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Dear Colleagues: 
 
First and foremost, I’d like to take this opportunity to thank George Braine, our outgoing 
NNEST chair, for his great contribution to the founding of our caucus and his leadership 
over the past two years.  George has done a tremendous job in lobbying the TESOL 
board for the establishment of our NNEST caucus, bringing our membership up to the 
current status, and advocating NNEST issues through TESOL newsletters, TESOL 
conventions, and on-line communication.   
 
As chair, I will adhere to the four major goals of the NNEST Caucus: 
•To create a nondiscriminatory professional environment for all TESOL members 

regardless of native language and place of birth;  
•To encourage the formal and informal gatherings of nonnative speakers at TESOL and 

affiliate conferences; 
•To encourage research and publications on the role of nonnative speaker teachers in 

ESL and EFL contexts, and  
•To promote the role of nonnative speaker members in TESOL and affiliate leadership 

positions. 
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Reflections on Collaborative Action Research for Curriculum  
Transformation of an SLA Course  

 
by Shelley Wong, Yen Yuh-Yun, Francis Bangou and Carmen Chacon,  

The Ohio State University 
 
The paper reports an example of a collaborative conversation concerning “emergent 
praxis” (Edge & Richards, 1998) in teacher education developed to encourage 
participation of  international students who were Non-Native EFL Teachers and 
prospective teachers (NNEFLTs) at a university in the U.S.   Questions concerning the 
perceptions, status and treatment of  Non Native ESL Teachers (NNESLTs) (Tang, 
1997; Amin, 1997; ) have direct relevance to teacher education with diverse populations. 
Drawing parallels between the perceptions of World Englishes and African American 
Vernacular, sociolinguists  point out former colonial status and race affects whose 
language is valued or vilified (Nero, 1997; Yasin, 1998.)  Replacing “native” and “non-
native” labels with “language expertise, affiliation and heritage” has been suggested to 
address the complex, hybridization of language use in English dominant societies with 
multilingual immigrant populations from former colonies (Leung, Harris, Rampton, 
1997).  This paper took a critical approach to diversity and equity within a particular 
SLA course with respect to “native” and “non-native”categories and the intersection of 
power, status and social identity (Norton, 1997, Samimy & Brutt-Griffler, 1999). 

See Collaborative Research, p.  5 

(See From the Chair, p. 3) 

From the Chair, One Year Later 

Jun Liu 
University of Arizona 

Vist the NNEST Caucus  
Website at: 

http://curriculum.calstatela.
edu/NNestCaucus 
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and a report on convention colloquia and demonstration. 
       Our NNEST web master, Aya Matsuda gives us 
information about our NNEST website which includes items 
such as membership, activities, events, and useful resources 
for the members. 
       Continuing the tradition of presenting narratives by 
nonnative English speaking professionals, Carmen Chacon 
shares her personal and professional reflection on language, 
identity, and power. 
       We would like to thank all of the authors who contributed 
to this issue of the NNEST Newsletter.  We look forward to 
YOUR future contributions!  My special thanks go to Lia 
Kamhi-Stein, the past Newsletter editor and Suzanne Panferov 
who gave me a wonderful helping hand.  Thank you both! 
       Our next issue will be a pre-TESOL 2001 Convention 
issue.  We hope to include useful information about the 
NNEST Caucus activities at the convention.!   
                                                   Keiko K. Samimy 
                                                   The Ohio State University 
                                                   Samimy.2@osu.edu 

 From the Editor 
 
       With this issue, we would like to introduce new NNEST 
steering committee members for 200-2001: Jun Liu, Caucus 
Chair, Lia Kamhi-Stein, Chair, Elect, Aya Matusda, 
Webmaster, and myself, Newsletter Editor.  We hope that 
this coming year will be an exciting and productive year for 
the Caucus members. 
       In this issue, Jun Liu lists the objectives of the Caucus 
for this year: to enlarge our membership to 200 or more, to 
continue to work with the TESOL Board and with TESOL 
affiliates to make our voices heard, and to encourage 
NNEST members to submit proposals to the newly-
established TESOL International Research Foundation, and 
to encourage the use of NNEST-L listserv among the 
members for interesting discussions. 
       This issues includes two feature articles.  This first 
article is by Shelley Wong, Yen Yuh-Yun, Francis Bangou, 
and Carmen Chacon at the Ohio State University.  They 
report an example of a collaborative action research to 
encourage participation of international students who are 
non-native EFL teachers and prospective teachers. In the 
second feature article, “Teaching English to Native-
English -Speaking Students: Negotiating Power in the 
Classroom,” Estela Ene at the University of Arizona shares 
her experience as a nonnative English speaker teaching 
English composition to American students. 
       Paul Kei Matusda’s “A Profile of an NNES 
Professional” is the first in a series of profiles of exemplary 
nonnative-English-speaking professionals.  Paul gives us an 
autobiographical sketch of his personal and professional 
journey as a nonnative speaker of English.  We are very 
excited about this new addition to the Newsletter. 
       We also include an article by Goedele Gulikers, the 
ESL Curriculum Coordinator at Anne Arundel Community 
College.  As an administrator, Goedele highlights very 
helpful job interview strategies for NNES applicants. 
       Lia Kamhi-Stein, Chair Elect, reports the highlights 
from the TESOL 2000, which  include: Chair’s report, 
Newsletter and Website reports, Caucus Booth activities, 

YOUR CONTRIBUTIONS 
 ARE  WELCOME! 

The NNEST Caucus invites your submissions to the 
newsletter in the form of articles, book reviews, reviews 

of TESOL 2000 sessions, and announcements!   
 

       Send materials electronically to Keiko Samimy at 
<Samimy.2@osu.edu>.  Mailing address:  Keiko Samimy, 333 
Arps Hall, 1945 N. High St., Ohio State University, Columbus, 
OH 43210.  The editor reserves the right to edit any materials 
submitted for publication in order to enhance clarity or style. 
 
       The deadline for the next issue of the NNEST 
Newsletter is  November 15, 2000. 
 

See our web site for submission guidelines. 

       If you have just joined the caucus, or if it has been a 
while since your last visit, please come and check out our 
website. The NNEST Caucus Website provides the caucus 
members not only the useful information but also the 
opportunities to share concerns, resources and information. 
You can find the basic and background information on our 
caucus, including its goals and history, the list of officers, 
and information on the membership and NNEST Listserv, 
the caucus e-mail list. Information on up-coming 
conferences and events that are related to NNEST issues, 
resources for NNES teachers and researchers, and the call 

NNEST Caucus Website:  Visit and Contribute! 
http://curriculum.calstatela.edu/NNestCaucus 

Aya Matsuda, Webmaster 
University of New Hampshire 

for contribution to the NNEST Newsletter are all available 
on-line. You can share your personal accounts on NNEST 
related issues or read others’ works on the “Voices” page. 

If you have something to contribute—resources, 
conference information, creative works, and so on—or if 
you have requests, suggestions, or questions, please feel 
free to contact me at <amatsuda@cisunix.unh.edu> or Aya 
Matsuda, Department of English, University of New 
Hampshire, Durham, NH 03824, USA. Your involvements 
in the website—as a reader or contributor—will be greatly 
appreciated.        



 
 

 
In particular, I will work closely with Lia D. Kamhi-Stein, 
our NNEST Chair-Elect, and our newsletter editor, Keiko 
Samimy, to accomplish the following objectives in  
this year: 
 
We will continue our effort to enlarge our membership to 
200 or more.  We are particularly interested in developing 
our membership outside the US.  Meanwhile, we will work 
with the TESOL Board to move our caucus towards the 
direction of an Interest Section (IS).   In the past year, the 
NNEST caucus has already established a working 
relationship with TESOL affiliates, such as Mexico 
TESOL, California TESOL, and most recently Panama 
TESOL.  We will continue outreaching and making our 
voices heard at TESOL and affiliate conferences by 
establishing collegiate network with more TESOL 
affiliates, and by organizing more NNEST-related 
colloquia and presentations.  We will inform and encourage 
NNEST members to submit proposals to the newly-
established TESOL International Research Foundation 
(TIRF).  This new and independent foundation is dedicated 
to supporting research in the teaching and learning of 
English.  Moreover, we will encourage and support 
NNEST members to be actively involved in TESOL and/or 
TIRF leadership positions. 
 
One of the major networking channels among NNEST 
members besides our NNEST Newsletter is our NNEST-L 
listserve, which is now up and running and has hosted a 
number of interesting and challenging discussions.  This 
NNEST-L is an electronic discussion list for interested 
NNEST members, native and nonnative speakers of 
English alike, to exchange information and address issues 
of concern related to nonnative English speaking teachers 
around the world.  I would like to see more and more 
NNEST members subscribe to this list and participate in 
list discussions. You can send an e-mail message to: 
subscribe-nnest-l@lyris.tesol.edu and in the body you type: 
subscribe nnest-l <yourname>. You will receive detailed 
guidelines regarding subscription and participation in the 
first message you receive from this list once you subscribe 
to it. 
 
Thanks to the effort of our NNEST web master, Aya 
Matsuda, our NNEST website http://curriculum.calstatela.
edu/NNestCaucus is getting better and better.  This site, 
which has the following items: Goals, history, officers, 
membership, newsletter, activities and events, resources 
and voices, is designed for our members.  We need your 
input and contributions to make it even more informative 
and attractive.  If you have any comments and suggestions, 
please feel free to contact Aya Matsuda  
<amatsuda@cisunix.unh.edu>. 

Announcing the NNEST Member Listserv 
Your opportunity to keep in touch    
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Newsletter Editor Wanted! 
Your Opportunity to Become Involved: 

From the Chair (continued from p. 1)  

 
To make these things happen, we need your support,  
enthusiasm, and dedication to NNEST.  I look forward to 
working with you in the coming year. Thank you!! 
 

Jun Liu, 
University of Arizona, 
junliu@u.arizona.edu   

To subscribe, type the following in the TO section 
of the header: 

subscribe-nnest-l@lyris.tesol.edu 
 

In the BODY section type: 
  subscribe nnest-l <your name>. 

 
The list processor will acknowledge the subscription 

and give you a password.  If you don’t receive an 
answer, please contact Jun Liu at  

junliu@u.arizona.edu   

Would you like to be the new editor of Would you like to be the new editor of Would you like to be the new editor of Would you like to be the new editor of The NNEST The NNEST The NNEST The NNEST 
Newsletter Newsletter Newsletter Newsletter for the year 2001?    Here is a list of the for the year 2001?    Here is a list of the for the year 2001?    Here is a list of the for the year 2001?    Here is a list of the 
editoreditoreditoreditor’’’’s responsibilities responsibilities responsibilities responsibilities:s:s:s:    
    
• Edit two issues of the newsletter 
• Encourage and seek submissions relevant to 

interests of the Caucus members 
• Serve as member of the NNEST Steering 

Committee 
• Comply with all TESOL requirements for 

newsletters 
• Must be a member of the NNEST Caucus  
    
If yoIf yoIf yoIf you are interested, please contact Jun Liu at u are interested, please contact Jun Liu at u are interested, please contact Jun Liu at u are interested, please contact Jun Liu at 
junliu@u.arizona.edu  junliu@u.arizona.edu  junliu@u.arizona.edu  junliu@u.arizona.edu                       
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NNEST AFFILIATE NEWS   

TESOL 2000 UPDATE 
Chair-Elect 

By Lía D. Kamhi-Stein,  
Chair Elect, California State University, LA    

Business Meeting 
Chair's report.  George Braine, outgoing NNEST 

Chair, gave the Chair's report.  George thanked all the Caucus 
members for their enthusiasm and support.  He reported that 
since the NNEST Caucus made its appearance at the 1999 
TESOL Convention in New York, it has worked hard to ad-
vocate our causes and to attract new members.  He reminded 
us that while the Caucus has been growing steadily, it is im-
portant to continue the recruitment efforts so that we have 
strong representation in the TESOL organization.  At the 
Business Meeting, Jean Zukowski-Faust, our Board Liaison, 
and Molly Kirby, Field Services Coordinator, presented 
George with a certificate of appreciation for his work as 
Chair of the NNEST Caucus.  The Business Meeting atten-
dees joined Jean in her appreciation of George and thanked 
George for his outstanding service as founding member of the 
Caucus and its first Chair.  In turn, George acknowledged Jun 
Liu, Lía D. Kamhi-Stein, and Aya Matsuda's work as Caucus 
Chair-Elect, Newsletter Editor, and Webmaster. 

George also announced that Keiko Samimy had 
been elected Newsletter Editor (2000-2001) and encouraged 
us to get involved in the Caucus activities.  He suggested par-
ticipating in leadership activities, organizing and participating 
in TESOL Conference presentations, submitting articles to 
TESOL Matters and the NNEST Caucus Newsletter, partici-
pating in the NNEST Caucus listserve discussions, and work-
ing at the TESOL affiliate level to establish NNES Caucuses/
Interest Groups. 

Additionally, George read Jun Liu's report, which is 
reproduced in the "Message from the Chair" in this issue and 
reported on affiliate activities for 1999-2000.  He announced 
that MEXTESOL (Mexico TESOL) had established a NNES 
Interest Section and that Lía D. Kamhi-Stein had given a fea-
tured talk at the 1999 MEXTESOL Conference.  He also an-
nounced that CATESOL (California Teachers of English to 
Speakers of Other Languages) had also established a NNLEI 
(Nonnative Language Educators' Issues) Interest Group and 
that Lía had been invited to give a featured talk at the CATE-
SOL 2000 Conference.  During the Business Meeting, 
George led a brainstorming activity focusing on the TESOL 
2001 Convention.  We organized several submissions, includ-
ing colloquia, workshops, and demonstrations. 

Newsletter and Website reports.  Lía D. Kamhi-
Stein reported on the newsletter activities.  She thanked Cau-
cus members for submitting thought-provoking articles and 
for giving her valuable feedback on the newsletter.  However, 
Lía expressed her concern about the small number of submis-
sions by NNEST Caucus members outside the US.  In this 
respect, we discussed the importance of mentoring Caucus 

members interested in submitting newsletter articles.  Dilin Liu, a 
NNEST Caucus member, shared some innovative ideas for pro-
moting submissions by Caucus members (some of Dilin's ideas 
are reflected in this issue of the newsletter).  Aya Matsuda re-
ported on the Website activities and requested submissions for the 
Website.  She also reported that old issues of the newsletter would 
be made available on the Website (the first newsletter issue is cur-
rently online).  At Aya's suggestion, the Steering Committee 
agreed to investigate the possibility of organizing online mentor-
ing activities for Caucus members. 

 
Caucus Booth Activities 
During TESOL 2000, more than 200 people visited the 

NNEST Caucus Booth.  The Booth was hosted by many NNEST 
Caucus members who volunteered their time to promote the Cau-
cus activities and to recruit new members.  A big THANK YOU 
to the following Booth volunteers:  Nuzhat Amin, George Braine, 
Cheryl Chen, Goedele Gulikers, Soo-im Lee, Beniko Mason, Aya 
Matsuda, Lucie Moussu, Katya Nemtchinova, Maria Alejandra 
Reyes, Sima Sengupta Juan del Valle, and Cheng Yuefang.  Also, 
thanks to the many NNEST Caucus members who volunteered to 
assist with the Booth activities during the Convention!  

During TESOL 2000, the Caucus Booth became the 
place to "hang out" for many of the NNEST Caucus members.  It 
was wonderful to make new friends, to exchange ideas "in per-
son" with many of the people with whom we interacted via e-mail 
throughout the year.  It was at the Booth that many of us shared 
common experiences, decided on collaborating on future presen-
tations and participated in the videotaping of a NNES student pro-
ject.  However, many of us expressed our concern regarding the 
poor location of the Booth.  Adelaide Parsons and John Balbi, TE-
SOL 2001 Convention Chairs, have assured us that next year, the 
Caucus Booth will have a prime location. 

 
Convention Colloquia and Demonstration 

                TESOL 2000 hosted two colloquia and a demonstration 
focusing on NNEST issues.  The colloquia titles were "Dialogues 
between NSs and NNSs in TESOL  (Research on NNSs)" and 
"NNES Educators’ Perspectives on Teacher Preparation."  The 
demonstration, titled "Host Teachers’ Evaluations of NNS Train-
ees," by Katya Nemtchinova, reported on a study designed to in-
vestigate mentor teacher beliefs' toward NNS student teachers.  
The two colloquia and the demonstration were very well attended.  
We hope that future conferences will host many more presenta-
tions, including colloquia, workshops, and demonstrations, focus-
ing on issues that are of interest to the Caucus members.! 
 



The action research project initially emerged after the 
first meeting of the course, when Shelley Wong, the 
instructor,  perceived that the international students 
who were non-native English speakers  and  who 
constituted the overwhelming majority of the class (23 
out of 38 students) seemed to be marginalized in the 
discourse.  The domestic American students who were 
native-English speakers and numerically were a 
minority seemed to take a disproportionate number of 
turns in the classroom interaction.   The instructor 
enlisted the support of three international doctoral 
students:  Yuh-Yun Yen, Francis Bangou and Carmen 
Chacon, to assist her in interviewing students to gain 
insights into how the course could be transformed to 
facilitate NNEFLT voices in the course. 
 
Reflections on the Collaborative Research Project  
  
Collaborative research enabled Shelley to gain 
valuable insights on how her students experienced not 
only her Second Language Acquisition (SLA) course, 
but how they saw it in relation to their other courses 
and how they experienced the MA program.  As 
Carmen explained: 

this project provided meaningful feedback to the 
teacher as a reflective practitioner and decision-
maker. The dialogic approach we used in our 
methodology allowed us and the participants to 
engage in a friendly conversation as peers, rather 
than assuming the traditional roles of researcher 
and subject.  In my case, my first concern was to 
establish a friendly atmosphere and a comfortable 
rapport with the students so that we could talk  
at ease.  

       In conducting the one-on-one interviews,  and 
later, leading the focus groups to present analysis and 
conduct “member checking”, the researchers in this 
project drew from their multiple social and 
professional identities--as experienced language 
teachers and teacher educators, as women, as a man, 
as TESOL/Foreign language professionals who have 
lived and studied or worked in more than one country, 
as bilingual researchers, as hybrid or Creole or 
“mixed” multiple identities, as Asian, as Taiwanese, 
as Venezuelan, as Latina, as a mother, and other 
dimensions of their lives.  
       Because the largest group of international 
students was from Taiwan, and one of the researchers 
Yuh-Yun was from Taiwan, ethnicity was an 
important theme throughout the project.  It was also 
an interesting point of departure for “dialogic” 
research methods in which it is acknowledged that 
each research participant brings different valuable 
resources (Wong, 1994).  For example, we 
encouraged Yuh-Yun to utilize Chinese in interviews 
or to code switch with the aim of 

Collaborative Research, continued from p. 1 
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establishing rapport with the subjects and utilizing her 
“insider” knowledge to ask questions.  Yuh-Yun’s ethnic, 
linguistic cultural heritage played an important role in 
“reading” and interpreting Chinese student prior 
educational experiences and expectations.   
       Cross-cultural communication does not always 
proceed smoothly. Language is ambiguous, involving 
participants’ various interpretations and shared knowledge 
of actions, situations relationships and identities (Scollon 
& Scollon, 1995).  Francis pointed out the value of cross-
cultural communication in the project:  

Working with people from different backgrounds and 
cultures enabled me to have multiple perspectives on 
different issues raised throughout the study.  
Therefore, I could notice facts that I would not have 
been able to see if I was by myself.  Working with 
international students was also very beneficial for me.  
Indeed, being myself an international student, I could 
identify with some of the problems that participants 
highlighted.  I realized that I was not the only one to 
go through some confusing experiences. 

       Another valuable quality of our collaboration was the 
diversity of professional and academic experiences we 
brought to the research project.  Yuh-Yun, Carmen and 
Francis all were experienced teachers.  Collaborative 
research provided Shelley with support from other teachers 
who respected her as a teacher and as a change agent.  This 
gave her more confidence to take a transformative stance 
towards her teaching.  For example, Francis’ criticisms of 
Western “stage” approaches to knowledge (in which SLA 
course is “theoretical” and methods courses are 
“practical”) encouraged her to decide to integrate a more 
experiential approach the following year.      
At the focus group meeting conducted a few months after 
the fall course, Shelley presented to her former students 
the lessons she had learned from the interviews and how 
she would change the SLA course the following year.    
       Fewer readings: She decided to have fewer readings 
the following year.  There would be more “advanced 
organizers”, explanations of why a reading was selected, 
and study questions.  
       Better balance between theory and practice: She 
would strive to create a better balance between student 
presentations and teacher directed lectures. Shelley would 
lecture more, particularly on the more difficult Vygotkian 
concepts such as private speech, mediation, activity theory 
(Vygotsky, 1978; Lantolf & Pavlenko, 1995).  All 
presentations should be more experiential to address the 
connection between the theory and practice of second/
foreign language teaching and learning. It was also 
important to draw from knowledge from all over the 
world, not only from the West and Europe. There should 
be many more connections to language teaching in EFL 
contexts and language teaching issues and problems in the 

See Collaborative Research,  continued on p. 6 
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various countries where students plan to work.   
        Orientation to a new culture studying in an English 
speaking environment:  Because the course is the first 
course in a program in which the majority of the students 
are international students, it should include cultural 
adjustment, and experiential language learning activities 
and field trips on the campus, in the community and in 
public schools.  Course assignments such as linguistic 
biographies or journals would encourage students to 
reflect on their own experiences as language learners or 
teachers.  
       Use of technology: Shelley decided to try a threaded 
discussion instead of a listserv the following year. This 
technology enables students to post a message which 
appears connected or “threaded” to other messages on the 
screen. Similar to a web chat, discussions that appear on 
the screen are threaded together by topic.  
       Shelley’s presentation to the students at the focus 
group was received positively by the MA students.  As  
Carmen said: 
 

The students could see how their insights would 
enable their professor to re-adjust her course syllabi 
as well as class planning and management in the 
future. I strongly believe that if we as teacher 
educators encourage this kind of action- research 
based on our daily pedagogical practices, we not only 
improve our teaching, but we also grow as persons.  
Most important of all, we consider the students' 
voices by giving them the opportunity to express 
their feelings and concerns about the problems they 
face in their learning process. 

 
Through social practice, collaborative research forges a 
community of researchers.  As Yuh  
Yun said: 

Dewey says, "Learning by doing."  This was quite 
true in my experience of learning to conduct research 
with others.  Although I learned how to do 
qualitative research when I took qualitative research 
methodology classes, I didn't have rich data for 
developing some themes and coding.  I also learned 
the concept of action research, but never had a 
chance to do an action research project.  I had 
learned the concept of Vygotsky's zone of proximal 
development (ZPD), yet never thought of how to 
implement it in a real class.  Through this research 
project, I had an opportunity to practice by doing 
data analysis, member checking, conducting a focus 
group, triangulation. 

 
Our dialogue also supported reflection because it 
provided us with the confidence to theorize, to speculate 
and to generate alternatives.  As Francis put it: 

As a first year doctoral student, working on this 
study was very enriching. First, it served as a 

stepping-stone to become a part of an academic community. 
Indeed, throughout these last couple of months I became 
more familiar with a professional discourse, and usages that I 
was not as familiar with in the beginning of the academic 
year.  Although Shelley, Carmen and Yuh-Yun had more 
experience, they always valued and respected my opinion. 
This fact, had a big impact on the construction of my identity 
as a young researcher.  
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Yasin, J. Teaching academic writing to speakers of African American Vernacular English.  Paper for colloquium “Parallel 
       perceptions of  World English and Ebonics.”  TESOL Convention, Seattle, Washington, March 1998. 
 
(A paper from this action research project entitled “Using electronic mail to facilitate student voices in an SLA course” was 
presented at the International Conference on Language Teacher Education, University of Minnesota, May 21, 1999.)! 
 

(See Teaching English, p.  10) 

       Numerous authors advocate today for the equitable treat-
ment of nonnative English speaking teachers (NNESTs) and for 
new, more politically correct, and more scientifically accurate 
terms to designate those who teach English but were not born in 
it.  The ownership of English, the supremacy of standard Eng-
lish and of the native speaker are passionately disputed 
(Widdowson, 1994; Liu, 1999).  But while some justice is being 
done to NNESTs in ESL and EFL, the NNESTs who teach 
English to native Englishspeaking students (NESSs) remain a 
neglected entity even in the literature. 

Thanks to various organizations and publications (such 
as, TESOL and TESOL Quarterly, NNEST Caucus and the 
NNEST Newsletter), NNESTs in ESL and EFL are gaining a 
more audible voice and increasing attention in th 

e language teaching community.  NNESTs are recog-
nized as good models for their students, supportive and empa-
thetic instructors who can anticipate their students’ difficulties 
and provide support through their shared L1 (Medgyes, 1994).  
At the same time, they can be less informal and less confident 
than NESTs and thus inhibit communication in the classroom 
(Medgyes, 1994); they can be less tolerant with error 
(Kresovitch,); or they tend to focus on accuracy to the disad-
vantage of fluency (Tang, 1997).  However, it is also admitted 
that being different does not make the NNEST “worse” than the 
NEST.  In fact, it has been argued that the best language teacher 
is neither a NNEST nor a NEST, but a combination of both 
(Medgyes, 1994; Widdowson, 1994). 

While increasing attention is given to the condition of 
the NNES professional in EFL or ESL, little attention has been 
given to the status and role of the NNES professional in teach-
ing English to NES students.  It is highly improbable that the 
scarcity of literature concerning this group reflects the absence 
of NNESTs of English working with NES students.  I am a 
NNEST who teaches English composition to American students 
and I have encountered other NNESTs who do the same job.  
However, the minimal documentation of the professional activ-
ity of NNESTs who teach English to NES students is proof that 
we, NNESTs of English to NES students, might be a minority 

even within the minority represented by NNES profession-
als in ELT.   

As NNESTs of English, whether our students are 
NNESs or not, we face the same challenges.  We are some-
times confronted with our employers’, students’, and 
colleagues’ biased perceptions of our abilities.  Some of us 
give in to the pressure and accept these biases as truths.  
Our self-confidence is constantly challenged.  No wonder 
then that NNES professionals teaching English to NES stu-
dents remain a minority even among NNES instructors.  As 
Jacinta Thomas puts it, “we are sometimes strangers on the 
periphery” (1999, p.5).  

It may be true that, at least among scholars, it is 
accepted that linguistic pluralism is resourceful, that no one 
group can claim ownership over English, and that the su-
premacy of standard English is debatable.  But has the 
news reached our students?  In real classroom experience, I 
have found that often times the natural propensity of stu-
dents is to challenge NNESTs.  On the surface, the reason 
seems to be the teacher’s language proficiency and/or cul-
tural difference.  But even when the NNEST proves high 
English language proficiency, good qualifications, and 
good teaching experience, he/she still has to struggle to 
maintain credibility.  Ultimately, the NNEST’s profes-
sional confidence and survival depend on his/her ability to 
establish professional credibility and authority, to balance 
power relationships in the classroom, and to resolve per-
sonal identity issues that arise from the aforementioned 
struggles. 

As one who started learning English at the age of 
12 in a Eastern-European country and came to the U.S. 
four years ago, I do not introduce myself as a native 
speaker of English to my college freshman composition 
students.  As one who has earned a degree in English Lan-
guage and Literature under the guidance of many excellent 
NESTs and NNESTs, and as one who has continued her 
education as a graduate student in the U.S. over the last 
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Composition and Communication, Composition Studies, the 
Journal of Second Language Writing, and Written Communi-
cation as well as a number of forthcoming edited collections. 
 
A Selected List of Publications    
Matsuda, P. K. (1997). Contrastive rhetoric in context: A 

dynamic model of L2 writing. Journal of Second 
Language Writing, 6(1), 45-60. 

Matsuda, P. K. (1998). Situating ESL writing in a cross-
disciplinary context. Written Communication, 15(1), 
99-121.  

Matsuda, P. K. (1999). Composition studies and ESL writing: 
A disciplinary division of labor. College Composition 
and Communication, 50(4), 699-721. 

Matsuda, P. K. (1999-2000). Teacher development through 
NS/NNS collaboration. TESOL Matters, 9(6), 1, 10. 

Matsuda, P. K. (2000). ESL writing in twentieth-century US 
higher education: The formation of an 
interdisciplinary field. Unpublished dissertation, 
Purdue University. 

Matsuda, P. K. (in press). Negotiation of identity and power in 
a Japanese online discourse community. In C. L. 
Moder & A. Martinovic-Zic (Eds.), Discourse across 
languages and cultures. Philadelphia: John 
Benjamins. 

Matsuda, P. K. (in press). Reexamining audiolingualism: On 
the genesis of reading and writing in L2 studies. In D. 
Belcher & A. Hirvela (Eds.), Linking literacies: 
Perspectives on second language reading/writing 
connections. Ann Arbor, MI: University of Michigan 
Press.  

Matsuda, P. K., & Jablonski, J. (2000). Beyond the L2 
metaphor: Towards a mutually transformative model 
of ESL/WAC collaboration. Academic Writing, 1. 
< h t t p : / / a w . c o l o s t a t e . e d u / a r t i c l e s /
matsuda_jablonski2000.htm>. 

Matsuda, P. K., & Silva, T. (1999). Cross-cultural 
composition: Mediated integration of US and 
international students. Composition Studies, 27(1), 
15-30. 

Santos, T., Atkinson, D., Erickson, M., Matsuda, P. K., & 
Silva, T. (2000). On the future of second language 
writing: A colloquium. Journal of Second Language 
Writing, 9(1), 1-20. 

Silva, T., & Matsuda, P. K. (in press). Landmark essays on 
ESL writing. Mahwah, NJ: Lawrence Erlbaum 
Associates. 

Silva, T., & Matsuda, P. K. (in press). On second language 
writing. Mahwah, NJ: Lawrence Erlbaum 

       Associates.! 
 

       Paul Kei Matsuda is Assistant Professor of English at 
Miami University, Ohio, USA, where he teaches 
undergraduate and graduate courses in rhetoric, composition 
and linguistics.  
       A native of Tokyo, Japan, Paul  first language is Japanese. 
Dissatisfied with the way English was being taught in 
Japanese high schools, he learned English almost entirely on 
his own, mainly through reading and writing. Paul first came 
to the United States at the age of 18 as an undergraduate 
student at the University of Wisconsin, Stevens Point, where 
he studied communication with an emphasis on journalism. He 
continued his studies at Miami University, and earned his M.
A. in English with a specialization in composition and 
rhetoric.  
       He received his Ph.D. in English with specializations in 
rhetoric, composition and linguistics (TESOL) from Purdue 
University. His dissertation, ESL Writing in Twentieth-Century 
US Higher Education: The Formation of an Interdisciplinary 
Field (Matsuda, 2000), critiqued the disciplinary and 
institutional separation of writing issues into first- and second-
language components by examining the historical evolution of 
second language writing research and instruction in the 
context of 20th-century US higher education.  
       At Purdue, Paul taught undergraduate and graduate 
writing courses for both native and nonnative speakers of 
English as well as courses that systematically integrate NES 
and NNES students (Matsuda & Silva, 1999). He also taught 
the graduate practicum in teaching ESL writing and conducted 
ESL writing workshops for teaching assistants and instructors. 
In addition to classroom teaching, Paul has an extensive 
experience as an ESL/EFL tutor. He also has taught English at 
private language schools in Japan. 
       With Tony Silva, Paul founded and chairs the Symposium 
on Second Language Writing, and edited On Second Language 
Writing (in press) and Landmark Essays on Second Language 
Writing (in press). He has also served as the editorial assistant 
for the Journal of Second Language Writing. At the 
Conference on College Composition and Communication 
(CCCC), he chairs the Committee on Second Language 
Writing and the Special Interest Group on Second Language 
Writing.  
       Paul’s research interests include a wide range of issues 
concerning writing, discourse, rhetoric, disciplinarity, 
technology, curriculum design, and teacher education. He 
approaches these complex issues from a variety of disciplinary 
perspectives, incorporating various modes of inquiry, 
including theoretical, historical and empirical methods.  
   A frequent presenter at both TESOL and CCCC, Paul  
articles appear in journals such as Academic.Writing, College 
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       As the Curriculum Coordinator of the ESL program at 
Anne Arundel Community College in Arnold, MD., I often 
have to deal with issues of hiring NNES teachers. At 
TESOL 2000 I tried to answer some important questions 
concerning those issues. The colloquium in which I 
presented was well attended, and received a lot of positive 
reactions from the audience. In this newsletter I would like 
to open these issues and concerns for further discussion, 
first from the point of view of the administrator; second, 
from the point of view of the NNES job applicant. 
 
       What are the programmatic and instructional 
expectations of administrators for hiring NNES 
teachers ? 
 
       Most colleges and universities in the US have a 
diversity mandate that expects the faculty not only to 
reflect the community within, but also the community 
outside of their college. Although for universities in 
general this means that there are African-Americans on the 
faculty, for ESL programs it means that there should be 
representatives of cultures and languages from the whole 
world. Especially in community colleges that serve the 
need of the local population, there is a strong demand for 
faculty to represent the major immigrant groups. In Anne 
Arundel County we have a very varied immigrant 
population with Korean and Hispanic as the two major 
groups. In the past two years our rather small program, 
with sixty countries represented, has hired five Korean and 
four Spanish speaking NNEST out of thirty teachers. 
       It is true that diversity is still a nice buzzword on most 
campuses, but we can use this mandate to address the 
attitudes of higher administration, colleagues, and 
students. Diversity shouldn’t be a sterile expectation but a 
way of life in an educational culture where diversity is 
promoted, and where diversity is the culture of the 
classroom. 
       Another positive aspect of this diversity mandate is 
that it is a solid basis to support program-specific needs 
with bilingual teachers. For example, I hired my first 
Korean teacher because we have a long standing 
agreement to teach a class for Korean senior citizens. After 
several disaster semesters we decided to hire a bilingual 
teacher, who would be able to challenge the better 
language learners while including the lowest level learner. 
I am sure that you can all think of several programs where 
the bilingual teacher is a godsend. 
       For the other classes, be they intensive, adult ed 
oriented, or academic preparation of future college 
students, the question of fluency - accuracy and its impact 

will come up again and again. Many administrators are aware 
of their bias, but have few tools to overcome this obstacle, 
which in reality is only a minimal part of the whole packet 
any teacher brings to a program. My experience is that the 
accent of a good teacher raises no objection, but the accent  
of an inadequate teacher becomes the focus of all complaints.  
It is an administrator’s duty to see to it that there is adequate 
supervision and help for ALL new teachers, so that  
any problems can be addressed in a timely and appropriate 
manner. 
 
       What, then, are some proactive interview strategies 
for NNES  applicants? 
 
°      Ask the hiring committee or administrator whether they 

have an established mentor system where experienced 
teachers help all new hires. 

°      Ask if there is a way to ensure an immediate and 
appropriate response to new or specific program 
situations. 

°      Find out what the ratio of NNESTs to NESTs are in a 
program, and comment on your interest to understand a 
teacher’s role within the group. 

°      Make sure to consider the evaluation procedures that 
improve teaching of all new hires. What means are there 
available to learn from your new environment and to 
contribute to the program as a representative from 
another culture, learning style, etc. 

°      Make clear that you want open discussion of perceived 
problems by all people involved in the hiring process. 

°      Understand that administrators need to be able to react to 
concerns from these three groups: college and 
department administrators, other teachers in their 
program, students in the program. 

 
I welcome all substantive discussion on these and other  
related issues.! 
 
Goedele Gulikers, ESL Curriculum Coordinator, 
Anne Arundel Community College, Arnold, MD 21012 
410-541-2672   <ggulikers@mail.aacc.cc.md.us> 

Issues in Hiring NNES Teachers  
Goedele Gulikers, 

Anne Arundel Community College 



three years, I felt professionally qualified to teach college 
freshman composition to American students.  When acquaint-
ances remarked that I have “very little accent,” I felt encour-
aged.  But at the same time I wondered how much accent is 
too much accent for freshmen.  I felt cultural differences were 
not an impeding factor for me (I thought I had bridged them in 
the past four years, as they hadn’t been that great in the first 
place).  Nevertheless, I remained attentive to teaching and 
learning styles that differed from what I knew from  
my country.    

The fear that my accent might invalidate my qualifi-
cations and efforts in the eyes of some students was confirmed 
half way through my first semester of teaching, when a student 
wrote in the first draft of his reflective essay that he was disap-
pointed with his learning experiences in college because “not 
only are most of [his] instructors not professors, but on top of 
it all [his] English teacher is not even a native speaker of Eng-
lish!”  Preoccupied with the structure and logical solidity of 
his argument, I made marginal comments asking him to clarify 
what the qualities of a good teacher worthy of teaching college 
students were.  The second draft came back to me without 
clarifications and without the original remarks. 

Towards the end of the second semester, I asked my 
students to reflect on what they had learnt in our English com-
position course.  Although the prompt did not lead to such 
comments, a student wrote to me that I “have very little accent 
and, because of that, [I] will be a very good teacher.”   

If nothing else, these comments signal that the 
NNEST’s accent is an issue for NES students.  And while it is 
understandable that students should take a stance when the 
teacher’s accent hinders comprehensibility, it is surprising that 
they would bring it up when this is not the case.  Moreover, 
such comments confirm the fact that the NNEST of English is 
always, tacitly or openly, challenged to prove his/her worth 
first and foremost because the presence of an accent under-
mines his/her qualification in the eyes of some students.  This 
is not to say that all students feel this way, or that the teacher’s 
accent is the only criterion students use to evaluate NNESTs.  
However, it is an important factor in determining the teacher’s 
self-image and daily performance in the classroom (Medgyes, 
1994; Thomas, 1999). 

The NNEST’s cultural background may also cause 
some NES students to feel that the teacher has no authority in 
speaking about certain topics.  During a unit reserved to ana-
lyzing and reflecting on the American Dream, one student im-
plied that I was not qualified to discuss the American Dream 
because I am not American.  Without knowing anything about 
my culture, the student assumed that it must somehow render 
me unable to understand his, let alone share it.  Rather than 
reacting directly to his assumption, I found that his provoca-
tion enabled me to achieve my pedagogical goal during that 
unit.  I asked his fellow students to define the American 
Dream.  Early in the discussion, it became evident that my 
American students did not agree on any definition.  They saw 
how different they were from one another, and how none of 
them was out of place.  At the same time, the more my stu-

dents disagreed, the more they confirmed that my being 
“different” was not enough to exclude me from the dialogue. 

Ultimately, I have learnt that the ownership of English 
and the supremacy of the native speaker can be disputed in 
every classroom in the real world of teaching.  Challenges to 
our linguistic and cultural “otherness” as NNESTs usurp our 
self-confidence not only as individuals but mostly as profes-
sionals.  Therefore, in order to take the emphasis off our 
“otherness,” in our own minds and in our students’ minds, we 
can turn provocations into pedagogical opportunities or strate-
gies.  Sometimes we can do that by asking for clarifications and 
supporting evidence from a student who thinks that instructors 
without Ph.D.-s and English as a native language are not wor-
thy of their job.  Other times, we can open class discussions 
about “otherness” – they will invariably reveal the “otherness” 
in each participant.  Our students might see the validity of our 
position and of our points of view.  Thus, by negotiating mean-
ing, we negotiate and balance power. 

Next to negotiating power with our students, there are 
several other things that we as teachers can do to maintain our 
self-confidence and professionalism.  We can first of all ac-
knowledge that most students get over their resistance to their 
NNESTs for the sake of performing well in the class.  Most stu-
dents realize that it does not matter in what accent their subject 
is delivered as long as they learn what they want and need.  Re-
maining constantly alert to our students’ wants and needs, sup-
porting students’ efforts in the learning process, as well as com-
municating with students are essential aspects of our profession.  
It is also important that NNESTs collaborate with NESTs not 
only for exchange of professional advice, but also because dur-
ing such exchanges with colleagues we may realize that many 
of their struggles are similar.  Last but not least, it is crucial for 
us, NNESTs, to associate and share our experiences in order to 
facilitate a better understanding of our status.   
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Reflections from the Classroom:Reflections from the Classroom:Reflections from the Classroom:Reflections from the Classroom:    
Empowering NNESTs  
by Carmen Chacon, 

      The Ohio State University    

Two years ago, I started my Ph.D in TESOL  at 
one of the largest midwestrn universities.  I still 
remember the painful experiences and struggles 
I went through during my first quarters both as 
an outsider and as an international student 
wanting to fit into the academic culture of 
American classrooms.  I tried very hard in order 
to be accepted into that academic community. 

However, I had constant feelings of fear and lack of confidence 
about my ability to orally express myself in front of my 
professors and my American classmates. I was conscious about 
not being a native speaker and the fact that I have a Spanish 
accent  which would interfere and even break down the 
communication with my professors and classmates.  In class, I 
noticed that Americans students always dominated the 
classroom discourse while I was just listening and struggling to 
understand what was being discussed.  I was so concerned 
about my accent and not being able to appropriately express 
what I wanted to say,  I usually chose to remain as a passive 
listener. Even now, I would say that my communication 
apprehension is more evident in my interaction with native 
speakers of English  than with nonnative speakers. Recently, 
however,  I have come to the conclusion that besides my 
linguistic competence, there are  other factors that affect the 
way I think about my English proficiency.  

First, it is clear that as an NNS, my  knowledge and 
experiences with English in the past had contributed to those 
feeling of my insecurity.  I learned English mainly under the 
traditional and audiolingual methods. It was only later when I 
came to the U.S. to pursue my MA and PhD that I actually 
became a user of the language for communicative purposes. 

 Secondly, as an EFL teacher, I was never faced with 
the  questions regarding the relationship between language and 
power. Nor was I aware that behind the benefits of learning 
English as an international language, there are also issues of 
power and social inequality.  However, as I read scholars such 
as Fairclough (1989), Kachru (1982), Pennycook (1994), and 
Phillipson (1992), in the Seminar for Nonnative Speaker 
Professionals,  I started to reflect and question my role as an 
English teacher as well as issues of race, accent, power, and 
language.  During the process of figuring out who I am and 
where I came from, I became aware that my feeling of despair, 
frustration, and lack of confidence in my English competence 
were somehow connected with the issues of language, power, 
and identity. It became clear to me that these issues are much 
more complex that the simplistic dichotomy between being a 
native or a nonnative speaker of English. As Pennycook (1994) 
argues, language is not neutral nor is language teaching 

actice. Both language and language teaching involve 
politics and culture. Thus, the spread of English as an 
International Language  (EIL) all over the world should 
not be only seen as a benefit, but closely related to issues 
of social, economic, and political power which has 
contributed to maintain and reproduce social inequalities 
(Pennycook, 1994) in the periphery countries.  

From my own experience,  I realized that over 
the past 16 years as an EFL teacher, I taught English from 
a “neutral” “apolitical” perspective. But, now I realize 
that teaching is political, and as an EFL teacher educator,  
I have to assume a critical stance, a political agenda to 
help my student teachers become aware of the social and 
political implications of teaching English in a broader 
context that extends beyond the traditional linguistic 
knowledge.  

Having reflected upon and struggle with my 
identity as a TESOL professional, now, I have a better 
understanding of the relationship between language, race, 
identity and power in the context of TESOL pedagogy. I 
feel more confident about myself and my English 
proficiency. I acknowledge that having an accent is a part 
of my identity, of who I am, not a deficiency or a reason 

to be ashamed of.  
 
 
 

Fairclough, N. (1989). Language and Power. London: 
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       University of Illinois Press 
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