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Abstract

This is a study of how teachers, students and administrators in a particular university’s language
department in Guanajuato, Mexico, construct the English teachers’ professional image. The
experiences of ten teachers, fourteen students, and two administratorsaitghage Department of
the University of Guanajuato in Mexico are explored through data obtainedcivomersations,
narratives, critical incidents, e-mail correspondence aluatfigtes.

This thesis began as an investigation laf tonstruction of the ‘native/nonative’ debate.
However, it arrived at a final point which is concerned about the ways in whicidimali perceptions
are constructed and affected through historical or social pressures. From thelldatad key areas
emerged, such as: identity, labelling and the socio-political relationshipedrtiMexico and the
United States and its consequences. The data shows the polarization thabeexists ‘native
speakers’ and ‘non-native speakers’ themselves concerning aspects such as birthplace, ethnicity and
nationality. In order to make sense of this data, | decided to employ the tohspm to explain how
images of the English teacher and speaker are constructed and maintained (or rejected) by participants.
This is used as a lens to understand the evolution of the creation of the ‘native speaker’ image and
labels. Thishelps understand how the ‘native speaker’ image came to play such a critical —and
sometimes apparently harmfalrole in the construction of the Other and the Self. Specifically, the
‘native speakérspin was not a point of investigation, but emerged as a significantfdodhe
discussion of the data as the analysis progressed.

Overall this study seems to set a precedent that ither@ cleareut division between ‘native’
and ‘non-native speakers’. Rising awareness of how complex labels operate through discourses,
institutions and hiring policies may help to bring about more recognition of commesalitenglish

teachers as professionals.
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Chapter 1

Introduction

1.1 Focusing the Study

This is a study of how teachers, students and administratorspantieular university’s language
department in Guanajuato, Mexico, construct the English teachers and speakers. Thecexzpeafrie
ten teachers, fourteen students, and two administrattihe Language Department of the University
of Guanajuato in Mexico are explored through data obtained from conversations, naarativietd-
notes. These participants delineate themselves and their colleagues on thedessisplive phrases
to refer to physical appearance, ethnicity and the connection with the praddeerihg. At the same
time, this study discusses the use of labels given to English speakers and tmadhexglores the
complexities of personal and professional identity formation. As well, basetieoparticipants’
narratives, it investigates the construction of the English teacher. Allesé factors are narrated
through my voice as aon-nativé English teacher that has had to work inside and outside of Mexico
as a professional. This, | think, gives me the ability to seen the phenomenocdiat in Mexico
from two perspectives; as a member of a group of teachers at the Languagen®wpand as an
outsider at the same time.

The research questions that guide this thesis are:

1. How is the image of the English teacher and speaker constructed by students, teachers and
administrators of the Language Department of the University of Guanajuato?

2. What are the ptdems with the term ‘non-native speaker’ at a local, national and
international level?

3. What labels have participants experienced and how these explain participants’ construction

of their personal and professional identity?

Before going further, | need to explain some of the important factors which mdtivgténterest in

the topic and how this is related to what this thesis explores.

1.1.1Personal Motivation: On Being a ‘Non-Native Speaker’ in and Outside Mexico

| had contact with English early on, at the age of four, before my school ystudidd English for
many years, but it was not until | was fifteen years old that lestéot develop a more focused interest
in the language. As | had been in contact with the language for years, but | had noheagérigng
abroad and using it, | was sent to the United States for approximately twooyetirdyt high school.

was thrilled and eager to start a new experience in my life, and | had the ideadbajding to be in



contact with other English speakers. But it did not take me long to learralthaugh | was
approaching my new classmates as others just like me, | was not accepted assbkie them. This
was my first experience of being classified as a Mexican because of ngokkin. Moreover, being
classified as Mexican was not the problem, but the fact of being Mexican to the aygsnefv
community, vas something “wrong” and “less” in comparison to the Americans I had contact with. At
least this is what they made me feko, it was my first political experience with being labelled, yet
accepted. | was accepted because the family that | lived with was amstableer of the community
although they were classified as a Mexican-American family. This ideainf accepted because of
my relationship with others was difficult to handle. Especially, for a yewsmgan that looks younger
than she is and is barely five feet tall, with dark skin, hair and eyes. It madel me ifdevas already
labelled and classified before | even spoke. This may even be one of the reasons wmedveave
become less outgoing and less likely to speak in new situations.

Nevertheless, back then, | was in contact with many other cultures and Hléauine tolerant
of them and alternative ways of thinking. | was not being accepted for whas|bgcauséd
experienced what | have learned to call over tithe Latina appearance effect’. People used to speak
in English to my friends, but when they turned to me, without asking whers fram, they tried to
speak in Spanish. At first, | thought that it was a figment of my imaginationettawas days and
months went by, | realized that it was not an isolated episode in my lifer@iffincidences kept
pushing me from being part of the group of English speakers, to feeling likg bExican and
speaking Spanish was wrong. For example, several teaddenstdeven bother to give me a test in
English and instead sent me to a different group where only Spanish speakers welthdadiagn,
until the Director became aware of the situation and took action. He helpeddifierient ways and,
what is more, he always spoke to me in English. At the time | was not exactlytsuievas getting
these reactions from teachers and some classmates, but | assumed that | was caegminedne
“different” because, first, I “looked” Mexican, and second, because | had a strong accent. Those were
the only outwardly obvious signs that | could think of that could distinguish metfremest of the
students. That happened many times, but | can say that it still happens these dayil. Iaballed as
a Spanish speaker due to my skin colour.

Things are not different in other English speaking countries. As a constant travefler t
United Kingdom, it has happened to me that when people look at me they ask thenfptioestion:
“Are you from India? These situations made me reflect on my own personal and professional
identity. On one side, | am proud of being Mexican and on the other side, wheg legvcountry |
realized that | can become something else. It does not matter how proficienin| Emglish, my
physical appearance seems to give myself away, in the sense that | am kapetiedppearance. At
first it bothered me and made me feel mad, but with time | have gotten usexhtbdome to terms
with it. Being labellechs a ‘non-native speker’ of English in my own country, and in others as well,
made me realize that it does not matter how proficient | am, theralwilys be other aspects that

people will regard as more important, or maybe as more desirable. This thesis will discuskedsese



In my professional experience, though, it has not been different. When havingifeeebyh
the University of Guanajuato, | found myself teaching future and curreniskrighchers. My new
students were people who had been teaching for years, and they were older than veasbéreahe
first time I came to Guanajuato and the first question one of my student asked me was: “Are you from
India?”. T was surprised because I was used to questions such as: “How old are you?”, “Where did you
learn your Englishi?or “How many years did it take you to learn English?”. But that first question
was somehow different. I said “No, I'm Mexican”. My student said with disappointment'Ah, then
you speak Spanish”. I still think that my student asked me because at that time, I was the second
Mexican teacher hired in the Language Department (where most of my colleagues comerfftom N
America) and the student wanted to make sure that | knew the language but also if IHatdwas
doing. After | answered, the other familiar questions came. | think shigtfeldisappointed due to
the fact that | spoke Spanish. The reason was, as she told me later, that she daeteaohérs who
speak Spanish in the English classroom, and the fact of me being Mexican made her thimk | woul
speak Spanish in class. Then, | can see here that definingatihe speakéris not an easy task, and
many factors are involved, such as competence, education, and the way you Idio&t, Aty
experience led me to be intrigualtbut the distinction between ‘native’ and ‘non-native speakers’, but
later on | wanted to explore the issue moreldpth since my experiences and other colleagues’
experiences made me move from a simplistic distinetiohative’ and ‘non-native’ to other issues of
ethnicity, labelling, nationality and the historical background between Mexicchandrtited States
This history between the two neighbouring countries has been stronghenofld by acts of

classifying person based on skin colour or racial background.

1.2 My Interest in the Research of ‘Non-Native’ Teachers

The ‘native speaker’ or ‘non-native spaker’ labels are worthy themes of research, particularly in an
EFL (English as a Foreign Language) context, such as the one where this studgndasted
because it directly affects hiring policies and professional opportunitiestheFaore, as an EFL
learner myself, | found this very useful and revealing, remembering my awatrations and
satisfactions while being a user of English, but not accepted as such whemliBiogfon. Also, as a
teacher, | remembered the moment | was hired by the University of Guanajuateaahédrs and
students’ reactions when I was given the upper levels to teach. My colleagues thought it was a mistake

on the part of my supervisors, since | was the only Mexican at the time tedcbseglévels. For
students, it was surprising that a young Mexican teacher would be able to teachdtremed
English.Situations like the one described here have marked my personal and professional identity and
they are explained in my autobiography, which | have included for interest in Apperfeax this
study, in order to have a broader theoretical perspective, | first needed &bea studies related to
this issue, in order to construct a new approach which would enable me to study from a difiglent

the construction of the English teacher with the potential of finding a newaabpod exploring the



issue. In this work | willklways place ‘native speaker’ and ‘non-native speakérin inverted commas,
following Holliday’s (2006) acknowledgement “in recognition of their ideological construction” (p.
385). They are contested terms, belonging to a particular discourse and ideologicattonsgs
will be further discussed. They are products of a particular ideology which tends to place the ‘non-

native speaketsn an inferior position.

1.2.1 Positioning my Research in Current Studies

Reviewing the relevant literature I found that the issue of ‘native’ and ‘non-native’ speakers is more
than an issue of linguistic proficiency, but an issue concerning ethnicity and id€ht#ygoes deeper
in the private and public lives of those who are part of the teaching profession.

Most of the studies regarding ‘native’ and ‘non-native speakers’ focus their attention on the
linguistic aspect, pondering the charatécs of what makes a ‘native speaker, as well as on how the
concept follows a now established concern about political inequalities withinsErighnguage
Teaching (ELT) (Pennycook 199€anagarajah, 1999a; Kubota, 2001). Also, some studies make
reference to the attitudes stakeholders and students have towards a ‘non-native’ speaker, derived from
power relationships (Ballard, 1996; Cortazzi & Jin, 1996; Holliday, 1994; Medgyes, 1998;
Phillipson, 1992a; Rampton, 1990). Also, a movement started in 1998 by George Braine which tried to
give ‘non-native’ speakers a voice in the TESOL international organization is a central part in this
review. The reason is that defining what the ‘native’ speaker is goes beyond the pure linguistic aspect.

As the data emerged in this study, participants shared their histories with me anddutfiffeilent
aspects which shape the image of the English teacher at a local, national ravadiont level. As a
narrative approach is used in this thesis, stories are constantly being revisitedlight of new
events, as Webster and Mertova (2007: 2) emphasike following “Narrative allows researchers to
present experience holistically in all its complexity and richness. Narrativéralies the temporal
notion of experience, recognising that one’s understanding of people and events changes”. In order to

make sense of these events, two groups of participants are key in this research.

1.3 Core Data and Peripheral Data

It is worth noting that the perceptions affecting the preference for one type ofrteaehé¢he other
was initially limited to participants directly connected to my imragsli context, such as
administrators, teachers and students. Furthermore, participants’ perceptions were considered as
essential, but still | was missing the integration of the several veibieh emerged in the research.
This is when | decided that a second group of participants was necessary to ateonmor this
discussion. This was to create a more complex narrative where it was possilile fiata that
emerged from the first group (the core group of teacher, students and adioirsisit the Language

Department) could be integrated with a second group of participants whicmidftwy people who



are also teachers, students and mainly administrators, yet work in differenbfpiuesworld. Their
experiences are explored through data collected from critical incidents, e-meslpomdence and an
on-line discussion. This second group (or peripheral group) adds an important elemenstiudyh
which further interrogates the data from the first group. Having this secondig important because
they are people who write and read about the issue of my studyal$o this second group which
introduces the complexities that the first group did not initially mention, sucts@stnation at the
workplace, the impact of a pejorative terminology concerning personal arssioofal identity, and
the tensions lived as part of an international community. This significant datkedh@e to interview
the first group further and take them to a deeper level of critichlibugh a more complex narrative
approach.

The contributions of these two groups are therefore interconnected in datahd issues
discussed among the second group serve the purpose of questioning the issues disttigs$iest in
group. The purpose is to explore the understandings of the profession and how ideatistriscted
and co-constructed, not only in the light of the discussions at a global bewed)so in the local
context of the investigation. The outcome of the study is therefore dedetaiscription of how a
particular community of teachers, students and administrators in Guanajuatowitloridentity,
ethnicity and labellingo deal with the ‘native-nonnative’ dichotomy. Issues such as image, physical
appearance, the political Mexican-American relationship, the pejorative teogynahd the constant
questioning of the personal and professional identity, emerged from this sttatyass determining

the participants’ identity.

1.4 Evolution of My Research Questions

Refining the research questions was a process in itself. In this section | shall describe how my research
guestions came about. This study began with traditional quesfiohswhat are the attitudes towards

the ‘native’ and ‘non-native’ English speaking teachers by students? And, 2) Whatare students’
perceptions of their English teachers? Reviewing the initial research proposa the research
training sessions, | realised that a qualitative approach would enable me to expasdanghrand go

beyond this simplistic approach. Also it would lead me to a broader questiaidthe construction

of the ‘native/ non-native’ figure in the light of identity formation? Reviewing the literature
concerning this theme, | found that my question still needed some work. Therefordeddecadopt

a more enriching approach to collect my data and discovered that using narratiyewayld help

me make sense of the experiences of my participants. Dyson and Genishi (198d) toat we all

have a basic need to tell our story:

Stories help to make sense of, evaluate, and integrate the tensions iithepgrerience: the past
with the present, the fictional with the ‘real’, the official with the unofficial, personal with the

professional, the canonical with the different and unexpected. Storiesihélansform the present



and shape the future for our students and ourselves so that it vidhbe or better than the past. (pp.
242-243)

It is important to note that it was the data from the peripheralkcjpantits that prompted me in the
direction of the narrative.

Looking at different perspectives, the following question started to emerge: akhahe
characteristics of ‘native/non-native speakers that participants regard as essential?. As the research
progressed it became more evidelmit tparticipants’ preference for one teacher or another was
variable, and that what guided these preferences was mainly past experiences. | therntalgoded
deeper than solely describing the preferences and to look for the possible réasdhsse
preferences. Also | wanted to know how the participants have shaped these preferehogstheg
also serve to describe the participants themselves. Therefore, anothemcgeresrged: What factors
may explain the participants’ preference or labelling of ‘native/nonnative’ in terms of identity
construction? This question seemed to be more in tune with what | wanted to eXpdoefore, after
considering the issues emerging from the data, new questioss hroshort, the main research

questions of this doctoral thesis are as follows:

1. How is the image of the English teacher and speaker constructed by students, teachers and
administrators of the Language Department of the University of Guanajuato?

2. What are the problems with the term ‘non-native’ speaker’ at a local, national and
international level?

3. What labels have participants experienced and how these explain participants’ construction

of their personal and professional identity?

1.5 Content of the Thesis

I will summarize the contents of the individual chapters that shape this dotiesa: tChapter 1
presents myself as the researcher and my lived experiences as a non-nativelsgeakenk at the
factors that shaped my interest in exploring the concept in the researoly setti my research
position. Finally, | include my research questions.

Chapter 2introduces the literature related to the early studies concetiingsue of ‘native’
and ‘nonmative’ English speaking teachers which is relevant to my study. | examine the role of the
‘non-native speakérin the ELT profession and how new ways of approaching the dichotomy are
being discussed.

Chapter 3 focuses on the methodology | employedclude my own story and | outline key
aspects of my identity which explain my positioreassearcher and insider. Also, this chapter covers
the research techniques used in this study: narratives, e-mail correspondence, anof theripberal

data. | describe why each technique was chosen and why my research was conducted aader a br



gualitative research approach and more specifically how this research is influempuesdrbgdernism
and social constructivism.

Chapter 4 describes the interconnectedness of the data, the process of anabizihghé
thematic structuring of the data chapters.

Chapter 5 presents the findings that emerged from theltiateplores a discourse of similarity
and difference and how the descriptive phrases used in the discourse servésa®dédet in the
professional and personal identity of participants.

Chapter 6 identifies the struggles of being labelled, using particuléesstord discussing the
status of English as an international language and its ownership to showing how this camsiéve
issue. This chapter offers an account of how participants, despite apparently ctmyradiles,
tensions created by labels and confrontations of their past and present experiences, faeenimeis di
and how they construct their identities in the light of pressures of the society and their own.

Chapter 7 explores more data and literature related to issues whichedmsuch as race,
ethnicity, labelling and the Mexican-American socio-political relationsAimative speaker’ spin
emerges from the data that allows the reader to make sense of the data anchexpiaiages of the
English teacher and speaker are constructed and maintained by participants. This complex
combination of literature and data blends to create an idea that is padfiticalure that helps place
both the core and peripheral data in content. | have aalkethe ‘native speaker spin

Finally, Chapter 8 describes the implications of my research, asagshat this may entail for
the future of the field. | include my conclusions with a discussion of how my rbesgads light on
the ongoing discussions.

In order to provide a background of the main theme of this thesis, the constructioe of t
English teacher, | present a discussion of how issues related to this themasemegra the current

literature in the following chapter.



Chapter 2

The Politics, Policies and Practices of Representing the English Speaker

2.1 Introduction

In order to provide a background to the main theme of the thesis, the caostafcthe English
teacher and speaker, | turn now to a discussion of how issues related to thisuthgresented in
what | have decided to distinguish as two types of literaturestinedardand thenon-standard
literature. 1 wish to represent how the studies have defined the speaker in tefargyuzge
proficiency and teaching skills. This review will pinpoint how this topic basn approached in
research that has been carried out in the area and the emergence of the thet890stimethe world

of the Teaching of English to Speakers of Other Languages (TESOL). | will matial sp&erence to

the discussions associated with the TESOL organization, especially with regael Nor-Native
Caucus (NNC). This is in order to set the scene for an understanding of how itietialisbetween

the ‘native’ and ‘non-native speaker’ arose mainly in the TESOL profession. Differing views on
whether defining the ‘native speaker’ in terms of language proficiency is positive or negative are then
put forward and the changing ownership of the English language is discussed. Thisiodiscuss
provides a context for the academic arguments outlining the implications afigraldistinction in
who speaks and teaches English in a globalised world. Thus, both the currently predominant and wide-
spread distinction between a ‘native speaker’ and ‘non-native speaker’, and the way teachers and
students talk about it are problematized. | do appreciate that this distinction islgoigy, but this
standard literature serves the purpose of setting the context in whicls¢besithn has taken place in
the TESOL domain. Finally, arguments with regard to the continued appropridey dichotomy in

the standard literatureare outlined. | push harder, though, to get tortbe-standardlistinction, to
show that the understanding of the issue has developed and is not about language proficiency and
teaching skills, but about identity, ethnicity and labelization, which kel further discussed in
Chapter 7 as a consequence of the data of Chapters 5 and 6.

The TESOL organization has been in existence since 1966. Many people from many countries
work as competent professionals in the classroom. Yet, the status of Enghbshimternational
language has developed in having more English speakers that have English as a second language than
as a mother tongue. In the 1990s TESOL, arguable the largest and most influentiai@ssodiz
profession, creted a Caucus to try and create integration and give ‘non-native speakers’ a voice in the
TESOL organization (Braine, 2010). This Caucus initiated a new way of approachidightb®my
and took the discussion into different directions.

To shed light uponhe issue of ‘native’ and ‘non-native’ speakers, and in order to understand
why there is such a controversy about the topic, | shall begin by giving ediffend even

contradictory definitions that I have found about the terms ‘native’ and ‘non-native’.
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2.2 Defining the ‘Native Seaker’

The termnative speakeis difficult to define and the different definitions given are not ssaely
cleareut. One of the first definitions of native speaker was the following: “the first language a human
being learns to speak is his native language; he is a native speakey lafiguage” (Bloomfield,
1933, p. 43). From a position similar to Bloomfield’s, Davies (1996) claims that a ‘native speaker’ is
the one who learnt the L1 in childhood, what he calls“tie-developmental definition”. In other
words, someone who did not learn a language in lebuldl cannot be a ‘native speaker’ of that
language. Also, Davies (2003jds what he calls ‘reality definitions’. These are the following

definitions:

native speaker by birth (that is by early childhood exposure),
native speaker (or native speaker-like) by being an exceptional learner,
native speaker through education using the target-language medium (the lingua franca case),

native speaker by virtue of being a native user (the postcolonial case), and

o~ 0w

native speaker through long residence in the adopted country. (p. 214)

Moreover, Kubota (2004) isolates five defining issues for a native English speatesjnilar to the

ones Davies (2003) proposes:

1. whether the person acquired the language from birth,

2. whether the person is a competent speaker,

3. whether the person acquired the language formally through education or infahmaligh
daily use,

4. what variety of the language the person uses, and

5. the race of the person. (p. 3)

These definitions show differences portrayed as complexly linked charactetistienianate from
the individual but they also imply that there should also be further criseigh, as the relevance of a

speech community.

2.2.1 Recognition of the Community

Kramsch (1995) saythat “it is not enough to have intuitions about grammaticality and linguistic

acceptability and to be able to communicate fluently and with full competencenastealso be
recognized as a ‘native’ speaker by the relevant speech community” (p. 363). Coppieters (1987) also
agrees that acceptance of the speech community is, then, another importantHanttweing called

‘native speaker’, implying that it does not depend exclusively on the individual. In The Native Speaker
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is Dead!Paileday (1985) states that the ‘native’ speaker “exists only asa figment of the linguistic’s
imagination” (p. 12), but Crystal (1997) contradicts Paikeday by saying that “[in] an ideal native
speaker, there is a chronologically based awareness, a continuum from birth toldeatthere are
no gaps” (p. 18). Paikeday, gives alternatives to the label of “native”, and proposes “proficient” or
“competent”.

However, Medgyes (1992) remarks that even the best ‘non-native’ speaker of English will never
reach “native competence” in spite of all their efforts. He goes on saying that they might come quite
close to be ‘native’ speakers but will always be “halted by a glass wall” (p. 342). This gives us the
sense that the ‘non-native’ speaker will find his/her competence will no longer improve at some point
of his/her life.

As a consequence, defining what a ‘native’ speaker is becomes more complex. The focus then
emphasizes the importance of looking not only at issues of self-definition slargaage acquired
from birth, competence and education, but also how othefiaedehat a ‘native speaker’ is.

Acceptance of the speech community is a relevant factor.

2.2.2 Cultural Identity

Liu (1999b), like Kramsch (1995), introduces a new elemenhe discussion of what a ‘native
speaker’ is. This is ‘cultural identity’; which refers to the multidimendional complexity of the
definition. He proposes the following elements should be considered:

sequence (Is English learned first before other language?)

competence (Is English our most competent language as compared to other languages?)
culture (What cultures are we most affiliated with?)

identity (Who do we prefer to be recognized as under different circumstances?)

environment (Did we grow bilingually or trilingually?), and

o g~ w N ke

politics (Why should we label non-native speakers and native speakers in a dichotomy

instead of viewing it on a continuum?). (pp. 163-164)

Accordingly, associocultural theory suggests “human activities take place in cultural contexts,
mediated by language and other symbol systems, and can be best understood when investigated thei
historical development” (Vygotsky, 1986: 124). In this sense, we should look at the position of ‘native

speakers’ in different contexts. Historically, ‘native speaker’ teachers may have consciously or
unconsciously been used as pawns of linguistic and cultural imperialism, where there imantiomi

and a dominated (Phillipson, 1992; Pennycook, 1994; Canagarajah, 1999a, 1999b, 2002). Usually, the
‘native speaker’ is seen as the dominant, and the ‘owner of the language’. The ‘non-native’ iS seen as

the ‘intruder’. But given the global role of English as an international language and the increasing

number of English speakers who use English as a second or foreign language, it would belbeneficia
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for both the teachers and learners to have opportunities to consider @rgs didhat ‘native English
speaker’ implies (Canagarajah, 2002; Kubota, 2004). This refers to linguistic and cultural factors that
shape learning and the impact of these factors have on pedagogical apprbaichean increase
awareness of classroom interactions with multiple voices in it and consddjubt status and power
between teacher and students.

2.2.3 Self-Definition

A good way of distinguishing who is and who is not a ‘native’ speaker of English is through self-
definition (Lazaraton 2003), or as Davies (2003) remarks “we cannot distinguish the non-native
speaker from the native speaker except by autobiography” (p. 213). And it is this autobiography which

brings other issues to the discussion, such as confidence and identity. As Davies (2003) suggests:

...[I]t is in judgement data that the most intractable differences between native and non-native
speakers are to be found [...] The fundamental opposition is one of power and that in the event
membership is determined by the nanive speaker’s assumption of confidence and of identity.

(p. 215)

In this respect, Liu (1999ain a discussion of what he calls “politics”, implies that often the ‘native
speaker’ is considered to have a certain appearance: a typical white Anglo-American. f ‘native
speakerswant to be considered as such, they must look like typical white Angkeriéams. This
coincides with Amin’s (1997: 97) reflection when explaining her difficulties in being accepted as a
“native English speaker” because of the colour of her skin or the variety of English she speaks,

showing how this image is embodied in a particular physique.

2.2.4 English as a Global Language

Another element to consider when determining what makes a ‘native speaker’ is the worldwide
changes in the teaching of English as a second or foreign language. Given the statusstof Eng
nowadays (as a lingua franca, international language and global language, as it halieo@eanda
with more and more varieties of English being recognized,ithpsrative to define the term ‘native
speaker’ more broadly. Boyle (1997) points out thatWhen employing English language teachers,
more attention is now beingiven to expertise rather than simply the country of origin” (p. 164).
Kumaravadivelu (2003) recognizes that English has achieved a global status and this is the reason why
local varieties have come about. These ‘angtly called world Englishes [...] Inglish for India,
Siringlish in Singapore, etc., or one now hears about Franglais in France, Deniglishmang, and
so on” (p. 539).

Nevertheless, whatever definition or definitions are adopted or criteria applieticther one

agrees with the replacement of the term due to the difficulty oflesstialg its linguistic viability, the
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‘native speaker’ English language teacher “plays a widespread and complex iconic role outside as well
as inside the Engliskpeaking West” and the terms ‘native speaker’ and ‘non-native speaker’ “have a
very real currency within the popular discourse of ELT” (Holliday 2006: 385).

In an attempt to find a definition, studies have emerged and some of them have made such an
impact in the dichotomy ‘native/nonmative’ speakers that it iS an important issue in the world of
TESOL.

2.3The ‘Native’ and ‘Non-Native Seaker’ in Research: The Paradoxes of the Dichotomy

Having looked at how the term ‘native speaker’ has been defined, I move now to a discussion of the
studies carried out in regard to the topic. | do this in an attempt to iratestitpether the definitions
previously discussed have had an impact on the research and how they might contrithetieio a
understanding of th&FL teachers’ identities as ‘native’ and ‘non-native speaker’. This takes the
discussion of the usual teaching practice to a more complex discusdittnvef Them. | start first
with some discussions which have been considered in the areas of teaching prattmesent
differences one teacher has over another and the relevhnmmver relationships and the role of

culture.

2.3.1 Differences in Teaching Practices

There have been different studies regarding the issue of ‘native’ and ‘non-native’ English speaking
teachers. In early studies, authors such as James, 1977; Haughes & Lascaratou, 1982; and Sheorey,
1986, definethe ‘native’ speaker of English as the person who learns the language in childhood and
comes from an English speaking country. These authors suggest that thereeezacditf between
teachers and this could be important to the teaching practices where Englisthisatasgcond or
foreign language. Some of the most remarkable differeoiCés ‘native’ and ‘non-native speaker’
teachers in these studiegre the attitudes teachers had towards students’ mistakes, showing that
particularly ‘non-native’ English speaking teachers seemed more concerned to assess grammatical
accuracy more rigidlyThese studies showed that ‘native’ English speaking teachers generally regard
language as a means of achieving a communicative goal and ‘non-native’ English speaking teachers
regard English primarily as a school subject to be learnt and only secondaailgomsmunicative
medium to be used. Tsui (1985), Flattley (1996), and Mora (2004) found that ‘native’ English
speaking teachers seamread students’ compositions more carefully by making comments in the
compositionswhile ‘non-native’ English speaking teachers ask for an immediate correction and make
more imperative and direct comments.

One of the first studies directly related to the area of teachangViedgyes’ in 1994. He had
already published two articles in tl&.T Journal 1) “The schizophrenic teacher” (1983) and 2)

“Native or nonaative: who’s worth more?” (1992). Yet it was his bookhe Non-native Teacher
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(1994)that brought the issues concerning non-native speaker English teimtbeh® open, and this
was clearly the initial effort to showhe complex issues of the theme of ‘non-native speakers’. He
mainly discussed the status ofon-native speakérteachers of English in the world. This study
consisted of an international survey of 216 native and non-native English speakimgstdamh ten
different countries. The results led Medgyes (1984Jatalogue these two types of teachers as “two
different species” (p. 25) and proposed four hypotheses:

that the NS [native speaker] and NNS [non-native speaker] teachers ditimis of (1)
language proficiency, and (2) teaching practice (behaviour), thatd8) of the differences in
teaching practice can be attributed to the discrepancy in language profieciaddpat (4) both
types of teachers can be equally good teachers on their own terg®) (p.

As a result of this study, Medgyes pointed out that teachers’ self perceptions showed that ‘non-native’
speakers admitted to having various language difficulties (the most common areagosabulary

and fluency, followed by pronunciation, and listening comprehension). However, he concluded that
‘non-native’ speaker teachers can be considered good learner models having gone through the process

of learning English as a second (or third or fourth) language. This meatisedmteachers have gone
through the same experiences of having been learners at a particular stageliieshaird it is this

that becomes the main characteristic used in their favour. This, however, seemsotatee main
justification because there are a number of elements to be considered when describangativat
speaker is and Medgyes’ study did not consider all of them.

Probably, ‘native speakers’ of a language use idiomatic expressions naturally, and speak
fluently. But, as Maum suggests (2002) people do not become qualified to teach English merely
because English is their mother tongue, or because it is the language theinlgasir childhood.

This does not guarantee quality in teaching, and much of the knowledge that ‘native speakers’ bring
intrinsically to the English classroom can be learnt by ‘non-native’ English speaking teachers through
teacher training. Alsathere is a common belief that because ‘non-native’ English speaking teachers
have adopted language-learning strategies during their own learning process, they are most likely to be
better qualified to teach those strategies and more empathetic to tdeirtsstlinguistic challenges
and needs (Medgyes, 1996; Sammimy and Brutt-Griffler, 1999). Then, an importantraspiscirea

is teacher professionalism and we should consider whether an individual hagdeadequate
professional training to teach English as a second or foreign language (Liu, T8 are many
TESOL programs (and other similar teacher preparation programs) whose goalprayate future
English teachers to face the real world and teach to different type of students.ekladtvisvcommon

to find that when being trained to become English teachers, ‘non-native’ speakers constantly ask for
traditional classes in pronunciation and vocabufangstly because of the frustration they later face
when teaching students who might beliek# ‘native English speaking teachers are automatically
better teachers than ‘non-natives’” (Mossou, 200218-19). This undoubtedly leads us to the notion of

‘expertise’ (Rampton, 1990). He says ‘expertise is learned, not fixed or innate’ (p. 98) and that ‘the
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notion of expertise shifts the emphasis from ‘who you are’ to ‘what you know’ (p. 99). Thus, the
construct of‘expertise’ diminishes undue prejudices and discriminations against ‘non-native’ speaker
professionals and challenges the notion that the ideal teacher of English is a ‘native’ speaker (see

Phillipson, 1992).

2.3.2 Students’ Perceptions

Samimy and BrutGriffler (1999) conducted a study aiming to find out perceptions of ‘non-native’
TESOL graduate students regarding the ‘native’ versus ‘non-native’ issues in teaching English. Their
research questions were: “How do non-native TESOL graduate students perceive themselves as ELT
professionals? Do they think that there are differences between native andtivenspeakers of
English in their teaching behaviour? If so, what are they?” (p. 133). They noted the differences in the

area of linguistic competence in English, teaching methods, and general characterisfiéowing

table summarizes their findings:

Native English speaking teachers Non-native English speaking teachers

e Informal, fluent, accurate ¢ Rely on textbooks and materials

o Use different techniques, methods an o Apply difference between L1 and®

approaches e Use L1 as medium
¢ Flexible e Aware of negative transfer and
¢ Use conversational English psychological aspects of learning
¢ Know subtleties of the language ¢ Sensitive to the need of students

e Use authentic English, provide positivé ¢ More efficient
feedback e Know students’ background
e Focus on communication rather than @ e Focus on exam preparation

exam preparation

Tablel. Finding summary of Samimy and Brutt-Griffler (1999)

This particular study indicated that non-native speaker teachers are generalgmpatbetic towards
their learners and become a good role model for their students, as Medgyes (1994) bsiddugg
before. They also have realistic expectations from their learners of Englisbldnl, the findings of
Samimy and Brutt-Griffler seem to imply that there is a bitditips in this subject in terms of its
“values” and teaching, and it is almost like looking for clear-cut divisions in terms of language skills.
While all these research studies were developing, the creation of the Caucus for ‘non-native’
English speaking teachers was starting. George Braine organized a colloquium titled “In their own
voices: ‘non-native’ speaker professionals in TESOL” at the 38 annual TESOL convention, held in
Chicago in 1996 (see Braine, 1999). He invited Wwedllwn ‘non-native’ speaker scholars in Applied

Linguistics as well as novices in the profession to participate. This wadeedfirening of the sharing
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experieres, with ‘non-native’ speakers in the audience claiming that they finally had a voice within
TESOL. Then, the idea for a TESOL Caucus for ‘non-native’ speakers was first proposed at this
colloquium. Braine (2004) makes meaning of the Caucus in the following:

The overall aim of the caucus is to strengthen effective teaching and ¢eafriimglish around
the world while respecting individuals’ language rights. Specifically, the major goals are to create

a non-discriminatory professional environment for all TESOL mesbiegardless of native
language and place of birth, encourage the formal and informal iggthef non-native speakers
at TESOL and affiliate conferences, encourage research and publications on theoolenative
speaker teachers in ESL and EFL contexts, and promote the rala-oftive speaker members in

TESOL and affiliate leadership positions. (p. 14)

The creation of the Caucus brought the issue of native and non-native Epglating teachers to a
new level. Some researchers startecitélg students’ views (Cheung, 2002; Lasagabaster & Sierra,
2002; Liang, 2002; Moussu, 2002). Medgyes (1994) points to several advantages and disadvantages of
both ‘native’ and ‘non-native’ teachers. For ‘non-native’, one of the advantages is related to grammar
teachingIf the ‘non-native’ is in a non-English speaking country, they have a greater familiarity with
the local educational environment. On the other hand, ‘non-native’ speaker teachers seem to be more
prone to use the students’ L1 in class, which is often perceived as a disadvantage. However, | assume
that thestudents’ perceptions concernirfgative/nonsative’ speaking teachers vary from country to
country and have deeper historical roots, as in the case of Mexico and the United Statbbeas w
later discussed in this thesis.

It is often believedthat sharing knowledge of the students’ L1 is an important source of

confidence for the ‘non-native’ speaker teacher. Luk (2002) points out:

To be frank, I am one of the ‘victims’ of this ‘native speaker fallacy’ back home. Although most

of my students who are prospective English teachers appreciated myhBmgliiency, my
knowledge of the English language systems, and my ability to neddeence to their L1 when
negative transfer appears in their English usage, when it comes tadenskills enhancement, a
few students have commented in their efdnodule evaluation that they would like to have a
native English speaking lecturer because a native Englistiing teacher would ‘force’ them to

use English in class because they are mostly illiterate in Chinesg. (p. 3

Luk (2002) continues to commethiat some students complained that the strong accent of their ‘non-
native’ English speaking teachers hindered them in receiving a better score in their learning subject
and limited their ability to gain the maximum amount of knowledge in thgsabom. This idea is
related to a type of racism, as part of tlm-standarditerature, and has been discussed in teaching.
For example, Amin (2001) and Tang (1997) have also touched on the topic of raciahidaesn
against teachers who come from the “periphery”, or what Kachru (1982) has called theuter circle

These authors claim that when teachers are not white Aagtor and do not look like ‘native’
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speakers of English, then they are subjected to racial discrimination when teawdiimy in English
speaking countries (see Parker, Deyhle & Villenas, 1999; Kubota, 2001; Kubota & Lin, 2009). Adding
to this type of discrimination, Kamhi-Stein (X¥99dds another dimension: “The teacher-student
relationship may be negatively affected not only by factors like ethrinifylanguage status, but also

by gender” (p. 50). This lead us to think that even if the world of TESOL tries to avoid any form of
discrimination, the situation is extremely complex, with more and more forntisofimination
increasing every day. This political theme is present in the non-standarcutéesatd issues of
ethnicity, race and the subsequent discrimination start to emerg

2.3.3 Development of Perceptions: A Sense of Difference and Empathy

It is important to seéhe issue of ‘native’ and ‘non-native’ from different angles. This may enable us
to unravel other views that we have not perceived or seen from other teachers indh@neerhow
one wants to be identified is incomplete without considering how others might perceive this person

Lasagabaster and Sierra’s study (2002) tend to confirm that students of English as a foreign
language have a preference for ‘native speaker’ teachers over ‘non-native speakefs but they also
show that a combination of ‘native speakersand non-native speakers is even more appropriate.
University students seem to be more inclined towandtive speakérteachers than younger students.
According to Clayton (2000), some students feel strongly stressed bec#usie extensive efforts to
figure outwhat the ‘native speaker’ teacher is trying to get across, instead of concentraining on their
learning. Authors, such as Chen and Chung (1993), claim that the language proficierstsuofars
concerning grammar, fluency, and expiesss not a problem. Instead, it is often found that the ‘non-
native’ English speaking teachers cannot fulfil the students’ desire to learn idiomatic and colloquial
expressionsWhen students cannot find confidence in the ability of ‘non-native’ English speaking
instructors to communicate effectively, their experience withr thmstructors can be limited and
negatively affected. Eventually this can translate into their negative ewvalwadtthe ‘non-native’
English speaking teachers’ teaching quality (Neves & Sanyal, 1991). But it is important also, to
remark that in Lasagabaster and Sierra’s study the attitudes of many students towards their ‘non-
native’ English speaking teachers evolved positively as the course advanced and students gradually
became used to the teacher. Time seemed to be an important issue to the attituglees bis an
indication that perceptions are subject to change over time, which is one tértfemis the present
study will focus attention on.

The first impression from homogenous groups (students who come from the same cultural
background, and share the same L1) to instructors unlike themselves, such as ‘non-native’ English
speaking teachers, is often defined as‘thie! No Syndrome’ (Rao, 1993). This syndrome projects
students’ resistance and rejection towards the presence of a foreign-born insthucitrer words,
students can bring their own pre-conceived ideas to the classroom and feel fagitténecatened

when being taught by a foreign teacher. To understand the existence of this phenomenon, one needs to
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study the status of such a syndrome. TBr! No Syndrome’ does not only involve the non-native
English speaking teachers and students, but it also involves the employers and the coasmuslity
This might help to place the dichotomy outside the classroom setting anahdoitbio a broader
spectrum.This shows that the issue of the ‘non-native speakers’ implies socio-political aspects that
camot be treated superficially such as in standard literature. This type ofulieegpproaches the
difference of the ‘native’” and ‘non-native speaker’ in limited terms of accent or nationality. In order to
go beyond this simplistic classification, it is important to look at specific caBese participants
describe themselves and the others.

| believe that raising awareness of the multiplicity of the construatative speaker’ can help
both, teachers and learners to #ee‘native/nonnative’ dichotomy in a more complex manner which
may help in the understanding of these terms. This discussion goes furthéhdh@eology of
nativenessand the ‘us’ vs ‘them’ division (Shuck, 2001; 2006). At the core of this ideological model
there are views of the wid’s speech communities as naturally monolingual and monocultural
(Blommaert & Verschueren, 1992; Gal & Irvine, 1995; Wiley & Lukes, 1996). Howdarguage
researchers and educators are increasingly embracing the fact that English is spoken by moe people a
an L2 than as a mother tongue. This makes us think of English as a lingua franca, asdanot
language exclusively owned by native-speaking communities. The ownership is stirénon-
native speakefsl think this changes the role of theative’ speaker teachers due to the global need of

English language teachers.

2.3.4 Struggle for Equal Treatment in the Profession

After the establishment of the Caucus, authors such as Braine (1999), KamHh28@), and Llurda
(2005) gathered worksf leading researchers with the goal of contributing with serious discussions
and empirical studies concernitig role of ‘non-native’ teachers in TESOL. Even when the majority

of English teachers in the world are not ‘native’ speakers of English (Matsuda & Matsuda, 2001), the
non-native teacher continues to struggle for equal treatment in the profeBsidme (1999b)
mentions that while discrimination against non-native English speaking tedti¢ESTS) is almost
inevitable in Englistspeaking countries, prejudices against ‘non-native’ English speaking teachers are
also prevalent in the contexts where English is taught as a foreign lanbigagkso points out that
“..ironically, the discrimination is spreading to NSs as well. Some [institutions in Asia] insist on
having teachers with British accents at the expense of thosé\withican or Australian accents” (p.
26). As mentioned before, there are many varieties of English around the worldséemg to be
believed that the United States and the United Kingdom still control the rulesgbgh. One of the
biggest challenges is related to credibility in the workplace. That is, in the English teacfasgipn,
‘native speaker’ teachers grapple primarily with establishing their professional identities as qualified
English teachers, while ‘non-native’ speaker teachers often have the added pressure of asserting

themselves in the profession as competent English speakers and then have to gaiitycasdibil
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teachers. According to Kamhi-Stein (2004), this influences the way in wiéde teachers conduct
their classes and construct their classroom relationships. First, these ddzayeerto demonstrate
proficiency in the language and second, they have to build their professionalideditithird, they
have to convince their students that they are good teachers.

| remember a recent conversation with a colleague, discussing how he perceivélldsirase
‘non-native’ speaker in the Language School of the University of Guanajuato. He said he feels
confident in front of a class, being @on-native speaker’, but it is mainly because he has a degree in
ELT. However, when he feels threatened ithen he has to work with a ‘native speaker’ who has the
same or a similar degree LT because that situation automatically places him in an inferior position
and all his self-confidence immediately disappears. In tune with this idea, JAROE@) suggests
that ‘non-native’ teachers themselves generally lack self-confidence and focus their teaching on what
they know they are best at. In a later study, Johnson and Golombek (2003) suggéastswiaind
‘non-native’ English speaking teachers can benefit themselves by working together and in this way
they could increase their professional development, putting aside tffieierdies and the existing “us’
vS. ‘them’ division.

There are issues concerning confidence which have implications in how teacherseperceiv
themselves. Lack of confidence can affect teachers’ effectiveness in the language classroom radically.
However, this lack of confidence might not be due to language competence bt ‘@i$@rship’.
When compazd with ‘native’ speakers, ‘non-native’ speakers can experience lack of confidence on
the grounds of pronunciation, knowledge of idiomatic expressions, and colloquial language,
when they are ‘excellent non-native speaker Emigh teachers’ (Boyle, 1997). However, | have put
inverted commas because | do not agree with this concept. To define a nativer speakitself
difficult and has many implications. It seems offensivergao state who is ‘excellent’. What does it
mean to béexcellent’?

Boyle (1997) notes the importance of professional training and pedagogicay aWikn

looking at the discussion of ‘native’ and ‘non-native’ English speaking teachers. He argues that:

...the non-native speaker, trained in ESL/EFL and a good pedagogue, is \adrghty a better
teacher of English than a native speaker who is alternatively trainesl gowt pedagogue. On the
other hand, a native-speaker teacher who is alternatively trained bgpsdgpedagogue, may
well be compensate for the lack of ESL/EFL training by native-spdakguage ability and may
in fact be a better teacher than a non-native speaker who is trained in ESWER_a poor

pedagogue. (p. 169)

There are many issues interconnected and this nikifficult to say who is better than the other
This is not the purpose of this study. What is important in this studylomkoat how people (and
specifically, students, teachers and administrator at the Language Deparenegit)eptheir teachers

and how these perceptions are constructed.
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Also, Boley (1997) implies that “...there is still a natural tendency among lay people (i.e. non-
experts in language and linguistic matters) and among people like Heads of LaSghagks, for

example, to prefer native-speakerchers” (p.169). Llurda (2007) says that:

In countries such as Spain, where many people do not speak amyfargign language, and
people who have never studied English before, think that thdyleaiin the language with a
‘native’ English speaking teacher, or if they travel and spend some time in an English sgeakin
country. This is my perception; I have no works documented for this, though’. (personal
communication, January 1, 2007)

Although how teachers perceive themselves is probably the most extensively develapEdsardy
in ‘non-native’ speaking teacher research, it is worth looking at how teachers of English as a foreign
language teachers have to ascribe themselves as native or non-native of Engligtigna/isether
they think other teachers and students perahixa to be ‘native speakers’ or ‘non-native speakeis
In a study carried out by Cristobal and Llurda (2006), students were asédtléeir teachers’
identities. The results showed that teachers of English as a foreign langpebigedtural to function
in a multi-identity reality that is accepted as a natural part of thefegsional life. | certainly have
experienced this in my years as English teacher when students questioned my identity more than once.
There is no doubt that serious research on the area has advanced theory-tneidihg past
two decades. Although most of the research on the topic has been conducted mainly in North America,
in many other places such as European and Asian countries, more research is curngndprizei
Sadly, there is not enough research in Mexico regarding this issue. It is appardémistissue has
been seen earlias a topic that concerned only ‘non-native’ speaking teachers. However, more ‘native
speakers’ have become involved in the study of ‘non-native’ speaker teachers, an indication of the
growth of interest among ‘native’ speakers in ‘non-native’ speaker issues. It also demonstrates that
research on ‘non-native speaker’ teachers is increasingly conducted by ‘non-native’ and ‘natives’
alike. A further confirmation of this increasing interesth@area of ‘non-native’ speaking teachers is
Bailey and Nunais (2001) explicit identification of research about ‘non-native’ teachers as necessary
for teacher preparation and development. Bailey suggests that making teadreirsng aware of
this issue can help them to understand the globalized world in which they widrbef and will
contribute to the area. Concepts such as tolerance, collaborative work and culteetanding

become important in this training.

2.4 Moving to New Ways of Looking at the Phenomenon

It was during the 1990s, when an important part of research on educational sguisted to the
social context in which language teaching took place. Thus, without explicitly addressing ‘native’ and

‘non-native’ speakers issues, the works of Rampton (1990), Phillipson (1992a), Holliday (1994;
1996), Ballard (1996), and Cortazzi and Jin (1996), significantly contriltatédte understanding of
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the complex relationship between ‘native’ and ‘non-native€ speaking teachers, and also addressed
power relationships in language teaching as well as the differences in teadhings. These authors
contributed with new ideas, terminology, and hypotheses that brought this discussight.to |
Phillipson (1992), for example, puts forwards ‘native speaker fallacy’ to denote the tenet, which he
feels to be false, that the ideal teacher of English is a ‘native’ speaker. Since then, there appeared a
deluge of discussions and debates over the desirability of relying on ‘native’ speakers as English
language teacheis TESOL contexts and the fact that every time there are more ‘non-native’ English

speaking teachers in the world. Kamhi-Stein (2004) states the following:

Although non-native speakers may have been English teachemmntories, this appears to be an
area hardly touched by research. In fact, even descriptive accounts médtnanEnglish-speaking
teachers appear to be scarce. This may have been due to thetftwt thpic was an unusually
sensitive one, long silently acknowledged but too risky to be discugsenly. In English-
speaking countries, the authority of the native speaker teacher wamsujn most non-English-
speaking countries, there appeared to be power struggles between thednmadive speakers
and the local nonnative speaker teachers. [...] having been openly relegated to a second-class
position [...], non-native English-speaking teachers may have opted for a reluctant accegtance
their status. (p16)

This view of the ‘non-native’ English speaking teachers, and the question of what status these teachers

have in TESOL, seem to place the profession in a debate of the ‘us’ vs ‘them’ divide (Holliday
2005:6). This division emphasizes tlachers’ differences, linking the relation ‘native/ non-native’

with linguistic and cultural imperialism with a dominant and a domineeilli(Boin 1992). This
perception works against a common identity of second language educators (Holliday 2005), and
studies in TESOL have made this dilemma even more visible.

According to Phillipson (1992);the untrained or unqualified native speaker is in fact
potentially a menace because of ignorance of the structure of the mmgee’t(p. 195). My
experience as an English teacher in four different universities in Mbgigdrought me in contact
with colleagues of different nationalities and experiences in the teachingcerattEnglish as a
foreign language and | have noticed differences in the way these teadmnkrwith students inside
the classroom. Some of them have a wide range of activities that encourage sbyoirnisipate and
improve their language level. Others come to the classroom and teach only what booksosdy. A
have heard students say their preferences among teachers for very diffasenisr some of them
prefer to work with ‘native’ English speaking teachers and others with ‘non-native’. The most
common opinions seem to be that teachers have a different way to teach, some are more ‘professional’

(for example, they come to the class with material, lesson plan, differenti@®tivr ‘this teacher is
interested in how | learn and kied helps me’. The manner in which learners perceive these
differences can strongly influence their learning and their motivation. | dgyesyver, with the idea

that the qualities that effective teachers should embody do not depend on their tacguage
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background but on their motivation to become good teachers (Park, 2007). Whilst Iffiiaahvery
interesting, it is nevertheless important to note that every context maffdrerdiand the conditions
of the workplace will influence the way ‘native’ and ‘non-native’ English speaking teachers perceive

themselves and are perceived by students. | agree with Llurda (2005) when he states that:

One of the necessary conditions of research on NNS [non-native dpieakes is that it should
take into account the specific characteristics of the local setting where thadeaghtake place.
The local component determines to what extent and in what way being a NN$idtive
speaker] teacher may affect a language teacher’s identity. More work is needed that takes into
consideration the relevance of the local context in any analysis of the implicattioemg a NNS
[non-native speaker] language teacher, this moving from globalgutisgs to locally meaningful
settings. With the exception of Medgyes’ work, very few authors have seriously dealt with NNS

[non-native speaker] teachers in EFL contexts. (p. 3)

Thus, it is important to find out how this phenomenon is experienced in the-day-life of the
people involves and what the impact is in their own contexts. We cannot generalize leeeayse

context may have similarities and differences, just as human beings.

2.4.1 English as an International Language

Most of the studies in the literature come mainly from countries whereshrigltaught as a second
language. However, Llurda’s (2005) work gives us a twofold view: it helps to disseminate research
about ‘non-native’ speaker teachers, and it fills a gap by bringing in research conducted in settings
where English is taught as a foreign language, such as the Basque Country, Brazhia atal
Hungary, Israel, and Sweden. Definitely, these contexts deserve more attention dugdbathele
of the English language. Criticism is commonly made of the ‘aggressive’ expansion of English at the
cost of other languages. In political terms, this phenomenon has been referred to‘laethe
language’ (Pakir, 1991; Muhlhausler,1996) and ‘tyrannosaurus rex’ (Swales, 1997), while in
linguistics, English is seen adimgua francaor a global language (Crystal, 1997).

However, “the worldliness of English” is generally assumed as a benefit and people tend to
overlook the political forces that lay behind the teaching of English as an lideahdtanguage
(Matsuda, 2003). To contest inequality, Pennycook (2001) pointed to the need to view language use
within a specific context which is tied to culture, identity, history, andipeliSuch a perspective is
not generally considered in English language teaching because the focus in thesfieddlilianally
been the acquisition of communicative competence (Chacén, 2000; Alvarez & Chacoén, 2001).
Consequently, it becomes important to view language and the teaching of language in a non-traditional
scheme, since the teaching-learning process is shaped by different factors sucheasdaritity and
society. Therefore, hegemonic practices through English have created the need for peopidls

world to learn this language as a medium to gain access to knowledge and to have thaitypmor
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participate in globalized competitive job markets. However, as Warshchauer (286@edsthe
spread of English brings benefits to ‘non-native’ elites and ‘native’ speakers while excluding those
who do not have the opportunity to learn it.

Research involving socio-political concerns in regard to the expansion of Engliah as
International Language in Latin America is starting to grow. Only a few studges@Gex & de Assis-
Peterson, 199%Alvarez & Chacén, 2001) have examined issues regarding the role of English as a
lingua franca in social relations in Latin American countries. As in other stydegously
mentioned, teachers tend to perceive themselves as the providers/givers of ka@miediacilitators
of language learning. In Cox and de Adgerson’s (1999) study, the participants, 40 Brazilian
English teachers, saw themselves as “altruistic agents of good, in that they prepared students to be
successful in the international world” (p. 442).

But in recent years, the idea of ‘native’ and ‘non-native’ speakers has been linked to the word
“globalization”, and some teachers think that this distinction that should not longer exist. The
distinction is still used for hiring practices, which | think happens in many périse world, as
Holliday mentions in his bookhe Struggle to Teach English as an Internatiomaiduageg2005).

Globalization has led us to divisions and fusions of cultures and languages. Given the increasing
number of speakers of English whose mother tongue is other than Eiiglgts resulted in an
increasing number of English speakers, learners and teachers (Graddol, 1999, 2006;208stal,
Canagarajah, 2005English is now considered a lingua franca, an international language. Speaking
this language is a symbol of status and education. As Kachru (1986) discusses, Englidad with
success, social mobility, economic security, status, progressivism, and libefdlisnihas impacted
on how people perceive the learning of English nowadays. For example, the majoarems pn
Mexico are convinced that their children should learn English before any other foreigade and it
would be better for them to be taught by a ‘native’ speaker (Davies, 2007: 15). On the other hand,
adults who want to study the language usually seek for exposure to the “real” English culture and
language, which can be translated in be#uglit by a ‘native’ speaker. Besides, this ‘native speaker’
should look like a native speaker (Anglo/-Saxon, White, Caucasian). As Mossou (2002) ppints ou
these adults are themlisappointed at first, if not upset, to learn that their teachers are ting nat
speakers of English or do not look like their ideal native speaker of Eh@ish).

‘Non-native’ English speaking teachers need to position themselves in their local settings,
contest social inequity, and express their “voice” to gain empowerment and promote change in their
own contextsBut, as any transformation, this would demand a “conscientization” so that individuals
become aware of their contextual realities and the actions that alienateFiteém, 2002). Chacdn
and Girardot (2006), over the past years, have rethought their practice as ¢gaciaors. Not only
are they concerned about English proficiency of the students but also the construction and
reconstruction of their identities as TESOL professionals.

In their study, Chacén and @idot (2006) draw on Freire’s (2002) framework to address the

participants’ view of their world through “problem-posing” as a way to develop conscious awareness
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of their contextual realities. By using inductive questioning, student teachers-selice teachers
were encouraged to reflect on their perceptions of English as an International Langutger ank:

in English language teaching. They were asked to deconstruct, critique, and discuasushefst
English as an International language and the taken-for-granted assumption of theyneliEatifish

as an International Language. Chacon and Girardot (2006) found common understandings of English
as an international language and English language teaching. The participantedxprsge views
about globalization as a phenomenon that involves the need to learn English twcgamta science,
technology, and other types of knowledgee Phrticipants’ journals and discussion forums revealed

their eagerness to learn English and, mainly the American culture, whiclsekay to consider a
homogeneous culture. In addition, participants associate competence in English witsgrog
prestige, and power. The common belief that English provides social recogniéistigeorand better

job opportunities is rooted in the dominance of English dominance worldwide. As Edge (2003)

pointed out:

It has become a common place of commentary on the worldwide hforgEnglish that this
demand arises historically as an inheritance of the British Empirerati contemporary world,
from the hegemonic status of the United States across many dorhbimean life, including the
occupational, commercial andilaural... The successes of those who learn English, of course,
have reinforced the worldwide dominance of English that motivatedette to learn it in the first
place. (p. 702)

The above has been clearly observed in Latin American countries where there are risheTihg
programs oreable television and TV commercials promoting “Inglés sin barreras” (an English course
with DVDs produced in the United States for the Latino community). In these cacmfsean
American guarantees that if you learn English, you will be able to succeedericarand doors will
be opened to success and to the “American Dream”. But there is also a market for children. There is
another a course calleédl Mundo de Inglés de Disne{Valt Disney’s World of English that is
promoted extensively in Mexico. The slogan sdyslasta doénde llegaran tus hijos en el futuro?
Decidelo ahord. (“Where will your children be in the future? Decidte now.”). All these
announcements, plus the influence of the mass media, contribute to the idea that learmshg Engl
guarantees a successful future (see Grabber, 20@%r, Ringer & Clark, 2011).

There are increasingly more ‘non-native’ speakers who want to become teachers of English.
There is a potential public for prospective ‘non-native’ English speaking teachers and in-service
English as foreign language teachers. As stated before, making teachairsing-taware of the issue
of ‘native’ and ‘non-native’ speaker teachers can help them to understand the globalized world which
they are part of and will contribute to the area. In this sense, English shoudd seen only about
acquiring communicative competence but also about being able to deconstruct thesfatioas rand
social inequities involved in English language teaching. It is easy to thiBkgdish as a window of

success, prestige, and power when our views of English language teaching are rooted in hegemonic
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practices supported by the education received and reinforced by the media. Mexicane beem
influenced by the ‘American culture’ and most of our students in the Language Department want to
emulate the American look and American dream. For one reason or another, Englismisipase
everyday lives. Television is one of the most powerful influences.

English has become a lingua franca among literate educated people and is the most widely
learned foreign language in the worlthe fact that “there are now at least four non-native speakers of
English for every nave speaker” (Kachru, 1996: 241) indicates the importance of the learning of
English in second and foreign language contexts. And given this distribution aslEagtuisition,
there inevitably raises the questioft$ Who is best suited to teach these studeh¢smnative’ or the
‘non-native’ English-speaking teacher? and 2) What are the concerns non-native English speaking

teachers have regarding their profession?

2.4.2 Shaping Identity

This leads us to another type of literature discussing the multidimensiaofalitg English language
teacher professional; the idea of success is linked to the dynamics and demangarti€ular
sociocultural and linguistic context. This context, thereby allows for soadimalland individual
flexibility and pluralism in the profession. Using this construct, the question of whether ‘native’ or
‘non-native’ speakers are better language teachers appears to be rather irrelevant if not
counterproductive. The question should be how qualified an individual is as an English. (Eheker
professionals should, first, continue to improve their expertise (linguistic, pedadgogiededge, and
skills), and second, seek or create opportunities to discuss issues relatedssigorals from diverse,
multilingual contexts to raise their own consciousness and awareness. They can béalysis ta
the better understanding of the complex issues related to‘ieoite’ and ‘non-native’ professional
identities.

Tang (1997) explained that one’s identity is not innate, but is affected by various social factors,
such as being compared to others. In the case of ‘non-native’ English speaking teachers, the fact that
they are compared to ‘native’ English-speaking teachers challenges their identity and increases their
levels of anxiety and discomfort when teaching English. ‘Non-native’ English speaking teachers
usually attribute these feelings to two causes: their statusn-native’ speakers and their perceived
lack of sufficient experience. The label tfon-native’ English speaking teachers has a negative
impact on their identity as confident and effective teachers, as demonstratedirnmy $ard Brutt-
Griffler’s study (1999). @e of the participants expressed her perception that being a ‘non-native’
English speaking teacher means “incompetent, unqualified”. Llurda (2005) found that ‘non-native’
English speaking teachers in the classroom, feel comfortable teaching writing, r@adliggammar,
but none of them feel competent enough to teach speaking, pronunciation, and listening in a context
where English is taught as second language. In order to compensate for their language ¢hallenges

participants incorporate a number of strategies into their teaching saehrgsreparation and the use
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of visuals and handouts. English proficiency, the lack of cultural awareness ehnididesxperience
were reported as key issues in defining the identity of ‘non-native’ English speaking teachers.

Holliday (2005) provides some suggestiofor removing the ‘native/non-native’ speaker
division. According to his email informants, who are people involved in the teachigglish from
different parts of the world, the removal of this barrier could be aided by chathgngofessional
image of ‘non-native’ speaker in the eyes of the employers, colleagues, trainers, and students.

Holliday (2005) mentions:

We need to remember how difficult it has been for people, who hawe themselves the victims
of this process, to struggle for identity while wishing and tryimgake part in an educational

venture which leads to love and hate at the same time. (p. 176)

Our teaching identity shifts in our relationships with people, with learnergelaas with colleagues.
Brison (2002) argues that the self is autonomous and dependent, shaped and “formed in relation to
others and sustained in a social context” (p. 41). He also points out that understanding this relational
aspect is essential to learg who we are as people and as teachers. Usually, the use of ‘non-’ means
‘deficit’ or ‘disadvantage’ (Holliday, 2005). For some, the idea of ‘native/nonmative’ perpetuates the
idea that monolingualism is the norm, when in fact, it is the opposite (Jenkins, 2008)nfeoothers,
the distinction exists and it is a central part of our professional discoursthenefore has to be
resolved.

Holliday (2005) proposes two positions to look at the issue of ‘natives’ and ‘non-natives’.
Position 1 (native-speakerism) is presented as the more traditional vérykarid, whilst position 2 is
presented as the new way of seeing TESOL. That is, in position 1, the ‘native speaker’ teacher is seen
as the dominant force with a moral mission to improve the world. The dilefitha ‘native speaker’
is very different from the ‘non-native speaker’ students and colleagues. Position 2, on the other hand,
brings a very different conceptualization, proposing that English is internaéindats ownership is
shifted to whoever wishes to use it (p. 13).

Because teachers’ beliefs and self-perceptions often influence the way they teach (Richards &
Lockhart, 1994), it is important to investigate their self-image as English lamgigsghing
professionals. In particular, this refers to kwe self image of ‘non-native’ speaking professionals asa
result of their low language proficiency, as indicated in Reves and Medgyes (1994).

For a ‘non-native’ English speaking teacher it is very common to find his/her confidence and
self-identity challenged in contexts where English is taught as second language.ageliimself-
esteem as professionals, then, may be context dependent. Factors such as sociotelpeetonal,
and linguistic, among others, greatly influence albeit temporarily, the wapeanseives himself or
herself as a person or as an ELT professional. Also, who is more successfdsdepefactors
concerning the learner (age, motivation, goals, objectives, aptitude), teacher factors (kemcskiddg

training, experience, personality), and contextual factors (either if Englisught as second or

27



foreign language). Other factors are the amount of available idggree of contact with ‘native
speakersand availability of authentic materials.

The construct of thenative’ speaker is recognized and is psychologically real in the
participants’ consciousness; they do not express a sense of inferiority vis-a-vis ‘native’ speaker
professionals. In Samimy and Brditiffler’s (1999) study, one of the participants made the following
comment, which epitomizes the sentiment of the majority of the participants:

To me, the NS/ NNS dichotomy debate is a waste of resources. Our professibive more
pragmatic in our approach towards teaching English. The majority digisaof English in the
world, and certainly in Korea, will continue to be non-native speaRéxs, the question, ‘How

can nonaative speaker teachers become more like native speaker teachers?’ misses the point. The
question should be stated as ‘How can the present and future teachers be helped to become all they

can be as Korean people who teach English to other Korean peppEf2)(

Discrimination in the workplace is another issue worth noting. Some ‘non-native’ English speaking
teachers feel that theyeanot “qualified” because they have not had the adequate training or because
they have never been exposed to the “real” culture of the target language (Reves & Medgyes, 1994;
Liu, 1999a; Kamhi-Stein, Lee & Lee, 1998rva & Medgyes, 2000). Moreover, some of these
teachers feel they are not respected by their students, colleagues and administrat@ity asplee

ESL settings (Amin, 1997; Liu, 1999b)IlAf this leads to discrimination in hiring practices.

2.4.2.1 Self-Discrimination

Moreover, there is an issue of self-discrimination and this leads us to the idea of self perdépions.
does a speaker of English define himself/herself? The self-image that we projécveadifferent
faces. A Ske@s(2008) states, “Identity is simultaneously a category, a social position, and an effect”
(p- 11). Kidd (2002) defines knowing who one is as having a sense of gymilth some people and
a sense of difference from others. In current sociological terminolog¥ther’ is used to refer to all
people the ‘Self” or “We’ think of as slightly or radically different. This immediately brings about the
dilemma which is inevitably oppositional &idd suggests: ‘Them’ are not ‘Us’, and ‘We’ are not
‘Them’. ‘We’ and ‘They’ can be understood only together, in their mutual conflict. I see a group as
‘Us’ only because I distinguish anothegroup as ‘Them’. The two opposite groups sediment, as it
were, in my map of the world on the two poles of an antagonistic relationsigphls antagonism
which makes the two groups ‘real’ to me and makes credible that inner unity and coherence I imagine
they possess (Kidd2002: 203). ‘Otherness’ usually involves the superiority of one group over
another, the subordinate, but this is essentially in relation to ethnicityaagdage, which appear to
be pivotal factors in the creation of the professional identity and therefore the image of the ‘native’
speaker English language teacher. Thomas (1999) reflects on how he is perceived hyesotirdg

what he thinks about it: “I do not know how to interpret the non-acknowledgement that | receive from
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some colleagues. Are they having a bad day, or are they unfriendly, or do they see moa agrson

because ofny race and my accent” (p. 10).

2.5 Conclusion

The ‘native/non-native’ dichotomy has been seen from different perspectives. The early studies
emphasized the differences among teachers, in their teaching practices, pointing out their strengths and
weaknesses. Two main approaches came to light in the 1990sersefftions of ‘non-native’ English
speaking teachers, and students’ perceptions of those teachers (the latter with less research than the
first). Not surprisingly, it was necessary to look at the increasingofdinglish as an international
language in the language teaching profession, where English has become a lingua franca among
literate educated people. It is the most widely learned foreign language in the wsoldthalfact that
mMog of the teachers of English are ‘non-native’ speakers points to the importance of the teaching and
learning of English as a second or foreign language. Due talihiisoncept of ‘native speaker’ has
generated well deserved discussion in the area of TESOL. However, it would bepbstisi to look
at it from only one point of view. As the data in the thesis revealed, ideniiy,and ethnicity are at
the core of the discussion and deserve attention to understand the complexities of trying to define what
a speaker of a language is.

| have tried toexplore the complexities of the definitions of ‘native speaker’ and ‘non-native
speaker’ of English. I have also tried to question the usefulness of these definitions. However,
abandoning the ‘native speaker’ label may also find opposition. Given that the field’s
conceptualisation of a ‘native speaker’ teacher considerably exceeds the language proficiency of an
individual and is also seen to very much include the image of a ‘white’ practitioner, it has been
sugeested that without the term ‘native speaker’ to hide behind, institutions might no longer conceal
what is effectively racism in their English language teacher hiriagtipes (Amin, 1999; Kamhi-
Stein, 1999; Kubota, 2002a, 2000b; Holliday, 2009). Linguistic considerations play only one part of
the field’s conceptualisation of the ‘native speaker’ in ELT and, indeed, it appears that the current
conceptualisation extends to the idea of the ‘mythic’ nature of the ‘native speaker’ and is a mainstay of
the dominant TESOL ideology (Phillipson, 1992: 192; Holliday, 2005: 24; Kumaravad@da).

Literature related to emergent issues as part of the data will be addressed in Chapter 7.
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Chapter 3
Discussion of Methodology: Piecing the Research Theory, Methods

and Procedures Together

3.1 Introduction

This chapter presents and discusses the rationale for the qualitative methaduofdgyed in this
research, drawing on literature to support my reasons, the research design usedfojetitisthe
instruments, the data collection procedures, the data analysis, as well as the profiles of the participants.
| first present a general framework for my study in order to show the rehdethéoretical
considerations that have guided me in my thinking and which have helped give stiapsttaly. |

start by presenting a rationale for the influences of the qualitative ingaigdigm in this study.

Then, | will briefly define what | mean by ethnography, since | used ethnographicgieefimind also

explain how thick description is present in the study. Finally, | discuss how fhakswithin the
postmodernisparadigm and | will discuss how the narrative inquiry method fits into this study.

The main purposes of this chapter are:

e to position myself in relation to the qualitative inquiry paradigm, which will help shape and
understand the philosophical thinking of my research, and

e to explicate the conceptual framework, which includes the description of the research setting,
the justification of my preference for postmodernism and narrative inquiry and the

description of research methods, data collection and subsequently the data analysis.

3.2 Basic Information about Participants

Before | present the methodological basis of my research, | considecessary to state that this
thesis does not follow a conventional structure. That is, different datarst informed the study and
enriched it. Two groups of participants can be distinguishedre group and peripheral group. Ten
teachers, fourteen students and two administrators from the Language Departmedt tfer core
group while ten academics from different parts of the world formed the periphetgd. grables
which comprise relevant information about participants from the core group caebesAppendix

2. In the following section | explain the difference between the core and the peripheral group.

3.2.1 Core group and Peripheral Group

As mentioned before, this study is focused on the construction of the English teablediaagtiage
department of the University of Guanajuato. For this reasoncang groupcomprised teachers,

students and administrators in this department. However, at the same time |veasgatata from
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the core group, | was having informal conversations via email with differepigpérom around the
world. The purpose was to investigate the phenomefiomtive’ and ‘non-native’ English speaking
teachers and how this was perceived in other parts of the world. This wasalvedfy me understand
and place my study in a bigger picture. | called thee@pheral groupsince it helped me see issues
that |1 had not considered before and revealed different points of view thbauincept of ‘native
speaker’ and how they were experiencing the phenomenon, as it will be discussed in section 3.5.4.2
and 3.5.4.3 . This peripheral group adds an important element in the study whichiftetihegates
the data from the core group. This significant data led me to interview therdivgt further and take
them to a deeper level of criticality through a more complex narrative appesmtiexplain in the

following section.

3.2.2 From Interviews to Narratives

At the beginning of the study, | interviewed my participants following a semnitstre interview
approach. However, my contact with the peripheral group helped me to see that myvistervi
participants in the core group lacked depth. This led me to consider that a moreguapiiical
approach in the interviews might allow more space for my core participanexgress the
complexities around the ‘native speaker’ concept. | therefore appraded them again, and askthem
about the particular episodes in their lives that they had mentioned in théeimggrbut this time
allowing them more time to respond in a narrative mode. They became more dynamic, showing
mutual self-disclosure when participants and researcher had a space in twhittare their
experiences and discover more about each other. These narratives took an ayagé&0fminutes
in some cases. The manner in which these narratives were carried out is in 3&cficghand an
example of these can be seen in Appendix 3.

One of the main issues that emerged from the narratives and in the momenysihgrihe
data was the issue of translation. As it will be discussed in sectionph® df the data was generated
in Spanish, as it was some participants’ first language. In this case it was necessary to translate the
data and this became a complex process, since | wanted to keep the essence of the amrrativ
accurate as possible.

After stating some basic information about participants and different kinds of data and
contexts of my study, | move now to explain the research paradigm that suppaitsdyyas well as

the conceptual framework behind this research.

3.3 Qualitative Inquiry Paradigm

A qualitative approach to research emphasizes a radical departure from the hypdduiioe
method, and involves a more open-minded and exploratory strategy of inquiry. Several authors have

written about qualitative research and have provided vast information onelligdfig. Banisteret
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al., 1994; Denzin & Lincoln, 1994, 2000; Punch, 1994; Breakwell, Hammond & Fife-Schaw, 1995;
Richardson, 1996; Hayes, 1997; Holliday, 2002, 2004, 2007; Huberman & Miles, 2002; Schofiel
2002. When defining qualitative studies, Holliday (20@nggests that:...these [...] are open-ended

and set up research opportunities designed to lead the researcher into unforesesindéseavery
within the lives of the people she is investigating” (p. 5). This means that the researcher is free to
explore the context of research without a pre-set and fixed plan. However, reséashesin be
considered as a problem though, but it can be dealt by being considered not as a limitigon t
research but as a resource instead, bringing it to the open and acknowledge ithReseaognized

as involvingco-operative inquiry(Reason, 1988, 1994; Heron, 1996), in which data observations are
not collected on human subjects, with human co-researchers. Thus, in qualitative research, the
discourses of social life become essential. Denzin and Lincoln (1994: 3)tldéfedefinition of
gualitative research as a set of interpretative practices with no thiepayadigm, that is, in isolation.
Furthermore, qualitative research is usually equated to interpretatiwsian@ong, 2002). This
interpretative paradigm supports the idea that humans are differenatipgliit from natural events

and therefore reality is socially constructed. It is from this perspectiahth present study takes on,

and I will use the terms ‘qualitative’ and ‘interpretative’ exchangeable.

3.4 The Conceptual Framework

| needed a research methodology that would enable me to capture the complexity attatdeedfto i
‘native/non-native speaker’, not only in the close context of participants, but also how it is portrayed
in the larger context and its implications. As the study was evolving, | redliz¢ my study had
much to do with perceptions, interpretations and constructions of the participants’ experiences. |
became aware of how these situations can be a complex, dynamic arrangement of masy factor
Therefore, my job as a researcher was to allow participants and noyselfavel the complexity in
order to see a partial picture.

| therefore locate myself in the interpretative paradigm, incorporatingtaspieethnographic
research, postmodernism and narrative inquiry. This paradigm involved methods such as semi-
structured interviews, spontaneous conversations and constant e-mail exchangk laes described
in Chapter 3.5.4.

3.4.1 Ethnography and Ethnographic Techniques

The ethnographic approach to qualitative research has its origins in anthropology, anthritas a
history in both social and cultural anthropology and in sociology (Delamontsatk & Parry, 2000).

Even when ethnography is a broad area, the most common ethnographic approach is participant
observation, where the ethnographer becomes immerse in the group to be studied and collects

extensive field notes. Classic ethnography marginalized narrative, relegatinpdtriotes, hints,
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prefaces, and small-print case histories (Hammersley & Atkinson, 1995). Osigiatiihography
focused on the description of cultures and the researcher played an activethelecutture to be
studied. In ethnogrdyy, the researcher proceeds in a series of loops because “each step leads the
researcher to reflect upon, and even revisit earlier steps” (Delamont, 2007: 211). In the area of
TESOL, ethnography has been used in different studies (e.g., Canagarajah 1993; Boswoddt& Marr
1994; Atkinson & Ramanothan 1995; Bailey & Nunan 1996; Holliday 1997; Canagarajah; 1999b
Samimy & Brutt-Griffler, 1999; Matsuda & Matsuda, 2001; Llurda, 2005). Ethnographearcts
consists of gathering and interpreting information about a particular culwoegh intensive
experiences within the culture itself. Ethnographers seek to balance insiden (ks@mic) with
outsider étic) perspectives. That is, we want to understand a culture or group as much ag possibl
from an insider’s perspective, but at the same time, we also want to be able to analyze it comparatively
as an outsider (Delamont, 2007). The ethnographer allows himself/herself to interpreiairsetow

being observed without imposed preconceptions (Holliday, 1994).

My rationale for basing my project on an interpretative approach lies on tpespuof
ethnographic techniques to contribute to a wider picture of a situatidwer rdtan trying to find
‘generalisable’ facts about human behaviour (Holliday, 1997).

The concept of reflexivity becomes vital in qualitative studies using ethptigreechniques.
Therefore constant reflexivity helps inform the researcher of those drageghe foreshadowed
problems thorough the data collection to the eventual writing up (Delamont, 2007). Rexseareh
part of a social world where they are immersed and it is unavoidable imotude their own role in
the research (Hammersley & Atkinson, 1995) and they are in constant dialogue witkathe ttze

next section | will explain how thick description fits into my study.

3.4.2 Thick Description

The researcher must interpret signs to gain their meaning within aecitielf. Geertz (1973) suggest
that this interpretation must be based on the "thick description” of a sign in order to see allilthe poss
meanings. Therefore, | employed the method of thick description for my dataioalleetying not
only on teachers and students’ voices, but administrators, e-mail informants as well as other
participants in the educational and social context. I saw myself as a ‘small voice’ (MacLure, 2001)
amory the other ‘voices’ in the study, placing my own lived experienced as an EFL teacher both at the
outset and throughout my research by means of a research diary. Thick destngrtioas a term
used by Geertz (1973), is employed to explain not just human behaviour but a societsl of the
behavioural practice and its discourse as well, making this behaviour become mhoukaniren
outsider. In this particular research, the complexity of people’s lives is what allows me in
postmodernism to examine my data and try to interpret the events that shagxpghaences and

subsequently lead to a more detailed picture of the phenomenon under study.
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However, as part of thick description, in this particular research fefyimg also oncritical

incidents Tripp (1994) defines a critical incident by saying that:

They are not “things” which exist independently of an observer and are waiting discovery... but
like all data, critical incidents are created. Incidents happen, but critical incidents are ptogluced
the way we look at a situation: a critical incident is an interpretation of theisagmué of an

event. (p. 8)

In my study, | use critical incidents as unexpected events, something dilthnot forseen at the
beginning of the investigation which led me to reflect on situations that @se @ the issue under
study. I link this idea with Schein’s (1985) use of the word “surprise” to define a critical incident

which, subsequently, leads to reflection. Schein explains that the researcher is engaged in:

.. systematic observation to calibrate the surprising experiences as best he [or she] can and to
verify that the “surprising” events are indeed repeatable experiences and thus likely to be a

reflection of the culture, not merely random or idiosyncratic event414).

When an incident that surprises the researcher occurs, it becomes thesstonuéflection (Schon,

1995), and this reflection leads te tdecision about the incident’s criticality. Thus, the criticality of

the incidents is based on the justification, and the meaning given to them. In ticislgrastudy, |

have interpreted this concept and extended it to encompass quite large everusithgb on for
considerable time as long as they remain something which stand along side the data and help to shed
further light on what is going on. The critical incident in this study wasligmission at the inside of

the NNEST Caucus which certainly added an element of criticality and helped my stedy and

how it interconnected with other issues around the world. This critical incident cénrenbe
incorporated into the thick description because it contributes to the interconneetiveen different

aspects of data.

Holliday (2004) addresses the importance of critical incidents in researctatiyg that
“allowing critical incidents to drive research categories; designing new forms of theses - generally re-
assessing the boundaries of subjectivity and representation, and the interplay d¢iesdenti
researchers and thegple in their research projects” (p. 1). In this study, | have made used of critical
incidents and noted them down in my research diary as part of my field notegsidé with the other
techniques such as interviews and e-mail exchanges. One of the major critical snewdat
collecting the data, as discussed in Chapter 3.5.4.5 gave me the perspective needeth® saals
based upon a narrative inquiry paradigm.

These have played a major role in the methodology of data collection allowing aftetd on
different ways of seeing the central part of the study: the construction of the ‘image of the native

speaker’, not only as part of the first group of study (see Chapter 1.1) but also with participants from
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group 2, as discussed in Chapter 3.5.4.6. Thus, the importance of critical incidents/enauatiy
and the research diary triggers key areas of discussion and allow emergingotgpmsde shape to
this study, moving it towards a more narrative and autobiographical method in soeiates
(Chamberlaynet al.,2000), as it will be discussed in Chapter 3.4.4.

3.4.3 Postmodernism

Postmodernism originated as a description of a particular architectuslogiyosed to modernist
architecture and eventually was applied to other areas such as visual aits potit social life
(Schwandt, 2007). This concept offers a powerful force for social change, pondering thermecept
uncertainty, the acknowledgement of diversity and the refusal to see cosgeptas justice’ or
‘society’ as fixed, or as unassailable ‘truths’ (Atkinson, 2002). Postmodernism is characterized by its
resistance towards certainty and resolution, the rejection of fixed notiamslity, knowledge, or
method, and also it is characterized by the acknowledgement of complexity and subjectivity.

Those characteristics suggest then that the researcher will be challengaty no deconstruct
the certainties around him/her, but also to deconstruct his/her ownntestaiPostmodernism
critiques the following as impossible: the attempt to discover univetghstabout human behavior,
facts, and the distinctions between subject and object, (Lyotard, 1984; Burr, Q88%ove &
McHugh, 2002). Postmodernism has been regarded as constructive thinking and a debatable topic in
the field of philosophy (Foucault, 1990; Merquir, 1991; McNay, 1994; Moss, 1998; Chambon, Irving
& Epstein, 1999) and qualitative research (Kvale, 1996; Packwood & Sikes, 199k, (989;
Abma, 2002. Moules (2000) points out that postmodernism is a form of inquiry that exgssur
fragmentation of reality by means of the tolerance of differencesciidases many possible meaning
through the process of deconstruction (Gane & Johnson, 1993; Dumm, 1996; Davidson, 1997). Unlik
positivism, postmodernism does not look for absolute ‘truths’ but rather it involves reflexivity and
self-critical dialogue (Rosenau, 1992) and therefore the aim is to problematize aatl elden
realities.

For this particular research, the purpose weaproblematize the concept of ‘native speaker’,
exploring the different voices of the construction of the term and the co-+ctitstr of the concept
among the different participants. In doing so, postmodernism emphasizes the coopanativ
collaborative nature of the ethnographic situation in contrast to the ideoladne dfanscendental
observer (Marcus & Cushman, 1982; Clifford, 1983; Tyler, 1997). It foregrounds digdegygposed
to monologue and captures the mood of postmodernism, moving back to experiendeoinsteard
abstraction (Tyler, 1986). In the present study, and in choosing a postmodern qualissarehre
paradigm, | understand that any reality that | can observe would be constructed btidhmapirand
myself, making this a “social construction of a perspectival reality” (Kvale, 1996: 42). In the use of
different forms of data collection, | want to be able to interpret the meanirtgspgaants give to their

experiences. However, as Holliday (2002b) states:
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The qualitative belief that the realities of the research setting and the pedpéeemysterious
and can only be superficially touched by research which tries to neslse ssinterpretive It

maintains that we can explore, catch glimpses, illuminate then try to ettejts of reality.
Interpretation is as far as we can go. (p. 5)

Furthermore, the use of various techniques while collecting data will ereddarchers to better
reveal the complex realities of hidden or counter cultures which are diffcudapture by more
established means (Holliday, 2004: 226). The issuautfiorityis then raisedn the text. Geertz
(1983) claims that:

The postmodern ethnographer seeks to decenter his/her own autborggder more visible the
ways in which the text produces a particular inscription of reality, ardisferse or share the
authoritativeness of a textual account by featuring more dialogic dybpal textual forms. (p.

130)

Therefore, the use of various texts generated by the data through such tooésvésnisit e-mail
exchanges, research diary, and field notes (Emerson, Fretz & Shaw, 2001) encouragesgbece
of complex realities in so far as they can be approximated (Guba, 1990). This therat®rale for
choosing a postmodern, qualitative paradigm.

| consider it to be possible to study a phenomenon such as the construction of the afoncept
‘native speaker’ from an approach based on social constructivism, showing how participants construct
their discourses and identities (Gordon, Holland & Lahelma, 2001). Social construc@gsmmeality
as intersubjective and social (Barkin, 2003: 327). That is, what particigantise interest they hold,
and the structures within which they operate are defined by social nhormdeasdrather than by
objectives or material conditions. There is a constant construction of ideas aimt) gbfaidentities
influenced by social conditions, discourses and interpretations. Therefore, this réséaftaknced
by postmodernism and social constructivism.

In the following section, | look at narrative inquiry and explain why | dectdeithicorporate

this approach as a base for my research and how it guided me with the data analysis.

3.4.4 Narrative Inquiry Method

My main interest comes froiow people talk about their experiences concerning the issue of ‘native
speaker’, asking them to tell me their stories and learning the meanings they associated with those
experiences. | came to realize that narrative inquiry provides the opportanitpderstand the
meanings that participants associate with their own lives and experiencesinfgtts;| 2002).

Therefore this seemed to be the most appropriate method to follow in my reseaechwganted to
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know more about how participants constructed their stories, but in this case, co-ceddtnose
stories along with the researcher.

Narrative inquiry can be defined as a conscious and ongoing construction of aveafati
oneself or someone else (Clandinin & Connelly, 2000; Bell, 2002). This is certainlpaanidy
approach where participants uncover and understand their own live experiences and those Bom other
“Narrative inquiry is about building public expression of personal understanding of the events,
experiences, and people inroprofessional lives [...]” (Nakamura, 2002: 117). In the area of
education narratives are used so that teachers may talk about their praféssisr{Goodson, 1997;
Clandinin & Connelly 2000). In order to be able to understand and explain the statemants of
interviewee/biographer concerning particular topics and experiences in his/het igasgcessary to
interpret them as part of thweverall context of his/her current lifend his/her resulting present and
future perspective (Rosenthal, 2007). And this is what | intended to do in thasclesat first it was
difficult to know what to do and how to find a suitable way in which | could vaiiteut the data.
Suddenly, | realized that lived experience cannot be studied directly because languedde, s
systems of discourse mediate and define the very experience one attempts to decsiioely the
representations of experience not experience itself (Denzin & Lincoln, 2005: 645). (Zak®
suggests that in a certain sense we are always talking about ourselves te®sifrtelno one else,
making plans about what we are going to do, and reviewing what we have done, thougtt @his fel
talking in our heads is the stream of consciousness. Thus, when making thisraglimar our head
andin our lives “it might be said that each of us constructs and lives a ‘narrative’, and that this
narrativeis us, our identities” (Eakin, 2008: 1, emphasis in original).

There are substantial claims made about the value of narrative inquiry for seimcheth the
theoretical and empirical literature on language teacher education. Barkhuizen $2608arizes

them as follows:

e Narrative inquiry is reflective inquiry. [...] Constructing and thinking about stories in this way
involves both introspection and interrogation.

e And the consequence of this is meaning making; in other wandking sense or gaining an
understanding of one’s teaching knowledge and practice.

e The result of this deeper understanding is change; change within self and one’s practice.

e As opposed to focusing on only one or two isolated variables in a parttmntext, stories include
many factors linked together, and the process of making sense sfotfies means unravelling this
complexity.

e Narrative inquiry is contextualized inquirfpp. 232-233)

According to McClimens (2002), the story-teller constructs a story but hereutoalnconstruction
becomes relevant. These constructions are untangled and co-ordinated by the regdaackiery
initial stage, | used semi-structured interviews, but soon | discovered thatvdreytaking on a

different shape. They looked more like live casual conversations. Suddenly, what | wag hea
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became a story. Thusndexicality was placed at the heart of the process of re-telling and
recontextualiations of the story. Indexicality refers to “processes of more or less strategically
invoking and reworking histories of associative meanings, previous interactional came>shared
resources, including previously told stories in the course of nartatling” (Georgakopoulou, 2007:

9). I will explain in Chapter 4.3 and 4.5 how these stories took shape.

It is important thus to acknowledge that these narratives are re-shaped co-constructions between
the researcher and participants. From the conversations and e-mail exchanges, together wies the stor
which stemmed from them and the construction of these, contributed to the data of the inquiry. In the
following lines | will explain how thick description was presented in my study.

To summarize my rationale for using postmodern and narrative inquiry appreechesearch

methods for this study is as follows:

1) | base my research on an interpretative postmodern approach.

2) Postmodern approaches allow reflexivity, as both participants’ voices and my voice need to be
taken into account.

3) These voices show how participants construct their discourses and identities.

4) It emphasizes dialogue instead of monologue.

3.4.5 Interrogating the Data from the First Group

As it has been indicated in Chapter 1.1, it was my intention to unravel th@estties around the
concept of ‘native speaker’ among a group of teachers, students, and administrators, and people
outside the teaching field who might be able to provide an external opinion. Howeuee, siady
was evolving, | realized that everybody had something to say. They had tmegxpeariences and
wanted to express their own stories. But not only teachers and students from thenroegitite
context were part of this research. Sociologists in Mexico contributed withpthiets of view around
the socio-political context and international participants. As it is explain€tiapters 3.5.4.5 and 4.3,

they provided a wider overvieasperipheral respondents. Holliday (2007) refers to peripheral data as:

Focusing on a core bounded setting does not however preclude théamopoof data which is
peripheral to the setting. [...] Such peripheral data serves to connect the core setting with the
important contexts of a wider society, community or history, in regpeghich it is of course not

peripheral, thus enabling the critical ‘sociological imagination’ [...]. (p. 38)

Data collected by Honarbin-Holliday (2006) from taxi drivers on her way to hersmiting of art
departments in Teheran universities, for example, show how such a peripheral setteygresent a
key link between wider society and the focus of a study.

In investigating peripheral groups, and not only English teachers, | believe | couldepa

different and richer perspective, which allowed more rigorous analysis and a subsequent
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understanding of the findings. The peripherial data became the catalyst and helped tbencemet
group setting with a wider group, a wider community. | have referred tpheeal data in my studies
in Chapters 3.4.5 and 3.5.4.5.

3.4.6 Particularity

One of the central ideas in this study is to emphasize the ‘particularity’ of the stories, but at the same
time to bring them to a broader context in order to give them value. For this pulposad
Kumaravadivelu’s (2006) concept of ‘particularity’ very useful. Although he is using this term when
talking about postmethodology, | will use it to portray the specificationstofies and their

interconnectedness within a larger context.

Particularity seeks to facilitate the advancement of a context-sensitive, logaticific pedagogy
that is based on a true understanding of local linguistic, social, cultural, palitital

particularities. (p. 8)

The purpose of such a particular, context-sensitive approach is for people to nskefsheir own
experiences. | am suggesting then that in order to untangle and achieve understantimg of t
phenomenon under study it is necessary to undertake narrative inquiry in the foomswiicting,
interpreting, and reflecting on participants and personal’s stories. These are then my reasons to use
narrative inquiry in the analysis of my data.

In the writing of this study | try to put forward a thesis based on muliasdgue, trying to
unravel the complexities around the ‘native speaker’ through the exploration of each story identifying
crucial aspects. These aspects are situated also in the wider socio-podititadt in which these
stories seem to be interconnected. These dialogues shift from the abstractdoctie¢e, from the
past to the present time of the participants and present consequences. In addition, the researcher’s past
time as a learner and present time as a teacher and researcher are indladdhisAs situated in a

constant dialogue of mutual self-disclosure.

3.5 Research Process: An Overview

In the following section | describe the research design used for this prtjectprocess, the
instruments, characteristics of the participants as well as the data colleciedyres and the data
analysis procedures.

3.5.1 Focusing the Study

My research process was drawn from Hammersley and Atkinson (1995), Denzin and (2068
Atkinson (2002), Holliday (2007), Jaatinen, (2007), and Rapley (2007). Drawing from
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postmodernism, and being aware that | am not looking for absolute truths; | am cotisaiahe
research is to evobwith the data, allowing different topics to emerge (Holliday, 2007). The résearc
design is then emergent, because it will develop as the research continues fortiarésiergent
design is illustrated ifigure 1

The research started out with an initial interest of mine to exgloiw students constructed
their perceptions towards ‘native’ and ‘non-native’ English speaking teachers. I selected the location
of the study, which was the Language Department at the University of Guanajuagntri¥hce to the
location was not difficult, since | am part of the community, but | needed taiexple project to
students and teachers and make contact with them. My first contact was withssatdére SAC
(Self-Access Center) of the Language Department. SAC students are those who makeasdecisi
concerning when they go to the SAC, in order to practice specific skills. | veasiige of one of the
conversation groups there and this helped me to explore the topic in an informal Maimeras a
way to gather initial data and eventually helped me decide how to approach stratarttsef formal
English classes and to know about their experiences when learning English and to know their
perceptions towards ‘native’ and ‘non-native’ English speaking teachers. However, while this
provided rich data on how students perceived their teachers, it revealed \ergblittit their own
experiences in the past, and also, I felt that I was lacking the teachers’ perspective. I therefore decided
to contact teachers and students from the formal English classes at the Language Sdioakewnhi

students who regularly attend English in a class environment.
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1. Focus the study

2. Selecting the location of the study |«

\\; 3. Initial contact with potential participants
4. Contacting e-mail informants to see ho«—/

the topic is discussed outside my
location.

5. Emerging topics

\4

6. Interviews with teachers and students

\ 7. Emerging topics

8. Critical incidents: TESOL discussion]<

\—’ 9. Emerging topics
10. Contacting sociologists to see how the <_/

topic is discussed within Mexico

\ 11. Emerging topics

12. Engaging in interviews: mutual self
disclosure with participants

\\_, 13. Emerging topics

14. Analysis of the data

Figure 1. Research process

At the same time | was making contact with students and teachers from the leaDgymgtment, |

was carrying out e-mail correspondence with people from different partseofvorld, mainly
teachers, scholar and administrators, to exchange opinions about the issue. This gave me another
perspective and I realized that the issue of ‘native’ and ‘non-native’ English speaking teachers is
discussed at different levels and everybody has something to say about iiid st answer certain

guestions about how students constructed their perceptions towards those teachets| nastenore
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guestions and issues about professionalization, construction of identities, and context-specifi
situations. Autobiographical data also started to emerge.

It was at the time when | was carrying out interviews, when a discussionat@utin the
TESOL Non-native Caucus. All of this started when the leaders of the Caucaisnierested in
changing the status of the Caucus and becoming an Interest Section (I1S). What whatstthbeg
another e-mail, became an intense discussion around the potential name of the lifg tewsions
among the members and a very controversial discussion about whether to keep tles Méone
native Interest Section or to find alternatives. This situation made me reflegt own research and
issues in which | had not thought about before. If people in a group, supposedig sharsame
interests, had different perceptions and opinions about the name of the Chiscos®de me think
that people would or might have different experiences and histories.

After placing the discussion in a more worldwide perspective, | decidetinbatled to contact
people from outside TESOL. | decided to contact people in the area of sociology in Mexico to see how
they perceived these phenomena within the country and combine the findings togethéndbr a
deeper analysis. We got engaged in discussions about how Mexicans perceive English teachers,
general, and then about the influence of mass media which often places the ‘native’ speaker as the
only one who can teach the language. Of course, this new piece of data brought about new topics |
realized that | had to contact my participants one more time yet fromeeediffperspective. This had
a more biographical stance in which | was also included. In doing so, | was immersetlal self-
disclosure with participants (Rapley, 2007), as | will explain later.

The data coming from the sources previously discussed, provided a thick descriptotz,(G
1973). The fieldwork and the emerging data enriched the research by expldengndi§ources and
areas which enabled me to combine the findings for a deeper analysis. This analysis includes a humber
of areas such as TESOL, applied linguistics, sociology, and postmodern literature andieé®carr
in a dialogic process along with myself as a researcher and as part of the data.

The intention of this section was to give an overview of the research procethgegmaining

part of the chapter will provide descriptions of these procedures in more detail.

3.5.2 My Motivation

As mentioned before, in Chapter 1, my initial idea was to investigate how stuerstructed their
perceptions about ‘native’ and ‘non-native’ English speaking teachers. Based on my experience as an
English language learner and then my role as a teacher, | wanted to explore: 1) ddgxa=n
students have when taught by ‘native’ and ‘non-native’ English speaking teachers and 2) possible
changes in student attitudes over time. Thus, the initial interest camepé&monal experience but
also as part of my education in the area of English language teaching aed &pgliistics. For me

there were many potential topics to emerge, and that is the reason | started focusingdytoe st
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certain location which was the Language School (now called Language Department) at ¢nsityniv

of Guanajuato. In essence | took advantage of my current position as a teacher there.

3.5.3 Selecting the Location of the Study

My entrance to the research setting was relatively easy because, as mentioreed hef part of the
staff. This research took place at the Language School, University of Guanajuataah Mertco.

This institution offers different language courses: Latin, Greek, lItalian, FrencmaGedapanese,
Spanish for foreigners, and English. It also has a SAC and a library. The Language School aperated a
a “language institute” for 24 years, until the BA in TESOL was offered. With this new program, the

name changed from “Language Center” to “Language School” and recently “Language Department”.
Courses such as Test of English as a Foreign Language (TOEFL) and Certificate fra®ver
Teachers of English (COTE), now named In-Service Certificate of English Lan@ueaghing
(ICELT), are offered as well. In the English area, the English program consists of eightesemest
divided into levels beginning, intermediate and advanced for adolescents and adults. Theong a
emphasis on the communicative approach which emphasizes the ability of studectisely use
English in all its forms. The English program encourages students to take redippfaitiheir own

learning. As stated in the official web page of the Language School:

The English program is formed by a group of highly qualiftedchers that are constantly
improving their teaching abilities in order to offer a friendly amddpctive study atmosphere
besides offering high quality teaching. English is a language that operdodn to the world.

Study English and you will open up the route to success.

Concerning the teaching staff, there were some differences in the number of yedradthmen
working here. There were full time teachers who have spent at least more theawrd 5eaching at

this school. But in recent years, part-time teachers have been hired, and they ardarmeilBA
students from the BA in TESOL that is offered in this University. At the moment of the research, there

were fifteen teachers whose first language was English and eight whose first language was Spanish.

3.5.4 Data Collection

| now move to a factual account of the data collection. This begins with aalatifor the research
settings selected and continues with a description and rationale for the choice i@papart
respondents and how and why the original research setting was extended. | thiba destationale
for the research methods adopted and the ethical issues considered in this studyndrerthiee
time, location, and process of collecting the data, as well as the problems aral iriidents

encountered during the data collection are next delineated.
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3.5.4.1 Participants

As stated before, there were two main groups of participants which | have refessed tmre group
and a peripheral group. The core group was formed by teachers, students and administfaors of
Language Department. Since | wanted to explore the issue of how the image of tble ttagher is
constructed in the Language Department, | called this my core group to meénwbald be my
main group of informants. As this was a qualitative study, | was not lookirgnfexact number of
participants to demonstrate a fact, but | was interested in exploringuan lisganted to understand a
particular phenomenon in a particular context. Therefore, my first contdlot m§y potential
participants was to have an open invitation to the teachers of the EDgliglitment and let them
decide if they would be willing to participate in my study. At theetiof the research there were
twenty three English teachers in the Language Department and ten teachers accepterd tf beyp

study, as it will be discussed in the following section.

3.5.4.2 Initial Contact with Respondents from the Core Group

At the beginning | thought my familiarity in the English Department amathgsteaching staff, as a
fellow colleague, would help my entrance to the research setting, and my presendebwoul
considered as non-threatening, because | was an insider. | could foresee advantages and disadvantages
As Delamont (2007) states, being an insider makes it easier to observe, analyze and urnderstand
situation but at the same time it makes it difficult because, froemacperspective, events become
familiar. On theother hand, being an outsider gives you the opportunity to analyze events with ‘fresh

eyes’, from an etic perspective. This twofold role, places you between familiarity and strangeness
(Harmmersley & Atkinson, 1995). | wanted to take advantage of this role and | engggeld in a
continuous reflexive process in order to be able to look at the events from lesttbgicheans of a
research diary. The journal allowed me to reflect and distance myself from my insider position. | noted
down critical incidents that | observed and that will be included along tldg ss part of my own
voice.

As mentioned before, | first decided to make contact with the students who attended my
workshop in the SAC. These students attended the workshop almost daily, thus weclbad a
relationship and they did not have problems in sharing their opinions. During the workslinaol we
informal talks about what they thought about having ‘native’ and ‘non-native’ English speaking
teachers at the Language Department and they all had different points of view. HowBetanasnt
(2007) points out, in ethnography:
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One of the biggest problems is that informants often want to help researghsinowing and
telling what they think investigators want to see and hear. Equallynmahts may systematically

hide things, and tell lies, to protect themselves, their secrets or their pripa2$2]

| perceived that some of these students wanted to help me and, as they were faitigr different
roles within the school (teacher, researcher, and leader of various prtjegtélad an impression |
was evaluating them as part of another project | was carrying out &intheThis project was the
implementation of a new English program. Also, they saw me as ‘one of them’. I was someone who
shared characteristics with them: almost the same age, Mexican, ‘native’ speaker of Spanish and once

a student of English as well. | was aware that my research focus could change tiaklstéaige of my
research and | was open to let the data drive me to areas that | had not foreseeT ihefefore, |
decided to refocus the investigation and start contacting students and teachéhe fregular English
classes, but at the same time, | was carrying out e-mail correspondence with fpeoptiifferent
parts of the world to exchange opinions about the issue.

3.5.4.3 Contacting E-mail Informants Outside my Location: Peripheral Group

One of the biggest issues that emerged from the previous initial contact witippattSAC students
was that everybody had different experiences. Even when this was interesting, it was leading me to see
the issue of ‘native speakers’ at a very local level and | considered that | had to collect data from

different sources, so | could build a picture, with different sources. As Holliday (2007) states:

Ethnographers advise that the researcher should begin by taking afdwoady surveying the
setting before deciding where to focus more closely. This is a time sl can begin to see

where the connections lie and plan strategies for following such connecpion38) (

Based upon this idea, | started to contact people from different parts of the world. Treseacleers
who had been involved in the profession. Each of these informants had had experiences, good and bad,
that have shaped their perspectives concerning the issue.

| established contact with ten from different nationalities and livingifilerént parts of the
world, such as: the United States, Spain, Hong Kong, Mexico, Kuwait, and Hungary. Thignetec
interviewing is part of the new trends in research and ethnography. As Fontana and F¢y (2005
suggest, “the reliance on the interview as a means of information gathering most recently has
expanded to electronic outlets, with questionnaires being administered by fax, elecaniznoh
websites” (p. 721). Instead of having face-to-face communication, internet has the advantage of being
low cost and speedy to return. “The future may see considerable ethnography by means of computer-
mediated communication, where virtual spaeeather than a living room or workplaceis the
setting of the interview” (ibid: 721). In my case, | took advantage of the new technologies and

distances were shortened by means of rapid, efficient and constant exchange of communicagion with
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mail informants. There are different forms of organizing online irggrvig: synchronous and
asynchronous. Synchronous means the researcher gets in touch with the participants inoanchat
and exchanges questions and answers while being online. Asynchronous means that ther researche
sends questions to the participants and they send their answers back after time, tathtlkleynot
need to be online at the same time. This is called e-mail exchanges (Flick, 200@&Theised in
this study was asynchronous since participants were allowed to take some time tdbaokwaed we
did not meet to be online at the same time.

At this point of the study, | realized that people had their own representatiosality, based
on their lived experiences and the meaning they made from it. As Denzin and L{R0O)
emphasize “We examine the stories people tell one another about experiences they have had. These
stories may be personal experience narratives or self-stories, interpretationspresi¢he person
goes along” (p. 645). These informants revealed politics and ideologies attached to the concept of
‘native speaker’. The initial questions | asked were: how do you perceive the dichotomyivé aad
non-native speakers in your context? What have been some of your experiences?Hestaaetere
the only questions | planned because respondents starting posing new issues | had not considered
before. Therefore, | followed our electronic communication with questions relatetiatoeach of
them had said in the previous e-mail so that they could tell me more. The majohigydifcussions
were around a number of topics such as: ‘i@ and ‘them’ division; construction of identities;
racism; discrimination; self-perception and politics. These emerging topits|, tfad not foreseen,
helped me understand the complexities around this issue, engaging me in an oefjedtiger
process. These e-mail correspondences continued for about a year (2006-2007), on a regular basis, an
| made sure that they all gave me their consent to use the informatithre fpurposes of this study.
When | first communicated with them | explained to them what my intention was (to know more about
their experiences and the meaning they gave to term itself). They werd&adbltheir information
would remain confidential and some of them asked to be called by a different name amdhssse
asked to keep their name when reporting the data.

When | engaged in these constant discussions with the e-mail informants, | dieidéd
wanted to contact teachers and students from the regular English courses. As | had gathéad d
students at the SAC, | wanted to know how people in the Language Department perceived the

phenomenon of the ‘native’ and ‘non-native speakers’.

3.5.4.4 Interviews with Teachers, Students and Administrators

In order to select participants, | asked the Academic Secretary of the LanDeagrtment for a
complete list of teachers and their schedules. Once | got the list, | wealk to the teachers and
explained the purpose of my project. Ten teachers agreed to participate udtharst, as happened
with the e-mail informants, they all were told that the information theyiged would remain

confidential and they signed a letter of informed consent, to give me permissiosirigr their
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information for tle purposes of this study. Seven teachers were considered as ‘native speakers’ of
English, since five of them were born in the United States and two in the Wmitgdom. The other
three teachers were Mexican and they all considered themselves ‘non-native’ English speaking
teachers.

Interviews were chosen as a research tool because they can generate usefationfanout lived
experience and its meaning. | agree with Denzin and Lincoln (2005) when they st timéérview
is a conversation: “the art of asking questions and listening” (p. 643). However, interviews are
influenced by the personal characteristics of the interviewer, including ctss, ethnicity and
gender ipbid). The objective of the teacher interviews was to know their perception digoisstie of
‘native’ and ‘non-native’ teachers, and to know if they perceived students preference for either one or
the other. The initial intention was to have teachers together and have gewjgivd. My reason
was that | wanted to have teachers talking about their experiences in the classdooomtrast their
perception.

However, because of issues of time, interviews had to be held individually. | conEdeasha
better route to follow because, using group interviews would have left me to endlesssidins
among teachers and the main purpose of the interview could have been lost. Indivatuviwet
provide a richer conversation between the interviewer and the interviewee (G28R6ll,Rapley,
2007) and, in this manner, can provide more meaningful data. Interviews were conceived as
unstructured. Fontana and Frey (2005) consider that “unstructured interviewing can provide greater
breadth than do the other types given its qualitative nature (p.705). My main teasernthis type of
interviews was to set the topic and let the teachers give me their opinigmsypehwas also open to
emerging topics, without the constraints structured interviews have. | wanted to theojte-
established questions with a limited set of responses, and little or no roorari@ion. It was
important to let the teachers establish the interview location and time (Haleyn&r Atkinson,
1995). | was flexible in that respect because | knew that teachers had liglbdimeen classes and
others even taught at different institutions in a day. Interviews were recorded drefdeaere aware
of the presence of a small mp3 recorder. This did not influence their behduring the interview
given that after the common greetings, teachers started talking without amkéngl at the mp3
recorder. It was during the semesters of January-June and August-December 200 8pamadases
a further interview in January-June 2008 that these interviews took place andeactobr was
interviewed at least two times.

Concerning the interviews with students, | followed a similar process as witkeitieets. Once
| had explained the study to the teachers and what the nature of my researcheytheg introduced
me to their groups. They allowed me to introduce myself and to take some minutes dbfseis to
explain the study to their students. | openly explained the study to the whole group and asked for
volunteers. | gave them a questionnaire (see below questions) and said that netioriovould be

confidential. They signed the cover letter of the questionnaire if they accepted to betipadgtady.
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All the questions were in Spanish because | wanted them to answer freely, ¥atiimgt anxious by

trying to answer in English. The questions | asked were:

1. Why are you studying English here?

2. Do you prefer being taught by a foreigner or by a local (Mexican) teacher?rEypla
reasons.

3. What has been your experience in these few weeks of classes? What do you like about your

class?

The reasons why | asked those questions were:

1. Question number one seemed to be important because not all our students come from
different Departments; there are also students from high school and the geidial |
wanted to know why they needed (or wanted) to study English and why they decided to
study here (having the option to study in any other Institution).

2. Question number two was more related to the project. However, it was ndb estast with
the concept of ‘native/non-native’ English speaking teachers. I was not sure if students were
going to understand those concepts and I decided to name them “foreigner” and “local” or
“Mexican” teachers.

3. Question number three would give me some other data related to what thmsslikdd in
class (for example, teaching style, activities, material designed by the rjeandethis

would help me go deeper in the subsequent interview.

As an initial stage, | wanted to start with something very general and then go bgéperviewing
students and asking them to clarify their responses in the questionnaires agdHett talk about
previous experiences. This was with the aim of knowing if they had had any pariqodgience that
had made them perceive their teachers differently or if they really nheddidtinction between
‘native’ and ‘non-native’ English speaking teachers. While students from the four different groups
responded to the initial questionnaire, | made a selection based on their respahess who
explained more in detailed why they preferred one or the other teacher. Iddxiderk with only
fourteen students of the regular English courses. | therefore shall mention thaf the® main
intentions of these interviews were to find out: 1) attitudes of Mexican studémais taught by
‘native’ and ‘non-native’ English speaking teachers; and 2) possible changes in student attitudes over
time. For this reason, each of the fourteen students were interviewed at leastawaldnng the
semester to see if their perceptions had changed and, if so, what factors cortwilthesed changes.
The students’ main characteristics and the semester they were studying at the moment of the first

interviews can be seen in Appendix 2.
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As in the interviews with teachers (see Appendix 4), | gave students aféttiarmed consent
to be signed (see Appendix 5). | explained very carefully how | was goinggtthe information they
provided and that their names were going to be changed, in order to keep their anonymity. | consider it
important to note that at the same time | was gathering the datakeejgisng a research journal and,
as part of the interview, | made notes and included a description of behaviow torkieep as many
details as possible. These details included non-verbal communication, such as fac@espaads
descriptions of the environment, or what Holliday (2007) refers to as ‘the human factor’ (p. 65).
Interviews were also unstructured and the participants could shape the directieimntériew, thus
if a topic emerged during the interview, | did not force students to follougid conversation
(Hammersley & Atkinson, 1995). Each interview lasted between 20-30 minutes. Aftentaglew,
the intention was to transcribe them into a written text to make theefuahalysis easier. At an initial
stage, the interviews were transcribed in a very simple manner, with no annotations of emotions or any
other conversational features. However, as mentioned before, | kept a research jourmaldanty
own notes about the interviews so that | could add that information once the interview was transcribed.
Information about what was happening beyond the conversation (interruptions, laughs, noises) was put
into brackets.

Regarding the interviews with administrators, | interviewed the English coardiaat the
director. | followed the same procedures as with teachers and students. | fisshezkgb the
coordinator the purpose of my research. Being an American citizen, the caortismmtbeen working
at this place for about six years. She has been in charge of the coordinatioa f@st tfour. She
agreed to be interviewed and she signed the letter of informed conserik & thés point, she was
interviewed twice, and the interview took place in her office. Once agairpWéd an unstructured
interview approach and let her talk. She is an outspoken person and knows the Emgiesis t#fahe
English Department very well. When interviewing the director, | followed thee sgpproach. The
interviews took place in his office and the main intention was to know more dgohistory of the
Language Department in terms of hiring ‘native’ and ‘non-native’ English speaking teachers and his
own perception of the issue inside the Language Department. Both interviews werethelddring
term of 2007. The table whictescribes the administrators’ main characteristics can be seen in
Appendix 2.

So far, the initial and later interviews, along with observations and e-meglspondence, had
provided some rich data. | had a better idea of the phenomenon inside the Department, but also a
broader perspective and how this topic was perceived in other parts of the woddedifbpics were
emerging, such as stereotypes, construction of identities and the influencei@ipesiperiences in
current teaching and learning practices. However, 1 had not explored the issue of ‘native’ and ‘non-
native speakers’ at a much deeper level; this is, at the national level and how this social phenomenon
is perceived among people who are not directly related to English teachingfoféel decided to

contact two sociologists in Mexico to ask about their opinion. But before explam#d would like
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to comment a critical incident that helped shape the methodological aspect atuthsin a

substantial manner.

3.5.4.5 Critical Incident: TESOL Discussion

As mentioned before (see Chapter 3.4.2), there was an event which can be catagaiseiical
incident and informed this study. | considered this a critical incident sim@sian unexpected event,
| did not forsee this at the beginning of the investigation and it helped nedldct about the issue
under study. At the beginning of January 2008 and throughout February, the NNEST $anicrs
invitation to all its members to consider the possibility of changing thasstd the Caucus and
becoming an Interest SectiQI$). An IS, as define in the TESOL webpage, “represents an important
area of research and pedagogy”. Caucuses were facing extinction in TESOL and leaders from the
NNEST Caucus initiated this idea of becoming an IS. A constant exchange okdeaukiplace, and
the discussion centered around what name to give to the IS, either to keepnthatiMe Interest
Section name or find alternatives. The discussion became really intense and there wereopeafile fr
over the world expressing different opinions and emotions concerning the topimairhéiscussion
focused on the term “non-native speaker” as pejorative or no longer pejorative. People from different
parts of the world pointed out that this term is, in some places, still pe@ratid even the NNEST
nomenclature suggests speakers marked positions of domination/subordination. Thg agp@Eed
that this is no longer an issue of language, but ethnicity, demonstrating how complex this topic can be.
These e-mail exchanges, as Flick (2006) suggestsned to follow the ‘snowballing
technique’, where one issue is proposed by the researcher or one of the participants, and the rest
comment on it. Although this discussion was not part of the initial plan, | tliiskas a critical
incident. With these discussions going on, new topics emerged and | could see how even a group of
people, with common interests, as they claim to be in the Caucus, haermtifperceptions and
opinions, bringing their own experiences and histories with them. | considerednbatied to go
deeper inside into how this group of people worked. Even when | was a member of the Caucus,
became more involved, as part of the discussion. | had the opportunity to atten&Std T
International Convention in New York City in April and, most importantly, attdredmeeting the
Caucus organized. | met some of my e-mail informants and we exchanged opinions Ho&gdaee
situation. At this moment, | realized that in order to build a deeper picturad lto look at my
participants’ personal experiences to understand the complexities of those representations.
Personal experience reflects the flow of thoughts and meanings people have inntesiiaii®
contexts. These experiences can be routine or problematic. They occur within dighéeperson.

When they are talked about, they assume the shape of a story or a narragideexiperience cannot
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be studied directly because language, speech, and the systems of discourse mediate and define the very
experience one attempts to describe. We study the representations of experience, inntexyself
(Denzin & Lincoln, 2005: 645).

Taking this into account, | continue with my research plan, and as stated beforactembiwo
sociologists in Mexico to place the discussion at the national level.

3.5.4.6 Peripheral Data: An Image of the Teacher

Giddens (2006) defines sociology as: “the scientific study of human social life, groups, and societies

[...] sociology demonstrates the need to take a much broader view of why we are as we are, and why

we act as we do” (p. 4). With this idea in mind, I started to look for sociologists because | wanted to

go beyond the TESOL idiosyncrasy and look for different perspectives, and mahiger, | tried to

build a complex picture of the phenomenon. The search was not easy because | did not know any
sociologists at the University of Guanajuato. | contacted my local mentor amaitshree in contact

with one sociologist in Puebla. In the same way, this sociologist invited asoitietogist to be part

of the discussions. Both hold PhDs in Sociology. We met in different occagmresmail, in a
synchronous form via messenger. The first encounters helped me explain what the study was about
and to inform them what | was doing at that moment, in terms of reading andotlatdion. Once

they knew more about the study, they gave me their opinions about the different tHeateweve

related to the focus of the research. Similar topics to those that teachersdantsstad mentioned

came about: the role of the English language in Mexico, hiring processes)éeflobthe media in a
national perception and personal experiences. We got engaged in interesting discussibostfor
three months on a regular basis. We discussed mainly how Mexicans perceive Brggisaral and

then how mass media influences how ‘native speaker’ teachers are viewed as the only ones who can

teach the language. This new piece of data, and following what Flick (2006) descriuesitasive

online research, made me realize that | had to contact my participants one regreetiause each
individual constructs different descriptions based on experiences and critical indlntad an

impact and helped them shape their perceptions and attitudes in a given timelivethefrom this |

was able to reach the individuals in a more biographical stance and | included myself.

3.5.4.7 Engaging in Interviews: Mutual Self-Disclosure with Participants

| was particularly intrigued to look more carefully not only at theaurding discourses, but also at

the discourses of the participants themselves and their autobiographical esttativgh which they

made sense of their lives. | contacted my participants again and, this time, | concentrated on a different
interview approach, working with narratives and autobiographies. Jaatinen (2i@8ines

autobiographies in the following:
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The concept of “auto/biography” i.e. self (auto) is writing (graphia) about his or her life (bios) is
from Liz Stanley. In her article On auto/biography in sociology (199352) she questions such
conventional division considered almost salfdent in life writing as “biography/autobiography”,
“self/other”, “public/private” and ‘“immediacy/memory”, and argues that the researcher-self

constructs and creates rather than discovers sociological reality and social kieo\ipe@8)

According to Stanley (1993), reality is not a single one. People will cohgtreacsame event in
different manners, through different descriptions. | thus opted for the unveilepefiences, their
situated differences, drawing upon co-construction of identities through narrativeeiwgenis the
work progressed, it relatively quickly became clear that | had little chahoaderstanding their
perception and interpretation of the situations and concepts unless | wasr fatitfilitheir histories
and experiences. It is within the postmodern paradigm that | found useful to explordéothese
research and where participants’ autobiographical narratives could be deployed.

In postmodern interviews, the role played by the interviewer as human is an imptetaant
in the interviewing approaches of postmodern anthropologists and sociologistang-é@ntFrey,
2005). These authors claim that the researcher influences the study in two @rdgsmethods of
data collection and techniques of reporting findings. In an attempt to minimize the interviewer’s
influence, Fontana and Frey suggest the use of polyphonic interviewing which ... through polyphonic
interviewing [...] the voices of the respondents are recorded with minimal influence from the
researcher and are not collapsed together and reported as one through theatidarmethe
researcher” (ibid: 709). In this venue, the multiple perspectives of the participants are repoded, an
emerging topics and problems encountered are discussed rather than disregardedoAldindea,
the interpretive interactionism introduces a new element: ‘epiphanies’. Denzin (1989) describes this as
“those interactional moments that leave marks on people’s lives [and] have the potential for creating
transformational experiences for the person (p. 15).

At this point, | decided to adopt a life-story approach, this is, | drew upoalgsess concept,
where | distinguished not only between the perspective of the biographer in thbupabe
perspective of the biographer in the present as well (Jaatinen, 2007). In ordabte teeunderstand
and explain the statements of an interviewee/biographer about particular angiexperiences in
his/her past, it is necessary to interpret them as part adrall context of his/her current lifend
his/her resulting present and future perspective (Rosenthal, 2007).

| relied on a style of interviewing that encouraged interviewees to produce elaborated and
detailed answers. In order to do this, I had to offer ‘my story’ as well, and disclosed myself as a person
who has ideas on the topic, engaging in a mutual self-disclosure (Rapley, 2007), as sfigwreig.

| contacted participants, mainly teachers and students again, because | had follaeat a r
superficial approach before. We engaged in longer talks and more detailed conversati@bpthher
(interviewer and interviewee) shared experiences and even contrasted similadrmcitieats we had
had during our lives. This gave me a complete different perspective and we bethinatklanguage

of our emotions, feelings, and experiencisd( 2007). By doing this, it seemed a common place
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where selves were constructiedstories (even ‘by’ stories), but I wanted to know why and how that
should be. | found it very helpful at that stage to theorize the storied comstroftself using
Winnicott’s idea of ‘potential’ space (see Day Sclater, 1998). That is, these creative spaces allowed
the self to take shape again and again, based on dialogue sharing experiences.

"

‘ Interviewee

/

Figure 2. Mutual self-disclosure
3.5.4.8 Ethical Considerations

There are ethical issues surrounding social research, especially ftrrthgraphic researcher, who is
interested in exploring people’s lives. This researcher needs to keep ethical considerations in mind
during the whole research. Such ethical considerations start from desigrargfar the research to
the gaining of access to the research setting. This refers to gaining permigsiopafticipants in
order to present the data, the writing of the study, and so on (Punch, 1994; Murphgvéal} 2001;
Hammersley & Atkinson, 2007). In this section | briefly explain the main aspectsioéletsues
considered in this study. These are: informed consent, harm, overt and covert, and anonymity.

Ethical issues are essentially concerned with informed consent. That is, makiri &xpiie
research participants that they are being researched, telling them whegehesh is about and what
the researcher is up to, and obtaining their voluntary consent (Hammersley & Atkinson, 2007). When |
started this study, | asked participants for permission to use theiindae study. | designed a letter
of informed consent (See Appendices 4 and 5). Also, being ethical in research meamg maki
participants aware of the nature of study (overt/covert) and, avoiding any harmef€histo causing
harm to the participants, physically or psychologically in the process of thecesgagven by the
research outcome (Glaser & Strauss, 1968; Punch, 1994; Hammersley & Atkinson, 2@@7aware
of these aspects within my research and avoided any harm of these types as much as | could. However,
as Finch (1984) points out, we cannot foresee the consequences of publishing the Woskstage

of my research, | cannot think of any harm caused by my research study.
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Dealing with anonymity is another issue in ethics. In this particular studpde myself sure
that the informed consent letter included a section dedicated to this respecipdtastisiere assured
of privacy because of the naming policy | adopted. When classifying and coding thes citded in
Chapter 4.6 | assigned a fictitious name to the respondents in order to alloeatlee a more
personalized construction of the narratives.

3.6 Conclusion of this Chapter

From the research process | have described above, it can be seen that my researclitédcussshi
data started to emerge, make sense and take shape, my reflection on my studynadidevedach
certain decisions in reference to methodology. This helped me build a concept@abdranvhich

will next be discussed for data analysis. Emergent themes can change the foeercii (ddeasor &
Woods, 1991: 60-64; Hammersley & Atkinson, 1995: 29-31; Holliday, 1996: 236). In this venue, |
realized that the development of my research questions followed a process eks4vegfocusing'
(Spradley, 1980: 33-34; Hammersley & Atkinson, 1995: 207). At the beginning my questions were:

¢ What are the initial attitudes of Mexican students towards their English teachers?

e What are the factors that influence and shape student’s attitudes towards ‘native’ and ‘non-
native’ English speaking teachers?

e How do teachers’ self-perceptions corroborate or differ from the students’ attitudes? And

how do these influence the teaching-learning process?

However, as the research evolved, my focus shifted and my research questions HseweBearch
questions now are:

1. How is the image of the English teacher and speaker constructed by studentss taadhe
administrators of the Language Department of the University of Guanajuato?

2. What are the problems with the term ‘non-native speaker’ at a local level and how are these
connected at a national and international level?

3. What labels have participants experienced and how do ¢kpksén participants’ construction

of their personal and professional identity?

In the following chapter, | shall discuss the data analysis procedures as aptdkeltconceptual

framework and my data collection.
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Chapter 4

The Interconnectedness of Data: Piecing the Narratives Together

4.1 Introduction

In this chapter, | discuss the pertinent methodological issues considered whii@gdéfie data
analysis followed by a description of the data collected in the researst).| Start by describing the
process of transcribing and analysing the data, followed by a discussion abot¢ritennectedness
of data. Also, | address how the conceptual framework is brought into tharddyais. Finally, |

explain the classification and coding of the data.

4.2 The Process of Transcribing and Analyzing

In order to categorize themdssmployed a system of ‘content analysis’ (Krippendorf, 1980). | chose

one of the participants whose story seemed to be the most revealingtrafissribed the interviews

and re-read the transcripts. After reflecting on them, | re-read my imoteg research and personal

diaries regarding this particular interview and any data that could help me build a partial picture of this
particular participant. When | read all of the above, | reflected on #remwrote down the most
notable ideas in the margins of the same paper. | had prepared my data in a way tedtraaw

make notes/comments in the margins. It included a wide margin to the right seepaige, where |

could add notes next to a relevant part. At that stage, some of my data was already translated, but other
was missing. | approached this first stage therefore in English and Spanish. There abther
participant and started the same process. In this way | gradually built ualgémenes and sub-

themes which later will be employed as sub-headings in the data discussion chapter.

4.2.1 Translating the Data

Converting the data originally in Spanish into English was a challengeeifi sanslation involves
converting ideas expressed in one language to another, but this process entails a cultucéland so
decoding (Torop, 2002), and it is a boundary crossing between two languages and Quieishe
dilemmas was if | pandered too much to the target language, | would lose dsediiiithe source
language. To achieve a balance and find the closest equivalences in the target language was
challenge in itself. | found that some expressions in Spanish would not have ananaatidn in
English, and | felt uneasy when trying to translate words into English and sometihrest éind the

right words to convey the meaning of the expressions. Therefore, | resorted téetatioh. | use
transliteration as Halai (2007: 352) defines it: “Replacing the words of one language with the words of

anoher because an exact translation is not possible”. That is, I wrote the Spanish word or expression
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used in italics in the text giving its closest meaning either in brackdtseitext or as a footnote,
providing not only the closest meaning, but some explanation as well.

Another issue was the general translation of pieces of data. However, this attewwedave
another level of interpretation of the data, since “Each choice carries not only practical but also
ideological implications of language primacy” (Nikander, 2008: 227). That is, dealing with a first
approximation to the data in terms of a pure linguistic level of having knowledggaofmar,
nuances, idiomatic expressions, and a second level which required interpretation and analysis on the
level of culture itself (in both languages) to complement each other. Thidreaed as a co-
construction of the text, in which linguistic and cultural issues that weyeekements in the
interpretation of the data were translated from Spanish to English. | also had ratitnamsevised
by two colleagues. Even when | trusted my translations | wanted to add more rigoeimtsince |
did not want to lose the complexities and richness of the data in the processslaition. These two
colleagues are certified translators in the State of Guanajuato and helped me rskrsdaicout
when to keep a word in Spanish (eg. Pocho) and when to opt for a translated word @g. Littl
Mexican). There were moments in which | had to re-read both texts, in Spanish and English, and
compare them time and time again. At some point, there were extracts of whicimdtvease and |
showed the translated version to my participants and asked them if that was whadrttexl/ tev say.

This helped me keep the the essence of the narrative as accurate as possible.

Another issue that made the process of translation critical was the mérpresenting the
data in the thesis. There was a moment in which | actually thought of keepitextha Spanish
immediately after presenting the text in English. My main reason was to keemit®eof the
participants as natural as possible and, as part of it was generated in SpaaigbdIto include it in
the original language. This caused a problem of space and flow of the text. Therdfwigled to
keep the whole text in English, trying to keep a balance and find the closesteutes in the target

language.
4.3 The Interconnectedness of Data
When | gathered the data, it seemed to be bewilderingly varied. The data appeamadltclagered,

with different points of departure. The representation of the multilayers armbmiséruction of the

English teacher are represented in the bé&l@ure One can see the different sources of data.
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Figure 3. The interconnectedness of data

In order to understand the complexities of the participants’ ideas I had to look at their individual
personal experiences because the selves are constructed in stories. The once seweukstruct
interviews later became narratives themselves with me sharing experiences wiéttitigants. This
enhanced dialogue instead of monologue. | immersed myself into a careful and metieatting of

the data, involving my interpretation that, | thought, would produce meaning the data collected.

| was aware that the complete analysis could not take place as a nice logical sedfhep@ehvstage
being completed before moving on to the next. Therefore, my analysis was itevativetages being
constantly revisited.

The data showed to be interconnected in the following manner:

i) The different sources of data collection allowed many themes to emerge. The themes
emerged from the teachers’ interviews undertook me to explore other teachers’ narratives.

i) The interconnectedness shown in the process of information coming fronse¢hesibn in
the TESOL Caucus provided me with a new type of data (which I have referred to as ‘critical
incident’) that I had not considered at the beginning of my study and that it led me to look
for sociologists in Mexico to broaden my research. The interconnectedness is presented i
the sense of one leading to the emergence of other.

iif) From the narratives of some participants emerged meaningful references to particula
participants. These included moments and even places mentioned inpati@pants’

narratives; therefore this was a sense of interconnectedness.
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4.3.1 Bringing the Conceptual Framework into the Data Analysis

As mentioned before, the data suggested being multi-layered, and | had a diffictiyitigpéo make
sense the data together. However, as | was analyzing the data, | realizedsthattémgiews took the
form of narratives and that they followed the structure of a narrative butstdrees were
interconnected at different levels. ey (2001) states that “...narrative undoubtedlye-presents
features of the world, leaving some out in favour of otherg-piresents time, space, and sequence; it
facilitates the remembrance and exploration of identity” (p. 228). Thus, | wanted to emphasize the
possible value for participants to construct their narratives. To bettesrstaod the complex
construction of the concept of ‘native speaker’ and how this touches the particular lives of teachers
and people involved, | am suggesting that one way to achieve understanding is to undedatike nar
inquiry in the form of constructing, interpreting, and reflecting on one’s personal story. Furthermore,
these different stories seem to be interconnected with other stories, witteadontext, showing to

reflect context at different levels.

Clandinin and Connelly (2000) identify three elements which set a context for alpatouy.

They call this a three dimensional narrative space. The three dimensions are &s follow

1) the participants in the storytheir own experiences and their interactions with others;

2) the time during which the story takes place, including its temporal connectibissaiy and
the future; and

3) the physical settings or places in which the story is located.

Thus, any story is positioned within the matrix or space that these thegelated dimensions create,
and it is within this context that the story is understood, by both the tellee sfdry and the narrative
researcher (Barkhuizen, 2008: 232). As Phillipson and Connelly \2@84ion, “context is crucial to
meaning making” (p. 460).

When analyzing the narratives, | noticed that these stories seemed to be intercoainected
different levels yet they presedtéheir own ‘particularities’ (Chapter 3). As Barkhuizen (2008: 234)
suggests, “interconnected” is the key word: the stories mutually construct each other. | then realized
that these stories should be read at different levels. It became cleartatraesimple linear recount
of the stories would not capture the complexities around the main topic. In dojnp found
Barkhuizen’s study very useful and I had a better understanding of the stories and the different themes
that had emerged.

The following Figure 4 shows the levels of narratives. The first level is represented by
participants’ particular stories. It explores their thoughts, ideas, beliefs, emotions and isisucted
in their immediate context. The second level portrays the images and stereotypdly tyida by

others in the work/social environment. The participants have less control here ghiecaled by the
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beliefs of others and the professional community. Finally, the third levelsréfethe broader
sociopolitical context in which teaching and learning takes place. Hereripatant to consider not
only aspects of the educational context, but how the sociopolitical events and a broagetitscal
context influence to give shape to the previous levels. | represent these |&igls a4:

' g . . \ \
; . / Level 1 . " \
) ' / \ - \
i i - , ' . |
K ; ; Participants ; ! '
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Figure4. Levels of narratives

I began this study out of my curiosity about how teachers and students define the ‘native speaker’ but

while doing so, | could see thatrticularityis a key factor in defining the aforementioned term,
because everybody has his/her own experiences and perceptions concerning the issue. Suddenly, the
interviews took the form of stories and those stories seemed to be interconnectieet devels.

Probably narratives are simply about building situations of trust in oocdedldw stories to be
expressed. It is through the construction of these stories that new understaridiog the English

teacher is constructed emerged.
4.4 The Role of the Researcher
At this stage, | brought again into mind the concepts of attachment and detadhne¢mhography,
the researcher needs to keep a balance between attachment and detachnggmet{QuBb9: 54-55).

Detachment is a term that comes from Anthropology and it refers to the inggodfmesearchers

maintaining an ‘insider’s perspective’ while at the same time remain detached from the culture of

59



study. When the researcher becomes very close to the community under scrutiniq ihist $ee/she
has ‘going native’ (Pollard, 1985; Hammersley & Atkinson, 2007

In order to avoid the dangers of two extreme poles, Sharpe (1993) suggests that “the
ethnographer should adopt a position of ‘detached involvement’, aiding the validity of the final
ethnographic account” (p. 1) Cohen (1984) proposes that in order to achieve such a position, “we
have to maintain some intellectual detachment” (p. 227). In this study, even when the context iS
familiar to me, | have not taught English as a foreign language for theviastears. Instead, | have
focused on teaching in the BA in TESOL that we offer at the Language Departimentit&llectual
detachment enhances the idea of ‘making the familiar strange’. While doing the interviews, for
example, it was mandatory to be able to create a space that alloweipgattito feel safe enough to
share experiences. In this regard, I relied on Winnicott’s idea of ‘potential’ space (Day Sclater, 1998).
That is, these creative spaces allowed the self to take shape again and again, diateguersharing
experiences. Even when the context was familiar to me, | was not part of thgraapein a sense,
therefore defining my position in this research asnarginally native’ (Alder & Alder, 1987: 19,
citing Freilich).

Thornborrow (1999: 136) suggests that identity is multi-faceted because pdaypldifferent
roles at different times in different situations and “each of those contexts may require a shift into
different, sometimes conflicting, identities for the people involved”. But when people experience
issues concerning ‘native/non-native’ speakers, and when we look at particular contexts, particular
experiences, their identities are unchained. As well, their voices and persondlegiaain be
revealed.

It is my intention to see how a social reality is constructed and, following an@dstn
paradigm, consider the researcher myself as part of the overall research Battimgrmore, | have
also attempted to incorporate different sources of data collection, as descritieapier 3Figure 3
summarizes the different types of data collected in order to create thickptiesa@nd to be able to

unravel the complexity of the social phenomenon undeystud

4.4.1 Positioning Myself in the Research

This research initially aimed to identify the elements involved in classifying teachers as ‘native’ and
‘non-native’ speakers, but it gradually evolved into a journey about labelling, historical and socio-
political issues between Mexico and the United States and identity formation.

I am not only concerned about my own identity but most importantly, the iderdftiesy
participants, teachers and students in Guanajuato, Mexico, and the world, whomto riefehis
thesis. | am greatly in debt to them for sharing with me their journeydeafity formation. | am
aware of who they are. | am an insider. | see part of myself in theirsstortel empathize with them.
Their identities embrace part of my identity. So, when | analyze theiestgrarratives) | am actually

defining myself and trying to understand part of my identity. Likewise, myysesl and
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interpretations of their experiences definitely reflect my subjective viewpards énsider, who has

been labelled in several ways in numerous occasions (e.g., non-native, Latina, Hindi, among others)
but at the same time | needed to bring the idea of attachment and detachment, ataihedarghis
chapter.

Being educated in Mexico, the United States, and now in the United Kingdom, hashebade
and enriched my views of teaching. Researching this topic requires sealfeemat at the highest
level and has helped me define my views clearly. However, the more | exploreyréné fal in my
own trap. Most of the literature devoted to this topic, subconsciously admits that there is an ‘Us’ and
“Them’, that there is a ‘powerful’ and a ‘subordinate’, a ‘superior’ and an ‘inferior’. As Le Ha (2008)
states, “we seem to create the decolonizati@tronisation paradigm” (p. 26).

Being an English teacher, a constant traveller between the United Statdéseahbhited
Kingdom, a user of the language at a personal and professional level, has, of course, ghaped m
identity. This influences my views of teaching. | am an English teacher aimg teachers yet this
identity of an English teacher permeates the global teacher in me. As welthealmcal teacher
sharing my perceptions of teaching with other teachers at a global leveldekiéloping my cultural
teaching values. This integration is a fluid process which is in constant evolutibig slsawn in the

following Figure 5
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Figure 5. Positioning myself in the research

The nature of myself as an insider researcher also makes me aware of where I should be ‘seen’ in the
process of data collection and data analysis procedures (Chapter 3). | amdée bosil am not
allowed to speak for myself wherever | wish to. | have to wait until mgevis considered legitimate

and valid by definitions of research. | cannot cross these boundaries on my own.
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4.5 The Thematic Structuring of the Data Chapters

Having outlined the issues encountered in the gathering of data, the critidehiscand the reading,
and described the data analysis procedures, | move now to the thematic structuring of the data.
When analyzing the data, | was in constant dialogue between my research questohtiig)
data itself. | started the process of self-reflection, which involved me revieWitige data gathered
continuously mediating upon it, trying to find categories. At the beginning, the isigdadading of
the data took me into the obvious themes derived from mainly my participdetebi (sed-igure
4). However, as | became more immersed in the data, and relied on the narratmeapproach, |
realized that I wanted to capture ‘the essence of th&ory’ and looked more into the critical incident of
my data. As Webster and Mertova (2D@iggest, “narrative is not an objective reconstruction of life,
it is a rendition of how life is perceived” (p. 3) and, as such, it is based on the respondeats lif
experiences, therefore entails parts of his/her life. So, narrative should nokee lgpon as separate
from real life, but as a manner of building meaningful connections toifbaa$ Dyson and Genish
(1994) explain:

Stories help to make sense of, evaluate, and integrate the tensioestiiexperience: the past
with the present, the fictional with the ‘real’, the official with the unofficial, personal with the
professional, the canonical with the different and unexpected. Stories heétpnaform the
present and shape the future for our students and ourselves so thiabet nidher or better than
the past. (pp. 24243)

| realized that critical incident was very important and it led meb&erve the interconnectedness of

the stories at different levels. Three different discourses can be observed:

i) The teachers, students and myself as part of the local (core) group at the kanguag
Department, talking about the image of the English speaker.

i) The e-mail informants, myself and the global community of the TESOL Caucus, showing
the struggles of a professional community, revealing tensions and perceptionsstaward
globally used nomenclature.

iii) The discourse constructed by administrators and the influenced of the local andl nationa

hiring processes.

These different (and yet so close) discourses are in constant opposition Ihetsairte time co-
existing in a complex relationship of acceptance and rejection. Looking at the reescoil is
inevitable to attempt to isolate factors in order to try to define howiigdatconstructed in the
‘native/non-native’ dichotomy. However, I cannot present clear-cut divisions between one discourse

and another. It is the elements of these discourses that contribute thtbenstructions of identities
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and through the data chapters they may appear in more than one sectidreriég for the work

emerged as:

1. The image of the English teacher which comprises physical appearance linked with
particular phrases and labels and how these are connected with the teaching. prheti
labels are constructed on the basis of the speakers’ place of birth, nationality, ethnicity,
educational background and language ability.

2. Beliefs and expectations of the teaching-learning process and how these disaceirses
connected when creating an image of the English teacher.

3. Institutional discourse and practices related to the hiring processes in thagasesent at
the inside of the Language Department and how these differ from the literaturagatésen
Chapter 2 and therefore presents exceptional circumstances.

4. Historical issues between Mexico and the United States and their relationitshibenabels
given to English speakers, showing discourses of empathy but mainly of difference and even
rejection of the “American” foreigner.

5. Problematizing labels given to English speakers in the world and in the Language
Department, as well as the use of the NNEST acronym.

6. The change in roles (from English student to English teacher) and evolution of pergeptions
confronting past and present experiences of participants.

7. Challenges in the teaching practice and how this impacts on professional idiesudiityg to
a process of fastening and unfastening identities.

8. Finding a balance, coming to terms with labels.

The first four themes are discussed in Chapter 5. This chapter looks at thesgis@ajigimilarity and
difference and the factors which seem to contribute to the construction of thehHegltiher, such as

the physical appearance and the historical tensions between Mexico and the UnisecCB&qiter 6
explores the last four themes, and it looks at how teachers confront labels Benigelaand their
contributions to the teachers’ personal and professional identities. The themes and their
interconnectedness with the research questions can be seen in Appendix Gpdttaninto mention

that the sub-themes overlap and there is no neat manner in which can be presented. As mentioned
before, there are no clear-cut divisions between the various elements that contribute to theieonstruct

of the English teacher. Thus, throughout the data chapters elements may appear in mome than

section.
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4.6 The Classification and Coding of the Data

The data collection for this thesis is divided into six categories:

Teaches’ narratives
Studend’ narratives
Administrators interviews
E-mail respondents
TESOL discussions

Research diary and Personal diary

o gk w NP

These categories correspond to the six main forms of data collection. Each catedpagrhgiven a

code so that when an extract of data is cited or referred to in the data chapters the reader with be able t
tell where it came from and establish connections to its source in the appendfllding is an
exemplification of exactly how | created the coding to facilitate the cefssencing and interrelation

of emergent information across data sets in the finding chapters.

Data Category Example of coding data Location in Appendix

Teaches’ narratives (TN) TN1.1, Daniel/A5 A5
TN2.1, Raquel/A5

Student’ narratives (SN) SN1.1, Carmen/A6 A6
SN2.1, Miguel/A6

Administrators interviews (Al) All.1, Seth/A7 A7
Al2.1, Andrea/A7

Email informants (EMI) EMIL1.1, Sarah/A8 A8
EMI2.1, Sarahi/A8

TESOL discussions (TD) TD 1.1, Khadar/A9 A9

Research diary (RD) RD1/A10 A10

Personal diary (PD) PDYA10

Table 2. Coding of the data

4.6.1 Teacher Narratives (TN)

| first transcribed each narrative verbatim. Each was labelled with a nungbe 1) and a number
of the interview with that teacher (i.e., TN1.1), and pseudonym assigned to tlog@attiThis is

followed by a numeric code that shows the appendices it appears in (i.e., /A5). Eaumlpot

interesting phrase, sentence, or section was highlighted or underlined in the transcription.

64



Thus, a reference to opinions expressed by informants could be labeldids: f
| have noticed that., at first they like or are expecting someone white, an American, or a

foreigner, or a “giiero. (TN1.1, Daniel/A5)

The code can be read in the following manner:
(TN1.1, Daniel/A5) Teacher 1, number of narrative 1, name of participantel, located in
Appendix 5.

Then, the analysis under categories of each extract that seemed to be relevant can be mast as foll

Data Category

| have noticed that., at first they like or are _ )
_ _ ) The image of English teachers
expecting someone white, an American, 0 _
. ) Sub category: the image of the other
foreigner, or a “giiero”. (TN1.1, Daniel/A5)

4.6.2 Student Narratives (SN)

A similar technique was employed for organizing the data collected dthengtudent narratives.
Each narrative was given a number per participant (i.e., SN2) and a number of thewnieth that
participant (SN2.1), and an invented name assigned to the participant. As in theneactire, this
is followed by a numeric code that shows the appendices it appears iA@)e.,

Thus, a reference to opinions expressed by informants could be labelididas: f

My ideal English teacher?... I would love to have a Mexican teacher... but he should_know the
language 100%. I don’t know if I told you before but I hate whatever has to do with gringos, they
fe€l they can control the world... that’s why I would prefer a Mexican teacher, because I think I
feel more confident when asking some questions,lavalild feel like he is my co-national, but he
has to know the language 100¢6N7.2, Maria/A6)

This can be read as follows:
(SN7.2, Maria/A6) Student 7, number of narrative 2, name of participarired, located in
Appendix 6.

Then, the analysis under categories of each extract that seemed to be relevant cansbe read a

follows:

Data Category

My ideal English teacher? ...I would love to hav| Category: The image of the Engli

Mexican teacher...but he should know the | teacher and speaker
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language 100%. I don’t know if I told you before
but | hate whatever has to do with gringos, t
feel they can control the world... that’s why I
would prefer a Mexican teacher, because | this
feel more confident when asking some questi
and | would feel like he is my co-national, but
to know the (SN7

Maria/A6)

has language 100%.

Sub category: Stereotyping the Engl
teacher

4.6.3 Administrators Interviews (Al)

A similar technique was employed for organizing data collected during the i@werwvith

administrative people (Former Director and Coordinator). Each interview was @inember per

participant (i.e., Al2) and a number of the interview with that particifat.1), and pseudonym

assigned to the participant. As previously explained, this is followed by a nuondedhat shows the

appendices it appears in (i.7).

Most of the people 1'd say are serious about their teaching, they re in programs about education,

and about teaching English of a foreign language in the BA they’re in the ICELT course. They re

in the TESOL programs; they re currently in their ELT masters program@l 1.1, Sue/A7)

This can be read as follows:

(AlI2.1, Sue/A3) Administrator interview 1, first inteevi/ with Sue, located in Appendix 7.

Then, the analysis under categories of each extract that seemed to be relevant can be mast as foll

Data

Category

Most of the people I’d say are serious about their
teaching, they’re in programs about education,
and about teaching English of a foreign langu
in the BAthey’re in the ICELT course. They’re in
the TESOL programs; they’re currently in their
ELT masters programs. (Al, 1.1, Sue/A7)

Educational background

Sub-category:

Language Department.

the community of tf

4.6.4 E-mail Informants (EMI)

A similar technique was followed for organizing data collected from ¢infarmants and peripheral

respondents. Each e-mail informant was given a number per participant (i.eagiad)number of

the e-mail exchange with that participant (EM2.1), and a pseudonym assigned to theapauitici
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some cases. Some other informants wanted to be referred to with their actual namexicAsIpr

explained, this is followed by a numeric code that shows the appendices it appears in)i.e., /A8

| disagree with the terms nondive/native. The connotations of the word ‘non-native’ are
negative—it is like calling me a nomsan! The hyphenated word ‘non-native’ implies a ‘deviant’,
a non-standard. | do think these terms apply ngéonWith globalization, the world has shrunk
plenty to make English a global language and if English is now an ‘international’ language then

who are non-native speaker@MI 2.1, Sarahi, A8)
This can be read as follows:

(EMI 2.1, Sarahi/4) E-mail informant 2, e-mail correspondence eurhbname of participant,

Sarah, located in Appendix 8.

The analysis under categories of each extract that seemed to be relevant can be read as follows:

Data Category

| disagree with the terms non-native/native. | The struggles of a community
connotations of the word ‘non-native’ are
negative—it is like calling me a non-man! Th Sub category(ies):

hyphenated word ‘non-native’ implies a ‘deviant’, | The paradoxes with the nomenclature;
a non-standard. | do think these terms apply Pejorative terminology

longer. With globalization, the world has shru
plenty to make English a global language an
English is now an ‘international’ language then
who are non-native speakers? (EMI 2.1, San
A8)

4.6.5 TESOL Discussions

Another source of data came from the online TESOL discussion. In ordeyattized this data, each
participant was given a number (i.e., TDI2) and a number of the e-mail excivithghat participant
(TD12.1), and pseudonym assigned to the participant. As previously explained, thimneddy a

numeric code that shows the appendices it appears in (i.g., /A9

My reasons are both personal and professional. hamon-native speaker of English, and | am
currently training non-native students to beconma&chkers of English. In this global context, the
ownership of English language and the native-nameatichotomy is being used at times as a
sort of gate keeping tools. The context is one ttiearly privileges the native speakers and this

dominant position is secured at all costs. My stusle@re constantly reminded that they are not

67



native speakers—hence triggering marked positions of dominationtsalination. (TD3.1,
Khadar/A9)

This can be read as follows:

(TD3.1, Khadar/A9). TESOL Discussion 3, e-mail exchange numberate of participant,
Khadar, located in Appendix 9.

The analysis under categories of each extract that seemed to be relevant can be read as follows:

Data Category

My reasons are both personal and The image of the English teacher
professional. | am a non-native speaker of
English, and | am currently training non- Sub category (ies):
native students to become teachers of Hiring practices
English. In this global context, the

ownership of English language and the
native-nonnative dichotomy is being used at
times as a sort of gate keeping tools. The
context is one that clearly privileges the
native speakers and this dominant position is
secured at all costs. My students are
constantly reminded that they are not native
speakers—hence triggering marked

positions of domination/subordination.
(TD3.1, Khadar/A9)

4.6.6 Research and Personal Diaries

Two diaries were used, my research and personal diaries. A similar techniguelloxaed for
organizing data collected from them. Each entry was given a number (i.e., RD20 or PD15) a
followed by a numeric code that shows the appendix it appears inWAil®). The following is an

example:

How on earth I would give a percentage to my level of English if I don’t even think I could do it in
Spanish. This idea of conferring percentages topuwifficiency is absurd and it is surprisingly
very rooted in our minds that it is even stipulatedfficial job application forms. How can we

fight against these beliefs if society has enhartbech?(PD8/A10)

The code can be read in the following manner:
(PD8/A10) Personal diary entry 8, located in Apperidix
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The analysis under categories of each extract that seemed to be relevant can be seen intige followi

Data Category

How on earth | would give a percentage to | Beliefs and expectations
level of English if I don’t even think I could do it
in Spanish. This idea of conferring percentage
our proficiency is absurd and it is surprising Sub category:

very rooted in our minds that it is even stipula] Pressure from the community
in official job application forms. How can w
fight against these beliefs if society has enhar
them?(PD8/A10)

4.7 Conclusion of this Chapter

In this chapter | have explained how the narrative approach seems to suit my data andlysiw
the data has been classified and coded to facilitate its reading in the subskgpe:t. | move now
to the discussion of the data. As mentioned before, there are no clearsiohdilsetween the various
elements that emerged from the data and that seem to contribute to the construtiirajlish
teacher. Thus, throughout the data chapters elements may appear in more than one section.
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Chapter 5

A Discourse of Similarity and Difference

5.1 Introduction

This chapter is the first of two which presents the research findings. Iteefgéise first of two major
themes, as described in Chapter 4. This chapter begins by presenting how participants speak about
physical appearance and its impact on various aspects of their practice ofgtetidhen, presents
data which appears to suggest that teachers and students have their own expectations, which are a facet
of their teaching-learning process and therefore also a part of theiruoiost of a discourse of
similarity and difference. Next, the findings about the institutional discourse and practicehigbgu
at the inside of the Language Department and how these processes have changed overdime due t
national policies, imposed by the Federal Government, and how this has shapedgiheointhe
English teacher of the Department. The chapter concludes with the findings about hoipapdsti
reveal a sense of similarity and difference around the historical socimgdotélationship between
Mexico and the United States. Then, expanding on how this contributes to identity shaping on
ethnicity, language proficiency and sense of belonging.

Concepts of image, beliefs and expectations, labels, hiring practices, ethnicitgngodde
seem paramount in this study. Therefore, in order to establish some form abtiogtperspective to
the discourses generated by this core group of participants in the Language Departsesms it
useful to also provide some insight into the views of the peripheral gropart€ipants (e-mail
informants such as teachers, researchers, as well as members of the NNEST Tlaisows).serve
the purpose to see how they conceptualise the image of the English teacher and the subsequent
identities. While acknowledging the brevity of the ideas gathered from thishesal group it is
worthwhile noting that they are groups rooted in different educational cuitudégerent parts of the
world and useful in providing some perspective on the core data (teachers, studentsiistatdns
at the Language Department). For this reason, different voices from different gfopgdicipants

will emerge to tell us their stories and see how they interconnect at differest level

5.2 Physical Appearance and the Practice of Teaching

Within this sub-theme, five out of the ten teachers, four out of the fourteen stutieats,
administrators and three out of the ten email respondents in my study generally thaictitey have

formed an image of the English teacher which comprises physical appearance. A significant number of
them also link this with particular descriptive phrases, which is derieed fineir experience of the
profession. A first important contribution is related to the belief ofrftpei set of characteristics that

distinguish participants from one another. Examples of this are presented and they show how
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participants react while having a sense of similarity with some people and a&édifference from
others.

For example, Julio, a Mexican teacher with more than eight years of experience amsl who
currently teaching at the Language Department, narrates a moment when hedéintdd by the
image of theéOther in a previous workplace:

| remember when a nexwacher was hired. At that time I was the most... ‘qualified’ teacher in the
Department, because | had a Diploma, a BA in Ehgleaching and some years of experience.
When this new teacher arrived, | immediately faltelatened because he was tall, had blue eyes,
blond hair... had the perfect image of the English speaker! Honestly I thought he was going to

take over, because students were going to askve tmare classes with him instead of me and this

was going to have an impact on my salary {@iN2.2, Julio/A5)

Despite his training and his qualifications, Julio felt threatened by what he called “the perfect image of

the English speaker”. Although this is another example of how physical appearance has an impact on

how the self becomes conscious of itself, this is taken a step further. Itrsapipsiathe physical
appearance was the most outstanding characteristic of this person and Julio startegl maki
assumptions. It develops into a sense of inferiority for Julio right after perceiving this ‘powerful
presnce’ in his territory. He also started thinking of his future in terms of money. However, there was
another development in his narrative, when he saw more than the physical appearance ethtdifocus

attention on the teacher’s qualifications:

The coordinator asked this teacher to observe mgsels and asked me to be like his tutor in the
training process. But... surprise! He didn’t have the teaching skills, he was having troubles while
explaining grammar and he tended to focus on irrelevant things... I saw him very insecure in front of
the group... Then, everything changed, I was in control again. And I felt better when students asked

me to clarify some points they didn’t understand while having class with this other teacher, it made

me feel my students trusted me mofEN2.2, Julio/Al)

Even with his teaching experience, he compared himself with this new teacher,ashanative
speaker’, and he initially placed himself in a subordinate position. It appeared that Julio constructed
his own image in relation to difference, specifically in opposition to a ‘native speaker’. It is important
to stress that when Julio eventually perceived this other teacher as weakke twvas in some areas
of teaching; he was then able to perceive himself in an unexpected power position. Froathis,
think of how an isolated incident such as this helped Julio make up his mind and retiovesedtt
confidence, not only in terms of his personal self-esteem but also in termtgfgrofessional as
well.

What has been learned under the heading of physical appearance and the praidang t

leads me to look at the image of the English teacher and speaker from a défegént This
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encompasses particular descriptive phrases not only participants destrérimgglves but also as a
more complicated issue than | had thought at the beginning of the study.

Another example of this is found in the following extract. Ayan, part of the peripirengb of
e-mail informants, is a Bangladeshi teacher who has spoken English all her life. She £d&gitieh
as her native language and recalls a moment when she was living in the UnitecaSdabew the

circumstances made her reflect on her skin colour.

When | taught ESOL in the States (grades 6-12 imgBamton, NY) most of my students were
refugees from Kurdistan, Bosnia, Kosovo, and Irdfpen the students and parents met me, the
response | received from them was one that | ntw@ught of before. They were in a way relieved
to see someone with my skin color, and backgrouradifg lived in Kuwait and being Muslim)
come in and teach their children. The cultural f[maokind | came with, in addition to my English
skills, was a huge bonus for them. | wonder howdhalents would have perceived me with the

same background, but not being fluent in EngligBMI5.1, Ayan/A8)

Her statement was one of a number which, in making reference to physical appearancepwkin col
gave her a clear indication that her own educational background and English skills heould
gquestioned. Even when she was accepted by the children and parents, and her backgroghtywas hi
valued, she was still questioning these in terms of her skin colour.

This coincides with another participant. In the TESOL convention held in Bostte ipear
2010, a teacher who comes from Peru, but has lived in the United States for more tle@ns20

makes this emphasis as well, and she stated the following:

I have lived in the States the last 20 years oflifayand since the moment that | arrived here, |
have always brought up the issue [of native and-mative speakers] in my classes. | think it is
important to talk about the non-native issues im olassrooms and educate people about what
implications these labels bring, but also to adveclar the profession so we can educate our
administrators. Because of the way | look, theyrfaudstrators] never give me advanced levels,
they always put me in beginners because they are afraid that I don’t have the competence to teach
higher levels, but also, they are afraid that stusiean complain because they were given a non-
native teacher... it’s illogical. (RD20/AL10)

For this teacher, the hiring process in different universities is atilieti out based on the notioh o
the ideal ‘native speaker’, but with an exact image in mind. Administrators seem to value ethnicity,
nationality and ‘native speaker look’ more than qualifications and competence in the language.
However, it is not restrictive to administrators. She also makes reference totstodmplaining
because they are not placed in a classroom where a ‘native speaker’ is the teacher. This coincides with
Arturo, a 21-year-old student at the Language Department, who is in firstteeres is very clear

about his own preference farnative speaker’ teacher:
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| prefer a native speaker, English native speaksrabse the Mexican is like if he was another
student... and to know that he is Mexican and he looks like me well, you know... also, to know
that if you tell him something and that he can respond in Spanish... well, also the foreigner might
answer back in Spanish, but in his Span(&iN3.2, Arturo/A6, his emphasis)

This statement seems to reinforce the ideaathadtive speaker’ is much more highly valued. What is
emerging here is that both teachers, ‘native’ and ‘non-native’, and students, evaluate their teachers’
respective performance in terms of a desirable look, mostly imposed amiaeihby the society and
as well reinforced by themselves. What becomes apparent is that skin colsernaas a quality to
evaluate the teaching skills. | should note that their affirmations have cergainbed in other
participants who refer to the same issue. Different skin colours are presentdikldsalbut the fact
we are still viewed (and viewing) as exceptions shows that we have a long wayAtedgo.is not
only teachers evaluating their teaching performance, students also bring into tssidisthat an
‘ideal image’ suits better their expectations of learning English. As in the case of Arturo, “to know that
he (my teacher) is Mexican and he looks like me”, seems to show the lack of interest in deepening his
knowledge about how the practice of teachinglimd more than “having the right look”. All these
comments seem to reinforce the feelings of ‘superiority’ in terms of the ‘desirable image’. This refers
to ‘looking native’ to remain misinformed and to continue to see the ‘non-native’ or in this case, the
Mexican as ‘inferior’.

This idea of “having the right look” can be further explored in the following comment by Sue, a
teacher originally from the United States and who has been in an admiréspasition for almost

five years:

You know they [studenf don 't like when you say I don’t know... But there are other cases when |
say.. For example when | was teaching sixth semestéchvvas upper intermediate level and..
There was a lot for me to teach in that course bseahere is a lot of grammar to teach, and |
don't like to teach a lot of grammar to them and they were asking me questions and | would say
“oh gosh! I'm not sure, you guys, just a second” and then I'd get out the teachers’ book and look

up for the questions... or I'd give them examples of the grammar on the board from the book to
deduce and from that some other complications would come up or I say “I’'m not sure, you guys,

we can talk about this tomorrow” and then we would talk about it later. I mean no all the native
teachers like to do that buhave the feeling that my blue eyes and my nativ@ccent are sort of a
way that helps me have success in these situatiom$d the reason | say that is because of the
teachers who come here and they... give up more nervousness, worriness when theyyask

(Al1.1, Sue/A7 my emphasis

This particular excerpt seems to show how the “right look™ can be seen as an advantage in certain
situations in which a teacher does not know how to answer questions that come updastto®ici.
Here, the practice of teaching is linked to the ‘desirable image’ and Sue seems to believe that gives her

an advantage and it seems to justify her actions in the classroom.
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I found this situation intriguing and I could contrast it with Yun’s, an e-mail informant. She is
an English teacher whose parents come from Korea but she is originally fr@tatie She makes a
concrete reference to how she has been classified as a less competent speaker of thdémagisage
of the way she looks:

I was born in Wisconsin, I speak English as first language, I don’t even speak Korean... but
because of the way | look and my name, | have adwzaen classified as a non-native. | am

always given less classes than other teachers... this is really upsetting, I can’t change my looks!

(EMI7.1, Yun/A8)

Yun expresses her discomfort concerning the way she looks has had an impact on loer giracti
teaching. She is a teacher with more than ten years of experience lgintitienough in the eyes of
her superiors. In this subtheme, what is beginning to emerge is a relationship between particularity and
interconnectedness, or what is particular to individual respondents, and interconnectedmessjs
shared between them. While it may not seem particularly significant to coasidsolated case of
reference to skin colour and physical appearance, this takes on a different iewebrwédnce when
related across the accounts of my respondents (from the peripheral group and the core group).
People from different places (Mexico, the United States and Kuwait) in this, shake
reference to the same issue of physical appearance as one of the recurrent ¢myflfetsetin the
teaching profession. However, a factor which seems to contribtiie teachers’ self-perception and
further construction of identity (as it will be discussed in Chapter &) ise marginalized. Some
participants seemed to be convinced that they should change their looks in ofilentto the
desirable image of the native speaker. Othets to take this “native look™ to their advantage. This
certainly has an impact on teachers’ confidence and self-esteem. Furthermore, this perfect image of
the native speaker is usually reinforced in the literature (see Chapter 2) hadrimdl of students as

well. This takes us to the issue of labelling, as it will be discussed in the followinmnsect

5.2.1 Giving Labels

The above theme draws attention to particular characteristics used by particpaifis to teachers
and qualify them in terms of their physical appearance. | shall cethemn as labels in this section. A

very particular discourse is discussed in order to see how participants refer to therasdlothers.

5.2.1.1 ‘Giiero’ (Fair-Skinned)

A first contribution to the way teachers perceived themselves and sthsrthe use of descriptive
phrases when defining the English speakers. For example, Daniel, a Mexican teaches wbikée
in the Language Department for more than twenty years, next evidences his uses ofilarpadid

to classify all of his foreign colleagues.
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A glero is any foreigner for me... tall, blond, ®layes, typical foreigner... | use this word withou
thinking of a particular nationality... However, I'm very careful while using it. I use it even with

the giieros if I see they don’t feel offended. (TN1.2, Daniel/AY.

Here it is important to note that the wayderomeans ‘fair-skinned’ or ‘white’. A glierois a word that
indicates a high status, not only in terms of defining a foreigner, but in any siba#&ion in which
interactions are taking place among people from different skin colours. As in attagrycountries,
Mexico is a place with people of different skin colour. The majority are skdinked. However, being
fair-skinned is perceived as belonging to an upper class. Daniel even mentioned in one part of his
narrative that he has had bad experiences with some teachers when he has used the term ‘giiero’. He

recalls this in the following excerpt:

One day I saw a teacher going upstairs and the first thing that came to my mind was saying “Hey
giiera!”, but to my surprise the teacher turned around and replied “Hey perro! [dog]”... I didn’t
see that coming, anBltook it as if she felt offended because I called her “giiera”. Since then, I'm

very careful when I call someone by “giiero”. (TN1.2, Daniel/A5)

Daniel’s reference to skin colour suggests he gives foreigners a high status, but at the same time it is an
implicit way of strengthening these feelings of distinction between the ‘us’ and ‘them’, or ‘local’ and
‘foreign’ colleagues. When he remarks being careful while using this word, it seems to me that he is
aware of making this distinction but at the same time he does not want lleiagaes to feel
differentiated or alienated. Daniel assures that his use of the wort fisr moaking division or even

trying to differentiate the teachers from Mexicans, but a colloquial form to call héagaks.

5.2.1.2°Pocho’ and Foreigner

The use of particular descriptive phrases leads me to look atndgeiof the English teacher and
speaker from a different angle. It encompasses labels used by participantsirdggtitemselves. It
also presents this as a more complicated issue, one that | had not thought of at the befgihaing
study.

This became evident when Pam, a student who has had the experience of being taught by
different teachers at the Language Department, seems to make a clear distihetiocategorizing
and describing her teachers in three areas. This allows for a new ladmaktge, as she explains:
“Well, I have been taught by teachers.... Mexicans, foreigners and pochos” (SN2.3, Pam/Ah When |

asked her how she defineqbachd, she said:

! The word derives from the Spanish wardchg used to describe a fruit that has become rotten or discoloureda(Dav
2008). It is used to describe native-born Mexicans who receividditino formal education in Mexico and move to the
States, pick up the language through daily interactions and start showimd fladncy in Spanish.
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Those are the ones who were born in Mexico but wethie US and then came back. They are not
‘gringos’, they are still Mexicans, but they kind of have the experience of living in a foreign

country, but their English and Spaniate a litle broken. (SN2.3, Pam/A6, her emphasis)

Being intrigued in the way that she seemed to classify her English teachers, | teaknegdv more
about her definitions of each label. When | asked her how she defined andoyeiige went further
and put emphasis not only on the physical appearance, but also on the skin colour and family

background:

A foreigner is someone whose parents are foreigrersvas born in an English speaking country
and has lived all his life there, he has blue eyedall, blonde... that is a foreignefSN2.3,
Pam/A6)

As it seems to be revealed in the data, there is an established imaged in tbé thméngarticipant in
which she has already stereotyped the image of an individual with certain alfi@eacteristics. It
seems from this observation of Pam that she believes that a teacher of English easitieddinto
specific categories. Her observational ‘evidences’ have even made her create an image in her head.
This may suggest that she has chosen to pay rather closer attention to the physaultural image
she has created of the teachers than to focus on their nationality. It might refiew nmare than her
own ‘imaginative conception’ of speakers of a given language. This may indicate her preconception
even before being actually taught. Her ‘evidence’ is that physical appearance and the idea of “broken
languages” are the elements that show her ‘evidence’ of who can be a native speaker, a pochoor a
foreigner. This may further strengthen her preconception in the claseifiazititeachers. However,
this classification goes beyond physical appearance and involves ethnicity. This assseqtis to
position the ‘non-native speaker’ in an interesting schema, differing from all those categorizations
both culturally and/or physically.

However, the data revealed that in the eyes of participants, an English teacher can become
someone else because of unexpected events, showing how subjective the classification can be.
Adriana, a student who has been studying English for several years at the Languag®aebgpar
recounts the teachers she has had in the past. It is intriguing to see how shssinhdr teachers

with a particular image in mind:

[ think I have only had one foreigner... well, the “pochos”, no? [...] The teacher in third semester
was Mexican. My teacher in fourth semester was “pocho”. My teacher in fifth [semester] was
indeed foreigner. The one in sixth was “pocho” as well, and my current teacher is Mexican.

(SN9.4, Adriana/A6)

When asking her to defirmochqg she stated:
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Oh, well, that they have lived there... that they have lived there for a long time. In fact, all their
life, well, those teachers have lived there allitHees and just came back [to Mexico]. Their
parents are from here [Mexico], but they have lithdre... They [the pochos] cannot be called
Mexicans because they bring a complete difie culture, I mean...they cannot be foreigners
either.(SN9.4, Adriana/A6)

When asking her to define a “foreigner” she stated:

I mean that he was born there [in the States] and that his parents were also foreigners, I don’t

know, all his ancestors were from outside the coufi¥lexico], foreigners(SN9.4, Adriana/AG)

This classification goes beyond physical appearance or nationality. For Adriana, being a ‘pocho’ is not
being a fully foreigner, it is like being almost “there” but not “quite”. However, there was an evolution
in her narrative when describing a particular moment when a teacher’s condition of being “foreigner”

was about to change:

Well, when... as I go to church, I saw the banns of marriage and [I saw] that he was going to
marry a Mexican, & I said “ah, ok, he is going to be a Mexican too! He is going to be one of
us”, but... but he is naturally a foreigner. (SN9.4, Adriana/A6)

For Adriana the fact that the teacher was going to marry a Mexican, in a dedage, might give the
idea that he would become a Mexican as she is, but he would still have theoflaieshg a
“foreigner”. This exemplifies how identity is not static and that there are different reasons why we can
change our way of thinking about someone and ourselves. This parieata of “marrying a
Mexican” could give the teacher the Mexican status by default, or at least at first instance it might be
believed that it is an immediate reaction, but not quite, as if Adriana disttredeacher from the
Mexicans and proliferatdsis condition of “foreigner”, as in Pam’s narrative. She seems to adopt him
as a guest because of this marriage.

An e-mail informant from Mexico, David, makes also referencgotthosand comments on a
situation he is facing in a new language department where he is working in a cigarblg makes a

distinction between natives, non-natives pndhos

In my department there are pochos teaching English... For me pochos are those who are not fully
Americans, but they have lived there [in the Unigtdtes] and they think they speak English and
are superior, but they still have something Mexidanthem. | notice that students are more
motivated to speak with them than with the natividse natives are only for the pronunciation but
students are sometimes afraid of them, the Mexicans for explaining grammar mainly.
(EMI10.2, David/A8)
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My impression of David’s comment is that he repeatedly reflected on the image of the other, and has
conferred a sense of superiority pbchosover Mexicans, yet placing the native speaker above the
image ofpochos | found it interesting how each type of classification is linked with a teachithghsk
particular.Pochosseem to have an influence on thetivation of students; ‘natives’ are better for
teaching or for serving as models of pronunciation, but Mexicans are betexptaming grammar.
He even stresses the influence of the ‘native speaker’ image and how this makes students feel afraid of
them, but it also gives a sense of identification withgbehos | consider David has found it difficult
to escape from the shadow of the ‘perfect image’ of the ‘native speaker’ which has been cast by his
own description ofthem” versus “me”.

Another example of the classification of teachers comes from Darren, a yotish Bracher
who has been teaching for almost four years in the Language Department He madteresting

reflection about the first time he looked for a job in Mexico:

I met an Irish guy who has a language department. He invited me to teach at his place. I didn’t
need any qualifications. I went to talk to him and he said “we have somebody leaving. Would you
like to come here and help us?” and that’s how I started. It was this kind of places that you are a

native speaker and it’s all that matters... We were all native speakers and pochos working there.

(TN3.2, Darren, A5)

The distinction in this case is mainly between ‘native speaker’ and ‘pochos’, suggesting that theyar
almost at the same level or status, but not really. The dilemma here seenpseasemed as follows:
although difference is relational, it is inevitably oppositional. ‘Them’ are not ‘us’, ‘us’ are not ‘them,

but ‘we’ and ‘they’ seem to be understood only together, in their mutual conflict, which in this case is
presented by giving the value of difference. Also, what stands out in his consnteatidea that the
employer does not see teaching as a profession, but mostly as something that eaylstalywhen
saying “would you like to come here and help us?” (my emphasis). This resonates with what was
discussed in Chapter 2 in the early studies regarding the “native and non-native” dichotomy.

Based upon these comments, there seems to be the belief that teachers can be classified not onl
according to their image but also according to what this image can represamisrof professional
credibility. One descriptive phrase serves the purpose to assume theher e better to perform in
certain areas of her practice of teaching, as it has been discusséthizeceincides with what Wong
(2006:1) calls ‘hierarchies’ in the professional life. When you enter a new culture, it is easier to see
these hierarchies and they can shape your view of teaching and the professioaundpvedys. In
this case, two students, one teacher, and one e-mail informant have commented aboirtctiendist
or what makes a personpmchq linking this label with particular teaching skills, to the point of

heightened awareness of inequalities in the teaching profession.

Participants in this study seem to articulate a range of stratification arauedristruction of

the English speaker. This is illustrated-ilgure 8
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Figure 6. Stratification around the construction of the English teacher.

What is starting to emerge here is the Mexican-American socio-politicéibnslaip as a constant
point of departure to classify teachers. This becomes visible in the teachers and students’ discourses
and is also emphasised by employers in different parts of Mexico. At the beginnirgstddly | did
not think of the historical past between the two countries as one of thesfadttich could contribute
to the construction of the English teacher. Moreover, in the re-reading of the lmetanie aware that
the use of labels has been a constant in Mexican history. First, it startethev@paniards and the
conquest of Mexico and then with the constant migration from Mexico to the United Btateghbut
the years. This labelling has shown to be more complex than initially though. Physical agpaatanc
its connection with teaching skills is only a starting point which enceartlge use of labels. In the
following section, the use of labels in regards to power of an imade ieyes of participants will be

discussed.

5.2.2 The Power of an Image

Teachers’ self-perceptions, in addition, are determined by many different factors: languagadearn
experiences, educational background, teaching experience and institutions where they kedjgovor
have a few. In narrating teachers’ experiences in the language classroom, these teachers in the study
commented about their own confidence and how they feel threatened at times, at the befjiheing
semester. This is the case of Bree, a young British teacher who came to Meaitaexchange
program promoted by the Mexican Ministry of Education and was placed in @atma&p teach

English in the Language Department. This was her first teaching experience. Her @pseahnce
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contrasted with that of the images discussed before about a ‘native speaker’, since she is dark-skinned

and not very tall. She remembers the first days of her practice of teaching in Guanajuato:

I was horrified of being questioned by my studesisce | looked young and inexperienced. Being
a young British teacher but who looked almost Mariacgave me some confidence though. Of
course, by the end of the semester | even jokeld mit students and felt completely adapted to the
situation.(TN4.2, Bree/Ab)

In her case, the physical appearance was in her favour, since she “looked” similar to Mexicans to the
eyes of the students and to hers, giving her the opportunity to create aitfotitem. Probably she
never looked exactly like a Mexican, but her skin color created a bond with students.

Moreover, the physical appearance of some teachers seems to have an impact addmsv st
perceive their teachers even before they are taking classes with them. Some stexdéoted that if
they see that their teacher looks like a typical American (white, blue ejed)eel intimidated at the
beginning but they need time to know their teacher and “lose the fear and anxiety”, as in the case of

Naty:

Teacher John is verytall, has blue eyes, fair skin, and his voice! I was scared when I wasn’t
his student. | was actually taking class with teexcBrenda, but he was teaching next door... |
could hear his voice and I could only think “I don’t want class with that teacher! I don’t want
class with that teacher!”. Now that I'm taking class with him, I can see that he is a very
demanding teacher, but he is also a nice personaagdod teacher, it is just his appearance

that is overpowering.(SN4.2, Naty/A6)

Without knowing the teacher but with the only sound of his voice and what she theaghtis
“overpowering” physical appearance, Naty creatadimage of John that made her feel scared and
anxious before even taking classes with him. Her perceptions changed once she tookvittasses
John. She was presented with a dilemma. The teacher appears to match her created image of a ‘native
speaket yet his voice causes her anxiety. She has finally coped with this mismatch, acknowledging

that he is a “good teacher” and a “good person”. However, Naty has a history with English and the
learning process. She started studying the language at a very young age (14 yearsdoig)tdut
different circumstances she stopped taking classes. When she started her Masters sirAfionirait

30 years old she decided that it was a good moment to start again. Heqg@sence turned out to be

disappointing as she narrates a particular situation that made her make drastic decisions:

The teacher that taught me in fourth level... She was Mexican and I didn’t understand it [English]
at all, because I was used to being talked to slower... it was a quick change so I became totally
discouraged and I said: “I don’t know anything, if in fourth they are going to speak to me totally

in English, well... then... they are going to tell me you are now in fifth and you should know”, and
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that’s why I dropped out, and I didn’t continue until now that I felt I had to finish what I started
fifteen years ago(SN4.4, Naty/A2)

For Naty, her self-esteem was perhaps severely damaged and her insecurity ntdp bat the
course. She also commented that, for years, she thought that her “Mexican condition” would interfere
with her performance in English, mainly in pronunciation. She did not want to corketddae
Language Department because she generalized that all Mexican teachers wohkt irettte same
way. Her idea has changed now that she is back in classes.

Based upon these comments, there appears to be the belief that the first imjzreggniircant
in how participants relate it to the practice of teaching and the learronggs;, as in the case of Bree
and Naty. | wondered if this power given to an image created by the phygearapce could be a
problem for participants, since they seem not able to see beyond this image and atheider
possibilities. | thus believe that having created this image in their minds nspantant aspect in the
construction of the English teacher identity. Moreover, the physical appearancesé®enaspoint of
departure to classify the teachers, but once certain labels have been attoitigtashérs, then other
issues start to emerge, as it will be discussed in the following section.

5.2.2.1 Beyond the Physical Appearance: The Issue of Nationalities and Dress

An example of how a combination of physical appearance, nationality and a sense séend®
promote upon participants a position of distinctiveness. This is demonstratedfolldwing extract
from Daniel, a Mexican teacher who lived in the Mexican-American borderohbg childhood and

adolescence:

...l can tell you that once, when | went to the Statemer two girls and they asked “Are you
Navaho?” and I said “No, but I'm Mexican, very Mexican” [his emphasis]... and they said they
couldn’t believe I was Mexican, just because of my physical appearance. So, I still think, after
these twenty years of teaching here at the Langspartment, students come here because they
want to be taught by a gliero [a white person] bentthey get surprised. When | first started
teaching, I thought my students weren’t gonna like me, because they saw this mexicanito [little
Mexican], dark skin, but later, when they heardspeaking in English, then they felt comfortable

in my class(TN1.3,Daniel/A5, his emphasis)

Here it is important to note two wordsdavahoandmexicanito There is an interesting association
between the skin colour he, like many Mexicans, relatesetdcanito(little Mexican), and Navaho
which refers to a commonly attributed ‘low status’ of Native Americans This is contrasted with

glero 06r fair-skinned person), which, in opposition to the other terms indicates high atmtwas

2 Throughout this thesis, ‘American’ is used to refer to citizens of the United States of America —as is common amongst the
Mexican population.
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previously discussed. As this teacher suggests, he did not fit the learners’ image of an English
language teacher when he first started teaching.
As well as using the wordleroto differentiate English language teachers in the Language

Department, the worgringo® came up in a the conversation with Daniel:

Years ago, when the administration started hiring English teachers, it wasn't difficult to get a job
here. Any gringo could come on vacation, for a feanths, and get a job as a teacher here. And
there you saw gringos hippies who could barely tethe language, but they looked just right for the
job. (TN1.2, Daniel/A5)

From this particular excerpt, it appears thahgo has a negative connotation when relating the word
gringowith hippie and implyinga lack of teaching skills. Even when it is not explicitly said, the word
gringo seems to be more related to a stereotypical image of a badly dressedfpefsom, the high-
valued image ofjiierodiscussed above.

Those teachers who have been working in the Language Department for more than 15 years
made the same reference to the wgrihgo andhippie and even joked when recalling those times
when they first came to Mexico and admitted having dressed like a hippiddigric dress, casual
sandals, worn out jeans), before they got immersed in the profession. One teéginatly from the
United States, exemplified this by saying:

| still remember that students wouwldy “there he comes the gringo hippie!” to refer to me when
coming to class... Now that | think of it, | justawt to euse that picture from my mind, “HOw on
earth | dressed like that™Now | am more careful with my clothe@N10.1, Chris/A5)

This seems to be relevant in the data when two teachers, Daniel (Mexican) an@h@lerican) make
reference to the same ideagofngo hippiesand giving it a negative value. Chris even goes further and
seems to recall an image of him in the past that has nothing to do withagie nowadays or at least
ashe considerd. In the next excerpt, Kenny, a teacher who has been working in Mexico for almost 29
years and who has spent all those years in Guanajuato, seems to have a diffeceninogrieiway he

perceives his co-nationals, evidencing his prejudices:

My closest colleagues here in the University eitaee very tall or have the classic blonde and
blue eyes. | guess | have to say it. They dregsAikericans, very casual, looking kind of messy
or dirty all the time. In general they have an agpg@ece which shows a lack of interest in
themselves, thelothes don’t quite match, kind of wrinkled, hair not well combed. It is hard to

verbalise, but you can see them a mile awAi2.2, Kenny/A7)

3 Gringois a person from an English-speaking country; it is used as a thegogam by Latin Americans.
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From this comment, physical appearance goes a step beyond, and is related to the way@f dressi
which can denote where the person is from and say more about who they are. As the data emerged,
according taeachers’ own perception and self image, it appeared that those ‘non-native’ teachers tried

to justify their nontypical image of a stereotypical English language teacher by emphasizing that they
can hold characteristics of both worlds, as the following teacher describes:

However, you know me, you are here with me and you can see that I don’t look like an American,

I'm nota guero with blue eyes. And that is exacthathappens with students when they see me.
However, | can tell you that part of me is Americéime way | dress, the way | speak English, but
for the rest, I'm Mexican, very Mexican, my way of thinking, of interacting with people [...].
(TN1.3, Daniel/A5)

From this, | can think of the duality of two worlds of a person in which they want to come together but
will always hold on to their respective characteristics. Even with allelperience in teaching
English, Daniel constantly compares himself with an American. It seems from thehdatde
participants clearly construct their identity in relation to diffeegngpecifically in opposition to
‘native speakers’. Yet at the same time they defend their ethnic background and denote pride in it, or
in some cases, a way of distancing themselves from earlier images of themselves.

With reference to the particulariiyiterconnectedness dimension, Daniel’s reference to skin-
colour may seem isolated and insignificant. However, when interconnected with otbieat
participants say (Kenny and Sue, administrators; Chris, a teacher; andaAyamail informant) this
takes on a different light. The association between skin colour and practe&cbing is present in
the way that nationality, and what it brings within it, represents to thémewant to learn the
language. The English Coordinator at the Language Department explains how this can be &n issue a
the beginning of the semester, when students reveal their concerns for beingrplaagdssroom

with a Mexican teacher:

...and another thing that happens is that theygbdir classroom the first day of classes and say
“oh! I know who my teacher is!” They look at the teacher and they say “oh! My teacher is
Mexican; he’s Mexican because of her Mexican accent”... Mexican accent! yeah! Mexican
accent, and they come here, well not everybody, snrhe come here. They come to the
coordination and they say “I wanna change groups”. And I say “Why do you wanna change
groups?” and they say “Well, I, I don’t think this teacher is right for me”. And then here we go!
“Why isn’t this teacher right for you?” “I’'m kind of hoping to have a native speaker [they say] ...
someone foreigner”. I have students come from any level. And 1'd say that it’s not a lot of people.

It’s about two to four every semester, at the beginning of the semester, or before classes start, and
they come here. And | give them the saspeech of qualified teachers, “You're going to enjoy
your classes, you’re going to learn, and there’s no reason to change” and sorry, and you have to

give them an excus€All.1, Sue/A7)
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It appears that the learners reject the teacher or teachers in question beeawserot ‘native
speakers although the issue of physical appearance is not mentioned in the conversation, it seems like

it may be implied, when explaining why the learners have rejehtettacher, as when they say “a
foreigner”. This situation seems to be normal for the coordinator, who tries to “defend” the right and
legitimacy of the Mexican teachers to be English teachers. Sue continues explainingshdealsh
with these situations:

The non-native, they care about what people sayathem. And the native do accept them [non-
native speakers). actually they protect them. But what I do see is that this affects the non-native
teachers and when students come to my office, gide them a little lecture and as an English
coordinator | see the obligation fwotect them. And then I say “Wait a second, this person has
studies for this profession, they were hired hehey go the same process as a native speaker.
They have the same if not more experience. Sosjst up and stop complaining and go to your
classroom, and gave the teacher a chance”, I say. I see the effect on non-native speakers and

throughout the semester”. (Al1.1, Sue/A7, my emphasis)

Even when some students have strong ideas about what they consider best for thgjrgeacass,
and certainly a predisposition of disqualifying a teacher for the only readmingf Mexican and of
having an accent, the coordinator has taken a position of defending her teachsrsh@mentions
“to give them [students] an excuse”. Moreover, she also acknowledges that the other ‘native speakers’

also defend their counterparts. This situation seems to suggest that ‘non-naive speakers’ start at a
disadvantage in the eyes of their colleagues and this is reinforced bglife &nd expectations that
students bring to their classrooms, making judgmentsriori and reinforced also by the initial
reaction of “protection” on the part of the English coordinator. This situation seems to show that
physical appearance, labels and how people use them, contribute to a more complex coreamiction
initially thought of the English speaker in the Language Department. In the foll@saigpn, new

factors such as beliefs and expectations, emerged from the data are explored.

5.3 Beliefs and Expectations

In this section it is important to point out how the different participants atticular views, beliefs
and expectations of the teaching-learning process and how their discourses esariatéed when
creating an image of the English teacher. Two teachers out of ten, seven studehiswtgen, one
e-mail informant out of ten and one administrator discuss the complexitiiesinéxpectations when
confronted with the “realities” they face. For example, William, a teacher originally from the United

States and who started teaching when he came to Mexico, explains:
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Teaching English is extraordinarily difficult. Thedme as a bit of a shock to me. Before | actually
did it, | laboured under the common misapprehengi@t all one needed to teach English is the
ability to speak English(TN9.1, William/A5)

With this in mind, it is common to think that those who fell into theljebause of different reasons,
believe that teaching English is an inherit ability because of place of birtheauig learned the
languages as mother tongue. However, it is not only one teacher making referthisgitds also
students showing their expectations when studying in the Language Department.

When first asking the language learners who participated in this study abouwbesiiences
with the English language and teachers, they made reference to a ‘native teacher’ as “a person who
was born in the United StatesThis is the immediate referent; this is what they have experienced.
Guanajuato is a small city with tourism and a state university with a numbaredjrfers living in it.
Most of them come from the United States and have made of this place theiHooriiese language

learners, a ‘native speaker’ is related to “whiteness”, as this student points out:

| entered this Department because | thought thatteachers would be gringogSN9.1,
Adriana/AB)

Some students mentioned that if they see that their teacher looks like a typeatan, then they
feel more secure of their learning process, almost assuring that they will learn “good English”.

By developing a close personal relationship with students who shared their samegéang
‘non-native’ English speaking teachers still felt they were far from getting credibiityeaching
idiomatic expressions, due to their ethnic background. To illustrate this point | paovidract from
Daniel’s narrative. It clearly highlights the issue of ethnicity and the importance of colour, played by

the learners’ conceptualisations of the English teacher:

They know me, then, some [students] will have adyopinion and others will have a bad one, but
they know what they re coming to, more or less, then there is not a shock when they see me [...]
Back then... at the beginning [of my teaching practice], I remember when [ started giving classes,
in the first place | was younger; | remember | ecbblave been confused with the students, for

being Mexican, but | felt like they [students] wergpecting a white persoTN1.2, Daniel/A5)

As mentioned in the previous section, most of the participants had particular poirge @bout the
perfect image of the English teacher. However, when confronting these perceptionkewithalt
experiences, they are questioning the image of such teacher. Daniel, who has beeniwdhlng
Language Department for more than twenty years, goes further and comments loa feeds when

he does not know some idiomatic expressions but how other elements can compensate for this:
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1 did feel uncomfortable in a way... because they expected the best, and in practical terms, it could
be assumed that a native of the langualge:d be a better teacher, in the beginning...just like
that, without thinking of anything else, right? katthere are other factors, because in the first
place, like | said, as a student if you see thattdacher is white and is dominate of the subject,
well you have a bit more confidence, right? But, then those factors come in, like...especially from
my point of viewvery, very personal, the personality of each teacher... whether it is a woman or a

man, white or not... native or not... (TN1.2, Daniel//, his emphasis)

This teacher even when feeling threatened at times, recognizes that thetbearelements that
became more evident than the nativeness itself, which, of course, takes teweltpdsince the first
image is quite strong in the minds of learners. This coincides with Ayan’s comments, an email
informant, who reflects orthe ‘evidence’ that gives the learners the orientation to attribute

characteristics of their teachers:

The confidence that students have in teachers is mainly based on the teachers’ proficiency in English. The
weaker teachers are in English, the harder it is for students to ‘buy into’ learning the language. I've
mentioned accent a few times because adests, this is the one piece of ‘evidence’ that they actually
have in terms of English proficiencfEMI5.1, Ayan, A8)

Putting people in boxes is a common practice among the participants, at least as they desoribed t

to me by giving labels. There seems to exist a contradiction betweesathies some of them live.

The trajectories of the being and the becoming are fuzzy. The reliandeeiorrdpresentational
systems of their identity markers (Mexicasforeigner, native vs. non-native, dark-skinnesdwhite)
suggests greater awareness of the relationship between descriptive phrases aedopraetching.

These have thereby seeminglyehelaid down a first approximation to the teachers’ current
conceptualization of their professional identity and how they portray it and therefore hoveédivede

by students. But there is also an unspoken discourse within the school that rmemesediety, from

the general public who can also take classes in the language Department. Indeed, the English

coordinator acknowledges it:

Students come and say “if | have the class from 7:00 to 9:00ko is the teacher?” and many
times ldon’t tell them, and they say “Why can’t you tell me?” and I say, “Well what is the
matter? All my teachers are well qualifiadteach English” and they say “well I wanted... it’s so
expensive [the course] and | wanted a native spédkwme say that. And I say “Why do you
think they would be more qualified?” “Well” —they say “You know they were born English
speakers... and I say “you were born Spanish speakero Bou think you could teach Spanish?”
And they say “No, I'm studying accounting or engineering and no”, “Oh! There you go! Ok.
You’'d be surprise that most of my non-native speakers have more education and experience
teaching the language than my native speaking teachers”. And well they don’t argue about, you

know. (Al1.1, Sue/AT7)
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This extract shows the strength of the birthright mentality in the fieEnglish language teaching.
Even when the coordinator explains that Mexican teachers can be very competent, well-prepared a
more experienced teachers than native speakers on staff, students relate that #vepermive the
course, the more right they have to demanhghtive speaker’ as a teacher.

One student, for example, mentioned her expectations when she first entetethghage

Department:

I must admit that when | first entered this depantin | thought all my teachers would be
Americans or gringos, tall, with blue eyes and fakin, ... but then | realized that there are
Mexican teachers too... My mother studied here years ago and she hadneldhat, but | guess |

arrived here when the gringos were gone h48&l14.3, Tessa/A6)

The value placed upon English teachers by this student relies on physical appearancé sod)avit
disappointment, acknowledged the existence of Mexican teachers in the instituticin avehfar from
the image of “tall, with blue eyes and fair skin” people. From this, I can think that there is a tacit idea
that the white ‘native’ speaker is the desirable model of English language teaching. The influence for
this desire for having a ‘native speaker’ as teacher in this particular excerpt comes from her mother.
Her mother passes down this belief to her daughter native speaker’ teachers, were, it seemed, the
only ‘real’, ‘proper’ and ‘valued’ English language teachers back in the days when the Language
Center started, but these days, her mother has placed her expectations onHter, daloig is now
verbalizing those expectations as hers. The English coordinator keeps explainiognie nehen she

has witnessed how some students demand classes with a ‘native speaker’:

| haveseen it a lot. I can tell you. You're welcome to see me at my office at the beginning of every
semester, when classes start and you can seehtti®menon. Students come and downstairs in
the administration office they post the Englishexthle which is available there... and | would say
very confidently, but | have nothing to prove hat students look for two things for their classes:
one is the schedule to see what their convenidneeis for classes and they also want to see who
their teacher is! And thinking about their teach@nstwo weeks, they want a native speaker |

would say!(All.1, Sue/A7)

Thus, when compared to the teaching expertise of ‘non-native’ speaker teachers of English, place of
birth and physical appearance seem to be more significant and important. This cdeniset
contribute to the belief in the wider community that the professional idesftiey successful and
highly valued English language teacher is intrinsically tied to a sense lgbldoe and appearance
These are key factors contributing to identity constructs. What is morsathe teachers who are
teaching in the Language Department have fallen into the same trap, as in tled @Yéteam,

originally from the United States and who has been teaching in the Language Bapéoimalmost
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ten years. He reflects on a hypothetical situation where he would have the oppodustitgiyt

Spanish as second language:

Many students prefer a native speaker because feedythat only native speakers know the
language“authentically.” There is certainly a bias in that directiera bias | suppose | sharle.
would rather learn Spanish from a Mexican than framother gringo. In Asia this tendency is
particularly pronounced: very few students woulddagisfied taking classes from a non-native.
And institutions certainly feel the same way. | Wbguess that most schools prefer to hire native
speakers over non-native speakers. Why wouldrfibbse the teacher who has a perfect, in-born
mastery of the language? If | know for a fact thath teachers are equally fluent in Spanish,
there is still another important issue to consid®¥hy am | learning to speak Spanish in the first
place? So | can speak to other gringos? Of coumde Quite obviously, I'm learning Spanish
because | want to speak with Mexicans! The whol@atpaf learning another language is so that |
can communicate with native speakers. The langisgemeans into the culture, a doorway. And
so it's simply commonsensical that | would wanttegcher to be Mexican. And this second point
is hugely important. Even if | knew that the Mexicéeacher didn't know as much about the
formal aspects of the language or didn't have ashnexperience teaching as the gringo, | would
still choose the Mexican. Because | want to knovatine Mexican thinks about things. Anything
from what the best bar in town is to who the greatSpanish authors are. Language is
inextricably bound up with culture. So, again, whguldn't | want the teacher who can provide
me with insight into both?TN9.1, William/A5)

Because of his experience in teaching in Asia and the United States, priot teastaing in Mexico,

and his view of Asian students preferring a ‘native speaker’, William seems to have highewvaue ofa
Mexican who, in his contextyould be the ‘native speaker of Spanish’ over a gringo, who might know

the language but still remains ignorant of other cultural issuegddiaithe language he is teaching.
Exposure to “natural Spanish” from a ‘native speaker” would be, of course, of great value to William.

This might seem to be an isolated case but these different discourges@nstant battle but at the
same time co-existing in a complex relationship of acceptance and rejection)ynfstbonteachers
themselves, but administrators and students. The same frustrations and expectatidfilicimat
mentioned before in his hypothetical situation can be connected to those of Rocio, ah Englis

language learner in the Language Department, narrates in the following:

| was disappointed leeuse when you ask the teacher... she sometimes says “I don’t know” ... |
mean... it is good that she is hoswe but I think that... there should be teachers who know the
language 100%. There are idioms, for example, that a Mexican teacher wouldn’t know, but a
foreigner would and this is what we want to leareal English from real teacher§SN8.2,
Rocio/A6)
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This seems to be an example of how a participant has a preconceived idea of what exacbfamount
language a teacher should know. The student seems to have formed the image of heastaaather
knowing the complete knowledge based on some situations when the teacher did not provithe her wi
the answer she was expecting. She goes further and portrays the Mexican teachersapabiessf
teaching specific aspects of the language and seems to suggest that she will only be able to learn “real
English” from a ‘native speaker’. From one experience she has generalized and seems to have bought
into the labelling of thénative speakéras the only reliable source.

Like many other students, there is a common belief that a foreign teacher can teadtehis or
native language just because it is considered that he can speak a language “100%”. I particularly find
this expression annoying. It is impossible to measure or give a percentage to tienarofine has
over a language, not even in our mother tongue. This made me reflect on my own experience whe
helping a student fill out a job application form. One of the questions said: “Circle the percentage of
your English proficiency”. I remember my student asking me “What do | put here? How do | know

this?”. I wrote in my personal diary:

‘How on earth would | give a percentage to my level of English if I don’t even think I could do it

in Spanish. This idea of conferring percentagesuoproficiency is absurd and it is surprisingly
very rooted in our minds that it is even stipulatedfficial job application forms. How can we
fight against these beliefs if societyshenhanced them?’ (PD8/A10)

Within this subtheme of beliefs and expectations, teachers, students and administratorsréigee nar
their teaching and learning experiences. The image that has emerged so farosseguedt that
physical appearance connected with labels and an analysis of the practice ofgiee@hi help
describe the construction of the English teacher. However, there is one marethapeeserves

attention. The constructed image is taken further and it is idealized by participants.

5.3.1 Idealization of an Image

The value placed upon the ‘native speaker’ seems to be rooted in beliefs, expectations and pressures
from the society, which Wa& acknowledged the ‘native speaker’ as the successful English language
teacher, as it has been discussed so far. However, there is an unspoken idealitegionagfet of the
‘native speaker’ which influences how the physical appearance translates into the practice of teaching
and then into the learning process. The English coordinator makes a useful metaphoringéa try

explain students that there is no distinction between one and another teacher:

And their big.. I don’t know how to say it, their big comeback is “Well | need to learn great
pronunciation”, and that’s I guess where they say their concern is. And I say “well, that’s me
thinking of learning the language in your native language and I don’t speak the language with a

native accent, why do you care so much about pronunciation? You’ll never speak like me
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basically. And | will never speak Spanish like yd&o just give up about the acc&nfAll.1,
Sue/A7)

The fact of simply being a ‘native speaker’ of English, is unconditionally prized by students, who
believe that having the “right” source of language, will infallibly provide them with the “great
pronunciation” as if it was an inherit value for taking classes with a ‘native speaker’. The fact that the
coordinator points out that qualifications rather than place of birth and moraamiyorthat they will
always haveheir Mexican accent, makes students’ idealization of an image crashed with the realities
brought up by the coordinator.

The extent to which students’ expectations affect their constructed and idealized image of the
English teacher is most evident in the following extract from Carmen. She is ashBegliner who
started from the beginning level in the Language Department. In the followirsgtexdhe seems to

unveil how she has idealized the ‘native speaker’:

In my regular classes | have always been taughéwicans, but in the Self-Access Center | have
had the opportunity to be taught by natives, well... only one. For example, with Catherine I have
been lucky and she has helped me in many ways... I think I have learned a lot from native speakers.
They are prepared, they don’t doubt, they are very confident and what they have taught me, they
have taught me well... and I think the non-natives don’t know the language in-depth.(SN1.13,
Carmen/A6)

Based on her experience, Carmen seems to give the ‘native speaker’ a powerful status, portraying this
personas the best English teacher. It seems that Carmen considers the ‘native speaker’ as a legitimate
source, minimizing the image of the ‘non-native speaker’. My experience with Carmen can be traced
back to the time when | entered the Language Department in 2004, when | taught redr Bnali
conversation workshop (RD3.1, A7). She was the most motivated learner. She told me iratige nar
that she started from zero in the Language Department. She knew nothing about Ergiisb b
wanted to establish conversations with the many foreigners who come to GuanBjusitwas her
motivation. | met her when she was in her third semester, and since theimdst three years that |

was in charge of that workshop, she did not miss a single session. | wrote in my research diary:

Carmen is a good example of a highly motivated etidShe is making progress and she always
asks me how, when and why | studied English. Ikishe wants to become an English teacher.
(RD5/A10)

So far, the physical appearance, the labels given to English speakers and their connéctiom wit
practice of teaching seem to favour the ‘native speaker’. However, there were students and teachers
who seem to appreciate the Mexican teacher over the foreign teacheis dsdussed in the next

section.
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5.3.2 La Raza es la Raza (The Race is the Race)

Other students revealed their sense of comfort while being placed in a grogpMatkican teacher.

Rosa was a student from a different department in the University. She istiamstudent and she
always wanted to learn English so she could go abroad and study a postgraduate degreee$p her ey
the best teacher was a Mexican teacher, because she felt that they could understaaching

process:

I would like my teacher to be Mexican, you knowyaduld feel like he would be my co-national,
plus, the race is the race” (SN11.1, Rosa/A6)

With this phrase making reference to “conational” and “the race is the race” she denoted pride in being
Mexican but also in having Mexican teachers who could actually teach her the languageingd
sense of camaraderie with them.

These perceptions are also framed in terms of the Mexican-American pohfiggonship
which once more emerges from the data. Maria narrates when thinking about heEnigksh
teacher:

My ideal English teacher?./ would love to have a Mexican teacher... but he should know the
language 100%. I don’t know if I told you before but I hate whatever has to do with gringos, they
feel they can control the world... that’s why I would prefer a Mexican teacher, because I think I
feel more confident when asking some questions,lamauld feel like he is my co-national, but he
has to know the language 100¢6N7.2, Maria/A6)

Even when Maria recognizes that she “hates whatever has to do with gringos’, at the same time she
conditions the possibility of having a Mexican teacher, who, in Maria’s eyes, has to speak the

language “100%”. Contrary to Rocio who has portrayed Mexican teachers as less knowledgeable

because they do not know the language they are teaching at a 100%, Maria has creatadfa sen
identification with them, calling them “co-nationals”, but still determining an exact amount of

language that should be known. There seems to be a contradiction in her words, since she expresses
her feelings towards “gringos” but at the same time her feelings towards Mexicans. This coincides

with what Daniel narrates in his own experience, as he has been teachingdahamotwenty years

in the Language Department:

There are students who think that they might feetencomfortable with Mexican teachers, but
you have to be careful with this because they htvde Mexican teachers who, first, are
proficient in the language, to some extent, becawdeall Mexicans are bilinguals, but students
notice when there are mistakes, right? Especiallihe knowledge about the language, the use,

the usage. That’s why they feel more comfortable with a Mexican, generally. However, I have
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noticed that in first place they are expeg a giiero, an American... a foreigner. (TN1.1,
Daniel/A5)

But there were also comments about the sense of protecting the ‘co-nationals’ and giving them

opportunities, that, in other cases, Americans seemed to be taking:

Well, | think we should employ only Mexican teachdrsecause they are co-nationals and they
deserve to be employed here, it is like... givihgn a job and be thankful that we have Mexicans
who want to work(SN5.1, Miguel/A6)

The constant use of the phrase “co-nationals” gives a sense of pride of being Mexicans, and sharing
this “characteristic” with the teacher might be considered a bonus However, this “sharing” seems to
be conditioned to knowinthe language “100%”. Otherwise, those expectations and beliefs regarding
the “co-national” are put into question.

These different phrases concerning the particular images of English teachets seatribute
to the complex construction of the English teacher in the Language Department. lttisa&teths
stereotypical teacher, who looks “right” for the job, can meet the students’ expectations. Moreover, in
accepting the image of a ‘white’ and blue-eyed’ teacher, by teachers and students, seems to be
conforming to a certain ‘ethnic’ idea of an English language teacher, and the society seems to buy into
this idea, contributing to providing such an image in the first plaaene side, this group of ‘native
speaker’ teachers are placed in a superior position based on ethnicity, birthplace and language ability,
which at the same time seems to be reflected by other people involved in thefekld, such as
students and administrators. On the other hand, the images of the professionalatiémgitinglish
teacher seem multilayered asn-native speaker’ teachers seem to rate the ‘native speakers’ highly.
The English language learners place physical appearance, birthplace and ethnicity athovg tea
skills, and refer to them as the only ‘real’ teachers of English. And finally, administrators seem to deal
with these constant discourses on a regular basis and try to “protect” the ‘non-natives’, automatically
placing them in a subordinate position. However, in order to understand this “protection” it is
important to look at the hiring practices inside of the Language Department,eahdvge¢hey have

evolved and adapted due to outsider pressure more than insider pressure.

5.4 Institutional Discourse and Practices

As it has been discussed in Chapter 2, hiring practices all over the wdrkeatii to privilege the
‘native speakers’. They tend to be regarded as ideal models of English for the students and also to
give prestige to the institutions. This sense of @sor professional identity for the ‘native speaker’
teacher is further illustrated by the following data which comes from the pesiggroup and serves

the purposes to contextualize the data emerged from the core group. When having a discission wit
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my email informants, one of them pointed out the problems attached to the dighbtdmot only in

the mind of the “clients” but in the mind of administrators:

In my experience, students evaluate teachers ohabis of what they learn with the teacher. The
concept of native/non-native speakers is not ashnodhe minds of the students as it is in the
minds of other stakeholders in education. | khinis the previous generation’s (administrators,
employers, and perhaps our students’ parents) reminiscence of colonialism, and their belief that a

‘native’ teacher is the best teacher. (EMI1.1, Sarah/A8)

This piece of data seems to confirm what has been discussed in the previous|seetkes reference
not only to the students themselves, but to the pressure of the students’ parents and their own
expectations, but also, how employers can have a pivotal influence in how an institatimnseen at
the outside, implying that ‘native speakers’ can bring ‘prestige’ to them. Another informant goes
further and explains his personal and professional reasons trying to give a \thizgetavho seem to

be vanished when it comes to the hiring practices:

I am a non-native speaker of English, and | ameutly training non-native students to become
teachers of English. In this global context, thenewship of English language and the native-
nonnative dichotomy is being used at times as afggate keeping tools. The context is one that
clearly privileges the native speakers and this idamt position is secured at all costs. My
students are constantly reminded that they arenadive speakershence triggering marked
positions of domination/subordination. [...] Thisvger struggle between native and non-native
speakers is a real one, and at times harsh. We tmeisgfore, continue to speak out through our
collective voices, and create a sort of dynamissmfthe margins where the non-native speakers
are often relegated t¢TD3.1, Khadar/A9)

Khadar acknowledges the power struggle between ‘native’ and ‘non-native speakers’. His experiences
are mediated by the social world in which he and his students interact, with a comsiiadier of
being ‘non-native speakers’. This extract provides insight into how a person examines and forms a
personal and professional identity around a group and how he can associate Wwithselthis
unravels many layers of identity issues, represented by soRikadér’s feelings (“I’m a non-native
speaker of Englls in a larger context that clearly privileges the native speakers and its dominant
position is secure at all costs”) and how his ideas are closely associated with his interactions on a daily
basis (“My students are constantly reminded that they are not native speakers”).

In this venue, it is understandable that teachers from different parts of thehaeel@d sense of
belonging with the acronym NNEST but at the same time, teachers cortihoédtviews of their
own professional identity, and bring up issues of discrimination when acknowlepgjoative

terminology, as Sarahi shows in the following extract:
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Unfortunately, most hiring is done based on theimision between the two terms and students
are often fed to believe that the distinction is so ‘black and white’ (pun intended &) when it is not.
With the plethora of expressions in the great Esiglianguage, how are we satisfied with two

simple yet inadequate words, one of which is a leyaited deviation®EMI2.2, Sarahi/A8)

Thus, it appears that being call@thon-native speaker’ continues to be enhanced and re-enhanced not

only through the teachers’ perceptions of themselves but also through the perceptions and actions of
administrators, learners and the professional group that they belong toofitégtgalization of the
hiring practices in different parts of the world, serves the purpose to amlte&tthe hiring practices

at the inside of the Language Department in the University of Guanajuatoe wpparently, they

went from being focused on hiring ‘native speakers’ because they were the only available people, to

privilege educational background and teaching experience, as it is discussed in the following section.

5.4.1 Hiring Processes: A Look at the Inside of the Language Department

The Language Department started as a Language Center back in 1976, and it was unti@@0Oyear
when it finally opened its BA program in English Language Teaching that it etiatgyname to
Language School. Back in the early years, the hiring practice was more than a flekiyieas the
Director, Kenny, narrates in the following extract:

When | got here in 1983 the rule was if the indisdl speaks English then they get hired. | was
first hired because of being an English speakewas more if you speak English you have a job,
but if wanted a permanent position, other factoeseninvolved, like nationality or a sense of
belonging.(Al2.1, Kenny/A7)

Kenny was one of the first teachers to be hired with a permanent position and, as he contiisues
narrative, he got a promotion right after two years of being working at dhguage Center, not
because he was qualified, but because he had a friend in an administrative positianaliho f
promoted him:

I was promoted to Assistant Director after two yeaFhis was just because the Director was a
friend. While | was the assistant, our hiring p@ikwasto head down to the local bar and look
for gringos that were not too dirty, seemed decant] were willing to work. This was the hiring
policy with an occasional “here is a friend from the United States of someone important in the
University”. The ones that arrived with a recommendation were instant hires. This went on until
the National Immigration Institute informed the wevisity that they would only extend work
permits to foreigners that had a college degree theade them qualified to teach. This was a
huge change for the Language Center. Now we conllgldre people with degrees in Humanities

that were the limit of the flexibility of the Fed®rGovernment. | wish | could say this happened
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because we were trying to improve, but it was aitpesimposition by the governmenAl2.1,
Kenny/A7)

The administrators back then seemed to accept ideas that hiring foreigndrsstyasnd took them at
face value and without investigation if the person was trained or ribtherperson wanted to stay in
the city and his/her reasons, apparently that was an easy tool in order to conduitghgltivever,
the above extract seems to show important changes in the hiring policy. From looking for a “decent”
“not too dirty gringo”, they went to a more strict hiring process, not because they realized that and it
was necessary, but it was imposed by the Federal Government, and because ofionrnsguats. At
that time, there seemed to be a sizeable gap between what was being done in thezdidmiaisd
the exigencies of the Federal Government. Unqualifiedl paobably inexperienced, those ‘native
speakers’ English language teachers appear to be seen as right for the job and possible language
experts, but soon the criteria would change in order to look for a mofesgionalized English
teacher and because the pressure from the Federal Government was increasing, asiad disthe

following section.

5.4.2 Towards the Professionalization of the English Teacher

With changes in the Federal Government and the necessity to hire more teachess tioecogeds of
the increasing number of students, the Language Center started to create a ngwltdyirag around
the year 1995:

Basically myself and another colleague were botiglterm foreigners that were married living
in Guanajuato and since we were seeing how muchbeasy spent on training foreigners that
were leaving, we basically started the idea thatwseld only hire Mexicans and train them in
our own programs and then let the government séedtout to study graduate degrees. We
began to put all foreigners through a very strictgess and the bottom line was this: hire first
Mexican, second highly trained foreigner that isrmed to a Mexican or has a relationship with
one, next hire a non-trained Mexican for trainingdathe last resort was a non-trained native
speaker. Looking back on this | think what happemed we were tired of being considered
inferior to the rest of the University teaching staff and the “native speaker” was what at least
here in the University of Guanajuato was givingalisa bad reputation. We intensely tried avoid
hiring them starting around 1996AI2.1, Kenny/A7)

This extract shows how the Language Center was living a turning point due to #ireeeasons: 1)
the pressure placed upon them by the Federal Government, 2) the constant changing fratitg staf
3) the image that the Language Center was projecting to the rest of the Wnivessivell, teachers
started to feel the pressure to be considered qualified to teach Endhgh@enter and, the possible

candidates, started facing a new hiring strategy that seemed to be completely diideneather
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language schools in Guanajuato. William, one of the teachers who went thhisigiew hiring

policy, recalls:

I was impressed with the thoroughness of the higimgcess. There was an initial interview,
followed by a micro-teaching demonstration, follalMey two further feedback sessions with the
coordinators. | was very impressed by theny process ... and then subsequently disappointed
when | discovered that | was the first and lastsperto ever go through anything similar. | guess
| applied just at the moment there was some hadédffort to reform the hiring process. For
whatever reason, these reform efforts quickly édzbut and the school went back to much more

capricious vetting procedure@N 9.1, William/A5)

This extract seems to show that even when many strategies were implememtit o dire more
qualified staff, the tendency did not apply to everybody, or at least it didstdbng enough to apply
to other prospect teachers. As in the case in William, the hiring process seemed te demaording
than years before, however, due to different reasons. This thoroughness faded away. Mos&tever,
the Language Center, efforts were being made in order to train their curreerseaath to finally get
rif of the “bad image” that the Language Center had back then, to have a more “decent staff”, as

Kenny comments:

Our Center ended up with its own COTE course, sdos& advantage of it and when we found a
person with a degree in whatever, we would foraartho enrol in the COTE so we could get them
a work permit. So we started to have a decent tegc$taff. As you an notice it’s all about work
permits, so it is easy to deduce that most of daff s/as foreign. It was, but it was because from
1983 to 1994 no Mexican would teach English. Teagtinglish was and in some ways is still the
lowest status job available in teaching. In fadnfrthe period mentioned all language teachers
were paid 20% less than all other University teasheecause they were not teachers, they just
tourists taking a break or Mexican with no degred there was no reason to take them seriously
within the institution . As it was low status and pay we did not alwaysehthe best people in the

Center.(Al2.1, Kenny/A7, my emphasis)

The fact of considering English less than a profession, echoing this saltdrg to teachers, and the
“back packers” trying to become teachers while travelling in Mexico, was not helping the Language
Center. However, it can be seen that while passing through inside the Languaged@fenssrt
measures were taken in order to change the view that other parts of the Gninagtsibout language
teachers and it slowly started to change. Kenny saying that between 1983 and 1994 “it is easy to

deduce that most of our staff was foreign”. This might seem to be an isolated and insignificant
comment, but interconnected to what Tessa (in Chapter 5.2) mentioned about her expectatiess, it tak
on a different light. For more than ten years the teaching staff was bagicalyn. This seemed to

have created an image in local society about the Language Center, as Tessa mentions:
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I must admit that when | first entered this schddhought all my teachers would be Americans or
gringos, tall, with blue eyes and fair skin, ...ltheén | realized that there are Mexican teachers

too...My mother studied here years ago and she had told me that, but I guess I arrived here when

the gringos were gone hah@N14.1, Tessa/A6)

What Kenny and Tessa make reference to is the well-known fame created bahguade Center
back then that most of the staff were ‘native speakers’ or “gringos” in Tessa’s words, and as it was
discussed before, the value place upon English teachers indeed has a mistbiy.chse in the
Language Department, the former students now send their kids to study here, withetitatiexpto
be taught by foreigners, as it used to be before, but they do not know that the lidegspinas
changed, yet it has not changed the imaged formed by society about the Language Department
Therefore, expectations are placed upon teachers with the reminiscence of a previoaaoexpéri
having only ‘native speakers’ on the staff of the Language Center. This seems to show how different
discourses work together and sometimes against each other. The fact that formé&s dtudet know
the inside policies for hiring an English teacher, makesore difficult to escape from the pressure of
the society to be taught by ‘native speakers’, when apparently, the Institution has gone through
changes and has pondered the professionalization of the teacher over natjglaaktyof birth or
ethnicity.

As part of the history of the Language Department, it became evident that pavingnent
staff was becoming an issue, not only because of the low pay that teachers hag hatfatso the
sense of “permanent” residence, since some of the teacher had few attachments to Guanajuato, in a

professional or personal level, which suddenly became part of the hiring process:

The Federal Government began a long term planwhatgoing to require all University staff in
the country to get a MA and then a PhD; this calediwith us as a Center deciding to create our
own BA so we could train our own staff. This washese we were spending too much money
paying for the COTE for foreigners that would leafeer finishing the COTE because they found
a better job elsewhere. Also, our hiring policy waecoming a joke. Our concern was getting
people who would stay as a result the hiring qoastiwere things liké’'Do you have a girlfriend
here?Do you want to stay in Mexico long term?” As a school Director I often hoped that people
would get married and stay here, because it wadest option. Sadly this plan did not work very
often. The focus went to creating our own programd added to this the fact that the Federal
Government was going to now require a MA and theerl a PhD, we slowly created an unusual
hiring policy. (Al2.1, Kenny/A7)

My impression of these comments from the former director is that thingsedewmmbe more
complicated for foreigners because of their immigration status. Even when therdeeotmnizes that
this policy of considering their personal lives as part of the hiring procg@setwork, at the moment

it seemed to be the best option. But at the same time the external pressurereessng and now in
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order to hire a teacher with a permanent contract, they should demonstrate thablthey
postgraduate degree.

This might seem that in Mexico there was a new policy going on about hiringltegichers
across schools. However, it did not apply (and still does not) to small sadrgaivate institutions
where they actually buy into the prestige rather than the professionalintiba English teacher.
This was the case of the current coordinator who, before starting wgosdktinthe Language
Department, was working in a small school in Guanajuato and she explains how shemaisd) in
very similar but also contrasting circumstances as those described above by Kenny:

| was promoted because they had a huge turn ogéit there, and probably because | was the
only teacher who had a certificate. There were other teachers that they say “Aah! You speak
English, you speak English, you are from the Stad&sYou can teach” and obviously it was not
really true and so | think they saw the studentsgot really good evaluations from the students
and they maybe thought because | had the backgrdtid. certificate which helped me to be
promoted.(All.1, Sue/A7)

The fact that she spoke English seemed to give her an advantage over the other teachetdd who
have got the promotion. However, at that point, she also held a TEFL certificateshetrainsidered
a bonus in her promotion. However, in this new position at the small school, she nosvrhakiet

decisions about hiring and problems started to emerge:

| didn’t like my job anymore there as a coordinaiecause... | did see that people would be hired
just because they spe&kglish and then I would say “No, no, no but they are horrible teachers,
they didn’t know what they were doing about teaching”, and because of my job was as a teacher
thought | couldbe an English teacher trainerand that was what | really wanted to do and the
payment is horrible and everything else, so | aggpfor a job here (at the Language Department),
and a week later after a lot of insistence | camekbwith my resumé... and | was given a twenty
hour teaching professionally in the evening. That’s how the people are hired for now and | wanted

to make my coordination here, and coordination henery different.(Al1.1, Sue/A7)

Working in a place where speaking the language was enough to be hired did not regras&ue
wanted. She eventually started teaching at the Language Department and soon she etead psom
coordinator. Hiring had already changed and she recognizes that the professimoalment here is
different from those schools where the desirable English teacher is a ‘native speaker’. She reflects on

her job at the Language Department and this seems to evidence the long procesd.trajuihge
Department has gone through, from those years that Kenny mentioned, where teachgrsewoul

“decent”, “not too dirty” and “gringos” up to now, and where education and degrees are more

important at the moment of hiring:
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The difference here is that | work with people wactually are dedicated to English teaching.
They 're here because they want to be English teachers. They 're not here teaching English because

it’s just something to do in the meantime while they re on vacation here in Mexico. Most of the
people I'd say are serious about their teaching; they’re in programs about education, and about
teaching English of a foreign language in the BA. Theyre in the ICELT [formerly COTE] course.
They re in the TEFL programs; the're currently in their ELT masters programs. (Al 1.1, Sue/A7)

This last extract can summarize the evolution from being a Language Center tongeadranguage
Department, with a more solid staff, educated, in constant training. ThasiGgitiseems to contrast
with that of the literature (in Chapter 2) and with what participants from thegheeal groups refer to.
In the Language Department, apparently, there is the policy of hiring qualified teaepard|ess of
their nationality, ethnicity and place of birth. It is worth noting tid has been a process of more
than 30 years, and Mexico as a country has changed its perceptions of English taathers
university level. With the pressure of the Federal Government, beingoadph & permanent position
at the University level is more and more difficult, as the current hiringipeacare more than tied to
the Mexican Ministry of Education and to a recent reform inside theelsity of Guanajuato, which

has implied a new challenge in the hiring process.

5.4.3 Current Hiring Practices

By the year 2009, the University of Guanajuato went through a more in-depti rifatr implied

changes at different levels. Schools became Departments under the supervision siba, Diich

was at the same time under the supervision of each Campus. Therefore the Language School became
the Language Department under the supervision of the Division of Social Sciences and Hsimaniti
which is part of Campus Guanajuato. This new structure has brought changes, and one of them has

been in the hiring process, as the coordinator explains:

The hiring process has changed somewhat from yagos It used to be a joint decision between
English coordination and the school director witle director having ultimate approval. Now it
seems as though the decision is left entirely ugdordination and when a candidate has our
recommendation no one asks any question, like #mgliclates level of study, experience, etc. We
simple take them down to the accountant’s office and she gives them a list of paperwork
requirements for their contract. I'm not sure iéd is a formal hiring profile written down
somewhere in this Division, but | do think it is prtant to look at qualifications before even
interviewing someone as obviously this can affeatching performance and thus the reputation of
our program and Language Department. All of theppedhat we have hired have first turned in a
resume/CV and then after reviewing resumes we abrtatential candidates by e-mail and make

an interview appointment with therfAl 1.3, Sue/A7)
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The new structure has given more power to the coordination in the sense of makingstbasjdmit
also has given the feeling that they are left with all the responsibilidlynobody else, in the upper
levels of administration, questions the teacher’s level of study, academic background or proficiency.
This apparent freedom that the coordinators have for hiring can be positive philiea¢ésseems to be
a risk if the coordination changes. If there is no written teachers’ profile, at an institutional level, is it
because authorities do not want to impose a profile? Or is it becausestbi@iaibelief that anybody
can teach the language? Fortunately, the current coordination privilegeggt@reinnationality, as
Sue describes:

We look for candidates with a desirable profiletthe have, NOT their nationality or whether or
not they are native or non-native speakers. Thg time we consider nationality is when we are
hiring for a position that is less than 20 hourenMexican citizens cannot get a work permit
from immigration for fewer than 20curs, therefore for fewer than 20 we must hire a Mari
citizen. (Al1.3, Sue/A7)

Again, the discourse imposed by the Federal Government is present. This is differenthfiom w
Kenny mentioned before about getting a permanent position. This is about tedoheverk under a
contract, but in order to have a permit from immigration, they need to adtradibey are working at
least 20 hours, otherwise, a Mexican is given such contract. In general, the lcuimgnprocess &a

the Language Department, after 30 years, has come to the following:

This is what we look for:

1. People who have a master's degree in TEFL/TESLduc&tion or Teaching or similiar and
prior teaching experience.

2. If that is too difficult to find we then look forgople with a BA degree in the above and prior
teaching experience.

3. If that is too difficult, then we try for people thi a BA in whatever, but who also have a
TEFL/TESL certificate and prior teaching experiemcepossibly students in our BA program
here who are about to finish their degrees and magemmendations from their BA teachers
here and prior teaching experience.

4. Ifthat is too difficult, well then we are reallg ia tight spot! We then look for people with a BA
in whatever and prior teaching experience andttedim that if hired they must complete a
TEFL/TESL certification (we recommend the ICELT cee offered here in the Department.) if

they want to continue past their first semesfAil.3, Sue/A7)

The Language Department imetUniversity of Guanajuato, went from being focused on hiring ‘native
speakers’ out of necessity to hiring teachers with specific educational background and teaching
experience, as discussed in this section. Moreover, the Mexican Federal Government helgbe shape
hiring process in this particular Department, and the result has been a very grasttoation which

might contrast from those in other parts of the world, where ‘native speakers’ seem to be privileged
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over ‘non-native speakers’. However, among teachers there is still an issue to be dealt with: who
teaches which level? Even when the coordination has made efforts to promote tHaddsvshould
be able to teach any level, there is still a certain scepticism and prejudioe jpart of the teachers,
and certainly reinforced by students with their constant expectations asdéaushapter 5.2. This
was a process that first was determined by the administration and later on.  eéecited about the
levels they felt more comfortable to teach. This process has also changedneyanid seems to
show thateachers’ perceptions about ‘native speakers’ have changed, but others have been enhanced,

as it will be described in the following section.

5.4.4 Who Teaches What?

Alongside the hiring practices and the further assigning of groups, there seemedprebenceived
idea in the early years of the Language Center where beliefs on writing anzhlaterent, seemed to

dictate who taught a particular level, as Kenny explains:

For many years we quietly put only native speakarthe advanced levels and the underlying
reason was the belief that the newtive speakers couldn’t write in English well enough. What is

interesting is that the two people responsibletfis [the director and the coordinator] at that
point in time did not know how to write in Spanisfther. There never was a written rule about
this, but I think what made us kind of lend credithe idea that... since a large number of th# sta
was Mexican, when we asked them they never wantetedch the last two semesters of the

program and the issue of writing was always {Ad2.2, Kenny/A7)

This extract seems to show that administrators, at the beginning of the LanGeatger, had
preconceived ideas about language proficiency connected to nationality ooplaidd, giving the
Mexican teachers little room to gain credibility in their language skiksvéver, these ideas seemed
to be reinforced by the same Mexican teachers who refused to teach higherdegdb insecurities
in their writing level. However, as Kenny points out, there was a misconceptiamo would be able

to teach the higher levels, not only because of the writing component, but also the accent:

Once people were hired, there was kind of an unspatule that we could only use native
speakers for the advanced levels because of issuesiting and accent. | remember clear two
Mexican teachers on staff that said they could te@ich advanced levels because they felt
uncomfortable with the writing components of thasd and were critized for their accent, but in
all honesty myself and the only other director werehad believed in the past that only native
speakers could write in English. This bothers mealse it is true. We really did this and | am
ashamed of it since where | am at now in my lifeolv know through academic research that the

vast majority of native English speakers in thedJ8 barely literate(Al2.2, Kenny/A7)
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This extract seems to show how perceptions evolved in time, and what seemed to be an “unspoken”

rule at the time, Kenny has reflected upon it and acknowledges that language proficiency and skills are
not inherited by place of birth. There has been a considerable change in the manhera$sighing

of levels is done in the Language Department. The current coordinator revaliseamt when she was

told by her boss to place a Mexican teacher, who was not highly qualifigtet beginning levels, so

that students could not complain about his performance:

...and I say “No! and! don’t even wanna hire him if he is not qualified . Everybody in staff should

be able to teach from Level 100 to LevelO3 regardless, | think everybody who teaches here
should be capable to teach any level. And evee fithe teacher] thinks that his English is a little
bit shaky,it is worthy not to give them lower levels, because that’s basic but I really don’t base the
schedule that | give to the Academic SecretaryhenBEnglish level they speak. What | have in my
computer is the teachers’ preference [..] What | have here is all the teachers phabetical order
and I ask them their preference hours, their preference level, if they re interested in a Saturday
course, or if they are interested in designing exadénd | give them this survey, anddy “Well,

this is only a preference survey, it doesn’t mean this is what you're going to get, obviously”.

(A11.2, Sue/AT7)

Even when there is still a remanent of the old practices, the coordinator hastestbbigher criteria

to place teacherm different levels, differing from those misconceptions of “the less he knows, the

lower level he can be placed in”. This seems to show how different discourses can be involved in
deciding who teaches what. On one side, her superior seems to think tha i théeacher with low
proficiency, he/she can take the beginning levels, and on the other sidepttimator fights to have

a good quality staff where everybody should be able to teach any level. She acknowledgks, thoug
that there are teachexéo are very “picky” in the sense that they have particular preferences over one

level or anothe

Some people are very specific about the level tivayt to teach... and some teachers have
changed their opinion, for example this teacher used to say “any level” all the time, but now he
specified 700/ don’t know why” or other teachers have a preference for teaching beginning

levels, as in her case “I don’t like to teach upper levels. (Al, 1.1, Sue/A3)

But also, she reflects on how teachers might think about upper levels:

[ think it’s more challenging with upper levels because they don’t see their students’ progress too

much, their progress is much slowéhl 1.1, Sue/A7)

However, within these two discourses, th@dinator’s and the Academic Secretary’s, a third one is
added, by teachers, who have their own preconceived ideas and convictions about what students need

Daniel, a teacher, once again refers to the native speakers as models of language:



| think that in the higher levels, well, from inteediate to advanced, they should have native
speakers, or people who handle the language veltyo@eause... they need... for example, in my
particular case, | speak English and Spanish viewlg right? And that favours them to have a
better understanding, but in a long run this is gobd, it is preferable that a native speaker
comes and he speaks in a natural way. Me, for amigonative, | use phrases almost like a native,
but when I want to express other things, sometimes, I can’t, just like in Spanish, but in English
happens more often, so, | think it is conveniemttfeem to have a native speaker, with the fluency
of a native speakefTN1.3, Daniel/A5)

Not only teachers but students make reference to their expectatiansasive speakérteaching in
the upper levels:

well, first | would like to have a Mexican teachérwould feel more comfortable, but in upper
levels | would prefer a native speaker becausestirte learn a good accent and pronunciation to
get a good job(SN12.3, Andrea/A6)

Even when the hiring processes and the assigning of levels has changed over the lastiBQhgear
Language Department, there seems to be a contradiction in the different discourseshd-rom t
coordination’s point of view, all the teachers should be able to teach any levels, but teachers and
students, and occasionally, the Academic Secretary, seem to emphasise the importance af having
‘native speaker’ as teacher in the upper levels, evidencing that there is still the stigma that ‘native
Speakers’ are the “models” of language. The images of the professional identity of the ‘native speaker’

teacher seem perpetrated by ‘non-native speaker’ teacher who rate their counterparts highly, and this is
reinforced by English language students who pofidecent” and “pronunciation” as their infallible
evidence of quafiying a “real” English teacher.

The current hiring practices in the Language Department may differ fromdisesissed in the
literature in Chapter 2, and open up a new visualization of the English teacher, ponderingftad qual
and educated English teacher over the ‘native speaker’ by right of place of birth. However, society and
teachers, still have a specific image in their head about who would be admstter. This denotes a
conflict in the two main discourses: the administration and the users of the “service” (students). Even
when the majority of the staff has gone through a high qualified education, some Mexichers
and students still place themselves in an inferior position. The part€iparttives, though, seem to
show that this continuous self-segregation, has its roots in the historatanship between Mexico

and the United States, as will be discussed in the following section.

5.5¢U9 vs.‘Them’

The development of Self within any society is accompanied by the continuous compérisioars

In this discussion of self-image a picture is developing and it has emergedh&arset of descriptive
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phrases to define the others and themselves. This binary situat®wg. ‘Thent, ‘Self vs. ‘Other)
started developing in the discourse of six teachers, four students and one admjrasitlastowee
point of conflict which did not start inside the Department, but has been goiftg centuries, as it is
explored in the following section.

5.5.1 Historical Issues: Mexico and the United States

It is not just Mexicans looking at foreigners; it is also foreigners tapkt Mexicans and themselves.
As what emerged in the previous sections, physical appearance and its interconnectédriaes wi
teaching practice, beliefs and expectations, descriptive phrases, and the ewylgrhittices seem to
play an important role when teachers define themselves and the. @théhe narratives were
evolving, the emergence of what might be a “description of the Other” is being shaped by an exisiting
culture mixture, which is recognized and even valued by participants, not always irivee poainer
though. The constant division 8fs’ vs. ‘Them is often construed as one being better than the other
but participants take this further and depict a long lasting division whitlbriag issues of identity
and shared pride to a different level. This can be seen in the following extraa, Ddreen, a young
British teacher who has been teaching for almost four years in the Languagéari@apamakes an

interesting reflection about his position as a foreigner, but not any foreigner:

Most people think I am American because of the way I look... I never mention that I'm British, not

at the beginning but you know students, some bexthey talk to other students, some pick on the
accent, but there’s a big difference with me being a native speaker and not a Mexican but also me
being British and not American. I think it is easier for me teaching English because there’s not

this historical issue as there’s with the Americans, and this relationship with the States, andrikh
that some students find difficult, consciously or unconsciously, having an American teacher...

and we (British) are not so involved, Mexico and England they don’t have this part of history...
(TN3.1, Darren, A5)

For Darren, his condition of being fair, with blue eyes and a foreigner, puts hidiffarant position

in relation not only to Mexican teachers, but Americans as well. Le Ha (2008) calls this “double
standard practice”. That is, using his image to disrupt its associated colonial and imperial norms, as it
is in the case between Mexico and the United States. For Darren, his nationality IBfiigh a
‘fresh’ image of the English speaker, without all the baggage that being American means historically
between Mexico and the United States. But also, Darren, who once recognized thatnio¢ did
represent a ‘threat’ in terms of the baggage between Mexico and the United States due to his British
nationality, makes a reflection and talks about certain divisions he hasvpdraeiong his Mexican

colleagues, due to insecurities and fear because of being judged by others:
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I think I have a good relationship with most of the teachers... but sometimes I can see a division
between the Mexican teachers ana fhreigners... there is something... I don’t know if it is
because of the language... and this is just possible, this is my possible hypothesis... sometimes
even when they have a great command of the langaadehey know how good they are, | think
there’s still this little insecurity, that they are kind of ircsge that their level might not be good
enough... not good enough in terms of teaching because they are brilliant and use a lot of material

etc, but | think it is this issue of the languageldhey do not want to share their material because

they think they are gonna be judg€@iN3.1, Darren/A5)

Once again, insecurities shown by the Mexican teachers are evidenced in this extracth&ven w
Darren acknowledges that they are qualified, there is still this latent iftgexhich makest difficult

to establish a professional atmosphere without looking at the “language level”, which is not brought

up by the British teacher, but by the Mexicans. This is the case of Laura, a studdmtoahe a
teacher after having studied in the Language Department. She narrates her sentimdvavaimpat

“Mexican accent”:

My accent is going to be my accent and for all Emglish that we speak and that we want to be
understood and all we are going to keep havingaemat. And even the politicians, those that are
well educated and all speak English very well it accent is very strong according to their
country and that is not going to change to say pEsson is not good at his/er jof5EN13.2
Laura/A6)

This comment might appeagr be isolated but connected with Darren’s comment it seems to show that
although teachers are educated and trained, there are still traces of ieseghién comparing
themselves with the ‘native speaker’. Moreover, other issues were emerging from the data that went

beyond the linguistic aspect of English speakers and, once again, brought up the socio-political

relationship between Mexico and the United States, as it is explained in the following section.

5.5.2 Crossing Borders

In order to understand the love-hate relationship between Mexico and the United aBthtiés
implications when constructing the English speaker, it is necessary to explogahaipants carry
out their identities in terms of the close relationship between the two countribs\aritis influences
the way they perceive themselves and the Ofhethis section, the name “crossing borders” means
not only the geographical implications, but the mental and affective, invoksngs of attachment to
a new culture but also detachment from their own and the new.

In the case of some teachers, growing up in the United States and beingfatarkistorical

background between the two countries, prompted them to want to explore more about the other
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country across the border. Some of these reasons were personal, but also the damillyteebe a

pivotal element, as William narrates:

I've been in love with Mexico almost my whole life. My first awarenesEMexico came when |
was a child—my dad would take us to “the other side of the tracks” and into the barrio to eat
Mexican food; I've always admired my dad for that, because this was during an era when (and in

a place where) Mexicans andimgos didn’t mix much, if at all. | first started coming to Mexi@o
high school when my friends and | would cross tbeder so we could drink and carouse. Those
border trips turned into longer trips, down to $aglipe on the Sea of Cortez and then further and
further down the Baja peninsula. Those trips, imfuesulted in forays into the interior. Before |
actually moved to Mexico, | probably travelled t@axaca tenimes, and I’ve visited many many

other placeslve been living in Mexico now about ten yea(dN9.1, William/A5)

The sentiment that William has for Mexico can be traced back when he fitstdstaming to the
country when he was a child. His father played an important role in contributithgsttove that
William feels for Mexico, even when he acknowledges that times were difficidubetgringosand
Mexicans didn’t mix much, if at all”. This extract seems to show how the dynamics of Americans and
Mexicans have been perceived by the participants of this study since years agointdticasnected
with what Kenny describes in the following extract and seems to show that a new péttueen

“gringos’ and “Mexicans” is developed:

When | first came here | considered myself to beAmerican and most people referred to me as
such. Where | was most clearly a gringo was whexaihe to the work permit, the permit to buy a
house, the permit for property. | felt like 1 was part of the community, but the Federal

Government didnt agree. Then came the issue dfystg and travelling for work and the rule

was Mexicans first. Based on this plus ten yearbvofg here | decided to start the nationality

change. Once that happened it was almost like mstecceptance [in the Mexican society].

(Al2.2, Kenny/AT7)

In both cases, Kenny and William make reference to their conditiobeiaf “Americans” or
“gringos’. But in the case of Kenny it implied also being considered an outsider by the hos
community, even when he felt part of the “Mexican society” that did not consider him as such. In his
case, there was a turning point when he changed his nationality and became Mexicanerithis ev
seems to have opened the door for him to have almost an immediate acceptance in the Mexican
community.

But there is also the change and adaptation to a new culture, when the distinceamgairb
insider and an outsider becomes blurred, to the eyes of the participant. Hescase of a teacher
called Mary. As mentioned before, teachers are aware of the differentiédetitey can portray at
different moments not only of their teaching, but of their daily lives, and hmsacomfort of being

part of the community, influences the way life in Mexico is regarded. Thigisabe of Mary, who
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was born in the United States and has lived in Mexico for more than two years. &lspamish
language learner in the United States but was offered a job as an English teabketanguage
Department because she had had some previous teaching experience. She mentions how being an

outsider is now mixing with being an insider:

Of course, | am proud of being American and | knlogan use that in my favour while teaching
English. It is easier for me to teach pronunciator idiomatic expressions. However, sometimes
| forget | am originally American. | feel identifiewith Mexico and | am not sure if | could teach
English the same way | do it here. There is somethipecial about Mexig its people... the
place”. (TN6.1, Lucy/A5)

There is a sense of national identity, denoting being proud of her country iof lmurtgalso it can be
perceived asn idea of ‘crossing borders’ and bicultural paradigm. She feels proud of being American

and even recognizes advantages because of her nationality, but she also seems to show a sense o
attachment to Mexico, her host country. She seems to blend into her adopted aodintiensfies

herself with this country. This makes her even question her potential role as an English teacher back in
her country. In the same venue of ‘crossing borders’, it has happened to me with my students and how

they see me. My students know that | travel to England quite often and nowotfigantly ask me

how English people speak, how they dress, if they are as formal as they seem to be, whaktoey

the United States, as if | were a representative of the British culteredéd to be asked to talk about
‘American culture’ because | was immersed in the country once in my life, and students used to ask
me questions about the country. But now, my situation has changed and students see me as a
representative of ‘British culture’, like someone who can open their eyes to a new culture, the one that

might give them access to the British accent they like so much (RD, 12.1/43).téachers perceive
themselves as an important element to help their students to cross the borders, asedahBaniel.

He reflects on how teachers can get students interested in the English cultwee theyt motivate

them to expand their views and aspirations. He even thinks that they have added a new identity to their

initial Mexican identity.

You need to open students’ eyes and give them the opportunity to know about places that will
probably never visit(TN1.3, Daniel/A5)

There is no doubt that teachers see themselves as the motivators to engag® istadeew culture,
expanding their horizons and have agency with another culture. But even when teaghermnbe
aware of the various identities they have at their disposal, they constantly loamgae to another,

as William explains:

| certainly never fel entirely at home in Mexico ...but that’s one of the reasons | like it: | know

I'm living abroad, and that excites me and makes me happy. | like both thélehges and simple



pleasures of living abroad&ven if [ were to someday leave Mexico, it’s very unlikely that I'd ever
move back to the U.S-I'd almost certainly head to another countr§fN9.1, William/A5)

Even when William has been living in Mexico for almost ten years, his narrateess to reveal his
sentiment about being a foreigner in the country but also how he has detached monseifsf
country of origin.In his case, he has “crossed the border” and, apparently, the fact of being an
“outsider” is one of his reasons why he likes living in Mexico. However, for other teachers, being in
the country of origin and teaching a foreign language can also mean a challengee #e@roup
which shares interests, but we are also people who have experiences, good and b#dhardi to
separate the identity from labels that have been given to us that seemeta skemvgerous duality:
identification /discrimination. fie idea of ‘crossing borders’ can be seen in Raquel’s narrative. Raquel

is a former BA student of the Language Department and is now a teacheLamghmge Department
who has been able to teach in both areas, Spanish and English. She first started teaclsimgoSpani
foreigners and then English to Mexicans. She reflects on how hard it waer fr go from teaching
her first language to teach English as a foreign language, and how she faced dismnimihab
trying to cross the borders of two language at different levels:

| felt..., with my Spanish as a tool, I felt good, until I was offered to teach English... it became a
nightmare. First, I was a former students of the BA in TESOL and I was always shy... my
classmates had experimented living in the StatdsniyuEnglish was more academic, from a
department, very carefully studied. I was offered a few hours in English and well... my foreign
students’ attitudes, Japanese, Koreans, Turkish, Hindi, are and hee always been of respect,
admiration, and they say “ I like your classes”, “I want to take classes with you”, always positive
comments, with amazing satisfaction for me. My English students’ attitudes, in their eyes, in their
attitudes, maybe my prejudices, but | think thectesr was not what they were expecting. In the
moment I started classes... they are not the students I was used to, those who congratulate me,
those who trust in the information | provide, in kyowledge. | could perceive that, especially
with one group. All the context was set. One ofhthegedicated his time to try me. My self-esteem
went down. | combined this class with Spanish, ikain the morning [when teaching Spanish] |
was the happiest woman in the world, but it cane time of my English class and | became
nervous. | had my class prepared all the time, Ibb&d to prepare more. It was a horrible
experience. I was valuable from 8:00 to 11:00, with my foreign students, there... I was me. But
here, it was the dark side, the one ttiadidn’t like, it wasn’t me. It was an experience of
rejection.(TN7.1, Raquel/A5)

She first started the teaching profession with Spanish to foreigners and seeoigftized and valued

in these matters. However, the transition from teaching Spanish to Englislotwesesy and she lived

such as the swing of the pendulum, from being admired, valued and secure, to feeling questioned,
rejected and insecure. The perceptions of students are shaped by different experieralgs, but

teacher’s perceptions were shaped in a rather short time, and even in one day she experienced
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contrasting feelings, from a using Spanish as “her tool” to her lack of confidence in the same
profession but in her second language. She is a proficient user of English, howevess siiready
drawn a borderline between Spanish and English, and taken this further, between the tedubéeg of
languages. This situation, bitterly, makes Raquel realize, and comprehend unthataiwe teaching
profession was more difficult than what she expected. Further in her narrative, Rdlgatd about
this situation and how this helped her shape her beliefs and reconstruct her self-esteem:

Later on my attitude changed and | liked teaching first semesters because | saw that my
students liked me and appreciated my effort. | #zat they gave me good evaluations. It gave me
back my confidence. You already had the experiemtie the language, and for me it was more
like “I'm going to speak the language, I'm going to understand” but... for me it was different, |
didn’t think I would become an English teacher too”. (TN7.1, Raquelk5)

Her confidence was affected and as in the case of Khadar (Claptevhen he mentioned “my
students are constantly reminded that they are not native speakers”, Raquel was going through the
same, but at a teacher level, with a constant reminder of her being an outsiderak&isealso
reference to my experience and compares hers with mine, letting me know that shdeaaijemthe
potential similarities we may share but most of all, the differencesawe in our own narratives and
how these reflect the issue of becoming English teachers. One (myselfefeitied as an English
teacher and the other (Raquel) felt discriminated as an English teacher. Thiminiimn came,
indeed from colleagues and students, who seem to reveal attitudes not ontis ttihedanguage but

also towards the speakers, as it is further explored in the following section.

5.5.3 Attitudes Towards the Language and its Speakers

Having looked at the how participants acknowledge that there is a difficult past ésedtphbetween
Mexico and the United States, there was another issue that emerged from thisapdristcoitical

issue: the “obligation” to learn the foreign language. Miguel, a student in the Language Department,
for example, points out the necessity to learn English, but also revealsehimy$ about and the

dependency of Mexico on the United States:

| know | hae fo learn the language because if I do not, I won’t be awarded my degree, but I hate
what the United States has done to the world fargeand this idea of them being the ones who
will fix the world [...] Mexico should not be so dependent on the United States, but here we are,
learning their language and some of us we will apdstudying postgraduate degrees there, even

if we don’’t like how Americans look at us, Mexicans(SN5.3, Miguel/A6)

He was not the only student referring to the Mexican-American relatiorfSbipe others commented

on the same themmmd how they are facing this duality of “hate” and “obligation”. On one hand they
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“hate everything that has to do with the United States” and on the other hand, they recognize that they
need to study the language if they want to, first, obtain their degree, and ,sézostddy a
postgraduate degree. This socio-political relationship has evolved in differentsasipsittdents and
teachers’ lives, and they are very open about their feelings and attitudes towards the country and the
language. Thiss sometimes stigmatized as the “language of the United States” and they tend to label
not only the speakers of the language, but the country and the actions that the cliseundigs
taken in different political affairs. Regarding their reasons for studiieglanguage, five out of
twelve university students mentioned the pressure they feel to learn the lkarmpeayse it is a

requirement in their departments, as seen in the follawing

If I am learning the language, it is not becausikel it, but because | have to. | hate whatever has
to do with Americans and the United States, buhdw that | need to speak their language in
order to get a good job in the futu(&N6.4, Rafael/A6)

The “hope” of obtaining a better job in the future is what Rafael expects from leaHniggsh,
However, his sentiments towards the country and citizens seems to coincide witiMighat
previously mentionedThe duality of “hate” and “obligation” seems to be present and the idea of
English being an “imposed” language does not help to change their opinion. The rejection of
“American” English has gone further and seems to benefit the “British” variation. For some students
at the Language Department in Guanajuato, it is important to have a native speakéeacher
because he/she will teach them “original English”. They commented on the English accent and what

‘English’ they would like to learn:

I would like to learn British English because is macelegant and it is the original English.
(SN12.3, Andrea/A6)

The interviews revealed some students showed some preference for a variety of English and the accent
certainly appears to be a marker of status. However, in the Language Dep#mrertre not many
teachers who come from England. The majority of the teachers come from the Uait=d & the
particular study, there were two teachers with British nationality. Vleabmes interesting in the
previous excerpt is the idea of “original English”, giving the British variety a higher status over the

others. Moreover, this can pass the language issue and also seems to apply to British rpeople, o

“behaving British”, as David, an e-mail informant, explains:

Let me tell you this: in my department we had atiBhi teacher, buvery British, and she didn’t
really interact ordidn’t understand the type of language students used and they imatelgi
classified her as ‘snob’. I saw the students were racist with her, but in this case it would be
backwards, not because they felt atipr, but because she didn’t speak Spanish and they claimed

they didn’t understand her English, just because of that they ignoved her, just like the gringos, who
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think that everybody must speak their languaged@&iis felt that her obligation was to sgea
Spanish(EMI10.2, David/A8)

When asking Davidvhat he meant by ‘very British’, he said:

You know, her accent, her way of dressing, besigles,was very punctualEMI10.2, David/A8)

His discourse quickly evolves through nationality-stereotypesry British’, “her way of dressirig
“very punctudl) in his reply. Relying on an image created in his mind, David’s vision of the teacher is
highly stereotypical and he might not be aware of what he is saying is protdad the students he
makes reference to, have also said. What he considers racist, is what he is doihgtdsowie fact
that the teacher did not speak Spanish, nitaldarder for her inclusion in the host community and the
reason why she might not fit in.

David says “very British” in the same way that Carmen and Daniel say “very Mexican” in
previous excerpts. This use of particular discourse forms to strengthen their, icwagesnted with
the ‘ideal’ ‘native speaker’. However, here, David narrates how a teacher suffered certain
discrimination at the workplace, but not by administrators, but by students. Rutefatudent in the
Language Department in particular there were other feelings of experiencingrdiftintities while
learning English.

It is funny when | hear myself pronouncing in Esgliit is like if another person wageaking... I
feel like... ‘gringo’ for a moment, even when I don’t like anything to do with the U.S, but I have to
learn the language and I'm doing my best. (SN32, MiguelA6)

This particular student is experiencing double identity when commenting on his réadeas the
language and how he feels when speaking another language that he does not fedltatttad, due
to university requirements, he has to study.

So, an important element in this study is how this political relationship has antiompac
students’ perceptions towards the language and the learning of it. Because of this complex relationship
between the two countries and the implicit baggage, the students and teachers developitsidesg at

than can be to their own advantage, as in the case of Darren when he mentions:

1 think it is easier for me teaching English because there’s not this historical issue as there’s with
the Americans, and this relationship with the Uditates, and | think that some students find
difficult, consciously or unconsciously having an American teacher... and we (British) are not so

involved, Mexico and England thelpn 't have this part of history... (TN3.2, Darren, A5)
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This seems to show that the cultural relationship between Mexico and the United Stigeply
rooted. FoDarren, his ‘advantageous’ position of an outsider of the ‘conflict zone’ of two countries,

helps in his professional development.

5.6 Conclusion

In this chapter my intention has been to show that how participants define thenaselviesw they

are defined by others is a dynamic process. Physical appearance and its rgatiihsiie practice

of teaching emerged as one of the main themes in the data, which seems to kaggesirhage of

the English teacher in the Language Department has been forged through a discoomdaritesi

and differences. The use of specific descriptive phrases seems to be a more compleanissascti

putting on labels to classify English teachers. There is a stratificatitime figure of the English
teacher. Far from being a homogenous group of teachers, they are complexly stratifiesly saret
defined by a variety of historically constituted social boundaries, not only insald.anguage
Department but from the outside as well. Also, factors associated by birthgthciejty, language
proficiency and self-perceptions, seem to play a pivotal role on how the coustratthe English
speaker is carried out at the Language Department. The fact that the Language Depagment
through numerous changes in the hiring practices and has pondered the educated English teacher
rather than the solely ‘native speaker’ appears of little consequence or relation with the international
discussion concerning discrimination at the workplace. However, these practices have not
demonstrated that they have been understood by teachers and students, who stillidesizech

image of the “best English teacher” and have found it difficult to escape from it. Finally, by creating a
discourse of difference concernifigs versusiem”, issues related to a long history between Mexico

and the United States were revealed and seem to influence the use of labelsraxitaaq pochq

glerqg gringo and foreigner, revealing conflicts and attitudes towards the language and ksrspea
This has taken the discussion to a deeper level and seems to show discrepancies betweén the day-
day practice of English teaching and the developing understanding of students, teexhers
administrators concerning the impact those labels have not only in the profebatonahe personal
identity of teachers and students. The next chapter will explore further tres ifsat emerged

regarding the process of labelization and its relationship with the construction ofyidentit



Chapter 6

Constructing Identities

6.1 Introduction

| believe the previous chapter has revealed several factors that seemibuisotdrthe understanding

of how complex the issue of constructing who the English speaker is. These factors dwaed all
teachers to form a current self-image and image of the other by means olargpticases and labels

which tend to emphasise a discourse of difference, showing a deeply rooted liestaegn Mexico

and the United States that seetoisfavour these labels. The ‘native speaker’ image in this study

appears to have been constructed from a well-defined physique (tall, blond, blue-eyed, white)
enhanced by descriptive phrases and particular discourses. In the previous chapter | presented how
teachers, students and administrators manifested specific discourses when potitiongajves and

others, not only in relation to the image of the English speaker, but also iorrdtatihe attitudes
towards the language and its speakers.

In this chapter, | present a number of other factors which contribute tootistruction of the
English speakers and their identities, emphasising the complexities of labelling angatt in the
day-today scenario. This chapter begins by presenting a short discussion about how the acronym
NNEST seems to create more division than cohesion in a group. It then presents datgppéach to
suggest that identity is not static and factors that appear to threaten atcmméthat participants
had already established. Next, | present the findings about the challenges itipaptstencounter in
their daily interactions, not only in the Language Department, but also olisifikis seems to
suggest how the issue of labelling has passed the borders of the professiongraadnisin their
personal identities.

Problematizing these aspects has been helpful in attempting to reach a partial widgrefan
how different elements construct the English speaker. In terms of more fully compnghénal
construction of the English teacher, two further aspects emerged from the data antbezd axphis
chapter. The first is the dilemmas that participants face with the labelsaareldtion these have with
the role of English as a global language. The second aspect explored in this chhptisiset of the
being and the becoming, that is, the participants’ reliance on their experiences in establishing a
professional identity and, paradoxically, their frustrations in doing thifoeg&onted. It explores the
transition from being students to becoming teachers and how the previous dilemmas ctom waiork
against the construction of their professional identity. In this particular exploréite evolution of
their perceptions towasdh ‘native speaker’ and the confrontation with their own image becomes
important, as well as their different identities displayed at different m@meéirally, the chapter
concludes with the findings about how participants seem to have reached a balance between thei

personal and professional identities.
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6.2 Problematizing Labels

Adding to the labels that emerged in the previous chapter, the evolving constoidii@nEnglish
speaker concerning these labels became an issue of discussion among some participants.it conside
important to bring part of this discussion to this chapter so it can be cedtnagh what e-mail
informants and the participants in the Language Department say about the lablets/éhbgen given
for many years.

This first one is the case of Kenny who, in his role of director of the LargDagartment in
different moments of his life, has been called in different ways and has been considered an “almost

Mexican” but for some matters, he still remains “foreigner”, as he explains in the following extract:

There is one odd thing that happens on rare ocoasidhen | get deeply involved in work
debates | have discovered that when | am right ahqarticular issue | get éhcomment of “You

are Mexican, but a foreigner one”, which I interpret as “You are a foreigner, you don’t know
what you are talking about”. Based on the circumstances of when this happens, I have come to
believe the only otherizing or stigmatizing a perses different occurs when we as people have no
argument to defend ourselves, or when we are gfaifinally when we feel inferior, this is when
we pull out the negative labels. | say negativeahse the reason we label is to separate and
classify others as different from us. The way itlime it is most often with the intent of minimigin

something about the other persdAl2.2, Kenny/A7)

What Kenny seems to incorporate to the discussion is the issue of givitgyjitabeder to place the
other in a subordinate position. This has happened to him in different occasions and gotethagains
general discussion about placing the ‘native speaker’ in a superior position. In his case, it is the
opposite. This seems to suggest that placing the other in a subordinate positiontas sdife
perception of thene who is labelling the other. An example of this is when Kenny says “When we as
people have no argument to defend ourselves, or when we are afraid, or finally when we feel inferior”.

This seems to show that viewing oneself through the words of others may have ef tattgevioural
consequences. This is in tune with what William says about the word “gringo”’ that has been used to

define him in several occasions:

I know that it can be used pejoratively. And therevdias been used as an insult on occasion. |
remember walking through a park a while ago, andemne felt it necessary to yell at me "Pinche
Gringo!" (Fucking gringo). But, you know, who cafedt's like lots of words—its intended
meaning depends on context. And the contexts iclwvhiuse and hear the word are almost always
positive ones. When | lived in China, all of us \i¢gsers referred to ourselves as "Gwailo," which
is unquestionably pejorative; literally, it meanSHost person” and is racially deprecatory. We
used it ironically, and by doing so, robbed the avof its potency. So perhaps there's some of that

at work, as well. By co-opting these words, youetdke sting out of thenfTN 9.2, William/A5)
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This particular excerpt seems to show how perception is a finely-tuned processmiyhtatoe
considered offensive by some, it is just another word for others. For Willerelsl are context
specific and he even goes further and seems to suggest that how someone is descriiadnzan i
how the word can be co-constructed and even its potency can be taken away. The use ofhabels in t
description of others, leads to greater perceived strength or wealtee laibel, depending on the
context and how personal the individual takes the impact of the given label.

The issue of how people view characteristics and then assign particular labels savofmer
show how language may affect perceptions of the world, of other individuals andiailpadroups.
This is the case of the ‘non’ part of the acronym NNEST, showing how the issue can be very sensitive.
Sarahi, an enail informant, emphasizes her rejection to the ‘non’ term and how pejorative and

derogative this sounds:

Personally, | disagree with the terms nartive/native. The connotations of the word ‘non-native’
are negative—it is like calling me a nomian! The hyphenated word ‘non-native’ implies a
‘deviant’, a non-standard. | do not think these terms apply anygérn With globalisation, the
world has shrunk plenty to make English a globahglaage and if English is now an
‘international’ language then who are non-native speakers? | categorise English speakeos int

three groups:

1. Those who speak English as their first and onlyglaage.

2. Those who speak English as a second language agdspeak one or two more languages
with equal ease.

3. Those who speak other languages fluently and spsmgtish only to fulfill a purpose; to be
able to converse for business/education/work attd, their fluency in English may be basic.

People would usually call the first type ‘native speakers’ and the other two types ‘non-native
speakers’, with which I do not agree. (EMI 2.1, Sarahi, A8)

What Sarahi explains here is the varidasets of the ‘native speaker’ construct, which has been
problematized in TESOL from the linguistic perspective, in terms of level fitigmacy of speakers.
However, it might reveal a hidden racism which has not been openly admitted Sar#dui. addreses
the racialized aspect of ‘native and non-native speakers’, as part of a continuous debate concerning the
most ‘appropriate’ and ‘accurate’ English speaking model, which makes the critical hegemony of the
‘native speaker’. The hyphenated word ‘non-native’, as Sarahi points out, seems to imply a ‘deviant’
or a ‘non-standard’, and make recurrent ideological assumptions about what is in the best interest of
‘native speakers’.

What has emerged so far in this study is that the physical appearance seems toduetanti
“level” in the categorization of, in this case, English speakers, and the role of birthplace and ethnicity
are important in corroborating the given labels. In the same venue, another e-onaamifprovides

an analogy to explain this issue. Sarahi makes an analogy which can provide a picture of how complex
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a label can become. In this case this referhot® the ‘non’ part of the acronym NNEST can be

applied to other aspects of our lives, but thiestwt find resonance because it can sound illogical:

English spread with the British colonisation. Wéth that the English gave their colonies (like the
game of cricket; introduction to railway, postalrngees, and telegram etc) came the English
language. Today cricket is played with more entasisi in the South East Asia than in the UK,
although it is not a national game in any of the countries in S.E Asia. Why is it not called a ‘non-

native’ game then?! (EMI2.1, Sarahi, A8)

With this analogy, Sarahi makes her point to indicate how discriminatory the ‘non’ issue can be. She
seems convinced that if English has spread to many other aspects of our lives, Hemlddreat
them as ‘non-entities’ as well, not only confer this label to speakers. The emphasis on ‘English spread
with the British colonisation’ caused me to realize, yet again, how rooted the idea of imperialism is. In
reference to the status of English as a global language and how the United Statent®gr new
‘empire’ in terms of imperialism, militarism and capital, the same can be applied to the status of
English in the world, but in particular reference to the relation betweeicMard the United States.
As the data emerged, participants revealed their position towards the labels they hayedved his
is exactly what Kenny shows in the following extract, when reflecting upon the levels af label

For me the labels seem to go in levels. Level anmastly about what you look like. | guess the
visual level. Next level has to do with nationalityhat color is the passport. Then the third level
and the one that is impossible to change: whereeweu born. The problem is that people mix
and match these levels depending upon what is coenvefor them and depending on what they
want to exclude(Al2.2, Kenny/A7)

Kenny seems to reveal that people describe or judge their preferences usmgniaioh imply that
preference is central to one’s identity, but more as a mechanism of defence, either for integrating or
excluding an individual from a certain group. However, another participantthe NNEST Caucus,

comments on his sense of belonging to the group as can be seen next:

What I have realized... is that it doesn’t matter what term we use. What matters is that how people
that the name/term represents are viewed and treated, and unless we can change everyone’s view
about all this, | fear we might not be able to campewith a name that will not be derogatory. As
for us being inclusive of everyone, | have severative English speaking friends who joined our
caucus not because they consider themselves neansgieakers of English (or of any language
for that matter), but rather because they werer@stied in the issues related to this caucusl Wil
changing the name of our organization help therrfexe included and be more interested in our

issues? Since I haven'’t asked any of them, I would not know. (TD2.1, Kyung-HeeA9)
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From this excerpt, Kyung-Hee emphasizes that many of the members feel idenitifig¢deagroup
not because of the label but because of the content and discussions cainstieuhe group. He
seems to even question that the name would influence peogange their interests. This particular
excerpt seems to carry different meaning. First, there is the necessity of detachetong to an
organization which brings them together to claim their rights as welta@sote their professional
growth. Secondly, there is the expansion of this type of organizations ahdhedias to people now
Braine (2010) describes this as organizations which can establish a sense of sfupraitie fellow
English teachers and help them, somehow, to overcome any sense of isolations and disillusionment
with the profession, which eventually will lead to their empowerment.

This made me remember the days when | was studying my BA and we were encouraged to
attend the Mexican Association of Teachers of English (MEXTESOL) conferencem luifférent
parts of Mexico (RD3/A10). We were told that we needed to look for as many oppegastwe
could to find organizations that could give us a voice. At that point in my lifastdifficult to see the
usefulness of such organization, being a student teacher | did not find a skelemgihg. However,
as my status changed from being a student teacher to a full time teacher,widgthe members of
the Caucus in the sense that, at the beginning of my practice of teaching | corthiateaegroup with
certain characteristics such as the non-native speakers would give me a w@oigajor organization.
| decided | would find a way to take an active role in professional assosiainstead of being a
spectator.

I wrote in my diary ‘Does a name define who I am and what | am interested in? (RD5/A10). |
firmly believe that we define ourselves in every action we make, when we speakte, and
language is our medium in which our identities are enacted and constructed (Rp&-rom these
excerpts so far, | can conclude that the relationship between identity and discovosted in
negotiating between people and through social interaction. The discussion whicbingasrghere,
more than denoting a sense (or lack of) belonging, made me reflect onplfeations that the label
of NNEST create inside a group which for years has created a movement in obdesden and
heard. It is not easy to change what has been part of their identities foryeasy The concept of
‘non-native speaker’, in particular, the acronym NNEST, was being discussed at the inside of the
NNEST Caucus of the TESOL organization and provided insights to the issue of lablets\ati:y
can represent more distance within the same group of teachers.

The discussion about the use of the acronym NNEST went further and some members of th
Caucus started questioning the ‘non’ part of the nomenclature. The terminology suggests it being
pejorative which the majority of the participants emphasized that ia timass, it is a form of racism.
Various opinions came to light and made evident the discomfort of sombéeanse but the pride of
others. An example of this can be seen in this comment by Nalini, an English tEaoheouth

Africa, who says:



Why on earth would anyone want to be a 'non' anghiln my opinion, 'non' anything is
diminishing. It focuses on what one is not, rattiexn what one is. 'Multilingual' or any other term
that ascribes empowerment rather than debilitationild be preferred. Case in point: | am a
South African (born, not immigrant) and have beaflexl a 'nonwhite' for almost all of my life.
The term was intended to paralyse me in my own trguh am not 'nonwhite’' | am not even
‘nonblack’; 1 am South African. While the term ‘ivat is intended to focus on 'mothertongue’ it
shifts the view from the issue of language to an issue of ethnicity.... On the other hand, while
English is not my 'mothertongue’, it is my 'homeiguage’ but I'm not a 'native' speaker.
'Multilingual' therefore does not aptly describe n®veell but it is certainly not a 'NONentity.
(TD6.3, Nalini Reddy, A9)

Nalini expresses her disagreement on the ‘non’ part of the term, but at the same time the identity
conflicts arouse and let us perceive some tensions at different levels: tertiaghenacronym and
tension with being called ‘nonwhite’, ‘nonblack’ and ‘nonnative’. It is my belief that the many ‘nons’
in Nalini’s life, have had an impact on how she perceives herself and how she perceives the world in
terms of speakerism. The ‘NONentity’ as she calls it, denotes the great discomfort and tension that
these several labels have brought to her life. This made me look back and reeudsitat and look at
the labels that participants were referring to in different momentiseaf narratives. At least in the
context of the interviews, the labels suchgaimgo, giiero, pocho, mexicaniamd foreigner, seem to
have contributed to help construct the image of the English teacher at diffeedsit Tdat is, students
use them to describe their teachers (Pam, Adriana, Naty, Tessa, Rocio, Maria), Nigabérs use
them to describe their colleagues (Daniel, Darren, Julio, Bree, William)hbytuse them also to
describe themselves (Daniel, Julio, William, Chris, Barry, Sue, Kenny). Finallyinethaitors use
them to refer to the employees (Sue and Kenny).

So far, it seems that teachers and students construct their personal ilemtigyhdut points in
their professional lives. This becomes evident when participants judge eachastbéron how they
“faster’ and“unfasteri their identities at a given moment. For example, Clea, a Canadian professor
who has been involved in the research of the ‘native speaker’ terminology, acknowledges the
problems that such term can imply. She mentions how she feels about, but also how she thinks that she

contributes to the profession and advocates for professional development:

1 think the term “native speaker” is a highly problematic one that has increasingly limited relevance

in an era of globalization where notions of language “ownership” are outdated and contentious.
That being said, | recognize that the term continte be widely used and has a variety of
associations attached to it. | would define it asamstruct with social, political, personal, and
geographic implications denoting a perceived adedrevel of language expertise that confers on
the speaker certain status and privileges. | bestame interested in this issue when | worked as an
ESL teacher overseas in South Korea and observedeaeborn colleagues with more
qualifications than | possessed paid less thanwien | became a teacher educator working with

English teachers from culturally and linguisticatliverse backgrounds, | started to advocate for

11¢€



professional development approaches that would lbaltiress their particular needs as well as

challenge inequities in the profession and wideriety. (EMI16.1, Clea/A8)

This proactive act can be considered as constructive, since Clea sees harselfiasator but also as
an advocatorin the case of the Language Departmdifferent labels have emergadd participants
reflect about them.

Looking at the different labels given to English speakers and the events héetleate been
used, has helped me to explore the complexitiebe ‘native’ and ‘non-native speakers’ issue in the
Language Department. If these labels are ideas based on physical appearance, geogcagibicsl |
or ethnicity, they therefore represent qualities attached to the pansbqualities of life that can
reveal emotions, events, and attitudes at different times which therefore leadctmshection of
identities. What makes this discussion important is that these labels areghdaoi the people who
have faced these different levels, either for using them or being used them upon the

6.3 The Being and the Becoming

During the time that this study was conducted, some of the participants changetathsirThat is,

some of the former students became English teachers, in a rather short pegned(tfo years) and

some of them were offered a job as English teachers at the Language Depaitimdrad Tan impact

on this study since, as it was an unexpected turn in events, | had theuoippda confront their

previous perceptions on their former English teachers to their current penseptithemselves as

English teachers. In this section, | discuss the findings regarding this changeisnasitalso how

time seems to be one of many factors which help shape perceptions towards the English teachers in the

Language Department.

6.3.1 From Being a Student to Becoming a Teaeh

For some participants, the trajectories they have followed have shaped and reshapedtitieg iiden
different manners. For this particular section, | will focus on one case, singghé one who
represented this in a more complex manner. This is by no means a characietistiogroup of
participants as a whole, but it allowed me to learn from instances that | hamessten before and |
considerit important in this complex construction of the English speaker. Carmen, one of the students
at the Language Department, told me at the beginning of the study her reasondyiog English
(basically she liked the language and she wanted to be able to speak with English spéakevsr,

she also revealed she was looking ahead and she could see herself teaching the language one day:

| see myself, in a future teaching, English, | dreaith the day that | can be teaching. And | have

taken a little from this teacher, a little fromghother, and | would like to get all this together



order to be me, to create my teaching style andlide to teach and eventually to teach how to
teach.(SN1.3, Carmen/A6)

Actually, her determination and discipline were rewarded when she was invited to teagbumm

a primary school. In her final year of study in the Language Department, she apprase and told
me she had been offered a position in a local institute to @adnglish class to young kids. |
encouraged her to do it since | thought she had a good command of the language and s@meeexpe
tutoring beginners in the Self-Access Center of the Language Department. HenenCire same
student who once mentioned she wanted to be taught by ‘native speakers’ and had idealized this
image, narrates her dilemmas now that her status has changed, from being student tw kmtomi
English teacher. Things changed for her in the moment that she decided to become aneBolésh t
as the following extract illustrates:

When | was studying | wanted my teachers to beveatpeakers, because | felt | could learn more
and improve my pronunciation, which was my main concern. However, now that I'm becoming an
English teacher... I get frustrated when my students look at me, I look very Mexican, and they ask
me where I learned my English... it just makes me feel that I'm not good at what I'm doing, and

that they question my level of EnglisfN1.4, Carmen/A6)

When I asked her what she meant by “I look very Mexican” she made emphasis to her dark skin

colour and short height. She also emphasized that she regretted when she rememberedithesmany

she asked me the same questions that she was being asked now by her students. Carmen has change
her role in the teaching-learning process. She had once constructed an inegrative speaker as

the ideal teacher. In her new role, when she presents herself before her sshdefatsls stigmatized

by her appearance and feels questioned as a professional. She seems to locatarheoselthe

image she has created in her mind for the ideal English teacher and her elvis alv causing self-

labelling. Her autanarginal position has closed off the opportunity of exploring her dilemmas (“T

look very Mexican”) with more professional issues, such as her ability for teaching. This is one
example of how beliefs, expectations and identities are subject to change, as #&nideexm the

following section.

6.3.2 Evolution of Perceptions

Regarding idiomatic expressions, students such as Rocio and Maria agree thateliely bad in the

past when asking about certain common expressions in English and their Mexican teachers do not
know them or have never heard them. However, some students accept they want a telacher wit
training in English teaching, regardlesfstheir nativeness condition. Students showed their preference

of having a ‘non-native’ English speaking teacher in the first level of their learning process because

they would feel “secure” in the classroom, but they wanted a native speaker in the upper levels in
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order to improve pronunciation and the use of idiomatic expressions. They seeegtuizatteachers
based on their previous experiences.

There was also a sense of identification with their teachers (as previbsslissed, calling
them co-nationals), but this identification evolves during the same semestery/rstiadients develop
a strong affective relationship with their teacher because they considehehtgather has gone
through the same stages they are now and, it can be said that this teacher is sesreb®odatiow,
expressing their admiration. Rocio expresses such idea in the following:

In general...I would prefer a native...but I wouldn’t have anything against a Mexican that has had
experience living in a foreign country, just as tagcher. She speaks the language very (@tll
the beginning of the semester). (SN8.1, Rocio/A6)

I was disappointed because when you ask the teacher....she sometimes says “I don’t know”...I
mean...it is good that she is honest, but I think that...there should be teachers who know the
language 100%. There are idioms, for example, that a Mexican teacher wouldn’t know, but a

foreigner would(at the end of the semester). (SN8.2, Rocio/A6)

Through these reflections, Rocio shows how her perceptions and expectations change in tioé course
the semester. After having developed a feeling of admiration, Rociotseflecwhat this teacher
lacked, and how this admiration tutiasdisappointment.

A similar situation can be seen in the following narrative by Lydia, ac22-gld student at the

Language Department. She expresses her tuparadptions but in relation to a ‘native speaker’ and
how these changed:

| was happy that | had a native speaker as teawbesuse | assume that | was going to learn the
pronunciation... but then I saw that she didn’t know how to explain some things... That’s when [

saw that if she knew Spanish it would’ve been easier, but she didn’t. I got more confused and now

I think that | would prefer to have a Mexican teachext semester, or | will keep getting confused

and I'm not going to learn. At least if [ have a doubt | know | can ask in Spanish and he will

understand mgSN10.2, Lydia/A6)

Even when Lydia had created in her mind that a ‘native speaker’ would be an infallible source for
learning pronunciation, her perceptions changed when she discovered that therehaerefacturs
insidethe classroom that she would appreciate more than learning “pronunciation”. The fact of feeling
identified with he ‘non-native speaker’ and having the confidence to ask in her native language, have
influencedLydia’s decision to look “with other eyes” to her Mexican teachers. These are teachers

who, probably, at the beginning, she automatically disqualified due to “pronunciation” issues. Rocio

and Lydia have shown how perceptions are not static and how the construction of the Englesh teac

in this case, has changed in the course of one semester.
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These extracts can be interconnected with that of Naty’s, whose first experience in the
Language Department turned out to be disappointing. She narrates a particulan sltabimade her

make drastic decisions:

The teacher that taught me in fourth level... She was Mexican and I didn’t understand at all,
because I was used to being talked to slower... it was a quick change so I became totally
discouraged and I said: “I don’t know anything, if in fourth they are going to speak to me totally
in English, well... then... they are going to tell me you are now in fifth and you should know”, and
that’s why I dropped out, and I didn’t continue until now that I felt I had to finish what | started
fiteen years ago(SN4.2, NatyA6)

In this case, her disappointment was not based on the teacher’s language skills, but the pressure that
she felt with the teacher speaking in English the entire class. It seemghasnfis expecting a sense
of empathy from the Mexican teacher with her Mexican studefis evolution in students’
perceptions can be contrasted with what teachers face on a daily basis, showing theitier sz

struggles in an attempt to be considered good professionals.

6.4 Challenges: Everyday Struggles

In dissecting the data, teachers and administrators revealed different chditemgesn daye-day

bases which contribute to shape their professional and personal identity, fronwigsdbe language

to more specific situations with immigration. One of the most salienteciuygb was to be able to deal

with insecurities, regardless of their native condition. It seems acceptalbiatiter teachers to make
some occasional mistakes while teaching, or not to know all the details about the Englisige

(Amin, 2004) but when non-native teachers make the same mistakes or do not &nghirgy about

the English language, their teaching abilities and competencies are often immegligsipned
(Canagarajah, 1999a, 2002). However, in this study, one of the main challenges wnelatithe
between English and Spanish. Knowing both languages emerged as one of the struggles testhers fac
not only at the inside of the classroom, but also outside. That is, for those Bhglish is their
mother tongue, knowing Spanish becomes a struggle for different reasons. For example, Lucy

admitted having felt insecure in her classroom:

For example, in my level 5 group, I was getting a lot of blank looks... so, today, | was explaining
something for grammar and then it just seemed diker having given out the explanation in
English and there were lots of visuals on the bokfelt like if I could try to explain that in
Spanish it might help them feel more secure, mighke themdel more sure what they heard...
the thing I feel less confident about is teaching the grammar, I'm, you know, it’s easy to have a
conversation activity, | feel&e I have an advantage in that... BUT there are very often exceptions

to grammatical rules and the grammar is where llydael just lack of confidence because |



know how to use the grammar, but I don’t know how to explain it! And I'm sure my students notice

that.(TN6.2, Lucy/Ab)

In this particular excerpt, Lucy seems to see herself as the source of langigauyes iaf conversation
activities, but she is aware of her potential problems regarding grammar. HotlieMack of Spanish
makes her feel less confident, and acknowledges that if she knew more Spanishshsrnabatd
present a different rthythm. What is more, this view of her as “less confident” also appeared to be
supported by students, who, in her eyes, notice that the teacher could do a bettshgoknew
Spanish better. The immediate assumption is that Lucy is almost trying to apologizeldemngable
to explain things in Spanish, but she emphasizes that “it’s easy to have a conversation activity”, as a
way of compensating her insecurities while teaching grammar.

These eventualities in the everyday classroom are also discussed by thk Esmltnator,
who emphasises her desioeprotect the ‘non-native speaker’ as it was discussed in Chapter 5.2.2.1.

They come here and they say “How do you say this word in English? What’s the meaning of this
term? Can you clarify this grammar point for me? ” And to be honest, I am not all that much up [to

do this]. Sometimes, especially if he is a loweigksh teacher that comes to me and asks, ok. But
if it is an advanced complicated English grammamth wait; | go to my English grammar book
to just refresh these points. So, I don’t know, but I feel a lot of times they (non-native speakers)
come to my office while classes go on. They knoattham here and they can ask. Or when | have
been teaching on my regular classes on Saturday when I'm teaching and next to my classroom
there’s a non-native teacher they run over and ask me “How do you do this?, or how do you say

that?” In reading classes they ask about vocabulékil.2, Sue/A7)

Again, the coordinator places herself in a position of a source of the languacfe jsmvii the disposal

of her teachers. This seems to show that her command of the language can also bednbsrfnet
‘non-native speakers’ as an infallible source, but in Sue’s words, there are times where she has to
admit that she has trouble answering grammar related issues. While the comrtrenthiofjuage is
acknowledged by others, for some other teachers, the issue of not knowing enough Sipeyssh br

implications in other areas of their lives, as in the case of William:

Language continues to be a challenge for-m&fter all these years, my Spanish still really suck
That’s probably the single biggest frustration.If there’s anything positive about my lack of
language ability it’s that it gives me some insight into how tough language acquisition can be, and
that fuels my interest in the subject that | teactd study (and gives me plenty of empathy for
English learners). Mostly, thouglt,s just an enormous negative: my lack of Spanish embarrasses
me and holds me backlN 9.2, William/A5)

In this particular case, William is aware of the empathy that he can féestwdents who are in the

same process of learning a foreign language. But his reflection goes amthsihows that his lack of
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Spanish has surpassed to other aspects of his life. An example of this is when teskdgrthelp to

solve his immigration status:

There was no help with my immigration issues, whigre complicated to begin with and made

more so because of my lack of Spani@iN 9.2, William/A5)

Being a foreigner, and being constantly reminded of this, nitlkegre difficult for some teachers to
adapt to the Mexican system. It is even worse when there are different factseethab hinder their
jobs, as William explains what he sees as problems:

The Mexican and institutional bureaucracy; the fzay, made even worse by the lack of paid prep
time; the lack of supplies; the lack of guidancepoogrammatic structure; the lack of leadership;
the lack of esprit de corps; the lack of any redtign whatsoever that | was doing a hard job in

difficult circumstances, let alone that | mightdeing it well. (TN 9.2, William/A5)

Thus, the daily discourda the Language Department seems to be confronted with other issues, such
as 1) leaving the teachers with no recognition about their work, 2) thdgiation issues that
foreigner have to face, makes very difficult to feel identified wittukiure when situations become

complicated and 3) there seems to be little discrimination when hiring.

6.4.1 Challenges in the Practice of Teaching

The insecurities discussed so far are not specifically from Mexican teatiey, originally born in
the States, who was hired after she came to Guanajuato to learn Spanish at the [Repmagent,
shows in the following extract a conscious analysis of herself and is awiaee pbdsitive aspects in

teaching, yet she recognizes her weaknesses:

I have a lot of confidence in my own abilities asspeaker. | mean | feel that | have a good
understanding of grammar in my owdew. I'm a good writer. |'m a good speaker. I'm good at
modifying my language use depending on my audiemamn modify well for people who can
understand different levels of English and | candifyomy pronunciation. However, | feel like
sometimes | can create confusion for students kmxawy experience is more as a speaker than as
a teacher. So for example when | go and talk to gdifa teacher in the Language Department],
who is Mexican, bilingual and who knows how to tealse can do a much better job explaining the
rules in English than | can because he is more réapeed as a teacher and a good learner of
English. He learned the rules, and also he hast@rbenderstanding of what forms in English
correspond better to forms in Spanish. So for meatpto the students vesimply ‘Oh this is how
you would use it in Spanishdse are equivalents’, that part for me is not easy, to come up with the
equivalent but also because they are speakers aifiSp but not learners of Spanisfi.N6.1,
Lucy/A5)
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The duality of speaker/teacher of the language is represented very diffarentie language
classroom. Lucy makes a conscious analysis of her teaching and is aware of her adwdmiiages
being a‘native speakéy but recognizes her weaknesses. Conmedlicse comments with Carmen’s,
there seems to be a marked contrast in the two viewpoints. While Carmen dtad eralifferent
image of her teacher, as an infallible source of correctness and the properdahgogdelieves she
can be a source of confusion and immediately makes reference to a Mexican teacheharheyes,
represents the perfect image of the teacher because he was once a learner of the language.

However, Laura, a former student and a current English teacher who has had experience
teaching in other schools, makes a reflection about a particular experienceethnatiso have had an

impact on her current practice of teaching:

What happens is that | had an experience when ll@asing English, very frustrating, with one
of the teachers./@ was native and when I said a word that was “jewellery” I still remember, she
said, “What?” And | pronounced agaiand she said something like... “Why are you at this level if
you don’t have the correct pronunciation? ” She said it to me there... yes, it was like a shock and |
feel like my pronunciation is not so bad, | am asvaof.. when | make mistakes even
grammatically | am aware of my mistakes and evenghl am aware, but sometimes when | am
in front of someone, even when | know how it is poarced I get mixed up. I feel like I'm being
observed, then when | talk to my coordinator, saimes | feel like she is observing me in those
areas(SN13.2, Laura/A5)

Having been questioned once by one of her colleagues, it made Laura adjust her beloaviiou

front of her coordinator. Now she feels observed and questioned about her pronunciagon. Thi
incident would seem to be isolated, but it had consequences in Laura’s teaching performance, to the

point that she now avoids reading instructions in front of the class and hahenad®nge this part

of her teaching. She explains this in the following:

When we have to do one of those activities [realdiimstead of me reading the instructions, | ask
them to read them, to give the instructions, tb e what they have to do and that way | think
that the rest are listening more to them and thay learn more in pronunciation, or | use the
CD’s. | mean, | avoid it by all means reading a textindoa reading, | play the CD or | ask them
to read, I have one read one part and another, another part and that’s how I have them. (SN13.2

Laura/A5)

One episode in Laura’s teaching life has had a great impact on her current practice of teaching. This
piece of data seems to reveahore complex scenario than simply a split between the teacher’s self-
esteem and her practice of teaching. This seems to show that one action can reuenoas, and
being categorized as “inadequate to teach” only because of one mispronounced wordt revealed a
contradictory picture in terms of how teachers deal with the pressure of being signal as ‘non-native

speakers’ on a daily basis and the consequences it has on their professional identity.
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6.4.2 Dealing with Labels on a Daily Basis: Fastening and Unfastening Identities

At the beginning of the data collection, although | had expected the teachers and stubawés to
viewpoints about one teacher or the other, they did not. However, they admittetietieatvere
situations in which they felt that the distinction was presertheir daily lives, not onlyin the
Department, but outside as well. One of the issues that started to enaygbewcontradictions
between the status of English as an international language and the existence td lelaskify the
speakers of the language. For example, email informants brought this issue to thedigarted

questioning the restrictive the labels could have. Laila explains this in the follownagtext

1t is ironical that on one hand English is labeled ‘international language’ and on the other hand
its activity and use is restricted by marginalizegme people who may in fact be using English in
their daily lives just as much as any othenrson who is a ‘native speaker’. If English is an
international language, then the ownership of Esigliannot be restricted to a small group of

people who call themselves ‘native speakers.” (EMI3.1, Laila/A8)

By expressing the contradictions of labelling a language as ‘international’ and yet be restricted to a
small group of people, Laila seems to place an important value upon speakers of the language,
regardless of the mother tongue or the second language, simply because they use the language on a
daily basis. Perhaps she implies that despite its international status, Emgli§arent forms of uses
is still employed to exclude many of its users and to construct an inferior Other.

However, there was an interesting and important further development in terms of Hegsteac
and administrators beginning to align themselves to particular labels and tieausss to live with
them in different aspects of their lives. From these findings, it seemaftbathe first interviews,
there arose a need to reconstruct what they perceive as a closer problematt thfey face daily
and a need to talk about this, emphasizing the implications in their persomabfassional identity.
Nevertheless, it is important to stress that these further developmedateduafter participants had
had a chance to think over the first interviews and, in some cases, they experienced antliatiden
made them reflect on what they had said in the first interviews. One example of this is Kenny, who has
officially adopted the Mexican nationality, and makes a reflection about himself acdlleisgues
and the duality they present while living in a foreign country but being “partially integrated” to the

Mexican society due to personal reasons:

| have several colleagues here in Guanajuato tha¢ hived for 15 years or more, there are or
have been married to Mexicans. They have childtlkeeir lives are here and | guess they will
probably be buried someday here in Mexico, but theg still considered foreigners. | find it
strange that my [Mexican] colleagues here talk toabout the gringos or the foreigners and at
some pointl hear a phrase quite often, “But not you, you are one of us”. I used to think that it

was because of the nationality issue, but that avaully explain what happens at work. When |
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travel around Mexico | am very rarely consideredéoa foreigner. About the only place | can go
and be tagged as not Mexican is if | got to the toigrist beaches. There | am almost always
included in with the gringos. Since | have a Mexideéend that has blonde hair, she always said
that the same thing happens to her if she is ab#aech. So | think what it really is, is just auas

issue. The whole blonde hair and blues eyes cragcisally believed by people. Since | have

brown hair, brown eyes and I am kind of short and a little chubby, I don’t visually come off as

American.(Al2.2, Kenny/A7)

The issue of the physical image emerged again, but this time as an aspect thabnirghlict what
was discussed in Chapter 5. That is, for Kenny, having aempelling “ideal image” of a foreigner,
has placed him in a particular situation, adding to this his Mexican natyocati be tricky for those
who first meet him. Moreover, in his narrative, Kenny stresses the imporémzing a sense of
empathy with the host community:

| have lived here [in Guanajuato] so long that gwee | know knows that | have Mexican
citizenship. In Mexico sometimes people are adittirprised when they ask for my passport and |

hand them my voter’s registration card. This usually prompts a “Aahhyou are Mexican” along

with a smile.(Al2.2, Kenny/A7)

However, his decision has been guestioned by his co-nationals and other people, even regarded as
something negative for having wanted to “lose” or “change” his nationality, as if being Mexican

implied being “less”:

The people that act strange or give me odd reastoe Anglos. | have had immigration officials
in both the US and the UK ask “Why did you do that?”, when they see my Mexican passport. Both
Americans and Brits have tolde directly that what | did was a mistake becauseAherican

passport is far superior to a Mexican passp@ki2.2, Kenny/A7)

The different trajectories of identity can be analyzed in Kenny’s narrative. The dualities are presented
in the way that in Mexico he is not considered fully Mexican, and in the UniteesSket is not fully

American anymore, as he describes in the following extract:

Mexicans proudly say to me “You are one of us” and most Anglos I talk to openly say “Well, you

just did that to make lifeasier in Mexico, but you are still an American”. (Al2.2, Kenny/AT)

Mexicans have embraced his change of nationality, but to a certain extent.afod@ericans still
feel that he is part of them, to a certain extent as well. In societa, tdrarefore, what needs to be
acknowledged is not only this change of nationality but the implications thateitison has brought
to his life. This decision seems to challenge issues of identity, both indiyicarad socially, and

foregrounding how identity is constructed and re-constructed.



Another participant, William, an American teacher who has been living in Méxicie last
ten years, makes a reflection about the cultural problems he has faced wiglénliMexico and the

contradictions that he finds in his co-nationals:

The only real cultural problems | confront have do with the other gringos who live in
Guanajuato. Exactly because | am so attuned to wy oulture, | probably notice their
peculiarities and defects more than a Mexican might those defects bother me even more than
they might bother Mexicans because | consider fllsogringos in Mexico to be representatives
of my country; we should be good-will ambassad@ge of the things that bothers me most is
when gringo ex-pats who have spent a long time axibb adopt the worst features of Mexican
culture rather than either retaining the best okAican values or trading them in for the best of
Mexican values(TN 9.1, William/A5)

During the data collection process, the participants revealed a deeper unyieiliegr contexts and
their mixed feelings about being considered as foreiggeirggosor Mexicans to reveal some deeper
analysis. There seems to be nostalgia in looking at themselves at who they were and asgoribey
in a foreign country, but also, when they look at their compatriots andaé¢hat they behave in the
host country. Moreover, and | believe importantly for this study, there has been atioevioluhe
narratives where they seem to show how simplistic attributes attached to peopiensrae deeper
and more complex than initially throught. While identity is a fluid concept, with mucenstructions
derived from past experiences and present dilemmas, it provides signif@aticeomplexity of
identity shaping with the potential to create a much more complicated maze of enmndent
conflicting identities. It is therefore not just the construction of the Emgkacher, but all those
factors around this construction of identities and dilemmas which lead us to analyzthéhow

participants have found a way to deal with the labels in their personal and professional lives.

6.5 Coming to Terms: ‘A Black Dot on a White Paper’

As teachers appeared to go deeper in their narratives, it became apparémdr¢hatas a sense of
coming to terms. What they had expressed before about being called different ways, edespsatt

of what they have experienced in the many years they have been teaching. Momatezdlin my
reading and re-reading of the transcripts and e-mails that some statements denaé&aongih the
different images that have been created around them, but also a development in the corwtruction
their identities. This section explores these constructions, coming from theemtifitruggles that
participants have gone through and showing how identity is not fixed and thertiffactors that

influence this shaping are beyond the labelling of an English speaker.
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6.5.1 Finding a Balance

As well as the discourse of similarity and difference discussed in thieypseshapter, there seems to

exist a further yet related dilemma as the teachers have struggled witllitla¢ion of their teaching

skills at different points in their lives. But it has been these experiemaebdve helped them shape

who they are now and how they visualize their future as well as the upcoming challeriges
personal and professional levels. The ones who are living in Mexico, havirthdeflives in the
country of origin, have developed a positive feeling towards the country regaroieshe
discrepancies of one culture and another. And for those who are Mexicans and have faced
discrimination at one point in their practice of teaching or have bagnattzed, they have developed

a way of dealing with these stigmas and labels. Finding a balance in a professional world when there is
a constant reminder of who is ‘native’ or ‘non-native’, seems far from reality, but participants have
managed to do it. An example of this is Laura, a current BA student, who skiigidh in the
Language Department for many years and who now is teaching English in a private Shieolahs

been teaching for almost four years. She narrates an event when she was put on kiiehepot

coordinator regarding her pronunciation:

Then, about two weeks ago, | was talking to therdomtor and | was asked what my plans to
continue to work were or if | wanted to stay theBbe thought | could be in high school instead of
middle school bcause of the group control I had, but she said “There is a point to check, the
pronunciation and fluency, because the students and the parents notice that”. Then I thought “I
don’t know how the parents notice it”, but any way... Then I said “Yes”, that I was aware that |
had to practice, that I didn’t have a native accent, that even though at school I received input
from native teachers.vien among them I had noticed certain differences and I couldn’t have a
model because suddenly | hear one way and | hearher and like... it changes. Then that
confuses me sometimes and | commented there ia mobvdel, even if they are from over there
they have different pronunciation, and that | hadvbrk on that. She recommended | sing; listen
to music and things like that so that my pronurioaivas better. And | suddenly felt like | said...
well first she told me something nice and then..., maybe it was the balance but I took the positive.

It’s true. My pronunciation is not nativet will never be like a native and | am aware ofttHaam
aware that I am going to try to better it, but it doesn’t bother me that they say my pronunciation is

not that of a native tldoesn 't affect me anymore. (SN13.2, Laura/A6)

Years ago this same commaenight have had a different impact in Laura’s self-esteem, but now this
has changed and she has embraced her differences with the group she é¢smhgingl to (‘native
speakers’). Even with the pressure from parents, her coordinator and students, she has come to terms
with her pronunciation, her status of ‘non-native’ and her practice of teaching. She makes a further

reflection:



How much can this situation cloud or ruin with aflthe work that | have been doing all of this
time so that they say mpyronunciation is not good?. I did comment it with my husband: “They
mentioned this to me ” and | commented everything to him and it helpedasséf it were some
kind of therapy and to say “Well my work, | mean my work has validity and thatnot the only
thing”. But it does worry me because if my students have made that comment, even though they

say that as a teacher | do this and very nice, ttiest make a comment like this, it is that they are
seeing something, sometimes one thinks... Wellpregt point someone told me you can have a
white piece of paper and put a black dot there ymdare only going to notice the black dot. Sso
if in a way what we have learned here, the reftecéind all has helped me to detect the impact
that the comment could havead Years ago the same comment would have made mte qui
(SN13.2, Laura/A6)

Laura has come to terms with the negative comments. Her studies are from th&B8BOL in the
Language Department and the way that she is reflecting now about her teaching makesbgond
the negative comments and ponder what is positive and negative abeubitiaator’s comment.
This was one of the most insightful pieces of data coet@rher metaphor of the “white paper and
the black dot”. It seems to show the process thataalled ‘non-native speaker’ goesthrough in order
to deal with the labels and criticism of administrators.

According to their own perception and self image, it appeared that those ‘non-native’ teachers
tried to justify their non-typical image of a stereotypical English languagedeby emphasizing that
they can hold aspectsof both worlds. The following teacher describes this:

However, you know me, you are here with me and you can see that I don’t look like an American.

I'm not giiero with blue eyes. And that is exactly what happenth wiudents when they see me.
However, | can tell you that part of me is Americdéime way | dress, the way | speak English, but
for the rest, I'm Mexican, very Mexican, my way of thinking, of interacting with people [...].
(TN1.2, Daniel/A5)

From this, | can think of the duality of two worlds which want to come togetheribh&hways hold

on to their respective characteristics. Even with all his experience in rtgaEimglish, Daniel
constantly compares himself with an American. It seems from the data that tibgauats clearly
construct their identity in relation to difference, specifically in oppmsito native speakers, but at the
same time defend their ethnic background and are proud of it. Moreowenoitonly ‘non-native
speakers’ reflecting about this duality, it is also ‘native speakers’ commenting about the labels and
how they have gone from one sentiment to another, from a more negative to a more @ositive

William explains his feelings towards the wandnga

I love the word gringo. (And I love all the variolsrigin stories" of where it comes from.) It's a
wonderful word. It's a necessary word. The worchgoi is more precise than the usual fallback

word "American" because, of course, the Mexicand @anadians are Americans, too (as well, |

13C



suppose, as is everyone living in Central and Sdwmterica). Calling someone a "citizen of the
United States" would be a bit cumbersome! Therdlyéano other word that covers the intended
meaning so well. So it's a very useful word. Buspal like it emotionally; | like its connotations
When | hear or use the word, it reminds me thatdhrex-pat, that I'm living outside my "natural
habitat". | like that. | have positive associationgh the word: my Mexican friends call me a
gringo; my students call me a gringo; my gringefls and | call ourselves gringd¥N 9.2,
William/A5)

William narrates how complex and at the same time how positive a label caméd into. In his
narrative, he seems to show his “pride” of being considered an “outsider” but at the same time part of
a specific group, in this caggingos.This is different thamwhen he was called “Fucking gringo!” by
someone in the street and he did not know how to react. Now that he has come vattetheslabel,
he seems to have created a positive image around the word that once worked as an ofehsive w
describe him. What is more, he calls himgelhgoand his immediate social network as well.
For some other participants, negative connotations can still be attached to trgrinwgodbut
they seem to show that time and exposure to the continuous use of the word has changed and seems to

denote more an issue of practicality than anything else, as Chris discusses:

| used to hate the word 'gringo’ but over time Vdn@ome to understand that not everybody is
using it aggressively. | still don't like it muchutbl am less upset when people use it. | think that
there are better words to use but most people opttlie easyo-remember one(TN10.2,
Chris/A5)

Almost the same as William, Chris has come to terms with the word, but ltastirs him and seems
to imply that there is something aggressive in the use of the word. Whileaihygears to be some
kind of acknowledgement of the laliglingg, it is still difficult for Chris to understand why people opt
for the easy route, without looking at other attributes beyond the conditioging agringo. When
describing his process of becoming a teacher in the Language Department, atidgeileche
difficulties of being an “ex-pat”, Williams offers the following piece of data, revealing his pride in

being in a place that can be called “home”:

| planned to travel thentire span of Latin America ...but for one reason and another, | never
ended up making it past Guanajuato. Serendipityally. | got a job teaching English at the U of
G. And, more or less as a matter of sheer luclgtigy foot in the door of the LEI prograrh.
don’t know if there is such a thing as a “true calling,” but if there is, teacher training would be it
for me. | love what | do and am grateful that atidmost two decades of searching, | finally found
a little corner of the world—speaking both geographically and professionrallthat | can call
home.(TN 9.1, William/A5)
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His journey has not been easy and, after trying different areas such as adinimidteatelling and
teaching, William has come to terms not only with the professional but alpensisnal identity. He
has learned to love what he does and to accept the differences between hisofcungig and his

adopted country, Mexico.

I've learned an enormous amount about teaching English, about the subjects I teach in the LEI
and about teaching qua teaching. | certainly neakeught when | came to Guanajuato that
someday I would be studying for a doctorate in SLA, so that’s quite a shift in identity right there.
(TN 9.1, William/A5)

It has not been the same for others, regardless of the positive feeling teepwards Mexico, there
are still some issues that have not been fully compretieiad in the case of John. In his practice of
teaching, he has learned how to deal with a rather “imprecise” concept such as time in Mexican

culture:

The beginning of the semester has always beerulifffor me and my students as we adjust to
each other. The atmosphere is a bit intimidatingheey try to understand what my expectations
are of them, and vice versa. One of the most comowmnments my stents make is that I'm
strict... For example, I ask them to be punctual (knowing that in this country I'm asking too much)

simply due to the fact that the time we have igafty too short(TN8.1, John/A5)

These differences between the concept of time (in Mexico being on time can mean being late for ten to
twenty minutes and still being on time) clash with what John wants to implemileist élassroom, but
he has learned to accept that there are challenges and situations in which he wouldaeggtdridhe

host country. This has implied a change in his personal and professional identity:

I love living in Mexico. | think | have adapted Mexican culture in most ways minus perceptions
on time. My professional identity is changing cargty, which | think is necessary for all teachers
in a field where things are so unstablelon 't think my personal identity has changed that much,

apart from the fact that | have grown more patentl more accepting of things that would have

bothered me previous to moving to Mexi¢®N8.1, John/A5)

John, William and Chris seem to have adapted to Mexican culture, as much as they havevbegn al
(as in the case of Kenny). But there have also been cases in which Mexicans haveteomse\with
the different labels they have been given for years.

Ana Maria, an e-mail informant, a teacher and administrator who has been invdlvednain
decisions related to English language teaching in Mexico, via the British CouMglxico, explains

how she feels after more than twenty years in the area:



I think that | have reached a point in life wherlkenbw where | can place myself within this native/

non-native distinction. | am a non-native teacherstmeans that | can be good teacher, but that |

have to live within certain limitations:

a) my lack of intuitivity for the language, why do s&yinstead of Y, is something that you can
only say if you are a native... that is life

b) my not being able to tell students "I do not knotvbécause it will be perceived as being a
"bad teacher". | have developed techniques to asajing | do not know.

c) you really have to work hard for students to bediepou and trust you(EMI4.2, Ana
Maria/A8)

Ana Maria’s acknowledgement of ‘limitations’ draws attention to what might happen in the mind of
other teachers (lack of intuitivity for the language, acceptance obfdakowledge in certain areas).
But what is important to highlight here is how Ana seems to have come to téhrbeavprofession
and her personal dilemmas lafing a ‘non-native’. She recognizes that she can be a good teacher,
regardless of nativeness. Her narrative can serve to move beyond individudabretiéqrofessional
practice to group awareness of moving beyond a label, entailing a particular ofméige‘native
speaker’ and to look more at the professional side. This would mean a broader, shared reflexivity
about the work of teaching English in an era of English as a global langulagies professionals

allow critical and uncertain issues to emerge from their very particular narratives.

6.6 Conclusion

In this chapter my intention has been to show the complexities of constructing idemtdidsw
participants deal with the different labels they have been given throughout the Bxedblematizing

the labels in a global scenario has served the purpose to contextualize the issuesddisthses
Language Department. These have to do with the changing of status from being students to becoming
teachers and in some cases, also with the challenges that teachers are faced in antheutsid
Department. To some extent, there seems to be a non-existing separation betweenatearnut
professional identities and when confronted with the challenges in the practéaching. An array

of factors seem® challenge their identity formation. The ‘partial’ integration to the host community

and the border crossing, not only geographical, but ideological and mentally, seem t@ create
scenario to discuss the ‘native speaker’ in which their dominant and superior identity is reduced and

altered. Being questioned in their practice of teaching and/or in #mgudge skills, has been one of

the fundamental ways in which the &dled ‘nonmnative speakers’ have established their identities.

This has shaped their views of who they are and who they are becoming. From the data les emerg
an indication that the construction of the English teacher at the Languageni@yanbs moved
beyond the issue of nationalities and engaged with other perspectives (labels, ppypsashnce, the

historical relationship between Mexico and the United States). These seem doafagmplex
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personal and professional identity, which seems more in tune with the status shEsgh global

language, and not restricted to ‘native speakers’.
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Chapter 7
Issues on Identity and Labelling: Going Beyond the Words

7.1 Introduction

As Norton (2000:5, citing Hellen 1987) suggests, it is through language that a persoatesegot
sense of self within and across different sites at different points @ liris through language that a
person gains access teor is denied access-to powerful social networks that give learners the
opportunity to speak. Under this schema, it is easy to understand whyetbglaitguage learning and
teaching becomes such an important moment where identities converge and are shaped add reshape
on a daily basis, as addressed by Clemente and Higgins (2008) in thel édokming English with
a Postcolonial Accent: Ethnographic Narratives fidexico. In their work, they write about Mexican
students and their political identity, focusing on how students learn, appropriate, andiifgdefine
their use of English. In this thesis the data has revealed that labetgednethe construction of the
English teacher. These have a direct impact on the identity of partiipawt the clear-cut
dichotomies such as the ‘native’ and ‘non-native speaker’ fail to acknowledge the fluid process of
identity formation.

In this chapter, | will discuss key areas that emerged from the data preseGteapters 5 and
6 and that were not foreseen at the beginning of the study. | will dibowsghey are linked to
literature and the construction of the English teacher and speaker and how it has beesedaddres
during the study. These key areas are: identity, labelling and the socio-podititednship between
Mexico and the United States and its consequences. In order to explore this, in thedalestion, |

explain the use of a spin in order to make sense of the data.

7.2 The ‘Native Speake’ Image Spin

I borrow the term “spin” from Stuart Ewen, who definesalt the “customized manufacture of
public discourse” (1996: 407). This term comes from public relations, marketing and social media. It
refers to those representations created around something in particular, anldostatpresentations
may reveal about the place and role people have in a particular context (Davila, 2008 .stidy,|
question how the pressure of the communritylook right’ to be considered as ‘native speaker’ has
shaped participants’ opinions of others and themselves. The descriptive phrases of participants
defining others and themselves become evident in Chapter 5, but they also operate el sdiesl
and professional identity. Decisions of how participants fasten and unfasten #rendiftientities
they have at their disposal and that they have shaped and reshaped over time are disChapézt in
6. Each chapter then examines types of representatidnative’ and ‘non-native speaker’. Through

the literature and data chapters this becomes evident.
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Therefore, in my study, | use the term spin to make sense of the data addritodind a common
framework that would allow me to express what | found in the data. This is usedeas #|
understand the evolution of the creation of the ‘native speaker’ image and labels. I see it as an organic
and dynamic concept which shows the constant movement and evolution of what people think, feel
and say about the Other and themselves. The agent of this spin is a majorseisoouing from
history, society and politics. It is in this major discourse in which people e taken in and they
use it at their convenience, responding and using it, moving in differenticit® when the occasion
allows it. It is in this major discourse where issues concerning discriampagabelling and
complexities defining the Self and the Other emerge and shovwedlunages of who is what and
why. This spin seems to serve as a way to get at what people are not saying out loud, but exists in their
discourses. This shows a long lasting and conflicting dynamic of rejection and aceeghiaines
highly related to the historical background between Mexico and the United Statewll be further
discussed.

While analysing the data | realized that something was missing. Thereforeinuednto look at

particular phrases that were emerging. Some of the phrases were, for example:

1) “aguerois any foreigner for mi&(TN1.2, Daniel/A5;

2) when definingpochos participants said: “Oh, well, that they have lived there... that they have
lived there for a long time. In fact, all theirdifwell, those teachers have lived there all their
lives and just came back [to Mexico]. Their pareate from here [Mexico], but they have
lived there. They[the pochos]cannot be called Mexicans because they bring a lenp
different culture, [ mean... they cannot be foreigners eitfldSN9.4, Adriana/A§;

3) they also described the place where they were hired at the beginning of thétoepoh
teaching: “It was this kind of places that you are a native speaker and it’s all that matters...

We were all native speakers apdchosworking ther&. (TN3.2, Darren, A}

These phrases and themes were occurring for similar reasons yet at thersatheyiwere
different. | began to try to look for a new way to approach the data where it waslgposdind a
single social framework. In consequence, this would allow me to explain and at the samentiract
the data to an everyday professional work life. To do this, | began a process whaded tece-
approach the data and analyzed the themes that emerged. It was important to acknineledge
complexities around the construction of the English teacher at the Language DepartffenentDi
issues emerged such as the particular physique in which the ‘native speaker’ is embodied. These issues
are the labels given to participants and how this has been shaped along dnstdigally, the
challenges that participants face on a daily basis as a consequence of beied IBlvst| participants
mentioned particular features that make a ‘native speaker’, such as tall, blue-eyed and white. Second,
the emergence of particular phrases or labels to refer to the English teaghkbragpocho, giero,

gringo, Mexican, very MexicanThird, the daily challenges that participants face and the historica
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tensions between Mexico and the United States. These issues had not been foreseenimtitige beg

of the study. In order to make sense of the data, | decided to employ a spin to explamabes of

the English teacher and speaker are constructed and maintained (or rejected) by paurfidifais

used as a lens to understand the evolution of the creation of the ‘native speaker’ image and labels.

Also, this lens helps to understand how the ‘native speaker’ image came to play such a critical —and
sometimes harmful role in the construction of the Other and the Self. | am setting upptizept of

the ‘ideal native speaker’ which, as it emerged from the data in conversations with colleagues, is
embodied in a particular physique, which is mostly tall, blond, and blue-eyed. This enables me to look
at something that has been present in our daily lives, but also gives me the loagisitdhe findings

of my study which have to do with the physical appearance, identity and the constafictien
English teacher. This might be considered as an image, coined by students, teachers and
administrators. Therefore, in order to help make sense of reality, the ‘native speaker’ image spin is

used.

With this spin it is now possible for me to go back and re-address Chapter$ Saamtinow
employ the spin as a tool to help make sense of the data. Also, it allows mendad&hapter 2 and
locate the relatively simple and superficial discussions around the construct of ‘native speaker’ into a
more complex social dilemma. This implies discrimination, labelling, and arratimplex socio-
political relationship between Mexico and the United States. Constructs such as ‘native’ and ‘non-
native speaker’ have been used for decades. However, as the data suggested in this study, I believe
that somethingew is at play within those representations. For example, ‘native speakers’ are being
characterized in a more particular physique which | believe is suggestive offthmg ghlace in the
politics of representation. | am referring here to representations by studdnimistrators and
teachers themselves from the core and peripheral data. They seem to show thelatiecbetween
this physique and teaching qualities of the ‘native speakers’ and portray these as the most “qualified”
teachers at different points in their narratives. On the other hand, the most comimayapof the
‘non-native speaker’ seems to suggest that they are “less qualified”, “more demanding”, and
“subjective to judgement”. Moreover, to add elements to these complex representations, data has
suggested that ‘non-native speakers’ can be part of another ethnic group that is equally well-equipped
to display the ‘native speaker’ values of success as undoubtedly English teachers. These more
‘customized’ representations evidence a growing complexity among these labels and the recipients of
these labels.

By calling attention to some of the uses of these labels, these repressemadipreveal
information about the place and role that English teachers play in the currentidiscaésnative’
and ‘non-native speakers’. Another development I examine here is the effect of these labels on
furthering whiteness by helping to consolidate polarities between ‘native’ and ‘non-native speakers’,
but also along the lines of citizenship, birthplace and ethnicity.

The spin, therefore, will be used in the following subthemes to make furthero$eéhselata.

Labels that emerged in the data will be discussed. Also, the physique mentioned befoee will b
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discussed through this spin to try to understand how particular discoarsésric positive, showing
the long lasting and opposite dynamic of discrimination and acceptance, waioh 8e be deeply
rooted in a historical background between Mexico and the United States. In tisect®d, | start by
discussing issues of identity and how this is not static but rathérfadted. | will link this with the
data and see how the ‘native speaker’ image spin is useful when explaining these different identities

deployed by participants.

7.3 Identity as a Fluid Concept

Researchers have had a complex time while trying to conceptualize the construct ‘native
speaker’/‘non-native speaker’, as previously discussed in Chapter 2. As this has been a difficult task,

and following the post-structuralist framework, researchers started studgmgddanguage learners

in their own social surroundings (Siegal, 1995, 1996; Norton, 1997, 2000) and have given an
important place to the learning context. These studies were mainly influenceatdiyuB (1991)

view of linguistic practices, referring to them as the site of identity construction, emphasizing learners’

agency and pointing out how such human agency is revised and revitalized by padicioeultural
environments (Pavlenko, 2003).

Thornborrow (1999) suggests that identity is multi-faceted because people play diffiereat ro
different times in different situations and “each of those contexts may require a shift into different,
sometimes conflicting, identities for thegple involved” (p. 136). Therefore, language indicates
different information: where you are from, your educational background, variatidgangfiage,
dialects at your disposal, and so on. In the same vein, linguistic identity il clels¢ed to how we
communicate and establish interactions with others through our talk. This leads us to the idea of power
in language learning. Norton (2000) aptly points out that “most of the researchers noted that identity
construction must be understood with reference to relations of power bewaanrs and target
language speakers” (p. 6). Identity and language learning are connected in such a way that participants
display one identity or another unconsciously.

The identity of the ‘stranger’ discussed here, is touched upon in the past, with a histof
him/her, but also as someone who exists today and will exist tomorrow. HeSisarmel’s (1950)

words, ‘the potential wanderer’ who:

...although he has not moved on, he has not quite overcome the freedom of coming and going. He

is fixed within a particular spatial group, or within a group whasendaries are similar to spatial
boundaries. But his position in this group is determined, essentigllithebfact that he has not
belonged to it from the beginning, that he imports qualities into it, wdhichot and cannot stem

from the group itself. (p. 402)
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So, identities are constructed in interactional situations therefore, héyearesult of the negotiations
between participants as to what roles, actions, attitudes and behaviours are tinestt reithe given
context, time and the resultant positioning of the self and each other (Fairclough, 1896001 ).

In this study, for example, participants have been given different labels but, alsdatiedse
have been given in particular situations and contexts, as Daniel mentioned in Chaiet
concerning‘any gringo hippie” being able to get a job in Mexico, merely because of the “right look”:

Years ago, when the administration started hiring English teachers, it wasn't difficult to get a job
here. Any gringo could come on vacation, for a feanths, and get a job as a teacher here. And
there you saw gringos hippies who could barely kethe language, but they looked just right for the
job. (TN1.2, Daniel/A5)

Here, the ‘native speaker’ spin is used to describe someone who looked qualified to teach the language
in the mind of the employer but he was not very presentable in the eyes of theusgll@hg goes
further and classify those who look “right” as “gringos hippies”. This can be contrasted with what
Kenny (see Chapter 5.4.1), from his employer position, said about the initial pigiotices back in
1985:

While | was the assistant, our hiring policies viesid down to the local bar and look for gringos

that were not too dirty, seemed decent, and welllngito work. (Al2.1, Kenny/A7)

This seems to show how those two excerpts, from two different sources (one a teacheratnert

one anemployer) make reference to ‘native speaker’ with a particular discourse. This can be
considered as a conduit of spin rather than an isolated event, which eventually seemest to fost
acquiescence of an image, by creating the spin and the perception of community iamblgm
student (see Chpater 5.3) makes mention of this in the following:

I must admit that when | first entered this Depaatity | thought all my teachers would be
Americans orgringos, tall, with blue eyes and fair skin ...but then | realized that there are
Mexican teachers too... My mother studied here years ago and she hadnteldhat, but | guess |

arrived here when thgringos were gone hahdSN14.1, Tessa/A6, my emphasis)

This particular image started to be created at the inside and outside of the kabgyegtment.
Then, identity construction needs to be looked closer. The conceptualization of identity construction as
“negotiation”, points, then, to a central role for discourse practices in the process of identity
construction Farclough 1989: De Finat al, 2006; Georgakopoulou, 2007). Social constructionism,
as stated in Chapter 3 contributes to an understanding of how identity isictmtsaind the role these
constructions play in provoking particular kinds of social action.

In the following discussion | will expand on this social constructionism byoerpgl the ways

individuals might engage in the construction of their owd athers’ identity, based on Bordieu’s
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interpretation of the manner in which we construct our understandings of sficiakdund the
concept of ‘habitus’. For Bordieu (1990), habitus entails a set of values, attitudes and beliefs that
predispose us to particular ways of social behaviour and that are acquired and shapédotiiroug
cultural history. Further, these social rules, values and dispositions skaysnvicross contexts and
regulate all aspects of our social behaviour. According to Bordieu (1980nation of habitus
assumes that

Sociocultural knowledge (the way we understand the world, our beliéfsadmes) is constructed
through habitus and not a product of passive or independent recamtiich, makes it a dynamic
process. This disposition towards certain attitudes, beliefs, values and usmiskghaviour is a
product of our cultural and historical background and therefore arbiffagse dispositions stay

with us across contexts and operate at a level that is at least partly uncorippidis3)

Therefore, habitus is constituted in moments of practice in everyday life tigyered when a set of
circumstances meets a particular situation. For example, this can be seen ier Gvaph the
narratives of Lucy, Sue and William. William (see Chapter 6.4) describes hisfiussrdue to his

“lack of Spanish”:

Language continues to be a challenge for—ater all these years, my Spanish still really suck
That’s probably the single biggest frustrationlf there’s anything positive about my lack of
language ability it’s that it gives me some insight into how tough language acquisition can be, and
that fuels my interest in the subject that | teagtd study (and gives me plenty of empathy for
English learners)Mostly, though, it’s just an enormous negative: my lack of Spanish embarrasses
me and holds me bac'N 9.2, William/A5)

Even when William matches the aforementioned “right look™ in his role of English teacher, his
attitudes and beliefs about his lack of Spanish have predisposed him to a particuldyebasiadur.
This has had an impact in his performance mainly outside the language clasBheoarguments
discussed in Chapter 5 about the idealization of an image and how the “right look” equals “right
performance” are mostly products of public spin. However, when looking closer to the realities of
participants, complexities emerge as that one narrated by William, whdsrtheeaontradictory place
that ‘native speakers’ are given by students. On one side, they are looked as “infallible sources of
language”. On the other hand, they have their own internal battles adjusting to a new culture and,
mainly, to a new language.
Bordieu explains that there is a dynamic dialogue between past and present, where there are

strong connections between a person’s cultural trajectories, attitudes, values, and agendas they have,
and their activities and behaviour in a given moment and situation. Thssteeaddisplay of different

identities as it is discussed in the following section.
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7.3.1 Different Types of Identity

Identity is conceptualizesk “an inherently social product that is jointly created by interactants, rather
than as a prdetermined, psychological construct that is lodged within each individual’s mind” (Park,
2007: 341). In an attempt to define the term, researchers have studied diffeesndftydentities. For
‘non-native’ identity, they have been treated as part of, or subordinate to, cultural or ethnic identity
(Blommaert & Verschueren, 1992), cultural identityg(eMori, 2003), national identity (Hester &
Housley, 2002), or ethnic identity ¢e. Day, 1994, 1998; Miller, 2000; Duff, 2002). However, social
interaction defines identity as social, dialogic, negotiable entity (A&akliddicombe, 1998; Ochs,
1993). It is important to note how engaged in a talk, people can invoke an identitngimifiers to
orient to that identity and reveal (or hide) how this identity has beenrigtedp For example, in the
case of Sue in Chaptér2, who in her narrative makes reference to her “blue eyes and native accent”

as part of the “right look” which helps her in order to have an advantage over other teachers.

[...] I have the feeling that my blue eyes and my native accent are sort of a walgat helps me
have success in these [teaching] situation&nd the reason | say that is because of the teache
who come here and they...give up more nervousness, worriness when they ask you. (Al, 1.1,

Sue/A3, my emphasis)

The spin is here used to try tadgrstand the advantages that Sue thinks to have about the “right look”
of a ‘native speaker’ and how this helps her to overcome some teaching situations and gain credibility
in the eyes of her students. Another example of these social interactions phaefired an entity can
be found in Chapter 5.2.2.1, when Sue makes reference to what students say about their hepe to hav
“a native speaker” as teacher. Here, the students are making reference to particular characteristics of
their ‘non-native English sgaking teachers’ about “having a Mexican accent” to justify their decision
to change teacher (and, by consequence, consider the ‘native speaker’ as best and superior). However,
the spin here is used to try to understand why Sue tries to “give them [students] an excuse”, trying to
convince them that they will enjoy classes with their “Mexican teachers” and that they should “give
the teacher a chance”.

Here I explore the impact of this aforementioned representation of ‘native speaker’ with a
particular physique, which is not always mentioned but apparent and always presemiceef|
consider what may be at stake when only “positive” spin dominates the discourse, including the same
spaces conceived to confront and challenge discrimination by students.

Identity is viewed as a situated, emergent construct that arises from the contmgénocl
interaction. Identity ascription is thus highly context-specific (Antaki, 1998). This/alparticipants
to construct and reconstruct identity with respect to the specifics ofa soetext (Silverman, 1998).
In this particula study, I discuss how ‘native/non-native’ identities are constructed, how these

identities are strengthen and renegotiated and this process is dynamic and negotiables &here i
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momentby-moment shifting process of Self and Other, or in other words, ‘Expert’ vs. ‘Novice’ user
of the language.

Social identity theory (Tajfel, 1978) suggests that people have a basic needfecifically
social identity as a key to self-esteem. This is, individuals tend to deéneselves in terms of group
identity (from solidary groups). Therefore, “people can posses multiple identities. Social context is
important for the salience of any particular identity” (Sears, et al. 2003:420-421). However, the
location of these identities is “in constant negotiation, both by ethnic group members themselves as
well as by outside observers” (Nagel, 1994: 153). The same author refers to ethnic construction
processes as “the ways in which individuals and groups create and recreate their personal and
collective histories, the membership boundaries of their group, and the conteneamiag of their
ethnicity” (ibid: 154). Ethnic identity then, involves internal and external opinions arcgses,—i.

e. whatyou think your ethnicity is versus whatey think your ethnicity is. An individual plays with
different levels of identity, as if the person had a portfolio of etht@ntities, and can choose from it
at a given moment, time and place. Social identity can be seen as the various whighipeople
understand themselves in relation to others (Peirce, 1995). This can be seen in different participants’

narratives, such as Daniel (Chapter 6.5.1) when he mentions:

However, you know me, you are here with me and gwusee that I don’t look like an American,

I'm not giiero blue eyes. And that is exactly what happens with students when they see me.
However, | can tell you that part of me is Americéime way | dress, the way | speak English, but
for the rest, I'm Mexican, very Mexican, my way of thinking, of interacting with people ...
(TN1.2, Daniel/A5, his emphasis)

Other participants such as William and Chris (Chapter 6.5.1) make referencenmordhgringo and
how they have come to terms with the label. Here, the spin is used to try to undecstaadabel
which can carry negative connotations has been re-interpreted by participants to curitle ap
positive connotation. Chris points outf think there are better words to use but most peoplearpt f
the easyto-remember one” (TN10.2, Chris/A5; and William says:‘| love the wordgringo. (And | love
all the various "origin stories” of where it comesm.) It's a wonderful word. It's a necessary word
(TN 9.2, William/A5, my emphas)s

Identity is not singular but there are many and they are activated in differgeixis. These
transformations are complex and continual, redefining all aspects of self #ie lines of race,
ethnicity, professional identity, and so on. Although these issues of socialyidertihot addressed
overtly in the classroom, they are present and have an impact on how participant pdrénagsivies
and in identity formation.

Symbolic identity, on the other hand, is characterized by “nostalgic allegiance to the culture of
the immigrant generation, or that of the old country; a love for and pridéradition that can be felt
without having to be incorporated in everyday behavior” (Gans, 1979: 205). This can be seen in

William, Kenny and John’s narratives (see Chapter 6.4.2), when making reference to their country of
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origin and the challenges they have faced for being part of a new culture, but feklstmystatized

for coming from a different one. These challenges include specific issues suclapsiga to
“..Mexican culture in most ways minus perceptions on time” (TN8.1, John/Aj, to issues such as
adapting to co-nationals living in a new cultuf@he only real cultural problems I confront have to

do with other gringos who live in Guanajuato” (TN 9.1, William/A5). The ‘native speaker’ spin here is

used to try to make sense of how participants who have spent certain amomd iof Guanajuato

have become detached from their culture that now they are using labels ttréfeir own co-
nationals. This development in the data began to reveal some deeper analysis on the part of
participants to their situation and mixed feelings towards being considerEdnins,gringos or
“Mexicans”. There seems to be nostalgia in looking at themselves at who they were and who they are

now in a foreign country, but also, when they look at their compatriots and the way that they behave in
the host country. The spin over ‘native speaker’ values is hence less indicative mdtive speakers’

views than it is an expanded projection of all those generalized ideas, mertiprstadents, of
country and history onto a population that is still seen to represent atthtkatMexican pride. This

threat was neatly captured in the following two extracts by students (see Chapter 5.5.3):

I know I have to learn the language because if I do not, I won'’t be awarded my degree, but I hate
what the United States have made to the world é&ary and this idea of them being the ones who
will fix the world [...] Mexico should not be so dependent of the United States, but here we are,
learning their language and some of us we will apdstudying postgraduate degrees there, even
if we don’’t like how Americans look at us, Mexicans. (SN5.3, Miguel/AB)

If | am learning the language, it is not becausikd it, but because | have to. | hate whatever has
to do with Americans and the U. S. but | know thated to speak their language in order to get a
good job in the future(SN6.4, Rafael/A6)

On one hand, students acknowledge the importance of learning the language yet on thendther
they reveal their negatiwentiment towards the “Americans” or the country.

In regards to native/nomative speakers’ dichotomy, it is imperative to make reference to the
“ownership of English”. Norton (1997, in Higgins, 2003: 620) argues that the categorization of
speakers into native and non-native speakers sets up a dichotomy that prevesns fiean owning
English because they are prevented from becoming legitimate speakers of it. Norton (1995)
emphasizes how the learners’ investment in the target language is the product of the learner’s social
identity in relation to the social world. Of coursgis involves a sense of legitimacy as a “new”
speaker of English. “Speakers’ investment in English yields legitimacy for them because it allows
them to participate more fully in their societies, equipped with all the necessary resources” (Higgins,
2003: 621). English has become an official language in many countries, and even has actired a s
of second or foreign language, as Kachru categorized as the outer circle and expaled@éacinru,

1976, 1981). He also makes emphasis on the idea that speakers of English in such countries cannot
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dismissed as non-native speakers of English just because they do not spetik sacety of the
language. The ownership of English then is under constant discussion due to prejudices and labels.
Participants reflect on this issue and, through revealing their personakegpsr they make a point

and try to question the ownership of English in the light of a blurredenolature. This coincided

with the discussion of having “varieties of ownership”, as Higgins (2003) suggests “the concept of
‘ownership’ can provide an alternative to the NS-NNS dichotomy, as speakers have varying degrees of
ownership because social factor, such as class, race, and access to education, @dieapiggt
devices” (p. 641). This can be seen in the attitudes that students have towards the language and its
speakers (see Chapter 5.5.3), as in the case of Andrea:

I would like to learn British English because is mcelegant and it is the original English.
(SN12.3, Andrea/AB)

But also, teachers make reference to what they perceive from their students:

1 think it is easier for me teaching English because there’s not this historical issue as there’s with
the Americans, and this relationship with the Uditates, and | think that some students find
difficult, consciously or unconsciously having an American teacher... and we (British) are not so

involved, Mexico and England thelpn 't have this part of history... (TN3.2, Darren, A5)

The emphasis on ‘English spread with the British colonisation’ caused me to realize, yet again, how
rooted the idea of imperialism is. In reference to the status of English as algtahage and how
the United States represents a new “empiré’ in terms of imperialism, militarism and capital, Motha
(2006) points out that:

Racialization is inevitably salient in English language teaching. Bechesptead of the English
language across the globe was historically connected to the internatibtizdlpmower of White
people, English and Whiteness are thornily intertwined. (p. 496)

Classifying several speakers of a language as “different” or “the others” it is a case of discrimination,
which is disguised in the form of ‘nativespeakerism’, which Holliday (2005) describes as specific
variant of the social phenomenon of ‘culturism’. For example, when revealing their attitudes towards
the language and its speakers, Miguel (see Chapter 5.5.3) seems to alienatefroimg@tiiericans

but at the same time he shows a point of similarity:

It is funny when | hear myself pronouncing in Emsglj it is like if other person asspeaking... 1
feel like... gringo for a moment, even when I don't like anything to do with the U.S, but I have to
learn the language and I'm doing my best. (SN32, Miguel/A6)
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This double spin where “I feel like a gringo’ refers ambiguously yet directly to a ‘native speaker’
attachment to both the United States and the skills related to ‘native speakers’ would not represent that
Miguel has escaped from the negative sentiment he has placed upon the country.

Beijaard, Meijer and Verloog2004) point out “through storytelling, teachers engage in
narrative ‘theorizing’ and based on that, teachers may further discover and shape their professional
identity resulting in new or different stories” (p. 121). Constructing professional identity iS a process
and is multifaceted and includes pointing out the importance of professionekicamtpart of the
broader sociocultural and political context and in shaping teacher idensty, thke social structures
(policies and institutions) might marginalize their positionings (Tsui, R00s can be seen in the
narratives of Daniel, Laura, William and Ana Maria, teachers who have confrontegrtifessional
identities in more than one occasion, due to their ‘native’ or ‘non-native’ status. Laura (Chapter 6.5.1)
was judged by her coordinator because of her pronunciation and accent, due to ttet fasotents
and students had complained about her “Mexican accent”. In this, the ‘native speaker’ spin is used to
try to interpret the coordinators’ words who, instead of questioning Laura’s teaching skills, she
decided to go for the “Mexican accent” as the problem to address in their conversation. She [the
coordinator] was comparing Laura to a ‘native speaker’, diminishing Laura’s self-esteem and also her
identity.

Therefore, when dealing with identities we can move from being receptors, rig bei
interpreters, to being judges, but also, to being judged. This brings us baekissue of emerging
voices and representation in qualitative research. As Holliday (2007) explains “no matter how open
and sensitive the language used by the researcher, it will still have arcafskvgower, which
critical, postmodern and feminist researchers continue to struggle to reduce” (p. 165). This study
presents an analysis of how a group of peep&tudents and teachers at a Mexican University and I,
(working as an English teacher) experienced together more than one identity avtilestang this
study. The researcher and participants’ voices and the framework in which they are organized convey
their increased understanding of qualitative research as a processdi$amiery. It is through this
self-discovery that the issue of labelling becomes important in thdy,sts it will be discussed in the

following section.

7.4 Labelling

Students prejudices and labelling may well be the main cause of their unwilingmesngage
positively with language learning and the reason why good results are so hard ferstéacichieve.
Adolescent learners particularly, obliged by compulsory curriculum to study aalgagmay well be
disinclined to connect positively with another culture at a time when ¢heiridentities are in the
process of formation. Hostility to cultural difference may have tkended or unintended effect of
being personally painful to teachers who are perceived as professional represenfativforeign

culture or indeed its very proximate personification (Starkey, 2007: 66). It is etssgary that a
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group should be seen to be distinctivétself— by others In at least two senses there can be no such
thing as unilateral ethnicity. First, ethnicity involves ethnic relatiac@nections and contacts
between people who are seen to be different, as well as between those who are seen to deAhe sam
sense of ethnicity can only arise in the context of relationships and interadtoathers. Without
difference, there is no similarity. Definings implies —if nothing stronger- an image ofthem
(Jenkins, 2002: 120-121). Bauman (1997) explains the role of stranger in the following:

‘(...) the arrival of a Stranger has the impact of an earthquake... The Stranger shatters the rock on
which the security of daily life rests. He comes from afar; he does net gtealocal assumptions
and so becomes essentially the man who has to place in questioneweaything that seems to
be unquestionable to the members of the aghed group’. (p. 18)

This quote puts into words the impact of all these strangers on the map:ehesually perceived as
anomalies or deviants. They question what seems to be normal and presenting those th&r encoun
with difference. Yet, strangeness is not a homogeneous phenomenon, it is articulatedizeadd uti
differently, according to whom the stranger is and those whom he encounters. ‘Otherness’ usually
involves the superiority of one group over another, especially in relatiethmicity and language,
which appear as two key factors in the creation of the professional identity of the ‘native’ speaker
English language teacher. In the work of Taylor (1985), Geertz (1986), Bohman €&rfbHoy
(1991), it is possible to engage in normative criticism of differentswalylife or social practices,
despite the fact that we always see the world through our own self-understandingsisBalso
important to acknowledge that we understand ourselves differently aslaafegueracting with
others who have a different self-understanding themselves. This takes us baclofidiela(2002)
which was put in context in Chapter 6 with Daniel’s narrative, knowing who one is as having a sense
of similarity with some people and a sense of difference from othkresconcept of stranger is used
in this study to define the struggles faced by participants in relatidileimmas of who they are and
how they see themselves and others in relation to their colleagueshercase of students, how they
perceive their teachers in relation to themselves. These dilemmas go furtheolarzbyond the
physical appearance, as discussed in Chapter 5, and add issues of ethnicity, tpatimhalilture.
The stranger comprises all the different aspects that participants can eattabsbmeone who is
considered an outsider or who is not fully integrated to their group.

Dervin (2007) proposes an alternative framework to capture lived experiences withiratbé ide

“strangeness” (or resistance) which I find useful in my discussion:

Solid strangersare people who have moved to a different country and plan to stay They
usually manage to get a job and get involved with ‘locals’, learn the local language(s), etc. In other
words, they become ‘attached’ to the host country and fit in (but of course, they are free to ‘leave’
any time). This type of stranger is believed to have assimilated the locakcsitgaks the local

language and has become a stranger to her/himself. (p. 119)
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In this study, the solid strangers can be seen in the narratives of Kenny, Willidohsmavho,
in their words, have adapted and adopted their new culture, or even taken further as in Kenny’s case,

adopting the Mexican nationality legally (Chapter 5.4.2).

When | first came here | considered myself to beAmerican and most people referred to me as
such. Where | was most clearly a gringo was whemihe to the work permit, the permit to buy a
house, the permit for property. | felt like |1 was part of the community, but the Federal
government didn’t agree. Then came the issue dfystg and travel for work and the rule was
Mexicans first. Based on this plus ten years ohtivhere | decided to start the nationality change.
Once that happened it was almost like instant atecege [in the Mexican society](Al2.2,
Kenny/AT)

In his case, there was a turning point when he changed his nationality cardeb®exican. This
event seems to have, in his eyes, opened the door for him to have almost an immediatecadcep
the Mexican community. Dervin (2007) gives another classification of strangers in thdrigllow

Liquid strangers are just passing and they usually have a scheduled return hoemepfEsence
as strangers in the host country is therefore just temporary (thenrge liquid strangers might
stay in the host country for a longer time). These are not ‘fully’ assimilated in the local culture,
and find a hard time finding membership with the locals. They tend to be invisible and ‘not-truly-
belongingto-theplace’, they are ‘in’ but not ‘of’. (p. 119)

The idea of liquid strangers can be seen not in the narratives of teachers to tieéenselves,
but to others (Darren, Daniel, David and Kenny, Chapter 5.2.1). As well they are batiml the
student’s narratives when making reference to their teachers and giving them a particular status, as in
the case of Pam, Adria, Naty, Tessa and Rocio, Chapter 5). This can be seen in Adriana’s narrative
that seems to show how she changes her teacher’s status from foreigner to quasiMexican and then

again classify him as foreigner:

Well, when... as I go to church, I saw the banns of marriage and [I saw] that he was going to
marry a Mexican, so, I said “ah, ok, he is going to be a Mexican too! He is going to be one of

us”, but... but he is naturally a foreigner. (SN9.4, Adriana/A6)

Even when this teacher in his narrative does not make reference to himself as a “liquid stranger”, for
Adriana his presence is still considered as a stranger in the host country, with the poterdahtade
Mexican, but apparently he is consideredaa®reigner his whole life. This can also be seen in

Kenny’s narrative (Chapter 6.2):



There is one odd thing that happens on rare oconasiwhen | get deeply involved in work
debates | have discovered that when | am right abquarticular issue | get thwmment of “You
are Mexican, but a foreign one”, which I interpret as “You are a foreigner, you don’t know

what you are talking about”. (Al2.2, Kenny/A7)

As Kenny soon learned, his nationality change adrout to be more a spin than a reality. Here the
spin is used to try to understand how the discourse can show both points of viewrsbimatividual
who can see himself in one way (as “solid stranger”) but in the eyes of someone else is considered a

“liguid stranger”. Finally Dervin (2007) proposes another classification in the following:

Fizzy strangersmay be just passing and/or staying. This figureldde illustrated, in higher
education, by international students who take aimeedegree at a foreign university. They may
wish to stay in the host country after their studiesiot, but at least their stay is longterm. They

may learn the local language and be highly involwéti locals (or not). (p. 119)

Fizzy strangers was the case of Lucy (Chapter 5.4.2), who came to Mexico as a Spdeigthasd
was offered a job to teach English at the Language Department. She makes referendéetorhas d
while enjoying her stay in Mexico but also how easy is to “forget that I am originally American” due
to her involvement with the local community.

Even when participants do not refer to these concepts coined by Dervin, they do makeeefer
to characteristics mentioned in these ‘strangers’. Ferguson (2009) explains how the self can find

understanding in reference to Other:

In surprisingly and historically important ways the developmergetff within modern society has
been accompanied by and to a large extent constituted through, the catimsbsimultaneous
production of an extraordinary variety others For self to become fully conscious of itself, to

become authentically self-identical, it required a negative image against to tégpits28)

Labelling the Other, therefore, constitutdsost a common practice. The ‘labeling theory’ “attempted
to explain deviance by the responses others made to it” (Becker, 1963: 179). This is more a theory of
looking at a general area of human activity. It is precisely this human activity the one that has come up
with the dichotomy of ‘native’ and ‘non-native speakers’ in this study and has made evident the
distinctive descriptive phrasé make reference to an ‘ideal’ speaker of the language.

These features attributed to the ‘ideal speaker’ of the language can be found in the participants’
narratives (Ayan, Andrea, Kenny and Daniel, Chapter 5.3.4) when referring to pariinazes
created in their minds. The images of the professional identity of the ‘native speaker’ teacher seem
perpetrated by ‘non-native speaker’ teacher who rate their counterparts highly. This is reinforced by
English language students who ponder “accent” and “pronunciation” as their infallible evidences of

qualifying a “real” English teacher. Therefore, the spin is used to explain these constructed images that
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different labels have created, constructed and re-constructed by participants at ¢iffietsrin their

lives, as their narratives show. | am talking about a specific physical inegefacilitates
understanding of what is tried to be passed off as a linguistic or profsalmlity. Of course, the
creation of these labels has an origin, and in this particular study, one of the mogtrdetgu

reasons has been the historical background between Mexico and the United States.

7.5 Socio-Political Relation Between Mexico and the United States

This sociopolitical relationship has evolved in different aspects of students and teachers’ lives, and
they are very open about their feelings and attitudes towards the country and thedanpicty is
sometimes stigmatized as the “language of the United States” or “the language of the gringos’. They
tend to label not only the speakers of the language, but the country and the actitims thagest
neighbour has taken. Even the media makes fun of how Americans (and also Mextemg) r
Mexico in rehtion to the United States as the “backyard”. This feeling has brought more and more
division and attitudes of subordination but also of resentment, which is reflected in participants’
narratives (see Chapters 5.5 and 6.4). At most major crossing points nowadays, théd/lex@&an
border has literally become a wallone that reproduces the cultural distance and historical alienation
created by imperial arrogance and territorial wars between nation-statels,oa&n be traced back in
1848. Gémez (1992) points this out in the following:

Almost 150 years ago, the governments of Mexico and the United Stgtesl gshe Treaty of
Guadalupe Hidalgo, ending a four-year war and creating the Mexican-Ampdogate. The treaty
gave the 75,000 Mexicans living in what would later become the sthtealifornia, Arizona,

New Mexico, and Colorado (which amounted to about half of Mexica’i¢otgrat the time) the
option of moving south to Mexico or staying put and automatidslyoming American citizens
(p- 47)

This has created a fuzzy identity within the population of people who did notwhatwto call

themselves anymore:
During this period, the first Mexican-Americans probably did not heve'ethnic" identity as
such. [...] they were "Mexican by birth, language and cultbut] [United States citizens by the
might of arms" [...] During this period, these American citizens by wesigbegan to understand
that they were foreigners in their own land. At the same time, igamarMexican-Americans
were rapidly becoming the minority of the Mexican-origin populationthe United States.
Mexican migration northward increased dramatically in the first half of2fite century. [...]
During this period migrants from Mexico greatly outnumbered Amerlmarn Mexicans, and
therefore it is unlikely that there would have been much in-group distinon this basis.

Similarly, to the larger society, they were all "Mexicans". (Gémez, 199Z:idTg Alvarez, 1973)
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All this has brought a constant tension in ethnic labels, which can be bettetamdiénscontext. For
Miller (1976) ethnic labels tend to be rooted in historical periods, in tefirthe predominant
definitions and images ethnic members have of themselves and their place in thstsmtiak, and
second, in terms of those definitions conferred by the broader society (p. 235erdifédrels have
been used to describe immigrants in both sides of the border. While Mexidgagsirivthe United
States are called Chicanos, those same Mexicans when returning to their plége of btexico are
calledpochos.Gémez (1992) states that the word Chicano has its criticisms:

Although the Chicano label is still used in some segments of the Nbe&iteerican community, it
has disappeared almost completely from the main- stream media amanfxed in-group and
out-group setting. (p. 48)

However, a new label has emerged: Hispanic, and most recently the term of Heritage. $peaker
Mexico, the wordpochois still used among people to refer to someone who has come back after a
long stay in the United States and his/her way of dressing, they way of speaking amolibeina not

‘fully’ Mexican, but neither ‘fully’ American. This can be seen in Pam, Andrea, and Darren’s

narratives in Chapter 5.2.1.2:

Those are the ones who were born in Mexico but werihe United States and then came back.
They are not ‘gringos’, they are still Mexicans, but they kind of have the experience of living in a

foreign country, but their Englisind Spanishare a little broken. (SN2.3, Pam/A6, her emphasis)

I think I have only had one foreigner... well, the pochos, no? [...] The teacher in third semester
was Mexican. My teacher in fourth semester was podfly teacher in fifth [semester] was
indeed foreigner. The one in sixth was pocho a$, &eld my current teacher is Mexica(sN9.4,
Adriana/A6)

It was this kind of places that you are a native speaker and it’s all that matters... We were all

native speakers and pochos working th¢f&3.2, Darren, A5)

But in order to understand the labels that emerged in this study, and how the spin caakbedpnse

of them, | consider it necessary to look at the historical process iofydabels to Mexicans and,
eventually, to foreigners. In his article callé®nravelling America’s Hispanic past: Internal
stratification and class boundarig&uitiérrez (1987) makes a historical account of how labels have

been used since 1592:

The Hispanic ethnic past in the United States is a long one. [...] The colonizatimKihgdom
of New Mexico (then encompassing roughly the current states ofN®ico and Arizona) was
launched in1592 Texas’s first Spanish settlements date from 1691; and the settlement of Alta

California began with the founding of San Diego in 1769. The Kingdd New Mexico, Texas
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and Alta Calfornia were all situated at the northern edge of Spain’s empire, isolated from each
other, surrounded on all sides by hostile Indians, and too distantie major centers of Spanish
culture in central Mexico for frequent communication. What developed in édlbhse provinces
over the centuries were distinct regional subcultures that were lberiannin ifat thoroughly
syncretic in content due to prolonged contact with local indigenous cultidagonal
consciousness, and by tHignean identity as a citizen of a nation-state, was weakly developed
among the colonists Spain initially dispatched to settle the Southwest. What codemity they

did share was religious; they were Christians first and foremo$&0Jp.

By the nineteenth century population was experiencing labels they used for tlemndepending on
the geographical area they were settled in. The following gives a few examples:

The literary evidence indicates that by the beginning of the nineteenth ceesidgnts of the
Kingdom of New Mexico were calling themselvasevo mexicanosthose in California were
referring to themselves amlifomios, and those in Texas called themselwgjsnos.(Gutierrez,
1987: 82)

However, in order to be “visible” in the new region, whenever one wanted to be considered a legal
tribunal, the issue of social status became evident and necessary to defisena @atierrez (1987)
explains this in the following:

The Spanish conquest of America brought together men from differginhseand by so doing
helped to shape a common experience and cultural identity. Men who hadbeéwer really
identified as Spaniards now came to think of themselves as such iraktgtums, particularly
when confronting indigenous cultures as overlords. By callieghselves Spaniards espafioles
the colonists in the Southwest acknowledged that their culture and Butialtions were of
Iberian origin and thus quite different from those of the Indiane.eBpafiolesvho colonized the
Southwest were extremely status conscious and viewed society as hierarardailsd by a
number of ascriptive status categories based on race, legitimacy ofobirtipation, citizenship
and religion. [...]JA person's racial status was derived through the biological criteria outlined in the
Régimen decastas or Society of Castes, that artifact of Spanish purity of btatgtes which
attempted to meare one’s genealogical proximity to socially tainted peoples by scrutinizing
qualities of blood. [...] To describe the various racial groups createdgthnmiscegenation in
America, an elaborate legal racial vocabulary was devisethix®between a Spaniard and an
Indian produced anestizo;a Spaniard and mestizoproduced aastizo;a Spaniard and a Black
begat anulato,and so on. (pB2-83)

The first labels start to emerge in history and seem to reveal how they defined a person’s social status,
but also how they were related to their race, ancestry and position in the sdgsiahdiGutierrez
(1987) provides us with an anecdote that carilileed to Daniel’s narrative in relation to call a

foreignergiera
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On June 3, 1765pr example, we hear about the fight in Albuquerque between EuGéldicez
and his fathein-law, Andrés Martin. Chavez beat Martin with a large stick and draggedi
his hair, leaving Martin's arm badly bruised, his chest covered with btacklae welts, his scalp
swollen out of shape, and his hair completely tangled and caked th Albe reason: Martin had
called Chavez a "perro mulato hijo de puta" (mixed-blood dogo$anbitch). One insult,
perhaps, would have been enough; but by calling Chavez a dog, Maptied that he was less
than human. (Gutierrez, 1987: 84)

In this particular anecdote the watdgis used and, as he says, calling someone a dog implied that the
person was less than human. | associated this with an anecdote that DanielinaDtzgser 5.2.1.1,

when he says:

One day I saw a teacher going upstairs and the first thing that came to my mind was saying “Hey
giiera!” [white], but to mysurprise the teacher turned around and replied “Hey perro! [dog] ”... I
didn’t see that coming, and I took it as if she felt offended because I called her giiera. Since then,
I'm very careful when I call someone by giiero. (TN1.2, Daniel/A5)

This anecdote might be seem isolated, but interconnected to what Gutierrez mantisrsstorical
account, | can only think of how calling someone a dog can be diminishing, not onlgngxaean
insult, but it seems to have a historical and political background.

With the Mexican independence in 1821, other status categories came into use. Residents of t
Southwest did at times employ theninsularandcriollo categories to differentiatespafiolegi.e., a
person born in Spain) fromspafoles mexicandge., a person of Spanish origin born in Mexico).

Gutierrez (1987) explains:

At the beginning of the nineteenth century the only personeiStiuthwest who could genuinely
claim peninsular Spanish origin were the priests, and it is among thetmobhe sees the
peninsular/criolloscategories applied most rigorously. For the rest of the population of New
Mexico, Texas and California little seems to have changed as a result of ldéndmpendence
from Spain. One does not find a rapid increase of people calling themsetxicanos.The
category does appear in the 1830s but is used by a very small ndrpeepte. In New Mexico,

for example, only aboub percent of all individuals who married legally during 1830-1839

claimed they werenexicanosThe rest still preferred to call themselespafioles(p. 86)

By 1836 Texas won its independence from Mexico with the revolution. A decadéhlatest of the
Southwest was ceded to the United States as a result of the U.S.-Mexican War of 1846-1848. This new
political order allowed constant border crossing antew conception of society emerged. This is

when labels related to the physical appearance start to emerge, as Gutierrez (1987) explains:



From the momenamericanosentered the Southwest, the Mexican population residing there
concocted a variety of ethnic terms for the invaders. There were rfamthe americanoghat
focused on the peculiarities of their skin, eye, and hair colortandize of their feet. Thus we
find in the folklore:canoso(gray-haired)colorado(red-faced)cara de pan crudfbread dough
face),ojos de gatdcat eyes)paton(big foot). Other Spanish ethnic labels for the Americans were
the result of difficulties with and misunderstandings of the Endéisuage. The wordringo
comes from the corruption of the first two wordsaisong the Mexican soldiers heard the Texas
rebels singing at the Alamo. The first two lyrics to the prairie songeé@grows the grass," were
heard by Mexicans as "grin gros," and finajlyingos.Because theamericanodoved cabbage in
their diet they were callecepolleros.And because of their penchant for chewing tobacco they

were callednasca tabacogp. 89, emphasis in original)

Here it is important to look at the origin of the wandngo, brought up in different moments in the

narratives by William, Chris, Andrea, Pam, Rocio and Migsee Chapters 5.4.2 and 6.5.1):

There really is no other word that covers the idethmeaning so well. So it's a very useful word.
But, also, I like it emotionally; I like its connations. When | hear or use the word, it reminds me
that I'm an ex-pat, that I'm living outside my "nedl habitat." | like that. | have positive

associations with the word: my Mexican friends ga# a gringo; my students call me a gringo;

my gringo friends and | call ourselves gring6EN 9.1, William/A5)

| used to hate the word 'gringo’ but over time dn@ome to understand that not everybody is
using it aggressively. | still don't like it muchutbl am less upset when people use it. | think that
there are better words to use but most people opttfe easyo-remember one(TN10.2,
Chris/A5)

Now that they have come to terms with the label, they seem to have createtiva roage around
the word that once worked as an offensive word to describe them. What is more, IthHeymsglves
“gringos” and their immediate social network as well.

It is significant to look at how a word that initially rendered phaadlii in Spanishgringos
soon became a pejorative Spariighguage term for “foreigners”, particularly Americans. However,
this distinction was not clear-cut, with all the history going on betweetwtheountries, the labels

became more difficult to attribute to individuals:

The United States had won the territory from Mexico through war; thunalse appropriate term
for the population in the Southwest seemed to be Mexican. Throughidem eyes the residents
of the area all looked alike, dressed alike, spoke Spanish and were @athtitics, therefore they
were all Mexicans. And the deep-seated racial prejudice amomwgicanosagainst Blacks was
easily transferred to persons of Spanish origin due to their swskth color. To counter the
tendency among Americans to refer to all residents of the Southwest as Mexiwans,

longstanding population of the area employed old ethnic categories in neswByaso doing the
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Hispanic population that had resided in the Southwest since b&8%@& wanted to clearly
differentiate itself from the constant flow of lower class Mexican imamts. In addition, they
wanted to clearly establish that they were Spaniards of white European yarcebtnot of a

mixed Indian, and therefore inferior, background. (Gutierrez, 1987: 8

Assimilation theorists who have studied the immigrant experience in the (Btdezb have generally
assumed that Mexicans, like other ethnic groups before them, would eventually forgaketitie
cultural conservatism in the United States and gradually blending into that kigoreof stew—“the
melting pot”— called America. According to Gutierrez (1987) these groups were named using
hyphens such as Mexican-Americans, Italian-Americans, Polish-Americans and Aéricans, and
eventually they would become full participants in American middle-class eulfine problem with
people living on the borders, as Zentell&0@ calls “transnationals” (because they go back and forth,
from one country to the other in a rather systematic manner), is that tivéar ielentity starts to be
questioned, because they are considered “ni de aqui ni de alla” (not from here, nor from there). This
can be seemithe participants’ narratives that make reference to the bledrdistinction between their
teachers (see Chapter 5.2.1.2). This can be traced at different levels, one ofdHerguastic level,
in which the so-calledigringos’, ‘pochos’, or ‘mexico-americanos’ can face the linguistic pressure of
losing their mother tongue and adapting the new language of the host country. Thisean ivethe
following fragment of Asthon’s work (2007) related to bilingual belonging and the standards of
English, narrating a particular case of Richard Rodriguez, a Mexican-American journalist:

Having grown up in a middle-class neighborhood of Sacramento, @&if¢Richard Rodriguez]
looks mexicanobut sounds like gringo. He recounts the painful occasions in his life when his
identity as amexicanohas been questioned not only by relatives and family friends fronicex
but by Chicanos in the United States. In his personal narrétiveger of Memory: The Education
of Richard RodrigueZye recounts his linguistic odyssey (starting out monolingual amiSp and
becoming monolingual in English with experiences of being callgacho—a Mexican who has,

presumably, lost his roets and of being challenged for not being Mexican enough (p. 751).

These tensions have transcendented politics in the United States and have givén exiggme laws

that prohibit Spanish in the educational context, and even in the social aspectthesase of
Arizona. All these actions taken by the American government have resonance in Mexico, anceinfluenc
the way Mexican perceive the United States and its politics towards immigrédwei®fdre, when
Americans come to visit the country, there is a long historical baggageilhatluence the attitudes
towards the language and the speakers of that language, as mentioned in Chapters 5 andi§. Her
important to note the worguero(fair-skinned)or the idea of “looking gringo’. As mentioned before,
aguerois a word that indicates high status, not only in terms of defining a forelgten any social
situation in which interactions are taking place among people from different skin o&éour.many

other countries, Mexico is a place with people of different skin coloumtjerity being dark skin.
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However, being fair-skinned is perceived as belonging to an upper class (Davila, 2008). Dav

mentions that:

Latinos’ self-identification as white or in non-racial terms, stands as the prireason behind
arguments that it is simply a matter of time before Latinos becadnite fv..]. Assimilation is a
matter of “thinking like white. (p. 14)

One of the participants, Daniel, assures that his use of the word is moaKorg division or even
trying to differentiate the teachers from Mexicans.

However, there are contradictions as well. While some patrticipants in this studychaoate
much they hate “everything that has to do with the United States”, they do not mean “everything”.
Those same participants recognized that they watch American television (MTN,Warner Bros
channels), they have access to Ipods and they listen to English music. This hate they make reference to
might be linked to the created ‘powerful’ image of a “blond, blue-eyed, tall” foreigner that, enhanced
by the media and the tense political relation between Mexico and the United Si@testhem spin
particular images of who is the ‘ideal’ English teacher and speaker strong and the consequent attitudes

towards them. In the words of Geerts (1986):

Ideology is patterned reaction to dislocation, displacement, disrupted class redatibesay of
traditional political authority... for it provides a ‘symbolic outlet’ for emotional disturbances

generated by social disequilibrium. (p. 204)

Therefore, the descriptive phrases used to define the Other, involve ideas to convey the meaning and
the cultural context in which the images are constructed and understood by those who have elaborated
them. The translation of this affect and experience into a social position that reliesmientur

history, power and mixed feelings, places debates about identity.

In this theme, what has emerged is a relationship between what Barkhuizen (2008, p. 232) refers
to as particularity, or what is particular to individual respondents, aactamnectedness, or what is
shared between them. While it may not seem particularly significant for ateidaase of reference
to skin colour and physical appearance, this takes on a different of level of impavtzerceelated
across the accounts of my respondents. As Davila (2008) suggests, the obretbpbrace can be

useful when thinking about Latinos:

This concept allows us to be attentive to processes of racialization and raatsmaty be
obviated when we focus simply on “race”, which in the United States is so easily subsumed to the
dominant black and white binary. For more often than not, this binary effectively veils Latinos’

and other groups’ experiences of racialization, while blinding us to forms of racialization that take
place alongside or lgend “race”. Such is especially the case when nativism becomes a primary

axis of racialization, positing white Americans as the only true “natives! With blacks and citizens
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with the “longest citizenship pedigree” following suit; and all of them together, as the victims of

the ongoing “conquest” by undocumented (colored) folk. (p. 17)

Now, | turn to the discussion of the Mexican-American socio-political relatipngitihin the context

of English learning and teaching.

7.5.1 The Socio-Political Relationship and its Impact in the English Learning and Teaching

In Mexico, the teaching of English has changed over the last 30 years, as Daviep@@&7put:
“Any foreigner could be travelling across Mexico and get hired to teach English, without hesitation
and without considering qualifications or educational background” (p. 18). This can be seen in
Daniel’s narrative when remembering those times when the administration of the now Language
Department hired only “gringos hippie’ (see Chapter 5.2.2.1).

For Darren, another teacher at the Language Department, his condition of being fdituavith
eyes and a foreigner, puts him in a different position in relation not only xacéeteachers, but to
Americans as well. Le Ha (2008) calls this “double standard practice”. That is, using Darren’s image
to disrupt its associated colonial and imperial norms, as it is in thebeaseen Mexico and the
United States. For Darren, his nationality (British) brings a fresh image oEngksh speaker,
without all the baggage that being American means historically between Maxitdhe United
States.

As Kidd (2002) mentions, knowing who one is can be done through having a similahity wi
some people and a sense of difference from others. This became evident when Pam, a student who has
had the experience to be taught by teachers from different countries, seems t ¢test distinction
when categorizing and describing her teachers in three aiéag; I have been taught by teachers....
Mexicans, foreigners angbchos” (SN/3, Pam, A2, my emphasis). This assumption seems to position
the ‘non-native speaker’ in an interesting schema, differing from all those categorizations both
culturally and/or physically. This coincides with what Smedley (1998) suggests: “some groups define
themselves in terms that appear rigid and unyielding and in opposition always to “the others™ (p.

690).

Based upon these comments there seems to be the belief that teachers can be claesifjed not
according to their image but also according to what this image can represamisnof professional
credibility and one descriptive phrase serves the purpose as it was shown heceintides with
what Wong (2006) call ‘hierarchies’ in the professional life. When you enter a new culture, it is easier
to see these hierarchies and they can shape your view of teaching and the profession in profound ways,
to the point of heightened awareness of inequalitites in education.

There is no doubt that we have a complex relationship between Mexico and the United States.
While the United States is seen as a powerful country, Mexico is seen as subordiosisoin(

1997). English used to be seen as a symbol of status, but nowadays learning Englisiconhite
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become a necessity and therefore mandatory subject at high school and higheoredacaptiblic
schools. The Mexican Government has started to take measures to ensure that studentisatafi lev
have access to this language so that in the future they can get better emplogpaetunities.
Particularly, the state of Guanajuato has started a plan for incorpoEatgigsh as a subject in
primary levels (Davies, 2007; Lengeling, 2010: 112). In addition, English playspantant role in
Universities. It is common for Mexican universities to require studentski da certain number of
English courses before they are awarded a degree. Although many students take tlessehdgss
come with diverse histories, experiences, interests, and needs that influence thiger ggpeasi for
studying the language. In this particular university, courses are open to unigéudigynts, to high
school students, and to other members of the local community. University studenskeatetca
complete six levels in the Language Department (or four levels, depending ordegpaintment
requirements) before they can be awarded a bachelor’s degree. High school students usually attend
English classes due to encouragement from their parents or because they are intesastgthdn
abroad in the future. Members of the general public typically study the language in hopes of securing a
better job or for travelling abroad. Moreover, the influence of both mass meilia different
commercials stating the benefits of learning English), and the society demandiqlity lessons
and teachers, have made the learning of English part of our daily liveshe&k factors make
potential English learners seek for opportunities where to study the languadsohigvelop attitudes
towards the language as well, as it will be discussed in this chapter.

Participants referred to the Mexican-American relationship and some comrtfentsime and
how they are facing this dualibf “hate” and “obligation”. On one hand they “hate everything that
has to do with the United States”, and on the other hand, they recognize that they need to study the
language if they want to, first, obtain their degree, and second, to study a postgiadusteand get
better job opportunities.

This sociopolitical relationship has evolved in different aspects of students and teachers’ lives,
and they are very open about their feelings and attitudes towards the countrylandubge. This is
sometines stigmatized as the “language of the United Stat€’s and they tend to label not only the
speakers of the language, but the country and the actions that the closest neighbakerhas t
different affairs. The shared tense history between Mexico and the United Statestreanedbdack
since 1845, with the Mexican-American War, in which Mexico lost half of it&dey to what today
is the South-western United States (Velasco, 2004). Since then, concepts sudorgs bender and
space have suffered different changes. Also, the constant migration from Me#eoUnited States,
and people aiming for th@merican Dreamhas brought nothing but tensions and a socio-political
level. The media makes fun of how Americans (and also Mexicans) refer to Mexielation to the
United States as the “backyard”. This feeling has brought more and more division and attitudes of
subordination but also of resentment. This is seen in the narratives of Raféé¢igaietl However,
this division between “us” and “them” can even be taken a step further and make generalizations that

the “British is better”, as in the case of Andrea (see Chapter 5.5.3). She puts the British English in a
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superior position, following the idea of “original English”. This is a clear example, in Bordieu’s terms
(1991) of cultural capital, where a language (or in this case, a mythicetyvarwvho knows which
elements make upBritish English”?) is treated as a comodity that confers acceptance and power,
while the other variety, “American English” is perceived as having a lower status. In his study, Smith
(2006) refers to this belief that Mexicans have about English, conferring a higher status to the “British
English” than to the “American English”, just as “Spanish from Spain” has a higher status “Spanish
from Mexico” (p. 431). Here, the spin is used to try to make sense of these linguistic ideologies which
seem to help students construct their reasons to learn the language, but they abgeatso sthhange
over time.

There is a sense of national identity, denoting being prowded$ country of origin but also it
can be perceived a bicultural paradigm. As Starkey (2007) mentions: “language teachers may be
recipients of an ascribed identity as ambassador or representative of a culture [...] in some cases this
was a source of pride” (p. 64). Teachers have also experienced insecurities, regardless of their native
condition. It seems acceptable for native teachers to make some occasional mistakes while teaching, or
not to know all the details about the English language (Amin, 2004) but when nonieatihers
make the same mistakes or do not know everything about the English language, their &dsliiesg
and competencies are often immediately questioned (Canagarajah, 1999b, 2002). Howihiger, in
study, native speakers admitted having felt insecure in their classroom (Lucy, r8ek,Bso, for
students experiencing learning a new language which has been imposed by the ingtieytibaye
unveiled their feelings towards the language and its speakers (see Chapter 5.5.3)eWhdsatities

[3

are not always welcome, as Starkey aptly prompts: “...Because language teachers tend to perceive
themselves as bicultural or multicultural, such imposed identities mafglbéo be particularly
unwelcomé (Starkey, 2007: 64). In this case, it is both, teachers and students fighting with
impositions, history and necessity to learn the language. This is the case of Migirdfaed(see
Chapter 5.5.3) who seem to be experiencing double identity when commenting on tluis teas
learn the language and how they feel when speaking another language that they do nicteel at
to, but, due to university requirements, they have to study the language. Guilherme (2R83) m
mention of this in the following:The English language definitely cuts across national boundaries

more than any other language and is an icon of the contemporary age” (p. 74).

7.6 Conclusion

At the beginning of the study | did not foresee the elements that have beenedisousss chapter.
Participants have revealed how complex the issue of classifying someone due to his/hertyational
goes beyond accent and nationality. It seems from the data that the partidgsmhtsconstruct their
identity in relation & difference, specifically in opposition to ‘native speakers’ but, at the same time,
defend their ethnic background and show a sense of proudness for their etkgrolst. When

discussing assimilation, for example, Yancey (2003) argues that Latinos and atHaack racial

15¢



minorities will soon join the force of whiteness. At the core of hisiment is the meaning of
assimilation, which he defines as the experience of thinning one’s racial identity and of approaching
racial issues from a dominant perspective (p. 14). The data and historical roo¢slalbels suggest
that theaforementioned “right look™ or “look native” is only the tip of the iceberg. Yet, more ‘non-
native speakers’ are being hired in the Language Department. More ‘non-native speakers’ have shown
throughout this study, as a group, that they face challenges at different levels. ‘Non-native speakers’
continue to occupy a marginal position in society, even when they are joining the werafdie
Departmat. However, these discussions also frame and inform the ongoing debates over ‘native
speakers’ and the different labels they have been given. They express their challenges as well, and
how the spin has created images that go further the physical appearanioitlyirapt explicitly, the
discourse situatemative speakers’ and ‘non-native speakers’ against each other in a contest to win
approval of a dominant society. Part of the problem is that in a nation such a® Mixise history
has been constructed through heated ethnic terms of the invaders, this has kmhgseeference to
describe immigrant upward mobility, mainly to differentiate themselvesedms to be that if people
cannot be considered ‘native-speakers’ then they could at least claim to be pochos, gringosor
Mexicans.

In the next chapter | will answer my research questidnsyiag how the ‘native speaker’/‘non-
native speaker’ dilemma implies more than a discussion of how to define the term, but to look into

particularities of narratives and how people experience the labels on a daily basis.



Chapter 8

Conclusions

8.1 Introduction

This thesis began as an investigation laf tonstruction of the ‘native/nonmnative’ debate. It has
arrived at a final point which is concerned about the ways in which individueegiems are
constructed and affected through historical or social pressures. What this investigatiemenated is
a perspective of a complex and complicated set of discursive practices whichidrafieast
disciplinary and regulative professional effects. In this chapter, Il lwihg together the main
arguments proposed in this thesis, summarising what the thesis has found and the evideisce for
will also consider the implications of these findings. It is also importathisapoint to consider how
these findings may point to other directions for further research; necprcgn provide exhaustive
coverage and the process by its very nature answers some questions, but raisemmmahyvill
summarise the findings of this thesis under the following subheadings: 1) The developwaemeabf
the study; 2) Constructing an identity for teachers; 3) Implicatibngjmitations and, 5) Dections
for future research. In this chapter the above themes will be pieced togethéheaviindings and

implications.

8.2 The Developmental Nature of the Study

| would like to emphasise here that the process of this research was devedbpiemtway this
project started did not predict the final study, and the methodological and sivbsteapects of the
study were refined in reaction to circumstances in the field. Specificallynatige speakérspin was
not a point of investigation, but emerged as a significant tool for the dscusisthe data as the
analysis progressed. The process of writing is in itself important hereyas mainly in this way that
these themes gained their prominence. | tried several structures for the poeseftahy data
analysis and the one presented here was only reached after abandoning other formatisl wbich
seem to present the findings in a plausible way which was loyal to the datheapdrticipants.
Furthermore, it was difficult to transmit the emotional undertone present in the participants’
expressions of frustration when dealing with the native/non-native dichotomyiniilied a change
in me as well. As | explained in Chapter 1, | was first a language learnapanidam a teacher -
service and pre-service English teachers. At the beginning of this stu@g lkcenvinced of the
simplistic dichotomy of the ‘native/non-native speakers’, since this is what | had experienced before.
However, as the data started to unveil, | became more observant of the differisnihi@bare given
to English teachers and how they are lived by them. This had an impact on me becaakewbdy
me to know myself better and to know my colleagues and their dilemmas as nealizéd that we

are not so different and that we have many experiences to share. My intersstigsidg the linkage
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of labels to historical reasons and a distinctive physique is present ireCsagtso, how these labels
contribute to the challenges that teachers face on a daily basis are discussed in Chapter 6.

This thesis further develops the understandings of existing literb&o&use it is able to
give a detailed and in-depth portrait of thengtauct of the ‘native speaker’ English language
teacher from students, teachers and administrators’ perspectives. This particular study extends, I
believe, those previously published worked discussed in Chapter 2 and expatiasr iareas
such as identjtformation, labelling and challenges faced by both groups of teachers, ‘native’ and
‘non-native speakers’. In addition, I contend that this study develops new understanding of the
little documented issue of English language teaching withrdetp formation of labels and its
historical roots, as well as its former impact in the construcifahe personal and professional
identity. That is, looking at the labels thmrticipants were referring to in different moments of their
narratives made me realize how complex the construction of the English teachetemsstAn the
context of the interviews, the labels suchgaimgo, giiero, pocho, mexicaniamd foreigner, seem to
have contributed to help construct the image of the English teacher at diffedat Budents use
them to describe their teachers. Tteachers use them to describe theiueslldag also to describe
themselves. Administrators use them to refer to the employees. | alscelibb¢this study reveals
the ‘native speaker/non-native speaker’ complex relationship not only at the inside of a language
department, but also from outside, in the wider society. | thus consider tlisdings are important
in clarifying how the English teacher has been constructed over the yeartatgoege Department.
Issues such as place of birth, ethnicity, language skills, educational background aral physi
appearance appear to contribute to this construction. Also, the findings théleichpact that the
Federal Government discoursesvéndnad in the attempt to look at the professionalization of the
English teacher in Mexico. This can be contrasted with the discourses at an internat@maltéems
of hiring. However, it also has implications at the national level, where thestll much to do
concerning the hiring practices and the views of the wider society. The stdnglish as a global
language has brought new uncertainties for English teachers and, in consequence, for Bhedents.
uncertainties can be translated into the different identities that, inathés participants display or are
given at different moments. The consequences are seen in the moment of giviglatheas in this
study in which there were no clear-cut divisions where a label ended and anatbdrSteciologists
(Mercer, 1990; Giddens, 1991; Woodward, 1;93&ck, 2000) suggest that such uncertainties and
doubts are characteristic of contemporary or late modern societies acil iis1 due to
globalisation. Furthermore, this view of globalisation might harbour consesgidoicthe self-
imposition and establishment of many identities, both professionalparsbnal. With these
different identities in mind, | now move on to discuss the genaglspecific findings of my

study, providing answers to my research questions.
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8.3 Constructing an Identity for Teachers

| would now draw conclusions from the substantive aspects of the study. In this $eatidoring
together what the thesis has found about how the participants | interviewed carsdrueproduce a
set of practices and labels to describe and categorize language teachers. Antthisvpaild like to
revisit the research questions from Chapter 1 in order to remind the reddebakis of the research

inquiry.

1. How is the image of the English teacher and speaker constructed by studentss t@adhe
administrators of the Language Department of the University of Guanajuato?

2. What are the problems with the term ‘non-native speaker’ at a local, national and international
level?

3. What labels have participants experienced and how these explain participants’ construction of

their personal and professional identity?

In order to offer answers to each of these questions, | shall present the findedjsibais what the

data revealed in Chapters 5 and 6 under each question.

1. How is the image of the English teacher and spea&astructed by students, teachers and

administrators of the Language Department of thevérsity of Guanajuato?

The data revealed the complexities around the construction of the English teachers’ images. A first
important contribution is related to the belief of having a set of charaiceribat distinguish
participants from one another. This is expressed in a discourse of similarity feevdndie (see
Chapter 5.2) and the importance of physical appearance emerged from the data. Exampleseof thi
presented and they show how participants react while having a sense of similarispnvé people

and a sense of difference with others. On the side of teachers, making reference to physical appearance
and skin colour gave an indication that their own educational background and End#siakd be
questioned by students and parefiitsis idea of “having the right look” was further explored in the
administrators’ narratives and how they have changed the hiring policies due to pressures by the
Federal Government (see Chapter 5.4.1). Therefore, in the Language Department therdyaisparent
the policy of hiring qualified teachers, regardless their nationality, ethnicitylaed of birth. This
situation seems to contrast with that of the literature (in Chapter 2) and with what participariteefrom
peripheral groups refer to. Moreover, students revealed how they considered important te physi
appearance in order to define their “ideal English teacher” and the subsequent expectations they form
(see Chapter 5.3). Through these discourses one is able to understand the mahiudr fiactors
associated by birthplace, ethnicity, language proficiency and self-perceptionsosglem a pivotal

role on how the English speaker is constructed inside the Language Department. However, having
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looked closer at the participants’ narratives, their discourses have not demonstrated that they have
been yet understood by teachers and students. They still hadkealired image of the “best English

teacher” and have found it difficult to escape from it.

2. What are the problems with the term ‘non-native speaker’ at a local, national and

international level?

The use of peripheral data served the purposes to frame the data emergirge foome tgroup. This

was of particular use when exploring the factors which contributeet@danstruction of the English
speakers and their identities, emphasising the complexities of labelling angdist iim the daye-

day scenario. From an international perspective, the data suggested that the tiemplexind the
NNEST acronym seem to create more division than cohesion in a professoumallgpresented data
which appeared to suggest that identity is not static and factors that apffeaaten a comfort zone

that participants had already established (see Chapter 6.2). As problematieassitthe dichotomy

of ‘native/non-native speakers’ is often deployed against a particular physique, it brings divisiveness
betweenthese two groups. At a national level, the term ‘non-native speaker’ appeared to be linked to

the physical image (see Chapter 5.2.2) and to students’ expectations (see Chapter 5.3). At a local level,

the data suggested that the coordination acknowledgeshth‘native speakers’ also defend their
counterparts. This situation seems to suggest that ‘non-native speakers’ begin at disadvantaga the

eyes of their colleagues and this is reinforced by the beliefs and expecthgbdrstudents bring to
their classrooms, making judgmemt$riori and reinforced also by the initial reaction of “protection”

on the part of the coordinator (see Chapter 5.2.2.1). This situation seems to show thal physic
appearance, labels and how people use them, contribute to a more complex construction than what was

initially thought of by the English speaker in the Language Department.

3. What labels have participants experienced and how these explain participants’ construction

of their personal and professional identity?

Participants seemed to qualify teachers in terms of their physical appeardfecenDiabels emerged
(see Chapter 5.2.1) and allowed other issues to emerge as well. The labajseaoe: pocho,
mexicanito, gringe foreigner, Mexican, very Mexican arab-nationals. Issues that had not been
foreseen at the beginning of the study started to emBygereating a discourse of difference of “us”
versus“them”, issues related to a long lasting history between Mexico and the United States were
revealed and seem to influence the use of labels sucheasanitq pochq giierq gringo and
foreigner. These revealed conflicts and attitudes towards the language and itsss{zsesk€&hapter
5.5.3). Being questioned in their practice of teaching and/or in their language Iskdlbeen one of
the fundamental ways in which the &dled ‘non-native speakers’ have established their identities.

This has shaped their views of who they are and who they are becoming. In the case of the ‘native

16z



speakers’, the ‘partial’ integration to the host community and the border crossing, not only
geographical, but ideological and mentally, seems to create a new scenario to discuss the ‘native

speakers’ in which their dominant and superior identity is reduced and marred (see Chapter 6).

8.4 Implications

Having summarised the main points made by the thesis in this section, | woultkeda consider
some of the implications of these finding$e findings seem to raise similar issues to those cited in
Chapter 2 in terms of uncertainty over identity and the blurring of boundarilee gonstruct of
‘native speaker’ and ‘non-native speaker’ and the English language teacher.

The use of acronyms such as NS or NNS showed to have served a purpose at least inside the
Caucus and in some of the literature discussed in Chapter 2. However, those terms dg not ful
capture the identities of the people involved in the teaching of English. As idisasssed in this
study, there are different elements to consider when defining identity and tishEegcher. A major
implication is related to the applicability of this study in other contexts. Evemthis study started
as an investigation looking at th@nstruction of the ‘native/non-native’ debate in a particular
university in Mexico, it arrivedat a point in which other areas emerged (physical appearance,
historical background and labeling). These areas led me to see how percepticorstreted amh
affected through historical and social pressures. | think it would be pofsildthers to look at this
study as a starting point in their own contexts. This would allow them to &zout the different
factors that affect their practice of teaching. For example, teachers fiora @ight find this study
useful by trying to find equivalent factors in their own context. Lookingspects that have been
explored here, they might be able to explore their own particularities, theisogial and politida
historical backgrounds which would let them explore the complexitiebefconstruction of the
English teacher in their particular contexts. This can be seen with thosé#ppatt in the peripheral
group. They are from different parts of the world and yet we share some of thessa®s. The
interconnectedness between these different contexts are at different levels {eativ@isocial and
political) and even when we are from different countries, we talk about the samédrmsudifferent
viewpoints and experiences. Anplistic dichotomy of ‘native/nonsative’ does not fully capture the
diverse elements involved in identity construction. It is required to look at tibees such as
ethnicity, nationality and the history of the country and its relatidh the past and current socio-
political issues with the language and its speakers.

Features such as physical appearance and nationaltype considered to ‘belong’ to some
groups (‘native’ or ‘non-native’) more than others, and they may serve as a source of status. Whiteness
continues to be enhanced by ideologies, labels and discourses by institutions and the professional
community,and ‘non-natives’ are judged against this. As Chapter 2 discussed, most of the debates
around the ‘native/non-native speakers’ are centred in looking at “who’s worth more” or the

differences in the practice of teaching (James, 1977; Haughes & Lascaratou, 1982;, Slig8fey
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Medgyes, 1994, 1996; Samimy & Brutt-Griffler, 1999; Cheung, 2002; Lasagal8aSierra, 2002;
Liang, 2002; Moussu, 2002). In this study, the spin seems to show that there are implieatomts
the teaching performance and the linguistic aspects. In other words, the pi®bieither one of
“who’s worth more” nor the linguistic differences. Instead, it is the narrowing of the meaning of
‘native speaker’ in society, alongside the pressures exerted on ‘non-native speakers’ by students and
administrators which deserve more scrutiny. Additionally, these labels discugkexistudy have the
unfortunate effect of perpetuating the division ‘us’ versus ‘them’, but have added insights about these
representations from a more in-depth perspective.

An area emerging from the findings is related to historical background in thesiton of
labels. The implications to the Mexican context can be seen in the importance totliokiatorical
background between Mexico and the United States. This appeared to have a gradhithpavay
that labels are formed and this has not been discussed in depth when approachingrtioti ot
the English teacher in the Mexican context. | acknowledge, however, that thereikétisgnn the
way other discussions at an international level place the ‘non-native speaker’ in an inferior position.
The fact that the Language Department has gone through a deep more inclusieeirchiadiring
practices and has pondered the educated English teachers rather than the solely ‘native speaker’
appears of little consequence or no relation at all with the internatiosalisdions around
discrimination at the workplace. However, this cannot be generalized itstitutions in Mexico.
Each institution has its own hiring practices and there is still much to that regard. The pressure
from the society to have a ‘native speaker’ as the ‘best English teacher’ has contributed to perpetuate
the supremacy of the ‘native speaker’ over the ‘non-native’. Moreover, it becomes important to look at
the discrepancies between the daylay practices of English teaching. This will help understand the
impact those labels have not only in the professional but in the personalyiadénttachers and
students. This will allow seeing the complexities involved in the construatittre English teacher in
Mexico. It becomes important to look at the discourses behind the ‘spin’ in order to expose particular
experiences and unveil participants’ narratives and views. Only then will debates over the ‘native/non-
native speakers’ not be reduced to a simplistic list of differences but instead begin to account for the
factors that underlie the complex construction of English teachers.

Another area that comes from the data appears to reveal thietsdhfit English teachers
are confronted by labels that affect their professional and personal identity. Indeed, teachers’
experiencehave helped them shape who they are now and how they visualize their future and the
upcoming challenges in the personal and professional levels. The ones who arenliMegico,
having left their lives in the country of origin, have developed a positivedgetlwards the country
regardless of the discrepancies of one culture and another. And for those who are Mexicans and hav
faced discrimination at one point in their practice of teaching or have bgematted, they have
developed a way of dealing with these stigmas and labels. Finding a balance iesaignaf world
when there is a constant reminder of who is a ‘native’ or a ‘non-native’ seems far from reality, but

participants have managed to do so.
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In my view, the above findings appear to indicate that thereseareral factors in many
interconnected areas that help construct the English teachetyidbatigo beyond a simplistic
list of linguistic skills. This urges a reraluation of the concept of ‘native speaker’ and ‘non-
native speaker’, far from a superficial look at the concepts. It seems to be necessary to look more
in-depth to the particularities and specificities of the givenecdrdand the participants involved.
This would help see, as in this study, that the socio-politiektionship and historical
background have an impact in the creation of labels and the use of them.

Having discussed the general implications, | now move to the ylartimplications of the
findings. | start first with a discussion related to the implaraithey have for teaching. | make
suggestions derived from the collected data which appear to indiceted for rising awareness

regarding the figure of the English teacher.

8.4.1 Implications for Teaching

As the findings indicated, English teachers, regardless of their nationalitplaae or ethnicity, face
different challenges in the classroom. One of the most salient challenges was totbedahlewith
insecurities, regardless their native status. It seems acceptable f@ teathers to make some
occasional mistakes while teaching, or not know all the details about the Emlgliglage (Amin,
2004), but when non-native teachers make the same mistakes or do not know everythingeabout t
English language, their teaching abilities and competencies are often immedjaésoned
(Canagarajah, 1999a, 2002). However, in this study, both teachers made referencénetheities

in their practice of teaching. Some of them could cope with these difgudind even felt in
advantage for being “blue-eyed and white” to gain credibility in the eyes of the students (see Chapter

5.2.2). In the case of Mexican teacher, it seemed that if they demonstrated thigas akilile
teaching and confidence whidleing it, they would overcome the initial students’ rejection for having

a Mexican accent or simply for being Mexican (see Chapter 5.3). These findingststigg both
teachers have the same chance to feel insecure due to different reasons and itasy teckessg

these issues up so that they can be discussed by teachers and students. This would hgdpfyo dem
the idea that “native speaker image equals knowing how to teach”. The generalizations made over the

perfect image and the practices of téag go beyond looking “right” for the job. This is further
explained in the following section where | discuss the implications of the study in hiring processes and

in wider society.

8.4.2 Implications in Hiring Process and in Wider Society

I move now from the specific implications of the findings to thevahce of this study of the
construction of the English teacheidentities in wider society. For the purposes of discussing the

section, and linking it to the hiring processes, I found Seidlhofer’s (2002): statement useful’The
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question is whether ways of thinking about English have kept paceheittapid development in
the functions of the language, whether concepts in people’s heads have changed as the role of
English in the world has changed” (p.12). This study started as an attempt to look at the
distinction between ‘native speakers’ and ‘non-native speakers’. However, as it was explained in
Chapter 8.2, it ended in a journey to explore the construction of the Englistertead the
impact that labels have on their professional and personal identibelieve the study has gone
some way towards providing a look at the hiring practices inside theiagadepartment which
contradict those discussed in Chapter 2. In Chapter 5.4.1, it was discusséldehbanguage
Department experienced a change in their hiring policies due ssyses from the Federal
Government.

Also, it was discussed that one of the main problems was trgeithat the Language
Department was projecting to the rest of the University and itierwociety, with the belief that
only ‘native speakers’ would teach English. This represented a problem in itself, showinghow
different discourses work together and sometimes against each other. The faciribiastudents do
not know the inside policies for hiring an English teacher, makes it nifficeilt to escape from the
pressure of the society t@ laught by ‘native speakers’, when apparently, the Institution has gone
through changes and has pondered the professionalization of the teacher over natiawitgf pl
birth or ethnicity. These contradictions maikeharder to escape from the general belief in wider
society that ‘native speakers’ are better teachers than ‘non-native’. These findings make it necessary to
reach the wider society in order to educate and advocate for the profession and match the discourses of
the Institution, teachers, students and the wider society in terms of pondering tissipnafezation
of the English teacher rather than “the right look”. This can also be expanded to different contexts in

which hiring practices still favour the ‘native speaker’ over the ‘non-native peaker’.

8.5 Limitations of the Study

In order to look at the research process, | condidbeneficial to address the limitations of this
research. The limitations consist of: my multiple roles at the insiddeofLanguage Department,
limited time and mortality of participants.

As explained before, | was a new teacher at the Language Department at the thignent
research started. | had been working for almostyisues there and colleagues still considered me “the
new one”. Suddenly I became a researcher in this setting and I was afraid my colleagues and students
would look at me differently. On one side, | had a hard time dealing with thenekssto the research
site and tried to avoid thigto turning into a negative aspect. However, it turned out to be a positive
aspect. This closeness made me delve into who | was in order to understand whacaipamarof
the core group were. The mutual self-disclosure (see Chapter 3) helped me feel moréabtamf
while conducting the interviews and sharing narratives. Also, because of my ggengne of the

limitations was to get close to students. Also, at some point, | was even cetisadstudent of the
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Language Department and students did not see me as their teacher at first. Mbidveot want
them to ‘please me’ in their narratives because of my position of power in the classroom. I found this
hard but as the study evolved, | realized that participants had more to shanatama similarities
and differences were a positive aspect.

Regarding the limited time, | remember it was hard for some teachensl tthé time to have a
moment to talk with me because of their busy schedule. Some of them even told theythstd
limited time so | could go with them and have breakfast in the school patithe§ehad time to talk
with me. Students were no different. We made space in our agendas to nyeigt th@rlmorning or
late afternoon, since | adjusted to their time. Also, another issue whsnitieel time in reference to
exploring all the issues that emerged in this study. | was workingriwdl dit the time of the study and
had to perform my usual activities in the Department: teacher, tutor, mefmtiéerent committees
and responsible of the new English Language Program.

Finally, mortality in the research was observed in the dropping-out of somepaanticin the
time of the study. Some students stopped attending their English classes, somenoteets a
different city and | lost contact with them. This put me in a difficult sibmasince | wanted to know
more about the issues that were emerging in their narratives. There were ontyutiesxs that | lost
contact with, but | appreciate the time they dedicated to have the interviews @mdaintfalks with

me.

8.6 Directions for Future Research

Having explored the implications for this research, | shall now turn to theestiggs for future
research and issues that | have not looked at in this study and how they are linked to this research.
One important aspect is to share my research in the academic community abd kaiift on.

This research connects with different recent works that colleaguesMmtico have developed as
part of their doctoral studies and that they contribute to the profession in MEx@&efore, there can
be a wide range of topics, from the more practical as the use of film in tHishHEngssroom
(Goodwin, 2011), to more social aspects of the profession, such as students’ perspectives about
English in Mexican state schools (Basurto, 2009), students’ expectations of teachers (Narvaez, 2009),
identity formation of EFL teachers (Lengeling 2010), and students’ struggles to gain mastery of
English writing in a Mexican community (Crawford, 2010). All these studies comboether a
method of understanding of what is going on in the EFL profession, and therefore, this is an
understanding what is going on around me and this research. One of the isssesntisato deserve
more attention is the historical implications of labelling. A suggested anesedirch could be what
the history of the country has to do with the current labels used to categorilteh Eagchers.
Understanding this phenomenon would be of interest for Mexico and other counthdbevsame

problem of labelling teachers.
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Another area that deserves attention is related to the hiring processes. Asséewds this
study, the Language Department has gone through significant changes in its hicieg.pdbwever,
this has not applied to other institutions in Mexico. Some hiring practices still favour the ‘native
speaker’ over the ‘non-native speaker’, without looking at the professionalization of the English
teacher. This leads to another area which is related to the definition of the E€&&spmofin Mexico
which, sometimes, seems to be diminished by employers. At this, a wider politicanpatiblcan be
addressed and it is related to the current imposition of English at public edeynsahool level.
English has acquired another role in Mexico, it has become a necessity, but thediltios/around
it have made it difficult to define the profession. The Federal Government hasl sta2011 the
implementation of English classes in state elementary schools without obsehdrig qualified to
teach. This will bring other problems in a near future and a suggested aresaothrauld be what
the future holds for the implementation of such programs in Mexico.

Also, | suggest that exploring the particular experiences that are lived astde of the
English profession would provide possible insights as to what roles English tehelerstheir
challenges, and their issues with labels. This would lead to more research about teachers’ identity
formationat different stages of their career, but also about students’ identities and their relationship
with the language, particularly with their attitudes towards the country and its speakerstdualiteys
and taking into consideration identity formation will serve as snapshotge aktlities of the EFL
profession. This in turn is valuable when researching about the construction ishBegthers in
different contexts. This would enable us to see how teachers and students thiakdfeddat they
identify with. Having offered suggestions for future research, | now motieetgeneral conclusions

of this research.

8.7 Conclusion

The ‘native speaker’ image spin, discussed in Chapter 7, cuts through the discourses about ‘native
speakes’ and their supposed supremacy and, by consequence, a long-lasting idealization of a better
English teacher. | discuss here that there is a growing discourse being voiced by tsaothents and
administrators to show that ‘non-native speakers’ are moving up but they have to face different
challenges in their daily practices. With particular attention to what thbsés (or representations)
reveal about the importance of history and its current effects, | try to Higliig realities English
teachers face. Also, | try to show the polarization they batecen ‘native speakers’ and ‘non-native
speakers’ themselves concerning aspects such as birthplace, ethnicity and nationality.

| hope this work serves to set a precedent that there are n@wlevision between ‘native’
and ‘non-native speakers’. Rising awareness of how complex labels operate through discourses,
institutions and hiring policies may help to bring about more recognition of commesalittnglish
teachers. If we recognize the challenges that English teachers face in regaiddhelthihat seem to

describe who they are and what they represent, we could perhaps take a deeped Ibekmore
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likely to establish meaningful alliances across English teachers regardless nationalityciy eltmis
would mean that we can anchor our understanding of our past, present and filnerevier-changing

but pervasive politics of the representation of the ‘native speaker’.
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