OF MS. K
4.1.1. Ms. K's Educational History
I conducted iterative interviews with Ms. K mainly during the spring semester
2003. Since Ms. K started teaching freshman English composition in fall 2002, she
entered into her second semester as a nonnative English teacher during the interview
period. Ms. K was bom and raised in South Korea. She started learning English at the
age of 13 (7^ grade) in an English as a foreign language context. She studied English
until she graduated from high school. Then she entered Ewha woman's university that
was one of the highly prestigious ones in South Korea, and majored in Education. Ewha
is one of the top schools in South Korea. Even Dr. T, director of the MA/ESL program at
the Western University, knew that it is highly prestigious. In the second interview, Ms. K
said:
"I looked at mine (her personal profile) and he (Dr. T) wrote down that I
graduated from prestigious Ewha and I laughed a lot." (Ms. K, second
interview, March 24, 2003)
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This shows that Ms. K is a survivor of competitive entrance examinations in an
Asian country, with high intelligence. Even though a subject she took an interest in
school was English, during her college days she did not study English particularly except
for a few required English classes because her focus was on education. After graduation
at the university with a BA in education, however, she started teaching English to middle
and high school students at a private institute, mainly teaching English grammar and how
to write English essays to high school students. At that time, she always felt frustrated
because she thought her English proficiency was not perfect. After three years of
experience in teaching English, Ms. K decided to quit the teaching job and to go to
Canada to study English further. She took some ESL classes at a university there, which
unfortunately did not satisfy her strong desire to study English. Thus, Ms. K gave up
studying English at a university in Canada in one semester, and went back to South
Korea.
Back in South Korea, Ms. K began to live with her sister's family, because her
sister was married to an American working for the U.S. military. Because of this, she
obtained an opportunity to communicate with a native speaker of English. Ms. K recalls;
I had a lot of chances to talk to my American brother in law, and he was
very talkative, we would talk for a few hours for many hours, well, while I
listened to him, I learned lots of vocabulary and expressions, and I had to
listen to him for many hours, and that also improved my listening skill a
lot, and after that I could pick more words from his speech... that was very
useful. (Ms. K, second interview, March 24, 2003)
Her eagerness to learn English lasted back in her country, with good luck in having an
American relative there. At the same time, Ms. K was able to enroll in some classes,
such as English composition and technical English writing, at a South Korea branch of
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the University of Maryland that was originally intended for educating the U.S. military
people and their relatives working in South Korea. Thus, she was able to receive
instruction in English from native speakers of English at an American university located
in Seoul in South Korea. While studying at the University of Maryland, she was tutoring
high school students in English essays. Finally she obtained a second BA in English at
that university. Ms. K thinks her experience in learning at the University of Maryland is
reflected in her current teaching of English composition at the Western University.
"Of course, I'm using my experience about how to write an essay, I
already took English 101 and 102, and I learned how to write an essay and
how to analyze an essay rhetorically, those kind of things, I can
understand those concepts easily because I already learned that, but I still
have to read books and prepare for my class. So I would say my
experience just helps me understand what I have to teach." (Ms. K, second
interview, March 24,2003)
Ms. K believes her experience in taking English composition classes at the University of
Maryland in South Korea helps her to understand rhetorical structures of English
academic writing that are different from those of Korean academic writing.
Ms. K considers herself a talented language learner because she always got good
grades in English in school. She always feels comfortable in learning languages, and
likes to memorize new vocabulary and grammar so that she can express herself with that
knowledge. Ms. K really appreciates her parents because they are very supportive of her
education.
"Yes, my father supported me to go to college. Actually he wanted his
children to be educated to finish college and get a good job. So my
parents were pretty much supportive." (Ms. K, first interview, February
14,2003)
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All the research participants including Ms. K agree that they were given rich educational
opportunities because their parents had been enthusiastic about their education. Ms. K
has especially been interested in learning foreign languages. She has always had a strong
desire to study English. In order to fulfill the desire, she decided to come to the United
States and enrolled in classes in the MA/ESL program at the Western University while
teaching freshman English composition to American and ESL students as an international
teaching assistant. Ms. K considers teaching English composition is a fun experience that
is useful for her future career.
"The main purpose of my study, of my stay in the U.S. is to study to get
my degree... but the reason I wanted to get this position, teaching
assistantship was to have fun experience in teaching college students so
that I can build my career on this and then stay in this field." (Ms. K, first
interview, February 14,2003)
Ms. K's journey of learning and teaching English continues.
4.1.2. Ms. K's Pedagogy and Practice as a Nonnative English Teacher
Ms. K has observed some English composition classes taught by native and
nonnative English teachers and acknowledges the difference of students' responses to
native and nonnative teachers.
"Classroom atmosphere was a little different I would say, the American
male teacher was lecturing with a movie, then I feel different response
from students to international students (international graduate assistant
teachers), it's the same in my class too. They don't respect as much, I am
not sure if respect is the right word, but anyway, from the beginning as
soon as they listen to the teacher's accent, they feel a little frustrated I
would say, I'm not sure if that's a correct adjective, but something like
that, frustrated and they don't try harder to understand the teacher, instead
they just give up on understanding the teacher and try to use the excuse to
go on easy with the class..."(Ms. K, third interview, March 31,2003)
"I feel a little different atmosphere in a native teacher classroom and
nonnative teacher classroom, the American students respond differently
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when they hear fluent English,.. they don't complain at all, but when they
listen to international students speak, even some patient students give up
trying to understand the person, that's what happened among the students,
some of them try to understand the accent better, but not all the students,
they just feel frustrated I guess."(Ms. K, third interview, March 31, 2003)
Ms. K's observations show that American students tend not to accept nonnative teachers'
accent, which eventually leads to disrespect of nonnative English teachers even though
their English writing skills and knowledge of English language are excellent. Through
her own teaching practice, Ms. K experienced the same response from her students. Ms.
K understands her weakness as a nonnative teacher through her teaching practice.
"but as a nonnative teacher, sometimes language problem causes problems
in teaching, sometimes I cannot express my idea fluently, and then
sometimes they don't understand my language, what I am saying, and
sometimes even though I say correct English they don't understand my
accent, and as a result they don't understand my point that sometimes
would happen I would say, and you know some impatient students would
not try to understand the teacher completely, you know, some native
speakers avoid nonnative speakers because they feel tired when they talk
to non-natives, I think that would sometimes happen in my class
too... "(Ms. K, third interview, March 31, 2003)
"When I cannot express myself in English fluently, I feel frustrated and I
know I am a nonnative teacher, yeah." (Ms. K, second interview, March
24,2003)
"I admit there is a problem about international GATs, it's not convenient
for students to learn from international GATs, because of the language
problem, and language problem also entails class room preparation too,
because to prepare the classes, you have to read a lot of materials, but
reading the materials in English is not easy for international GATs, and
they also have limited time like native speakers, so they may have
difficulties preparing the classes sometimes" (Ms. K, fourth interview,
December 8, 2003)
Ms. K admits that communication between her and her students is a problem in terms of
teaching English composition, because her spoken English sometimes does not allow her
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to express things clearly and her students tend not to respect her foreign accent.
However, Ms. K believes that she can overcome the communication problem as long as
good contents and information on writing are provided for her students. Thus, for Ms. K
to survive in teaching English composition as a nonnative teacher, providing her students
with necessary skills and information on writing academically seems to be indispensable
for her teaching.
"I just try to accommodate my students, and then try to give them
necessary things, I mean, give them what they need for their study. That's
my goal this semester." (Ms. K, second interview, March 24,2003)
"I just keep a certain distance, ask them necessary things and give them
necessary things like that." (Ms. K, third interview, March 31, 2003)
"I admit that international GATs have shortcomings... the problem is not
that serious, as long as instructors are well prepared, because this course is
about writing an essay as I told you earlier." (Ms. K, fourth interview,
December 8, 2003)
In addition, since Ms. K is good at writing English essays, she feels confident in teaching
English composition.
"I don't mind teaching this English composition class much, because it's
not about teaching how to speak English, I can accept this position,
because it's about teaching how to write an essay, which I do all the time,
and I think I can teach that, because usually my essays are good
(laughing), I mean, I get a good grade on my essays, and I think how to
write an essay, how to write a good essay, so that's why I am doing this."
(Ms. K, fourth interview, December 8,2003)
Ms. K believes she is competent in teaching English composition as a nonnative speaker
of English because she is confident in writing essays in English. At the same time, Ms. K
strongly believes that good preparations are indispensable for teaching because she wants
to give her students necessary knowledge of academic English writing in class. She

92

believes that one of the best ways to overcome her weakness as a nonnative English
teacher is good preparation for classes. In other words, the content of every classroom
practice is important for Ms. K to overcome her weakness as a nonnative English teacher.
In addition to the interviews conducted in spring 2003,1 observed Ms K's classes
mainly during the fall semester 2003. Ms K had entered into her third semester as a
nonnative English teacher when I started observing her classes. Thus, Ms K seemed to
have adapted to communication with her American students when I began to observe her
classes. From one of classes, I took notes as follows.
The interaction between the teacher and the students went smoothly. After
class, I asked the teacher if she still had communication problems with her
students. She said yes and told me that she was sometimes not able to
understand her students when they spoke too fast. But from today's
observation, the teacher answered each student's question clearly and did
not seem to have communication problems with her students. I said to the
teacher, "You have overcome a communication problem." She replied,
"Thank you," with a smile on her face. (Field notes, September 29, 2003,
English 102 for native-speaking English students)
At least from my weekly classroom observations, Ms. K did not seem to have a serious
communication problem with her students in her third semester as an English
composition instructor. The following words from an interview show that Ms. K gained
a way of interaction to avoid communication problems through her teaching practice.
Sometimes I have to ask several times to understand my students, but, uh,
because I ask several times, I don't miss many things I think. (Ms. K,
fourth interview, December 8, 2003)
Ms. K seems to have adapted to classroom interaction at a U.S. university and learned
some interactive skills to ask her students with good timing in class in order not to miss
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questions from her students. Furthermore, some interesting interactions took place
between Ms. K and her American students.
During the peer review, the teacher showed Polis (Curse Home-site) on
the screen. The teacher's name was on the course home-site. A male
student asked the teacher whether she had her middle name or not. Then
the teacher replied, "Koreans don't have middle names." Another male
student said to the teacher, "You don't have middle names?" Another
male student, who was a good participant in class, said, "Isabella." The
student kindly created a middle name for the teacher and some students
burst into laugher. An interesting and joyful interaction took place here.
(Field notes, October 20,2003, English 102 for native-speaking English
students)
Most students know that Ms. K came from South Korea, and were surprised to know that
Koreans do not have middle names. In response to this fact, with a playful atmosphere, a
male student created the middle name "Isabella" for Ms K. While this playful
communication took place in class, it went without saying that Ms. K continued her
teaching smoothly. I noted this comment in my field notes.
The teacher effectively showed information (Course Home-site) on the
classroom schedule, sources, and other things by using the computer
screen in class. From my observation, the teacher was able to understand
and answer each student's question quickly and sincerely. I sensed the
teacher's sincere and firm attitude toward each question from the students.
(Field notes, October 20, 2003, English 102 for native-speaking English
students)
With her effective use of visual aids, such as a computer projector in class, Ms. K always
explained important information clearly to her students and communicated with them
with her firm and sincere attitude.
The teacher read the assignment projected on the screen with the use of an
arrow. The students concentrated well on the screen. The teacher kept
talking like, "Include examples... two presentations... questions?" A male
student asked about the next assignment, "How we change as a writer..."
and the student kept asking. The teacher answered the question. Then
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some students asked questions. The teacher answered each question
without any miscommunication. (Field notes, November 3, 2003, English
102 for native-speaking English students)
This excerpt also presents Ms K's pedagogy and practice, which focuses on good content
by providing her students with necessary information, such as providing clear schedules
of assignments and clear instruction on how to write academically, through using verbal
explanations and a visual computer aid effectively.
In her third semester as a normative English teacher, Ms. K seemed to be enjoying
conferences with her students. I noted in my classroom observation notes as follows.
"Then the teacher began to talk about conferences, and said to the students
"Who's coming on Wednesday?" Many students raised their hands. The
teacher set up a time for each student, for example, like, "Jessie, 2:30,"
"Rodriguez, 2:45."... The teacher seems to like conferences because I felt
the students' positive attitudes toward the conferences. Lots of students
raised their hands in response to the teacher's scheduling of the conference
time." (Field notes, November 17,2003, English 102 for native-speaking
English students)
In support of the classroom observation notes, Ms. K talked about conferences in an
interview.
"Oh, best moment, I enjoyed conferences vwth my students, I met my
students one-to-one, and went over their arguments, the whole essay, and
evaluated the supports and theses, and I found pretty many faults in their
writing, some of them were not focused, or some of them were not
coherent or logical, and we fixed those things together and I think that
helped a lot with their essays, and they also said that helped with their
papers, so I felt good about that... because my strength was teaching
organization, I am not good at teaching my students new vocabulary or
new expressions, but I could see their fallacies in their writing, in their
organizations in their essays, and I could correct them." (Ms. K, fourth
interview, December 8, 2003)
Thus, in her third semester, Ms. K found a place to use her strength; teaching
organization, through one-on-one conferences, which also created good content by giving
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students necessary information on writing academically. At the same time, Ms. K's
pedagogy and practice were always growing with her accumulated experiences as a
nonnative English teacher.
4.1.3. Ms. K's Teaching Philosophy as a Nonnative English Teacher
With cultural diversity on campus, one of the strengths of U.S. universities, Ms. K
believes that normative English teachers (international graduate assistant teachers; GATs)
also represent cultural diversity. In fall 2003, an article written by an American student
in the campus newspaper evoked a serious response from nonnative English teachers
because the article complained about those teachers' "communication problems" and
suggested that the university stop hiring international graduate assistants teaching
freshman English composition. Ms. K responded to this article as follows.
"I kept, I was still thinking about the article, the position of international
GATs, and one day I was coming to school, and I was standing in front of
the modern language student union, I saw a lot of international people, the
campus was full of international people, and a lot of different people with
different cultures, and I was excited about it, and I thought, diversity was
also very important at a university, and so I thought we shouldn't give up
that diversity, and I thought nobody would want to see only English
speakers on this campus with only culture, that would be so boring... to be
creative, you know, you have to keep diversity... diversity was necessary
on campus, and to keep that diversity, it's necessary to keep international
GATs... hiring international GATs is also about improving diversities... it
would be a little bit inconvenient to have international GATs in
classrooms, but... that's the cost to have diversity, and you know, diversity
eventually will benefit the students also, that was my conclusion. " (Ms.
K, fourth interview, December 8, 2003)
Ms. K believes that nonnative English teachers (international GATs) play an important
role in maintaining cultural diversity on campus, and that their presence benefits students.
Recognizing that nonnative English teachers may experience "communication problems,"
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Ms. K believes that she was is qualified to teach English composition as long as she is
well prepared and maintains robust content in her classroom practice by using her own
strengths. In addition, Ms. K's way of teaching was always growing, such as her
comfortable experience of one-on-one conferences with her students.
4.2. THE CASE OF MS. J
4.2.1. Ms. J's Educational History
I conducted interviews with Ms. J during the spring semester 2003, and had an
additional interview with her in spring 2004. Ms. J entered into her second semester as a
nonnative English teacher during the interview period because she began teaching
freshman English composition in fall 2002. Ms. J was bom and raised in China (People's
Republic of China). From elementary through higher education, Ms. J always had
opportunities to attend one of the top schools in China, and was supported by parents who
were both teachers;
"So I was born in a small city in China, but I am lucky because both of my
parents, they are teachers, and so my mother works in a primary school, so
I entered the same primary school, you know, where my mother worked
and that one I would like to say it is one of the best primary schools in our
cities...I went to the middle school where my father worked and once
again, this is we can say, one of the best, and so I went to high
school... once again, the high school I entered is the best in that city, and
so I think I could receive, you know, better education, comparatively
speaking in my surrounding, you know, in my community, and then I
entered, you know, the matriculation examination of China, you know,
after you graduated from high school, all the Chinese students had to take
the same examination and you will be assigned to university according to
your scores you got from that examination... I didn't get quite a high score
from the examination, and so I didn't enter the best university in China,
but I think that university, we can say, this is a normal university, but it
kind of ranks five or six in China of all the normal universities, and I
chose English as my major because I like English a lot." (Ms. J, first
interview, March 12, 2003)
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Through iterative interviews, I sensed Ms. J's high intelhgence because she always
uttered her opinions very clearly with her clear and loud voice and responded to my
questions precisely and quickly, which eventually produced long and rich interview data
as the above interview excerpt suggests. Ms. J's parents, who were teachers by
profession (the highly respected profession in Asian countries), were very supportive of
her education. Ms. J recalls her father's attitude toward education when she was in
middle school.
"In second grade of middle school, I failed in the first quiz of the physics.
I was so frightened and I didn't dare to tell my father, but then later on he
knew all about this one, and you know, it's kind, you should have let me
know earlier and so we could think about some way to help you, and so
they were really supportive and they think, ok, you should, and you must
receive good education, and to Chinese people, to a lot of Chinese people,
you know, like receiving good education is the only way to improve your
situation, and get you a decent job in the future, yeah, they are quite
supportive." (Ms. J, first interview, March 12,2003)
This excerpt shows that Ms. J's father accepted Ms's failure in the exam and gave her
suggestions to help her, and that her parents held a strong belief that providing good
education is the only way for their children to be successful in the future.
Ms. J majored in English when she entered a university. She began to start
learning English in middle school. Ms. J reflects on her experiences in the past that made
her feel good about learning English.
"When I first started learning English, I was rather lucky to have a teacher
who was regarded as rather good at the middle school... praised me for the
pronunciation, or for the progress I made in learning English... I guess this
might be the primary initiative... so you are praised by the teacher, so your
interest in this subject is increased... and my elder brother... in order to
foster my interest... he would bring me little short stories written in
English, so I was eager to know what was talked about, you just read and
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read and then I know, oh, my EngHsh is better than the other classmates
and I am proud of myself... "(Ms. J, second interview, April 9, 2003)
An encounter with a good English teacher directed Ms. J toward continuing English
studies. Ms. J's elder brother, who was in medical school at that time, also motivated her
to study English. After graduation from high school, Ms. J entered Central China Normal
University in order to continue studying English systematically. She began to study
English intensively, took core courses to develop four skills; listening, speaking, reading,
and writing, and also took more academic courses, such as linguistics, socio-linguistics,
American literature, English literature, translation, and language pedagogy. Pedagogy
was a particular focus because it was a teachers' college. She also had an opportunity to
learn communicative English from native speakers of English from America at the
university. In the university, Ms. J's quality of English studies changed from a passive
one, such as memorization of English grammar and vocabulary to an active one, such as
expressing herself creatively in English. Ms J obtained her BA in English language and
literature in 1993. Since Ms. J was one of the best students at the university, she obtained
a teaching position at the same place.
"Oh, yeah, so, after I graduated from this university, you know, this
system in China, they would hire the best student and employed them to
teach in the same university in the same department, so I was just hired as
a teacher of English to teach university students in China and their major
is English." (Ms. J, first interview, March 12, 2003)
At her alma mater, Ms. J taught core courses, such as intensive reading, writing, text
analysis, and basic English grammar for six years. After teaching English there, Ms. J
went to Canada and enrolled in the MA/applied linguistics program at York University.
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"Applied linguistics, yes, and I learned second language acquisition theory
and teaching, and we learned language assessment, and language in
contact, and you know, like race, culture, and education, and I also chose,
I took another course that is research methodology, quantitative and
qualitative study, the research designs, and I also chose another one, like
language development and some other stuff." (Ms. J, first interview,
March 12, 2003)
As the above statement shows, Ms. J took many courses in applied linguistics, and
obtained her MA at York University in Canada within one year and half in 2000. In
order to further develop her knowledge in second language education, she entered the
PhD program in applied linguistics at the Western University, and also obtained an
international graduate assistantship in order to teach freshman English composition as a
nonnative English teacher. When I interviewed Ms. J, she was very active serving on a
sub-committee of international graduate assistant teachers in English Graduate Union, in
addition to teaching English composition as a nonnative teacher and taking classes as a
doctoral student. Furthermore, Ms. J planned to collect data from her students in order to
examine to what extent computer technology could enhance students' academic writing.
Ms. J's educational history seems to represent a typical story of a top school student who
received good education in a good educational environment. Ms J reflected on her school
days in China in an interview.
"I wasn't very good at physics and chemistry... so I chose arts, yeah, I
always like, I am always, either number one or number two or number
three, you know, of all the students in my class, yeah." (Ms. J, first
interview, March 12, 2003)
4.2.2. Ms. J's Pedagogy and Practice as a Nonnative English Teacher
When Ms. J started teaching English composition as a nonnative teacher, she
experienced the following challenges.
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"That is, to be precise, here we are using a kind of, you know process
writing, and so you write from first draft to second draft, and peer review,
you know, student and teacher conference, this is something I have never
done before in all of my English learning till now, so when I learned
writing, we were not learning in this way, and so challenge is that you
learn something and then, you teach what you learned currently to the
students. So it's not like something you have already had in mind, and so
you just use it, but first of all you have to learn what to teach, and then you
teach what you learned immediately to the students. This is a challenge.
Yes, another thing, challenge is... how to handle some of the disciplinary
problems from the students, but I think this is not only a problem
international GATs face, the American GATs, they complain, their
students didn't behave very well in class too." (Ms. J, first interview,
March 12, 2003)
Ms J experienced two challenges. One was that she had to teach in a way she had not
been familiar with before. Ms. J had to learn American ways of teaching English
composition, such as process writing, peer review, and teacher conferences. This seems
to be what every new teacher has to experience in a new teaching environment. Another
was a discipline problem: how to take care of students who showed little respect to the
teacher. Ms. J also reflected on her first semester as a nonnative English teacher.
"The biggest problem was, you know, I didn't know how to handle the
students... because you are not a native speaker of English, and so I was a
little kind of, you know, lacking confidence... and so I think the first time I
came to the classroom really my legs were trembling... instead of saying
something, I was just reading the course syllabus and the policies...1
didn't know what to do...I would like to say most of the students they
were quite nice... but I did have a few students who were kind of trying to
take advantage of me... I didn't know how to handle them." (Ms. J, first
interview, March 12, 2003)
The above statement shows Ms J's lack of confidence in teaching as a new nonnative
English teacher in her first semester. However, after teaching the first unit, Ms. J
gradually gained confidence because she began to understand her American students'
writing problems.
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"... but after I teach them the first unit, and after I collected their journals
and then first draft, and then finals, ok, I feel much more confident, ok, I
really see their problems in their writing, and I know which areas I could
help them, this is something I could diagnose their problems, and I think
that fi-om the unit two, my classroom performance was getting better and
more confident." (Ms. J, first interview, March 12,2003)
Ms J discovered what was wrong in her American students' English composition, which
eventually led her to decide on what to teach as a nonnative English teacher.
Furthermore, Ms. J's teaching advisor played an important role for her to gain
confidence,
"... and especially my TA (ad) Susan Penfield, she came to observe my
class... and generally speaking she praised that class, ok, content is good
and you know how to handle the students but then she offered some of the
suggestions. I think, you know, really my confidence began to build up
since then and in this semester... I prepared for each class carefully but
then I also feel confident... in teaching all the students. I am no longer
reading something, I am actually saying something, teaching something to
them." (Ms. J, first interview, March 12, 2003)
In addition to her finding of students' weakness in writing, Ms. J's teaching advisor
helped her gain confidence by expressing her appreciation for Ms. J's teaching and giving
her appropriate suggestions. Thus, Ms J was no longer reading materials in class, and
was teaching instead after she gained confidence. In her second semester as a nonnative
English teacher, Ms. J seemed to be satisfied with her teaching.
"And this semester I sense that a majority of the students they are good
and they are active, you know, like when I ask them questions, more than
one student raised up their hands, ok, and they want to answer this
question. I could see that students are more actively, kind of get involved
in the class than the last semester." (Ms. J, first interview, March 12,
2003)
While Ms. J was satisfied with her students' reactions in class, her process of gaining
confidence continued.
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"I am pretty strong in academic writing, the structure you know, and so
first I feel much more confident after teaching for one semester, and 1
know how to establish my credibility, I even show to students some of my
writing samples... to influence them, I am not only your teacher also do
something outside in the academia... to establish my authority and I did
help students a lot in their structure, especially in the essay writing." (Ms.
J, second interview, April 9, 2003)
Ms. J had a strong background in writing academically and showed her students her
writing samples in order to let them know that she was a researcher as well as a writing
instructor, which eventually led to her gaining additional confidence. My classroom
observation data also supports Ms. J's process of gaining confidence.
"Then the teacher (Ms. J) showed a transparency to the students through
the OHP (overhead projector). The title of if was "Increase EFL students'
awareness of cultural connotation of vocabulary." This was an example,
which was written by the teacher." (My field notes, October 10,2003,
English 102 for American students)
I sometimes saw Ms. J keep explaining about purpose, stance, and audience for academic
writing by using her own writing samples effectively. Furthermore, she got stricter in
grading students' papers in the second semester and clarified the reasons for her grades
with detailed comments in order to respond to complaints from her students. This
strictness came fi^om the fact that during the first semester Ms. J's students' effort level
decreased because she gave her students lenient grades in order to avoid challenges from
her students. Ms. J responded regarding grading students' papers.
"So this semester, I was really strict from the first essay... fifteen percent
of students D... thirty percent of students got C... much lower that I would
normally grade, but I was ready for their arguments... I told them you
could argue with me, but no one came to complain about it... then the
things were in the second (semester) the students work harder. This is
something I want to see...I want them really to put their effort in the
study, and learn something." (Ms. J, second interview, April 9,2003)
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By setting higher standards in the second semester, Ms. J succeeded in increasing her
students' efforts in writing. This positive result increased Ms. J's confidence as an
English teacher. Her confidence as a nonnative English teacher keeps growing with her
experience in teaching at a U.S. university.
Ms. J considers creating counter-discourses very important in establishing her
credibility as a nonnative English teacher and she expresses her background clearly at the
beginning of the semester.
"but this semester, how do we say, I try to put myself, put my image, set
up my image, ok, I am a nonnative English speaker, but I am your
instructor, well, in the first semester, I was afraid of facing this problem,
all students don't trust you because you do not speak so well, and so in the
first semester, I was trying to hide this background, and I found out it
didn't work so well, and in this semester, right at the beginning, I tell
them, you know, I am not a native speaker, and if you have trouble with
my accents or my expression, if you find it's not clear, just come to see me
and I can clarify it for you, but in terms of the writing, definitely I can do
better than you... and so I figured out at least from the surface level, I have
much more students this semester and a majority of them, about ninetyfive percent of them, they show respect in class." (Ms. J, second interview,
April 9, 2003)
"OK, I will tell students clearly, do not judge from my accent, from my
spoken English, but... I will tell them about my educational
background... my professional background I have been a teacher, you
know, I got my master's degree, you know, I am in a Ph D program in
language education, and I think this helps a little." (Ms. J, second
interview, April 9,2003)
As the above statements suggests, expressing her background as a nonnative teacher
means sharing her uniqueness with her American students. Ms. J seemed not only to
empower herself in order to establish her position as a teacher, but also to give her
students opportunities to understand a diversity of English speakers in the world.
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In terms of her teaching practice, Ms. J seemed to change her teaching style a
little from her teaching style in China because she found that her previous teaching style
did not work well in class.
"Ok, if I try to speak from the beginning to the end for fifty minutes,
students feel impatient... I will lose them. And this is something that
happened to me last semester... because of my teaching experience in
China, and also in Japan, so teachers tend to speak a lot, and students just
take notes from the lecture... I figured out this didn't work so well here.
You could teach them something, but one thing is after you give this
knowledge, you just ask students to practice in pair work or in group
work, discuss... do not teach from the beginning to the end... if they do not
practice something they learned in the class, they do not actually learn it."
(Ms, J, second interview, April 9,2003)
Thus, Ms. J attempts to avoid teaching in her previous style in which the teacher kept
speaking in class while the student concentrated on taking notes. Instead, Ms. J focuses
on the active role of her students in class, such as group discussion in which students can
share what they have learned with each other. Ms, J tries to give her students
opportunities to discuss their specific questions in groups in order to generate their own
ideas. Later on in her fourth interview, Ms. J continued.
"So this semester, I decided that I would like to have more student and
student communication instead of me being the main speaker in class, so I
do want my students to be active in the class." (Ms. J, fourth interview,
January 15,2004)
Thus, Ms. J's pedagogy and practice seems to rely on student-centered teaching which
encourages her students to participate actively through discussion in order to improve
their writing.
I focused on observing Ms J's classes during the fall semester 2003 when she
entered into the third semester as a nonnative teacher at a U.S. university. My repetitive
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classroom observation also supported Ms. J's pedagogy and practice. Ms. J relied on
student centered teaching in which her students participated in classroom discussion
actively in a large or small group while Ms. J explained things in a clear and loud voice.
I always noted in my field notes that, "the teacher (Ms. J) always explained things
clearly"(Field notes, September 5, 2003, English 102 for native-speaking English
students), or that, "the students actively participated in classroom activities"(Field notes,
September 12,2003). For example, the following comment from my field notes presents
a good example of group discussion.
"The teacher (Ms. J) asked each student to find a partner and also asked
him or her to find topics. The students formed a group of two and began
to discuss their topics. The teacher visited each pair to give some advices.
A pair (a male and female student) beside me seemed to be both serious
(the male student once talked about "US submarines are not ready for
female submariners," which caused a lot of discussion in class). The pair
talked with each other seriously and took notes of topics... the male
student said to the female student, "How tree grows... good
organization..." The female student said to the male student, "Good pie
structure..."... the teacher visited this pair and said to them, "Do you have
something to talk with?"... the pair answered the question."(Field notes,
November 14, 2003, English 102 for native-speaking English students)
In the group discussion, each group was given some sample essays and asked to discuss
topics in the essay. The pair in the above excerpt discussed topics seriously with each
other. In addition Ms. J visited each group in order to support the discussion. This
classroom interaction always took place in Ms. J's class in my classroom observation
period.
In my field notes, I sometimes used the word "intelligence" for Ms. J, even
though it might come from my subjective observation, because she always explained
information very clearly and answered her students' questions very quickly and logically.
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The next excerpt from my observation notes seems to show her ability to explain things
clearly.
"The teacher got ready for the OHP (overhead projector) and a sample
essay was projected on the screen. The teacher began to talk about the
problems of the essay... the teacher said to the students, "What else do we
come to see the writer's own stance in the first paragraph?" Some
students responded, "NO." The teacher also said, "NO, OK,
NO... probably this is just the rhetoric in English writing... this is totally
OK in oriental language, such as Japanese and Chinese, because the
rationale in that language is people are not... and implicit in expressions to
some extent... but in academic journals in English, it is not the case, you
have to have a clear stance, indicate your stance and why you come to
your conclusion... so structurally this is something here, and what is the
second paragraph talking about?" (Field notes, November 14, 2003,
English 102 for native-speaking English students)
In this class, Ms. J addressed the writer's rhetorical stance in English academic writing at
length by comparing it with the rhetorical stances in Japanese and Chinese, which also
presents her multilingual strength because she knows academic rhetorical structures in
Chinese and can use the knowledge in order to explain rhetorical structures in English.
Subsequently, student and teacher interaction continued for some time. In the classroom
observation notes, my impression of the class was stated as follows.
"As you can see from the above conversation between the teacher and the
students, the teacher is the best among the four nonnative teachers in terms
of explaining things logically and clearly to the students. I personally
think this comes from her intelligence. The teacher (Ms. J) can explain
things longer with her clear, loud, and high-tone voice. The teacher and
the students had good question-answer interactions about the problems of
the sample essay..." (Field notes, November 14, 2003, English 102 for
native-speaking English students)
As an observer of this class, I have to admit that my impression might be subjective
because I was the sole observer. However, in terms of her intelligence, we can draw on
the fact that Ms. J's interview and classroom observation data are longer, richer, and
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more productive than those of the other four nonnative English teachers I was observing.
Furthermore, I felt Ms. J had a strong desire to be an effective English teacher because
she was the only teacher who would ask me to point out what was positive and what was
negative about her teaching after my observing her classes. One day during my
observation period, Ms. J's teaching advisor visited her class in order to evaluate her
teaching. When the class was over, a female student said to the teaching advisor, "She
(Ms. J) is an awesome teacher," (Field notes, October 31, 2003, English 102 for nativespeaking English students) and the female student left the classroom. Ms. J's pedagogy
and practice, which rely on student-centered teaching, align with her high intelligence.
At the same time, we see the process of her gaining confidence as a nonnative English
teacher.
4.2.3. Ms. J's Teaching Philosophy as a Nonnative English Teacher
Ms. J's teaching philosophy can be condensed into the following expression.
"I am learning, I am growing, and I am facing this challenging" (Ms. J, third interview.
May 17, 2003). Ms. J is always learning something from her students.
"Sometimes when they answered the question in the class, they did use a
lot of slang at first... and I understand more, so it's also you learn
something from your students, and you learn something from this teaching
experience a lot... yeah, another thing... I would think growth and this also
helps because it is closely related to my major, second acquisition and
teaching... as a nonnative speaker, although I am teaching something, I am
still learning something, you know, culturally, linguistically... and I am
also, you know, changing and growing." (Ms. J, third interview. May 17,
2003).
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Ms. J maintains that she is learning something linguistically and culturally from her
students through her teaching practice. Ms. J's teaching practice is growing through each
semester.
"I teach several times, you get a better understanding, and you know much
clearer... what are the common problems students might encounter... so
you can predict what's the student reaction and what their problems might
be... .the growing confidence accumulated from the past." (Ms. J, third
interview, May 17, 2003).
Ms. J's expression "the growing confidence accumulated from the past" indicates her
steady development as a nonnative English teacher. At the same time, Ms J considers
this teaching experience very challenging.
"... it is also very challenging... you have to prove to them that you are
credible, you are the authority... there is disadvantage for such a teacher to
teach them, because the teacher does not share their cultural backgrounds,
probably because of the accent, you know, the pronunciation, sometimes
they say they couldn't understand me, so this could be a disadvantage... 1
feel challenging." (Ms. J, third interview. May 17,2003).
Ms. J feels this experience is challenging because she needs to prove to her American
students that she is credible as an instructor, and needs to overcome her weaknesses; her
Chinese accent and insufficient knowledge of American students' cultural backgrounds.
Through this challenging experience, Ms. J recognizes advantages and disadvantages of
being a nonnative English teacher. Ms. J reflects on the advantage as follows.
"I think you will bring another perspective to the students, and this helps
the students to see, you know, people outside of U.S. and they, you know,
they have a different way, maybe a different teaching style, and also if the
students could realize that being a nonnative speaker, so now you are
starting in a graduate program in U.S., and you are being able to teach
them.,. and so the students could think OK, so if I work hard, I could be
the same, because I am a native speaker, but she is a nonnative speaker,
but she is working hard, so she could achieve this level, if I work hard,
probably at least I can do as well as she, so it's kind of incentive to the
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students, so hard working brings you something, and also, you know,
people are different." (Ms. J, third interview. May 17, 2003).
Ms. J believes that she can bring another perspective to her students. In other words, she
can serve as a cultural ambassador who can bring cultural diversity on campus, such as
different teaching styles and varieties of English. Ms. J also believes that she can be a
successful model even to American students because she has achieved a higher level of
English proficiency as a foreign language learner. Ms. J reflects on the disadvantage as
follows.
"In the disadvantage, a thing as I mentioned is some of the cultural
things... he (a student) decided to use a lot of the actual incidents happened
in the past, and so when he mentioned this in class, all the students said,
"Yeah," but I've never heard about this one, so I feel I don't know what
they are talking about...And disadvantage sometimes comes from the
student's stereotype, OK, as the minute you entered the classroom, they
will think "Oh, shock, she is a normative speaker, and I don't like her,"
and then with this kind of attitudes, they will not learn much from
you... "(Ms. J, third interview. May 17, 2003)
Ms. J admits that she sometimes has difficulty in understanding the common knowledge
her American students have, such as violence issues in the past, because she came from
another culture. She also recognizes American students' attitudes that tend to disrespect
nonnative English teachers with a foreign accent. However, with nonnative English
teachers' advantages and disadvantages in mind, Ms. J possesses a teaching philosophy;
"learning," "growing," and "challenging," with her respect for her students
"I treat my students very nice, kindly, and I show my respect to them, so
as a return, most of the students, you know, they also show their respect to
me as an instructor, so they trust my competence to teach them English
composition..." (Ms. J, fourth interview, January 15, 2004).
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4.3. THE CASE OF MS. S
4.3.1. Ms. S's Educational History
I conducted iterative interviews with Ms. S during the spring semester 2003, and
had an additional interview with her in December 2003. Ms. S entered her second
semester as a nonnative English teacher during the interview period because she began
teaching freshman composition in fall 2002. Ms. S was bom and raised in Cordoba in
Spain. Thus, she was the only research participant from a European country among the
five participants and she spoke Spanish fluently as her first language. Ms. S began to
study English at the age of eleven.
"I started to study languages when I was eleven at school as the program
that every single child had to study in my country... but I became very
interested and then when I was fourteen, I started having friends that were
from England, so I started to practice the language, then obviously they
didn't speak Spanish very well, we didn't speak English very well, so we
had to negotiate the meaning. So I started to become engaged with
language to be able to interact with my friends, and that was the time
when I felt more interested in language, when I saw the communicative
value." (Ms. S, first interview, February 26,2003).
At the age of 14, Ms. S had friends from England, and began to get involved more in
studying English. Ms. S's motivation to study English increased through communication
with her English friends, which is different from Ms. K (from South Korea) and Ms. J
(from China)'s motivation, which came from classroom English in their own countries.
Therefore, in terms of the communication value, Ms. S seems to have an advantage in
learning English because she came from one of the contiguous European countries where
language contact is obvious. Knowing the communicative value of English was
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increasing her motivation for learning language, and gave Ms. S opportunities to further
pursue her language studies.
"So then I decided to go on with English and I did very well, it was my
favorite course for high school, and then I decided to go on and study
English language and literature at the university level. So I also studied
French, and German, and Italian, and Latin, and Greek, so my love for
languages is obvious, and then... when I was a little older, I started to
travel. So I went to London many times... and then I engaged in an
exchange program of other university, I went to France for one year... and
then I came here and I taught Spanish in the U.S. before, so I spent one
year in the U.S., so my contact with languages has been from eleven to
now, and it has been progressive..." (Ms. S, first interview, February 26,
2003).
Ms. S's journey of learning language has been progressive as the above statement shows.
In contrast to Ms. J and Ms. K who learned classroom English in their home countries,
Ms. S traveled abroad several times to learn and teach languages.
In Spain, Ms. S went to public school from elementary through high school.
After graduation from high school, Ms. S entered the University of Huelva in southern
Spain and majored in English philology which focused on English language and
literature. She studied general linguistics, English literature, literary theory, French, and
German. Then she transferred to the University of Sevilla in southern Spain, and also
majored in English philology. She studied text analysis, English grammar, English
morph-syntax, history of the English language, contemporary English literature,
comparative grammar in English and Spanish, and other courses related to languages.
During that time, as an exchange program student, Ms. S went to France in order to
improve her French, and also took several courses related to English. Eventually Ms. S
obtained her BA in English philology. Ms. S reflected on her school days.
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"Yes, I was a very good student when I was at elementary school, then I
was a good student too in high school... and then in college, I was a good
student." (Ms. S, first interview, February 26, 2003).
Like the case of Ms. J from China, Ms. S was always one of the top students in class and
was especially good at studying English.
"Oh, good myself at learning English? Oh, well, basically my grades in
school. I always got the best grades among my peers, so of course that
made me feel comfortable." (Ms. S, second interview, April 10, 2003).
Ms. S's nature of loving learning languages is seen in her statement in an interview.
"Yeah, I am talented they say... actually they need to communicate with
other people that don't speak your native language and also to learn other
cultures because it's always interesting to learn how they behave, so the
language, but everything that comes with language." (Ms. S, first
interview, February 26, 2003).
"... I experienced a curiosity when I heard words in a different language. I
was always curious what can they mean with this, why do they say this
since I was very young. Then I decided to learn them and see why they
say this and how and when... I am always exercising in my mouth,
because I have to produce sounds that I don't have in my language... it's
my mental exercise... I am very analytical and I like to exercise with my
mind... that's why I study it..." (Ms. S, first interview, February 26,
2003).
Out of curiosity, Ms. S likes to know why, how, and when appropriate utterance of
foreign languages takes place. Ms. S seems to have a prime trait of the linguist because
she has pure curiosity of learning languages as the above statement shows.
Regarding her family background, Ms. S's situation seems to be similar to Ms.
J's. Ms S said in an interview, "My father is a teacher...actually my family is full of
teachers at the public level." (Ms. S, first interview, February 26, 2003). Ms. S's father is
a music teacher at an elementary school. Her mother is a nurse at a public hospital. Her
brother is a college student studying engineering. Her sister is a high school student who
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is also interested in English philology. Ms. S appreciates her parents' supportive
attitudes toward education.
"Well, they (Ms. S's parents) always gave me freedom... my mom is very
supportive. She always celebrated my good grades... my mom paid for
ever3^hing, for books, for everj^hing... my father is more strict... he was
supportive all the time but he forced me to work and to see the gains and
products...but obviously he celebrates my grades too." (Ms. S, first
interview, February 26, 2003).
While Ms. S appreciates her parents' educational support, she admits that her family
background influences her teaching profession.
"Yes, definitely it does, because when you are a kid, you always take you
parents as the model. Since my father is a teacher... I always wanted to do
the same thing as he does. So I decided to teach because that was my
model for a profession..." (Ms. S, second interview, April 10, 2003).
Ms. S took his father's profession as her future model. Thus, during her college days,
Ms. S liked tutoring children in English and French at a private level. After graduation
from college, Ms. S taught Spanish at the college of the Holy Cross in Massachusetts in
the US for a year from 2000 thorough 2001. Then she took an internship in Cordoba,
Spain in order to obtain a teaching certificate for secondary teachers of foreign languages
in 2001, and obtained the certificate in 2002. Ms. S's love for teaching language is
obvious as well as her love for learning language. She is especially interested in second
language education.
"I am more interested in teaching English as a second language than as a
first language... what I would like to do is, for example, to teach English to
foreigners in the United States.,. that would be linked to what I am
studying too... and I like to teach Spanish too, to foreign people." (Ms. S,
first interview, February 26, 2003).
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In order to further develop her knowledge of English language and to learn the
methodology for teaching English as a second language, Ms. S enrolled in the MA/ESL
program at the Western University in fall 2002. At the same time, she obtained a position
of teaching freshman English composition as an international graduate assistant teacher.
In addition to taking several classes as a graduate student and teaching English
composition, Ms. S was active in serving on the committee of the English graduate union,
which was an organization for graduate assistant teachers in the department of English.
Furthermore, she planned to present one of her papers about plasticity and language
evolution in the 2004 Spanish symposium at the Western University. Thus, Ms. S's
educational background is very rich in general, her purpose for learning and teaching
language is clear, and she was well supported by her family environment, such as her
family's supportive attitude toward her education.
4.3.2. Ms. S's Pedagogy and Practice as a Nonnative English Teacher
I had an interview with Ms S when she entered into her second semester as a
normative English teacher. At that time, she reflected on her teaching experiences and
responded as follows.
"Yes, I took it as a challenge... it's very hard for many levels, for a foreign
person to teach English to native speakers... it's very difficult, but after the
first week you teach, you hate your job, just because you have a lot of
pressure, the students are not comfortable with you, because they see, OK,
this person has an accent, this person doesn't speak my language correctly
all the time and she wants to teach me how to write in my language and I
can see that's the shock for them because obviously if I were a student, I
will have the same reaction, but then they realize you can do the job and
they allow you into the classes and environment and their attitudes
change... So now it's very smooth... in general I am satisfied." (Ms. S, first
interview, February 26, 2003).
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The above statement presents that Ms. S also considers this teaching opportunity very
challenging because she lost her credibility and respect due to the fact that she is not a
native speaker of English. However, as the last part of the statement shows, Ms. S
gradually gained respect from her students because they began to accept her as a
nonnative English teacher. In order to gain respect from her students, Ms. S's effort
continued...
"... it's very difficult because I have to prepare the classes more
thoroughly than maybe a native speaker, just because I need to impose my
respect, I need to gain their respect, and the only way to do that is by
working very hard, and showing them that I prepared the classes... my
relationship with the students is casual... they use my first name to address
me, no problem, but then I am strict in some other things, so I think that's
necessary for respect to be gained. So I try not to be very flexible at the
beginning, then I tend to be flexible just because of my
nature... sometimes maybe they don't understand what I say, but I try to
repeat things and speak slowly and pronounce better... now I think my
relationship with my students is optimal, is good, but that's just my
impressions." (Ms. S, first interview, February 26, 2003).
"Oh, well, many challenges...First, to have the students respect me as
their teacher, that's the challenge... to be a good teacher in terms of
knowing what you are teaching. So to teach composition, you need to
know everything about how to write, so the challenge is going over an
essay, and determine whether it is good or not good, and grade it being
fair, so the challenge is more or less the same as any other teacher... the
usual thing like grading being fair with the students, explaining lessons
well, a variety of tools to convey your purposes and your messages... to
have them understand that I am qualified to do this. And my challenge
also is to improve my pronunciation to make them more comfortable too
in my class..." (Ms. S, first interview, February 26, 2003).
In order to gain respect from her students, Ms. S spends much time preparing for classes.
She tries to be strict at the begirming and then to become gradually flexible in order to
maintain a good relationship with her students. She tries to repeat things and speak
slowly to let her students understand important information clearly in class. She has to
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grade her students' papers fairly. Thus, she endeavors to be a qualified nonnative English
teacher. Furthermore, she tries to improve her pronunciation, which might be very
difficult as an adult, in order to make her students feel more comfortable in class.
Ms. S observed native and nonnative English teachers classes and commented that
each teacher's teaching style is more or less the same. However, she pointed out that a
difference between a native and nonnative English teacher exists in the students' attitude.
"But the difference was more on the students' attitude, so the students'
attitude was much more respectful in the case of native speakers. They
were more attentive, they didn't chat, they didn't challenge the teacher as
they did with Ms. J or they did with me at the beginning. Now... I don't
think that the relationship between my students and me and native
speakers and the students is too dissimilar." (Ms. S, first interview,
February 26,2003).
Through classroom observations, Ms. S recognizes that American students tend to show
more respectful behavior to native English teachers than to nonnative English teachers.
However, Ms. S assumes that she can maintain a certain relationship with her American
students. Ms. S's reflection as a nonnative English teacher continues.
"I think the main thing is communication between teacher and
students... when they ask me questions and they use slang, or they use a
very high speed I don't understand, I ask them to repeat and sometimes I
don't understand still...this is a miscommunication between both sides,
just because my skills have to be developed in terms of understanding,
comprehension, my comprehension skills have to change, so that's the
main bad thing on the communication, but otherwise, I think it's more or
less the same, maybe they are more distanced with us, just they see us as
foreigners and aliens... so maybe they have more connections with native
speakers because they share the same environment, language, they see the
same television programs, so maybe that's why they are more, they are
closer than us." (Ms. S, first interview, February 26,2003).
Through her teaching practice, Ms. S realizes that miscommunication sometimes took
place because she could not rapidly understand her American students' slang expressions
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that sounded too fast for her. Ms. S feels the need to develop her listening
comprehension skills in order to avoid the miscommunication between herself and her
students. Ms. S also feels that she is a stranger to her students because she has a different
cultural background, which seems to prevent her from establishing a closer relationship
with them. With the disadvantages of normative English teachers in mind, Ms. S
endeavors to gain respect from her students in the hope of becoming a qualified
nonnative English teacher.
"I don't want my students not to respect me, because since I am aware that
they will try not to respect me because I am a woman, young, and a
foreigner." (Ms. S, third interview. May 15,2003).
As in the case of Ms. J, Ms. S seems to consider creating counter-discourses
important in order to establish her credibility as a nonnative English teacher. For
example, in the second semester, Ms. S attempted to express her background clearly to
her students in order to gain her credibility as a teacher.
"That's the main challenge you have here I guess. I do that by first
acknowledging that my English is not native like, so I let them know that I
am not, that I am aware of my situation and my position. I tell them
explicitly that I know how to write, and I show them that by correcting
their papers, and give them feedback and prepare your lectures a lot."
(Ms. S, second interview, April 10, 2002).
"If you had challenging students... you have to let them know, OK, this is
what you get, if you don't like it, you drop the class, because there are
native speakers teaching the same class, and I said that to one student, and
she didn't drop." (Ms. S, second interview, April 10, 2003).
"... Because I was so mad at the student. 1 was mad at her because she
was offensive, disrespectful, and I don't tolerate that in my class, so I let
her know what my rules are as a teacher, also to establish credibility as a
teacher, I am the teacher, you are the students, you follow my rules, not
the other way around. That's why I did that, because my personality is
like that... actually I hate disrespect, so I don't let them do that." (Ms. S,
second interview, April 10, 2003).
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It goes without saying that expressing a position as a nonnative English teacher clearly to
students is one of the ways to establish credibility. Through this act, which I call
producing counter-discourses, nonnative English teachers can not only empower
themselves, but also share the cultural, ethnic, and linguistic diversity with students. This
act is also one of Ms. S's ways of gaining respect from her students. Thus, Ms. S's
pedagogy seems to rely on drawing a line between her and her students in order to
establish credibility and to gain respect from her students. Ms. S responded to a question
about how to establish credibility.
"... in Spain when I was doing my teaching certificate, we had lectures of
all kinds by all kinds of professionals, and one of them told us not to treat
the students as our kids, because they are not our kids, so we have to be
fond of them up to an extent, because they will always want to take
advantage of you, so I think that if you have that enough in your mind,
you will be wise enough not to debase yourself to their level, you have to
be in your level, and they are in their level, and this can't be broken, you
can be friendly, you can be helpful to them, you can be lenient, or you can
be understanding, but also in your place, you are in your place and they
are in their place, they shouldn't cross the line." (Ms. S, second interview,
April 10, 2003).
The question on how to establish credibility reminded Ms. S of a suggestion a professor
had made in the lecture for obtaining a teaching certificate back in Spain. The professor
suggested that a teacher should draw a line between the teacher and the students in order
to avoid disrespect from students. Furthermore, Ms. S added.
"They (students) will try to cross the line several times, especially at the
beginning, because they don't know, they are trying to cross that line to
try to see what they can do with you, so you have to be there too, at the
beginning, you have to be very strict, then you can relax, but one you have
established all the roles there, yeah." (Ms. S, second interview, April 10,
2003).
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In this statement, Ms. S insists that a teacher should be strict at the begmnmg and be
careful not to make the students cross a line in order to establish a good relationship
between the teacher and the student.
Ms. S sees advantages and disadvantages of nonnative English teachers as
follows.
"Well, the advantage is that they (nonnative English teachers) come with a
different perspective of the world, but they (students) don't see it as an
advantage themselves. So, to me, it's an advantage, to them, they don't
see it because they are too young to perceive that, so to them, it's an
disadvantage..." (Ms. S, third interview. May 15, 2003).
Ms. S thinks that she can bring a different perspective of the world as the advantage of
nonnative English teachers while her students, she thinks, cannot understand the
importance of the different perspective because they are not mature yet.
In terms of her teaching practice, Ms. S seems to draw on student-centered
teaching where she lays emphasis on the active role of students in learning English
academic writing, because through her teaching experience, she has realized that
American students like active participation in class. For example, she found that
American students like making presentations.
"Yes, they (students) work well, because when they are preparing for it,
they learn, they have to do things, and I always thought that you learn by
doing, so especially here, they don't learn by listening, they learn by doing
something, so whenever they have to prepare the presentation, then talk
about it, that was a lot, so I think that's the most productive activity I can
offer them." (Ms. S, second interview, April 10,2003).
Ms. S understands that her American students like to learn by doing something, and not
by listening. Ms. S considers the best moments in class as follows.
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"... I consider best moments just when they participate, so whenever there
is action in class, I enjoy my teaching... when we have done presentations,
the students have presented something in class, that has been very good all
the time...this semester, my presentations again have been wonderful,
they have brought transparencies and everything has flown very well, very
smoothly, so I guess whenever they are able to participate and they show
that they are interested, I consider them good moments." (Ms. S, second
interview, April 10,2003).
When her students actively participated in classroom activities, Ms. S considers it the
best moments. On the other hand, Ms. S reflected on the worst moments as follows.
"Well, when their faces show you that they are not understanding what
you mean, or when they actually tell you that they don't understand, that's
very frustrating... or when they defy you... because these kids are very
daring. They are pretentious. So they challenge you all the time... I had a
confronting girl, and I had to confront her back, and that was very bad.
She was accusing me of not being clear in a very direct way, and 1 thought
that was inappropriate for students to treat the teacher like this. So I let
her know. So that was very bad. I was very sad when the class finished"
(Ms. S, second interview, April 10,2003).
Ms. S's worst moments were when her students had difficulty in understanding what she
said in class and challenged her authority as a teacher. Furthermore, Ms. S reflected on
what teaching practice was not successful.
"Well, when one teacher tries to lecture all the time in the form of
magisterial classes, I don't think it works... It's not good when you lecture
all the time." (Ms. S, second interview, April 10, 2003).
Therefore, Ms. S tries to avoid lecturing in front of her students for a long time. She tries
to combine her short lectures and students' activities, such as presentations and group
activities. As her educational background shows, Ms. S has learned several languages so
far, such as English, French, German, Latin, and Greek. In her teaching practice, Ms. S
thinks her multilingual strength is reflected as follows.
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"Well, for example, my Latin and Greek make me be more knowledgeable
about vocabulary, especially the classical one, so I always know what is,
where and what is bad especially for grading and correcting, it's much
easier, just because I know, what the etymology of words, so 1 can figure
out what they mean." (Ms. S, second interview, April 10, 2003).
Ms. S thinks her knowledge of Latin and Greek is helpful in grading and correcting
students' use of English words, because the etymology of English vocabulary relies
heavily on Latin and Greek.
Ms. S responded to a question about how her teaching experience in the first
semester was reflected in her teaching in the second semester.
"I am more aware of the student's reactions to my teaching, so I try to
cover that to serve their needs according to what I perceived last
semester... I try to be more explicit and organized with any explanation to
give them visuals and handouts, to make everything as clear as possible,
and I was a little more disorganized last semester. So since 1 noticed that,
I am trying not to be that disorganized this semester." (Ms. S, second
interview, April 10,2003).
In the second semester, Ms. S attempts to explain things as clear as possible in an explicit
and well-organized way. Thus, with semesters, Ms. S's teaching practice is growing and
changing in a positive way toward student-centered teaching where her students becomes
more interactive in class.
I observed Ms. S's classes during the fall semester 2003 when she entered into the
third semester as a nonnative English teacher at the University of Arizona. Since Ms. S
was very supportive of my research, I was able to observe her classes at any time if my
time permitted. At that time, Ms. S was teaching two classes; a class for native-speaking
English students only and a class for mixed native-speaking English/ESL students. She
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always welcomed me in class. I tried to be a passive and quiet observer in class in order
not to disturb her classroom atmosphere. However, I noted in my field notes as follows.
"I was given an opportunity to introduce myself at the beginning of the
class." (Field notes, September 5, 2003, English 102/108 for nativespeaking English/ESL students).
After explaining about the literature review, the teacher (Ms. S) suddenly
spoke to me, "Right Takaharu?" I was upset and said, "Yes" (Field notes,
September 26, 2003, English 102 for native-speaking English students).
"I came a little late in class. The teacher (Ms. S) suddenly talked about
Asian tradition that students receive things with both hands from the
teacher, and asked me about it. So I replied, "Yes, in order to show
respect to superiors." I was able to become a good participant from the
beginning." (Field notes, October 15,2003, English 102/108 for nativespeaking English/ESL students).
"I really feel that the teacher (Ms. S) is a person of responsibility and takes
good care of "Me" and her students." (Field notes, November 19, 2003,
English 102/108 for native-speaking English/ESL students.)
These observer's comments indicate that Ms. S always treated me as part of the class
with her warm attitude even though I tried to keep distance from them and to be a quiet
observer.
When I examined my field notes for Ms. S's classes, I found repeated words, such
as a good relationship, a good interaction, a good person with responsible behavior, a
good actress, and a good music conductor, because Ms S created good interactions with
her students by keeping a good relationship with them, was a person of responsibility by
her action of taking care of each student carefully and sincerely, and acted like an actress
or music conductor in class with her body gestures in order to attract her students.
Regarding interaction between the teacher and the student, I took notes as follows.
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"A good interaction occurred between the teacher and the students during
this activity. The teacher, for example, said, "This is where thesis
statement is," "How many sentences for thesis statements?" A student
replied, "One." The teacher said, "How do you rephrase?" A female
student replied, "How would you make it better by connecting
two?"... then the teacher said, "How does she support the topic?" A
female student replied, "She gave examples of why they've done." The
teacher said, "What else?" A student replied, "... .economy."... the class
ended." (Field notes, October 8, 2003, English 102 for native-speaking
English students).
"In every moment of the classroom activities, the interaction between the
teacher and the students went smoothly. Sometimes, the students burst
into laugher in response to the teacher talk." (Field notes, October 8, 2003,
English 102 for native-speaking English students).
In Ms. S's classes, good interactions also occurred between the students.
"The students had serious discussions in the workshop. In a group beside
me, I heard good discussions between the students. A female student (A)
said, "This is a big thesis here..." Another female student (B) replied,
"Yeah..." A female student (A) said, "I got a C on the first
one...Punctuation..." Another female student (B) replied, "That's what
I'm gorma try to do..." (Field notes, November 19,2003, English 102 for
native-speaking English students).
I was not able to take notes of every single word of what the two female students
discussed, because they spoke too fast. However, when I examined the field note of
November 19, it clearly reminded me of a lively discussion between those students. My
field notes depict another good interaction between the students.
"The workshop (peer review) started. A group (four students; two foreign
males, an American male, and an American female) concentrated very
well on the workshop, rotated their papers, and went over the papers... the
students did it seriously... even an American female student whom the
teacher had complained about, went over another's essay, and said to an
American male student, "Sounds really interesting..." The male
American student seemed to be satisfied with the female student's
comment and said something." (Field notes, November 19, 2003, English
102/108 for native-speaking English/ESL students).
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Ms. S sometimes complained about a female student from Canada, who had once
challenged Ms. S's authority. However, the above notes show that the female student
concentrated very well on the peer review work shop. Thus, good interactions took place
between the students, and also between the teacher and the students. It goes without
saying that Ms. S has been interactive with her students in class since she established a
good relationship with them. I also noted in my field notes.
"The teacher (Ms. S) and the students have a good relationship with each
other, for example, each student participated in the classroom activities
well according to the teacher's advice. The teacher was like an actress,
explaining things enthusiastically with body language in the middle of the
class. The teacher is also like a person of responsibility, taking care of
each student well." (Field notes, September 10, 2003, English 102/108 for
native-speaking English/ESL students).
"In class, most students seem to be enjoying their presentations and good
question/answer activity took place because every presenter gave the
audience some exercises. The teacher always explains things clearly and
carefully to the students. Most students listen to the teacher's explanations
carefully. The teacher and the students seem to maintain a good
relationship. No communication gap took place." (Field notes, November
12,2003, English 102 for native-speaking English students).
I sometimes used "a person of responsibility" or "a good caretaker" in order to
express Ms. S's attitude toward her students, because she always seemed to have a strong
sense of responsibility of taking care of each student and seemed to be unable to give up
being a caretaker until her students really understood what she said in class.
"The teacher was like a conductor with the use of her body gestures... She
walked around in the middle of the class and checked every student's
reaction in order to confirm their understanding. I think she has a passion
to teach and always tries to take care of each student carefully. She is a
person of responsibility." (Field notes, November 19, 2003, English
102/108 for native-speaking English/ESL students).
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I also used the word "a music conductor" in order to express her teaching
performance in class.
"The teacher (Ms. S) performed like a music conductor, controlling each
student in the middle of the class, with her body gestures." (Field notes,
November 5, 2003, English 102 for native-speaking English students).
"The teacher was like a music conductor and kept talking with her
gestures in the middle of the class, keeping her firm attitude toward each
student." (My field notes, November 19,2003, English 102/108 for nativespeaking English/ESL students).
In terms of her teaching practice, my field notes of Ms. S's classes support her
statements in interviews because she seems to draw on student-centered teaching where
she lays emphasis on the active role of students in learning English academic writing,
such as her students' active involvement in presentations and pair works. At the same
time, Ms. S is a typical good teacher who endeavors to maintain a good relationship with
her students, have a strong sense of responsibility of taking care of her students, and
never gives up that attitude until she confirms her students' understanding.
4.3.3. Ms. S's Teaching Philosophy as a Nonnative English Teacher
Ms. S's teaching philosophy as a nonnative English teacher seems to be
condensed into the following words; with responsibility, flexibility, and mutual respect,
the teacher should draw a line between the teacher's role and the student's role in order to
create a good relationship between them, and to gain respect from the students. In other
words, in order to keep a good relationship with students, a teacher should play a role as a
teacher, not as a friend.
"I don't want my students not to respect me, because since I am aware that
they will try not to respect me because I am a woman, young, and a
foreigner, they will try not to respect me, the first day of class, they try to
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see how they can catch you... so you have to be there just to establish that
to say, OK, I want this from you, and I am not flexible in that respect, so
you have to tell to let them know where you can be flexible and where you
can't be flexible, because I think that responsibility is more important
than, learn how to write, so if you become responsible, you will become a
good everything, so I try to teach them how to be responsible in life, so
that's what I try to do, I try to be strict, but at the same time, flexible in
some other respects, I try to establish the difference between what is
important and what is not very important... so whenever they try to
confront me, I defend myself and I am very serious, so I guess ... the
ability to say NO, when you have to say NO is what I think." (Ms. S, third
interview. May 15, 2003).
"My role has to be, yeah, not as a friend, because many of them will see
me as different, a different person... we are aware that I come from a
different culture, and they are from this culture... we will never be friends,
anyway a teacher and students should avoid having this kind of
relationships, I am just a professional, and they are taking classes with
me... I just have to create some discipline on my students...so that's my
role to respect them and to have them respect me." (Ms. S, third interview.
May 15, 2003).
These statements indicate that Ms. S believes that she needs to draw a line between
herself and her students as a nonnative English teacher in order to gain respect from her
students. With this act of drawing a line, she established her own role as a nonnative
teacher where mutual respect exists. Establishing her role as a nonnative teacher
eventually produced a good relationship in her class as my field notes prove. In order to
establish the role, strong personality and flexibility seem to be needed.
"Yeah, if you are a nonnative speaker, you definitely need a strong
personality, you need not to be scared, you need to have confidence first
because otherwise you won't be able to, in the end, they will challenge
you, the students, and you have bad times..." (Ms. S, fourth interview,
December 18, 2003).
"... I can adapt to my students... I think you have to be flexible, and notice
your students and notice their needs, and their culture, and adapt to them
because you have to remember that it is you that is getting paid in a
country that is not yours, so you have to respect the people there, and I
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think that many nonnative speakers teaching here forget about that, and
they, in the end, think that it is the students that have to adapt to
themselves, and it's not true because the students are in their country..."
(Ms. S, fourth interview, December 18, 2003).
Finally, Ms. S keeps growing as a nonnative English teacher with semesters like
other nonnative teachers do.
"... right now 1 don't see much difference with native English teachers in
what I am teaching, myself, then the students can see whatever they want,
it depends on their previous experience with foreigners... my role as a
nonnative speaker teaching English is, well, I still think it is a little bit
strange, but it's OK, maybe because when I was in Spain, my Spanish
teacher, it was general linguistics, he was from Switzerland, so he was not
a native speaker, and he knew about my language much more than I
did... I admired that professor... the rest of my classmates accepted the fact
that he was from Switzerland, and his native language was German I
think... it depends on your performance too, and his performance was OK,
and we respected him, so I guess that my students can have the same
feeling..." (Ms. S, fourth interview, December 18,2003).
Ms. S felt so confident in teaching English composition as a normative English teacher
that she stated that she did not see much difference with native English teachers.
Furthermore, Ms. S recalled her experience of receiving instruction in Spanish from a
nonnative speaker of Spanish in Spain, and respected him because of his knowledge in
Spanish language. Thus, Ms. S is growing as a nonnative English teacher with the hope
of gaining the same respect from her American students.
4.4. THE CASE OF MS. X
4.4.1. Ms. X's Educational History
I conducted iterative interviews with Ms. X during the spring semester 2003, and
had additional interviews with her in September 2003 and in January 2004. When the
iterative interviews started, Ms. X had entered into her fourth semester as a nonnative
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English teacher, because she began teaching freshman English composition in fall 2001.
Thus, at the time of the interviews, Ms. X was already an experienced teacher compared
to Ms. K, Ms. J, and Ms. S who began teaching in fall 2002. In order to explore Ms. K,
Ms. J, and Ms. S's cases, I relied on my interview data and field notes of classroom
observations. For Ms. X's case, in addition to the interview and classroom observation
data, I was also able to rely on her autobiographical account of second language learning;
"My Journey of Learning English" in order to examine her educational background.
Ms. X was bom and raised in China (People's Republic of China). As in the
cases of the aforementioned nonnative English teachers (Ms. K, Ms. J, and Ms. S), Ms. X
was also a good student with a supportive family back in her country.
"My elementary school is very normal school, because my parents were
very busy working... They didn't have time actually to take me to faraway
good schools. So they enrolled me in a very normal school, which is very
close to my house. But my middle school and high school are the best
school in my area... My elementary school was a rural one. But my high
school and my college are urban school..." (Ms. X, first interview,
February 17, 2003).
Ms. X went to a normal elementary school that was close to her home, but went to the
best middle and high schools in town. Ms. X began to study English at the age of nine
when she was in the fourth grade of elementary school in China. Like other nonnative
English teacher of this study, English was one of her favorite subjects in school.
"I started my English learning when I was nine years old... since then we
had English classes in elementary school and middle school and high
school... It was only one of the subjects we had to study, and we actually
did not spend a lot of time on it... but I just liked the language, I just liked
the subject. So I was enrolled in English major in college." (Ms. X, first
interview, February 17, 2003).
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After graduation from high school, in the fall of 1995, Ms. X entered Beijing
Language and Culture University. She majored in English because she was interested in
studying English. During her middle and high school days, Ms. X's English studies
focused on the memorization of the English language for university entrance
examinations, and not on communication. However, Ms. X began to study English for
the purpose of communication.
"For the first time, all my English classes were conducted entirely in
English. It was also the first time I had native English speakers as
instructors. More luckily, my college is the largest and best institute in
China teaching foreigners Chinese. So almost every Chinese student
could find a language partner to exchange languages, which proved to be
an effective and inspiring way of learning language and culture. Four
years of college experiences helped me develop substantial skills in
English." (Ms. X's autobiographical account "My journey of learning
English").
During her college days, Ms. X was able to immerse herself in communicative English,
such as having a native speaker of English as a conversation partner, taking English
debate classes, and taking a research and individual writing class from an American
teacher. After graduation from college in 1999, Ms. X entered a profession of teaching
English in China. Ms. X began to work at a middle school to teach Basic English skills
to teenagers for a year. Then Ms. X changed her working place from a middle school to a
language institute, and taught English to adult learners who were eager to study English.
As in the case of Ms. J and Ms. S, many of Ms. X's family are in the teaching
profession.
"Many members of my family are in the teaching profession. My grandpa
used to be a well-known Chinese teacher, and my grandma was an English
teacher. My father specializes in educational psychology and teaches
politics in high school, and my mother doesn't teach but works in school.
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My sister is a chemistry teacher. I chose teaching after graduation partly
because of family background. We all enjoy talking about classroom
personalities and students." (Ms. X's autobiographical account "My
journey of learning English").
Since Ms. X family is full of teachers, it goes without saying that her parents are very
supportive of her education.
After teaching English for two years in China, Ms. X came to the United States in
order to further improve her knowledge on English language and pedagogy. Ms. X
enrolled in the MA/ESL program at the Western University in 2001 and obtained her MA
in 2003. Then Ms. X entered the PhD program in applied linguistics at the same school
and continued her coursework as a doctoral student. Since 2001, Ms. X has been
teaching freshman English composition to American and ESL students as a nonnative
English teacher. In terms of experience in teaching freshman English composition, Ms.
X is one-year older than Ms. K, Ms. J, and Ms. S. Ms. X is a member of Teachers of
English to Speakers of Other Languages (TESOL) that is a world-wide organization for
English as a second language. Ms. X's research interest is in contrastive rhetoric of
second language writing and psychological learning process of ESL learners. Ms. X has
served on the sub-committee of English Graduate Union in the department of English in
order to establish a safe environment for international graduate assistant teachers
(nonnative English teachers) at the Western University
4.4.2. Ms. X's Pedagogy and Practice as a Nonnative English Teacher
Since Ms. X was more experienced than the aforementioned nonnative English
teachers (Ms. K, Ms. J, and Ms. S), I felt it difficult to obtain vivid and lively experiences
in teaching English composition from her, because, I guessed, she had already been
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adapted to teaching at a U.S. context. However, at the same time, I felt it interesting to
examine how Ms. X understood teaching English composition as an experienced
nonnative English teacher and what really happened in her classroom.
Ms. X reflected on the first semester when she began teaching English
composition at the Western University.
"My first year, I was working with American students...just a lot to say,
culturally so different...my expectation for students and students'
expectation of that teacher are so mismatched. So I have to get use to that,
basically as instructor... So I would rather say it's more like cultural
adaptation than, actually, language or writing teaching, I mean, rather than
actually teaching practice... I think I have to understand the culture before
I actually know how to teach them." (Ms. X, first interview, February 17,
2003).
This statement shows that Ms. X had to get adapted to a new teaching environment.
Thus, the transitional period from a previous teaching environment in China to a new one
at a U.S. university seemed to be a big challenge for her.
"I guess before I came here, I expected students to be diligent, and
students to have more in-depth thinking about certain subjects, and also I
expected students to be more disciplined, but everything turned out to be
the opposite when I actually started teaching, but which is fine, it's a very
cultural thing actually, so then you have to get adapted that." (Ms. X,
second interview, April 12, 2003).
In order to overcome her cultural mismatch between herself and her students, Ms. X
gradually changed her teaching style.
"Lower your expectation and use more class activities, you know in your
teaching, and talk to students personally if they have any problems." (Ms.
X, second interview, April 12, 2003).
Ms. X endeavored to accept her students by changing her teaching style, such as giving
her students an extension to submit their assignments, doing student-centered classroom
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activities, and having one-on-one conferences with her students. In order to meet her
students' needs, Ms. X's pedagogy gradually became student-centered teaching where the
active role of students in learning was emphasized.
"... since I transferred to this American educational setting, and more and
more I realize the nature of education, because... in the Asian culture, it's
like the teacher and students are kind of dichotomized, so they really
belong to different size of learning, and since I came to USA, 1 found the
classroom setting can be casual and students participate in class so
much... and the role of the teacher is an organizer, it's not mainly
knowledge provider, so students' participation, and also creative writing,
creative thinking, critical thinking, are pretty much encouraged in
American education. I personally think that's good, because individual
thinking and individual opinion are valued in this country, so I think I am
actually, I am being adapted in this concept." (Ms. X, second interview,
April 7, 2003).
This statement presents Ms. X's change of the concept in pedagogy. Ms. X was once
adapted to teacher centered approaches in Asian countries in which the teacher was an
authority and knowledge provider for students who endeavored to memorize the
knowledge through the teacher's instruction. However, in a U.S. educational setting,
through some transitional period, her concept in pedagogy gradually began to employ
student-centered teaching, and began to notice the importance of her students' active
participation in class with individual creative and critical thinking. In her teaching
practice, Ms. X began to involve her students in classroom activities, such as classroom
presentations and discussions on cultures.
"... the presentation I ask them to do for English 107. That worked really
well, I really like it... I love it. It's great, yeah." (Ms. X, second interview,
April 7, 2003).
"I think cultural exchange can work very well... with American
students... when you actually initiate the class to get interested in other
cultures and make them perceive people from other world, from other
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cultures differently, and they will get interested in that. I used a Chinese
film.., we had a discussion about a culture after I showed them a movie,
and I think that discussion works well, and students exchanges ideas,
students had brought a lot of questions, and also their questions made me
think, to reflect on my own culture, and to think about myself, so that was
really interesting... the teacher and the students really communicate in a
very interesting way..." (Ms. X, second interview, April 7, 2003).
These states presents X's best moments in her teaching practice. Ms. X uses student
presentations and discussions on cultures as she gets adapted to student-centered teaching
in which both Ms. X and her students communicate well with each other and create
cooperative learning. Furthermore, through her pedagogical practice, Ms. X realized her
advantage as a nonnative English teacher.
"... so as the nonnative speaker, the advantage of teaching American
students is that being as an instructor from other cultures makes students
perceive things differently, and makes students see you differently, makes
students see you in different culture settings. I think that can make a class
very successful if you connect your teaching materials, connect teaching
together." (Ms. X, second interview, April 7,2003).
As a nonnative English teacher, Ms. X believes that she can bring a different perspective
to class, which can help her students understand things differently. Therefore, Ms. X's
pedagogy and practice seems to have integrated student-centered teaching in a U.S.
context and her cultural knowledge as a nonnative English teacher that can bring a
different perspective to class. Ms. X's statement about the advantage as a nonnative
teacher is supported by my classroom observation notes. My classroom observation
notes tended to be very long because they were full of students' lively presentations and
discussions.
"The teacher got ready for the OHP (overhead projector) and some words
were projected on the screen... Then the teacher asked, "What is culture?"
A male student replied, "Everything that has to with society..." A few
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students also replied. The teacher said, "What is American culture?" A
male student replied, "Food?" A few students replied. Then the teacher
began to talk about her current experience in China, and told them that the
teacher found that the kids in cities were dancing on the street. A male
student replied, "Break dancing?" A female student replied, "Street
dancing?" Lively conversations took place about dancing. The teacher
explained about culture. The teacher said, "What is ideology?" A male
student replied, "Everything ideal?" A male student replied, "Study of
ideas?"... the teacher began to talk about "Politeness" in Chinese. The
teacher explained to the students that Chinese people refuse to receive
things a few times before really accepting them. Some students responded
and imitated like, "No, I don't. No, I don't. Yes, I do and accept it." An
interesting conversation took place. Each student began to talk about
his/her possession he/she brought in class, which was culturally based. A
female student showed her registration card to vote, and explained it. The
teacher replied, "This is a good example to show an American culture... A
male student showed cowboy clothes in Mexico and talked about its
tradition. The teacher replied, "Tell me more..." The student kept talking
about it... At the end of the class, the teacher said to the class, "OK,
remember for the quiz, also for the journal..." (Field notes, November 6,
2003, English 101 for native-speaking English students).
The field notes from classroom observations indicate that Ms. X's pedagogy and practice
have integrated the active role of her American students in learning and her knowledge of
Asian culture that can bring a different perspective to her classroom. Ms. X and her
students communicated with each other about culture, ideology, and culture shock. Ms.
X explained those concepts clearly with visual aids (overhead projector). Her students
did well in presenting examples of culture. Ms. X gave positive comments on each
student's presentation. For Ms. X, this technique represents both a departure from the
Asian educational style (of which she is a product) and an adaptation to the American
style. In Asian countries, a teacher functions as authority in class and does not always
give positive comments on each student's activity. At the end of the class, Ms. X gave
her students a new writing assignment on the topic of cultural analysis. The above
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observer's comment is only a small portion of the active interaction between the teacher
and the students in a classroom rich with observation data. In another classroom
observation, I noted my impression in the field notes as follow.
"The teacher is from China, and used a film, "Joy Luck Club," which is
about Chinese immigrants to the US. Thus she integrated her knowledge
about Chinese culture and English writing well. The teacher also talked
about astrology that came from Chinese culture. The students seemed to
be enjoying the teacher's explanations about astrology." (Field notes,
October 14, 2003, English 101 for native-speaking English students).
In order to gain credibility as a normative English teacher, Ms. X used the same
strategy as Ms. J and Ms. S. She expressed her position as a nonnative English teacher
clearly to her students.
"... I said, "OK, I am a nonnative speaker, so I may teach
differently... Definitely you can tell them, you know, just let them
know... Let them know you are an nonnative speaker, and let them know
you may teach differently..." (Ms. X, second interview, April 12,2003).
"Credibility... I think psychologically you have to be very confident with
yourself, because of the academic achievement you have made... you have
to be confident, say, "OK, I really can do that." And then just work hard,
and I think you can do it." (Ms. X, second interview, April 7,2003).
In order to establish her credibility, Ms. X attempted to share her position with her
students. She believes that a nonnative English teacher should be confident in her/his
ability based on both personal academic achievement and on positive thinking about the
task itself When the iterative interviews were conducted, Ms. X seemed to be confident
in her pedagogy and practice as a nonnative English teacher in a U.S. educational setting.
At the same time, her pedagogy and practice have always been changing and growing.
"I feel every year, you change yourself, you are growing, you are
learning."(Ms. X, fourth interview, January 7,2004).
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4.4.3. Ms. X's Teaching Philosophy as a Nonnative English Teacher
Ms. X's teaching philosophy can be condensed into the following:
The integration of student centered teaching and the cultural knowledge of a foreign
teacher can create effective learning in a U.S. educational context. With her flexibility
and outgoing personality, Ms. X has integrated student centered teaching and her cultural
knowledge in order to meet the needs of her students while her teaching philosophy is
always changing and growing with experience.
Ms. X is flexible about teaching because she adapted to new teaching concepts in
a U.S. educational setting. In terms of learning, for example, Ms. X originally reflected.
"We believe students need to take pain to learn things. That's why
learning happens." (Ms. X, first interview, February 17, 2003).
However, in the next interview, Ms. X reflected on learning again.
"I think that's a different of ideology of learning. My original ideology of
learning. Right now I am actually between, in-between, personally I think
it's from Asian culture...! think it's cultural differences right." (Ms. X,
second interview, April 12,2003).
These statements show that Ms. X originally thought that it takes pain to learn things.
However, her ideology of learning gradually changed into a new concept of learning in a
U.S. educational setting where students' enjoyment in learning is emphasized.
"... I transferred to this American educational setting... I realize the nature
of education... the role of the teacher is an organizer... not knowledge
provider, so student's participation, and also creative writing, creative
thinking, critical thinking, are pretty much encouraged in American
education... individual thinking and individual opinion are valued in this
country, so I think I am actually, I am being adapted in this concept, so 1
try to employ... these type of philosophy in my teaching as well when I
teach composition." (Ms. X, second interview, April 7,2003).
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Ms. X was once a knowledge provider as an English teacher in her country because she
gave instruction to students for a test-oriented purpose. However, in a U.S. educational
setting, she began to realize the importance of students' active participation in class with
their individual creative and critical thinking. My field notes from classroom observation
indicate Ms. X's students' active participation in presentations and discussions wherein
they use creative and critical thinking skills.
Ms. X believes that an outgoing personality is important for a nonnative English
teacher in a U.S. educational context.
"Well, I mean personality... as a person, you are doing second language
acquisition and you are speaking a second language, so you tend to be
outgoing, more confident, and you have to find a way to survive and you
are living in other countries... you cannot be easily discouraged..." (Ms.
X, third interview, September 4,2003).
.. your personality... teaching has to do with personality as well, I am an
outgoing person... I like to share,.. when I was a kid, I would always want
to be a professor..." (Ms. X, fourth interview, January 7, 2004).
All nonnative English teachers agree that teaching in a foreign country is challenging.
Ms. X suggests that a nonnative English teacher needs to have an outgoing personality,
needs to be sociable, must like to share information, and must not worry about trivial
things in every aspect of life in a foreign country.
Finally, Ms. X believes that her teaching philosophy is always changing and
growing with time and experience.
"... you know as a professor or teacher in the future and you might involve
different kinds of teaching... the style and the philosophy of teaching and
studying always change...everything is changing..." (Ms. X, first
interview, February 17, 2003).

138

"... everything is just moving... your cultural identity is
changing... especially as a teacher, you can view that as a normative
instructor in classrooms, personally I feel every semester every year, you
change yourself, and you are growing, you are learning, yeah." (Ms. X,
fourth interview, January 7, 2004).
Ms. X's teaching philosophy as a normative English teacher, which has currently
achieved the integration of student centered teaching and her cultural knowledge in
teaching English composition, keeps changing and growing with her experience and time.
4.5. THE CASE OF MS. M
4.5.1. Ms. M's Educational History
Ms. M's educational background is somewhat different from other nonnative
English teachers because she is a resident normative speaker of English. She is a nontemporary resident of the U.S. who does not speak English as her first language. She was
bom in an Asian country, moved to the U.S. with her parents at the age of fourteen, and
attended school in the U.S. since then. Other nonnative English teachers of this study
grew up in their own countries and learned English as a foreign language until graduation
from college there, then came to the U.S. as international graduate students while
teaching freshman English composition on campus.
Since her unique background as a resident nonnative speaker of English attracted
me, I began a pilot study with Ms. M and conducted iterative interviews with her in the
fall of 2001 when she started teaching English composition at the Western University. 1
also conducted additional interviews with her in the spring of 2002 and 2003. I was only
able to observe her classes twice in the spring 2003, because she did not accept my
classroom observation plan because she felt that my presence in class might influence her
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teaching practice negatively. However, I was allowed to use Ms. M's autobiographical
account of second language learning; "My Life as a Second Language Learner" which
gave me rich information on her multilingual and multicultural experiences in her native
country in Asia and in the U.S.
Ms. M was bom and raised in an Asian country (Ms. M wanted the country name
anonymous) before coming to the U.S. at the age of 14. Her heritage, she believes, is
Chinese. From childhood, Ms. M was given an opportunity to expose herself to several
languages in her country.
"Since many Asian countries were once ruled by a colonial power,
growing up in Asia, gives each Asian an opportunity to be exposed to at
least two languages in their lifetime, I, also grew up in Asia, not only had
the honor to learn two languages, but quite a few second languages (L2)
throughout my life as a student. Learning languages has become a natural
process that I could hardly remember any conflict or dilemma that I have
encountered on the way." (Ms. M's autobiographical account "My life as a
second language learner").
Since Ms. M was given exposure to several languages from childhood in an Asian
country once ruled by a colonial power, learning languages has been a quite natural
process for her without any conflict or dilemma. Ms. M went to an elementary school
that focused their teaching equally on three languages: Mandarin, English, and an
indigenous language spoken in her country. In middle school, Ms. M was placed into a
special class. In the class, all subjects except for language classes were carried out in
Mandarin in the morning, and science and humanities classes were taught in either
English or the indigenous language in the afternoon.
When Ms. M was 14 years old, her parents made a major decision to move to
Hawaii to give her a better education, because for political reasons, people of Chinese
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heritage were at a disadvantage for receiving higher education in her country. Again we
see an instance of parental support for education, as with other nonnative English
teachers. Ms. M's concentrated exposure to English language began as soon as she
arrived in the United States. At the same time, Ms. M was given more of a chance to
expose herself to multilingual and multicultural environments, because she was able to
communicate with a diversity of international students, such as Vietnamese, Koreans,
Japanese, Hawaiians, and Samoans. Ms. M's exposure to several languages from
childhood seems to be to her advantage because she did not have to encounter much inner
conflict and dilemma in terms of learning languages. However, Ms. M seemed to have
difficulty in constructing her identity in a new country because language is one of the
strong identity markers.
"One day, after I graduated from high school and was attending college,
my best friends and I suddenly realized that English had become our
dominant language. That really scared us! We all decided to use all
Mandarin in our daily conversations and played a lot of games related to
the four-word idioms in Mandarin during our lunch break." (Ms. M's
autobiographical account "My life as a second language learner").
While other normative English teachers of this study seem to have an identity as
foreigners with a stable first language spoken in their native countries, such as Korean,
Spanish, and Chinese, Ms. M experienced a fear of losing her first language. However,
this experience seems to have given her an opportunity to revitalize her first language as
her statement shows.
After graduation from high school, Ms. M entered Hawaii Pacific University and
obtained her first BA in English as a second language (ESL). Then she entered the
University of Hawaii and obtained a second BA in Japanese. In order to further develop
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the knowledge of language, she enrolled in the MA/linguistics program at University of
Hawaii. She studied several classes in linguistics, such as phonetics, syntax, semantics,
and morphology, and obtained her first MA in linguistics. In Hawaii, she had two
teaching experiences. When she was in undergraduate working toward ESL at Hawaii
Pacific University, she taught English reading classes for ESL students. Then, while
studying linguistics as a graduate student at University of Hawaii, she taught Chinese to
American-bom Chinese students at a Chinese school for two years. In order to study
methodologies for teaching English as a second language, she came to the western U.S.
and enrolled in the MA/ESL program in the fall of 2001 while teaching freshman English
composition to American and ESL students. In addition to teaching and learning at the
Western University, she took beginner's and intermediate Korean classes. She received
her second MA in ESL in the spring 2003, and left the western U.S. as a nonnative
English speaking professional. Given her educational background, her love for language
learning is obvious.
4.5.2. Ms. M's Pedagogy and Practice as a Nonnative English Teacher
In terms of pedagogy, Ms. M also seems to rely on student centered teaching.
Ms. M wants her students to play an active role in learning, and wants her students to
reflect on what they learned in class. Ms. M reflected on the best teaching moment in her
class.
"... this is the second semester I taught 102, the third unit of our writing
composition course, we have to do a reflective essay, so the students
reflect on what they did throughout the semester and how much they have
improved, and then some of them even do a little project, you know, based
on their second research paper. So on the third essay, they have written
about their own reflective, you know, they reflect on their own
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experiences throughout the semester. They have talked about their
improvements and their weakness and strengths throughout the semester
and how they improved and how they overcome their writing
difficulties... I've seen some really good essays in the third unit and I've
seen their really good improvements over the semester and it was really
nice... they have also seen those improvements themselves and reflected
on them. And some of the projects... like maybe brochure based on their
research, I thought that was really good..." (Ms. M, additional interview,
February 24, 2003).
Ms. M's reflection shows that her students played an active role in reflecting on their
essays, such as discussing weakness and strength about their essays, and doing small
projects voluntarily. Ms. M saw her students' improvement in their essays through their
active involvement in classroom activities. Compared to other nonnative English
teachers of this study who had difficulty getting adapted to student centered teaching in a
U.S. educational context in their first semesters, Ms. M did not seem to have such a
problem because she had already attended school in the U.S. from the age of fourteen,
and did not express the process of adaptation of teaching in a U.S. context in interviews.
In terms of her teaching practice, Ms. M relies on games, peer reviews, and
discussions in order to engage her students' interest in classroom activities.
"What kind of activities... I think I use some games in the very beginning
of the semester, so that really works, because they all like games and
that's the way of knowing each other in class. That gives them a better
relationship between them... in terms of other activities, I think peer
review this semester works really well too, because my students this
semester knew each other pretty well since the very beginning of the
semester because of that game and something we did. So the peer review,
I think, works really well also." (Ms. M, additional interview, February 7,
2002).
"I did a lot of discussion. I make students work with each other. Instead
of me thinking for them, I want my students to think themselves. You
know, they have to make choices, and you know, what theme they want to
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talk about. What theme they want to write. What topics. Things like
that..." (Ms. M, second interview, October 5,2001).
I was allowed to observe Ms. M's class during her last (fourth) semester. As Ms. M
expressed in interviews, she used games for her teaching practice. I tool the following
field notes.
"Citation exercise game; The students were divided into two groups. The
instructor (Ms. M) showed some wrong examples of citation, using
transparencies. For example. The Dalai Lama points out that "When you
lose, do not lose the lesson" (qtd. in Smith 320^ The two teams competed
with each other, answering what is wrong and right. Then the instructor
showed right examples. The winner of each question got one point... Both
the instructor (Ms. M) and her students were enjoying the citation exercise
games. The students were very active during the game... Even after class,
the instructor stayed in class, answering questions from her students."
(Field notes, March 14, 2003, English 107 for ESL students).
As my field notes show, Ms. M turned the explanation of how to cite academically into a
game in which her students actively participated in learning how to cite. At the same
time, through these student centered activities, Ms. M seems to encourage her students to
take responsibility for their own learning because she wants her students to think and
make choices about writing by themselves.
While Ms. M did not seem to have difficulty in adapting to a teaching
environment because of her previous education in the U.S., she had a discipline problem
when she started teaching freshman English composition. Ms. M reflected on the worst
moments when she started teaching.
"... but I remember when on the first semester, when I gave back my
students... the second essay... some of the students were not happy with
the grade, they just came right up to me and asked for, you know, revising
of the grade, and they just confronted me right there and then. So that was
the first semester I was teaching, I didn't know what to do. So that was a
little embarrassing for me. I remember again, in the first semester, I think
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I wanted my students to do a peer review... a few of my students just
didn't want to do it... and then did they say they need to go to a rest room,
so I let them go, and I think it took more than ten minutes and they didn't
return, so I went up front and looked for them. They were right outside of
the door, eating something and then talking. So I was really mad... I
chased them back into the room ... they were just sitting down and just
keep talking and ignored me," (Ms. M, Additional interview, February 24,
2003).
Ms. M had a discipline problem in her first semester as a nonnative English teacher.
Some of Ms. M's students challenged her authority as a teacher, confronted her, and
asked for grade changes. Some of her students did not follow her teaching practice and
ignored her. Ms. M was not able to gain respect from her students during the first
semester.
Ms. M described how her bad experiences in teaching were reflected in her
current teaching.
"So...the first semester, my syllabus, you know, I didn't write
everything... some American students of mine took it for granted... they
said, "OK, you didn't write on this syllabus, so we don't have to do it."
So as the semester goes on, my syllabuses were becoming more
detailed... so for example, classroom behavior is included in my syllabus
this semester, no cell phone, stuff like that... I included a section of late
homework. I said no late homework was accepted." (Ms. M, Additional
interview, February 24, 2003).
In order to overcome discipline problems and gain respect from her students, Ms. M
began to add more details to her syllabus on what to do and what not to do in her classes,
including some discipline rules, such as no cell phones and no late homework in class.
Furthermore, Ms. M added a strategy on how to gain respect from her students.
"... one thing to add is... on the first semester, I was really nice at the very
beginning. I gave very lenient grades, so you know, at the end, everybody
got As and Bs. But the semester goes on, I have learned from my
experiences, so I began to be very tough in the very beginning, in terms of
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discipline and in terms of grading, so my students knew that I am serious
about it, so they wouldn't take me for granted and they didn't... take
advantage of me. So as the semester goes on, then I became more lenient.
So I think that was something that I really change, compared to my first
semester." (Ms. M, Additional interview, February 24, 2003).
Ms. M gradually learned how to handle her students as the semesters progressed. Ms. M
became very strict on grading and discipline at the beginning of the semester, and
gradually became flexible toward the end of the semester. This is the same strategy used
by Ms. J from China and Ms. S from Spain in order to gain respect from students and to
keep a good relationship with them.
In order to establish her credibility as a nonnative English teacher, Ms. M also
found it very important to express her position and background clearly to her students.
For the first two semesters, Ms. M did not try to express her background clearly to her
students because she thought she did not have to do it. However, she changed her policy
after the second semester.
"... but after the first two semesters of bad experiences with my native
speakers, I did try to do that, last semester and this semester, in the very
beginning of the class, I told them that I am a graduate student in English
department, ESL as what I am doing and I am learning to teach second
language learners... this might not be relevant to what you've just asked,
and I told them that if they are not happy with a nonnative speaker
teaching them, because I told them that I speak many other languages, and
English is just one of them, if they are not happy with a nonnative speaker
instructor, they can just change to another section." (Ms. M, Additional
interview, February 24, 2003).
The act of expressing her own position and background to students seems to be reaching
a point of transformation from low self-esteem into high self-esteem as a nonnative
English teacher.

146

"When I was first teaching American students, I thought I would be less of
an instructor... friend to them... you know, try to get their trust on me, and
maybe we can establish a better relationship, but I think it didn't work, so
when I started to teach international students, during my second year, 1
decided that I will be both, so I will be both the instructor when I am in
class, and I can also be a friend when I am outside of the class, and 1 think
it works better that way." (Ms. M, Additional interview, February 24,
2003).
Through semesters, Ms. M began to realize that being a friend to her students is not being
a teacher to them, and that attempting to be a friend caused disrespect from her students.
By expressing her position and background clearly to her students, Ms. M attempted to
draw a line between herself and her students in order to establish a good relationship in
class.
Even though Ms. M has established credibility as a nonnative English teacher, she
understands her strengths and weaknesses.
"... disadvantages would be... if my students write something that is unpragmatic or ungrammatical, I might not catch it very quickly, or I might
know that something is wrong, but I cannot really tell them what is wrong,
and an advantage is that especially teaching ESL students, I can
understand their difficulties, and because some of them come from
cultures that I have learned about... so I am able to tell them that "Oh, OK,
what you wrote there is nice... it's grammatical... I can understand, but
English speakers wouldn't say that...because it's probably from your
culture or I can just tell them that you are doing the translation or
something like that..." (Ms. M, Additional interview, March 14, 2003).
Ms. M thinks that one problem comes from weaker intuitive knowledge of English
grammar than that of native English speakers, and that she might not be able to catch
grammatical mistakes quickly. However, Ms. M thinks that her strength is that she can
deeply understand ESL students' difficulties that are transferred negatively from their
culture and first language, because she has learned some of their culture and languages.
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With her own advantages and disadvantages in mind, as a nonnative English teacher, Ms.
M continues a pedagogy that emphasizes student centered teaching, and a practice that
includes lots of games and discussions in order to attract her students.
4.5.3. Ms. M's Teaching Philosophy as a Nonnative English Teacher
Based on iterative interviews that I have conducted with Ms. M, her teaching
philosophy can be described as follows; A teacher should act as a guide who can
motivate students to proceed in a process of learning that moves toward independent
learning though the learning of language is a long process.
"... as a nonnative English speaker of English... I think I told my students
many times that writing is not an easy task and it doesn't improve
overnight, so during the process, I try to motivate them so that they won't
quit in the middle, but we'll keep writing and writing and they will
eventually improve... so I think as a nonnative speaker, because I been to
the process, I know how hard it is to actually produce something in your
foreign language, in your second language, that I just try to motivate them
to keep going, and not quit, that's all." (Ms. M, Additional interview,
March 14, 2003).
Ms. M really understands how hard it is to write in a foreign language, because she has
also gone through that process as a second language learner. Thus, she wants to motivate
her students to keep learning for English writing, which is a life long process.
"... I want them to keep going, because in the future... if they still have any
interest in writing, they will keep writing, I think, that really helps to even
just improve your writing, if you keep writing, so I don't want them to
depend on anybody whether it's me or any other English teachers, and 1
think giving the motivation, just telling them they are doing well, and if
they can keep going, it would help, I think that in a way, I think it will
give eventually, they will be independent on themselves and also they can
try to motivate themselves on their own without somebody helping them."
(Ms. M, Additional interview, March 14,2003).
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Through teaching, Ms. M hopes to give her students motivation for becoming
independent learners of English writing.
Since Ms. M is a resident nonnative speaker of English who has lived in the U.S.
for a long time, she has an immigrant point of view when it comes to the importance of
nonnative teachers in a U.S. educational context.
"... there are so many immigrants in the United States, and I think it's very
important to have like bilingual teachers or even nonnative English
speakers, to help teach those children or even the native speakers, I think
sometimes it's good to have them exposed to some nonnative English
speakers, because they are not going to have native speakers teachers
forever, since you know, with the international, internationalized system
you have now, I think they will eventually encounter some foreign
language teachers or something like that in the future." (Ms. M, Additional
interview, March 14, 2003).
Ms. M believes that nonnative teachers can play an important role in educating
immigrants to the U.S. in order for the immigrants to get adapted to a new educational
context. Ms. M also suggests that even native English speakers need to be exposed to
nonnative teachers in this era of globalization of the English language.
Ms. M's background is somewhat different from those of other nonnative English
teachers of this study in that Ms. M is a resident nonnative speaker of English who
immigrated to the U.S. at an early age, and that she grew up in multilingual and
multicultural environments which produced, in her, the trait of flexibility in language
learning. In response to my question about her multilingual and multicultural strengths,
Ms M. once e-mailed me back as follows:
"I think my "multilingual strength" plays a role in bringing the distance
between me and my students closer. This is especially true with my Asian
students. As you know, Asian students are brought up differently, so they
try to avoid going to see the teacher as much as possible. However,

149

knowing that I have some knowledge of their language, they are not as
hesitant to come to me when they have questions, since they know that if
they cannot express themselves in English, they might be able to throw in
some words from their native language and I might be able to understand.
Also, being multilingual also kind of means I am multicultural. Again,
knowing that I have some understanding about their own culture, my
students feel more comfortable with me. Perhaps this could even be
something that motivates them to come to class." (E-mail communication
with Ms. M, May 9,2003).
Ms. M believes that she has a sense of otherness, especially to Asian students, with her
multilingual and multicultural strengths, because she understands her Asian background
students' cultural and linguistic behavior, which can close the distance between herself
and her students, and can motivate her students to come to class. M's educational and
linguistic background can work as a strong tool to motivate her students to keep learning
and growing as language learners. Ms. M's background with multilingual and
multicultural strengths can motivate her students to proceed in the right direction of
learning and the long process toward becoming independent learners.
4.6. CHAPTER SUMMARY
This chapter attempted to craft a characterization of the individual nonnative
English teachers as cases by examining their educational histories, their pedagogy and
practice, and their teaching philosophy. Each distinctive characterization emerged from
phenomenological in-depth interviews, classroom observations, and autobiographical
accounts of second language learning. The act of crafting the characterizations of the
nonnative English teachers enabled me to depict clearly the process of teacher's
adaptation to a new U.S. educational context with their struggles, and the process of
gaining confidence and credibility as nonnative English teachers in a new social world.
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All the nonnative English teachers in this study were given rich educational
opportunities because their parents had been supportive of their education. They all agree
that teaching English composition at a U.S. university is challenging because they need to
have a great deal of persistence in order to overcome the challenges from their students
and gain credibility as nonnative teachers of English. On the other hand, all the
nonnative English teachers are different in that they had different experiences in learning
English as a second language, such as an encounter with a good English teacher and
communication with English pen pals. They are also different in that they have different
philosophies in teaching English at a U.S. university, regarding the integration of their
own culture with student centered teaching, and in their beliefs as to student learning of
English as a process.
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CHAPTER 5
ESTABLISHING TEACHING STYLES AT A U.S. UNIVERSITY:
DATA FROM CLASSROOM OBSERVATIONS
5.1. PREFACE TO THE CHAPTER
The purpose of this chapter is to provide the reader with the findings of the
observational data of nonnative English teachers' classroom practice. Even though part
of the observational data was used in the previous chapter for crafting individual cases,
this chapter presents more details on individual nonnative English teachers' classroom
practice.
I conducted pilot classroom observations at the end of spring semester, 2003, and
then proceeded to additional classroom observations during the fall semester 2003
between September 3 and December 9 as part of my main study. When I began
classroom observations in September 2003, three research participants (Ms. K, Ms. J, and
Ms. S) had entered their third semester as nonnative English teachers while Ms. X had
already entered her fifth semester as an experienced nonnative English teacher. Ms. M
had already left the western U.S. after completion of the MA/ESL program at the time of
the main classroom observations. However, I had visited Ms. M's class twice at the end
of spring semester, 2003. After the examination of the observational data, I sorted each
teacher's classroom practice into two categories: (1) salient characteristics of their
teaching styles and (2) communication-facilitating interaction. Thus, I was able to
explore salient characteristics of each nonnative English teacher's teaching style and
communication-facilitating interaction.
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5.1.1. Ms. K's Classroom Practice
5.1.1.1. Salient Characteristics of Ms. K's Teaching Style
During the classroom observation period in fall 2003, Ms. K taught two classes,
both of which were for native-speaking English students (American students). Ms. K had
about 20 students for each class. On average, about 12 male students and 5 female
students were in each class during my observation period. Ms. K taught the same content
for both classes. Ms. K did not pay special attention to the classroom layout and did not
rearrange the desks in class. Therefore, her students were able to remain in their favorite
seats without much movement around the room during class. Since Ms. K always used a
computer screen, the big screen in front of the classroom was the focus for her students.
Ms. K usually stayed close to the computer screen and gave her students oral and written
information about the project on English academic writing while they focused on the
screen.
My field notes are replete with English words, such as "visual aids,"
"strict/sincere/firm attitude," and "conferences," which shows the salient characteristics
of Ms. K's teaching style. Ms. K always used visual aids effectively to let their students
know important information about English academic writing, maintained her firm attitude
as an authoritative knowledge provider in front of her students in class, and spent her
time holding one-on-one conferences with her students to improve her students'
academic writing skills. My field notes describe Ms. K's effective use of visual aids as
follows.
The teacher used the projector and computer system effectively in order to
explain how to choose topics of the next paper. The teacher introduced
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CQ Researcher on the screen, which was to show a variety of genres of
academic articles for students. (Field notes, September 22, 2003, English
102 for native-English-speaking students)
The teacher got ready for the computer projector in class and said to the
students, "You can find an on-line citation..." "Research and
Documentation on line" was projected on the screen. The teacher
explained about how to use the on-line citation.
(Field notes, October 13, 2003, English 102 for native-English-speaking
students)
The teacher said to the students, "Today we'll talk about how to write a
proposal." Then the teacher showed due dates and plans for the next unit
on the screen by using a projector in class and began to explain about
them. The students listened carefully. (Field notes, September 29, 2003,
English 102 for native-English-speaking students)
While instructing her students verbally, Ms. K used a computer system in class as
a visual aid and projected important infonnation on the screen about how to use on-line
academic articles and on-line citation, and also about classroom schedules, such as exact
due dates for assignments and writing plans for each unit. Ms. K's effective use of visual
aids supported her verbal explanation and enhanced her students' recognition of the
process of English writing. Regarding strict/sincere/firm attitude, my observation notes
describe it as follows.
The instructor seemed to face her students with her firm attitude (because
of her heritage as an Asian?) (Field notes, March 10, 2003, English 102
for native-English-speaking students)
The teacher seemed to control her students well by giving clear rules, such
as excuses of absence and strict checking of attendance. Around the end
of the class, a few students tried to leave the classroom. But the teacher
persuaded them to stay in class and to leave the classroom with other
students. Those students obeyed the teacher. (Field notes, September 29,
2003, English 102 for native-English-speaking students)
From my observation, the teacher was able to understand and answer each
student's question quickly and sincerely. I sensed the teacher's sincere
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and firm attitude toward each question fi-om the students. (My field notes,
October 20,2003, English 102 for native-English-speaking students)
The characterization of "firm attitude" came from the observational fact that as an
authoritative knowledge provider, Ms. K usually kept a certain physical and emotional
distance from her students, rejected a friendly relationship with her students, and gave her
students classroom regulations clearly to avoid any conflict. I sensed Ms. K's sincere
attitude because she answered each of her students' questions sincerely and precisely
without showy performance, which indicated that she spent much time preparing for
classes. Compared to other nonnative English teachers' classroom performance, which
was active verbally and physically, such as Ms. J's verbal instructions and Ms. S's
gesturing in class, Ms. K's classroom practice seemed to be quiet and static in classroom
dynamics, but she was very precise in giving instruction. Ms. K always tried to keep a
certain distance with her students in class, seemed to choose her words carefully in order
to explain things to her students, and responded to each student sincerely with her firm
attitude. With her verbal instructions and visual aids on the screen, Ms. K's whole-class
instruction always alerted her students to information about classroom regulations and
schedules precisely, Ms. K's precision and firm attitude are strengths in teaching English
composition as a nonnative English teacher. Regarding conferences, the following is
described in my field notes.
Then the teacher said to the students, "Let's make an appointment for
conferences." The scheduling of the conference time started. The teacher
said to the students, "This Wednesday?" Some students raised their
hands. For example, the teacher said to a female student, "How about
2:25?" The female student replied, "Sure." (Field notes, October 27,
2003, English 102 for native-English-speaking students)
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The teacher seemed to like conferences because I felt the students'
positive attitudes toward the conferences. Lots of students raised their
hands in response to the teacher's scheduling of the conference time.
(Field notes, November 17, 2003, English 102 for native-English-speaking
students)
My field notes show that Ms. K always had a positive attitude toward holding
one-on-one conferences with her students. Ms. K spent more time scheduling
conferences than other nonnative English teachers I observed. In support of this
observational data, Ms. K stated in our interview that she was enjoying conferences with
her students and that she could make the most of her teaching strengths during
conferences. She said that her students also appreciated this opportunity of one-on-one
conferences. Given these observational data, the salient characteristics of Ms. K's
teaching style are: effective use of visual aids, careful attention to each student, and oneon-one conferences with students, the specific agenda being improvement of their writing
skills.
5.1.1.2. Communication-Facilitating Interaction
When 1 started observing Ms. K's class, she had entered her third semester as an
English composition teacher. Ms. K had already accumulated her experience in teaching
and got adapted to English classrooms at a U.S. university by the time of my observation
period. My field notes go as follows.
Compared with the last semester spring 2003, the teacher seems to be used
to taking care of American students. The students are interactive in the
question and answer activity. (Field notes, September 3, 2003, English 102
for native-English-speaking students)
The teacher was able to control the students well, because there was no
communication problem... the teacher seems to have been adapted to the
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teaching environment in the U.S. (Field notes, October 27, 2003, English
102 for native-English-speaking students)
The teacher answered each question clearly without any
miscommunication. The teacher is used to the content she had to teach
because this is her third semester. (Field notes, November 3, 2003, English
102 for native-English-speaking students)
The teacher was able to answer every student's question clearly, and
explained things clearly. Thus no communication problems took place in
class. The teacher can manage the class well. (Field notes, November 17,
2003, English 102 for native-English-speaking students)
These field notes indicate that Ms. K was adapted to American classrooms
because she knew what to teach and was able to create communication-facilitating
interaction with her students without confusion. In her iterative interviews, Ms. K
reflected on her first semester of teaching English composition and admitted that she
sometimes had communication problems due to not understanding what the students said
in class. My field notes also describe her communication problems as follows.
After class, I asked the teacher if she still had communication problems
with her students. She said "Yes" and told me that she was sometimes not
able to understand her students when they spoke too fast. But from
today's observation, the teacher answered each student's question clearly
and did not seem to have communication problems wit her students.
(Field notes, September 29, 2003, English 102 for native-English-speaking
students)
Even in her third semester of teaching English composition, Ms. K acknowledged
that she still had communication problems with her students. However, my field notes
did not describe any serious communication problems because, through her adaptation
process, Ms. K had learned what to teach and how to facilitate adequate interaction with
and between her students.
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The teacher started Polis (Course web cite), and let the students know
today's schedule. Some students asked the teacher about paper holders.
The teacher answered their questions... Many students asked about things
they should hand in... The teacher answered each question clearly. No
trouble happened. (Field notes, October 27, 2003, English 102 for nativeEnglish-speaking students)
This comment shows that Ms. K responded to all the students with her precise and
clear answers. Thus, my field notes include this kind of question-answer interaction in
many places with my own words, such as "without any miscommunication," "no
communication problems," "overcoming communication problems," "no
miscommunication and misunderstanding."
In order to facilitate interactive communication, Ms. K gave her students
opportunities to make presentations and to engage in group activities, such as frequent
peer reviews, as other nonnative English teachers did in class. Thus, my field notes are
replete with English words, such as "presentations," and "peer reviews."
The teacher said to the students, "OK, let's start the presentation." Each
group was supposed to present right citations by using a projector... The
teacher sometimes pointed out what were still wrong in revised citations
by looking carefully at the revised citations that were projected on the
screen. The teacher and the students communicated with each other well
in the presentation. (Field notes, October 13,2003, English 102 for nativeEnglish-speaking students)
The presentation started. Two male students began to talk about
"Choosing appropriate language," with power point... Sometimes, some
students burst into laughter because of the presenters' interesting examples
of sentences that were projected on the screen... After presentation, the
audience applauded. (Field notes, November 17, 2003, English 102 for
native-English-speaking students)
The teacher said to the students, "Here is a peer review sheet," and
distributed the peer review sheet to the students... The students formed
basically a group of two and exchanged their drafts and reviewed themes
with each other, based on the checkpoints of the peer review sheet. The
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students concentrated well on the peer review activity. (Field notes,
October 20, 2003, English 102 for native-English-speaking students)
These field notes show that Ms. K created communication-facilitating interaction
where her students actively participated in their presentations with visual aids, discussed
their writing problems with each other or with their teacher, and exchanged writing
samples and reviewed them with each other in peer review activities while Ms. K herself
actively pointed out her students' writing problems and suggested revisions for their
writing in their presentations and peer review activities. At the same time, a playful and
relaxed atmosphere dominated the class when students presented funny English
expressions with a visual aid.
Other than in presentations and group work activities, Ms. K facilitated
communication in her classroom, an example being her use of a large computer screen to
convey information and prompt questions and discussions.
Then the teacher began to talk about the library instruction the students
took during the semester... The teacher projected on the screen some
questions from the library instructor. For example, "1. Did the library
instruction meet our expectations?" and other questions. The teacher read
those questions. Some students answered those questions and gave some
suggestions. The teacher took notes of the student feedback... Some
students gave good suggestions to the teacher, like "this information
should be on syllabus." (Field notes, November 3,2003, English 102 for
native-English-speaking students)
While several questions about library instruction were projected on the computer
screen, very constructive discussion took place about the future use of library resources
for English academic writing. Furthermore, communication-facilitating interaction
occurred in a friendly and relaxed atmosphere when English grammar was discussed in
class.
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A male student asked a question about grammar mistakes in the sample of
the cover memo projected on the screen. The male student said, "That's
kind of off subject, but is that... modifier... ?" The teacher said "Where?"
with a smile. The male student pointed out, "I really worked hard," in the
sample... The male student said, "Should it be "I worked [very hard]"?"
The teacher replied, "I worked very hard... yeah, you are right..." Some
students said "Oh!" and praised the male student's knowledge of
grammar. (Field notes, November 17,2003, English 102 for nativeEnglish-speaking students)
Since one of Ms. K's strengths was her in-depth knowledge of English grammar,
she was able to respond to grammatical questions quickly. In addition, Ms. K often
enjoyed chatting with her students before class, which might not be communicationfacilitating interaction, but did create a relaxed atmosphere that counter-balanced her firm
attitude.
Before class, the teacher and a few students talked with each other about
moon cookies, chocolate pies, and other sweets. (Field notes, November
17, 2003, English 102 for native-English-speaking students)
I made abundant notes of communication-facilitating interactions, such as
presentations, group work activities, question-answer interaction, and other spontaneous
communicative events. On the other hand, I once observed that a female student
complained for a long time after class because Ms. K did not allow her to use a
government document as a journal article. This might be communication-hindering
interaction in that the female student just complained and did not appear to listen to Ms.
K's explanation. However, this complaint happened only once during my observation
period.
5.1.2. Ms. J's Classroom Practice
5.1.2.1. Salient Characteristics of Ms. J's Teaching Style
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During the classroom observation period in fall 2003, Ms. J taught two classes,
both of which were for English LI speakers (American students). Ms. J had 22 students
for one class and 20 for another class. On average, about 12 male students and 7 female
students were in each class during my observation period. Ms. J taught the same content
for both classes. She did not pay special attention to the classroom layout and did not
rearrange the desks in class. Students' desks in the classroom were arranged traditionally
in rows. Ms. J's students were able to remain in their favorite seats without much
movement around the room, except that they sometimes turned their desks to work with
partners or small groups on exercises. Ms. J usually stood close to the white board at the
front of the classroom, wrote some information on the white board at the beginning of
every class, and interacted with each student from that place, although she sometimes
visited small groups during exercises to give them suggestions. Since Ms. J's classrooms
were not equipped with computer-assisted screen systems, she sometimes used an
overhead projector (OHP) to show writing examples to her students.
My field notes contains such expressions as "(She) explained clearly with a loud
voice," "high intelligence," "good explanation with high intelligence," "high ability of
explaining things clearly," and "teacher's ability to explain things." The word "high
intelligence" came from Ms. J's ability to explain things clearly and logically and to
answer her students' questions quickly and precisely. Consequently, Ms. J's classroom
observational data and interview data produced the richest and most relevant information
about the identity construction of nonnative English teachers.
The teacher always explained clearly with a loud voice.., I think the
teacher's intelligence is very high and she is quick to understand what her
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students say, and is able to explain things clearly. (Field notes, September
5, 2003, English 102 for native-English-speaking students)
The teacher kept explaining about these words on the board very clearly
with her louder voice... The teacher is very energetic in class, explaining a
lot clearly with her loud voice. I think her ability of explaining things
clearly to the students is the best among four nonnative English teachers 1
have been observing... This might come from her high intelligence, the
ability of understanding students quickly and explaining things clearly."
(Field notes, September 12, 2003, English 102 for native-English-speaking
students)
The salient characteristic of Ms. J's teaching style is that she always taught
English academic writing clearly and logically with her loud voice and knowledge of the
English language in front of her students. According to my field notes, Ms. J was quick
to understand students' questions and to answer them clearly and logically, using her
talent for explaining information about English academic writing. Her clear and logical
spoken English caused me to repeatedly use the words "high intelligence" in my field
notes. Also the English expression "(she) kept talking" was used frequently in my field
notes. For instance, Ms. J and her students discussed the problems of a sample essay that
was projected on the screen.
A female student raised her hand and said, "He's also attacking on..."
The teacher replied, "attacking this person, and he is trying to say that by
keeping the symbol, so it shows our stereo type of image... not all the
people think this way... the problem is ... he has been too carried away
emotionally..." and kept talking. (Field notes, November 14, 2003,
English 102 for native-English-speaking students)
As my field notes show, Ms. J preferred to have a question-and-answer interaction
(one-on-one interaction) with her students, and tended to produce longer utterances than
other nonnative English teachers in order to answer her students' questions.
Consequently, my observational data for Ms. J provide a rich and lengthy description of
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her classroom practice. The interview data with Ms. J also provide a rich description of
her experience teaching English composition as a nonnative English teacher.
In addition to her knowledge of Chinese, her first language, Ms. J is also very
knowledgeable about the English language and knows how to write English academically
as a nonnative English writing instructor. Thus, Ms. J could show her multilingual
strength in teaching the rhetorical structure of English writing.
Then the teacher explained that writer-responsibility is needed in the case
of English writing. The teacher talked about reader/writer responsibility.
Suddenly the teacher asked me about Japanese reader-responsibility. I
said, "In Japanese, the reader needs to read or guess between lines." The
teacher nodded and repeated my explanation. (Field notes, September 5,
2003, English 102 for native-English-speaking students)
In order to explain rhetorical devices of English writing, Ms. J introduced the
notion of reader/writer responsibility to her students; English writing relies on writerresponsibility whereas oriental languages, such as Chinese and Japanese, tend to rely on
reader-responsibility. In order to explain how the writer of English must communicate
his or her stance to the audience, Ms. J introduced some examples of oriental languages
that tend to be implicit in explaining the writer's own stance, which was already
described in the previous chapter for crafting cases. Ms. J is familiar with political issues
in China, which might be called a multicultural strength, and could introduce them in
order to teach how to write oppositional stances of academic writing.
The teacher said to the students, "How are you going to address the
opposite?" "How are you going to refute their ideas?" As an example, the
teacher introduced one child policy in China and said to the students,
"Should we continue this one or change this one?"... The teacher, for
example, said, "Evidence could be facts," "if you have more children,
there will be a problem in resources." After the explanations of the policy
in China, the teacher said to the students, "I want you to think about what
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are the oppositions to your stance." (Field notes, October 10, 2003,
English 102 for native-English-speaking students)
Ms. J talked about the one child policy in China and explained some oppositional
stances, such as violation of human rights, statistical evidences, history, and child issues
in China, in order to give her students opportunities to consider the oppositional stances
of their English academic writing. In addition to her multilingual and multicultural
strengths, Ms. J was willing to show her own examples of academic writing in class in
order to let her students know that she is very strong in academic writing and is doing
some research as a doctoral student at the same time. Ms. J's willingness to show her
own writing examples was already described in the previous chapter for crafting cases.
Ms. J was the only teacher who sometimes asked me to give her some feedback
on her teaching after classroom observations, through which I felt her strong desire to
teach English composition effectively. At the same time, Ms. J told me that teaching
composition really depends on the students' motivation to learn academic writing. Ms.
J's continues to be effective as a nonnative English teacher by using her high intelligence,
her multilingual/multicultural strengths, and her strong desire to teach effectively.
5.1.2.2. Communication-Facilitating Interaction
When I started observing Ms. J's class, she had entered her third semester as a
nonnative English composition teacher. Ms. J had already accumulated her experience in
teaching English composition and had adapted to English classrooms at a U.S. university
by the time I began observing her. Thus, not one communication problem was described
in my field notes. My field notes contain communication-facilitating interactions, such as
one-on-one interaction between the teacher and her students, group activities, and

164

presentations. For instance, Ms. J's one-on-one interaction with her students went as
follows.
The teacher said, "What is introduction?" A male student replied,
"Summary of what argument is about." A female student said, "Your
stance." The teacher said, "What else?" The female student replied,
"Posing arguments." A male student replied, "Background." The teacher
explained about "Introduction," and said, "No long quotation." Then the
teacher said, "Next, thesis, Patrick?" The male student (Patrick) replied,
"Main... synthesize research..." The teacher said, "You tell your audience
why you support your arguments..." (Field notes, October 31, 2003,
English 102 for native-English-speaking students)
The interaction between the teacher and the students went smoothly. For
example, the teacher said to the students, "Which one is credible?" Then
some students replied, "Scholarly journals." Then the teacher explained
about the scholarly journals and said, "Anything else?" The teacher said
to the students, "Why is personal web page in the lowest rank?" A male
student answered, "No control..." Then the teacher supported the male
student's answer, and further explained. ..As can be seen from this
interaction, the teacher seemed to have established a good relationship
with her students. (Field notes, October 3,2003, English 102 for nativeEnglish-speaking students)
One-on-one interaction produced a cyclical pattern; (1) the teacher asked her
students questions, (2) the students answered them, (3) the teacher supported her
students' answers clearly and logically, and (4) the students accepted the teacher's clear
and logical explanation. This cyclical pattern always continued for a long time between
the teacher and her students and created communication-facilitating interaction. Because
of this lively interaction, I always admired Ms. J's clear, logical, and precise spoken
English and her intelligence in my field notes.
I think her ability to explain things clearly to the students is the best
among four nonnative English teachers I have been observing... this might
come from her high intelligence; the ability to understand students quickly
and to explain things quickly. (Field notes, September 12, 2003, English
102 for native-English-speaking students)
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As a result, the communication-facilitating interaction between Ms. J and her
students produced longer observational data than those of other teachers.
In order to facilitate communication among the students, Ms. J also used group
work activities in class.
The teacher said to the students, "I'd like you to work in the group of
three."... "Try to answer these questions (on the white board)." Then the
students formed some groups and began their homework... The students
did the group work very well, discussing the questions with louder
voices... The teacher was very interactive with each group, always talked
with one or two students in each group, and suggested some ideas to them.
(Field notes, September 12, 2003, English 102 for native-English-speaking
students)
As an observer, I heard loud and lively voices from small groups in exercises,
indicating Ms. J's students' positive participation in the activity. In some group work
activities, Ms. J consistently visited each group, discussed problems with her students,
and gave them some suggestions to improve their writing skills. In other group work
activities, Ms. J sometimes asked each group to present the results of group discussions.
The teacher asked a student of each group to present the results of the
group work. A student of group one came to the front and presented the
result with an aid of a transparency. Then the teacher supported (the
student) by saying, "I would say this is refutation..." (Field notes, October
17, English 102 for native-English-speaking students)
After group work activities, Ms. J sometimes went back to the one-on-one
interaction and asked individual students to answer questions. A good cyclic pattern took
place here again.
At the last stage of this (group) activity, the teacher said to the students,
"Do you find ethos, pathos, logos?" Then some students asked questions
about ethos/pathos/logos, and the teacher answered the questions very
clearly. (Field notes, September 12, 2003, English 102 for native-Englishspeaking students)
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Ms. J and her students always had lively discussions after a group work activity.
These discussions were described in my field notes as follows.
The group work started (about their drafts)... Then the teacher put another
transparency on the OHP. A student's draft about "Sex Education," was
projected on the screen. Then the teacher asked the students about the
problem of this draft. A female student replied, "It's not a controversial
topic... she has never gives me specific examples... she should have a clear
focus." The teacher supported the female student and said, "Nothing to
support this one... what else?"... A female student added, "No specific
arguments..." The teacher said, "The problem is that the argument is a
little bit empty without sources... general how can we improve this draft?"
A male student replied, "Adding more controversy?" A male student
replied, "Sources... ?" A male student replied, "Opposition... ?" Then the
teacher kept talking about the problem of the draft and said, "We have a
lot to say, but we don't have time..." (Field notes, October 31, 2003,
English 102 for native-English-speaking students)
Since one of Ms. J's strengths is the knowledge of academic writing, she was able
to point out the problems of the student draft clearly and was able to answer students'
questions without any miscommunication. Again, it is apparent that lively discussions of
these kinds were possible due to Ms. J's clear, logical, and precise spoken English,
intelligence, and open-minded/outgoing personality. In addition, Ms. J could use her
multilingual/multicultural strengths in her group activities, for example, by introducing
Chinese numbers for the grouping of her students or by showing the rhetorical
differences of academic writing between Oriental languages and English. Ms. J's
students concentrated on group work activities.
The students form a group of two (pair) and began to discuss their topics.
The pair (beside me) talked with each other seriously and took notes of
topics. The male student said to the female student, "How tree
grows... good organization..." The female student said to the male
student, "Good pie structure..." The male student said, "Credible sources,
lack of sources, plagiarism, APA correct format, incorrect or lack of
format, transitional sentences..." The female student said, "Sudden topic
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changes..." The male student responded, "Lack of paragraphs..." The
female student responded, "Until seventh grade I didn't understand
paragraphs,"... The teacher visited this serious pair and said to them, "Do
you have something to talk with? Are you talking about a general or a
specific one?" The pair answered the question. (Field notes, November
14, 2003, English 102 for native-English-speaking students)
The pair exchanged their drafts and worked very hard on the peer editing,
mentioning good points of their topics and taking notes seriously. All in all,
communication-facilitating interaction took place among students as well as between Ms.
J and her students through group work activities. In addition to group work activities,
Ms. J gave her students opportunities to make presentations in class in order to facilitate
communicative interaction and knew that American students preferred making
presentations.
After class, on the way to her office, the teacher said to me, "there are
good moments and bad moments (in teaching.)" The teacher considers the
student presentation one of the good moments because lively discussions
take place in the student presentation. (Field notes, October 24, 2003,
English 102 for native-English-speaking students)
Ms. J's students brought contemporary and controversial topics for academic
writing that they were interested in and had lively discussions with each other.
Today was the day for the students' presentations. The teacher wrote
down presenters' names on the board... The student presentation started.
A female student (who was bilingual) talked about "Bilingual Education"
by using transparencies... Then a male student talked about "US
submarines get ready for women submariners," without any visual aids.
Since the gender issue in the Army was included in the topic, lively and
enjoyable discussions took place among the students. (Field notes,
October 24, 2003, English 102 for native-English-speaking students)
Ms. J's students presented topics such as "Sex Education," "Bilingual Education,"
"Animal right activists," "U.S. election system," "Should universities continue to use
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standardized test sources as a part of the admission process?" "US submarines get ready
for women submariners," "Health Education," "Schools for homosexuals," "Evolution
and Creation," and "Racial and minority problems for school admissions." Ms. J allowed
her students to use such contemporary topics and encouraged them to use critical and
creative thinking in their academic writing. Some students distributed their handouts to
the audience before making presentations. Others presented their topics with visual aids,
such as overhead projectors. Ms. J's students had lively discussions about each topic and
pointed out their problems to each other while Ms. J consistently gave appropriate
suggestions for each student's writing topic. I was also attracted to Ms. J's students'
creative ideas for writing and to their lively discussions about them. At another
presentation day, these students presented academic writing skills, such as "developing
your own stance," "persuasive strategies," "audience awareness," "rhetorical analysis,"
and "How to use the MLA format."
With the ability to speak English clearly, logically, and intelligently, Ms. J
effectively used one-on-one interaction with her students, with their group work
activities, and with students' presentations in order to facilitate communication for
improving her students' writing skills. Even though Ms. J's classroom was not equipped
with a computer-aided screen system, she used the white board and overhead projector
effectively in order to let her students know important information about classroom
schedules and assignments. Before the class started, Ms. J usually had written down
some information about a classroom procedure of the day and due dates for assignments
on the white board, and had gotten the overhead projector ready for showing her own
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writing samples or her students' writing samples to discuss academic writing with her
students. Thus, communication-facilitating interaction always happened in Ms. J's
classroom. Through classroom observations, I sometimes saw a few students chatting
with each other, ignoring the teacher, or saw a heavy-set male student reading the student
newspaper without his focus on the writing activity of the day. These students'
inattentive behavior may be called communication-hindering interaction in that they were
not attending to or communicating with the teacher. However, this also occurs in native
or nonnative English teachers' classrooms.
5.1.3. Ms. S's Classroom Practice
5.1.3.1. Salient Characteristics of Ms. S's Teaching Style
During the classroom observation period in fall 2003, Ms. S from Spain taught
two classes: one for combined English L1/L2 speakers (native-English speaking and ESL
students), and the other for English LI speakers (native-English-speaking students). Ms.
S had 7 students for a combined class, which consisted of 1 female native-English
speaking student, 2 male native-English-speaking students, 2 male students from the
Middle East, 1 male student from India, and 1 male student from Vietnam. Ms. S had 23
students for another class, which consisted of 11 male and 12 female native-Englishspeaking students. Ms. S taught the same content for both classes. Ms. S did not pay
special attention to the classroom layout and did not rearrange the desks in class. It was a
conventionalized layout with students' desks in rows. Ms. S's students were able to
remain in their favorite seats without much movement around the room except that they
sometimes turned their desks to work with partners or in small groups during exercises.
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Since Ms. S's classrooms were not equipped with computer-assisted screen systems, she
sometimes used an overhead projector (OHP) to show writing examples to her students.
The salient characteristic of Ms. S's teaching style is that she always acted like an
active conductor who moved about in front of her students, speaking and gesturing, and
directed each of her students' learning of English writing while keeping a good
relationship with her students and taking good care of each student with her strong sense
of responsibility by showing attentiveness to them as individuals.
Ms. S's classroom performance was more dynamic than Ms. K and Ms. J. The
free space in the classroom was utilized principally by Ms. S herself My field notes
include English expressions, such as "using body language, like an actress,"
"enthusiastically with body language," "like a conductor with the use of her body
gestures," and "like a music conductor and kept talking with her gestures."
The teacher seemed to be an actress and director, explaining about
rhetorical analysis enthusiastically, with the use of her body language just
in front of her students. (Field notes, September 5,2003, English 102/108
for native-English-speaking/ESL students)
The teacher came close to the middle of the classroom and began to talk
about how to analyze texts (enthusiastically with body language). (Field
notes, September 10,2003, English 102/108 for native-Englishspeaking/ESL students)
The teacher was like a conductor with the use of her body gestures. She
came to the middle of the class and tried to explain things clearly,
sometimes with her leg on a chair. (Field notes, September 26,2003,
English 102/108 for native-English-speaking/ESL students)
The teacher walked around in the middle of the class(room), acted like a
conductor wdth her body gesture, and checked each student's
understanding carefully. (Field notes, September 26, 2003, English 102 for
native-English-speaking students)
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As my field notes show, Ms. S's dynamic performance was described many times
in my field notes, Ms. S moved around in class, sometimes stood in the middle of the
classroom, talked enthusiastically with her gesture, and directed each student carefully
and sincerely. I described her performance as "dynamic" in comparison with Ms. K and
Ms. J's performance. This contrast may come from the fact that Ms. K and Ms. J came
from Asian countries; namely. South Korea and China where teachers tend to be static
and act as the knowledge provider, giving a less dynamic classroom performance, while
their students take notes quietly and seriously in class. Also described in my field notes
several times was the word "keep a good relationship."
The students were very active and cheerful in class. The students
participated in classroom activities positively. Some students took notes
seriously on presentations. Compared to the chilly and quiet atmosphere
of American students in last semester, the students are cheerful,
interactive, and keep a good relationship with the teacher. (Field notes,
September 10,2003, English 102 for native-English-speaking students)
During the presentation, a presenter (a student majoring in engineering)
said, "I can't find an interesting topic in my field." Then the teacher
replied, "Do you like your field?" Students burst into laugher. A relaxed
communication took place here. After the presentation, everyone
applauded. (Field notes, October 15, 2003, English 102/108 for nativeEnglish-speaking/ESL students)
Even in the margin of my field notes, I found the word "keep a good
relationship." This is mainly because relaxed communication with mutual respect and
understanding always happened between Ms. S and her students. Ms. S's jokes
sometimes invited her students' laughter. At the same time, Ms. S's students had a good
will to listen to her sincerely in class. In other words, Ms. S established a good
relationship with her students with mutual respect and understanding, not a mere
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friendship with her students by drawing a clear line between the teacher's role and the
student's role. Thus, Ms. S sometimes took a strict attitude toward her students as part of
her teacher's role.
During the presentation, the teacher looked at a female American student
because the (female) student was doing things for other classes. So the
teacher said to the student, "Don't do work for other things." The student
replied, "Yes," and focused on the student presentation. (Field notes,
October 15, 2003, English 102/108 for native-English-speaking/ESL
students)
Ms. S warned her female student against working on other things and told the
female student to focus on classroom activities. Ms. S always responded firmly to her
students' inappropriate classroom behavior, controlled and directed each student well like
a conductor while standing in the middle of the classroom. In addition to the expression
"keep a good relationship," I jotted down the phrase "a person of responsibility" several
times in "My impressions" part of the field notes, which represents my impression
compared to other nonnative English teacher's impressions of their teaching practice
through my classroom observations. The following comment was already used in the
previous chapter for crafting cases.
She walked around in the middle of the class (room) and checked every
student's reaction in order to confirm their understanding. I think she has
a passion to teach and always tries to take care of each student carefully.
She is a person of responsibility. (Field notes, September 26,2003,
English 102/108 for native-English-speaking/ESL students)
This observer's comment, for instance, seems to show Ms. S's strong sense of
responsibility as a teacher because she always attempted to see every student understood
her instructions well by walking around in the classroom and observing each student's
facial expression. Other comments were also described as follows.
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The teacher carefully looked at each student's face in order to make sure
of his or her understanding. The teacher was like a conductor in the
middle of the classroom. (Field notes, September 26,2003, English 102
for native-English-speaking students)
The teacher is a person of responsibility and can listen to the students'
questions carefully and answer them correctly. (Field notes, November 5,
2003, English 102 for native-English-speaking students)
Thus, as an observer, I felt her strong sense of responsibility as a teacher who, like
a conductor, had a good sense of listening, understanding, and answering, directed every
single student toward the effective learning of academic writing skills, and took good
care of each student with her harmonious, firm, and sincere attitude. Consequently, my
field notes are full of such expressions as "take care of," "take good care of," and "good
care taker."
No miscommunication took place. The teacher was able to take care of
each student well in class and explained things clearly to the students.
(Field notes, November 12,2003, English 102/108 for native-Englishspeaking/ESL students)
The teacher suggested that I administer a questionnaire to the students on
Nov. 24 (Monday.) I was glad to her that. I really feel that the teacher is a
person of responsibility and takes good care of "Me" and her students.
(Field notes, November 19,2003, English 102/108 for native-English/ESL
students)
All my research participants spent a great deal of time teaching English
composition as nonnative English teachers while at the same time being enrolled in the
MA or PhD programs as international graduate students. However, even with her tight
schedule, Ms. S always took my research plan into consideration, kindly scheduled the
administration of a questionnaire for my research, and gave me opportunities to observe
her classes anytime without any appointment. Furthermore, Ms. S always tried to get me
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involved in her class as one of her members, gave me opportunities to introduce myself in
front of her students, and attempted to communicate with me in class even though my
position in class would ordinarily have been that of a passive observer, quietly taking
field notes. Thus, Ms. S's sincere and warm attitude toward my research, which was
already described in the previous chapter, also prompted me to use the expressions, such
as "good care taker" and "person of responsibility" in my field notes.
One of Ms. S's strengths is her knowledge of the English language and
linguistics.
After the presentation, the teacher said, "Do you have questions?" and
talked a little bit about the English tense system. (Field notes, November
5, 2003, English 102/108 for native-English-speaking/ESL students)
Then a female student presented on "Grammar-pronoun
reference."... After the two presentations, the teacher added some grammar
knowledge, "In (his) speech, (Bono) said..." "Don't use YOU to refer to a
person in general." (Field notes, November 5,2003, English 102 for
native-English-speaking students)
In the middle of the presentation, the teacher supported the student's
explanations. For example, the teacher talked about conjunctions. The
teacher, for instance, said, "That's called grammatical cohesion," "You
can use this strategy (passive voice) so that you don't have to use "we,"
"Yeah, that's important," "It was good... for revision especially..." "You
have to use appropriate language." The teacher always added some
grammatical points to the student's presentation... The teacher is good at
explaining grammatical points. (Field notes, November 12, 2003, English
102/108 for native-English-speaking/ESL students)
While Ms. K and Ms. J emphasized the organization and rhetorical structures of
English writing, Ms. S sometimes placed emphasis on the explanation of English
grammar. Ms. S clearly explained the English tense system, as well as pronouns, and
conjunctions to her students. Ms. S also referred to exceptional cases of English
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grammar, such as the exceptional use of English pronouns in which personal pronouns
are placed before proper nouns in some English sentences (e.g., "In (his) speech, (Bono)
said..."). This seems to be an effective collaboration between the nonnative English
teacher who knows about the English language and the native-English-speaking students
who know spoken English but do not always know about English grammar. Ms. S, like
an active conductor, keeps going as a nonnative English teacher with her passion for
teaching, strong sense of responsibility, and knowledge of linguistics.
5.1.3.2. Communication-Facilitating Interaction
When I started observing Ms. S's class, she had entered her third semester, like
Ms. K and Ms. J, as a nonnative English composition teacher. Ms. S adapted to English
classrooms at a U.S. university during my observation period. My field notes described
Ms. S as follows.
The good interaction seemed to reduce the anxiety level of the teacher and
the students... every student had a very positive attitude toward classroom
activities... The teacher is confident in herself now and seems to have
overcome her nonnative-ness; her accent. (Field notes, October 8,2003,
English 102 for native-English-speaking students)
Because of her students' positive attitudes toward the learning of English
composition, their lively interaction in class, and a good relationship between Ms. S and
her students, I felt that Ms. S gained her confidence in teaching English composition as a
nonnative English teacher at a U.S. university. Thus, salient communication-hindering
interaction was not described in my field notes. My field notes are full of descriptions of
communication-facilitating interactions, such as one-on-one (teacher-student) interaction
between the teacher and her students, group activities, and lively presentations. For
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example, Ms. S's one-on-one interaction with her students was depicted in my field notes
as follows.
The teacher began to talk about how to write a literature review. The
teacher said, "What's the purpose of a literature review?" The students
kept silent for a short time. A student answered, "Explanation for... it's
like an introduction to the topic." The teacher said, "What form?" A
student answered, "explain main points..." The teacher replied, "Umm,
(nodding), that's better." Then a student answered, "It's a summary..."
The teacher replied, "Only a summary? Summary is a part of review..."
After this conversation between the teacher and her students, the teacher
kept talking about how to write a literature review. (Field notes,
November 12, 2003, English 102/108 for native-English-speaking/ESL
students)
The teacher wrote down the word "Argument" on the board and said to the
students, "Why is this... ?" Then the following interaction took place. A
male student (maybe from Vietnam): "Because... persuade the reader..."
The teacher: "... reader of what?" A male student (maybe from Vietnam):
"... about our stance." The teacher: "How do you persuade your
reader... ?" A male student (maybe from Middle East): "Appeals." The
teacher: "How do you use your appeals?" A male American student:
"supporting claims... supported by research claim..." The teacher: "What
else do you need?" A male American student: "Counter claims." The
teacher: "some sort of opposition, this..." The teacher kept explaining. A
female American student: "It has to be descriptive..." The teacher:
"Yeah... but this..."... "You have to organize your essay in terms of
(claims)." "...this is what I ask from you." "Is that clear?" Some
students: "Yes."... (Field notes, October 22,2003, English 102/108 for
native-English-speaking/ESL students)
Even though I was not able to take notes on all the interaction because of their fast
speech, good one-on-one interaction took place between Ms. S and her students; (1) the
teacher asked her students a question, (2) a student answered it, (3) the teacher asked
them another question in order to develop the student's answer, and (4) the teacher gave a
final explanation about the question. This communication-facilitating interaction
continued between Ms. S and her students. At the same time, Ms. S performed like a
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conductor directing each student carefully with her strong sense of responsibility and
sometimes walked around in the middle of the classroom. Ms. S also used group work
activities, such as peer editing, for communication-facilitating interaction.
The teacher said to the class, "Today we're going to start a
workshop... you have to explain to the person what you're going to
do... you have the last sheets? Who has it? In pairs, obviously..." The
teacher kept talking about the workshop. The students made a group of
two, three, or four. The workshop (pair work) started. The students
concentrated well on this activity with loud voices... Then the teacher
explained the extra points. Most students listened to her carefully. The
teacher visited a group and explained how to highlight sentences and
grading. The teacher visited another group and explained things clearly
and carefully. Then a female student of another group raised her hand. So
the teacher came to the female student and listened to her question. The
teacher explained things carefully, for example, said, "You have to explain
the nature of your problems... choppy..."... The teacher visited each group
and explained things carefully and clearly because there were no
complaints from the students. The student concentration level was high to
the end of the class. (Field notes, November 12, 2003, English 102 for
native-English-speaking students)
Ms. S explained about the workshop (group work) before it started. During the
workshop, Ms. S's students exchanged their last drafts of assignments and loudly
discussed their topics with each in groups. At the same time, Ms. S visited each group in
order to give them suggestions to revise their drafts. Therefore, communicationfacilitating interaction was obvious among students and between Ms. S and her students.
Other examples of Ms. S's group work activities were already described in the previous
chapter for crafting cases. In addition to group work activities, like Ms. K and Ms. J,
Ms's classroom practice, S gave her students opportunities to make presentations in class
in order to facilitate lively discussions.
Today the students were supposed to present their topics for the next
writing project. A male student first came to the front and talked about
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"Capital Punishment." After the presentation, the student said,
"Questions?" A few students asked questions. For example, a male
student said, "The death penalty is used too much?"... Then a female
student came to the front and talked about "African American Image."
After the presentation, a male student said, "Are you using music videos?"
and commented on the presentation. Good discussion took place. The
teacher said, "Next." A male student talked about "Animal rights and
rodeo." Interesting discussion took place. Many students burst into
laughter during the presentation. After the presentation, a few students
asked questions and good questions/answers interactions took place. The
presenter, for example, said to the teacher, "Can I use my personal
experience?" The teacher said, "Sure, it's pathos." After the presentation,
the students applauded. (Field notes, October 15, 2003, English 102 for
native-English-speaking students)
"OK, let's go ahead with the presentation." The teacher got ready for the
OHP. A male student presented on "End Punctuation." When the
students gave some tests to the students, most students enjoyed the test
and burst into laughter. The student said, "You can find it (answers) in
Rules for Writers." The audience applauded after the presentation. Then
a female student presented on "Grammar-pronoun reference." When the
student gave some exercise to the students, most students enjoyed it and
burst into laughter. The audience applauded after the presentation.
(Field notes, November 5, 2003, English 102 for native-English-speaking
students)
Ms. S's students were given opportunities to make two kinds of presentations that
were the topic for writing projects and grammar/rhetorical rules for English academic
writing. They presented topics for writing, such as "Capital punishment," "African
American image," "Animal rights and rodeo," "Anything worth hazing is worth working
HARD for," and "Myopia." They also presented grammar/rhetorical rules for writing,
such as, "Building effective paragraphs," "Paragraph organization," and "Clarity-need
words."
During the presentation, Ms. S sometimes interrupted a student who was making a
presentation by throwing in some funny words, which invited her students' laughter and
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created a relaxed atmosphere. At another time, in support of her student's presentation
about English grammar rules, Ms. S demonstrated her knowledge of English grammar to
her students who knew English but did not know about the knowledge of the English
language. Ms. S's students also had a good time presenting their writing topics and
knowledge of grammar rules for writing. They always received good suggestions from
the audience in order to develop their writing topics, and sometimes gave the audience
some exercises in grammar rules for writing, which constructed collaboration between
the presenter and the audience in an enjoyable and relaxed atmosphere. Certainly, making
presentations produced good communication-facilitating interaction in class.
Ms. S's endeavor continues with her conductor-like performance while keeping a
good relationship with her students and giving personal attention to each student with her
strong sense of responsibility. After observations, Ms. S once complained about a female
student from Canada who sometimes showed her reluctance to learn English academic
writing in class. However, my field notes proved that the female student worked very
hard for group work activities, such as peer editing. Ms. S also complained about a few
ESL students whose English academic writing was much affected by the rhetorical
structures of their first language and was in need of additional help. However, those ESL
students communicated well with Ms. S in class with their high motivation to improve
English writing skills. Therefore, Ms. S's complaints had nothing to do with
communication-hindering interaction in class.
5.1.4. Ms. X's Classroom Practice
5.1.4.1. Salient Characteristics ofMs. X's Teaching Style
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During the classroom observation period in fall 2003, Ms. X taught two classes;
one for English L2 speakers (international ESL students) and the other for English LI
speakers (native-English-speaking students). Ms. X had 9 male and 7 female students for
the ESL class that was multicultural and consisted of students from Argentina,
Bangladesh, Cyprus, Germany, Japan, Middle East, Pakistan, and Taiwan. Ms. X had 14
male and 9 female students for another class that consisted of English LI speakers
(native-English-speaking students). Ms. X taught the same content for both classes. Ms.
X also did not pay special attention to the classroom layout and did not rearrange the
desks in class. Students' desks were arranged in rows traditionally. Ms. X's students
were able to remain in their favorite seats without much movement around the room
except that they sometimes turned their desks to work with partners or small groups on
exercises.
Ms. X usually remained standing close to the white board or the screen in front of
the classroom, and interacted with each student from that place while she sometimes
visited small groups during exercises to give them suggestions. Thus, Ms. K, Ms. J, and
Ms. X, all of whom came from Asian countries had almost the same physical movement
in class, and stayed close to the board in front of the students, while Ms. S from Spain
had more dynamic movement in class, used more space, and moved around in the
classroom. The classroom for ESL students was equipped with the computer-assisted
screen system while the classroom for American students was not. Thus, for American
students, Ms. X sometimes used an overhead projector (OHP) to show writing examples
to them.
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When I started observing Ms. X's class, she had entered her fifth semester as a
nonnative English composition teacher while being enrolled in the PhD program to learn
the second language education. Ms. X got completely adapted to English classrooms at a
U.S. university during my observation period and seemed to be enjoying teaching English
composition because she knew what to teach and how to take care of her students as an
experienced English teacher. Consequently, my field notes are replete with English
words, such as "experienced," "confident," "reliable," "active," "interactive," "good
control," "joyful," "good relationship," "lively," "affection," "positive," "stable," and
"muhicultural/multilingual strength." For instance, my impressions in the field notes
were described as follows.
This class was very lively and somewhat noisy. The students were very
interactive with the teacher. Since the teacher is experienced, she seems to
be good at taking care of the students in this noisy and lively situation. In
addition, since she is fi-om China, she had an advantage in explaining the
movie that depicts Chinese immigrants to the US... The teacher has
established a good relationship with her students. The teacher's positive
and stable personality seemed to overcome her non-native accent and
speaking in English. (Field notes, October 2, 2003, English 101 for nativeEnglish-speaking students)
The teacher is experienced and seems to be confident in teaching ESL
students as a reliable writing instructor/director. The students were active
and interactive in group discussions and presentations. (Field notes,
September 9,2003, English 107 for international ESL students)
These field notes show that Ms. X, with her outgoing personality, created a lively,
relaxed student-centered atmosphere where her students actively participated in the
learning of English writing skills while Ms. X effectively used her knowledge of
language and culture to bring another perspective to class. Therefore, the salient
characteristics of Ms. X's teaching style include effective blending of her knowledge of
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language and culture as a nonnative English teacher resulting in the creation of another
perspective in an American student-centered classroom where her students actively
participated in the learning of English composition through individual interactions, group
work activities, and presentations. For example, Ms. X' blending of her knowledge of
language and culture with American classrooms was described in my field notes as
follows.
The teacher put another sheet of a transparency on the OHP. It said,
"Details from the movie. Write down 3 details that most impressed you in
the movie. Share with your group members for a few minutes discussion.
Put your details into possible themes. Each group needs to compose 2
themes."... The teacher kept talking about the main characters of the
movie,.. The teacher said, "I want you to write down sentences describing
those details." A male student said, "What types?" The teacher said,
"Any."...In response to some students' questions about Chinese
characters, the teacher wrote down some Chinese characters and explained
about their meanings. The teacher said to the students, "We'll do a little
more in cultural analysis." "So we have connections."... The teacher and
the students enjoyed talking about Chinese characters. The teacher also
talked about 5 tones in Chinese and performed the 5 tones in class. Some
students said, "Wow."... The teacher said to the students, "OK, I want you
to form groups, you have to come up with two themes, OK, move
around." Then the students started group work (activities). (Field notes,
October 2,2003, English 101 for native-English-speaking students)
Ms. X used a film "Joy Luck Club" which depicted the life of Chinese immigrants
in the United States in order for her students to analyze culture for one of their writing
projects. After watching the film in class, Ms. X's students were asked to start group
work activities in order to come up with themes from the life of the main characters in the
movie. Since Ms. X came from mainland China, she had no problem explaining the
cultural background of the movie, and was able to demonstrate her knowledge of the
Chinese language, such as the knowledge of Chinese characters and tonal system of the
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language. At the same time, Ms. X's students were asked to come up with themes with
the group work that was one of the American student-centered classroom activities where
all the students could actively participated in it. Thus, Ms. X could blend her cultural and
linguistic knowledge of a first language with an American classroom activity in order for
her students to learn English academic writing effectively. The following is another
example of Ms. X's blending in which Ms. X demonstrated her knowledge of language
and culture and introduced Chinese fables to her American students.
Then the teacher said to the students, "I think this unit is going to be really
cool."... The teacher distributed the second handout (Essay # 3 Cultural
Analysis.)... The teacher enjoyed chatting with her students and talked
about English grammar. On the board the following words were written:
"You 1. You (subject) are a student. Your, I beat 2. you (object.)" The
teacher also talked a little bit about Chinese grammar. Then the teacher
began to talk abut culture based on the handout. Another male student
was asked to read the third paragraph, and read it aloud. The teacher
showed some examples of cultures. For example, the teacher told the
students that in Asian culture, obedience is important but not in America.
The teacher kept talking and said, for example, "In your essay, I'm
looking for your answers..." The teacher said, "Michael, can you read the
next paragraph?" The student read it aloud. The teacher talked about an
ESL Japanese student who made a 25 min. video (film) in order to make a
comparison between McDonald in American and Japanese culture. The
teacher talked about another ESL Japanese student, who wrote about
Osaka dialects. Some students commented on those projects... The teacher
kept talking about the last paragraph and said, "You have another
perspective, which is American...,Analyze yourself, how education
changed you..." Then the teacher distributed another handout about
"Ancient Chinese Fables (which consists of 6 Fables written in Chinese
characters with English translations each.)"... The teacher said, "We're
going to do very simple reading... These are very interesting stories... We
grew up with them...Please take a few minutes to read them." The
students concentrated well on reading those fables. A female student said,
"Very interesting." Then the teacher asked them to make a group of two
and discuss the meaning of the fables. (Field notes, November 4,2003,
English 101 for native-English-speaking students)
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While interacting with each student in class, Ms. X demonstrated the knowledge
of English and Chinese grammar by explaining the difference of the nominative,
possessive, and objective case between English and Chinese. Then Ms. X began to talk
about obedience in Asian culture which was new to American students who grew up in a
society based on individualism. Ms. X also introduced some ESL students' projects, such
as a comparison of McDonalds in America and Japan. Furthermore, Ms. X distributed
the handout about Chinese Fables with English translations to her students, and asked
them to start pair work in order to discuss the meaning of the fables. After the pair work,
Ms. X's students came up with the meaning of each fable, such as "Be yourself," "Don't
follow suit," "Nothing is perfect," and "Things keep changing." Ms. X's students had
discussions about the meaning of the fables for a while. In this example, Ms. X
effectively blended her knowledge of language and culture with American classrooms
before her students started their projects on cultural analysis. In addition to introducing
the cultural and linguistic difference between Asian countries and America, Ms. X
seemed to emphasize her students' own creativity and perspectives in analyzing cultures,
and did not impose her own idea on her students by saying "I'm looking for your
answers." Ms. X seemed to place a special emphasis on her students' voluntary
participation in class in stead of forcing her students to do something.
The teacher said to the students, "Anybody volunteers to explain the first
paragraph?" Then a male student explained the first paragraph of the
handout. This interaction went on until the third paragraph. (Field notes,
October 14, 2003, English 101 for native-English-speaking students)
This kind of students' voluntary participation in class seems to be different from
classroom communication in Asian tradition where students are required to be quiet and

185

to obey teachers' instructions, such as taking notes passively, without their voluntary
performance in class. Therefore, Ms. X was used to open and student-centered American
classrooms where her students volunteered to participate in classroom activities. At the
same time, Ms. X's instructions gradually moved from the stage of being strict to the
stage of being flexible as each writing project proceeded during the semester so that she
could keep her students under control.
The last unit is cultural analysis. The teacher suggested that the students
use their own personal experiences for the final project. Thus the teacher
gradually moves from "being strict" to "being flexible." This is an ideal
strategy to take care of each student. (Field notes, October 28, 2003,
English 101 for native-English-speaking students)
Ms. X's students were required to complete several writing projects. Ms. X tried
to give them strict assignments and rigid grades for the first writing project. However, as
each writing project went on, Ms. X's assignments and grades gradually became less
strict, and became flexible and lenient for the final writing project. The instruction that
goes from being strict to being flexible is one of the best ways to exercise teacher control
without complaints from students. With this instruction in mind, Ms. X's blending of her
knowledge of language and culture with American student-centered classrooms created
an enjoyable and relaxed atmosphere for enhancing the learning of English academic
writing.
5.1.4.2. Communication-Facilitating Interaction
Ms. X's blending of her knowledge of language and culture with American
student-centered classrooms produced communication-facilitating interaction with a
relaxed atmosphere in the form of one-on-one interaction between Ms. X and her
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students, group work activities, and students' presentations. For instance, Ms. X's oneon-one interaction with her students went as follows.
The teacher got ready for an overhead projector (OHP) and put a
transparency on the OHP. Some explanations about "Astrology" were
projected in the screen. The teacher said to the students, "Let me finish
this part," and talked about Astrology by using a transparency. Some
students took notes of the content of the transparency. The teacher said to
the students, "Have you ever been to Chinese restaurants?" Many students
replied, "Yeah." A male student said to the teacher, "Do you believe that
stuff?" The teacher said something (I was not able to catch well.) Then
the teacher talked about the movie the students saw in class (Joy Luck
Club.) (Maybe Astrology, which came from Chinese culture, was on the
movie and the teacher referred to it in class )... The teacher talked about
the next assignment. A male student said to the teacher, "I haven't found
anything. That's my problem..." The teacher said to the students, "You
have to stay focused on one theme..." A good interaction with a relaxed
atmosphere took place. A few students asked some questions about the
content of the next assignment... The teacher said to the students,
"Anybody volunteers to explain the first paragraph?" Then a male student
explained the first paragraph of the handout. (Field notes, October 14,
2003, English 101 for native-English-speaking students)
As this field note shows, Ms. X had an outgoing personality and always enjoyed
communicating with her students in class. Ms. X explained about Chinese astrology and
related it to the cultural analysis unit for the final writing project. Consequently, Ms. X's
students asked her some questions about astrology and had lively discussions about it.
Then a student talked about his writing problems for the next project. Ms. X gave him
adequate suggestions for his writing problems while placing an emphasis on her students'
voluntary problem-posing attitudes toward the writing project. Ms. X also enjoyed
chatting with her students in class, which was part of her good one-on-one interaction.
The teacher also enjoyed chatting with the students. For example, the
teacher said, "I like 'ambiguous,' Chinese is very ambiguous, you have to
rely on contents..." Then the teacher said to the students, "Does
everybody follow that?" A female student replied, "Yeah, everybody
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follows..." (Field notes, November 4, 2003, English 101 for nativeEnglish-speaking students)
Ms. X sometimes enjoyed chatting with her students about the cultural difference
between China and America. For example, Ms. X chatted about the notion of
"ambiguity" in Asian tradition where Asian people prefer ambiguous rhetorical
expressions to logical rhetorical ones and rely on the whole context of conversation.
Thus, Ms. X's one-on-one interaction with her students always had a lively relaxed
atmosphere because she was experienced and knew what to teach and how to deal with
her students.
Ms. X also used group work activities, such as peer editing, to facilitate
communication and interaction.
The peer review started. The students began to fill out the worksheet (peer
review sheets.) Since the students concentrated on the peer editing, the
class became quiet. After the quiet peer editing, the students gradually
began to discuss their papers with each other in pairs... The two male
students beside me were from Bangladesh and sometimes talked with each
other in their native language in the peer review. The two students from
Germany (a male and a female student) a little away from me talked with
each other in German in the peer review. English was used as a bridge
between the two groups, because when a male student from Bangladesh
passed a paper to a female student from Germany, the female student said,
"Thank you," to the male student... Also three female students (from
Pakistan, Argentina, and Germany) a little away from me interacted with
each other well in English, with laugher... (Field notes, November 18,
2003, English 107 for international ESL students)
During my classroom observations, Ms. X also taught international ESL students.
As this field note shows, Ms. X's ESL students concentrated on the peer editing activity
and interacted well with each other. An interesting phenomenon is that even in the
English-speaking context, ESL students sometimes used their native language when a
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pair of the peer editing came from the same country, such as a pair from Bangladesh and
a pair from Germany. At the same time, English was used as a bridge between the two
different language-speaking groups, and was used among the group that comprised
international students from different countries, such as a group of three female students
from Pakistan, Argentina, and Germany. This phenomenon may represent the cultural,
ethnic, and linguistic diversity of international ESL students' classrooms with nonnative
English teachers from foreign countries at a U.S. university.
Ms. X also used group work activities for her American students with her
blending of her knowledge of culture and language with American student-centered
classrooms.
The teacher said to the students, "OK, I want you to form groups, you
have to come up with two themes, OK, Move around." Then the students
started group work... After a while, the teacher stood in front of their
students and said to them, "OK, everybody here?" "OK, let's find some
themes." "How would you describe the characters?" The students were
lively and interactive... The students came up with some themes and said
to the teacher loudly... In order to conclude the theme discussion, the
teacher said to the students, "What evidence do you use to support
themes?" (Field notes, October 2,2003, English 101 for native-Englishspeaking students)
Ms. X's students had seen a film "Joy Luck Club" that depicted the life of
Chinese immigrants in the United States and were each asked to reflect on the most
impressive part of the film in order to come up with some themes from it with group
work. After the group work, each group came up with some themes, such as "woman
struggle," and "Language difference reflected cultural differences between two
generations," and had lively discussions about them with Ms. X in class. Thus,
communication-facilitating interaction took place through the group work. However, the
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liveliest communication-facilitating interaction was observed through Ms. X's students'
presentations.
The student presentation started... a female Japanese student began to talk
about "Origami (the art of folding papers into various figures)." The
student brought a lot of real examples in class. The students were
impressed with those examples, and said, "Really nice..." The presenter
(a Japanese female student) passed around those examples. The teacher
said, "You can make money for this..." The students burst into laughter.
The female Japanese (student) kept explaining the Origami, for example,
said, "We never use scissors... modules are difficult..." The student
explained that the Origami is possible by using various kinds of paper, for
example, by using grocery's paper bags. Examples made from various
kinds of paper were passed around. A female student (from Argentina)
replied, "This is a Trader Joes' bag, so cool..." The teacher said, "If I
have time, I'd like to learn how to do it..." When the presenter (a
Japanese female student) showed an example of a module (a complicated
geometrical-pattern figure) to the students, they were impressed with the
figure, and said, "Awesome." The teacher said, "Imagine that they don't
use any scissors." A male student (maybe from Greece) asked, "In Japan,
they sell things like that?" and held up an example. The presenter (a
Japanese female student) answered the question. After the presentation,
the audience applauded (Field notes, November 13,2003, English 107 for
international ESL students)
Ms. X's international ESL students from different cultures presented their cultures
before they proceeded to the writing project for cultural analysis. A Japanese female
student in this field note presented origami: the art of paper folding, and brought real
examples in class, which evoked a lively response from the whole class. Other
international ESL students also brought various fascinating cultures for their
presentations with beautiful visual aids and ethnic music, such as "Greek Dancing," "The
tango," "traditional German clothes," and "ethnic music in Bangladesh and Pakistan."
Thus, Ms. X and her international ESL students could share cultural diversity through
presentations and had lively discussions with each other. At another time, Ms. X's
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international ESL students presented "Revisions, before and after" about their final
writing projects.
The presentation started. This time the students talked about "Revisions,
before and after."... Then a female student from Germany came to the
front and got ready for the computer screen. The female student talked
about "My problems with my cultural identity, in general: the problems of
German youth with their cultural identity." The student talked about
"structure (of her essay)," and "cause: Second World War." The student
talked about past history of Germany. The female student showed
"Before" and "After" of paragraph 3 as examples. Then the teacher gave
her some comments and said, "Politics is culture..."... Then a male student
from Greece came to the front... The student talked about "Greek folk
dances, an essential part of my culture," with beautiful music and pictures,
with the use of Power Point. The student talked about "Unity among
people characterizes the Greek culture," by showing some examples of
paragraphs on the screen, "Before peer review 1" "After peer review 1"
"Before peer review 2" and "After peer review 2." At the end of the
presentation, the following information was projected on the screen: "Due
to classmates' demand, I'll publish it." And his web-site address was also
projected at the end of the information. Some students laughed. (Field
notes, December 2,2003, English 107 for international ESL students)
Ms. X's students were required to present how they revised their final writing
projects, and effectively used visual aids, such as computer-assisted screens and Power
Point, for their presentations. As this field note shows, a female student from Germany
talked about the identity issues of German youth that stemmed from the Second World
War, and presented how she revised her paragraphs, each of which was projected on the
screen. Then Ms. X gave the student some comments on revising paragraphs. A male
student from Greece talked about Greek folk dances, and presented how he revised
paragraphs after peer editing activities with his classmates. After the presentation, he
promised his classmates to put his final writing project on his personal web-site while his
web-site address was projected on the screen. His promise evoked laughter from his
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classmates. In these presentations, Ms. X and her international ESL students always gave
some suggestions to each presentation and had lively discussions in order to learn English
academic writing skills.
Therefore, my field notes contain many descriptions of communicationfacilitating interaction that comes from Ms. X's relaxed one-on-one interaction, group
work activities, and presentations. Through classroom observations, I once saw Ms. X
having difficulty in explaining themes of a film and stumbling over words by saying
"How should I say... ?" while her students kept silent in class. This might have invited
some communication-hindering interaction, but only a trivial incident during my
observation period. However, Ms. X's blending of her knowledge of culture and
language with American student-centered classrooms, which came from her experience
and outgoing personality, seemed to have facilitated effective communication among her
students and established confidence as a nonnative English teacher.
5.1.5. Ms. M's Classroom Practice
The observational data on Ms. M were much less than other nonnative English
teachers because of the following reason. When I started the main classroom
observations in the fall semester of 2003, Ms. M had already completed the MA/ESL
program and left the western U.S. to teach English in a foreign country. I was allowed to
visit Ms. M's class only twice with the purpose of pilot classroom observations at the end
of spring semester, 2003. Thus, because of the limited classroom observations, I could
not strictly sort Ms. M's classroom practice into two categories like I did for other four
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nonnative English teachers. I simply tried to describe what happened in Ms. M's class
through the two pilot classroom observations.
During the pilot observation period in spring 2003, Ms. M taught a class for
English L2 speakers (international ESL students) that consisted of 7 male and 4 female
students. Ms. M also did not pay attention to the classroom layout except that her
students were divided into two groups to play games. Ms. M principally stood in front of
her students and interacted with them. Since Ms. M's classroom was not equipped with
the computer-assisted screen system, she sometimes used an overhead projector to show
writing examples to her students.
Ms. M had entered her fourth semester as an experienced nonnative English
teacher during the observation period. In addition, since Ms. M was a resident nonnative
speaker of English who came to the United Stated at the age of fourteen and was
educated in the United States, she seemed to have no trouble communicating with her
students and enjoyed teaching English composition to her students. For example, in one
lesson, Ms. M wrote down some English words on the board, such as "Confucianism,"
"values/beliefs," "filial piety," and "religion" and talked about them in order to explain
what her students should do in their writing proposals. Then Ms. M proceeded to the
citation exercise game in which Ms. M's students were divided into two groups and were
asked to point out what was wrong in the examples of citations projected on the screen.
My impression of the game was described in the field notes.
My impression: Enjoyment! Bright and cheerful! Both the instructor and
her students were enjoying the citation exercise games. The students were
very active during the game...Nice music from the cassette recorder at the
beginning and end of the class... Even after class, the instructor stayed in
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class, answering questions from her students. (Field notes, March 14,
2003, English 107 for international ESL students)
In another lesson, Ms. M gave her students opportunities to make presentations
about their final writing projects.
The first male student from Japan presented the changes of professional
basketball players with time, such as the changes of hairstyles, uniforms,
and basketball shoes, by showing the pictures of several professional
American basketball players...The second male student from Korea
presented the difference between American and Korean car driver's
license... During their presentations, the instructor sat with her students
and evaluated their presentations by using presentation logs... The
instructor explained a little bit about the student's final project, told her
students what is expected of the final project... The instructor repeated,
"Just have fun," and "Be creative." (Field notes, April 21, 2003, English
107 for international ESL students)
These field notes show that Ms. M tried to create an enjoyable and lively
atmosphere by using games and presentations. Ms. M, for instance, changed the learning
of academic citation into the academic citation game to engage her students' interest in
how to cite for academic writing. The more details of the game were described in the
previous chapter for crafting cases. I described the atmosphere of Ms. M's class as
"Enjoyment," "Bright," and "Cheerful." Ms. M also repeated English expressions in
class, such as "Just have fun," and "Be creative." In the iterative interviews with Ms. M,
she reflected on her past learning experience as a second language learner and refreshed
her enjoyable memory in learning English through games. At the same time, Ms. M
insisted in the interviews that learning is a long process during which her students need to
keep revising with patience in order to learn how to write academically. Thus, Ms. M
seemed to have attempted to create an enjoyable moment of learning, with the hope of
motivating her students to proceed on a long journey of the learning of language.
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5.2. CHAPTER SUMMARY
This chapter presented the reader with the findings of the observational data of
nonnative English teachers' classroom practice. My field notes show a difference among
nonnative English teachers; each nonnative English teacher established her own teaching
style, such as Ms. K's firm attitude towards her students, Ms. J's clear explanations, Ms.
S's strong sense of responsibility, Ms. X's blending of her culture with American
classrooms, and Ms. M's creation of an enjoyable atmosphere during her instruction. My
field notes also present a similarity among them; they all used various kinds of
communication-facilitating interaction such as one-on-one interaction, group work
activities, and presentations. Thus, the findings of the observational data suggest that
once nonnative English teachers have learned what to teach and how to deal with their
students through semesters, they can teach well at a U.S university and overcome their
communication problems.
At the same time, I have to admit the limitation of the classroom observation,
because, as a normative speaker of English with limited listening comprehension, I was
not able to describe every moment of classroom communication precisely. I might have
missed some communication-hindering interaction. In fact, it is not possible to give a
description of the students who might have felt some communication gap in their minds
and therefore hesitated to communicate with their nonnative English teachers in class.
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CHAPTER 6
PERSPECTIVES OF STUDENTS AND UNIVERSITY PROFESSORS
ON NON-NATIVE ENGLISH TEACHERS' PRACTICE
The purpose of this chapter is to provide the reader with the findings of the
questionnaires administered to LI English speakers (American students) and L2 English
speakers (international ESL students) who took freshman English composition classes
from nonnative English teachers, and the findings of the interview with an American
student who took English composition classes from nonnative English teacher for two
consecutive semesters. In addition, this chapter provides the reader with the results of the
interviews with university professors who were in a position of supervising those
nonnative English teachers.
6.1. PERSPECTIVES OF LI AND L2 ENGLISH-SPEAKING STUDENTS ON
NON-NATIVE ENGLISH TEACHERS' PRACTICE
6.1.1. The Statistical Analysis of the Student Questionnaire
In this section, I use the term "LI English speakers" or "LI English-speaking
students" to refer to students whose first language is English, such as American students
and students from Singapore where they speak English as an official language. However,
a majority of LI English speakers in the study are American students. I use the term "L2
English speakers" or "L2 English-speaking students" to refer to international ESL
students who learned English as a second language or foreign language in their home
countries.
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In order to understand the perspectives of LI English-speaking students
(American students) and L2 English-speaking students (ESL students) on nonnative
English teachers' practice, I administered questionnaires at the end of spring semester
2003, at the end of fall semester 2003, and at the end of spring semester 2004. A total of
274 questionnaires (LI English students 195 / L2 English students 79) were collected
during those semesters from the five research participants' (nonnative English teachers)
students. After due consideration of the nature of the questionnaire, 1 decided to analyze
the questionnaires from students of three research participants (Ms. J from China, Ms. K
from South Korea, and Ms. S from Spain). The reasons for selecting the three
participants' student questionnaire were (1) those three research participants started
teaching freshman English composition in the same year (fall 2002), (2) 1 was able to
collect the student questionnaire from them for three consecutive semesters, with firm
data collection schedules (they taught American students in spring 2003 and fall 2003,
and taught ESL students in spring 2004), and (3) I found some flaws in the student
questionnaire, such as a questionnaire without adequate answers, from other two research
participants (Ms. M and Ms. X) who had already been experienced at the time of data
collection (they began teaching in fall 2001.) Therefore, a total of 216 questionnaires (LI
English-speaking students 178 / L2 English-speaking students 38) were analyzed.
The construction of a questionnaire is a very difficult task and it is necessary to
administer a pilot questionnaire for validity. Due to my pressing time of data collection
and research participants' extremely tight schedules for teaching as English composition
instructors and learning as gradate students, I regret that I had no time to pilot the
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questionnaire which is a limitation to this aspect of my research. After the administration
of the questionnaire, when I referred back to research questions of the study, I noticed
that I should have focused more on how LI and L2 English-speaking students perceived
their nonnative English teachers' language variety. However, for my research questions,
administering a questionnaire is supplementary to the interview data with nonnative
teachers. In any case, the results of the questionnaire present meaningful responses from
LI - L2 English-speaking students, and support the nonnative English teacher's view of
the social world obtained from the interview data.
First, in order to examine the difference between 178 LI English-speaking and 38
L2 English-speaking students, the scales in the questionnaire were analyzed statistically
(see Appendix F for details.) The following are the main 10 questions (3a. 4a. 5a. 7a.
7b. 7c. 7d. 7e. 8a. 9a.), which needed to be analyzed statistically.
3a. Your current English composition teacher teaches differently from other
native English speaking teachers you have had so far.
4a. The way your current teacher teaches helps you to learn English composition.
5a. I learned a lot from the current English composition teacher.
7. What kind of image do you have of your current English composition teacher?
a. credible 1 2 3 4 5 not credible
b. effective 1 2 3 4 5 not effective
c. skillful 1 2 3 4 5 not skillful
d. friendly 1 2 3 4 5 not friendly
e. respectful 1 2 3 4 5 not respectful
8a. Would the image of your English composition teacher be different if she was a
MALE teacher?
9a. I was able to understand lectures well in class.
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The Likert scale was adopted for these questions (strongly agree 1, agree 2,
neither agree nor disagree 3, disagree 4, strongly disagree 5). LI English-speaking and
L2 English-speaking students were asked to choose one out of the five numbers.
Furthermore, they were asked to write comments on why they chose the number for each
question. With the help of computer software for statistics, the mean quantity for each
question was calculated. Then, for each question, the difference of the mean quantity
between 178 LI English-speaking and 38 L2 English-speaking students was examined
through the T-test. The following are the results of the statistical analysis.

Table 6.1. Statistical Analysis of the Questionnaire
Question

Number

Mean

3a.

LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38
LI English/178
L2 English/38

2.57
2.50
2.47
2,13
2.55
2.37
1.82
1.61
2.24
2.16
1.99
2.16
1.34
1.61
1.26
1.53
4.06
3.45
2.46
1.84

4a.
5a.
7a.
7b.
7c.
7d.
7e.
8a.
9a.

Standard
Deviation
1.05
1.03
1.00
0.78
1.01
0.79
0.95
0.64
1.08
1.00
0.88
0.97
0.77
0.68
0.73
0.65
1.29
1.52
1.13
0.89

Significance
0.695
0.024
0.224
0.091
0.669
0.328
0.035
0.031
0.026
0.000
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The results of the statistical analysis clearly show that Question 9a. (I was able to
understand lectures well in class) is statistically significant with the 0.1% level between
178 LI English-speaking and 38 L2 English-speaking students. Compared to 38 L2
English students, 178 LI English-speaking students tend to disagree with Question 9a. 1
examined the scale of Question 9a, and found that 36 LI English-speaking students
ranked 4 (disagree) or 5 (strongly disagree) in the scale of the question while a majority
of the 38 L2 English students did not rank 4 or 5 in it. Thus, I examined the comments of
Question 9a, which were written by the 36 LI English-speaking students who ranked 4 or
5. The following are all the comments from the 36 LI English-speaking students.
• I can't hear well, she has a strong accent (strongly disagree).
• Stayed in a state of confusion (strongly disagree).
• Because she cannot speak English well enough to even come close to being an effective
teacher (strongly disagree).
• Language (disagree).
• Very hard to understand, her tone is annoying (strongly disagree).
• It took a while to finally figure out what we're doing (disagree).
• Always had a hard time understanding her and her directions, although she would try
hard and sometimes get very frustrated, saying that we weren't paying attention when the
real problem was - that we didn't understand her (disagree).
• Lots of times I had no idea what she was talking about, she would use weird ways of
trying it all together and she has a strong accent (disagree).
• Thick accent (disagree).
• The language barriers are hard sometimes and we don't always understand what she is
saying (disagree).
• Sometimes I could not understand because of the accent my teacher has (disagree).
• She doesn't speak English well (disagree).
• Kind of hard to comprehend. English isn't so clear. Like I said, hard to communicate
(disagree).
• The language barrier was difficult to break at times (disagree).
• Very hard to understand (disagree).
• She does well, despite the language barrier. It was hard to understand her sometimes
(disagree).
• I didn't feel engaged by the lectures and thus didn't come to benefit from them much
(disagree).
• Her accent is very strong (disagree).
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• Hard to clearly understand what she was talking about. Fast talker
• It seems that she could have had better communication skills. Again, too difficult to
make sense of what she is saying (disagree).
• I couldn't understand some of the words she says. Sometimes she doesn't really
understand how to do things that the class does. We would sit there while she would go
through it, but we already understood. It was like it was for her (strongly disagree).
• Many times it was hard because of the spoken language accent, also was not familiar
with all vocabulary (strongly disagree).
• Most lectures were choppy filled with mixed messages and unclear thoughts (disagree).
• I think, okay learned a little (disagree).
• Lectures included unnecessary examples, communicated indirect answers to questions
(disagree).
• Very convoluted, jumped (unclear), and slow (disagree).
• There were many occasions in which I was frustrated with the difficulty involved with
communication (strongly disagree).
• My teacher is difficult to understand (disagree).
• Hard to understand at times because of accent and the way they expressed themselves
(disagree).
• Some lectures were unclear or broad (disagree).
• Half the time I cannot understand her because of her accent (disagree).
• Her accent made it difficult quite often. Plus, she wasn't always clear with her
instructions (disagree).
• Accent, and not knowing how to express certain things right (disagree).
• Because my professor's pronunciation was difficult to understand (strongly disagree).
• Sometimes it's hard to understand (disagree)
• Due to the accent and difference in culture, I experience difficulty in learning and
mastering the material (strongly disagree).
These written comments indicate that the majority of the 36 LI English-speaking
students complained about their nonnative English teachers' language variety. They were
not able to understand lectures well in class because they tended to feel uncomfortable
with nonnative English teachers' language variety and judged it as a problem. In other
words, those American students perceived that nonnative English teachers' language
variety prevented them from understanding lectures well in class. As a result, this
perceived problem toward nonnative English teachers' language variety seemed to pose a
barrier to effective communication between normative English teachers and their LI
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English-speaking students as those students' written comments show. Their written
comments are replete with negative expressions regarding nonnative English teachers'
language variety. They are "I cannot hear well, she has a strong accent," "she cannot
speak English well," "language differences," "Very hard to understand, her tone is
aimoying," "Thick accent," "the language barriers was difficult to break at times," "hard
to communicate," "my professor's pronunciation was difficult to understand," and other
expressions. Especially, the word "Accent" seems to present LI English students'
stereotypical vocabulary to express their negative attitude toward nonnative English
teachers' language variation.
I also examined the question 9a completed by the 38 L2 English-speaking
students. After examining the scales of the questiotmaire, I found that only two L2
English-speaking students ranked 4 (disagree) in the scale, with nobody ranking 5
(strongly disagree) in it. However, the two students' written comments are "lectures are
clear to understand," and "the lecture is well explained." Thus, the two L2 Englishspeaking students did not comment on nonnative English teachers' language variety as a
problem in order to understand lectures while the aforementioned LI English-speaking
students did. Furthermore, I examined the 38 L2 English-speaking students' written
comments in the question 9. The following are some of the comments from L2 English
students.
• Lectures were clear to understand.
• Careful explanation.
• She explains pretty clear.
• Because she spoke English properly and cleared doubts.
• She gives a short review of the previous class, which helps me to know what we are
learning.
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• Because she talks slowly.
• Explanations are good.
• What can I say??? She is one of the best teachers I have had.
• The lecture is well explained.
• She speaks slowly and clearly, and gives examples to make us understood.
• Easy.
• I pay attention and actively participate in class.
• Sometimes it is difficult to grasp the concept (neither agree nor disagree).
• Sometimes it's hard to get her pronunciation, (agree)
• Sometimes hard to understand the pronunciation (neither agree nor disagree)
I found that two students judged nonnative English teacher's language variety as a
problem among the 38 L2 English-speaking students. The two students' written
comments are "Sometimes it's hard to get her pronunciation," and "Sometimes hard to
understand the pronunciation." However, they did not disagree or strongly disagree with
the Question 9 (I was able to understand lectures well in class.) Therefore, compared to
the aforementioned LI English-speaking students, a majority of the L2 English-speaking
students did not judge their normative English teachers' language variety as a problem.
Their written comments indicate that providing the L2 English-speaking students with a
clear explanation is indispensable so that they could understand lectures well in class.
Accordingly, I was not able to find the word "accenf in the question 9.
The contrast between LI English-speaking and L2 English-speaking students,
which was obtained from the results of the statistical analysis and closer examination of
written comments of the question 9, seems to indicate that LI English-speaking students
(a majority of whom are Americans) tend to judge nonnative English teachers' language
variety as a problem, which may consequently cause a communication problem between
the speaker (the nonnative English teacher) and the listener (LI English-speaking
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students), while L2 English-speaking students have positive attitudes toward language
variety of their nonnative English teachers.
In addition, the results seem to support scholarly work on dominant language
ideologies in the United States (Lippi-Green, 1994; Wiley and Lukes, 1996). Wiley and
Lukes (1996) posit that a standard language ideology, which is one of the popularly
accepted ideologies in the United States, places speakers of different varieties of English
in social hierarchy. Lippi-Green (1994) maintains that the goal of the standard language
ideology is suppression of language variation. Lippi-Green (1994) also demonstrated that
"accent - particularly associated with racial, ethnic, or cultural minorities - is most likely
to pose a barrier to effective communication" (p. 166), when the speaker's
communicative competence and the listener's goodwill are lacking. With emphasis on
the part of listener for effective communication, Lippi-Green maintains that "prejudiced
listeners cannot hear what a person has to say, because accent, as a mirror of social
identity and a litmus test for exclusion, is more importanf (p. 166).
Given the scholarly work on dominant ideologies and the results of the analysis of
the questionnaire, it is clear that some LI English-speaking (American) students'
goodwill as the listener tends to diminish once they hear nonnative English teachers'
accents, which may eventually cause a communication barrier between LI English
students and their nonnative English teachers,
6.1.2. The Written Comments from LI and L2 English-Speaking Students
The results of the statistical analysis of the questionnaire (Table 6.1.) in the
previous section show that Question 9 is statistically significant clearly between 178 LI
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English-speaking and 38 L2 English-speaking students, while other questions (3a. 4a.
5a. 7a. 7b. 7c. 7d. 7e. 8a.) are statistically not. Furthermore, I examined the written
comments of other questions (3a. 4a. 5a. 7a. 7b. 7c. 7d. 7e. 8a.) in order to further
know what impact normative English teachers' language variation had on LI English and
L2 English students.
First, from LI English-speaking students' written comments of each question, I
picked up all expressions that were related to language variety of nonnative English
teachers, analyzed them, and classified them into three groups. For the classification of
the groups, I relied on Ruiz (1984), who proposes three orientations in language
planning: language-as problem, language-as-right, and language-as-resource. I modified
Ruiz's three orientations in order to meet the students' perceptions of nonnative English
teacher's language variety. They are (1) language variation as a problem, (2) language
variation as acceptance, and (3) language variation as a resource. The following are some
examples of LI English-speaking students' written comments on nonnative English
teachers' language variation, which are sorted into three categories.
(1) Language variation as a problem
LI English-speaking students who disagreed with the Question 9 ("I was able to
understand lectures well in class") belong to this category. Their comments toward
nonnative English teachers' language variety were explored in the previous section. I
added additional comments in this category. These LI English-speaking students tend to
judge nonnative English teachers' language variety as problem, which may cause
communication problems. They tend to express their negative attitudes toward language
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variety by using expressions such as, "hard to understand due to her accent," "the
language barrier causes problems," and "She cannot speak English well." They seem to
have a prejudiced idea about nonnative English teachers who learned English as a second
language, imply that a first language is better than a second language, lack the listener's
goodwill when they hear nonnative English teachers' language variety, and ignore
nonnative English teachers' admirable traits, such as their rich educational backgrounds
and knowledge of the English language. The following are their examples. For instance,
the last example in this category was written by a LI English-speaking student from
Singapore. He seems to be a prejudiced listener, cannot hear what his nonnative English
teacher has to say, and believes that English should be taught by native speakers of
English only and the existence of nonnative English teachers in a U.S. context and their
language variety function as a litmus test for exclusion.
• She sort-of knows what she's talking about, it's just not clear because of her strong
accent (I'm hard of hearing). I can't hear well, she has a strong accent.
• The methods are the same. The only difference is the language barrier. English can be
difficult enough for some students and when a student cannot understand a teacher
because they don't speak English well it makes English more difficult. Foreigner, much
of the class is not understand because of the language barrier. She knows the English
language very well but carmot speak it. My problem came from not understanding her
speaking.
• Hard to understand her. Don't always understand her, sometimes I catch her with
mistakes. She would be a good teacher if she learned how to speak English first. Make
grammatical mistakes. Very hard to understand, her tone is annoying.
• She often explains that we don't know things because we grew up in USA. Or she
makes excuses for herself Or I don't understand her point more than others. She
sometimes doesn't understand our questions either. Always had a hard time
understanding her and her directions...
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• She is hard to understand, but she is nice... friend, she is nice and all, but her accent is
killer.
• Because I find it difficult to learn a language from someone who didn't learn that
language originally.
• Communication barriers cause problems for me.
• I know my teacher knows her stuff But because she comes from a different country
and is a non-native speaker, it makes her look less credible. Due to the accent and
difference in culture, I experience difficulty in learning and mastering the material. I
know many people and my peers cannot accept the fact that a non-native speaker can
teach English at college level. How can someone not fi-om America teach you about
English in American context? (His first language is English, but he comes from
Singapore.)
(2) Language variation as acceptance
LI English-speaking students in this category seem to have the ability to accept
the language variety of nonnative teachers though it is somewhat unpleasant. They have
more tolerant attitudes than the ones in the previous category toward nonnative English
teachers' language variety, and tend to have the listener's goodwill against the language
variety. Some LI English-speaking students admit that they had difficulty understanding
nonnative English teachers' accents in the beginning. However, the difficulty gradually
diminished over time, and they were able to understand their nonnative teachers
perfectly. The following are the examples of those students.
• In beginning, it was hard to get through the accent, but the difficulty diminished over
time.
• Sometimes she has difficulty explaining answers or understanding questions, the
writing style she is used to is somewhat different than the one I was taught. Sometimes
the language was a problem but I got very used to it and don't really hear it anymore.
• At first, it was hard to understand her accent, but after a week or two, I understood her
very well.
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• I could understand her points although some words were hard at first, by the end I
understood her perfectly.
• Sometimes she would stumble over words but for the most part I got used to how she
spoke.
• At first couldn't understand because of her accent but it grew on me eventually, so that I
could understand
These students show tolerant attitudes toward nonnative English teachers'
language variety by expressing that they gradually got adapted to the language variety.
Some students consider the language variety as a small problem, not a serious problem
that causes the language barrier, and were able to understand nonnative English teachers
for the most part. The following are the examples of those students.
• She still has a few pronunciation problems, but she was always understood.
• Even though she had an accent, I could understand everything that she said.
• Although my teacher's speech is not great, it is easy to understand.
• For the most part, some pronunciations and things were different, but still
understandable.
• I understood the content most of the time, but sometimes I couldn't pick up on
pronunciation.
• She knows what she is doing, but there still is a small language barrier. At points it was
difficult but for the most part I could understand her.
• Credible, because seems like she knows what she is talking about, but might have a
hard time communicating her message.
These students seem to be flexible toward nonnative English teachers' language
variety, consider nonnative English teachers to be credible, and feel it easy to understand
them as a whole. Some students show the listener's goodwill as a student, and tried to
listen carefully and ask questions in order to understand the speaker.
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• She covers all aspects that we are learning very thoroughly. I think since she has an
accent it makes me listen more carefully or closely.
• She has a heavy Asian descent accent. Sometimes hard to understand but that's why
others ask questions.
Some students respect their nonnative English teachers' academic backgrounds,
intelligence, education, and teaching skills that could compensate for nonnative English
teachers' accented-ness.
• She is well educated in English, however, because she is not a native speaker, I imagine
that she is not familiar enough with the language for real creative instructing. She spoke
well, however, her accent made some words difficult to understand.
• She is very clear although hard to understand at times and she reviews the subject
numerous times to help me remember. Though it was difficult to understand her at times,
I knew what she meant and I did my writing to make things more clear.
• She is very intelligent and puts forth a lot of effort, but she has trouble pronouncing
some words.
• Little broken in the speech area but very well educated. Anything that was verbally
hard to understand was written on the board. I really had no problem with understanding
her.
All in all, these LI English-speaking students in this category seem to have the
ability to accept the language variety of nonnative English teachers, can understand
nonnative English teachers in class, and regard the language variety as a minor problem
for understanding.
(3) Language variation as a resource
LI English-speaking students in this category are small in numbers, may receive
much less attention, but consider nonnative English teachers' language variety to be an
important asset or resource for the learning of English, and create positive attitude toward
language variety. Some LI English-speaking students grew up in a bilingual context.
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such as living in the borderland between America and Mexico, and are familiar with
more than one language. The following comment, for instance, was written by a female
student who grew up in the borderland Nogales/Sonora and is bilingual in Spanish and
English. Her ethnicity is Hispanic and Native American (Yaqui, Mayo).
• It is very important to have non-native speakers in a world that embraces all cultures
and language and background. We need more bilingual and multilingual professors.
Because I am bilingual and have probably gone through some of the learning she has
gone through to learn English.
This student respects nonnative English teachers with language variety as a role
model, who went through the same language learning process and represent cultural and
language diversity at U.S. higher education. For her, language variety seems to work as a
strong identity marker in order to position herself as a bilingual person. The student is
bilingual in English and Spanish, being familiar with language variety that stems from
Spanish, and took an English composition class from a nonnative English teacher from
China with a "thick" Asian accent. However, as the written comment presents, the
student is very acceptable to the existence of nonnative English teachers from another
world: Asia. The student's language ideology with a bilingual background seems to
function as an opposing part of dominant language ideologies in the United States whose
goal is exclusion and suppression of language variety. The following is also an example
from a male American student with Hispanic background who is familiar with a bilingual
context.
• I disagree (with the Question 3a. "Your current English composition teacher teaches
differently from other native English speaking teachers you have had so far") because
although English is not her primary language, she is not only fluent she has mastered the
fine points of the English language which she passes on to us. The fact that English was
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not her first language sometimes interferes. I have always been surrounded by bilingual
people so it was very familiar to me.
This student highly values nonnative English teachers with language variety who
is fluent in English and can teach the mechanism of the English language clearly to the
student. His comment also shows acceptable and supportive attitudes toward language
variety, and opposes the idea of exclusion and suppression of language variety. In
addition, early exposure to other languages or keeping contact with foreigners with
language variety also seems to enhance acceptable and supportive attitudes toward
language variety.
• Ms. K tries very hard to make herself clear, also I am used to working with people with
thick Asian-style accents as I have studied Japanese and Korean throughout school.
• She has good methods of teaching, much better than some native English speakers. 1
have Korean friends and have no trouble understanding Koreans.
For these students, language variety seems to represent a harmonious affiliation
with people from other cultures. One male student values language variety as a heritage
and shows an affectionate attitude toward it.
• I'm used to English with accents because my mother immigrated here from Taiwan and
Cantonese/Mandarin is her first language.
Another student was able to understand his nonnative English teacher well and
became interested in nonnative English teachers' language variety.
• Some words I had to think about for a second, but I would say that overall 1 understood
her very well, and was interested by her accent.
Some students believe that nonnative English teachers with language variety can
bring in different perspectives on the English language from native speakers of English,
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such as the knowledge of grammar and structure and objective thoughts on the English
language, and are helpful to understand other cultures.
• She sees our language from a different perspective so she puts an unbiased or outside
opinion on our writing. She knows what she is talking about even though her accent
makes her seem less credible.
• If nothing else, the fact that she is from a different country helps me to understand more
about foreign people and the language they speak.
• Credible because she knows what she is talking about. Also, people who learn English
as a second language seem to have a greater grasp of the technicalities involved in the
language. Her accent did not bother me.
• I believe non-native English speakers learn English very well and have more
capabilities with the language (if this is their choice).
• Because English is not her first language and it seems that when you learn a second
language that you become very aware of its structure and grammar. And it seems to
show in the teaching.
• She knows what she is talking about. People who learn English as a second language
know it better than us bom into it.
Some LI English-speaking students seem to have completely disregarded
nonnative English teachers' accented-ness and respect their knowledge of the English
language and teachings skills.
• Even though she is not a native speaker, her knowledge of the language, of literature,
and of the material she has to teach is still very strong. Sometimes she can be a little
confusing when explaining things, but when we tell her, she can usually refonnulate
things so that we can understand everything.
• I have not noticed any discrepancies, aside from some general usage errors. The
instructor is easy to understand, she has a fairly good grasp of the English language and
enunciation well.
• My English teacher is from China, and for her to teach English so well, is very
impressive. The teacher was very thorough in her explanations and went over
information.

212

• She may have a bit of an accent, but I believe her to be the same if not better than any
English teachers I have had so far. She is very clear and organized. Friend, facilitator,
and teacher of knowledge and experience. She is great.
• Good credentials and command of English. Demeanor and language is very good.
Excellent English + techniques.
LI English-speaking students in this category show respect to nonnative English
teachers with language variety. Especially, LI English-speaking students with bilingual
backgrounds value highly the existence of nonnative English teachers and treat them as
the ambassador of multilingual and multicultural diversity on campus. Other LI Englishspeaking students in this category also highly value another aspect of the language
variety, such as their in-depth knowledge of the English language and unbiased opinions
on the language. These students might be in the minority, compared to the students in the
aforementioned categories (1) language variation as a problem and (2) language variation
as acceptance, but can create the opposing power against ideologies of exclusion and
suppression of language variety.
I also examined the 38 L2 English-speaking (international ESL) students' written
comments in the questionnaire in order to find out expressions regarding nonnative
English teachers' language variety. From the L2 English-speaking students' written
comments of each question, I picked up all expressions that were related to language
variety of nonnative English teachers, analyzed them, and attempted to sort them into
three categories as I did for the LI English-speaking students' written comments; (1)
language variation as a problem, (2) language variation as acceptance, and (3) language
variation as a resource. However, I was not able to find out any expressions that
seriously complained about nonnative English teachers' language variety, such as
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complaints about accents and language barriers. Thus, I sorted the L2 English-speaking
students' written comments into two categories. They are (1) language variation as
acceptance and (2) language variation as a resource. The following are some examples of
ESL students' written comments on nonnative English teachers' language variation.
(1) Language variation as acceptance
While many LI English-speaking students in this category showed their gradual
adaptation toward nonnative English teacher's language variation overtime, such as their
gradual understanding of nonnative English teachers' accents, a few L2 English-speaking
students of the same category simply described their occasional difficulty in
understanding the language variation, or simply used expressions concerning the
language variation in order to show the difference of the teaching style between native
and nonnative English teachers.
• Sometimes it's hard to get her pronunciation.
• Sometimes hard to understand the pronunciation.
• Pronunciation.
• Because my previous English teacher was Native American. The accent is different.
• Accent. The accent she has doesn't effect too much. She explains pretty clear.
Some L2 English-speaking students attempted to consider advantages and
disadvantages of nonnative English teachers' language variety, or showed their
affectionate and supportive attitudes toward nonnative English teachers as the same
second language learner of English.
• She has a lot of knowledge. I can tell she studies a lot. In terms of composition, she is
(effective). But in terms of speaking, (she) isn't (effective).
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• Sometimes she can understand better than native speakers but since she is a foreigner,
she does not understand everything. I can't give her 100% credible since she is also
learning English. I think the communication skill is needed.
• In some part, native speaker is better, but I am still learning lots of things.
• Although she doesn't speak as fluently as other native English teachers, we have to
understand that her first language is not English.
Only one student pointed out that the normative English teacher's communication
skill was somewhat problematic, but did not connect the communication skill with
serious deterioration of understanding lectures in class.
• Trouble with verbal communication. Bad class communication. Hard time explaining
what she wants to say. Sometimes it's difficult to grasp the concept.
In general, the L2 English-speaking students in this category do not consider the
language variety as a target for excluding and suppressing the existence of nonnative
English teachers. They seem to have the ability to accept the language variety as the fact
that both the L2 English-speaking students and nonnative English teachers share it with
each other as a sure sign of international persons with the goal of learning English as a
second language.
(2) Language variation as a resource
Some L2 English-speaking students appreciate the existence of nonnative English
teachers with language variety, because these students consider nonnative English
teachers to be the successful role model who went through the same process of learning
English, can understand ESL students' difficulty in learning English, and can meet the
student's need for learning English as a second language.
• Because as a non-native English speaker, she understands better the international
students. She makes it clear for all (international and native students).
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• She understands my bad habits of grammar, or composition then she points out. I think
it's because she is an international teacher.
• It is almost the same (regarding QuestionSa; "Your current English composition teacher
teaches differently from other native English speaking teachers you have had so far");
however, she knows how the international students are feeling about English.
• She is an international student too. She understands our needs pretty well.
• Because she is helping everyway she can. I am doing better than I used to have native
speaker last semester.
• She speaks English really well. Because she spoke English properly and cleared
doubts.
It might be better to categorize these written comments as "international language
teachers as a resource" rather than to categorize them as "language variation as a
resource." However, at least, these comments demonstrate that these L2 Englishspeaking students respect nonnative English teachers with language variety as a resource,
because nonnative English teachers have the knowledge about English, have the ability to
explain grammar rules appropriately for academic writing and to point out their ESL
students' weakness in writing, have the ability to understand international ESL students'
feelings and problems in learning English by reflecting on their own learning experiences
of English, and have the ability to accommodate the L2 English students as the same
international person coming from other cultures with the strong will to accomplish their
goals as the second language user.
In this section (6.1.2.), I examined the written comments from 178 LI Englishspeaking and 38 L2 English-speaking students in the questionnaire. By relying on Ruiz
(1984) who proposes three orientations in language planning: language-as problem,
language-as-right, and language-as-resource, I classified the comments from LI English-
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speaking students into three categories. They are (1) language variation as a problem, (2)
language variation as acceptance, and (3) language variation as a resource. Then I
attempted the same procedure for the L2 English students' comments and sorted them
into two categories: (1) language variation as acceptance and (2) language variation as a
resource. The main difference between LI English-speaking and L2 English-speaking
students is that LI English students in the (1) category judge their nonnative English
teachers' language variety, such as their accents and tone of speech, as a problem that
poses the communication barrier between the speaker (the nonnative English teacher) and
the listener (LI English-speaking students). This difference might represent a standard
language ideology in the United States, which aims after the exclusion and suppression of
language variety.
While there exist LI English-speaking students who complain about nonnative
English teachers' language variety that might pose the language barrier, we need to keep
in mind that there exist LI English-speaking students with bilingual backgrounds who
consider the language variety as a sure sign of multilingual and multicultural diversity in
the U.S. society, LI English-speaking students who show their flexibility in getting
gradually adapted to the language variation, LI English-speaking students who respect
nonnative English teachers because they can see the English language from a different
perspective with an unbiased or outside opinion on English writing, and L2 Englishspeaking (international ESL) students who respect nonnative English teachers with
language variety as the successful role model for learning English as a second language.
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6.1.3. An Interview with an American Student
Conducting an interview with an American student was not my original plan.
After the administration of a questionnaire to Ms. K's class, an American female student
suddenly came to me and began to talk about her experiences having nonnative English
teachers from South Korea for two consecutive semesters, which I had not expected to
take place. Since I became interested in her experiences, I conducted a single interview
with her on December 10, 2003. I assigned the American female student a pseudonym
"Ms. L" for convenience. I asked the following open-ended interview questions.
1. Could you tell me about your experience learning English composition from an
international teacher last semester?
2. What was your reaction to the international teacher?
3. Could you tell me about your experience learning English composition from a
current international teacher?
4. How is your experience in last semester reflected in your current learning
experience?
5. What was your reaction to having an international teacher again?
6. How has your past learning experience before coming to the university
influenced your response to international teachers?
7. Do you have any other thoughts about your experience in learning English
composition from international teachers?
I analyzed the transcript of the interview and sorted it into three categories. They
are (1) the stage of puzzlement, (2) the stage of adaptation toward nonnative English
teachers with language variation, and (3) the stage of acceptance of nonnative English
teachers with language variation. The following Ms. L's own words from the interview
transcript reveal her lived experiences having nonnative English teachers for two
consecutive semesters.
(1) The stage of puzzlement
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Ms. L had to go through puzzlement because she had never had nonnative English
teachers (international teachers) prior to her current university classes. She reflected on
her experience of the first semester as follows.
"Never had an international teacher before I was at the U of A... initially I
was a little bit surprised that they would have somebody who and, 1 am
ashamed I guess of this now that I would feel that they, surprised that they
would have international teachers teaching English, because I don't feel
that way any more, but initially, yeah, I was kind of confused by that, but
it was a prejudiced opinion, because I don't think that's right, because I,
but, I've never had an international teacher before... it caused me to be
surprised..."(Ms. L, December 10,2003)
Ms. L was surprised to know that her college English composition teacher was a
nonnative English teacher from South Korea, because of the deeply ingrained idea that
English should be taught by a native speaker of English. Then, as a majority of L1
English students confessed in the questionnaire, Ms. L experienced difficulty
understanding her teacher's language variation as well.
"My initial reaction was that I was concerned about how I was going to be
able to understand when she spoke, how I was going to be able to
understand her instructions... because the first day of the class, I had
trouble understanding her, so it was a little bit confusing for me" (Ms. L,
December 10,2003)
Consequently, the communication problem between the teacher and the student
seemed to take place.
"She was a good teacher, but the only problems I ever had with her were
her accents sometimes, specifically when I would ask a question or
another student would ask a question sometimes, I would get frustrated not
necessarily with her, because it's not her fault, but because I couldn't
understand, I would have to ask again, and ask again, but I worked
through it, so it was OK... I would say communication was the only
problem that 1 experienced, and it wasn't a big problem, minor." (Ms. L,
December 10,2003)
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This puzzlement stems from the fact that Ms. L had never had exposure to
nonnative English teachers in school prior to her current university classes and
experienced the communication problem because she was unfamiliar with the language
variety of nonnative English teachers. However, the puzzlement gradually diminished
during the semester and proceeded into the stage of adaptation to the language variation.
(2) The stage of adaptation toward nonnative English teachers with language variation
Ms. L's puzzlement caused by having a nonnative English teacher for the first
time, however, diminished with time. Ms. L reflected on her adaptation process as
follows.
"But as the class progressed, I adapted to her accent and was able to
comprehend her easier, and be able to understand through her accents, so
eventually it worked out, and it actually turned out I learned a lot from her
so." (Ms. L, December 10, 2003)
Ms. L successfully got adapted to her nonnative English teacher's accent,
overcame the language barrier, and eventually was able to learn English composition
from the nonnative English teacher from South Korea. With success in learning English
composition, Ms. L's first encounter with a nonnative English teacher was finished.
Then another encounter vdth a nonnative English teacher took place next semester.
"I didn't have any different reaction.. .just primarily because of my
experience last semester, and the fact that she had the same exact accent
because my teacher last semester was Korean as well made even easier
because I had already had a semester of experience, communicating with a
nonnative teacher, so it really was not a problem in any way, and
occasionally but rarely I would have a little of trouble understanding, but
it was very rare and I didn't consider the problem at all... so it was a very
smooth transition and there were much fewer problems, maybe with
communication because I had already adapted to the accent so... because
I've never met a person from South Korea before I came to the university,
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so to have an English teacher twice that was from South Korea, then 1
thought that was just funny." (Ms. L, December 10, 2003)
Ms, L had another nonnative English teacher from South Korea next semester.
However, no puzzlement occurred this time, because during the first semester she had
already adapted to an accent that was carried over from the sound system of the Korean
language into English. Thus, Ms. L considered it a very smooth transition to have
another nonnative English teacher from South Korea again, and found it a funny
coincidence. After the adaptation process, Ms. L finally began to accept nonnative
English teacher's language variety.
(3) The stage of acceptance of nonnative English teachers with language variation.
In order to accept nonnative English teachers, Ms. L believes that the listener's
good will is very important.
"If you pay attention, you can understand, I mean the university wouldn't
hire people who couldn't communicate..." (Ms. L, December 10, 2003)
Ms. L was in the stage of acceptance of nonnative English teachers, and reflected
on classroom communication next semester.
"I think she communicates even better than my teacher last semester... she
seems to understand us all perfectly well and she teaches very well, and I
don't think there is any problem at all or whatsoever, I think if somebody
says they can't understand her, it's because they are not trying hard
enough or not really paying attention, but I really don't think that there are
any problems with, how she teaches or the way she speaks anything like
that." (Ms. L, December 10, 2003)
Ms. L had a second nonnative English teacher and was able to understand the
teacher very well. Ms. L established her good will as a listener, which led to appropriate
communication in class. Ms. L even came to realize that inappropriate communication
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came from the student's lack of endeavor to pay attention to the nonnative English
teacher in class. Ms. L came to appreciate nonnative English teachers because they can
bring different perspectives on cultures and different ways of teaching into class.
"I think that exposure to different cultures is a good thing. So it's
definitely done a lot for me, like in my last class, I got to watch a Korean
film and wrote a paper about the film, and I never would have seen it if I
hadn't had a Korean teacher, and it was really great, so I think that it can
be a good thing..." (Ms. L, December 10, 2003)
"My teacher had higher expectations of the students to have better conduct
in class, and a lot of American teachers I think they allowed us to kind of
act wild and maybe sometimes be disrespectful, and I don't feel that in
other countries, maybe the educational system is more strict and therefore
teachers will have higher expectations of the students, so I would say
that's one advantage." (Ms. L, December 10,2003)
Ms. L reflects on her experience of writing a paper based on the Korean film she
saw in class, admits that she enjoyed this writing project and was able to learn a Korean
culture through the film. She accepts her normative English teacher's strict teaching style
as an advantage, which might come from Asian tradition of education that required
American students to behave well in class. Ms. L reflects on her past experience in
school and current one at college, and supports the idea of early exposure to international
teachers in school.
"I never had an international teacher before, it caused me to be surprised,
but now I think that is a good experience in that maybe when people are in
high school, they should have more international teachers so that it
exposes them to different ways of teaching and different cultures, I think
it's a good thing..." (Ms. L, December 10,2003)
"I mean especially living in Arizona, which is not a particularly diversity,
I think that it's a really good exposure, and I think that a lot of people are
prejudiced and I think that it can alleviate some of that and change that... I
think, as long as the person can, as long as I am able to communicate with
them and they are able to communicate with me, you know, I am not
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frustrated with them... I think it's good to have international teachers."
(Ms. L, December 10,2003)
Ms. L went through the process of puzzlement due to no exposure to nonnative
English teacher in her previous education, got adapted to the language variation of the
nonnative English teacher, now appreciates the existence of nonnative English teachers,
and supports the idea of early exposure to them, because they are knowledgeable about
the English language, and can bring in fresh perspectives on different cultures and
different ways of teaching. Ms. L also considers that having international teachers can
alleviate biased opinions on the cultural, ethnic, and linguistic diversity that Arizona has
not overcome yet, and believes that nonnative English teachers can achieve mutual
communication with American students over time.
Ms. L's case might be rare given the fact that she had different nonnative English
teachers from South Korea for two consecutive semesters, and may not represent other
LI English-speaking students' perspectives on nonnative English teachers. However,
Ms. L's experience seems to suggest that LI English-speaking students' adaptive
competence of language variety should be taken into consideration, because Ms. L and
some other LI English-speaking students in the questionnaire admit that they gradually
got adapted to the language variety of nonnative English teachers during the semester.
The pedagogical practice of nonnative English teachers can rely on LI English-speaking
students' flexibility that can absorb new knowledge easily, even though a dominant
language ideology that aims to exclude and suppress the language variety is prevailing in
the U.S. society.
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6.2. PERSPECTIVES OF UNIVERSITY PROFESSORS ON NON-NATIVE
ENGLISH TEACHERS' PRACTICE
In order to understand the perspectives of university professors on nonnative
English teachers' practice, I conducted one-time interviews with the following language
expert professors who were in the position of supervising or hiring nonnative English
teachers (international graduate assistant teachers).
Professor W; Director of the writing program in the English department
Professor L: Director of the PhD program in second language education
Professor T; Director of the MA program in ESL
Professor P: Teaching advisor for international graduate assistant teachers
During the interviews with the four professors, I asked them the following
interview questions.
1. Do you have any criteria in order to hire nonnative English writing instructors?
2. Do you see establishing credibility as a nonnative English speaker as an
important issue for international graduate teaching assistants? Why? Why not?
3. There's strong monolingual English ideology in U.S. - reflected in states,
federal policies, K-12 practices, etc. How do you think this influences
American students' responses to nonnative English speaking international
instructors?
4. Do you have any other thoughts about the experiences of nonnative English
teachers and/or their students?
I analyzed the interview data with the aforementioned professors and sorted them
into five categories. They are (1) Nonnative English teachers are valuable for students,
(2) Nonnative English teachers' problems and establishment of credibility, (3) Support
from the writing program, (4) Opinions about monolingual English ideology, and (5)
Criteria for hiring nonnative English teachers. The language expert professors' own
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words provide us with their insightful perspectives on nonnative English teachers'
practice.
(1) Nonnative English teachers are valuable for students
Those professors I interviewed agree that nonnative English teachers are valuable
for both LI English-speaking and L2 English-speaking students.
"I think it's a wonderful opportunity for students to have a nonnative
teacher as long as their attitudes are open to that, and then I think it's the
teacher's job, to some extent, to change their attitudes, or at least to be
willing to try to do that, and the exchange can be very interesting in both
sides, it can be enriching to the students, I support the idea that we have
international GATs (graduate assistant teachers)." (Professor P; Teaching
advisor for international graduate assistant teachers, February 2, 2004)
"I think that it's very valuable for us to have international GATs (graduate
assistant teachers) teaching, not just ESL students, but all of the students, I
think it's a realistic view of not only English in Arizona but English
throughout the country, but also English internationally spoken by many
people in many different ways... and also I think there are many different
Englishes, and that we want to recognize differences, and to help students
work with those and to see that any kind of language use is a
negotiation..." (Professor W: Director of the writing program in the
English department, November 10,2003)
"I think actually that it's very good for Americans to come into contact
with people from other cultures, and other languages, I think that even if
they resist, even if sometimes, the students are not happy with having an
international GAT (graduate assistant teacher), 1 think they should have
international teachers, because we live in, you know, a global world where
even monolingual Americans have to understand about other cultures,
other languages, they need to be able to, be able to talk to, and learn from
people from other cultures and languages... even if they resist, hopefully
they will learn something about dealing with other people, for the
international GATs, I know that for some of them, it's an exciting
experience, they learn a lot about Americans, about teaching Americans
by doing this..." (Professor L: Director of the PhD program in the second
language education, November 26, 2003)
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These professors believe that normative English teachers (international graduate
assistant teachers) can enrich both LI English-speaking and L2 English-speaking
students. If the students are open to the practice of nonnative English teachers, they can
come into contact with different varieties of English and cultures, and recognize the
difference through nonnative English teachers' practice. This contact is a great
opportunity for the students given the fact that the English language has kept spreading
all over the world. The students can directly experience and recognize the notion of
world Englishes in the context of U.S. higher education. At the same time, normative
English teachers have to face the reality; they need to establish credibility in order to gain
respect from their students since they are not native speakers of English.
(2) Nonnative English teachers' problems and establishment of credibility
Nonnative English teachers need to establish credibility because their credibility
is challenged due to some problems to overcome, such as dealing with LI Englishspeaking students who have never had exposure to nonnative teachers with language
variety, making a cultural adjustment to American classrooms, and getting used to LI
English-speaking students' spoken English.
"If you have an accent as an international GAT, your credibility is
challenged in the eyes of freshman students, and so you have to do other
things that will offset that." (Professor P: Teaching advisor for
international graduate assistant teachers, February 2, 2004)
Professor P understands that the language variety of nonnative English teachers,
such as their accents, can be a cause of losing credibility. Professor P's own words seem
to support the results of the student questionnaire in the previous section which reveal
that LI English-speaking students tend to judge nonnative English teachers' accents as a

226

problem, which may prevent the students from understanding their teachers. On the other
hand. Professor T, director of the MA program in ESL, expresses the credibility issue as
follows.
"I think that there is a lack of legitimacy in teaching a language when you
are not a native speaker, but the issue here is I think somewhat complex
and my sejise is that the students will come in and their own experience is
very limited, they are high school graduates, most of them just graduated
from high school, so they are rather parochial and provincial in their
outlook and most of them have never really encountered a teacher who is
not a native English speaker, so because the subject matter itself is
English, I think they probably almost automatically have some suspicion
about the person's competence, the teacher's competence, if the teacher is
not a native speaker, and so I think that's one of the really crucial things,
at the very beginning, the GAT (graduate assistant teacher) has to establish
their credentials with the class in order to have the classes' respect and
acceptance as someone from when they can learn something, and expect to
learn something."(Professor T: Director of the MA program in ESL,
January 29,2004)
Professor T maintains that the credibility issue occurs because the students have
never encountered nonnative English teachers in school prior to higher education and
become suspicious about the normative English teacher's language competence.
Professor T's opinion about the issue exactly accords with Ms. L's (an American student
I interviewed) reflections on having normative English teachers from South Korea for two
consecutive semesters. Ms. L's puzzlement came from the fact that she had never had an
international English teacher before she was enrolled at the university, got confused by
the presence of nonnative English teachers, and had to break the notion that English
should be taught by native speakers of English. Professor T also points out another
aspect that involves nonnative English teachers in the credibility issue.
"For example, the most GATs (graduate assistant teachers) coming from
Asia are accustomed to having classes with students that are very
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respectful to them, accept their authority, that never question it, that
simply follow their directions, don't ask questions in class, and so for
them, it's often a great shock to find the, sort of open American classroom
where students expect to be able to do what they want to do, and can
challenge their teacher and ask questions, things like that, and so some of
them have real difficulty adjusting, making a cultural adjustment, which is
not a linguistic matter, but it might be mediated linguistically." (Professor
T: Director of the MA program in ESL, January 29, 2004)
The majority of nonnative English teachers come from stricter educational
systems where teachers are highly valued, unquestioned, and can keep their authority
over their students who simply follow the teacher's directions. However, once nonnative
English teachers start teaching in the U.S. context, they get a severe shock to find that
American students challenge them, ask questions, and may look for holes in their
teaching. Thus, their credibility is challenged during the process of their cuhural
adjustment toward the open American classroom. Furthermore, Professor T states that
new nonnative English teachers are not familiar with colloquial English spoken by LI
English-speaking (American) students, which may cause a communication breakdown.
"One of the problems that, probably a number of new GATs (graduate
assistant teachers) have is that they may be extremely competent in
English, they may have taught English, they may read English very
fluently, but probably have not been exposed to much spoken English, and
especially even if they have, they probably have not been exposed to much
colloquial English, so they may have real difficulty understanding their
students, and that can lead to serious problems in the classroom, can lead
to real breakdown, when, if the students have to tell the teacher over and
over, what they mean, or ask the same question three or four times before
the teacher is able to understand it, that poses a real problem." (Professor
T; Director of the MA program in ESL, January 29, 2004)
Even though nonnative English teacher are extremely competent in English, they
have not been exposed to LI English-speaking students' colloquial English, which might
eventually pose a communication barrier. The interview data with Ms. L (an American
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student) also seem to support Professor T's remark, because Ms. L stated in the interview
that she got frustrated and had to ask again and again in order to understand her nonnative
English teacher.
Because of the aforementioned problems, nonnative English teachers' credibility
is challenged. However, they have to overcome these problems and need to establish
credibility through their teaching practice.
"I've directed the program on and off for twelve years, and I think in those
twelve years, I have had three calls from parents, whose student is in
international GAT (graduate teaching assistant) s' class...you know, over
twelve years with over six thousand students a semester... I have definitely
seen times when the undergraduate would be resisting... I've seen the
international GATs student problems do not dominate, and I think in tenns
of numbers that I get here, I think that it's in part because international
GATs are serious, and committed teachers, they work extremely hard,
especially the first semester, I mean it's just too much, I think they are
able to convince their students that they are very intelligent, they also
brought an international material for reading, and they can establish some
credibility in that way, but they are also the credibility in terms of just
understanding language use, and being able to compare language use in an
American university and in other places, they can establish their
credibility and students respect their commitment and intelligence very
much." (Professor W: Director of the writing program in the English
department, November 10, 2003)
Professor W believes that nonnative English teachers (international graduate
assistant teachers) can establish credibility through their teaching practice. Professor W
understands the problem about nonnative English teachers that may challenge their
credibility, but does not consider it the dominant problem of the writing program,
because as the director of the program, she has had received only three complaints about
nonnative English teachers from their students' parents in the past twelve years.
Professor W knows that nonnative English teachers are intelligent, knowledgeable about
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the use of the English language, and can bring international materials for reading class.
Thus, she believes that nonnative English teachers can convince their students of their
credibility.
Professor P, teaching advisor for international graduate assistant teachers,
responded with a smile to the credibility issue of normative English teachers as follows.
"You know if you have an accent as an international GAT, your credibility
is challenged in the eyes of freshman students, and so you have to do other
things that will offset that, you may have to come right and say to the
students, you know, I have an accent but I spent twelve years studying
English, and my grammar is much better than yours, you have to find very
specific ways to convince the students that you, as an international GAT,
have a right to be teaching them in their native language, very important
and it can't be ignored, you can't just assume that you're going to have
credibility because you are a teacher..." (Professor P: Teaching advisor
for international graduate assistant teachers, February 2,2004)
Professor P suggests that nonnative English teachers should express their
background clearly to their students in the begirming. Through this action. Professor P
believes that nonnative English teachers can share their uniqueness with their students in
order to establish their positions as effective nonnative language teachers. Professor T,
director of the MA program in ESL, also states that nonnative English teacher can
establish their credibility by sharing their uniqueness with their students.
"You knew as MS. BE (pseudonym) from Turkey, she had a very clever
way of establishing rapport with the students by diminishing in a way her
authoritative status in terms of English, but try to enlist the affective
collaboration with the students by saying to them, "Well, you know
English, spoken English better than I do, there are a lot of things you know
as native speakers that I don't know, so that I can learn from you,
however, I've been teaching English for a long time, I've been studying,
and I have a master's degree, and working on a PhD, so there are many
things I know about English that you don't know, so you have a lot to
learn from me and at the same there are things I can from you", so we can
sort of cooperate with one another in this, and we both learn something in
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a process, so that's kind of changed the nature of relationship there a httle
bit, and took away from the students even the option in the way of
challenging of the teacher, because she had already said, you know, I am
not a native English speaker, things I can learn from you, but at the same
time, she established her credibility by pointing out that she had taught
that she was working on a PhD, and there are many things that she knew
that she had to share with them, and they can learn about from her, that
worked very successfully with her..." (Professor T; Director of the MA
program in ESL, January 29, 2004)
Professor T provides a good example of how a normative English teacher from
Turkey created the situation of affective cooperation in order to establish her credibility.
In order to create the situation of affective cooperation. Professor T recommends that in
the beginning, nonnative English teachers should clearly state their strong background,
such as their learning and teaching experiences as nonnative English speakers that their
students can share with them, and their knowledge of the English language that their
students can learn from them, while appreciating their students' knowledge as native
speakers of English that nonnative English teachers can learn from them. Through this
process. Professor T believes that nonnative English teachers can establish their
credibility, can share their uniqueness with their students, and can offset their
shortcomings with each other.
These language expert professors understand that nonnative English teachers have
to go through difficult process in order to establish their credibility.
"For international GATs (nonnative English teachers), it's an exciting
experience, they learn a lot about Americans, about teaching Americans
by doing this, but I do know that for some of them, it's very difficult,
because I think sometimes they feel they may not have enough confidence
in themselves in their English, and that can be very bad, and at the same
time, they may be getting some negative responses from their students, it's
very difficult to go on a classroom and teach if you feel that the students
don't trust you, don't respect you, so I think that sometimes it can be a
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very difficult experience..." (Professor L: Director of the PhD program in
the second language education, November 26, 2003)
At the same time, however, they all support the idea of having nonnative English
teachers and believe that normative English teachers can establish their credibility
through their teaching practice and enrich the academic community of U.S. higher
education.
(3) Support from the writing program
It goes without saying that the writing program in the English department plays an
important role in helping nonnative English teachers (international graduate assistant
teachers).
"I think some of the things we've tried to do is each GAT (graduate
assistant teacher) has a teaching advisor, and during the first year, they
have a course, a four credit course, that meets two and half hours each
week, and they work closely with that teaching advisor, on issue of
credibility or ethos or stands or curriculum issues or assessments, so we
try to give them as much knowledge as we can, we also have the student
guide and it contains sample assignments, it contains teacher responses, it
contains course goals, and outcomes, so that's another way through the
publication, we also have a standard policy statement that is our writing
program's policy statement... but we're trying to always have the TEAD
(teaching advisor) support, the writing program support in terms of
policies, curriculum, assessment, other aspects of the teaching..."
(Professor W: Director of the writing program in the English department,
November 10, 2003)
Professor W, director of the writing program, states that the writing program
assigns a teaching advisor to each gradate assistant teacher, including international
graduate assistant teachers, and offers a course in the first semester where graduate
assistant teachers work together with the teaching advisor in order to discuss the
credibility, curriculum, and assessment issues. Professor W also maintains that they have
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the student guide and the writing program's policy statement so that graduate assistant
teachers can teach effectively. Especially, a teaching advisor seems to play a very
important role in supporting international graduate assistant teachers, because in addition
to teaching skills, they need some affective support in order to gain confidence and to
overcome difficulty they face, such as overcoming communication problems and making
a cultural adjustment in dealing with their students in the U.S. higher education. For
example, Ms. J, nonnative English teacher from China, expressed in the interview that
she gained confidence as a writing instructor through some positive comments and
suggestions she got from her teaching advisor after the classroom observation. Professor
P gave me the following comment about the role she can play as a teaching advisor for
international graduate assistant teachers.
"Oh, I am a cheerleader, well, actually as a teaching advisor, I think the
most important thing is to talk to them about what to expect from an
American student behavior, and then how to deal with that, and also the
issue of credibility, I spent a lot of time with the group that (Ms. J) was in,
in particular, talking about how to establish credibility, and not to be afraid
to do that, because it does require a kind of a culturally foreign idea of
calling attention to yourself and promoting yourself, and there are a lots of
international GATs that just aren't comfortable with that, but that it works
if American students appreciate the forth-right, I am your teacher, because
they can understand that, so, and a teaching advisor, you know, wherever
there is a complaint from the students, I sit down, last week I spent two
hours with one international GAT and one student, just resolving a grade
issue, final grades, and someone of it came back to the fact that the student
didn't think the teacher really understood what his complaint was, so 1
ended up in the middle, trying to make it clear to both of them, what the
best solution would be, and the teacher wanted me in, so that's what the
advisor should do, we should mitigate those kinds of disputes and support
the teachers whenever we can, or honor student complaints as well, you
know, sometimes I have to go to the teachers and say the student is saying
this, and that's not easy to do, but international GATs, I think most of
everybody I've ever worked with, really understand they are here to learn,
and are pretty open to criticism as long as it wasn't just personal, you
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know, ways to improve teaching, so we talk a lot about, we talk a lot
about..." (Professor P: Teaching advisor for international graduate
assistant teachers, February 2,2004)
Professor P considers herself a "cheerleader" who can encourage nonnative
English teachers to teach well in U.S. higher education. As her comment shows.
Professor P has to deal with practical issues, such as what to expect from American
students' behavior and how to deal with it, because some nonnative English teachers are
not familiar with U.S. classroom cultures in which American students may behave
differently from the students they taught back in their own countries. Professor P
sometimes has to deal with sensitive issues, such as working as a mediator in order to
mitigate the dispute of resolving grade issues between nonnative English teacher and
their students.
Furthermore, Professor P is willing to spend a lot of time with the group of
nonnative English teachers in order to discuss the credibility issue. Through the
discussion, they are given the opportunity to be self-reflective on what they are doing in
class, and to promote and empower themselves to gain confidence in teaching and
establish credibility. Professor P understands that this opportunity to be self-reflective
and to promote themselves might be unfamiliar with some nonnative English teachers
who grew up in the strict educational system where teachers are highly valued in the
society and have no possibility of being challenged by their students. However, in U.S.
higher education. Professor P knows that the opportunity can enhance nonnative English
teachers' self-confidence to express their imiqueness which their students appreciate, and
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admits that nonnative English teachers are open to criticism and eager to improve their
teaching as committed second language educators.
In terms of a teaching practice. Professor P always suggests that nonnative
English teachers should support classroom announcements with visual aids in order to
offset their language variation that their students may have difficulty in understanding.
"The students perceive, you know, obviously you have an accent, then you
can't get the student an excuse of saying, "Well, I didn't understand you,
so I didn't do my homework," so I always tell the international GATs,
don't say anything that you aren't supporting with visual material, so
when you make your classroom announcements, make sure you have an
overhead with exactly the same information... (Ms. J) and a lot of them
appreciate that something they might not have thought of, it's just a good
teaching practice, but it's particularly important if you're an international
GAT, so, that's it. I like my job." (Professor P; Teaching advisor for
international graduate assistant teachers, February 2,2004)
I observed many nonnative English teachers' classes and noticed that they always
used visual aids effectively, such as the use of overhead projectors and computer screens,
in order to let their students know new classroom announcements. Then I observed that
their students concentrated well on both verbal and visual announcements of their
teachers. This is one of the achievements made through the positive discussion between
a teaching advisor and her nonnative English teachers. Professor P has an ideal program
in her mind.
"Ideally if I could do it, we can't do it in our program, but I would have
them (international GATs) spend the semester of observation and or team
teaching with an American teacher before throwing them into a classroom
situation where they have to learn a lot." (Professor P; Teaching advisor
for international graduate assistant teachers, February 2, 2004)
The current writing program allows nonnative English teachers to teach only one
class during the first semester and to give them opportunities to observe American
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teachers' classes. However, professor P thinks that an ideal program should allow
nonnative English teachers to spend the semester of classroom observation and to teamteach with American teachers in order to get adapted to the new teaching environment
before they start teaching by themselves. Given Professor P's constructive and
enthusiastic effort as a teaching advisor, the writing program in the English department is
very sympathetic to the issue of international graduate teaching assistants (nonnative
English teachers) and always attempts to help nonnative English teachers do a better job
of teaching.
(4) Opinions about monolingual English ideology
I asked the four language expert professors the following interview question.
There's strong monolingual English ideology in U.S. - reflected in states, federal
policies, K-12 practices, etc. How do you think this influences American
students' responses to nonnative English speaking international instructors?
I asked those professors how the monolingual English ideology would influence
American students' responses to nonnative English teachers. On the other hand, Wiley
and Lukes (1996) point out two accepted language ideologies in U.S. One is "the
ideology of English monolingualism, which frames policy issues in an immigrant
paradigm in order to portray language diversity as an alien and divisive force" (p. 511).
The other is "a standard language ideology that is used to position speakers of different
varieties of the same language within a social hierarchy" (p. 511). Given the fact that LI
English-speaking (American) students tend to use the word "accent" frequently in order
to complain about nonnative English teachers' language variety, I should have asked
those language expert professors about a standard language ideology in U.S. However, in
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the interviews, they expressed their own thoughts about how the monolingual language
ideology would influence American students' responses to nonnative English teachers.
Professor W, director of the writing program in the English department, expressed
her thoughts as follows.
"Oh, it's interesting. I've directed the program on and off for twelve
years, and I think in those twelve years, I have had three calls from
parents, whose students is in international GATs' class, now that is one
sort of indication of how people respond, three, you know, over twelve
years with over six thousand students a semester, so that's one thing, I've
worked very closely with international GATs, and I know how difficult it
is, because the expectations of the classrooms are just very different...so
those can be some of the issues, but there are times over these twelve
years that I have definitely seen times when the undergraduate would be
resisting...but over the years... I've seen the international GATs student
problems do not dominate..." (Professor W: Director of the writing
program in the English department, November 10,2003)
Professor W did not directly answer my interview question about how the
monolingual language ideology would influence American students' responses to
nonnative English teachers, but expressed her opinion about how people responded to
nonnative English teachers from her experience of working with them as director of the
program. Professor W understands that LI English-speaking (American) students tend to
resist having nonnative English teachers, but knows the fact that LI English-speaking
students' resistance goes to native speakers of English (American teachers) as well.
Thus, Professor W seems to insist that the monolingual language ideology has nothing to
do with the issues of nonnative English teachers by presenting the evidence that these
issues do not dominate the problems that come to the writing program.
Professor P, teaching advisor for international assistant teachers, knows there is a
monolingual tendency in U.S., but does not have a clear opinion about how the tendency
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affects LI English-speaking (American) students' thinking about nonnative English
teachers.
"There are monolingual tendencies and there is legislation that supports
that, but I actually think that many of our students, while they are
somewhat aware of it, they aren't cognizant as, I am not sure that where
that affects their thinking about their teachers, I think it's more the case in
our classes, in English classes, they assume they will have a native speaker
teaching an English class, and that when they don't, they don't quite know
how to deal with that, now if we had more multilingual attitudes, maybe
that wouldn't be such a problem, but it's really hard to assess that, and I
doubt if students walk in and think. Oh, gee, it should be English only, not
consciously anyway, I think they may have this attitude, but I don't even
know if they're truly aware of themselves..." (Professor P: Teaching
advisor for international graduate assistant teachers, February 2, 2004)
Professor P doubts if the monolingual tendency affects LI English-speaking
(American) students' attitudes on nonnative English teachers, but suspects that American
students do not know how to deal with the existence of nonnative English teachers,
because they just assume that they should have native speakers of English teaching
English classes. Professor T, director of the MA program in ESL, also expressed the
similar opinion about the monolingual tendency.
"I really doubt if that has much effect, the attitudes that are involved in
this, xenophobic emphasis on English, are really primarily manifested at
the public school level, and they are especially directed toward immigrants
who are expecting to become permanent residents or citizens, I don't see
much of that carrying over into this particular context other than just in
what I said before that, I think anybody who is teaching a language and is
not a native speaker of the language always has some questions about their
credibility for that, but I don't see if the, any connection with negative
attitudes toward other languages and in the public school system."
(Professor T: Director of the MA program in ESL, January 29, 2004)
Professor T maintains that the monolingual English tendency will not affect LI
English-speaking (American) students' attitudes on nonnative English teachers, and that
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LI English students simply pose a credibility question about a teacher who is teaching
English but is not a native speaker of English. Professor T situates the monolingual
English tendency in an immigrant paradigm in which the monolingual attitude is directed
toward immigrants at the public school level who are expected to become permanent U.S.
residents. On the other hand. Professor L, director of the PhD program in second
language education, states that the monolingual English tendency has a negative effect on
students' attitudes toward nonnative English teachers.
"Yeah, unfortunately I think it has a negative effect on many students,
because I think there are some Americans who feel that only English
speakers should be teaching in the United States, and that if they come
from another language or another culture, they are not going to be able to
understand Americans or to be able to teach Americans, especially if
they're teaching English, I do think that is different if they are teaching
another language, then Americans seem to be quite open, so teaching
French and come from France, Americans tend to be very positive, but if
they are teaching English, and they don't come from an English speaking
country, then some Americans will say why isn't an American doing this,
or at least somebody who speaks English, and I think it does come from
the ideology that unfortimately, you know, it is there now in state law and
federal laws and guidelines, the ideology is that America is an English
only country and therefore people who don't speak English as their native
language or a really, really fluent in English shouldn't be here, or they
shouldn't be teaching." (Professor L; Director of the PhD program in the
second language education, November 26, 2003)
While Professor W, P, and T doubt of the direct influence of the monolingual
English ideology on LI English-speaking (American) students, and claim that LI
English-speaking students simply pose a credibility question about a teacher who is
teaching English but is not a native speaker of English, Professor L insists that the
monolingual English ideology has a negative effect on many students. Professor L seems
to think that the monolingual English ideology equates the acquisition of English with
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American patriotism, which eventually creates the idea that America is an English only
country where only English speakers should teach English in America. Given the results
of the student questionnaire, both sides seem to be true.
(5) Criteria for hiring nonnative English teachers
I also asked the four language expert professors about the criteria they have for
hiring nonnative English teachers (international graduate teaching assistants). First,
Professor W, director of the writing program in the English department, told me that the
writing program itself does not hire international graduate teaching assistants, and that
each graduate program, such as the MA program in ESL and the PhD program in second
language education, selects their own international graduate assistant teachers among the
applicants, admits some of them, and gives them teaching assistant ships to teach English
composition. However, the writing program has direct contact with each graduate
program by getting involved in the following process.
"However, in the past, with international GATs, we, the writing program
has always reviewed the application and we have always asked that the
international GATs has experienced teaching composition in the US or
English classroom." (Professor W; Director of the writing program in the
English department, November 10,2003)
Thus, the writing program wants to make sure that international graduate students
who are selected by each graduate program have teaching experience in an English
classroom and have the knowledge of the classroom that they will be entering. Then I
asked Professor L and Professor T about the criteria they use for selecting international
graduate assistant teachers because they were directly involved in the process as directors
of graduate programs. Professor L talked about the criteria she used as follows.
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"Yes, in fact, there's been a lot of discussion about that in English
department recently, the criteria that I use have to do with, first of all, they
have to have the right scores on the test, TOEFL exam and so
forth... secondly we are interested in, basically two things, one is their
speaking ability, because they have to be able to teach in a classroom, they
have to be able to present things to American students, and that means
they have to be able to speak English well enough... so we're very
interested in knowing the actual quality of their spoken English, and
sometimes a score on the test doesn't tell you that, the other thing we are
very, very interested in is their written English, because if they are going
to teach writing to American students, they themselves have to know how
to write, and they have to know how to write good English, so we are very
interested in knowing their written English..,so I can start with the two
things that I would." (Professor L: Director of the PhD program in
second language education, November 26, 2003)
Professor L simply presented three criteria for selecting international graduate
assistant teachers. They are the right scores on the test, such as the TOEFL (Testing of
English as a Foreign Language) examination, the actual quality of spoken English, and
written English. However, Professor L did not explain how to evaluate the ability of
spoken and written English. Professor T explained more details of the criteria he used for
selecting international graduate assistant teachers.
"Yes, we have actually been working recently to develop more specific
criteria... first of all their scores on the certain examinations like the test of
written English, the TOEFL, and also we've always had a requirement in
fact, a university requirement that they pass the test of spoken English, or
the speak test here on campus with the score at least 50, but in addition to
that, we look at their writing sample, and something that I've looked at
quite a bit in addition to that is their e-mail...because when they send a
writing sample, I have no way of knowing whether it might not have been
edited by somebody else, and sometimes that seems to be the case, maybe
they gave it to a native English speaker to edit for them... so I'm interested
in seeing their spontaneous writing, and the e-mails are often more
revealing that way than the formal writing sample, so we combine those
now, very recently in addition to this, we have adopted a new procedure
whereby we're going to have a telephone interview with the prospective
GAT... in order to determine whether the person's pronunciation seems to
be clear enough and fluent enough... because one of the problems that
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we've discovered is that sometimes even people are very experienced and
very competent in English, have not had experience listening to spoken
English and we're concerned that sometimes they may be well prepared
themselves, but they don't understand their students and this creates
problems in the classroom, serious problems so, we're trying to make sure
that they are familiar enough with spoken English so that are not likely to
have difficulties in the classroom." (Professor T: Director of the MA
program in ESL, January 29,2004)
At the time of the interview. Professor T was in the process of developing more
specific criteria to select international graduate assistant teachers. Professor T explained
the current criteria he used. They were the right scores of formal examinations, such as
the test of written English, the TOEFL, the test of spoken English that is a university
requirement for international GATs, and writing samples. In addition to these formal
examinations. Professor T was interested in examining international GATs' actual quality
of written and spoken English. In order to examine their actual quality of written
English, Professor T used their spontaneous writing, such as their emails they sent to him.
Furthermore, in order to examine their actual spoken English, Professor T planed to have
telephone interviews with prospective international GATs. Professor T as well as
Professor L seemed to focus their attention on international GATs' actual quality of
English. This attention stemmed from the fact that some international GATs are not used
to American students' spoken English and may create communication problems. Thus,
with the help of the English department. Professor T was working to develop more
specific criteria in order to select international GATs with the actual quality of written
and spoken English.
Professor P, on the other hand, presented her own criteria even though she was
not involved in hiring international graduate assistant teachers.

242

"The first criteria would to make sure that they have a good level of
fluency in English... not just simple spoken speech, but be able to interact
well in conversation, I would look for someone who has a good sense of
cultural understanding, is pretty comfortable with American manner's
way, expectations particularly with students, I think personality is a very
big thing, sometimes we see students whose fluency is not as good as
someone else, but his personality overrides that, if they are able to have a
good sense of humor, engages students in a number of different ways
other than you know, can sometimes get by with a little less fluency, but
for the most part, if you have to hire someone, I'd want a phone interview,
I'd want to know that they could really carry on a good conversation in
American English." (Professor P: Teaching advisor for international
graduate assistant teachers, February 2,2004)
Professor P simply expressed her ideal criteria for the selection of international
graduate assistant teachers. They are a good level of fluency in English, a good sense of
cultural understanding, and personality (e.g. a good sense of humor to overcome less
fluency of English). In reality, it seems impossible to examine their good sense of
cultural understanding and personality. However, Professor P also seemed to focus her
attention on international graduate assistant teachers' actual quality of spoken English to
be able to interact well with American students, because she suggested conducting a
phone interview as one of the criteria to hire them in order to know their level of fluency
in English. Thus, in terms of the criteria for hiring nonnative English teachers. Professor
L, T, and P are interested in examining the real quality of their spoken English in order to
prevent communication problems in class, while Professor W wanted to know whether or
not nonnative English teachers had previous experience teaching in English composition.
6.3. CHAPTER SUMMARY
This chapter explored perspectives of LI English-speaking and L2 Englishspeaking students and university professors on nonnative English teachers' practice. The
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results of the student questionnaire revealed that LI English-speaking students tend to
judge nonnative English teachers' language variety as a problem, while L2 Englishspeaking students have positive attitudes toward the language variety of their nonnative
English teachers. The word "accent" seems to represent LI English-speaking students'
mixed feelings about normative English teachers' language variety. Then, the interview
result with an American student who took English composition from nonnative English
teachers for two consecutive semesters showed the student's gradual adaptation process
from her puzzlement to acceptance toward her teachers' language variety.
In addition, the results of the interviews with four language expert professors
provided us with their insightful opinions about nonnative English teachers' practice,
such as their supportive attitudes toward having nonnative English teachers in U.S. higher
education, their firm grasp of nonnative English teachers' problems, and their ongoing
process of establishing appropriate criteria for selecting nonnative English teachers.
Finally, I would like to conclude this chapter by quoting the following words from
Professor P, because her own words are exactly what I feel through the exploration into
the existence of nonnative English teachers in U.S. higher education.
"I support the idea that we have international GATs (graduate assistant
teachers), but I also think we have to make standards for international
GATs very high, because otherwise they get themselves into a situation
which is hurtful to them, and maybe to the students too... let me just say I
hear extremes on both sides, I have American students who come and
complain, I have American students who come and thank me, so it's all
there, you know, it depends a lot on a teacher, and who that person is."
(Professor P: Teaching advisor for international graduate assistant
teachers, February 2,2004)
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Nonnative English teachers can enrich the diversity of U.S. higher education by
bringing another linguistic and cultural perspective that their students can learn. At the
same time, nonnative English teachers need to have high levels of English proficiency
and a great deal of persistence in order to overcome the challenges from their students
and gain credibility as teachers of English.

245

CHAPTER 7
THEMATIC ANALYSIS
The purpose of this chapter is to present the themes and their sub-themes as they
emerged from the data in order to explore nonnative English teachers' identity
construction. In order to generate themes, Rossman and Rallis (1998) suggest that "your
task is to identify salient themes, recurring ideas or language, and patterns of belief that
help you respond to your research questions" (p. 178). For the data analysis, I drew on
the constant comparative method, the basic strategy of which is "to do just what its name
implies - constantly compare" (Merriam, 1998, p. 159).
I reviewed all the data sources: (1) phenomenological interviews with five
normative English teachers, (2) classroom observations, (3) teacher profiles, (4)
autobiographical accounts of nonnative English teachers, (5) the results of the
questionnaires from the students of nonnative English teachers and a follow-up interview
with an American student, and (6) one-time interviews with language expert professors
who were in the position of supervising nonnative English teachers. Then I identified
those passages from the data sources that stood out as important regarding nonnative
English teachers' identity construction, assigned codes (sub-themes) to these passages,
and compared the codes with one another to look for similarities. Next, I sorted the codes
into new thematic labels that present higher categories. By comparing these thematic
labels, I present a model that represents the identity construction of nonnative English
teachers at a U.S. university at the end of this chapter.
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Through the process of constant comparison of data sources, I identified the
following themes: (1) teachers' social worlds, (2) cultural, educational, and linguistic
capital, (3) adaptive transformation, (4) resistance, (5) investment, and (6) identity
construction. First, I explore each of these themes and their sub-themes as they emerged
from the data.
7.1. TEACHERS' SOCIAL WORLDS
This section tries to capture the social worlds in which my research participants
(nonnative English teachers) live. In terms of theoretical underpinnings of nonnative
English teachers' identity construction, I drew on Peirce (1995) and Norton (formerly
Peirce, 1997,2000), because her study placed great emphasis on the social worlds of
language learners. Peirce (1995), for example, examined how immigrant women in
Canada constructed their identities through the use of English in the new social world,
and insisted that inequitable relations of power in the social world affect social
interaction between second language learners and target language speakers. My study
also places emphasis on the social world because nonnative English teachers came to a
new social world (the United States of America) from foreign countries, like the
immigrant women in Canada of Peirce's study, and endeavored to construct their
identities with the use of English, their second language, against the social world that
might comprise inequitable social structures. Thus, I explore the social world of
dominant language ideologies, which might be a manifestation of inequitable social
structures mediated through language.
(1) The social world of dominant language ideologies
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Through the scholarly work, I posited that nonnative English teachers need to
construct their identities against a social world imbued with two popularly accepted
language ideologies in the United States: the ideology of standard English that positions
speakers of different varieties of English within a social hierarchy and stresses the
superiority of an unaccented variety of English, and the ideology of English
monolingualism that sees English only as a normal condition and portrays language
diversity as an alien and divisive force (Wiley and Lukes, 1996).
First, I examine the ideology of standard English through the findings of the
study. Nonnative English teacher's social worlds are manifested through interaction with
their students in classroom practice. Through their teaching practice, nonnative English
teachers noticed that their accents, which were the carryover of their native language
intonation into English and a manifestation of their social identity, might cause
communication problems with their students (LI English-speaking students).
"They don't respect as much, I am not sure if respect is the right word,
but anyway, from the beginning as soon as they listen to the teacher's
accent, they feel a little frustrated I would say, I'm not sure if that's a
correct adjective, but something like that, frustrated and they don't try
harder to understand the teacher, instead they just give up on
understanding the teacher and try to use the excuse to go on easy with the
class..." (Ms. K, third interview, March 31, 2003)
"Sometimes they don't understand my language, what I am saying, and
sometimes even though I say correct English they don't understand my
accent, and as a result they don't understand my point that sometimes
would happen I would say, and you know some impatient students would
not try to understand the teacher completely, you know, some native
speakers avoid nonnative speakers because they feel tired when they talk
to non-natives, I think that would sometimes happen in my class too..."
(Ms. K, third interview, March 31,2003)
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"The students are not comfortable with you, because they see, OK, this
person has an accent, this person doesn't speak my language correctly all
the time and she wants to teach me how to write in my language and I can
see the shock for them..." (Ms. S, first interview, February 26,2003)
"Students always have the written evaluation of the instructor... And 1 was
kind of really depressed when I saw some of the students, "I cannot
understand her English because of her accents, she is hard to understand, I
don't know what she wants,"... They didn't pay attention in class." (Ms. J,
second interview, April 9, 2003)
These nonnative English teachers' experiences in teaching LI English-speaking
students (American students) indicate that once their students heard nonnative English
teachers' accents, their openness as listeners began to diminish. These LI Englishspeaking students' (American students) refusal to listen to nonnative English teachers'
language variety, such as an accent, seemed to pose a communication barrier between
them. Furthermore, the contrast between LI English-speaking and L2 English-speaking
students, which was obtained from the findings of the questionnaire administered to these
students (chapter 6), proves that Li English-speaking students (American students) tend
to judge nonnative English teachers' language variety as a problem while L2 Englishspeaking students tend to accept their language variety. LI English-speaking students'
frequent use of the word "accenf in the questionnaire is a manifestation of their
ideological preference for an "unaccented" variety of English.
Those results that came from in-depth interviews with nonnative English teachers
and the questionnaire administered to their students seem to represent the social world of
the ideology of standard English where nonnative English teachers feel the reality of
exclusion of their language variety - accents - a mirror of their social identity. The results
also support the study of Lippi-Green (1994) which states that the most salient feature of
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the ideology of standard English is "the goal of suppression of variation of all kinds" (p.
166). Lippi-Green also insists that the ideology of standard English is "part of a greater
power construct, a set of social practices on which people depend without close analysis
of underlying assumptions" (p. 166). In terms of the relationship between language and
social power, Fairclough (1989) points out that ideological power is exercised in
discourse and a significant complement to economic and political power, and functions to
keep separate the powered and the disempowered.
Considering the studies of Lippi-Green and Fairclough on language ideologies
and the results of interviews and questionnaires of my research, a social world of the
ideology of standard English affects nonnative English teacher's practice at U.S. higher
education. Nonnative English teachers need to construct their identities against a social
world in which the ideology of standard language may place nonnative English teachers
in a disempowered position.
Next, I examine the ideology of English monolingualism that views English-only
as a normal condition and portrays language diversity as an alien and divisive force. The
findings of my research suggest that the ideology of English monolingualism is not as
powerful as the ideology of standard English. The questionnaire responses of LI
English-speaking students (American students) are replete with the word "accent," which
is a manifestation of the ideology of standard English while English expressions such as
"English should be taught by native speakers of English," which may represent the
ideology of English monolingualism, do not appear in the questionnaire responses.
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However, one-time interviews with language expert professors present opinions about
monoHngual English ideology from two sides.
"I really doubt if that has much effect, the attitudes that are involved in
this, xenophobic emphasis on English, are really primarily manifested at
the public school level, and they are especially directed toward immigrants
who are expecting to become permanent residents or citizens." (Professor
T; Director of the MA program in ESL, January 29, 2004)
"I think it has a negative effect on many students, because I think there are
some Americans who feel that only English speakers should be teaching in
the United States, and that if they come from another language or another
culture, they are not going to be able to understand Americans or to be
able to teach Americans... the ideology, it is there now in state law and
federal laws and guidelines, the ideology is that America is an English
only country and therefore people who don't speak English as their native
language or a really, really fluent in English shouldn't be here, or they
shouldn't be teaching." (Professor L: Director of the PhD program in the
second language education, November 26,2003.)
Professor T, director of the MA program in ESL, doubts the direct effect of the
ideology of English monolingualism on LI English-speaking students (American
students), and insists that the effect of the ideology is directed toward immigrant students
at the public school level. On the other hand. Professor L, director of the PhD program in
the second language education, points out that the ideology of English monolingualism
has a negative effect on many students and is a manifestation of the idea that America is
an English only country where only native English speakers should teach English. Since
Professor T and Professor L are linguists, both sides seem to have made relevant remarks.
In addition, out of the student questionnaires, the written comment of a LI Englishspeaking student from Singapore seems to represent the ideology of English
monolingualism.
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I know my teacher knows her stuff. But because she comes from a
different country and is a non-native speaker, it makes her look less
credible. Due to the accent and difference in culture, I experience
difficulty in learning and mastering the material. I know many people and
my peers cannot accept the fact that a non-native speaker can teach
English at college level. How can someone not from America teach you
about English in American context?
In fact, this comment indicates both the ideology of standard English and English
monolingualism because of the words "accenf and "someone not from America." Thus,
the ideology of English monolingualism may have an influence even on college students.
However, due to the fact that LI English-speaking stduents (American students) tend to
be uncomfortable with nonnative English teachers' language variety, such as their accents
and tones, the social world of the ideology of standard English seem s to have a direct
influence on the identity construction of nonnative English teachers.
(2) The social world of acceptance and respect
In the previous section, I explored the ideology of standard English and English
monolingualism, which might be a manifestation of inequitable social structures
mediated through language. I maintained that the ideology of standard English is more
directed toward nonnative English teachers than the ideology of English monolingualism,
based on the responses from nonnative English teachers and their students. Nonnative
English teachers face the reality of the social world through classroom interaction with
their students. In terms of the ideology of standard English, for example, nonnative
English teachers experienced the fact that once their students heard their teachers'
accents, the students tended to show reluctance to listen to the teacher.
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While the social world of standard English ideology is dominant, there exists the
social world of acceptance and respect where language variation of normative English
teachers is accepted and respected even though this world is still a smaller one. The
following comments from the questionnaire of LI English-speaking (American) students
seem to represent the social world of acceptance.
At first, it was hard to understand her accent, but after a week or two, I
understood her very well.
She still has a few pronunciation problems, but she was always
understood.
I'm used to English with accents because my mother immigrated here
from Taiwan and Cantonese/Mandarin is her first language.
These LI English-speaking students accepted language variety of nonnative
English teachers because of their accommodation to the language variety. Another
example from a LI English-speaking student who grew up in a bilingual context seems to
represent the social world of respect.
It is very important to have non-native speakers in a world that embraces
all cultures and language and background. We need more bilingual and
multilingual professors. Because I am bilingual and have probably gone
through some of the learning she has gone through to learn English
This student, with her bilingual background, respects the nonnative English
teacher with a language variety as a role model who has overcome difficulty in learning
language and represents cultural and linguistic diversity. The existence of L2 Englishspeaking students (international ESL students) should not be ignored.
Because as a non-native English speaker, she understands better the
international students. She makes it clear for all (international and native
students).
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She understands my bad habits of grammar, or composition then she
points out. I think it's because she is an international teacher.
These L2 English-speaking students also respect the nonnative English teacher as
a successful role model who went through the same process as the second language
learner and can meet the need for them to improve their English writing skills. In
addition, as the findings of the questionnaire show, L2 English-speaking students do not
show reluctance to listen to the language varieties of nonnative English teachers. These
responses from both LI English-speaking and L2 English-speaking students represent the
social world of acceptance and respect even though this world is small and seems to be
hiding under the pressure of the dominant ideology of standard English.
7.2. CULTURAL, EDUCATIONAL, AND LINGUISTIC CAPITAL
Nonnative English teachers in this study accumulated their cultural, linguistic, and
educational capital in their home countries before entering the new social world of U.S.
higher education. Bourdieu (1986) defines capital as "accumulated labor" in materialized
and embodied forms (p. 241). Bourdieu also maintains that different forms of capital
exist, such as economic capital (money, stocks, shares, and properties), cultural capital
(dispositions of the mind and body, cultural goods such as pictures, books, and other
material objects, and educational credentials), social capital (resources linked to social
networks or connections), symbolic capital (prestige, reputation, and fame), and other
various forms of capital. Kubota (2002), by introducing Bourdieu's various forms of
capital, insists that "an equal distribution of capital produces and reproduces social
stratification, domination, and subordination" (p. 299). Furthermore, Kubota emphasizes
that "what Bourdieu regards as important is cultural capital, which includes not only
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cultural goods but also a variety of resources, including such things as verbal facility,
general cultural awareness, aesthetic preferences, information about the school system,
and educational credentials" (p. 299).
The legitimacy of nonnative English teachers' valued cultural and educational
capital acquired in their home countries is obvious given their different educational
histories described in the chapter for crafting cases (chapter four). For example, Ms. X
from China reflected on her family in her autobiographical account.
Many members of my family are in the profession of teaching. My
grandpa used to be a well-known Chinese teacher, and my grandma was
an English teacher. My father specializes in Educational Psychology and
teaches Politics in high school, and my mother doesn't teach but works in
school. My sister is a Chemistry teacher. I chose teaching after
graduation partly because of family background. We all enjoy talking
about classroom personalities and students. I haven't really left campus
since I was born. (Ms. X's autobiographical account "My journey of
learning English)
It seems that the profession of teaching is handed down from generation to
generation in Ms. X's family. The profession of teaching is highly respected, especially
in the society of Asian countries, and has a status that is associated with the dominant
group in the society. Ms. J from China and Ms. S from Spain also came from families
who were in the profession of teaching. Thus, their cultural and educational capital,
inherited and accumulated in their societies, had a high value in the mainstream of their
home countries. Consequently, they had opportunities to attend one of top schools in
their communities and experienced being top students in class, while being supported by
their families.
"I am lucky because both of my parents, they are teachers... I
entered... one of the best primary schools in our cities... I went to the
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middle school... once again one of the best... I went to high school... once
again the high school I entered is the best in that city... I think I could
receive better education..." (Ms. J, first interview, March 12,2003)
"After I graduated from this university... they would hire the best student
and employed them to teach in the same university, so I was just hired as a
teacher of English..." (Ms. J, first interview, March 12, 2003)
"... I always like, I am always either number one or number two or number
three, you know, of all students in my class, yeah." (Ms. J, first interview,
March 12, 2003)
Ms. J's educational history presents highly valued cultural and educational capital
obtained in her home country. Other nonnative English teachers from this study also
went through almost the same process as Ms. J did, having accumulated and inherited
valued cultural and educational capital. Ms. K from South Korea graduated from a very
prestigious women's university, which even the director of the MA program she enrolled
in and I knew well, and also had an opportunity to enroll in English classes at a South
Korean branch of a U.S. university. Ms. S from Spain, like Ms. J from China, was
always a top student, and she enrolled in language classes at two universities in Spain and
obtained her BA in English philology. Ms. M obtained two master's degrees in
linguistics and English as a second language because of her parents' decision to
immigrate to the United States for her education. Ms. X from China was supported by
her family of the teaching professionals, and attended one of top schools from elementary
through her higher education, and she chose the profession of teaching. Thus, nonnative
English teachers in this study accumulated and inherited the highest educational
credentials and knowledge about the school system: cultural and educational capital that
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is associated with the dominant group and their future promise to obtain economic and
symbolic capital.
Nonnative English teachers in this study accumulated linguistic capital as well,
Ms. M's reflections on learning language, for example, present a remarkable example of
linguistic capital.
Since many Asian countries were once ruled by a colonial power, growing
up in Asia, gives each Asian an opportunity to expose at least two
languages in their lifetime, I, also grew up in Asia, not only had the honor
to learn two languages, but quite a few second languages (L2) throughout
my life as a student. Learning languages has become a natural process
that I could hardly remember any conflict or dilemma that I have
encountered on the way. (Ms. M's autobiographical account "My life as a
Second Language Learner")
Ms. M's teacher's profile reveals that she speaks Mandarin Chinese as her first
language, but learned English, German, Japanese, Korean, and Malay as her additional
languages, obtained two bachelor's degrees in Japanese and ESL and two master's
degrees in linguistics and ESL. Ms. M's highly valued linguistic capital, accumulated in
the past, manifests her multilingual strength; learning languages has become a natural
process for her. Ms. S came from Spain, one of contiguous European countries, and
began to communicate with her friends in England at an early age.
"I decided to go on with English and I did very well... I also studied
French, and German, and Italian, and Latin, and Greek, so my love for
languages is obvious... when I was a little older, I began to travel... I went
to London many times... I went to France for one year... I taught Spanish
in the U.S. before... so my contact with languages has been from eleven
until now... so the language issue is always there..." (Ms. S, first
interview, February 26, 2003)
Since Ms. S came from one of the European countries where language contact is
indispensable, she speaks Spanish as her first language, but learned English, French,
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German, Greek, Italian, and Latin as her additional languages, and obtained her
bachelor's degree in English philology in Spain. Ms. K from South Korea obtained her
bachelor's degree in education at the most prestigious women's university and obtained
her second bachelor's degree in English literature at a Seoul branch of the University of
Maryland. Furthermore, Ms. K seized an opportunity to learn communicative English
with a native speaker of English by staying at her sister's place because her sister is
married to an American working for the U.S. military in South Korea. Both Ms. J and
Ms. X came from families in the teaching profession in China, received education at top
schools from elementary to higher education, and underwent intensive training in English
at a university in China. Considering these nonnative English teachers' excellence in the
learning of language, it is apparent that they gained highly valued linguistic capital.
Even though nonnative English teachers of this study have accumulated and
inherited valued cultural, educational, and linguistic capital in their home countries, they
experienced difficulties in teaching English composition in U.S. higher education, such as
difficulty in communicating with their students and adapting to open American
classrooms. Their difficulties demonstrate that the value of cultural, educational, and
linguistic capital was perceived differently in different social contexts. Kubota (2002)
states that cultural capital accumulated by middle-class white Americans has a high value
in the mainstream society and functions as power in the United States. In addition, as the
findings of the student questionnaire show, the ideology of standard English seems to
value linguistic capital with a native command of unaccented American English.
Therefore, some LI English-speaking students (American students) seemed to have
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identified very little value in nonnative English teachers' cultural, educational, and
linguistic capital, which is different from the mainstream society. However, in order to
overcome the challenges nonnative English teachers faced in the new social context, they
gradually integrated their cultural, educational, and linguistic background with the valued
capital of U.S. higher education, and established their own teaching styles. At the same
time, nonnative English teachers' process of adaptation to the U.S. educational context
seems to demonstrate that this context is indeed a site of struggle for power between
normative English teachers and the new social context.
7.3. ADAPTIVE TRANSFORMATION
(1) The process of adaptive transformation
Theorists in applied linguistics recognize identity as dynamic across time and
place, and admit that a recurring theme in recent research is that of transition (e.g.. Duff
& Uchida 1997; Morgan, 1997; Norton, 1997; Thesen, 1997). In other words, most
participants of the research underwent significant changes in their lives, such as moving
from one country to another. Nonnative English teachers of this study also underwent
significant transition from their home countries, such as China, South Korea, and Spain,
to the United States in order to teach English composition and purse their studies as
international graduate students.
Consequently, they experienced difficulty in adapting to the new teaching
environment and needed the process of adaptive transformation into the environment
through semesters. Reflecting on his transitional experience as a nonnative English
speaking professional, Liu (2004) confessed that "the beliefs, values, and norms that
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governed my social behavior no longer seemed to function well in this new environment"
(p. 28), and presented his process of adaptive cultural transformation, depicting his own
puzzlement, endeavor, and empowerment in the context of U.S. higher education. Liu
(2004) explains adaptive cultural transformation as follows.
Adaptive cultural transformation competence is the knowledge that
enables an individual to communicate appropriately and effectively in the
target culture by expanding his or her social identity to one that blends the
new set of values, habits, and social norms endorsed in the target culture
with those in the home culture. Such a higher-level competence is needed
in appropriate and effective cultural adaptation, accommodation, and
acculturation in order to develop successful second language proficiency
in multiple contexts, (p. 37)
Liu insists that nonnative English speakers coming from foreign countries need
adaptive cultural transformation competence that can blend the new set of values, habits,
and social norms accepted in the target culture with those in the home culture in order to
construct their identities. However, nonnative English teachers have to experience
difficulty in the process of acquiring adaptive cultural transformation competence
because it is a higher level of competence. Professor T, director of the MA program in
ESL, also pointed out that one of the nonnative English teacher's credibility issues is
related to making a cultural adjustment.
"The most GATs (nonnative English teachers) coming from Asia are
accustomed to having classes with students that are very respectful to
them, accept their authority, that never question it, that simply follow their
directions, don't ask questions in class, and so for them, it's often a great
shock to find the, sort of open American classroom where students expect
to be able to do what they want to do, and can challenge their teacher and
ask questions, things like that, and so some of them have real difficulty
adjusting, making a cultural adjustment, which is not a linguistic matter,
but it might be mediated linguistically, it's still not a primarily linguistic
matter." (Professor T, Director of the MA program in ESL, January 29,
2004)

260

In addition to language issues, such as accented English and insufficient exposure
to American spoken English, nonnative English teachers were shocked to find that the
values, beliefs, and norms accumulated in their previous educational contexts did not
function well in the new environment of U.S. higher education. For instance, Ms. X's
reflections on the teaching of English composition clearly describe the process of
adaptive transformation into the new U.S. environment.
"My expectation for students and students' expectation of that teacher are
so mismatched. So I have to get used to that... And this process also get
me more oriented about an American academic setting and teaching
composition. So I would rather say it's more like a cultural adaptation
than, actually, language or writing teaching... I think I have to understand
the culture before I actually know how to teach them. How to
communicate with them and how to deal with all the kinds of issues that
may come up from each class. We believe students need to take pain to
learn things. That's why learning happens. But Americans, they take
learning as fun, as entertaining. They have to enjoy it before they actually
learn it...That's the cultural adaptation." (Ms. X, first interview, February
17,2003)
"I guess before I came here, I expected students to be diligent, and
students to have more in-depth thinking about certain subjects, and also I
expected students to be more disciplined, but everything turned out to be
the opposite... You have to get adapted to that." (Ms. X, second interview,
April 12, 2003)
Ms. X found that the U.S. culture manifested in her classroom practice
overshadowed her linguistic and teaching abilities accumulated in her home country, and
also noticed that her previous values and beliefs about teaching students did not work
well in the new environment. Then Ms. X gradually began to change her teaching style.
"Lower your expectation and use more class activities, you know, in your
teaching, and talk to students personally if they have any problems." (Ms.
X, second interview, April 12, 2003)
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Ms. X tried to change her previous beliefs about learning by lowering her
expectation and using classroom activities in order to meet her students' needs. Through
semesters, Ms. X began to accept the new value of U.S. higher education.
"Since I transferred to this American educational setting, and more and
more I realize the nature of education, because... in the Asian culture, it's
like the teacher and students are kind of dichotomized, so they really
belong to different size of learning, and since I came to USA, I found the
classroom setting can be casual and students participate in class so
much... the role of the teacher is an organizer... it's not mainly knowledge
provider, so student's participation, and also creative writing, creative
thinking, critical thinking are pretty much encouraged in American
education... individual thinking is valued in this country... I am being
adapted in this concept... So I try to employ these types of philosophy in
my teaching as well when I teach composition." (Ms. X, second interview,
April 7, 2003)
Ms. X expanded her identity as a teacher in the new teaching environment and
attempted to employ the new set of values endorsed in U.S. higher education, such as
students' active participation in class and students' creative and critical thinking. Ms. X
experienced difficulty in the process of adaptive transformation into the new
environment.
"They (nonnative English teachers) are learning to perceive students from
their own culture, so they are learning to be adapted in this educational
setting, but there might be a transitional period for them, and also I think
that the transition itself is a very big challenge as well." (Ms. X, second
interview, April 7, 2003)
Ms. X's experience seems to demonstrate that this environment is indeed a site of
struggle in the power relationship between nonnative English teachers and their new
social world. Ms. X, however, through the challenging process of adaptive
transformation in the new U.S. educational setting, established her own teaching style,
creating a lively student-centered atmosphere where her students actively participated in
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classroom activities while Ms. X brought her own perspectives of language and culture to
class. Ms. X's blending of her cultural/linguistic knowledge and student-centered
teaching was already described in the chapter for classroom observations (chapter five).
Other normative English teachers in this study also underwent the same
experience as Ms. X: the process of adaptive transformation into the new teaching
environment. Ms. K from South Korea, for example, reflected on her previous semester
and changed her teaching style in order to meet her students' needs.
"I learned how to interact with students... last semester. I gave them too
much homework assignment, and this time, I try to eliminate some extra
work... last semester I tried to be friends with the students, because I was
new here, I was very curious about my students, but that's not easy... I just
try to accommodate my students, and then try to give them necessary
things, I mean, give them what they need for their study." (Ms. K, second
interview, March 24, 2003)
Ms. K came from a strict Asian educational system in which the teacher is highly
valued and unquestioned and where students won't challenge the teacher. Ms. K had to
adapt herself into the new set of values endorsed in the new teaching context by learning
how to interact with her students, reducing the amount of homework, and accommodating
her students to meet their needs. Through the process of adaptive transformation, Ms. K
established her current teaching style in which she used visual aids effectively to let her
students know information about academic writing, kept a certain distance from her
students in order to treat them equally, and spent much time holding one-on-one
conferences with her students to improve their academic writing skills.
Ms. S from Spain pointed out the importance of adaptive transformation into the
new teaching environment.
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"I think what we should have is flexibility... and be able to adapt to the
system here, but we have to be aware who we are teaching,.. then the skill
to be able to adapt to different situations, and act according to that... I
think we should have special qualities, of course, we have to become good
readers and writers, but also to adapt, to observe what is going around, to
observe other teachers here how they act, and to apply this in our won
classes, because that's what we need to do, we have to adapt to the
students, and not the opposite." (Ms. S, third interview. May 15, 2003)
Ms. S emphasized that the qualities necessary to be a successful nonnative
English teacher include flexible adaptation to meet the students' needs in the new
teaching environment. As a result of adaptive transformation in class, Ms. S behaved like
an active conductor who moved about in front her students, speaking and gesturing, while
keeping a good relationship with her students and taking care to give each student
individual attention.
Ms. J and Ms. M also underwent the process of adaptive transformation, accepted
the values and beliefs of the new educational context, and established their own
individual teaching styles. Ms. J always gave instruction in English writing clearly,
logically, and in a loud voice while actively interacting with her students in class. Ms. M
created an enjoyable and lively atmosphere by using games and students' presentations
effectively. Through the process of adaptive transformation that is still an ongoing, the
nonnative English teachers in this study teach English composition differently. At the
same time, the classroom observational data reveal classroom activities common to all
the nonnative English teachers of this study; they all effectively used active one-on-one
interaction with each student, group work activities, peer editing activities, and students'
presentations. Thus, the five nonnative English teachers in this study experienced the
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process of adaptive transformation into the new teaching environment, because of their
significant changes in their hves from their home countries to the United States.
(2) Support for nonnative English teachers' adaptive transformation
The writing program in the department of English supports both native and
nonnative English instructor in terms of policies, curriculum, and assessment. The
writing program also has a support system of teaching advisors who are assigned to each
new native and nonnative English teacher (graduate assistant teachers). Among these
support systems, the teaching advisor plays an important role in supporting nonnative
English teacher's adaptive transformation because nonnative English teachers need both
skill and affective support in the new teaching envirormient. For instance, Ms. J from
China expressed her appreciation and importance of the teaching advisor's help as
follows.
"I think my teaching advisor really helps me greatly... she's so great, she
is so nice, kind to me... I encountered students, very disrespectful behavior
in class, and I was so depressed and even cried, you know, before my
TAD (teaching advisor), but she comforted me a lot and she taught me
how to handle this problem... I was really nervous at the beginning of my
teaching here, so every time before class, I started to feel nervous I am
going to teach again... when she (teaching advisor) came to my class and
she just sat there and chatted with the other students, and so I just taught
the students, I was very nervous, but after the class, the teaching advisor
praised me, said "OK, the content of this article is good, it helps the
students a lot, you are a great teacher." She just pointed out the positive
things I did... I felt greatly encouraged and my confidence started to build
up ever since she pointed out the positive things because I never taught
American students before, I did not know what kind of standard should be
a good teaching... by our experienced teacher's definition, I am helping
the students...I feel confident now." (Ms. J, second interview, April 9,
2003)
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This emotional tone of her words shows that the process of adaptive
transformation into the new teaching environment is a very challenging process. Even
though my field notes about Ms. J are replete with the admiration for the highest
proficiency of her English among the five successful nonnative English teachers in this
study, Ms. J had to undergo difficulty in adapting to the new educational setting. Ms. J
deeply appreciated the teaching advisor's support, and gained confidence as a nonnative
English teacher through some positive comments and suggestions made by her teaching
advisor after the classroom observation.
Other nonnative English teachers in this study also expressed their appreciation of
the teaching advisor's support because they were able to acquire various kinds of
materials for teaching English composition as well as suggestions for how to deal with
their students when they had problems. Professor P, teaching advisor for international
graduate assistant teachers (nonnative English teachers), also considers herself a
cheerleader who can encourage them to teach well in U.S. higher education, and teaches
practical issues, such as what to expect fi^om American students' classroom behavior and
how to deal with it. Professor P was willing to spend a lot of time with the group of
nonnative English teachers in order to discuss how to be a credible English teacher.
Thus, given nonnative English teachers' appreciation of the teaching advisor's support
and the teaching advisor's commitment to helping them, the teaching advisor plays an
important role in supporting nonnative English teachers' adaptive transformation into the
new educational setting. The teaching advisor can function as a counselor for nonnative
English teacher's effective teaching in the new social world.
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7.4. RESISTANCE
(1) Creating a counter-discourse
Resistance involves nonnative English teachers' actions through language that
create a counter-discourse that can situate them in a more powerful position against an
inequitable social world. This counter-discourse demonstrates the multiple and
contradictory nature of nonnative English teachers' identity constructions. In terms of
theoretical underpinnings of social identity, I drew in particular on Peirce (1995) and
Norton's (formerly Peirce, 1997) conception of social identity or subjectivity as multiple,
a site of struggle, and changing overtime. Norton (1997) maintains that three defining
characteristics of subjectivity were influential in her study of social identity: "(a) the
multiple, non-unitary nature of the subject; (b) subjectivity as a site of struggle; and (c)
subjectivity as changing over time" (p. 411). Peirce (1995) also states that "the
conception of social identity as a site of struggle is an extension of the position that social
identity is multiple and contradictory" (p. 15). Peirce intends to say that subject
positions, such as teacher, mother, and manager are structured by relations of power in
particular social sites and are conceived of as both subject of and subject to relations of
power within particular sites, such as school, community, and society. Thus, Peirce
(1995) describes the multiple and contradictory nature of subjectivities as follows;
Thus the subject positions that a person takes up within a particular
discourse are open to argument: Although a person may be positioned in a
particular way within a given discourse, the person might resist the subject
position or even set up a counter-discourse which positions the person in a
powerful rather than marginalized subject position (pp. 15-16).
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This multiple and contradictory nature of subjectivities demonstrates that even a
person who is in a marginalized position can position her/himself in a powerful position
by creating a counter-discourse that can challenge a discourse which privileges the
dominant social world. As a minority female faculty member of color teaching at a U.S.
university, Kubota (2002) reflected on her own multiple and contradictory subjectivities
that were produced in the educational setting of predominantly White campuses:
In this particular setting, I struggled against a discourse that privileges a
White teacher with a native or native-like command of English and
Spanish. I needed to co-opt an aspect of the one-size-fits-all discourse to
counter a discourse that undermined my authority. This demonstrates
multiple and often contradictory subjectivities produced by discourse and
a struggle to strategically position oneself in competing discourse (P. 297).
Kubota's (2002) creation of a counter-discourse against a discourse that privileges
a White teacher with a native command of English is described as follows:
One of the strategies I began to use in order to confront these challenges
was to communicate explicitly to the students on the first day of class that
I am different from White professors. I would ask whether the students
had ever had an instructor from Asia with an accent. Then I would stress
the fact that I have a different cultural and linguistic background compared
to my teaching partner or other White professors and that being in my
class is a great opportunity for them to learn firsthand intercultural
communication as they interact with me. It is difficult to judge whether
this strategy directly influenced the improvement of the class atmosphere
in the third year, but I no longer had unpleasant moment like the ones 1
previously experienced (p. 298).
Kubota created a counter-discourse by expressing her cultural and linguistic
background clearly to her students and letting her students know that they have a good
opportunity to learn intercultural communication through interaction with her. Like
Kubota, nonnative English teachers of this study had challenging and painful experiences
in teaching that relate to their marginalized positions as English teachers with foreign
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accents against the social world of standard English ideology. As the previous section of
adaptive transformation shows, nonnative English teachers had challenging experiences
and made an enormous effort in adapting to the new teaching environment.
At the same time, even though nonnative English teachers may be situated in a
marginalized position compared to native English teachers, they might resist their
marginalized positions in the social world and create a counter-discourse that can situate
themselves in a powerful position, which demonstrates their resistance to the social
world.
Ms. J from China, for example, reflected on her experience in taking a race,
culture, and education class in Canada, also reflected on how to establish her credibility
as a nonnative English teacher in the new teaching environment, and expressed her
creation of a counter-discourse against the new teaching environment in the interview as
follows;
"But this semester I try to put myself, put my image, set up my image,
OK, I am a nonnative English speaker, but 1 am your instructor, in the first
semester I was afraid of facing this problem, all students don't trust you
because you do not speak so well, and so in the first semester, 1 was trying
to hide this background, and I found out it didn't work so well, and in this
semester, right at the begirming, I tell them, you know, I am not a native
speaker, and if you have trouble with my accent or my expression, if you
find it's not clear, just come to see me and I can clarify it to you, but in
terms of the writing, definitely I can do better than you... and so I figured
out at least from the surface level... they show respect in class." (Ms. J,
second interview, April 9, 2003)
"OK, I will tell students clearly, do not judge from my accent, from my
spoken English, but I will tell them about my educational
background... my professional background I have been a teacher, you
know I got my master's degree, I am in a PhD program in language
education..." (Ms, J, second interview, April 9, 2003)
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Ms. J's strategy for creating a counter-discourse is almost the same as Kubota's.
Ms. J expressed her educational and linguistic background clearly to her students as
different from that of a native English speaker, and let her students know her strength as a
professional academic writer. At the moment of creating a counter-discourse in front of
her students, Ms. J's social identity as a nonnative English teacher led her to challenge
what she understood to be a dominant discourse that privileges English LI speakers. By
creating a counter-discourse in front her students, English LI speakers, and resisting the
subject position as a marginalized nonnative English teacher in favor of the subject
position as an English teacher with strong academic background, Ms. J seemed to gain a
powerful position against the new teaching environment. Thus, as Peirce's (1995) and
Norton's (1997) studies show, Ms. J's identity construction as a nonnative English
teacher seems to be a site of struggle and demonstrates the multiple and contradictory
nature of identity construction produced by her struggle to position herself in competing
discourses.
Ms. S from Spain reflected on how to establish her credibility as a nonnative
English teacher and expressed her experience of setting up a counter-discourse in class.
"That's the main challenge you have here I guess. I do that by first
acknowledging that my English is not native-like, so I let them know that I
am not, that I am aware of my situation and position. I tell them explicitly
that I know how to write, and I show them that by correcting their papers,
and give them feedback and prepare your lectures a lot." (Ms. S, second
interview, April 10, 2003)
Ms. S's expression, "the main challenge" seems to indicate her identity
construction as a site of struggle. Ms. S set up a counter-discourse that revealed her
position as a nonnative English teacher and stressed her strength as an academic English
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writer. While Ms. S insisted that nonnative English teachers should possess the
flexibility to adapt in order to meet students' needs in the new teaching context, she also
had to create a discourse to counter a discourse that challenged her authority as a teacher.
This also seems to demonstrate the multiple and contradictory nature of subjectivities in
order to position oneself in a powerful position by creating a counter-discourse.
Like other nonnative English teachers, Ms. X from China experienced difficulty
in the process of adaptive transformation in the new educational setting, tried her best to
expand her identity as a teacher, and attempted to employ the new set of values endorsed
in U.S. higher education, such as students' active participation in class and students'
creative and critical thinking. My classroom observation notes also described Ms. X's
student-centered classroom where her students actively got involved in classroom
activities, such as group work and presentations. At the same time, Ms. X also expressed
her position as a nonnative English teacher clearly to her students.
"OK, I am a nonnative speaker, so I may teach differently... Definitely you
can tell them, you know, just let them know... Let them know you are a
nonnative speaker, and let them know you may teach differently..." (Ms.
X, second interview, April 12,2003).
Ms. X created a counter-discourse that revealed her position as a nonnative
English teacher and stressed that her own teaching style might be different from other
native English teachers.
Ms. M, who came to the United States from an Asian country at the age of
fourteen and has been a resident nonnative English speaker of English since then, also
expressed the importance of revealing her position in order to establish her credibility.
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"But after the first two semesters of bad experiences with my native
speakers... in the very beginning of the class, I told them that I am a
graduate student in English department, ESL as what I am doing and I am
learning to teach second language learners... and I told them that if they
are not happy with a nonnative speaker teaching them, because I told them
that I speak many other languages, and English is just one of them, if they
are not happy with a nonnative speaker instructor, they can just change to
another section." (Ms. M, Additional interview, February 24, 2003)
After having challenging experiences in teaching American students, Ms. M
decided to set up a counter-discourse that clarified her educational background,
multilingual background, and even set up a counter-discourse that suggested that her
students drop the course if they do not like nonnative English teachers. Through the act
of creating a counter-discourse, Ms. M attempted to situate herself in a powerful position
and tried to establish her credibility as a nonnative English teacher. Therefore, while
nonnative English teachers made an enormous effort in accommodating a privileged
discourse in U.S. higher education, they put up their resistance to the social world at a
particular time in their teaching practice, which was manifested through creating a
counter-discourse that they hoped would situate them in a powerful position against the
inequitable social world. This also demonstrates the multiple and contradictory nature of
nonnative English teachers' identity constructions.
(2) An alternative to creating a counter-discourse
Among the five nonnative English teachers of this study, Ms. K from South Korea
was the only teacher who did not express her experience of setting up a counter-discourse
against the social world. In response to my interview question about creating a counterdiscourse, Ms. K answered as follows:
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"Well, I didn't think that was necessary. Without telling it, my students
would know that. I don't think that I need to do that kind of stuff" (Ms.
K, second interview, March 24, 2003)
Ms. K considered creating a counter-discourse unnecessary because she
anticipated that her students would immediately notice her nonnative-ness without having
to explain her background though her teaching practice. However, Ms. K reflected on
her first semester of teaching of English composition and expressed the change of her
teaching style as follows:
"So in the first semester, I tried to be friends with my students, but that
doesn't work with anybody. If the teacher is old and male and
experienced a lot, that would work. But the teacher is inexperienced and
young and women... that wouldn't work with the teacher. So I decided to
just prepare good contents, and then give them to the students." (Ms. K,
second interview, March 24,2003)
Ms. K's new strategy to overcome her weakness as a nonnative English teacher
was to spend much time preparing for classes and anticipating all possible questions.
Furthermore, Ms. K's strategy continues:
"I just keep a certain distance, ask them necessary things and give them
necessary things like that." (Ms. K, third interview, March 31, 2003)
In fact, according to my classroom observation notes, Ms. K always kept a certain
distance from her students in a disciplined way, chose her words carefully in order to
explain things to her students, and responded to each student sincerely and precisely. Ms.
K also used visual aids such as a computer screen system in order to communicate
information about resources for academic writing. My classroom observational data
about her teaching practice demonstrates her thorough preparation for classes. Therefore,
Ms. K's teaching strategies of spending much time for preparing for classes and keeping
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a certain distance from her students, seem to be an alternative to creating a counterdiscourse.
7.5. INVESTMENT
All the participants (nonnative English teachers) in the study are highly motivated
to learn and teach English and are successful English L2 speakers with the clear purpose
of being devoted professional language specialists. Because of their strong motivation,
they all made a major decision to undergo significant changes in their lives by moving
from their home countries to the United States in order to immerse themselves in the
target language community. Ms. K, Ms. J, Ms. M, and Ms. X came to the United States,
the target language community, after graduation from college and the experience of
teaching English for a few years in their home countries. Ms. M came to the United
States at the age of fourteen from an Asian country because her parents wanted to give
her a better educational opportunity in the new environment.
Language expert professors who are in the position of supervising nonnative
English teachers also admit their commitment to learn and teach English. Professor W,
director of the writing program in the department of English, expressed her impression
about nonnative English teachers.
"International GATs (nonnative English teachers) are serious, and
committed teachers, they work extremely hard, especially that first
semester, I mean it's just too much, I think they are able to convince their
students that they are very intelligent, they also brought an international
material for reading..." (Professor W: Director of the writing program in
the English department, November 10, 2003)
Professor P, teaching advisor for nonnative English teachers, enjoyed working
with them and admitted their eagerness to learn and teach English.
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"But international GATs (nonnative English teachers), I think most of
everybody I've ever worked with, really understand they are here to learn,
and pretty open to criticism as long as it wasn't just personal, you know,
ways to improve teaching, so we talk a lot about..." (Professor P:
Teaching advisor for international graduate assistant teachers, February 2,
2004)
Both Professor W and Professor P admit nonnative English teachers' high
motivation to learn and teach English and admire their effort to improve the teaching of
English composition. Nonnative English teachers' high motivation may be called "their
desire to study and teach English" or "their passion for studying and teaching English" or
"their commitment to study and teach English."
In place of the concept of motivation, Peirce (1995), for instance, introduces the
concept of investment in order to explain "the socially and historically constructed
relationship of learners to the target language and their often ambivalent desire to learn
and practice it" (p. 17). Peirce insists that the concept of motivation cannot capture the
complex and dynamic relationship between relations of power, identity, and language
learning within the changing social world, and points out that the concept of motivation
merely presents a unitary, fixed, and ahistorical language learner's personality trait.
Peirce (1995) maintains that the conception of investment "attempts to capture the
relationship of the language learner to the changing social world and conceives of the
language learner as having a complex social identity and multiple desires" (pp. 17-18).
Furthermore, Peirce (1995) continues:
The notion presupposes that when language learners speak, they are not
only exchanging information with target language speakers but they are
constantly organizing and reorganizing a sense of who they are and how
they relate to the social world. Thus an investment in the target language
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is also an investment in a learner's ovra social identity, an identity which
is constantly changing across time and space (p. 18)
The notion of investment seems to be promising for the identity construction of
nonnative English teachers. Though normative English teachers are successful English
L2 speakers and highly motivated, they find that when they speak their non-standard
English in class, they are constantly organizing and reorganizing a sense of who they are
against the social world, which is partly manifested through their struggles in teaching
practice between adaptive transformation and resistance in creating a counter-discourse.
Nonnative English teachers' investment in English is structured by an identity as a
nonnative English teacher teaching English composition in U.S. higher education and by
an identity as an international graduate student enrolled in the MA or PhD program.
While nonnative English teachers had a great deal of investment in teaching and learning
English in the new social world, they felt uncomfortable and frustrated in particular social
conditions. Ms. J, for example, reflected on her uncomfortable and frustrated experience
as follows.
"Students always have the written evaluation of the instructor... And I was
kind of really depressed when I saw some of the students... "I cannot
understand her English because of her accent, she is hard to understand, I
don't know what she wants." I really feel frustrated at this moment, and I
don't know it's my problem or just the student's problem, they didn't pay
attention in class, you know..." (Ms. J, second interview, April 9, 2003)
Ms. J felt frustrated when she saw her students' evaluations that complained that
her thick Asian accent prevented them from understanding what she meant while, at the
same time, she knew that such students did not have the inclination to listen to her. Ms. J
felt her effort to prepare for classes was in vain even though she had a great deal of
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investment in teaching English. In support of the investment, my classroom
observational data depicted her brilliant way of teaching and appropriate interaction with
her students, which was already described in the chapter for classroom observations. Ms.
J had a great amount invested in English, particularly in learning various aspects of the
English language. Despite her brilliant intelligence, Ms. J felt frustrated in some social
conditions.
"I do feel this way, take the one, language and ethnography, for example,
because that class is really, you have to have kind of intuition of other
language, but as a nonnative speaker, I do not have that intuition... no
matter how hard I work for that one... I still cannot get as deep as the
American students...sometimes I feel frustration." (Ms. J, third interview.
May 17, 2003)
Ms. J felt frustrated when she faced a situation in class that related to the intuitive
cultural knowledge that only native speakers of English possessed, because she had a
hard time understanding this knowledge that was so different from her own cultural
knowledge accumulated in her ov/n country.
Ms. S also had a tremendous amount of investment in teaching and learning
English, and expressed part of her investment as follows.
"I have to prepare the classes more thoroughly than maybe a native
teacher, just because I need to impose my respect, I need to gain their
respect..." (Ms. S, first interview, February 26, 2003)
"You definitely need a strong personality, you need not to be scared, yeah,
you need to have confidence first because otherwise... they will challenge
you, the students, and you have bad times..." (Ms. S, fourth interview,
December 18,2003)
Ms. S spent much time preparing for classes to order to convince her students that
she was a professional in academic writing and she presented herself in a powerful way.
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In fact, my classroom observational data indicated Ms. S's strong personality. She
always tried to draw a clear line between the teacher's role and the student's role in order
to gain respect from her students while maintaining a good relationship with them.
Despite her strong personality, Ms. M felt frustrated and had uncomfortable experiences
in certain social conditions.
"I feel shy sometimes, for example, in my linguistics class, because of the
linguistics students that I don't know, because they are from the linguistics
department... I don't feel comfortable with the situation, I don't speak, I
don't participate in at all in class..." (Ms. S, second interview, April 10,
2003)
"I feel shy in front of native speakers of English... If have to speak in front
of native speakers only, I feel shy, and I have performance errors all the
time... native speakers are students of linguistics, so I am in their area,
they might think that I am not good enough in what they do, so that's why
I don't feel comfortable... I don't feel self-confident... so how can I talk to
experts..." (Ms. S, second interview, April 10, 2003)
Ms. S had a great deal of investment in English, especially in learning linguistics
because she wanted to be a linguist in the future. However, Ms. S felt shy, showed her
reluctance to participate in class, and even felt uncomfortable talking to native speakers
of English majoring in linguistics, because she lost her self-confidence in that situation.
Ms. K's strategy in overcoming her weakness as a nonnative English teacher
involved spending a great deal of time preparing for classes and trying to anticipate all
possible questions. Ms. K also maintained her authority by keeping a certain distance
from her students. However, Ms. K got frustrated in a certain situation.
"Especially in classes, when I cannot express myself in English fluently, I
feel frustrated and I know I am a nonnative teacher, yeah..." (Ms. K,
second interview, March 24, 2003)
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Ms. K felt frustrated when she could not express herself in English in front of her
students despite her investment in teaching English.
These nonnative English teachers' experiences seem to support Peirce's (1995)
notion of investment that explains "the socially and historically constructed relationship
of learners to the target language and their often ambivalent desire to Iearn and practice
it" (p. 17). These nonnative English teachers' ambivalent experiences in particular social
conditions seem to demonstrate that their high motivation is a much more complex issue
than the coherent, monolithic, and unified nature of conventional motivation. Despite
being highly motivated, nonnative English teachers in the study were uncomfortable and
unlikely to invest in English in particular social conditions.
7.6. IDENTITY CONSTRUCTION AS CHALLENGING, CHANGING, AND
GROWING OVER TIME
Considering the aforementioned themes; (1) teachers' social worlds; (2) cultural,
educational, and linguistic capital; (3) adaptive transformation; (4) resistance; and (5)
investment, I characterize these nonnative English teachers' identity constructions as
challenging, changing, and growing over time.
(1) Identity construction as challenging
Nonnative English teachers in the study consider the teaching of English
composition very challenging.
"It is also very challenging... you have to prove to them that you are
credible, you are the authority..." (Ms. J, third interview. May 17, 2003)
"Yes, because I took it as a challenge... it's very difficult for many levels,
for a foreign person to teach English to native speakers..." (Ms. S, first
interview, February 26, 2003)
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"Well, it's challenging, you know, and it's challenging... it's a way of
learning...I guess that's pretty much about it." (Ms. X, third interview,
September 4, 2003)
The word "challenging," however, seems to represent their identity as nonnative
English teachers. They always had to struggle against the social world with the ideology
of standard English that privileged an English teacher whose LI was English. The
cultural, educational, and linguistic capital accumulated in their home countries did not
work well in the social world. In order to overcome this biased ideology, nonnative
English teachers in the study had a great deal of investment in getting adapted to the new
teaching environment, became flexible to meet their students' needs, and all employed
privileged classroom discourses in student-centered classrooms, such as lively one-onone interactions between the teacher and her students, group work activities, conferences,
and students' presentations. They also had to spend an enormous amount of time
preparing for classes and anticipating all possible questions from their students. Thus,
the nonnative English teachers' process of adaptive transformation may be conceived of
as passive and subject to relations of power within this particular site, the social world or
the formal context of U.S. higher education.
On the other hand, nonnative English teachers sometimes needed to be active in
asserting their own power within the formal context of U.S. higher education. In
particular situations, they resisted their marginalized subject positions and even set up a
counter-discourse which positioned them in powerful rather than in marginalized subject
positions. In other words, they relied on their symbolic resources as an English teacher
with strong academic background in order to reframe the power relations between
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themselves and their students. The reframing of the power relations enhanced their
students' willingness to listen to nonnative English teachers and to understand that they,
the students, had no authority over their teachers. For example, a majority of nonnative
English teachers used a strategy that let their students know their cultural and linguistic
background was different from English LI speakers and convinced their students that
they were credible and professional in the teaching of English academic writing.
Their experiences and struggles through the ongoing process of adaptive
transformation and through resistance to the dominant paradigm seem to represent the
multiple and contradictory nature of the identity construction of nonnative English
teachers. At the same time, nonnative English teachers' social world or the formal
context of school in U.S. higher education is a site of struggle that is structured by
relations of ideological power against which they need to establish their subject positions
as a credible English teacher. Therefore, nonnative English teachers' challenging
experiences seem to support Peirce (1995) and Norton's (1997) theoretical frameworks of
social identity that came from a tradition of feminist post-structuralism: (1) the multiple,
non-unitary nature of the subject, and the individual as diverse, contradictory, dynamic,
multiple, and de-centered, and (2) subjectivity as a site of struggle, and subjectivity as
setting up a counter-discourse that positions a person in a powerful rather than
marginalized subject position.
(2) Identity construction as changing and growing over time
While nonnative English teachers' identity construction remains a site of struggle
where they have challenging experiences in their daily teaching practice, their identity is
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also changing and growing over time. Ms. S, for example, attended each student with a
strong sense of responsibility, and insisted that nonnative English teachers should be
flexible in order to meet their students' needs. However, Ms. S expressed her awareness
of the teaching of English composition in her third semester.
"It's really not an issue anymore, the problem is the students, and their bad
attitudes, it doesn't matter whether I am foreign or not, so I think that they
always want an excuse... I try to understand why, sometimes I don't
care...I am confident." (Ms. S, fourth interview, December 18, 2003)
"Right now, I don't see much difference with native English teachers in
what I am teaching, myself, and then the students can see whatever they
want, it depends on their previous experience with foreigners... but I don't
care..." (Ms. S, fourth interview, December 18,2003)
"Now I am not scared anymore, so I assume my position and I am
confident that what I am teaching is under control, because I've taught the
same thing for three semesters now..." (Ms. S, fourth interview,
December 18,2003)
Ms. S continued to develop her identity as a nonnative English teacher through
the semesters and established a sense of her right to teach English composition in her
own way. Ms. S felt confident in teaching English composition because she knew what
to teach and how to take care of her students. Because of her confidence, in terms of
teaching English composition, Ms. S did not see any difference between native and
normative English teachers. Ms. S even asserted that if her students treated her with
disrespect because she was not a native speaker of English, it was their problem and not
her problem. Thus, Ms. S's identity is changing and growing over time.
The changing and growing nature of identity construction is clearly described in
Ms. J's reflections on the teaching of English composition at a U.S. university.
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"Personally I did see my growth from the first time I started teaching here
up till now... so this kind of experience I would highly
recommend... thinking about the idea teaching English speakers, so as
long as you go through this process, and you overcome all these
difficulties, all these troubles... you see your growth... you learn something
just from this experience a lot... it is closely related to my major... as a
nonnative speaker, although I am teaching something, I am still learning
something, you know, culturally, linguistically, and I am also kind of, you
know, changing and growing." (Ms. J, third interview. May 17, 2003)
"I incorporated a lot of the teaching materials I have used... I teach several
times, you get a better understanding... so you can predict what their
problems might be... another thing I think is the growing confidence
accumulated from the past." (Ms. J, fourth interview, January 15, 2004)
"So this semester... I would like to have more student and student
communication instead of me being the main speaker in class, so I do want
my students to be active in class... I am a instructor, one source of
information, but I believe that the other students, their classmates function
as other sources of information, so they could help each other and they
could learn a lot in this way..." (Ms. J, fourth interview, January 15, 2004)
In the section of adaptive transformation, I described Ms. J's difficulty adapting to
the new teaching environment. Reflecting on her first semester of the teaching of English
composition, Ms. J confessed that she was depressed and even cried before her teaching
advisor because she faced disrespectful behavior she had never experienced in her home
country. However, through her teaching advisor's warm encouragement, through
spending much time on preparing for classes, and by showing her strong academic
background to her students, she gained credibility. Ms. J gradually gained confidence
and admits that she is still changing and growing into a credible language instructor. Ms.
J incorporated a lot of teaching materials she obtained through semesters into her current
teaching, and could predict her students' writing problems from her previous experiences.
Through her growing confidence, accumulated in teaching practice, Ms. J further
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developed a teaching style in which she believed that her students were a resource for
information and could help each other in the learning of English composition; in short,
she came to believe in the advanced student-centered classroom which she had never
experienced in her home country. Ms. J's experience in teaching practice presents her
identity as changing and growing.
When she first began teaching at a U.S. university, Ms. X took it for granted that
her students would take pains to learn in school, and was also shocked at the contrast
between American students' behavior and the students' behavior in her home country.
However, Ms. X's awareness of teaching in the new context gradually changed through
semesters.
"Because you stay here for a long time, you understand better of the
students, and you know the situation, the environment where they grow
up, it's OK, these kids are just persons who are brought up in this
environment, so just accept them, accept them more
comfortably... everything is moving, your identity, your cultural identity is
changing, especially as a teacher, you can view that as a nonnative
instructor in classrooms, personally I feel every semester, you change
yourself and you are growing , you are learning..." (Ms. X, fourth
interview, January 7, 2004)
As Ms. X stayed longer in the United States and felt more comfortable living in
this culture, she began to accept and better understand her students. At the same time,
Ms. X gained more confidence in the teaching of English composition through semesters.
Thus, Ms. X admits that her identity as a nonnative English teacher is always changing
and growing over time.
Ms. K admitted that nonnative English teachers had serious communication
problems and felt frustrated when she could not express herself to her students in class.
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However, Ms. K began to recognize her strength as a nonnative English teacher through
semesters, and reflected on her best moments in the teaching of English composition.
"Oh, best moment, I enjoyed conferences with my students, 1 met one-onone. .. I found many faults in their writing... we fixed those things together
and I think that helped a lot with their essays, and they also said that
helped with their papers, so I felt good about that... my strength is teaching
organization, I am not good at teaching new vocabulary and new
expressions, but I could see their fallacies in their writing, in their
organization in their essays, and I could correct them." (Ms. K, fourth
interview, December 8, 2003)
Ms. K's favorite part of teaching in her third semester was holding one-on-one
conferences with her students because she was able to show her strengths as an academic
writing instructor. Through the conference, Ms. K was able to correct her students'
writing problems, such as unfocused and illogical paragraph organizations. My field
notes also show that Ms. K routinely held one-on-one conferences with her students and
seemed to be busy scheduling the date of the conference. Ms. K's favorite part of her
teaching practice also presents her growth as a nonnative English teacher. Ms. K's
identity as a nonnative English teacher is changing and growing.
Ms. M is a resident nonnative speaker of English who came to the United States at
the age of fourteen, and has been used to the formal context of school in U.S. higher
education. However, Ms. M gradually developed her identity as a nonnative English
teacher.
"When I was first teaching American students, I thought I would be less of
an instructor... tried to be a friend to them... try to get their trust on me,
and maybe we can establish a better relationship, but I think it didn't
work, so I started to teach international students during my second year, I
decided I would be both, so I will be both the instructor when I am in
class, and I can also be a friend when I am outside of the class. And I
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think it works better that way." (Ms. M, additional interview, February 24,
2003)
Ms. M reaUzed that being a friend to her students did not work well. Through
practicing her classroom policy that went from strict to lenient grading during the
semester, sometimes setting up a counter-discourse that challenged a dominant discourse
in class, and spending much time preparing for classes, Ms. M gradually developed an
awareness of her right to teach as a nonnative English teacher, which demonstrates her
identity as changing and growing over time.
These nonnative English teachers' experiences in the teaching of English
composition demonstrate their identity as changing and growing over time. Their
pedagogy, practice, philosophy, and teaching styles as nonnative English teachers
continue to change and grow, although their current thoughts and methods are described
in the chapters for crafting cases and classroom observations. Peirce (1995) and Norton's
(1997) theoretical underpinnings of social identity, coming from a tradition of feminist
post-structuralism, also insist on subjectivity as changing over time and on the changing
quality of a person's social identity, in addition to the characterization of subjectivity as
multiple, contradictory, and a site of struggle.
I added the word "growing" in my analysis, in addition to the word "changing,"
because all the nonnative English teachers in the study have a clear future goal: becoming
devoted professional language specialists. This is in contrast to Peirce and Norton's
study of immigrant women in Canada, whose purposes in life differed, since some were
homemakers and others office workers. At the same time, this changing and growing
nature of identity construction is a crucial point for language educators, such as English
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teachers involved in university writing programs, because it opens up possibilities for
educational intervention in the future.
7.7. A MODEL REPRESENTING THE IDENTITY CONSTRUCTION OF
NONNATIVE ENGLISH TEACHERS
Given the aforementioned themes that emerged from the data, I suggest the
following model to describe the identity construction of nonnative English teachers: (1)
teachers' social worlds, (2) cultural, educational, and linguistic capital, (3) adaptive
transformation, (4) resistance, (5) investment, and (6) identity construction as
challenging, changing, and growing over time.

Figure 7.1. The Identity Construction of Nonnative English Teachers
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Figure 7.1 presents a model that describes the identity construction of nonnative
English teachers, which was derived through the process of the constant comparative
method I adopted for the data analysis. Norton (1997) uses "the term identity to refer to
how people understand their relationship to the world, how that relationship is
constructed across time and space, and how people understand their possibilities for the
future" (p. 410). This study also relies on Norton's conception of identity and insists that
the identity construction of nonnative English teachers needs to be understood by
relations of power in the social world. The results of the study indicate that nonnative
English teachers live in a social world permeated by the ideology of standard English in
which they experience the daily reality of exclusion of their language variety and accents
as a mirror of their social identity. Nonnative English teachers construct their identities
against a social world also permeated by the ideology of standard English, which places
them in a disempowered position.
After examining the relationship between the nonnative English teachers of this
study and the social world of the ideology of standard English, I posited the identity
construction of nonnative English teachers as challenging, changing, and growing over
time. I drew on Peirce's (1995) conception of social identity as multiple, a site of
struggle, and changing over time. The identity construction of nonnative English
teachers is driven by the four themes that emerged from the data: (1) investment, (2)
cultural, educational, and linguistic capital, (3) adaptive transformation, and (4)
resistance. Each of the four themes is dynamic over time and space, not fixed and
monolithic.
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First, the identity of nonnative English teachers is challenging. Their classroom, a
manifestation of the social world, is a site of struggle in which a discourse of English LI
speakers is privileged. Since nonnative English teachers were highly motivated and
successful English L2 speakers, they had a great deal of investment in learning and
teaching English in order to get adapted to the new social world, even though they were
unlikely to invest in English in particular social contexts. The term investment was used
in order to describe their sometimes ambivalent and complex desires to practice English
in their daily struggles as nonnative English teachers in the social world, rather than the
term motivation that tends to have coherent, monolithic, and unified natures.
The identity of normative English teachers is challenging. The cultural,
educational, and linguistic capital they had accumulated before coming to the United
States was highly valued in their home countries because of the fact that all the nonnative
English teachers of this study were top students in top schools in their home countries
and came from families with high educational backgrounds. However, their cultural,
educational, and linguistic capital did not work well in the new social world because the
value of cultural, educational, and linguistic capital was perceived differently in different
social contexts.
The identity of nonnative English teachers is challenging because of their multiple
and contradictory subjectivities between adaptive transformation and resistance against
the social world. Adaptive transformation is a process that enables nonnative English
teachers to learn the new set of values, habits, and norms accepted in the social world.
Nonnative English teachers in the study became flexible to meet their students' needs.
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and all employed privileged classroom discourses that were student-centered classrooms,
such as lively one-on-one interactions between the teacher and her students, group work
activities, conferences, and students' presentations. They also had to spend an enormous
amount of time preparing for classes and anticipating all possible questions from their
students.
While the process of adaptive transformation continued, nonnative English
teachers sometimes showed their resistance to the social world by setting up a counterdiscourse in order to reframe the power relations between themselves and their students.
The reframing of the power relations enabled their students to listen to nonnative English
teachers even though they had accents, and to know that nonnative English teachers had
authority over their students. As an example of setting up a counter-discourse, nonnative
English teachers used a strategy that let their students know their cultural and linguistic
background was different from English LI speakers and convinced their students that
they were credible and professional in the teaching of English academic writing. This
struggle between adaptive transformation and resistance demonstrates the multiple and
contradictory nature of the identity construction of nonnative English teachers.
Second, the identity of nonnative teachers is also changing and growing over time
while their identity construction remains challenging. Through semesters, nonnative
English teachers continued to develop their identities against the social world and
established a sense of their right to teach English composition in their own ways. They
began to bring part of their cultural, educational, and linguistic capital in class, such as
sharing their cultures with their students and relating their cultures to English writing.
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They began to feel confident in teaching English composition because they knew what to
teach and how to take care of their students. Because of their confidence, they did not
see much difference between native and nonnative English teachers. The identity of
nonnative English teachers is changing and growing over time because they all have a
clear vision of their future lives: becoming professional language specialists. Their
pedagogy, practice, philosophy, and teaching styles as nonnative English teachers are
always changing and growing over time as they engage their social worlds. Thus, this
model clearly depicts the dynamic and complex nature of normative English teachers'
identity construction within their social worlds.
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CHAPTER 8
CONCLUSIONS AND IMPLICATIONS
8.1. ANSWERING THE STUDY'S RESEARCH QUESTIONS
In this chapter, I return to research questions of the study and then posit some
conclusions. Two research questions guided this study. The first question is:
8.1.1. How Do Nonnative English Teachers Construct Their Identities in the Context
of Dominant Language Ideologies in the United States?
The model (Figure 7.1) in the previous chapter provides a concise answer to the
first question. The identity construction of nonnative English teachers must be
understood in terms of relations of power in a social world. The results of the study
indicate that nonnative English teachers live in a social world permeated by the ideology
of standard English, the goal of which is the exclusion and suppression of language
variation and accents - a mirror of their social identities. These teachers also construct
their identities against a social world permeated by an ideology of standard English.
I posit that the identity of nonnative English teachers remains challenging,
changing, and growing over time as they engage relations of power in their social worlds.
These power relations are part of the context of the dominant ideology of standard
English. Nonnative English teachers in this study constructed their identities in terms of:
(1) investment; (2) their cultural, educational, and linguistic capital; (3) adaptive
transformation; and (4) resistance. The identity construction of nonnative English
teachers remains challenging because they had to invest deeply in English in order to
adapt to a new social world, even though their investment changed according to social
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conditions. Furthermore, nonnative English teachers' cultural, educational, and linguistic
capital accumulated in the past did not work well at first in their new social world,
because the value of cultural, educational, and linguistic capital was perceived differently
in the new social context.
The identity of nonnative English teachers remains challenging because of their
multiple and contradictory subjectivities, as they balance adaptive transformation and
resistance to the social world. Adaptive transformation is a process that enabled
nonnative English teachers to employ privileged classroom discourses, such as studentcentered teaching. While the process of adaptive transformation continued, nonnative
English teachers sometimes showed their resistance to the social world by setting up a
counter-discourse in order to reframe power relations between themselves and their
students.
While normative English teachers' identity construction remains challenging, the
identity of nonnative teachers is also changing and growing over time. Through
consecutive semesters, nonnative English teachers began to feel confident in teaching
English composition, because they learned what to teach and how to overcome the
challenges from their students through balancing their adaptive transformation and
resistance to a social world and through their gradual use of cultural and linguistic
capital. The identity of nonnative English teachers is changing and growing over time
because they all shared a clear purpose in becoming professional language specialists.
Their pedagogy, practice, philosophy, and teaching styles as nonnative English teachers

293

continued to grow as they strove to become effective language teachers in a new social
world.
The second research question is;
8.1.2. What are the Implications of These Findings for Theory and Practice in
Language Pedagogy in the University Setting?
In order to answer this question, I address the implications of the study for
research, theory, and practice in the field.
First, I answer the following question.
A. How can the study fill a gap in the research on nonnative teachers of English?
The research on nonnative English teachers has generated a great number of
debates from linguistic, pedagogical, and political perspectives (e.g., Amin, 1999; Braine,
1999; Davies, 2003; Kachru and Nelson, 1996; Liu, 1999; Medgyes, 1994). Among
these debates, the dichotomous distinction between native and nonnative English teachers
has been a cause for concern for many years. A majority of the research on the
native/nonnative dichotomy acknowledges that determining the native/nonnative
construct is a very difficult task that is not clear-cut. There is general agreement,
however, that perceptions of identity are central to the issues of nonnative English
teachers.
However, the research on nonnative teachers of English has not adequately
explored the identity construction of nonnative teachers in the context of a larger social
world. In order to fill this gap, this study employed a phenomenological case study
approach and examined the identity construction of nonnative English teachers in the
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U.S. social context. Drawing on Peirce's (1995) and Norton's (1997) theory of social
identity that places emphasis on relations of power within social worlds, the study clearly
described the complex, contradictory, and dynamic nature of nonnative English teachers'
identity construction. 1 argue that these teachers' identity constructions are challenging,
changing, and growing over time, and driven by their adaptive transformation, resistance,
investment, and cultural, educational, linguistic capital. Thus, this study supports
Peirce's (1995) and Norton's (1997) theory of social identity.
Next, I explore the following question.
B. What contributions does this study make to the theoretical understandings of
nonnative teacher of English?
Peirce (1995) states that "second language acquisition (SLA) theorists have not
developed a comprehensive theory of social identity that integrates the language learner
and the language learning contexf (p. 12). Peirce insists the conceptions of the
individual (language learner) in SLA research presuppose that every language learner has
an essential, unique, fixed, and coherent core, which results in the dichotomous
distinction of affective factors, such as introvert/extrovert, motivated/unmotivated, field
dependent/field independent, inhibited/uninhibited, and other binaries. However, Peirce
points out that these conceptions of the individual ignore the fact that such affective
factors are structured within inequitable relations of power in larger social worlds, and
are changing and often contradictory within a single individual. Peirce's theory of social
identity captures the complex, contradictory, dynamic, and multiple nature of language
learners' identity construction within relations of power in larger social worlds. In a
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similar vein, this study captures the complex, contradictory, dynamic, and multiple nature
of identity construction of nonnative English teachers in the context of U.S. higher
education. This study thus makes the following contributions to theoretical
understandings of nonnative English teachers.
First, the results of the study support the theoretical claim that the
native/nonnative dichotomy is simplistic and reductionist, given the complex,
contradictory, dynamic nature of nonnative English teachers' identity construction. This
simplistic and reductionist native/nonnative distinction came from the absence of
attention to the relationship between nonnative teachers of English and their social
worlds. Second language acquisition (SLA) theorists need to further explore relations of
power within nonnative English teachers' social worlds, rather than reduce the dynamic
nature of these contexts to the native /nonnative distinction.
Kachru and Nelson (1996) point out that the dichotomy of native and nonnative
speakers of English creates attitudinal problems, such as taking "second as less worthy"
(p. 79), and insist that professionals in English-language teaching need to recognize the
great variety of users and uses of English today. In support of Kachru and Nelson's
theoretical understandings of the spread of English today, this study shows that nonnative
English teachers who are emerging in the context of the global spread of English are, in
fact, highly proficient and successful English L2 speakers, refuting the oversimplification
of the native/nonnative dichotomy.
Second, this study reinforces theories of social identity that integrate the
individual and the larger social world. Drawing on Peirce's (1995) and Norton's (1997)
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conceptions of social identity that emphasize relations of power within larger social
worlds, this phenomenological case study explored nonnative English teachers' lived
experiences in the teaching of English composition. The results support Peirce and
Norton's conception of social identity, viewing it as complex and contradictory, and
rejecting any simplistic and static conceptions of social identity. The study also captures
identity as dynamic across time and place, and notes that all the participants of the study
(nonnative English teachers) experienced significant changes in their lives by moving
from their home countries to the United States with a clear purpose of becoming
successful language specialists. This analysis of teachers' transitions includes
consideration of nonnative English teachers in an era of global and world Englishes.
Furthermore, this study shows that identity constructs and is constructed by
language. Nonnative English teachers' language use and social identities are inextricably
linked, and both are situated in a larger social world marked by relations of power. In
this study, those power relations centered on ideologies of standard English in U.S.
higher education. Thus, future research should explore how such larger social processes
influence nonnative English teachers' identity construction. There is particular need to
examine the relationship between nonnative English teachers' identity construction and
social worlds in "center" countries in which the dominant groups are English LI
speakers, in contrast with "peripheral" countries in which English is used as an L2 or a
foreign language. In addition, given the complex, contradictory, and dynamic nature of
nonnative English teachers' identity construction, SLA theorists may need to pay special
attention to Weedon's (1987) theoretical understandings of post-structuralism that
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describes the individual as diverse, contradictory, dynamic, multiple, and changing over
historical time and social space, rather than attempting to capture the individual as unitary
and fixed, for example, introvert/extrovert or motivated/unmotivated individuals.
Third, this study calls upon us to reexamine dominant languages ideologies and
language policies in the United States. Ricento and Homberger (1996), for example,
suggest that "because human society is constituted of, by, and through language, all acts
and actions mediated by language are opportunities for the implicit (or explicit)
expression of language policies" (p. 420).
Given the findings from interviews with nonnative English teachers, interviews
with language expert professors, and from questionnaires from the students of nonnative
English teachers, this study indicates that the language policies in the United States are
influenced by two dominant language ideologies: English monolingualism and standard
English. LI English-speaking students (American students) in particular tend to reject
the language variation of nonnative English teachers. This stems from a wider ideology
of standard English that positions speakers of different varieties of the same language
within a social hierarchy. Thus, nonnative teachers of English, who speak a variety of
English and have grown out of an era of World Englishes, are often marginalized in terms
of language policies and ideologies in the U.S. educational setting.
Finally, I answer the following question.
C. What are the practical and pedagogical implications of the study?
The following are what university programs need to take into account from this
research with the hope of improving the teaching of English composition.
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1. Understanding the growth of nonnative Enghsh teachers
University programs and their personnel need to understand the growth of
nonnative English teachers over time. The research on nonnative English teachers has
generated a number of research topics, such as the issues of credibility, linguistic
perspectives, sociopolitical concerns, and teacher education for nonnative English
teachers. However, what was missing in the research is a case study that explores the
complexities of nonnative English teachers' teaching practice. This study employed a
phenomenological case study approach to explore nonnative English teachers' identity
construction, finding that it is challenging, changing, and growing over time.
Nonnative English teachers are growing over time even though they experience
difficulty in teaching English composition during their first semester. As the chapter on
classroom observations shows, nonnative English teachers develop their teaching
capabilities and establish their teaching styles over time. In the cases here, once they
learned what to teach and how to deal with their students, they taught well in the context
of U.S. higher education. Although there are often student complaints about nonnative
English teachers, an institutional commitment to and investment in these teachers is
likely to be amply rewarded. Nonnative English teachers bring different cultural
perspectives to class that benefit both LI English-speaking and L2 English-speaking
students. The changing and growing nature of nonnative English teachers' identity
construction is a crucial point for university programs and their educators to reflect on
because it can open up new possibilities for educational hope and progress in the future.
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2. Understanding nonnative English teachers' students.
The ideology of standard English prevails in the U.S. LI English students tend to
judge nonnative English teachers' language variety as a problem. As a result, LI
English-speaking students may complain about nonnative English teachers in their
evaluations. However, university programs should recognize that LI English-speaking
students can and do adapt to the language variety of nonnative English teachers, as
demonstrated in this study. LI English students with bilingual backgrounds, in
particular, respected nonnative English teachers, as did LI English-speaking students
who had positive impressions of non-standard English accents because of their early
experience in working with nonnative English speakers. In addition, the campus is full of
international ESL students who respect nonnative English teachers as a successful role
model who overcame the difficulty in learning English as a second language. These
students enrich the diversity in U.S. higher education in that they overcame the
parochialism of the ideology of standard English and can accept English variations in the
world. Individuals with non-standard accented English are the reality on campus, and
indeed, around the world.
3. The role of university programs for nonnative English teachers
The flow of English language teaching expertise has been from the "center"
countries, such as the United States and Britain where the dominant groups are English
LI speakers, to the "peripheral" countries where English is used as L2 or learned as a
foreign language. However, nonnative English teachers proceed in the opposite
direction from the peripheral countries where they grew up to the center country: the
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United States where they teach English composition to LI English-speaking and L2
English-speaking students. As a result, nonnative English teachers have to live under
the dual pressures of teaching English composition and establishing themselves in the
center country.
In this situation, a teaching advisor for nonnative English teachers plays
a key role in alleviating nonnative English teachers' pressures. A teaching advisor can
provide a great deal of skill and affective support. Every normative English teacher in
this study expressed her appreciation for the teaching advisor's support.
As long as university programs employ nonnative English teachers from foreign
countries, they also need to have a teaching advisor who can encourage nonnative
English teachers to teach well in U.S. higher education, as well as advise on practical
issues, such as what to expect from American students' classroom behavior, and how to
deal with it. Richards and Lockhart (1994) state that "teaching is an activity which is
embedded within a set of culturally bound assumptions about teachers, teaching, and
learners" (p. 107). Therefore, university programs should have a teaching advisor who
can understand nonnative English teachers' culturally based assumptions about teaching
and learning that may not coincide with those held by native English teachers at U.S.
higher education.
In addition, considering the suggestions from nonnative English teachers and their
teaching advisor in the study, university programs should give nonnative English teachers
more opportunities to observe both native and nonnative English teachers' classes in
order to understand U.S. classrooms. Ideally, university programs should create classes
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for team-teaching in which both native and normative English teachers can cooperate in
order to improve the teaching of English composition in U.S. higher education. The
team-teaching can provide an ideal transitional period for nonnative English teachers to
teach independently in their new social world. Team-teaching gives both native and
nonnative English teachers opportunities to reflect on what they can do as college
composition teachers. Furthermore, university programs should create a program for the
effective use of visual aids, such as computer-assisted screen systems, because visual aids
can not only improve the teaching of English composition, but also support the students'
understanding of nonnative English teachers' language variation.
4. Mutual accommodation
Nieto (2000) advocates the notion of mutual accommodation in the context of
critical multicultural education. Nieto insists that in a democratic society,
accommodation is a two-way process that allows negotiation and shares responsibility
among all participants in social interactions. In support of Lippi-Green's (1994) study,
the results of this study show that when LI English-speaking students in a dominant
language group interact with nonnative English teachers with non-standard accents, they
tend to reject their role as a listener and blame nonnative English teachers for any
communication difficulty. However, both the listener and the speaker should share the
responsibility in order to establish egalitarian communicative relationships. Thus, the
notion of mutual accommodation applies to the relationship between nonnative English
teachers and their students.
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For instance. Professor T, director of the MA/ESL program, maintains the
importance of collaboration between nonnative English teachers and their students, and
believes that nonnative English teachers can establish affective collaboration with their
students. Professor T suggests that nonnative English teachers can establish credibility
by sharing their rich language learning and teaching experiences and linguistic
knowledge with their students while accepting that there are a lot of things to learn from
their students who are English LI speakers. This mutual learning process that occurs
between nonnative English teachers and their students is important in order to maintain
the U.S. diversity where cross-cultural and cross-linguistic contact on campus is
increasing.
Nonnative English teachers had a great deal of investment in accommodating the
dominant cultural, linguistic, and pedagogical norms in relations of power in the new
social world. At the same time, nonnative English teachers' students also need to learn to
adjust their expectations and appreciate differences. In order to establish egalitarian
communication relationships, nonnative English teachers first need to value their own
cultural, educational, and linguistic capital and communicate its value to their students.
Kubota (2002) insists that women faculty of color at a U.S. university need to appropriate
their marginalized hybrid cultural capital for advocating diversity. Kubota continues:
Communicating the value of our own cultural capital opens up a
possibility for promoting critical multiculturalism on campus and in wider
society. By giving a positive value to our own uniqueness and using it
strategically to advocate diversity in our teaching, we not only empower
ourselves but also provide our students with precious opportunities to
critically understand and negotiate differences, (p. 304)
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Kubota believes that mutual accommodation through communicating the value of
their marginalized cultural capital can create the centralization of marginal ity: the
counter-hegemonic pedagogy that promotes diversity and social justice in schools. In a
similar vein, mutual accommodation between nonnative English teachers and their
students can promote diversity and social justice in universities. At the same time,
nonnative English teachers cannot be the only ones to practice the pedagogy of mutual
accommodation. Their pedagogy of mutual accommodation becomes effective when
university programs support it. Their colleagues, both native and nonnative English
teachers, need to understand the process of mutual accommodation that is much
influenced by relations of power in larger social worlds. These colleagues need to
understand the challenges nonnative English teachers face in their daily teaching practice,
and make an effort to solve various forms of social injustice. Both native and normative
teachers of English constantly need to examine their identities: who they are and what
they can do with each other in order to improve the teaching of English composition in
the diverse society of U.S. higher education.
8.2. CONCLUSION
How do nonnative English teachers' identity constructions develop and influence
their pedagogy in U.S. higher education? In order to answer this question, this
phenomenological case study explored the lived experience of nonnative English teachers
in relation to their social world. The results of the study reveal that the identity of
nonnative English teachers remains challenging, changing, and growing over time in the
context of power relations deeply imbued with the dominant ideology of standard
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English. The development of nonnative English teachers' identity constructions was
driven by their adaptive transformation, resistance, investment, and cultural, educational,
and linguistic capital.
The identity construction of nonnative English teachers remains challenging
because they have to invest in English a great deal in order to accommodate the social
world with their cultural, educational, and linguistic capital. The identity construction of
nonnative English teachers also remains challenging because of their multiple and
contradictory subjectivities, ranging from adaptive transfonnation to resistance. These
multiple and contradictory subjectivities set up a counter-discourse that reframes power
relations between themselves and their students.
While nonnative English teachers' identity construction remains challenging, their
identities also are changing and growing over time. Through consecutive semesters,
nonnative English teachers continue to develop their identities against and within a new
social world, and begin to feel more confident in teaching English composition as they
master what to teach and how to take care of their students. With the hope of becoming
language professionals, they practice a pedagogy of mutual accommodation in order to
develop the teaching of English composition and to recognize differences within a
diverse U.S. society.
Given the complex and dynamic nature of the development of nonnative English
teachers' identity constructions, language educators should focus more on the role of
normative English teachers - what they can do in collaboration with native English
teachers - rather than reducing the rich and dynamic nature of their identity construction
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to the native versus nonnative dichotomy. Language educators should explore further the
identity construction of nonnative English teachers, highly proficient nonnative English
speaking professionals who are emerging in an era of World Englishes. To do so, more
case studies are needed across social settings, including "center" and "periphery"
contexts. Acknowledging the methodological limitation of an all-female sample in this
study, future case studies should include a male sample, which may provide different
development of nonnative English teachers' identity constructions. Such studies are
essential for understanding the role of nonnative English teachers in an era of global
English, and to affirm the value of diversity and the potential for native and nonnative
language teachers to collaborate in effective language education.
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APPENDIX A
INTERVIEW QUESTIONS FOR THE FIRST INTERVIEW
What have been the nonnative-English-speaking instructor's experiences teaching
English composition? (Focus; Life History)
1. Could you tell me about your previous language learning experiences in school and at
home? (and previous language teaching experiences)
2. Could you tell me about your educational and socio-cultural background?
3. What interested you in teaching English in general or English composition in particular
as an NNES?
4. Could you describe your teaching experiences working with your students in English
composition (now)?
5. What is your view about the difference, if any, between the NNS and the NS in ternis
of teaching English composition?
6. How would you define NNS (nonnative English speakers) and NS (native English
speaker) [proficiency or whatever]?
7. What challenges have you experienced in teaching English composition as an NNES?
8. What is your primary motive for your decision to teach in the U.S.?
9. What else would you like to share with me in addition to the questions I've asked you?
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APPENDIX B
INTERVIEW QUESTIONS FOR THE SECOND INTERVIEW
What are the details of the normative-English-speaking instructor's current challenges
and outcomes in terms of teaching English composition? (Focus; Contemporary
Experience)

The Second Interview with Ms. K from South Korea
1. In the first interview, you told me "learning languages is my talent." What kinds of
experiences have made you feel especially good about your talent with language
learning? At the same time, you said that you experienced stress about your English
ability. Is this a dilemma for you? Can you elaborate?
2. Were you always a good student in school?
3. In the first interview, you told me that you stayed at your sister's place (her sister is
married to an American) and that was the most helpful experience for your study. Could
you tell me why it was so helpful?
4. In the first interview, you told me that back in Korea you had easy access to American
culture, such as American movies, books, magazines, and songs. Do you like them? Are
there things that you don't like about American culture, or American media? Is this
helpful in understanding your students?
5. Can you explain a little bit more about how your language learning experience is
reflected in your current teaching practice?
6. Can you explain a little more about how your language teaching experiences (in
Korea) is reflected in your current teaching practice?
7. Could you describe your best teaching moments in class? Why do you consider them
the best moments?
8. Could you describe your worst teaching moments in class? Why were they not so
good experiences?
9. What works really well with your students in class? Why? How do you assess what
works in your class?
10. What teaching practices are not successful? Why? How do you assess what doesn't
work in your class?
11. How do you establish your credibility as a nonnative English teacher?
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12. Have you been taught how to establish your credibility?
13. Do you think your students would respond differently in you were male rather than
female?
14. Could you tell me more details of American students' writing problems?
(Do you hear anything about ESL students' writing problems?)
15. How do you distinguish linguistic differences between native and nonnative speakers
of English?
16. In what way, under what conditions, and to what extent do you consider yourself
either a native or nonnative speaker of English?
17. What, to you, makes a nonnative English speaking teacher unique?
18. Who and what have helped you most in teaching English composition?
19. Do you experience difficulties or problems in the use of English? Can you elaborate?
20. Is there any support group or teaching team to help you teach English?
21. Is the MA/ESL program helpful for your teaching?
22. Do you have any struggles in terms of teaching English composition or your
American life in general? Can you elaborate again? How do these struggles make you
feel about yourself as a nonnative English speaker?

The Second Interview with Ms. J from China
1. In the first interview, you told me "I chose English as my major because I like English
a lot." What kinds of experiences have made you feel especially good about learning
English? Can you elaborate?
2. Both of your parents were teachers in China and your brother is a medical doctor.
Does your family background influence your teaching profession?
3. Can you explain a little bit more about how your language learning experience in
China is reflected in your current teaching practice?
4. Can you explain a little more about how your language teaching experience in China is
reflected in your current teaching practice?
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5. Can you explain a little more about how your learning experience in Canada is
reflected in your current teaching practice? (You took the class "race, culture, and
education" Is this reflected in your current teaching as a nonnative English teacher?)
6. Can you explain a little more about how your teaching experience in the first semester
is reflected in your current teaching practice?
7. Could you describe your best teaching moments in class (both first and second
semester)? Why do you consider them the best moments?
8. Could you describe your worst teaching moments in class (both first and second
semester)? Why were they not so good experiences?
9. What works really well with your students in class? Why? How do you assess what
works in your class?
10. What teaching practices are not successful? Why? How do you assess what doesn't
work in your class?
11. How do you establish your credibility as a nonnative English teacher?
12. Have you been taught how to establish your credibility?
13. Do you think your students would respond differently if you were "male" rather than
"female?"
14. How do you distinguish linguistic differences between native and nonnative speakers
of English?
15. In what way, under what conditions, and to what extent do you consider yourself
either a native or nonnative speaker of English?
16. What, to you, makes a nonnative English speaking teacher unique?
17. Who and what have helped you most in teaching English composition?
18. Do you experience difficulties or problems in the use of English? Can you elaborate?
19. Is there any support group or teaching team to help you teach English?
20. Is the SLAT program helpful for your teaching? If so, why?
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21. Do you have any struggles in terms of teaching English composition or your
American life in general? Can you elaborate again? How do these struggles make you
feel about yourself as a nonnative English speaker?
22. You have learned several languages so far. How are your multilingual strengths
reflected in your current teaching practice?
23. Do you think your (American students) would respond differently between Asian
background nonnative English teachers and European background nonnative English
teachers?

The Second Interview with Ms. S from Spain
1. In the first interview, you told me "My love for language is obvious, " or "I am
talented they say." What kinds of experiences have made you feel especially good about
learning English or other languages? Can you elaborate again?
2. In the first interview, you told me "my family is full of teachers." Does your family
background influence your teaching profession?
3. Can you explain a little bit more about how your language learning experience before
coming to the U.S. is reflected in your current teaching practice? In the first interview,
you told me "T went to France to study English." Could you tell me why?
4. Can you explain a little more about how your previous language teaching experience is
reflected in your current teaching practice?
5. Can you explain a little more about how your teaching experience in the first semester
is reflected in your current teaching practice? Are you familiar with the process writing?
6. Could you describe your best teaching moments in class (both first and second
semester)? Why do you consider them the best moments?
7. Could you describe your worst teaching moments in class (both first and second
semester)? Why were they not so good experiences?
8. What works really well with your students in class? Why? How do you assess what
works in your class?
9. What teaching practices are not successful? Why? How do you assess what doesn't
work in your class?
10. How do you establish your credibility as a nonnative English teacher?
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11. Have you been taught how to establish your credibility?
12. Do you think your students would respond differently if you were male rather than
female?
13. Do you think your (American) students would respond differently between Asian
background nonnative English teachers and European background nonnative English
teachers?
14. How do you distinguish linguistic differences between native and nonnative speakers
of English?
15. In what way, under what conditions, and to what extent do you consider yourself
either a native or nonnative speaker of English?
16. What, to you, makes a nonnative English speaking teacher unique?
17. Who and what have helped you most in teaching English composition?
18. Do you experience difficulties or problems in the use of English? Can you elaborate?
19. Is there any support group or teaching team to help you teach English?
20. Is the EL/L program helpful for your teaching? If so, why?
21. Do you have any struggles in terms of teaching English composition or your
American life in general? Can you elaborate again? How do these struggles make you
feel about yourself as a nonnative English speaker?
22. You have learned several languages so far (English, French, German, Italian, Latin,
and Greek). How are your multilingual strengths reflected in your current teaching
practice?

The Second Interview with Ms. X from China
1. What challenges have you experienced in teaching English composition (to American
students and ESL students?) Do any of these challenges relate to your background as a
nonnative speaker of English?
2. In the first interview, you told me that your first exposure to the English community
was when you were in college. Could you tell me more about the good and bad moments
in your college days in tenns of learning English?
3. How is your past learning experience (in China) reflected in your current teaching?
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4. How is your learning experience (in U.S.) reflected in your current teaching?
5. Is what you have learned in the MA/ESL program reflected in your current teaching?
6. How is your past teaching experience (in China) reflected in your current teaching?
For example, in the first interview, you told me that you focused on memorization rather
than communication. Are there other influences?
7. When you reflect on your teaching composition to American students (your first year),
could you describe the best classroom activities in class? Could you describe the best
moments in class? What worked well with your students?
8. Could you describe the worst classroom activities in class? Could you describe the
worst moments in class? What was not successful in teaching English composition?
(When you taught American students?)
9. What do you see as American students' writing strengths (or weakness)?
10. Are your past experiences in teaching American students reflected in your current
teaching to ESL students?
12. In terms of teaching English composition, what is the difference between American
and ESL students?
13. Could you describe the best classroom activities in class with your ESL students?
Could you describe the best moments in class? What works really well with your
students?
14. Could you describe the worst classroom activities in class with your ESL students?
Could you describe the worst moments in class?
15. What do you see as ESL students' writing strengths (or weakness)?
16. How did you establish your credibility as a nonnative English teacher when you
taught American students? (Reflection on Thomas's article or your process of coming out
as a nonnative speaker)
17. How did you establish your credibility as a normative English teacher when you
taught ESL students?
18. How have you been taught how to establish your credibility?
19. Do you think your students would respond differently if you were male rather than
female? Why or why not?
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20. What, to you, makes a nonnative speaking teacher unique?
21. In what way, under what conditions, and to what extent do you consider yourself a
native or nonnative speaker of English? Do you feel frustrated in teaching and learning
in the U.S context?
22. What is your strength and weakness in the use of English? Is it reflected in your
teaching practice?
23. In the first interview, you told me that China is short of English teachers. Could you
tell me more details of this situation? Does English language influence the Chinese
society?
24. In the first interview, you told me that most of your family members are in the
teaching profession. Does this background influence your philosophy as a teacher?
How?
25. You have already met many native and normative English teachers teaching English
composition. In general did you see some differences between them in terms of teaching
English composition?
26. In the first interview, you told me that your expectations and students' expectations
were mismatched when you began teaching English composition. Could you tell me
more details of this mismatch? How did you overcome this problem?
27. In the first interview, you told me, "We believe students need to take pain to leam
things. That's why learning happens. But Americans have to enjoy it before they
actually leam it." How did you know this difference? How did you overcome this
difference. Is your belief ("Take pain to leam things) still reflected in your teaching?
28. In the first interview, you told me that what you really need is your students' respect.
How did you receive respect from your students here?
29. Do you use one-on-one conference with your students?
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APPENDIX C
INTERVIEW QUESTIONS FOR THE THIRD INTERVIEW
What are the nonnative-English-speaking instructor's goals and meaning she gives to the
teaching of English composition? (Focus: Reflection on Meaning)

The Third Interview with Ms. K from South Korea
1. How is your experience in studying at Maryland University reflected in your current
teaching practice?
2. Are you the only teacher in your family background?
3. Now do you have any struggles with American individualism in your everyday life?
How do these struggles make you feel about yourself as a person from a group society?
3. How many languages have you learned so far? How is multilingual strength reflected
in your teaching?
4. Have you observed English composition classes? Did you see any differences, for
example, between native and nonnative English teachers?
5. Again, given what you have said about your education and language learning/teaching
experiences through the first and second interviews, how do you understand teaching
English composition as a nonnative speaker of English? How is it important to you?
Again, what is your goal for teaching English composition as a nonnative English
teacher? What is the meaning you give to teaching English composition as a nonnative
English teacher?
6. Could you describe who you are as a nonnative English teacher? (e.g., the gateway
between students and studying English composition)
7. With the global spread of English, do you think it is important for American students
to accept a variety of English, such as nonnative English teachers' English? How is it
important? Why?
8. Where do you see yourself going in the future as a nonnative English teacher?
9. Do you think the ideology of standard English and monolingual English is widely
spread in the U.S.? In what way?
10. What role, if any, should the nonnative English teacher play in developing English
education in the U.S. educational context?

315

11. What qualities should the nonnative English teacher have in the U.S. educational
context? How about the case of the English composition instructor?
12. Do you have any suggestions for the future writing program as a nonnative English
teacher?
13. You told me that you tried to be friends with your students in the first semester and it
didn't work. Again could you tell me what has changed after this experience in terms of
teaching English composition? For example, have your syllabus become strict (no late
homework is not accepted)?
14. You told me that if the teacher is inexperienced and young and women, that is
considered as flaws. Could you explain why that is considered as flaws? Especially
"women?"
15. You told me that one of your male students was rude and behaved as if he threatened
you. What was the cause of this incident? How did you overcome this problem?
16. Again have you been taught how to establish your credibility as a nonnative English
teacher?
17. How did your students evaluate your teaching last semester?
18. You told me that coming out as a nonnative English teacher is not necessary. But do
you think, at least, sharing your nonnative-ness with your teachers or classmates is
important?
19. In response to the question "what makes a nonnative teacher unique?" you told me
that nonnative English teachers are not preferred by American students. Why? Also you
told me that the fact that the teacher is a nonnative speaker will work in a negative way.
Why is it negative? What is the negative side of nonnative English teachers? On the
other hand, do you see the positive side of nonnative English teachers? What are you
basing your perceptions of advantages and disadvantages on? (Compared to native
English teachers)
20. You told me that the native and nonnative thing is about the language. Do you think
cultural adaptation will also influence the native/nonnative thing?
21. You told me that when you cannot express yourself fluently in class, you feel
frustrated and you know you are a nonnative English teacher. But as a grad student,
when you are taking classes, do you sometimes feel frustrated because of your nonnativeness? Or in other situations in your daily life, do you feel frustrated as a nonnative
speaker of English?
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22. Do you think your students would respond differently if you were a European
background (white) nonnative English teacher rather than an Asian background nonnative
English teacher?
23. What expectations do you have of your future ESL international students?

The Third Interview with Ms. J from China
1. Except for teaching, do you sometimes feel frustrated as a nonnative English speaker
in your everyday life? How do these frustrations make you feel about yourself as a
nonnative speaker of English?
2. Given what you have said about your education and language learning/teaching
experiences through the first and second interviews, how do you understand teaching
English composition as a normative speaker of English? In what ways is it important to
you? What is your goal for teaching English composition as a nonnative English teacher?
What is the meaning you give to teaching English composition as a nonnative English
teacher?
3. How do you view your role as a nonnative English teacher? (e.g., the gateway
between students and studying English composition, director, friend)
4. With the global spread of English, do you think it is important for American students
to accept a variety of English, such as nonnative English teachers' English? Why or why
not?
5. What career do you see yourself in 5-10 years from now?
6. Do you think the ideology of standard English and monolingual English is widespread
in the U.S.? Why or why not?
7. What role, if any, should the nonnative English teacher play in developing English
education in the U.S. educational context?
8. What qualities should the nonnative English teacher have in the U.S. educational
context? How about the case of the English composition instructor?
9. Do you have any suggestions for the future writing program as a nonnative English
teacher?
10. You told me that your teaching advisor helped you greatly. How is the teaching
advisor important for nonnative English teachers? What role should the teacher advisor
play in establishing the nonnative English teacher's credibility?
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11. What was your reaction to student evaluations? Did you think they were accurate?
Why or why not? Did you have any new goals for your teaching as a result of student
evaluations?
12. What are advantages of nonnative English teachers? What are disadvantages? What
are you basing your perceptions of advantages and disadvantages on? (Compared to
native English teachers)
13. What expectations do you have of your future ESL international students you plan to
teach?

The Third Interview with MSi S from Spain
1. You told me you sometimes feel frustrated according to who you are talking to. How
do these frustrations make you feel about yourself as a nonnative speaker of English?
2. Given what you have said about your education and language learning/teaching
experiences through the first and second interviews, how do you understand teaching
English composition as a nonnative speaker of English? In what ways is it important to
you? What is your goal for teaching English composition as a nonnative English teacher?
What is the meaning you give to teaching English composition as a nonnative English
teacher?
3. How do you view your role as a nonnative English teacher? (e.g., the gateway
between students and studying English composition, director, friend)
4. With the global spread of English, do you think it is important for American students
to accept a variety of English, such as nonnative English teachers' English? Why or why
not?
5. What career do you see yourself in 5-10 years from now?
6. Do you think the ideology of standard English and monolingual English is widespread
in the U.S.? Why or why no?
7. What role, if any, should the nonnative English teacher play in developing English
education in the U.S. educational context?
8. What qualities should the nonnative English teacher have in the U.S. educational
context? How about the case of the English composition instructor?
9. Do you have any suggestions for the future writing program as a nonnative English
teacher?
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10. You told me that your teaching advisor helped you greatly. How is the teaching
advisor important for nonnative English teachers? What role should the teacher advisor
play in establishing the nonnative English teacher's credibility?
11. What was your reaction to student evaluations? Did you think they were accurate?
Why or why not? Did you have any new goals for your teaching as a result of student
evaluations?
12. What are advantages of nonnative English teachers? What are disadvantages? What
are you basing your perceptions of advantages and disadvantages on? (Compared to
native English teachers)
13. What expectations do you have of your future ESL international students you plan to
teach?

The Third Interview with Ms. X from China
1. Except for teaching, do you sometimes feel frustrated as a nonnative English speaker
in your everyday life? How do these frustrations make you feel about yourself as a
nonnative speaker of English?
2. Given what you have said about your education and language learning/teaching
experiences through the first and second interviews, how do you understand teaching
English composition as a nonnative speaker of English? In what ways is it important to
you? What is your goal for teaching English composition as a nonnative English teacher?
What is the meaning you give to teaching English composition as a nonnative English
teacher?
3. How do you view your role as a nonnative English teacher? (e.g., the gateway
between students and studying English composition, director, friend)
4. With the global spread of English, do you think it is important for American students
to accept a variety of English, such as nonnative English teachers' English? Why or why
not?
5. What career do you see yourself in 5-10 years from now?
6. Do you think the ideology of standard English and monolingual English is widespread
in the U.S.? Why or why not?
7. What role, if any, should the nonnative English teacher play in developing English
education in the U.S. educational context?
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8. What qualities should the nonnative English teacher have in the U.S. educational
context? How about the case of the English composition instructor?
9. Do you have any suggestions for the future writing program as a nonnative English
teacher?
10. Is the teaching advisor important for nonnative English teachers? What role should
the teacher advisor play in establishing the nonnative English teacher's credibility?
11. What was your reaction to student evaluations when you reflect on teaching
American students? Did you think they were accurate? Why or why not? Did you have
any new goals for your teaching as a result of student evaluations? How about ESL
students?
12. What are advantages of nonnative English teachers? What are disadvantages? What
are you basing your perceptions of advantages and disadvantages on? (Compared to
native English teachers)
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APPENDIX D
OPEN-ENDED INTERVffiW QUESTIONS FOR THE FOURTH INTERVIEW

The Fourth Interview with Ms* K from South Korea
1. Through three interviews we have done so far, I think highlights of your comments are
(1) your strong desire to study English, (2) teaching English composition to American
students is a good experience for your future career, even though they don't like your
accent, and (3) You need to have good content and give students necessary things in
teaching. Is there anything else you would like to add about the relationship between
being a nonnative speaker of English and teaching in the U.S. context?
2. What was your reaction to student evaluations when you reflect on teaching American
students last semester? Did you think they were accurate? Why or why not? Did you
have any new goals for your teaching as a result of student evaluations?
3. How do you view your role as a nonnative English teacher? (e.g., the gateway
between students and studying English composition, director, friend)
4. How is your experience in teaching English composition reflected in your current
teaching?
5. How is your multilingual strength reflected in your current teaching?
6. Do you still have a communication problem in class? Did you overcome it?

The Fourth Interview with Ms. J from China
1. Through three interviews and classroom observations we have done so far, I think
highlights of your comments are (I) your high intelligence, the ability to explain things
quickly and clearly, the ability to understand students precisely (2) you gained confidence
as a nonnative teacher (3) as a nonnative English teacher, this is a great experience to
teach in the US, and you are growing, learning, and facing challenging, is there anything
else you would like to add about the relationship between being a nonnative speaker of
English and teaching in the U.S. context?
2. What was your reaction to student evaluations when you reflect on teaching American
students last semester? Did you think they were accurate? Why or why not? Did you
have any new goals for your teaching as a result of student evaluations?
3. Is your identity as a nonnative English teacher always growing and changing?
4. How is your past experience in teaching English composition at UA reflected in your
current teaching?
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5. How are your multilingual/multicultural strengths reflected in your current teaching?
6. Do you still have a communication problem in class? Did you overcome it?
From my observations you've had no communication problems.
7. What was your reaction to the Arizona Daily Wildcat?

The Fourth Interview with Ms. S from Spain
1. Through three interviews we have done so far, I think highlights of your comments are
(1) drawing a clear line between the teacher and the students to gain respect from them
(2) being a good caretaker with strong responsibility, maybe coming from your family
background (some relatives are in teaching profession) (3) being knowledgeable about
linguistics. Is there anything else you would like to add about the relationship between
being a nonnative speaker of English and teaching in the U.S. context?
2. What was your reaction to student evaluations when you reflect on teaching ESL
students in summer? Did you think they were accurate? Why or why not? Did you have
any new goals for your teaching as a result of student evaluations?
3. How do you view your role as a nonnative English teacher? (e.g., the gateway
between students and studying English composition, director, friend)
4. How is your past experience in teaching English composition at UA reflected in your
current teaching?
5. How are your multilingual/multicultural strengths reflected in your current teaching?
6. Do you still have a communication problem in class? Did you overcome it?
From my observations you've had no communication problems.
7. How do you understand teaching English composition now as a nonnative teacher?

The Fourth Interview with Ms. X from China
1. Through the interviews and observations I have done so far, the highlights of the
interview seem to be (1) your cultural adaptation of teaching from Chinese to American
educational contexts, (2) your confidence (pride) as a nonnative English teacher that
comes from your educational and family background. (3) the effective use of your
cultural knowledge. Is there anything else you would like to add about the relationship
between being a nonnative teacher of English and teaching in the U.S. context?
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2. What was your reaction to student evaluations when you reflect on teaching American
students this semester? Did you think they were accurate? Why or why not? Did you
have any new goals for your teaching as a result of student evaluations?
3. How do you view your role as a normative English teacher? (e.g., the gateway
between students and studying English composition, director, friend)
4. How is your past experience in teaching English composition at UA reflected in your
current teaching?
5. How are your multilingual/multicultural strengths reflected in your current teaching?
6. Do you still have a communication problem in class? Did you overcome it?
From my observations you've had no communication problems.
7. How do you understand teaching English composition now as a nonnative teacher?
8. What was your reaction to the Arizona Daily Cats?
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APPENDIX E
TEACHER PROFILES

The researcher will keep your information conHdential in order to ensure your
safety.
Biographical Information
Place of Birth;
Age;
Age of arrival in English speaking countries;
Your Country;
Your Ethnicity;
First Language;
First exposure to English (e.g., 3*^^ grade in Japan);
Context of first exposure to English (EFL or ESL?);
Additional languages spoken or learned;

Teaching Experience at UA
How many years have you taught English composition at UA? (
Please indicate all classes you have taught.

Fall 2001; Eng (
) for American/ESL, Eng (
) for American/ESL
Spring 2002; Eng (
) for American/ESL
) for American/ESL, Eng (
Summer 2002; Eng (
) for American/ESL, Eng (
) for American/ESL
) for American/ESL, Eng (
) for American/ESL
Fall 2002; Eng (
Spring 2003; Eng (
) for American/ESL, Eng (
) for American/ESL
Fall 2003; Eng (
) for American/ESL, Eng (
) for American/ESL
What class do you plan to teach in Spring 2004? (

)

Please list any committees or activities you are currently serving on at the English
composition program?
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Professional History
Please give as much detail in completing the following as you are available. Your
information is invaluable for the research.
Pre-Service

Please give detailed information about your educational background. List your degree,
the name of the institutions you attended, and the courses taken as part of your degree
program.

List any extracurricular activities you engaged in that you believe were relevant to your
development.
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In-Service
Please list your teaching experience (i.e.. Where did you work, in what capacity, and for
approximately how long?)

Please list any additional professional endeavors that you believe were relevant in your
development as a teacher. Include membership of professional organizations.

Research
Are you engaged in any type of research that may have a bearing on your practice?
Please indicate below.
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APPENDIX F
STUDENT QUESTIONNAIRE
"Exploring English Teachers' Experiences in Teaching English composition at a U.S.
University"
INFORMATION FOR STUDENTS: You are being invited to voluntarily complete this questionnaire.
The questionnaire is part of a research project conducted by Takaharu Saito, Ph.D. candidate in Language,
Reading, and Culture. The purpose of this research is to understand how English teachers' identity
constructions develop in a U.S. educational setting. All of your answers will be kept anonymous and
confidential. By completing this questionnaire, you give the researcher your consent to use the information
you provide. Thank you for your time and willingness to complete this questionnaire.

Personal Information
1. My country is
.
2. My ethnicity is
.
3. My age is
.
4. My first language is
.
5 . 1 am a (MALE/FEMALE).
6 . 1 have been in the U.S. for
(HOW LONG).
7 . 1 am in
(What English composition class?).
1. Could you describe the best classroom activities in this class?

2. Could you describe the worst classroom activities in this class?

3.a. Your current English composition teacher teaches differently from other native
English speaking teachers you have had so far.
strongly agree
1

agree
2

neither agree nor disagree disagree strongly disagree
3
4
5
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3.b. Why?

4.a. The way your current teacher teaches helps me to learn English composition.
strongly agree
1

agree
2

neither agree nor disagree disagree strongly disagree
3
4
5

4.b. Why?

5.a. I learned a lot from the current English composition teacher.
strongly agree
1

agree
2

neither agree nor disagree disagree
3
4

strongly disagree
5

5.b. Why?

6. How do you characterize the role your English composition teacher plays? Please
specify. (e.g., director, friend, actor, foreigner, facilitator, and others)

328

7. What kind of image do you have of your current English composition teacher?
a. credible 1

2

3

4

5 not credible

2

3

4

5 not effective

WHY:

b. effective 1
WHY:

c. skillful 1
WHY:

2

3

^

d. friendly 1

4

5 not skillful

^

2

~

3

4

5 not friendly

WHY:

e. respectful 1
WHY:

2

3

4

5 not respectful
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8a. Would the image of your English composition teacher be different if it was a
MALE teacher?
different 1

2

3

4

5 not different

Sb. Why?

9.a. I was able to understand lectures well in class.
strongly agree
1
9.b. Why?

agree
2

neither agree nor disagree disagree
3
4

strongly disagree
5
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