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This study examines the beliefs of foreign language teachers regarding the 

relative positions of native and nonnative speakers in foreign and second language 

education. In particular, I am concerned with the idealization of the native speaker in this 

context and the foreign language anxiety that may occur in nonnative speaker language 

teachers if they internalize this idealization. I collected data from 29 college-level Arabic 

and Hebrew teachers using four methods: (1) a questionnaire on their background and 

beliefs regarding native and nonnative speaker language teachers, (2) a version of the 

Teacher Foreign Language Anxiety Scale (Horwitz, 2007), (3) a one-on-one interview, 

and (4) class observation. 

By and large, study participants believed that native speakers, because of their 

nativity, have reached higher levels of linguistic and cultural proficiency with relative 

ease, and as a result are more readily granted credibility as teachers of their native 

language. Participants believed that nonnative speakers are more empathetic and 

understanding of their students’ problems because of their own experience and efforts as 

students of the language. 
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With regard to foreign language anxiety, the main sources of anxiety among the  

nonnative speaker participants were the fear of making mistakes (and losing credibility as 

a result), of not having the authority to speak on cultural issues, of not being hired when 

competing with native speakers, and of addressing professional audiences. Native 

speakers feared that they cannot anticipate or understand as easily as nonnative speaker 

teachers the difficulties their students have in learning their language, because they 

cannot relate to their experiences in the same way. 

Neither group, however, reported feeling particularly anxious overall. I argue that 

anxiety was minimal for both groups because of specific steps that participants have 

taken to overcome the perceived disadvantages of their group and thereby bolster their 

confidence. Participants reported gaining confidence through some combination of the 

following factors: (1) gaining experience and education, (2) improving their linguistic 

and cultural proficiency, (3) presenting the persona of a credible language teacher 

through extra preparation and language choices, (4) receiving external validation, and (5) 

realizing that everyone can learn from and teach others. 
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Chapter 1: Rationale and Introduction to the Study 

The topic of native and nonnative language teachers is one that seems to be 

regularly discussed in the halls and around the water coolers of foreign language 

departments in the United States, perhaps especially in those departments that are in the 

business of training (often nonnative) graduate students to teach a foreign language. It is 

one that everyone seems to have discussed with his or her colleagues at one point or 

another, and that seems to be at the back of every nonnative speaker teacher’s mind. A 

great many of these conversations come around to discussions of credibility and hiring 

practices; language students and hiring committees often express an explicit preference 

for native teachers, a preference that often places (perceived) native or near-native 

language ability at the top of the list of qualifications, regardless of the amount of training 

or experience involved (cf. Amin, 2004; Braine, 2010; Clark & Paran, 2007; Inbar-

Lourie, 2005; Ozturk & Atay, 2010; Rao, 2010). Some programs boast the number of 

native speaker teachers they employ (“About DLIFLC,” n.d.) or claim that their service 

will help you “Learn a Language the Right Way from Native Speakers” (“Lang-8,” n.d.).1  

There is often a palpable sense of insecurity on the part of nonnative teachers in 

these situations, a sense that is reflected in Amin (1997, 2004), who described the plight 

of non-White immigrant English teachers in Canada; these teachers are often perceived, 

on the basis of their race or ethnicity and regardless of their actual language background, 

to be nonnative English speakers (which is to say, insufficiently proficient English 

speakers). As a result, these teachers feel that they “have to invest a great deal of energy 

                                                 
1 The homepage for this website references “native speakers” or “native language” no fewer than seven 

times, including statements like, “Learn from real native speakers” and “There’s no better help than native 

speakers.” 
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in establishing themselves as authentic teachers in the eyes of both their students and 

their colleagues” (Amin, 1997, p. 581). 

The primary goal of this study is to examine the beliefs of foreign language 

teachers regarding the relative positions of native and nonnative speakers in foreign and 

second language classrooms. In particular, I am concerned with the idealization of the 

native speaker in this context and the potential foreign language anxiety that may occur in 

nonnative-speaking language teachers if they internalize this idealization. I have 

approached the question by studying the experiences of Arabic and Hebrew language 

teachers and teaching assistants—both native and nonnative speakers—in the Department 

of Middle Eastern Studies at the University of Texas at Austin. I attempt to address these 

issues by focusing on three specific research questions: 

1. What do teachers of Arabic and Hebrew believe regarding the relative 

advantages and disadvantages of native and nonnative language teachers? 

2. What do teachers of Arabic and Hebrew believe regarding their own status as 

native or nonnative speakers, and its relevance to their teaching? 

3. What are the relationships among these beliefs and the affective state of 

nonnative language teachers in this setting? 

Putting these questions in more personal language, I want to know what these 

teachers think about their colleagues and about themselves as native and nonnative 

language instructors. Within the scope of this larger issue, I ask more specific questions 

about what they believe: What makes someone “good enough” to teach a language? Are 

native speakers better qualified to teach than nonnative speakers, or vice versa? Can 

nonnative teachers become as proficient in the language and the culture as native 

speakers are? How much formal training should you have? How much time should you 
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spend in a region where the language is spoken? Do these beliefs ever change with time 

and experience? 

Despite decades of theoretical and empirical research challenging the assumption 

that native speakers are naturally the most qualified teachers of their native language, it 

remains entrenched in the popular imagination. The following quotations, taken from the 

questionnaires of participants in this study—native and nonnative speakers, Arabic and 

Hebrew teachers—illustrate this assumption in action: 

I used to be believe [sic] that native speakers had comparative [sic] advantage in 

everything and that they were necessarily better teachers. 

Initially I thought it best to learn a language from a native speaker. 

Before having the experience of studying a language extensively, I assumed that 

native speakers would always have advantages over nonnative speakers as 

teachers. 

I used to think intuitively that of course a native speaker would be the best 

possible teacher for their own language. 

Initially I didn't realize that there were any advantages to being a non-naive [sic] 

speaker teacher! 

They show too, though, that there is room for change; these comments reflect the past 

beliefs of these teachers, before learning from or working with nonnative speaker 

teachers. 

By examining the experiences and beliefs of teachers of Arabic and Hebrew, both 

of which are less commonly taught languages, this project brings a new perspective to the 

research on native speakership in language teaching. Up until now, most of this research 

has focused on the teaching of English as a Second or Foreign Language and has told the 

story from the students' point of view (Hertel & Sunderman, 2009; Lia D Kamhi-Stein, 

Aagard, Ching, Paik, & Sasser, 2004; Todd & Pojanapunya, 2009). By adding the lens of 
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instructors and the foreign language anxiety that they experience, we are forced to 

consider the impact that the idealization of native speakers has on the real lives and 

teaching practices of nonnative language teachers and their students, and to come up with 

strategies for managing that impact. 

 

PRESENTATION OF THE RESEARCH 

In Chapter 2, I discuss the debate surrounding the definition of the term “native 

speaker.” In the context of this discussion, I examine the notion of the native speaker as it 

relates to second and foreign language learning contexts and review some of the 

empirical research that has been done on issues related to native and nonnative speakers 

teaching in these contexts. This research has typically focused on students’ perceptions of 

their teachers and what they see to be the relative advantages and disadvantages of the 

native and nonnative speakers who are their language teachers. Next, I present the 

relevant literature related to the definition, assessment, and alleviation of foreign 

language anxiety. Within the discussion of foreign language anxiety, I consider the 

phenomenon in particular as it relates to language teachers, both native and nonnative. 

The research reviewed in Chapter 2 provides the background for the study I 

conducted to investigate the beliefs of foreign language teachers regarding native and 

nonnative speaker language teachers, in particular, whether and how much foreign 

language anxiety is experienced by nonnative speaker language teachers and the 

possibility that such anxiety is related to these teachers’ beliefs. In Chapter 3, I provide 

detailed information on the methodology of this study, conducted amongst native- and 

nonnative-speaking teachers of Arabic and Hebrew at the university level, using 
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primarily qualitative methods (in-depth questionnaires, interviews, and class 

observations). 

In Chapter 4, I present the results of this study, first discussing participants’ 

beliefs about what it means to be a native speaker and what they see to be the relative 

advantages and disadvantages of each group in language teaching. I then discuss the 

sources of participants’ foreign language anxiety and attempt to explain them in the 

context of these beliefs. Finally, in Chapter 5, I discuss the finding that these participants 

did not, in fact, seem to experience a great deal of foreign language anxiety and outline 

the various factors that appear play a role in minimizing this anxiety. 

 

A NOTE ON RESEARCHER POSITIONALITY 

[Interviewee: Are you a native speaker of Hebrew?] 

No. 

[Heritage?] 

Nope. 

[So you learned Hebrew. So you’re nonnative speaker of Hebrew. So how you feel 

[sic] in teaching?...What are the most difficult aspects when you teach Hebrew?] 

Um…I do find that it’s more of a challenge for me to teach culture. That it takes 

more time. 

[Have you been in Israel?] 

For two months a long time ago and then six months last year. Which helped, 

definitely. Part of it, again, too, is a bit of personality. Things like grammar are so 

much more cut-and-dried, and it’s very much more straightforward. And when 

you get into culture it becomes a little more difficult. Right now, I’ve gotten a job 
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teaching Hebrew for the next two years, but when I started it was a big concern of 

mine, you know, am I going on to a job market that’s completely saturated with 

native speakers, and I’m the only nonnative, and does that put me at a 

disadvantage. … But I feel, having done this research, I feel a lot more confident. 

[And having got your position, also. [laughs]] 

Yes. [laughs] 

 

This exchange occurred in the final minutes of the final interview of this study. I 

was wrapping up the conversation when the participant, a native Arabic speaker, turned 

the tables on me. The issues that I raised here—teaching culture versus teaching 

grammar, spending time in a region in which the target language is spoken, and 

competing with native speakers for a limited number of teaching positions—allude to 

some of those expressed by the nonnative speaker participants in this study. The 

experiences of these participants have been, in many ways, my experiences as well. 

I came to Hebrew as an undergraduate, through the study of Judaism—one of 

many who inexplicably study the modern language with the goal of understanding the 

ancient one—and I continued studying it through a master’s degree and into a doctorate, 

with a shift in focus to foreign language pedagogy. I also came to Hebrew as a seasoned 

and successful language learner, having studied French for ten years growing up in 

Anglophone Canada and from there dabbling in Latin, Spanish, and German (since 

starting Hebrew, I have studied several years worth of Arabic as well). I like to study 

languages; it comes easily to me and I am good at it. 

Beneath this confidence as a student, though, lies a series of anxieties that helped 

form the impetus for this research. Could I ever become proficient enough? Spend 

enough time in Israel? Get a job teaching Hebrew when I would be competing with 
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native speakers? If I could get a job, could I be as good a teacher as a native speaker? 

What would it take to achieve all these things? Could anything be enough, or would I 

always fall just short of what a native speaker could do? 

Hebrew is the only language that I have ever really felt motivated to learn, for 

reasons that I have never understood, and it has also been the only language I have 

studied for which I see myself as an outsider. The process of reconciling these two 

competing feelings has not been easy, and may never be totally successful. Conducting 

this research has been an important step for me, as I have learned that the answers to my 

questions are even more complex than I first thought. I have learned to question who 

people are talking about when they talk about “native speakers.” I have come to accept 

that there are things that a “native” speaker will have an easier time with than I do, but I 

have also come to realize that the opposite is also true. I have come to understand that 

what I think about the situation matters, and that I should think of it not as a matter of 

competition with native speakers but rather one of cooperation and complementarity. 

Most importantly, I have learned that, while I may always have a lot to learn, I also have 

a lot to teach. 
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Chapter 2: Who is a native speaker, and Why does it matter? 

The language of native speakers serves as an often-unquestioned benchmark in 

second and foreign language education. Advertisements for jobs in language teaching 

unfailingly note that the successful candidate will have “native or near-native” 

proficiency, but without ever pausing a moment to explain just what is meant by either 

term or what will suffice as proof that a candidate fulfills that requirement. In this 

chapter, I first review the various criteria that have been considered in determining what 

exactly it means to be a “native speaker” of a language, among them birth, upbringing, 

education, and social acceptance. In the context of this discussion, I examine the figure of 

the native speaker as it relates to second and foreign language learning contexts. What 

role does the figure of the “native speaker” play for students and their teachers? Who do 

people believe makes a better language teacher, a native speaker or a nonnative? 

In the next section, I review some of the empirical research that has been done on 

issues related to native and nonnative speaker language teachers. This research has 

typically focused on students’ perceptions of their teachers and what they see to be the 

relative advantages and disadvantages of the native and nonnative speakers who are their 

language teachers. In the subsequent two sections, I review the relevant literature related 

to the definition, assessment, and alleviation of foreign language anxiety. From there, I 

consider the phenomenon of foreign language anxiety in particular as it relates to 

language teachers, both native and nonnative. Finally, I demonstrate the relevance of this 

combined research to the study at hand, leading into a detailed description of the study 

itself in Chapter 3. 
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2.1 DEFINING TERMS (OR, WHO IS A NATIVE SPEAKER?) 

‘Native speaker’ seems to me to be one of a large number of useful terms for 

talking about language as an institution; it is useful precisely because it isn’t too 

closely defined. 

(M.A.K. Halliday, quoted in Paikeday, 1985, p. 64) 

 

Much of the theoretical work on native speakership centers on the definition of 

native and nonnative speaker. Beginning with Paikeday’s seminal book, The Native 

Speaker is Dead! (1985), the native speaker construct has been viewed by this strand of 

research as “represent[ing] an ideal, a convenient fiction, or a shibboleth rather than a 

reality like Dick or Jane” (p. x). The book took the form of a Socratic-type dialogue 

among experts of various relevant fields—lexicography, linguistics, etc.—the purpose of 

which was to pin down a more precise definition of the native speaker. As the title 

indicates, Paikeday himself argued in particular that the native speaker does not exist at 

all, at least not in the sense used in linguistics, as “one who has an ‘insight’ into a 

specified language or enjoys an ‘intuitive’ sense of what is grammatical and 

ungrammatical in regard to its usage” (p. 13). He suggested instead two distinct 

categories for the definition of “native speaker.” The first is aligned with the popular 

meaning of the term and would include “a person who has a specified language as the 

mother tongue or first-learned language,” while the second removes the consideration of 

birth or upbringing and would include anyone “who is a competent speaker of a specified 

language and who uses it idiomatically” (pp. 9-10). 

Absent from both of these categories is a consideration of the social aspects of 

language (perhaps not surprising, given Paikeday’s focus on the native speaker as used in 

linguistics). Paul L. Garvin, a linguist and one of his interlocutors in the discussion, 

added this social dimension by defining the term “native speaker” as “a commonsense 
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notion indicating an individual whose command of the language is considered ‘native’ by 

the fellow members of his speech community—which again is a commonsense notion 

indicating a group of people who consider themselves ‘speakers’ of the same ‘language’” 

(Paikeday, 1985, p. 27). 

Kramsch (1997) echoed this sentiment, but argued that speech communities are 

far more exclusive than Garvin suggested and in fact exclude a great number of people 

who might consider themselves speakers of the same language. She argued that speech 

communities, much like the native speaker, are “largely fictional.” To her, the native 

speaker is an idealized figure who is “a canonically literate monolingual middle-class 

member of a largely fictional national community whose citizens share a belief in a 

common history and a common destiny” (p. 363). Rajagopalan (2005) expanded on the 

aspect of monolingualism in particular in arguing that “the native speaker—with all the 

attributes that are characteristically credited to this extremely powerful pedagogic 

totem—is simply non-existent in the world of lived reality” (p. 294).2 He argued that a 

native speaker can only remain so if they remain isolated from the contaminating 

influence of other languages and those who use them. 

In the same period that Paikeday (1985) was problematizing the definition of the 

native speaker, Kachru (1985) was approaching the problem from the perspective of 

World Englishes, the notion that there exist “multiple distinct and fluid (but mutually 

intelligible) dialects or strands of English adapted to the specific locale and usage of a 

given population” (Toker, 2012, p. 113). Kachru divided the globe into three concentric 

“circles” according to the use and position of English: the Inner, the Outer, and the 

                                                 
2 Rajagopalan (2005) used more colorful  and forceful language than most, also calling the native speaker 

“a chimera that can only exist in the fertile imagination of an ivory tower theoretical linguist” (p. 294) and 

“the true incarnation of the Noble Savage whose nobility is, ironically enough, predicated upon its very 

native savagery” (p. 295). 
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Expanding. The Inner circle consists of Great Britain, the United States, Canada, 

Australia, and New Zealand, “the traditional bases of English—the regions where it is the 

primary language.” (Kachru, 2006, p. 242). Regions in the Outer circle, including India, 

Singapore, and Nigeria, among many others, “have gone through periods of extended 

colonization, essentially by users of the inner circle varieties” (ibid.). English in the Outer 

circle “has an extended functional range in a variety of social, educational, 

administrative, and literary domains” (p. 243). The Expanding circle encompasses much 

of the rest of the world; English is significant in this circle as an international language. 

This conception of World Englishes complicates the question of who is and is not 

a native speaker of English, especially in terms of who is accepted as a member of the 

English speech community. Amin (2004) argued that English speakers from the Outer 

and Expanding circles who immigrate to countries in the Inner circle are considered 

nonnative speakers of English when they arrive. As evidence of this, she presented the 

experiences of non-White teachers of English as a Second Language in Canada, an Inner 

circle country, who had emigrated from countries in the Outer or Expanding circles. 

These teachers were teaching English to new immigrants and reported being repeatedly 

challenged and dismissed by these students because they themselves were immigrants 

and did not match the image that the students had in mind of a native English-speaking 

Canadian. Regardless of the relationship that these teachers had with English, their 

proficiency level, and how they identified themselves in terms of their native language, 

they were not accepted as members of the English speech community. 

While neither Arabic nor Hebrew is in the position globally that English is, the 

complexity that the existence of World Englishes adds to the native speaker question is 

relevant for any language, a complexity that will emerge later, for example, in the 

discussion of Arabic dialects.  
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Nativity, Proficiency, and the Language Learner 

For the linguist, the unicorn [i.e. the native speaker] not only exists but is also a 

much better animal than your average horse (i.e. any competent user of a 

language). 

(Paikeday, 1985, p. 7) 

Aside from the limited nature of Paikeday's definition, it also seems semantically 

illogical to include in the definition of “native speaker” someone who did not learn the 

language “natively,” i.e. from birth. Davies (2003) followed this (il)logic by suggesting 

that it is “possible though difficult” for a nonnative speaker to become a native speaker 

(p. 210). Less important here than the issue of semantics, though, is the fundamental 

acknowledgement that in the real world, for real people, nativity and proficiency do not 

necessarily go hand-in-hand. For those scholars who examined the native speaker in the 

context of second or foreign language learning (cf. Cook, 1999; Kramsch, 1997; 

Rampton, 1996), the focus shifted away from fighting to expand the definition of “native 

speaker.” Indeed, they typically acknowledged that it is impossible or even absurd to 

suggest that a nonnative speaker can become a native one.3 These scholars argued instead 

that nativity has been unjustifiably privileged over proficiency and attempted to provide 

alternatives to the model in which native speaker status is both privileged and 

unattainable for the second or foreign language (L2) learner. 

Rampton (1996) argued for essentially the same categories that Paikeday put 

forward, one based on nativity and the other on proficiency, but without defining both 

types of person as native speakers. Where Paikeday defined his second category of 

person in terms of competence, Rampton spoke of expertise.  Sidestepping the debate 

over who can and cannot be called a “native speaker,” this model attempted to solve the 

                                                 
3 “Asserting that ‘adults usually fail to become native speakers’ (Felix, 1987, p. 140) is like saying that 

ducks fail to become swans: Adults could never become native speakers without being reborn.” (Cook, 

1999, p. 187) 
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problem of using “native-speaker competence…to set targets and define proficiency, [as 

a result of which] the learner is left playing a game in which the goal-posts are being 

perpetually moved by people they cannot often challenge” (Rampton, 1996, p. 19). By 

speaking instead of “expertise,” all language users, whether native or nonnative, can be 

judged according to the same (attainable) criteria; as Rampton put it, his model “shifts the 

emphasis from ‘who you are’ to ‘what you know’” (ibid.). 

 

Kramsch (1997) was more extreme in this endeavor. In place of what she 

considered the fictional monolithic conception of the native speaker described above, 

Kramsch seemed to consider the nonnative speaker as the more powerful of the two, 

based on the nonnative’s ability to move fluidly between his or her various languages. 

More than just elevating the nonnative speaker to a position of privilege in relation to the 

native speaker, though, Kramsch argued for the privilege of the multilingual speaker over 

the monolingual one. It is the multilingual person who occupies the identities of both 

native and nonnative speaker and is able to take advantage of this fluidity. 

This fluidity has become even more commonplace as we find ourselves in an age 

of globalization and ubiquitous social media use, in which “native and non-native 

speakers...code-switch from one language to another, imitate foreign accents, play with 

hybrid forms on the internet, thrive on intertextuality and interdiscursivity, and mix 

genres, styles and registers” (Kramsch, 2012, p. 184). It has become the challenge of 

language teachers to teach in such a way that reflects this reality of language use, 

providing models of these multilingual speakers rather than the traditional native speaker 

model. 

Cook (1999) argued, like Rampton (1996), for a realignment of the goals set for 

learners. The current dominant practice then, and sometimes even now—measuring 
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foreign language proficiency against the often undefined standard of the “native 

speaker”—sets up learners to be “deficient native speakers” (p. 185) and to think of 

themselves as such. As an alternative to this, Cook emphasized the “multicompetence” of 

L2 learners: their “knowledge of more than one language, free from evaluation against an 

outside [i.e. native speaker] standard” (p. 190). He went on to suggest a number of 

practical ways in which language teachers can encourage their students to value and 

strive for multicompetence over “native-like” proficiency. These suggestions largely 

involved the conscious use of textbooks, media, and other resources that include 

examples of nonnative speakers as models of L2 users, rather than those that use native 

speakers exclusively. A teacher who is a nonnative speaker can also serve as such a 

model of an L2 user, a factor that I will revisit throughout this dissertation. 

 

In contrast to these challenges to the native speaker construct, Medgyes’ (1992) 

accepted the assertion that the native speaker, because he or she is a native speaker, has 

access to a level of language proficiency that is simply inaccessible to the nonnative 

speaker. He argued that native speakers of English, solely by virtue of being native 

speakers, have an advantage that is “so substantial that it cannot be outweighed by other 

factors prevalent in the learning situation, whether it be motivation, aptitude, 

perseverance, experience, education, or anything else. In other words, for all their efforts, 

non-native speakers can never achieve the native speaker's competence” (p. 34). 

When discussing nonnative speaker teachers specifically, however, Medgyes 

ascribed them six assets, based on their experience as L2 learners, that could serve as a 

counterbalance to this native advantage: (a) they can serve as models to their students of 

someone who achieved a high level of target language proficiency; (b) they are more 

effective at teaching learning strategies; (c) they can provide learners with more 
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information about the target language; (d) they are better able to anticipate language 

difficulties; (e) they can be more empathetic to the needs and problems of their learners; 

and (f), in a monolingual setting, they benefit from sharing a first language with their 

students (1992, p. 39). While the first and last of these—serving as a model of a 

successful learner, and sharing a first language (L1) with their students—are in fact assets 

unique to nonnative speaker language teachers, the others, I would argue, can be acquired 

by any language user with training and experience in teaching a second or foreign 

language. 

 

2.2 BELIEFS ABOUT NATIVE- AND NONNATIVE-SPEAKING LANGUAGE TEACHERS 

Medgyes’ (1992) formulation of the relative advantages of native- and nonnative-

speaking teachers provides a useful framework through which we can consider some of 

the results commonly yielded by recent empirical research in this area. Like Medgyes, 

this research has reinforced the distinction between native and nonnative speakers, and 

has focused on student and teacher beliefs about language teachers according to these 

categories. Though the focus of the current study is on the beliefs held by language 

teachers, the literature regarding student beliefs about their native and nonnative 

language teachers may serve as a guide for predicting and framing teacher beliefs, as well 

as for contextualizing potential nonnative teacher anxiety. 

Hertel and Sunderman (2009) found that college-level learners believed native 

speakers of Spanish to be superior teachers to nonnatives in several respects: knowledge 

of vocabulary, pronunciation, and culture; the ability to teach pronunciation and culture; 

and their (the students) ability to actually learn pronunciation and culture from them. At 

the same time, however, native teachers in foreign language contexts (e.g., native English 
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speakers teaching English in Chinese universities) have encountered conflicts with their 

students because of their perceived lack of understanding of the students’ culture (Rao, 

2010; cf. also Yin Ling & Braine, 2007). 

Conversely, students at a variety of instruction levels, from kindergarten to 

college, see nonnative speakers to be superior with regard to their grammatical 

knowledge and are preferred for the empathy and understanding that they are perceived 

to have. In the case of both areas, nonnative teachers are seen to possess these advantages 

because they themselves went through the process of learning the language they are 

teaching (Hertel & Sunderman, 2009; Lia D Kamhi-Stein et al., 2004; Todd & 

Pojanapunya, 2009). Kamhi-Stein et al. (2004) noted the additional belief that nonnative 

teachers can serve as role models for successful language learning, supporting the claims 

make by Cook (1999) and Medgyes (1992). 

Studies of the beliefs of native and nonnative language teachers themselves are 

rather less common. In one study of native- and nonnative-speaking English teachers in 

Israeli primary and secondary schools, Inbar-Lourie (2004) found that the native English 

speakers reported higher levels of confidence using the target language (English) in the 

classroom, as well as teaching about the target culture. The nonnative speakers, 

meanwhile, reported higher levels of confidence using the students’ native language 

(Hebrew), a closer relationship with their students, and a greater understanding of the 

local context. Nonnative teachers in this study were also significantly more likely to be of 

the opinion that nativeness or nonnativeness in a language is irrelevant to an instructor’s 

ability to teach that language, whereas a significant number of native teachers reported a 

belief in the superiority of native instructors. Lastly, a significant number of teachers in 

this study reported that they thought students and their parents would prefer a teacher 
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from within their own group; i.e., native speakers thought that native speakers would be 

preferred, and nonnative speakers thought that nonnative speakers would be preferred. 

 

2.3 FOREIGN LANGUAGE ANXIETY AND LANGUAGE TEACHERS (OR, WHY IT MATTERS) 

Conceptualizing Foreign Language Anxiety 

With the emergence in the 1970s of research on forms of anxiety related to second 

and foreign language acquisition also came a disorganized sense of what, exactly, 

researchers were referring to when using the term ‘anxiety.’ One early conception was 

the contrasting pair of facilitating (positive) anxiety and debilitating (negative) anxiety. 

Scovel (1978) couched his description of these types of anxiety in physiological terms: 

the “fight or flight” reflex of the autonomic nervous system. In his words, the successful 

execution of a task like speaking in the target language “depends on enough anxiety to 

arouse the neuromuscular system to optimal levels of performance”—i.e., facilitating 

anxiety—“but, at the same time, not so much that the complex neuromuscular systems 

underlying these skills are disrupted”—i.e., debilitating anxiety (Scovel, 1991, p. 22). 

Kleinmann (1977) focused particularly on the negative aspect of anxiety, the “flight” 

reflex, manifested in students’ avoidance behavior in target language learning situations, 

for example, not speaking as often in class or avoiding certain particularly difficult 

syntactic structures. 

More prominent in the research on foreign language anxiety are the categories of 

trait, state, and situation-specific anxiety. The first type, trait anxiety, is considered a 

persistent element of someone’s personality, a characteristic that is “stable over time and 

applicable to a wide range of situations”(Horwitz, Tallon, & Luo, 2010, p. 96). State 

anxiety, on the other hand, is neither of these, but rather is inconsistently manifested as 
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fleeting periods of nervousness. The last type, situation-specific anxiety, serves as a 

middle ground of sorts; it is characterized as a stable element of someone’s personality, 

like trait anxiety, but true to its name is manifested in only certain situations. Foreign 

language anxiety is typically located in this last category, though it can share some of the 

characteristics of state anxiety as well. In MacIntyre’s (1999) words, “The usefulness of 

discussing trait and situation-specific anxieties is to predict who will most likely 

experience state anxiety” (p. 29). In their foundational article on foreign language 

anxiety, Horwitz, Horwitz, and Cope (1986) situated foreign language anxiety in relation 

to three other situation-specific anxieties: (a) communication apprehension, (b) fear of 

negative evaluation, and (c) test anxiety. 

Despite its theoretical relationship to these three situation-specific anxieties, it is 

possible to argue that foreign language anxiety is a distinct type of anxiety; Horwitz et al. 

(1986) and Horwitz (1986) established its uniqueness both empirically and theoretically. 

In an investigation into the potential correlations between foreign language anxiety and 

the three other situation-specific anxieties just mentioned, along with trait anxiety, 

Horwitz (1986) found non-significant correlations between the first two, communication 

apprehension and fear of negative evaluation, and only small to moderate significantly 

positive correlations with test anxiety and trait anxiety. Based on these results, Horwitz 

concluded that foreign language anxiety, while related to test and trait anxiety to a certain 

extent, is its own distinct form of situation-specific anxiety. 

On a theoretical level, Horwitz et al. (1986) highlighted the perceived threat to the 

self-concept of a foreign language learner. Foreign language learning is distinct from 

other fields of study in that it takes a function that many people are accustomed to 

performing with relative ease—communicating with others and with the world—and 

removes their ability to do it. Davies (2003), in the larger context of his exploration of the 
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contours of the “native” speaker, described this same issue as one of security and control. 

A person, in their native language, begins in a position of insecurity and relative lack of 

control, i.e. infancy, and becomes more secure and gains more control as they progress in 

the language. When that person begins to learn a new language, they move in the reverse 

direction, losing that sense of security and control, in the new language at least.4 

 

Assessing Foreign Language Anxiety 

Horwitz et al.’s (1986) article and the accompanying Foreign Language 

Classroom Anxiety Scale (FLCAS; Horwitz, 1986)—an instrument for the measure of 

foreign language classroom anxiety—have formed both the theoretical and empirical 

bases for research on foreign language anxiety over the past 30 years. Prior to the 

development of the FLCAS, no dedicated instrument for the assessment of foreign 

language anxiety existed. Gardner, Clément, Smythe, and Smythe (1979), as part of a 

larger battery of tests to assess students’ foreign language attitudes and motivation, 

developed five test items intended to address the issue of foreign language anxiety, 

though it was not their primary purpose. Since it was originally validated, the FLCAS has 

remained the industry standard, providing the basis for adapted forms intended to 

measure anxiety in students of other languages (the FLCAS was originally piloted with 

college-level Spanish students), including Japanese (Aida, 1994) and Arabic (Elkhafaifi, 

2005). Furthermore, two skill-specific instruments have been developed in relation to the 

FLCAS: the Foreign Language Reading Anxiety Scale (FLRAS; Saito, Horwitz, & 

Garza, 1999) and the Foreign Language Listening Anxiety Scale (FLLAS; Elkhafaifi, 

                                                 
4 cf. also Bárdos (1984) who described the plight of adult L2 learners who fear “‘psychic death’ in the 

foreign language class as they feel they are losing the ego established with so much pain during their lives” 

(p. 116). 
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2005). Both of these specialized instruments show foreign language reading and listening 

anxiety, respectively, to be related to, but distinct from, general foreign language anxiety. 

Lastly, Horwitz (2007) developed the Teacher Foreign Language Anxiety Scale 

(TFLAS), an instrument intended to measure foreign language anxiety in nonnative 

language teachers, based on the FLCAS and on her theoretical work on nonnative speaker 

teacher anxiety (Horwitz, 1996). 

 

Possible Sources of and Solutions to Foreign Language Anxiety 

The questions of identifying potential sources of and solutions to foreign language 

anxiety are essentially the same; it would be rather difficult to find an appropriate and 

effective solution to a problem without first considering what might have caused it. One 

aspect of foreign language anxiety as conceptualized by Horwitz et al. (1986) that will be 

particularly salient going forward is the attribution of foreign language anxiety in adult 

learners to an underlying conflict in the learner’s ego, described above. In a later article, 

Horwitz (2000) suggested that “few people can appear equally intelligent, sensitive, 

witty, and so on when speaking a second language as when speaking their first” (p. 258). 

This precise sentiment was expressed by a participant in Tóth’s (2009) study of foreign 

language anxiety in advanced English-language learners in Hungary: “if you don’t know 

something, it gives the impression that you can’t speak, can’t express yourself, and this is 

a very awkward feeling, as if you were stupid” (p. 233, emphasis added). This conflict 

can lead to the sort of cyclical pattern described by MacIntyre (1995), in which a 

student’s feelings of anxiety lead to worry, dividing his or her attention and thereby 

reducing his or her cognitive function, which in turn leads to poor performance, leading 

finally back again to anxiety, and so on. 
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In a similar vein, Bernat (2008) connected the plight of nonnative speaker 

teachers (NNSTs) to the phenomenon of “impostor syndrome,” in which a person suffers 

from “a sense of personal inauthenticity in individuals who evidence achievement” (p. 1). 

She argued for a special “‘NNST Impostorhood’, where the feelings of inauthenticity or 

fraudulence...are related to feelings of inadequacy in the role of a language teacher or 

‘language expert’ of one’s non-native tongue” (ibid.). 

 

Based on a systematic review of the foreign language anxiety literature, Young 

(1991) laid out six potential causes of language anxiety in learners. The first of these, 

personal and interpersonal anxieties, seems to be the appropriate category for the issue of 

self-concept just described, along with two of the other types of anxiety described by 

Horwitz et al. (1986) as related to foreign language anxiety: communication apprehension 

and fear of negative evaluation. This category also includes factors like low self-esteem 

and competitiveness, both of which can involve comparing oneself and one’s 

performance or progress to that of others. Young divided this category into two sections: 

social anxiety and existential anxiety. The first section includes those factors already 

discussed, along with things like stage fright and shyness, while the second addresses 

issues related to the close connection of language and identity and the conflicts that can 

arise when one is learning a new language and, potentially, acquiring a new identity (cf. 

Lave & Wenger, 1991). 

The next two categories that Young described are similar, the first concerning 

learner beliefs about language learning, and the second concerning instructor beliefs 

about language teaching. In both cases, anxiety can occur when there is a conflict 

between expectation and reality. If the learner has unrealistic expectations about what he 

or she will be able to accomplish (and how quickly), it can easily lead to frustration and 
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anxiety. Similarly, if there is a conflict between what students and teachers believe to be 

“good” teaching practice, it can have the same result. One example of potentially teacher-

caused anxiety is also described by Horwitz (2010); as a result of early research on 

facilitating anxiety (cf. Kleinmann, 1977; Scovel, 1978), some teachers believe that 

“language students must be made a little anxious so that they will work harder” (p. 156). 

Young also suggested that some teachers may avoid the potentially anxiety-reducing 

practices that accompany a student-centered approach to teaching, like pair- and group-

work, out of a belief in a teacher-fronted approach that emphasizes teacher authority and 

teacher-talk. 

Young connected these two categories with a third, identifying teacher-student 

interactions as a source of anxiety for students. Her primary focus in this section was the 

issue of making errors in the classroom. Students often report feeling anxious when they 

make mistakes in front of their peers, especially if the teacher’s approach to error 

correction is particularly harsh or the students feel shamed by the manner of correction. 

The final two categories, classroom procedures and language testing, are relatively self-

explanatory. The first typically concerns anxiety stemming from public speaking; 

students report higher levels of anxiety in classes where they are often singled out to 

speak in front of all of their classmates or are required to present or perform in from of 

their classmates. The last category, language testing, was also mentioned by Horwitz et 

al. (1986) as a type of anxiety related to their foreign language anxiety construct. This is 

especially the case if there are conflicts, as mentioned above, between students’ 

expectations and what teachers are testing and how. 

Much of the discussion in Young (1991) regarding the steps that teachers could 

take to try to reduce their students’ anxiety revolved around the premise that “Knowledge 

is power.” According to this line of thinking, it can be useful for teachers to help their 
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students develop an awareness of their own levels of foreign language anxiety and the 

types of tasks and situations that may trigger it. This includes discussion of the six 

categories just described, in particular helping the students develop more realistic 

expectations for their language learning and a sense of community in the classroom. 

Through explicit discussions about foreign language anxiety, anxious students will 

discover that they are not alone in their feelings of anxiety. Explicit strategy instruction, 

such as that described by Oxford (1990), that includes strategies specific to language 

learning may help students learn how to deal with anxiety-provoking situations in the 

classroom (and outside it). 

 

Nonnative Speakers as Advanced Language Learners 

Much of the research into foreign language anxiety, beginning with Horwitz et al. 

(1986), has studied foreign language learning at the earlier levels. Compared to this, 

relatively little of the literature investigates the anxiety reactions of learners at more 

advanced levels. What studies there are on advanced learners paint a contradictory 

picture; some studies found that beginning learners were more anxious than advanced 

learners (Gardner, Lalonde, & Pierson, 1983; Gardner, Smythe, & Brunet, 1977), others 

found the opposite (Cheng, 2002; Kitano, 2001; Saito & Samimy, 1996), and still another 

found no significant difference between the two groups (Onwuegbuzie, Bailey, & Daley, 

1999). A more recent study of advanced learners at a Hungarian university found that 

more English majors displayed higher levels of anxiety than non-English majors at the 

same institution, despite having studied English for a longer period of time and having 

demonstrated enough motivation to major in English (Tóth, 2009). In her analysis of 

these results, Tóth noted that many of the English-major participants themselves 
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attributed their anxiety to the very fact that they were English majors; because it was their 

primary field of study, they felt that more was expected of them. 

Like the English majors in Tóth’s study, it is possible to argue that more is 

expected of nonnative language teachers—as highly advanced language learners—than is 

expected of learners at earlier levels. These higher expectations, among other things, may 

be a source of foreign language anxiety for some nonnative teachers, though perhaps not 

for the same reasons as for beginning learners (cf. Horwitz, 1996). Indeed, many of the 

issues that have been discussed here are not directly relevant to the nonnative teacher. 

Most of the items on Young’s (1991) list of potential sources of foreign language anxiety 

no longer apply, at least not in the same way as they do for learners at earlier stages. The 

main shift is in the population about which the list was created; rather than considering 

learner beliefs, teacher beliefs, and teacher-learner interactions from the perspective of 

the student, we can do so from that of the teacher. With regard to student beliefs, for 

example, what might be the effect on the self-confidence of nonnative-speaking language 

teachers who are aware that many students, perhaps even some of their own, often 

express an explicit preference for native-speaking teachers (Amin, 1997)? 

For those who support the general consensus that foreign language learners can 

never become “native” speakers of the language they are learning (cf. Cook, 1999; 

Horwitz, 1996; Medgyes, 1992, 1994; in opposition to Davies, 2003; Paikeday, 1985)—

and that the best that one can ever do is to become “near-native” or “pseudo-native” 

(Medgyes, 1994), both themselves poorly defined terms—it is not surprising that foreign 

language anxiety could persist or even appear for the first time in foreign language 

learners at highly advanced levels of the language. Horwitz (1996) identified the 

idealization of the native speaker and “native-like” fluency as a possible source of 

anxiety for nonnative teachers, suggesting that “language teachers who pursue an 
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idealized level of proficiency are likely to experience anxiety over their own levels of 

competency no matter how accomplished they are as second language speakers” (p. 367, 

emphasis added). 

Other scholars, while writing about the issues that arise around native and 

nonnative language teachers, have brought up the problem of the anxiety and insecurity 

that is often felt by nonnative language teachers, though anxiety itself was not the focus 

of their research. Llurda and Huguet (2003), in discussing the beliefs of nonnative-

speaking (NNS) teachers of English as a foreign language (EFL) in Spain, noted the 

tendency of teachers at the primary and secondary levels to idealize native speaking (NS) 

teachers and suggested that “NNS teachers who prefer NSs over NNSs must suffer from 

insecurity and a feeling of inferiority complex vis-à-vis NSs” (p. 229). Medgyes 

(Medgyes, 1994, 1996) as well, despite the advantages he ascribed to nonnative-speaking 

teachers (see above), suggested that they are “hampered most of all by a state of constant 

stress and insecurity caused by inadequate knowledge of the language they are paid to 

teach” (1996, p. 40). Though this does not conform to the usual definition of foreign 

language anxiety as something that “is not the result of a rational analysis of one’s actual 

target language abilities” (Horwitz, 1996, p. 367), Medgyes did allow for the possibility 

that this anxiety “may be unfounded in some cases, but it hurts none the less” (Medgyes, 

1996, p. 40). 

There have been only a handful of studies for which the focus was to examine 

teacher foreign language anxiety itself. Rajagopalan (2005) described the efforts of a 

large, private English language institution in Brazil to address the anxieties of its 

nonnative English-speaking faculty in “expressing themselves freely in English...in the 

presence of ‘native speakers’” (p. 291); they were afraid of making mistakes, despite 

their high level of proficiency in English. Though the project was only in its preliminary 
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stages at the time, Rajagopalan made several recommendations for the reduction of these 

anxieties and the improvement of these teachers’ self-confidence. First and foremost 

among them was the need to “re-educate” or “re-program” these teachers (and future 

nonnative English-speaking teachers) to encourage them to question their idealization of 

native speakers on the way to convincing them “of the important contribution they can 

make to the teaching enterprise based on the often vastly superior linguistic experiences 

they have been through” (p. 293).  

Because of the relative newness of Horwitz’s (2007) Teacher Foreign Language 

Anxiety Scale (TFLAS), there is a shortage of empirical studies applying it to different 

contexts. Machida (2011) examined the foreign language anxiety of Japanese elementary 

school teachers teaching English as a foreign language (EFL) and found that more than 

three-quarters of the participants experienced medium or high levels of anxiety based on 

their overall calculated anxiety score on the TFLAS.5 Like the nonnative speaker teachers 

in Rajagopalan’s (2005) study, these teachers were concerned with making mistakes and 

the consequences of those mistakes, especially in front of their native English-speaking 

TAs, on their perceived authority to teach. Machida identified teaching experience and 

formal training as the two main factors most effective in reducing these teachers’ foreign 

language anxiety. 

 

Foreign Language Anxiety and Native Speakers Teachers 

Though the literature is missing a sustained discussion on native speaker teacher 

language anxiety, it is possible to draw certain conclusions from related literature on both 

foreign language anxiety literature and the native/nonnative speaker issue generally. As I 

                                                 
5 “Medium” anxiety was defined as a score between 3.00-3.99 and “high” anxiety was defined as between 

4.00-5.00 (Machida, 2011, p. 75). 
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described in the preceding sections, native language proficiency is considered by most to 

represent an unattainable standard for L2 learners. Nonnative speaker teachers who 

nevertheless insist on pursuing this goal set themselves—and potentially their students—

up for failure, which can understandably lead to foreign language anxiety. If we accept 

Medgyes’ (1992) position as stated above, nonnative speaker teachers also possess 

certain attributes by virtue of having learned the target language as a foreign language, 

and these are therefore unattainable for native speakers. It is certainly conceivable that 

there are native speaker teachers who are aware of these deficiencies and who may, as a 

result, feel that they can never relate to their students as well as a nonnative speaker 

teacher might and develop anxiety of their own relating to their teaching. 

 

Strategies for Avoiding and Alleviating Foreign Language Anxiety in Teachers 

The project of empowering NNSTs is a long term one and no one in their right 

senses should expect any concrete results to show up overnight. 

(Rajagopalan, 2005, p. 299) 

 

A few of the studies that I have presented thus far on the plight of nonnative 

speaker language teachers vis-à-vis native speaker language teachers have discussed not 

only the negative effects of native speaker privilege in these contexts, but also the ways 

in which these negative effects may be counteracted and prevented for the future (Amin, 

2004; Cook, 1999; Rajagopalan, 2005). Cook (1999) focused his suggestions on the steps 

that any foreign language teacher, regardless of native language, can take to elevate 

“multicompetence” over native speakership in their classrooms: 

1. Set goals appropriate to L2 users 

2. Include L2 user situations and roles 
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3. Use teaching methods that acknowledge the students’ L1 

4. Base teaching on descriptions of L2 users 

Each of these steps is aimed at the empowerment of L2 users, even in the 

terminology; referring to them as “L2 users” rather than “nonnative speakers” removes 

the native speaker from the conversation and allows language learners to think of 

themselves on their own terms.6 The goal of empowerment—specifically, “a pedagogy of 

empowerment”—is explicitly named by both Amin (2004) and Rajagopalan (2005) in 

their recommendations for nonnative speaker teachers. Rajagopalan, in fact, referenced 

Cook in his argument for the re-education of nonnative speaker teachers. He applied 

Cook’s conception of multicompetence to nonnative speaker teachers, arguing first that it 

can benefit the teachers themselves and second that these teachers can then serve as 

agents of change in their classrooms in the ways that Cook proposed. 

Amin (2004), too, located the solution to the problem of nonnative speaker 

teacher anxiety in these two senses of empowerment: the teachers empowering first 

themselves and then their students through a pedagogy of empowerment. Her 

enumeration of these steps echoed Medgyes’ (1992) list of assets, but presented them 

through the lens of disruption and rejection of the native speaker model; Medgyes, for his 

part, accepted the supposed superiority of native speaker linguistic and cultural 

proficiency. For the first step, Amin saw the identity of “nonnative speaker” to itself be a 

source of strength for her nonnative participants. She argued that nonnative speaker 

teachers can “build community” with their students on the basis of their shared 

                                                 
6 While I support wholeheartedly Cook’s advocacy for an alternative to the term “nonnative speaker,” I 

persist in using the terms “native speaker” and “nonnative speaker” out of a belief that these problematic 

terms are unfortunately those most commonly used in popular, non-academic discussion of this topic. 

While I continue to search for suitable alternatives (“L2 user”, for example, seems to me unsuitable 

because it cannot account for those language users who have more than just an L1 or L2, but may in fact 

have many more), I will use these terms in an attempt to make this research more accessible to a wider 

audience.    
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experiences and in some cases shared cultures. Next, she argued that a nonnative speaker 

teacher can “disrupt native speaker myths of birth, intuition” by being a model for their 

students of someone who has, in fact, achieved a high level of proficiency in the L2. 

Similar to Cook’s (1999) suggestion, the participants in Amin’s study “use anti-racist 

materials,” typically ones they have created themselves, in order to provide alternative 

models of English accents. The last element of this first step is the effort to “prepare 

effective lessons.” While this is, on its face, something that would be considered a 

practice of any effective teacher, Amin presented the efforts of the teachers in her study 

as something above and beyond the base level of preparation necessary and tied it to their 

need to overcome the negative perception of nonnative speaker teachers. 

By doing all of these things, Amin argued that the participants in her study were 

also operating through a pedagogy of empowerment. That is, by taking all of these steps 

to that served to disrupt the privilege of the native speaker in language teaching, they 

were providing their students new models of language learning and use. 

 

2.4 CONNECTION TO THE CURRENT STUDY 

The issues discussed here form the basis for a study that I have conducted to 

investigate the beliefs of foreign language teachers regarding native and nonnative 

speaker language teachers. I investigate, in particular, whether and how much foreign 

language anxiety is experienced by nonnative speaker language teachers and the 

possibility that such anxiety is related to the privileged position afforded to the native 

speaker in second and foreign language education. In doing so, I attempt to fill some gaps 

in a body of research that typically has focused either on students’ beliefs or on the 

experiences of teachers of English as a second or foreign language. In the process, I 
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identify several strategies employed by the participants to avoid or alleviate foreign 

language anxiety—both as it relates to issues of proficiency or expertise and also as it 

relates to issues of self-concept.    
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Chapter 3: Methodology 

The primary goal of this study is to examine the beliefs of foreign language 

teachers regarding the relative positions of  native and nonnative speakers in foreign and 

second language education. In particular, I am concerned with the idealization of the 

native speaker in this context and the potential foreign language anxiety that may occur in 

nonnative-speaking language teachers if they internalize this idealization. I attempt to 

address these issues by focusing on three specific research questions: 

1. What do teachers of Arabic and Hebrew believe regarding the relative 

advantages and disadvantages of native and nonnative language teachers? 

2. What do teachers of Arabic and Hebrew believe regarding their own status as 

native or nonnative speakers, and its relevance to their teaching? 

3. What are the relationships among these beliefs and the affective state of 

nonnative language teachers in this setting? 

In this chapter, I describe the parameters of the study in terms of the research site, 

the participants, and the data collection methods, and provide basic descriptive statistics 

about the participants. This chapter lays the groundwork for an in-depth discussion of the 

results of the study and their implications in Chapters 4 and 5. 

 

3.1 RESEARCH SITE AND PARTICIPANTS 

The participants in this study were drawn from faculty members, graduate student 

assistant instructors (AIs), and teaching assistants (TAs)7 of Arabic and Hebrew language 

                                                 
7 An assistant instructor is a graduate student who is the lead instructor of a class; a teaching assistant is 

usually a graduate student as well, but typically has a more secondary role in the classroom. 
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and content courses8 within the department of Middle Eastern Studies at the University of 

Texas at Austin, a large public research university in the southwest United States, who 

were teaching at any point between the Spring semester of 2011 and the Spring semester 

of 2013. Potential participants were selected based on faculty listings on the department's 

website and on a list of AIs and TAs provided to me by the department, and were 

recruited via e-mail. Participants were sought regardless of their language background 

(i.e. whether they consider themselves to be native, nonnative, or multilingual speakers of 

the language they teach), though the primary focus of the third research question is on the 

nonnative participant. 

Of the thirty-six Arabic and Hebrew faculty members, assistant instructors, and 

teaching assistants who received the recruitment e-mail, twenty-nine took part in the 

study from its inception in Spring 2011 through its conclusion in Spring 2013. Of these 

twenty-nine, thirteen self-identified as native or bilingual speakers of the language they 

teach (8 in Arabic and 5 in Hebrew), while the remaining sixteen identified as native or 

multilingual speakers of other languages (primarily English).9 Twenty-one of the 

participants were active in Arabic language classes at some point in that period—seven 

faculty members, eight AIs, three TAs, and three people who began as TAs and were 

promoted to AI positions over time. Eight participants were active in Hebrew classes, 

either language- or content-focused, at some point in that period—five instructors, one 

TA, and two people who began as TAs and were later promoted to AI positions.10 

                                                 
8 A language course is one in which the primary focus is on learning the language (e.g., Elementary Arabic, 

Intermediate Hebrew, etc.), whereas a content course is defined here as one focused on a particular subject 

related to the target language or culture (e.g., modern Arabic literature, medieval Hebrew poetry, etc.). 
9 I am using “bilingual” and “multilingual” here to refer specifically to those who identified themselves as 

native speakers of more than one language. In a stricter sense, though, all of the participants could be called 

multilingual, in that they all know and regularly use more than one language, at varying levels of 

proficiency. For the purposes of this study, any participant who identified either Arabic or Hebrew as one 

of their native languages was considered a native speaker. 
10 See Appendix A for a breakdown of participants’ native language by instructional role. 
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Native Language N % 

Arabic 7 24.14 

Hebrew 3 10.34 

English 11 37.93 

Other monolingual 2 6.90 

Multiple 6 20.69 

TOTAL 29 100 

Table 3.1: Breakdown of participants by self-identified native language. 

 

Title/Instructional Role Language Taught N % 

Faculty Arabic 

Hebrew 

TOTAL 

7 

5 

12 

 

 

41.38 

Assistant Instructor Arabic 

Hebrew 

TOTAL 

8 

0 

8 

 

 

27.59 

Teaching Assistant Arabic 

Hebrew 

TOTAL 

7 

3 

1011 

 

 

31.03 

Table 3.2: Breakdown of participants by title/instructional role. 

In addition to laying out these raw numbers, it is important to note that the 

participants for this research were my colleagues and teachers. I was a teaching assistant 

                                                 
11 One participant has served as a teaching assistant for both Arabic and Hebrew classes, and since they 

provided responses based on their experiences in each role, they are represented here in both the Arabic and 

Hebrew rows. The actual total number of TAs participating in the study was nine.  
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when this study began and an assistant instructor when it ended, in both cases for Modern 

Hebrew language classes. Amongst these teachers and TAs, I found myself in the 

position of both insider and outsider. With respect to our chosen profession, we share 

common ground and common experiences. In other respects, however, we diverge in a 

myriad of ways. Some of my participants are immigrants from the Middle East or 

elsewhere; others have lived in the United States all their lives. There are different 

teaching styles, family backgrounds, research interests, and political beliefs, to name just 

a few. 

The participants in this study are members of a university department that has as 

one of its goals the education and training of future language teachers, not only of Arabic 

and Hebrew but also of other languages that are used in the Middle East. As a graduate 

student in this department I have been, in relation to the participants, student, TA, and 

peer, with the explicit aim of helping me one day become a colleague on equal footing. It 

is my hope that this level of familiarity allowed the participants in this study to feel more 

at ease in their responses. 

At the same time, it is possible that despite assurances of anonymity, some 

participants would have felt inhibited by the knowledge that the explicit endpoint of the 

research could involve a written and oral accounting of some of their responses to their 

teachers, colleagues, and supervisors (i.e. this dissertation committee). In light of this and 

in accordance with IRB guidelines, I have taken precautions to record and store 

participant data securely. Every participant, upon their consent to participate in the study, 

was assigned a number that was subsequently used to identify and connect their detailed 

questionnaire and interview transcript. The master list linking each participant to their 

assigned number is stored in a password-protected file accessible only by me. Taking this 

step also allowed me, to some extent, to provide myself some distance from the 
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participants’ responses, in hopes of being able to analyze the data with a certain amount 

of objectivity. I have also made every effort to present this data in such a way as to be 

meaningful while still ensuring the anonymity of the participants to the greatest extent 

possible. As a part of this effort, I have altered the pronouns used as I report data from 

specific participants; I use, in rotating sequence, they/their/theirs, he/him/his, and 

she/her/hers, with no correlation with the participants’ actual gender identity.12 

 

3.2 CONTEXT 

Arabic and Hebrew 

Despite the close historical, linguistic, and cultural relationship between the 

Arabic and Hebrew languages, their relative status in the world today and in modern 

language teaching is quite different. Arabic, without considering dialectical differences, 

is an official language in 25 countries across the Middle East and North Africa (Central 

Intelligence Agency, 2013); Hebrew is an official language in only one, Israel. Following 

the dramatic increase in the prominence of Arabic since the terrorist attacks on the United 

States on September 11, 2001 and the subsequent U.S.-led war in Iraq, the number of 

students enrolled in Arabic language classes at the undergraduate level in the U.S. 

increased by 126.5% from 2002-2006 and an additional 46.3% from 2006-2009 (Furman, 

Goldberg, & Lusi, 2010). The enrollment numbers for Modern Hebrew for the same two 

periods are markedly different; there was a slight increase of 11.5% between 2002-2006, 

but then a decrease of 14.2% in the 2006-2009 period. 

                                                 
12 Owing to the complexity of sex, gender, and gender identity and to the fact that none of these 

characteristics has appeared relevant in the literature on native and nonnative speaker teachers, I did not ask 

participants to report this data. 
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Arabic is one of thirteen languages designated by the U.S. Department of States 

as “critical languages,” meaning that “the national need for trained speakers in those 

languages exceeds the number of bilingual speakers available” (“Critical Languages,” 

2013). As such, there is a great deal of governmental and institutional support available 

for those who are interested in studying Arabic (and which likely draws a number of 

people who would not otherwise be interested). Hebrew, however, is not one of these 

thirteen, and as such has relatively less pull in these respects. 

Given the significant increase in the number of students of Arabic in the United 

States in the past ten years, it seems reasonable to suppose that the population of Arabic 

users in the United States has a rather higher proportion of nonnative speakers now than 

in the past. In this respect, the status of Arabic in the United States may mirror that of 

English in the world, though on a smaller scale; that is, according to Crystal (2003), 

nonnative speakers of English outnumber native speakers roughly three-to-one. From the 

increase in the number of nonnative speakers, it seems reasonable to conclude further that 

there is a relatively higher proportion of nonnative teachers in Arabic (and English) 

instruction than in languages for which this is not the case. Hebrew, in fact, can serve as a 

counterpoint; with the decrease in U.S. enrollments, it would not be surprising to find a 

much lower number of nonnative speakers, proportionally, and subsequently that native 

speakers would constitute a majority of Hebrew language teachers in the U.S. 

Initial results from two surveys conducted in recent years, one for teachers of 

Arabic, Hebrew, Persian, and Turkish in the U.S. (conducted in 2009 by the National 

Middle East Language Resource Center, or NMELRC)13 and the other for Arabic 

teachers only (Abdalla & Al-Batal, n.d.), show that this may not be the case, however. On 

                                                 
13 Results of this study have not yet been formally published. Any inquiries can be directed to Dr. Kirk 

Belnap (Brigham Young University) and Jeremy Browne (SUNY - College at Brockport), the principal 

investigators. 
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the NMELRC survey, the ratio of native to nonnative speaker teachers was roughly the 

same for both Arabic and Hebrew: 3-to-2. On the Arabic-only survey, the ratio was more 

lopsided: 3-to-1, native-to-nonnative speaker (Abdalla & Al-Batal, n.d., sec. 3), exactly 

the opposite the ratio estimated for English.   

The demographics of the Arabic and Hebrew faculty at the primary research site 

for this study reflect my suppositions, rather than the results of these surveys, a 

discrepancy that will be discussed in more depth in the discussion of the findings in 

Chapters 4 and 5. When the study began in Spring 2011, nonnative Arabic teachers 

outnumbered native teachers nearly 2-to-1; when including teaching assistants, who are 

almost exclusively nonnative speakers, the imbalance becomes even greater.14 In 

contrast, the Modern Hebrew language faculty in the same semester was entirely 

composed of self-identified native or bilingual Hebrew speakers. The different situation 

of Hebrew is further illustrated by the fact that, due to a shortage of graduate students 

concentrating on Modern Hebrew, in the past year two graduate students were hired from 

outside Hebrew Studies to work as TAs for Hebrew language courses, based primarily on 

the fact that they are native speakers of Hebrew. 

Much of the research into the issue of native speakership in language teaching, 

both theoretical and empirical, has focused on the teaching of English as a Second or 

Foreign Language (ESL/EFL). In contrast to this, the amount of research into the issues 

surrounding native and nonnative teachers of less commonly taught languages (LCTLs) 

like Arabic and Hebrew has been paltry. Similarly, as I described in the preceding 

chapter, most of the literature in this area has focused on the students’ perspectives, while 

relatively little has approached the issues from the perspective of the teachers themselves. 

                                                 
14 Because not every Arabic teacher or TA participated in this study, these numbers are estimates based on 

a combination of self-identification from participants and assumptions that I made based on a list of faculty 

and my previous personal knowledge of the non-participating faculty. 
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An investigation into the beliefs and anxieties of Arabic and Hebrew teachers can help to 

fill both of these gaps. 

 

Foreign Language Anxiety 

Though there exists a theoretical construct for thinking about foreign language 

anxiety in nonnative speaker language teachers (Horwitz, 1996), as well as an scale 

designed to measure this anxiety, the Teacher Foreign Language Anxiety Scale (Horwitz, 

2007), there is a dearth of empirical studies in this area (Machida, 2011; Rajagopalan, 

2005; Tum, 2012). According to Machida (2011), until his study of anxiety in Japanese 

elementary school teachers, “no researchers have used the TFLAS to analyze non-native 

teacher’s anxiety” (p. 63). The potential connection between teacher foreign language 

anxiety and the native speaker ideal is another that exists thus far largely in theory. As I 

discussed in the previous chapter, nonnative speaker teachers are seen by many to 

function as a model for their students of successful language learners. An anxious 

teacher, however, will likely have to work much harder to provide such a model. Any 

inroads that can be made into the identification and alleviation of this anxiety can only 

have a positive effect on nonnative speaker teachers, as well as their students. 

The differences between Arabic and Hebrew may also shed light on the status and 

anxiety of nonnative teachers from two different positions: that of a growing majority 

(Arabic) and a minority (Hebrew). If nonnative speaker Arabic teachers experience less 

anxiety than their Hebrew-speaking counterparts, could it perhaps be because there is a 

sense of “strength in numbers”? Might nonnative speaker Hebrew teachers feel more 

anxious because of their relative isolation as minorities in their departments? Though 
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these are not my specific research questions, it will be useful to bear them in mind as part 

of the overall discussion. 

 

3.3 PROCEDURES AND INSTRUMENTS 

I used four different methods of data collection for this study: questionnaires, one-

on-one semi-structured interviews, classroom observations, and the Teacher Foreign 

Language Anxiety Scale (TFLAS), an instrument designed to measure foreign language 

anxiety in nonnative language teachers (Horwitz, 2007). Since the focus of the first two 

research questions is what teachers believe about themselves and their colleagues (and, to 

a certain extent, what they think others believe about them), questionnaires and 

interviews, as self-report instruments, were invaluable tools. Observational data, when 

used in conjunction with self-report methods like those used here, can help to counteract 

the limitations inherent to these methods (Borg, 2006). 

Questionnaires were distributed via e-mail and in-person to the participants 

throughout 2011-2013; participants had the option of completing the questionnaire 

electronically or on paper. All participants completed the questionnaire. Follow-up 

interviews were conducted with a smaller sample of participants either in-person or via 

Skype in Spring 2011, Fall 2012, and Spring 2013. A still smaller sample of participants 

allowed me to observe their classes (see Table 3 for specific numbers for each measure, 

as well as the number of those who participated in all three of these measures). 
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Arabic NS 

Arabic 

NNS 
Hebrew NS 

Hebrew 

NNS 
TOTAL 

Beliefs 

Questionnaire 
8 13 5 3 29 

Interview 7 8 4 2 21 

Class 

Observation 
4 5 1 0 10 

Questionnaire 

+ Interview 

+ 

Observation15 

4 5 1 0 10 

Anxiety Scale 3 6 1 3 13 

Table 3.3: Number of participants completing each study measure, by language 

taught/native language 

Nonnative speakers of Arabic and Hebrew were asked to complete a modified 

version of the TFLAS in order to more precisely address the question of foreign language 

anxiety. Native speakers of each language were asked to complete a further modified 

version of the TFLAS in an attempt to measure the language anxiety of this group as a 

counterweight to the nonnative speakers’ responses on anxiety. Almost all participants 

recruited after Spring 2012 who completed the questionnaire and relevant anxiety 

instrument did so online (one participant asked to complete them both on paper).16 

                                                 
15 Responses to the Anxiety Scales were anonymous, and as such, I cannot confirm which participants 

completed them. 
16 Questionnaire: http://bit.ly/TeacherBeliefs 

TFLAS for Arabic: http://bit.ly/TFLASArabic (NNS), http://bit.ly/NSTQArabic (NS) 

TFLAS for Hebrew: http://bit.ly/TFLASHebrew (NNS), http://bit.ly/NSTQHebrew (NS) 

http://bit.ly/TeacherBeliefs
http://bit.ly/TFLASArabic
http://bit.ly/NSTQArabic
http://bit.ly/TFLASHebrew
http://bit.ly/NSTQHebrew
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Questionnaires 

The questionnaire for this study (see Appendix B) was developed based on one 

used by Inbar-Lourie (2004) in her study of native and nonnative speaker English 

teachers in Israel. The questionnaire solicits responses in a number of areas, including, 

but not limited to: demographic information about the participants’ linguistic, 

educational, and teaching backgrounds; their motivation for learning and teaching their 

respective languages; their level of confidence in various aspects of language instruction 

(e.g., using appropriate pronunciation, teaching culture or pragmatics, etc.); and their 

beliefs regarding the relative advantages of native and nonnative languages instructors. In 

Spring 2012, several questions were added to the questionnaire. In order to contextualize 

participants’ beliefs about these advantages and disadvantages, I added questions asking 

about the preference for working with NSs or NNSs and the ratio of native-to-nonnative 

speaker teachers among their current colleagues. Because the questionnaire in its original 

form had failed to address the role that diglossia plays in the Arabic-speaking world and 

in Arabic teaching, I also added a question about the importance of proficiency in an 

Arabic dialect as a qualification for Arabic teachers. Existing participants were sent these 

new questions via e-mail; however, since not every participant responded to these 

questions, they provide only limited data. 

Interviews 

The one-on-one interviews were semi-structured and intended to clarify responses 

from the questionnaire, as well as to go into greater depth about participants’ experiences 

in the classroom and with their native and nonnative colleagues. Prior to each interview, I 

reviewed the participant’s questionnaire responses for issues that I believed, if they were 

probed further, could lend more depth to the issues at hand. In addition to these more 

personalized topics, I asked each interviewee specifically about any anxiety that they may 
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have experienced in the context of their language teaching and what strategies they have 

adopted to avoid or minimize such anxiety. These questions were not typically asked 

directly, but rather took various forms, in an attempt to avoid discomfort on the part of 

the interviewee that might prevent them from answering openly. Such questions were 

often framed in terms of gaps or breakdowns in language that they might have 

experienced in their teaching, for example in this exchange with a nonnative speaker TA: 

Interviewer: When you're in a [target language] class and someone asks you a 

word and you don't know what it is, what do you do in that moment? How do you 

handle not knowing? So, now I'll think about it, and if I don't remember it, I'll be 

like, “Aw, I don't think I ever learned that. Man!” Or like, I'll make a joke; 

somebody asks “How do you say 'dating?’”, and it's probably like, [this word], 

but just like, I drew a blank, I get nervous. There's one student who's really, like, 

sharpest student in the class, and she always asks words, and I usually know them, 

but sometimes I don't. I always feel like, I want to meet the challenge, if she asks 

for a word and I don't know it, so, I'll make a joke maybe, like “Oh, I never dated 

in [that language]! Man!” And then I'll go and I'll ask the instructor, and then I'll 

go back and I'll let the student know. “Oh, this is how you say it.” 

 

Though I prepared roughly the same number and type of questions for each 

interviewee, the length of the interviews ranged from twenty minutes to fifty; the average 

length was roughly 33 minutes. I tried to give each participant the space to diverge from 

the questions and answer at length, if they so desired (one participant even called me 

immediately after our interview and left a voicemail with “just one more thing...I failed to 

mention in the interview”). The time and location of each interview was chosen by the 
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interviewee, typically in their offices or, for those who did not have an office (or at least 

not a private one), various local coffee shops. 

Class Observations 

The purpose of the classroom observations was to observe the ways in which the 

information reported on these other instruments is manifested (or not) in the classroom. 

Horwitz (1996) notes several possible ways that a teacher’s feelings of foreign language 

anxiety can, consciously or not, affect their classroom behavior. They may, for example, 

use less of the target language and fall back more on a native language that they share 

with the students, or favor teaching methods that allow them to use the target language 

less or in more limited contexts. 

I took detailed notes for each class that I observed, noting the physical details of 

the classroom, the number and positioning of the students in relation to each other and the 

teacher and TA (if present), the types and topics of activities, and the interactions 

between the teacher, the TA (if present) and the students. The timing of each observation 

was coordinated with the teacher, and when I arrived to each class before they began, I 

asked the teachers if they had a place from which they preferred I observe. All of the 

teachers allowed me to sit wherever I chose; many of them encouraged me to sit among 

the students and invited me to move around the room when the activity called for it. 

Several of the teachers also incorporated my presence into the lesson, having their 

students ask me questions about myself during the warm-up period in the first few 

minutes of class. When possible, I took pictures of things that were written or posted on 

the blackboards and walls around the room. I obtained copies of handouts and lesson 

plans either during the class itself or after the fact. 



 44 

Over the course of the Spring 2011 and Spring 2013 semesters, I observed seven 

Arabic classes, ranging in level from 1st year to an upper division content course. Four of 

the classes were taught by native Arabic speakers, two were taught by native English 

speakers, and one was taught by a native speaker of another language. Each class was 

also staffed by a TA, but in only three cases were the TAs also participants in this study 

(see Table 4). Because the observations were conducted over the course of two semesters, 

one TA participant was observed in two different classes, one with a native Arabic-

speaking teacher, and one with a native English-speaking teacher. 

My ability to observe classes conducted in Hebrew was unfortunately limited, as 

shown in Table 4, for a number of reasons. First, there are relatively few instructors 

teaching courses conducted in Hebrew at any given time at the research site (2 instructors 

each in the Spring 2011 and 2012 semesters and 3 instructors each in the Fall 2011, Fall 

2012, and Spring 2013 semesters). Second, I was living in Israel for six months the study 

period and thus was unable to physically observe any classes. Lastly, of the few courses 

offered each semester, I was an active participant in at least one per semester that I was 

present at the site as either a TA or an AI, and my role in the classroom did not allow for 

objective observation. In particular, there was at no time a course taught by a nonnative 

speaker Hebrew teacher in which I was not either the TA or the teacher herself. 
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Language of 

Instruction 
Teacher TA Year of Instruction 

Arabic 

Native Speaker *17 1st year (2nd semester) 

Native Speaker * 1st year (2nd semester) 

Nonnative Speaker * 1st year (2nd semester) 

Native Speaker Nonnative Speaker18 2nd year (2nd semester) 

Nonnative Speaker Nonnative Speaker18 2nd year (2nd semester) 

Native Speaker Nonnative Speaker 3rd year (2nd semester) 

Nonnative Speaker * Content Course 

Hebrew Native Speaker Nonnative Speaker19 1st year (2nd semester) 

Table 3.4: Breakdown of Class Observations by teacher and TA native language and 

year of instruction. 

Anxiety Scales 

The TFLAS in its original form (see Appendix C) consists of eighteen statements 

related to foreign language anxiety and foreign language teaching, asking respondents to 

rate their level of agreement with each statement on a 5-point Likert scale. Especially 

relevant to this study are four statements asking specifically about respondents’ feelings 

in relation to native speakers of their target language. Horwitz (2007) developed this 

scale as an adaptation of the Foreign Language Classroom Anxiety Scale (FLCAS; 

Horwitz, 1986), a scale intended to measure foreign language anxiety in students. It is 

                                                 
17 Each class marked with an asterisk (*) had a TA, but they were not participants in the study. 
18 This is the same participant, as a TA in two different classes in two different semesters. 
19 This TA was a participant in the study but was not present for the class observation. 
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based on her theoretical work on nonnative-speaking language teaching anxiety (Horwitz, 

1996). For this study, modifications were made to the standard version of the TFLAS in 

order to address the issue of diglossia in Arabic, as well as to include questions related to 

teaching culture. The version for nonnative speaker Arabic teachers (Arabic TFLAS: 

ATFLAS) contains twenty-three statements and the one for nonnative speaker Hebrew 

teachers (Hebrew TFLAS: HTFLAS) contains twenty-two (see Appendices D and E, 

respectively). 

I then used these modified versions of the TFLAS to create two additional 

versions, one for native Arabic speakers (Native Arabic Speaker TFLAS: NAS-TFLAS) 

and one for native Hebrew speakers (Native Hebrew Speaker TFLAS: NHS-TFLAS), in 

an attempt to identify and measure language anxiety in these native speaker teachers. The 

version for native speaker Arabic teachers consists of seventeen statements and the one 

for native speaker Hebrew teachers consists of fifteen (see Appendices F and G, 

respectively). Questions that were deemed unlikely to apply to native speakers (e.g., “I 

am pleased with the level of Arabic proficiency I have achieved”) were removed from 

these versions. It is important to note, however, that the purpose of the original version of 

the TFLAS is to measure foreign language anxiety in nonnative speaker teachers only. I 

administered the modified versions to native speaker teachers in this study in order to 

provide a comparison to the responses given by the nonnative speakers and to identify 

any areas in which there may be a significant difference (or similarity) between the two 

groups, without necessarily making an argument for the validity of the TFLAS for this 

population.   

Unlike the other means of data collection, responses on the anxiety scales were 

entirely anonymous (aside from the one participant, mentioned above, who asked to 

complete the scale on paper). I hoped that the assurance of anonymity, even more than 
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the guarantee of confidentiality that was made for the other aspects of the study, would 

allow the participants to feel comfortable enough to respond openly and honestly about 

their feelings. 

Almost all of these measures—the questionnaires, the TFLAS, and the 

interviews—were in English. Only one interview was conducted in another language, for 

a native-speaking teacher who did not feel that their command of English was strong 

enough to discuss the relevant issues. This participant did, however, complete the belief 

questionnaire and anxiety scale in English. 

 

3.4 DATA ANALYSIS 

Each interview was audio-recorded digitally, with the consent of the participants. 

I then transcribed and coded each interview in an attempt to identify dominant recurring 

themes. Some of these themes were anticipated in advance by the literature, while others 

emerged only upon reviewing and studying the interview transcripts in depth. Because 

interviews took place at several different periods over the course of two years, their 

transcription and coding also took place at several different periods.20 As I transcribed 

and coded each new batch of interviews, I reexamined the previously transcribed and 

coded interviews and was able to refine the dominant themes and identify subthemes 

within each of them. 

Data gathered on the questionnaires were analyzed in much the same manner as 

those gathered in the interviews. In particular, I collated and carefully read through 

responses to those questions that required short-answers (e.g., “If [in your experience, 

                                                 
20 While it would have been preferable to transcribe each interview immediately afterwards and to do so 

before conducting other interviews, in order to refine and strengthen the interview instrument, I was 

unsuccessful in this endeavor. 
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you have found that native speakers have any advantages over nonnative speakers as 

language instructors], what are these advantages, and why do you believe this is so?”) in 

order to identify common themes. 

In the next two chapters, I present the results of this data analysis. In Chapter 4 

the results from each of the study measures are framed in the context of the issues 

discussed in the literature review in Chapter 2: defining the native speaker; beliefs about 

native- and nonnative-speaking language teachers; and foreign language anxiety and 

language teachers. In Chapter 5, I give recommendations for the prevention and 

alleviation of this anxiety, based on strategies adopted by the participants in this study. I 

also discuss the limitations of this study and possible directions for future research.  
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Chapter 4: Results 

In order to make more apparent the points at which the results of this study 

connect to and diverge from existing research in the field, I present them in this chapter 

according to the general outline used in the review of the literature in the Chapter 2. 

 

4.1 WHY DO YOU CONSIDER THIS/THESE YOUR NATIVE LANGUAGES? (OR, WHO IS A 

NATIVE SPEAKER?) 

Unlike Paikeday (1985), I was not seeking, in this study, a definition of “native 

speaker” and other related terms. I did, however, ask each participant on the 

questionnaire to identify their native language and provide an explanation why they 

consider it to be so. All twenty-nine participants answered this question, and their 

answers ranged in complexity from one individual who described their native language as 

“basic Midwestern American English (with an occasional inflection of upper midwestern 

vowel structure and Protestant social reticense [sic]),” to another who simply wrote “L1” 

(first language). 

In the discussion of who is or is not a native speaker in Chapter 2, I outline three 

main categories that are considered: nativity, proficiency, and society. From the 

responses given on the questionnaire, I was able to identify seven themes within these 

categories: 

Nativity Proficiency Society 

Childhood/Family 

First/Only Language 

Education 

Fluency 

Current Use 

Country/Region of Origin 

Cultural Identification 

Figure 4.1: Questionnaire Themes—Why do you consider this/these your native 

language(s)? 
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Most participants gave several reasons, many of which belonged to different categories or 

themes; I separated the disparate reasons into the relevant themes, while still keeping in 

mind the original complexity of the answers. 

 

Nativity 

The first of Paikeday’s (1985) two categories of “native speaker” highlights the 

characterization of a native language as a “mother tongue or first-learned language” (p. 

9). Likewise, a majority of the participants here related their explanation to their birth, 

childhood, or family. Explanations of this sort included “Russian is my mother tongue. I 

speak this at home.” and “English is the language I grew up speaking.” One participant 

tied it not only to his own nativity but also to that of their family members, saying that 

they have “all spoken it from birth starting with my mom's generation on her side and a 

few more generations on my dad's side.” 

In a subset of these responses, participants noted specifically that their native 

language was the only language that they spoke or were exposed to growing up, for 

example: “No other language spoken until after college” and “Grew up speaking English, 

and [it was] the only language I knew until age 21.” This emphasis on the native 

language being the first and only language used was predicted by Kramsch (1997) in her 

conception of the native speaker as a “canonically-literate monolingual” (p. 363). 

Several respondents explained their native language as the language of their 

education: “In school, I was taught in English;” “This is the language I was educated in 

from kindergarten to university.” I sorted these responses into the “nativity” category 

because of the usual association of school and education with childhood, in addition to 

the fact that every person who mentioned their native language as that of their education 
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did so in the same breath that they described it as the language they use with their 

families. 

Most of those who explained their native language by its status as their first 

language or mother tongue did not use this as their sole criterion. By adding other 

criteria—whether education or some other factor, like fluency or nationality, which I will 

examine shortly—they reinforced their claim on their native language. It is possible that 

they did this with the awareness of some of the issues that have been raised around the 

question of nativity, as discussed in Chapter 2. More likely, it is possible that as people 

who regularly encounter language learners and “native speakers” from a wide variety of 

backgrounds, these teachers know people whose existence defies the emphasis on nativity 

as the primary characteristic of a native speaker. 

Six of the twenty-nine participants in this study listed more than one native 

language on the questionnaire (one more identified himself as monolingual on the 

questionnaire but then bilingual during his interview). Five of these six listed two native 

languages and one of them listed three. These participants typically separated their 

languages by the spheres in which they use them. Several of them draw a clear distinction 

between the language they use at home and the one they use “everywhere else.” For these 

participants in particular, the definition of “native speaker” is explicitly divorced from a 

consideration of nativity alone. 

Proficiency 

Considering proficiency (or competence, or expertise) when talking about native 

speakership challenges the assumption that a native speaker is always more proficient 

than a nonnative speaker. Paikeday (1985) and Davies (2003) argued that, if a language 

user is proficient enough, they can be considered a native speaker of that language. 
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Though I rejected that argument earlier as semantically illogical, several of the 

participants in this study did include fluency in their responses. These participants all 

described their fluency in different terms, with one who wrote that “it’s the language I 

think in” and another who noted that they use it “when [they] count.” Several others 

specifically mentioned their comfort in using their native language and the relative ease 

with which they can express themselves, in contrast with other languages they know. 

One participant expanded on his explanation in his interview. Though he 

explained his native language solely in terms of nativity in his questionnaire (this is the 

participant who simply wrote “L1”), his answer became more complex as we discussed it 

further. In fact, he changed his original answer and told me that he actually considers 

himself to be bilingual. He then explained this bilingualism by his proficiency in both 

languages, on the basis of his high proficiency scores and ability to function in both 

languages. 

Another participant raised the question, in another section of the questionnaire, of 

how “native” is defined, so I followed up with her in the interview. Without providing 

any criteria of my own, I asked her how she would define the term. In her response, she 

identified two senses of “native language.” The first centers on a person’s emotional 

connection to a language and the comfort with which they use it, though it is “not 

necessarily the language in which you feel the most adept.” She reserved the idea of 

fluency for the second sense of “native language,” describing it as “the language you’re 

simply best at. Not necessarily having to do with that sort of emotional connection.” 

Though she did not initially consider nativity in her definition, she went on to make a 

connection between the language a person learns first and their emotional attachment to 

and proficiency in it. 
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Others noted their current use of the language: “[this] is the language i [sic] use at 

home, streets, friends, school, classes...”; “Because I use [this language] when I 

communicate with my family.” Responses in each of these categories—fluency and 

current use—like those discussed in the previous section, were rarely the sole reason 

given; most gave these responses in conjunction with others that were connected to 

nativity or societal factors. 

Society 

Garvin (in Paikeday, 1985) and Kramsch (1997) brought the subject of speech 

communities and nationality, respectively, into the debate over the native speaker 

definition. Likewise, a number of participants in this study explained their native 

language in the context of their membership in a group of people who use that language. 

Indeed, for two respondents, this was all the explanation necessary: “because i [sic] am 

from Syria;” and “Because I was raised in an Arabic speaking country.” Others also 

spoke of identifying with “the culture(s) associated with” their native language. 

 

A note on Arabic diglossia 

The division of the Arabic language into a formal, standardized form and a large 

number of colloquial forms presented a complication for several of the participants (and 

even one non-participant who contributed their thoughts). These Arabic speakers, both 

native and nonnative, drew a distinction between nativity and proficiency in these forms 

of Arabic. In particular, several participants who identified Arabic as their native 

language later specified, either on the questionnaire or in their interviews, that they are 

native speakers of their particular regional dialect (`āmmiyya in Arabic)—Egyptian, 

Levantine, Moroccan, etc.—and that the formal variety, Modern Standard Arabic (MSA, 
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or fuṣḥá in Arabic), is explicitly not their native language. I revisit this issue later in this 

chapter in relation to participants’ beliefs about the advantages and disadvantages of 

native and nonnative speakers, as well as in the discussion of native speaker language 

anxiety. 

 

Acquiring Target Language Proficiency 

One of the foundational questions of the current study is this: Can a language 

learner ever acquire a level of proficiency that is on par with a native speaker of that 

language? For Paikeday (1985) and Davies (2003), the answer is ‘yes;’ for Medgyes 

(1994) it is a firm ‘no.’ Cook (1999) rejected the basic premise of the question, arguing 

that goals for language learners should not be set according to a native speaker standard, 

because this only leads to disappointment. The issue of proficiency emerged as one of the 

dominant themes upon reviewing both the questionnaire and interview data; for the 

interview data, I identified four subthemes within the larger theme of proficiency: 

 

Figure 4.2: Interview Theme—Proficiency 

Proficiency

Teaching Different 
Proficiency Levels

Grammar

Pronunciation
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As Figure 4.2 shows, the question of acquiring proficiency was typically 

discussed in the context of culture, as opposed to vocabulary or grammar. Among those 

participants who spoke about the issue, there was no agreement. One native Arabic 

speaker told me how his experience with nonnative Arabic speakers at the research site 

has made him feel that “here, I’m not the native speaker:” 

…from my experience, all of my nonnative friends and teachers, they know more 

about the culture in different areas than I do, definitely. I felt really bad when I 

joined [this university], so…really, I feel so dumb. So I have someone who’s been 

to Egypt only, but they knew about Lebanon, Tunisia, Qatar, Morocco. 

Like...when? Like, how? … They know, like deep culture, maybe family 

structure, that I don’t know. 

One of the things at play here is the sheer size of the Arabic-speaking world. As I noted 

earlier, Arabic is an official language in 25 countries and is used in numerous others 

(Central Intelligence Agency, 2013). There is no single “Arabic culture.” This same 

participant, who is from Egypt, told me of an incident in which a student asked him a 

question about Iraq that he was unable to answer, and ultimately he deferred to another 

student who knew more about Iraq. 

The difference in size between the relatively vast Arabic-speaking world and the 

relatively tiny Hebrew-speaking one may help to explain the response of one native 

Hebrew speaker who stated categorically on her questionnaire that “NNS [nonnative 

speakers] will never know the collective memory of my culture that I know.” In her 

interview, this participant expanded on her statement: 

So, I mean, can someone learn these things? Yes, of course you can. But, it’s a 

lifetime of experience that you learn. And the collective memory of my 



 56 

grandparents, my parents, my great-grandparents, y’know, that’s a collective 

memory that I bring with me to the classroom. 

Just as Medgyes (1992) asserted that “for all their efforts, non-native speakers can never 

achieve the native speaker's competence” (p. 34), so it would seem that for this native 

speaker, a language learner cannot, for all their efforts, hope to achieve the impossible 

goal of learning “a lifetime of experience.” It is also possible, though, that this attitude 

may be the result of other factors, and should not necessarily be attributed exclusively to 

Hebrew speakers as a group. 

A final example illustrates the approach of one nonnative Arabic speaker who, 

like Cook (1999), seems to be realigning the goals he sets for his students away from a 

native speaker standard. Instead, he highlights the complexity of the issue: 

And there's not just one Arab culture, right? There's multiple Arab cultures, so I 

can talk about my experience in Cairo, whereas someone else could tell me, 

"Well, in Dubai it's very different," or I could talk about my experience in a small 

town in Morocco, but that's very different from Beirut, so usually when cultural 

questions come up … I usually throw it back to the students and say, “Well, what 

do you think? What've you read?” You know? And then, that gives a sort of 

chance for the people who have some sort of experience to talk about their 

experience, and then instead of explaining anything, I'll just try to highlight the 

fact that there are lots of different answers, and it depends on who you ask, and 

try to stay away from cultural stereotyping. 

Rather than positioning himself as an expert on “Arab culture,” he shows his students that 

their experiences of the target language and culture are valued. 
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4.2 BELIEFS ABOUT NATIVE- AND NONNATIVE-SPEAKING LANGUAGE TEACHERS 

Unlike with the definition of “native speaker,” I did ask participants explicitly on 

the questionnaire to describe their beliefs about native- and nonnative-speaking language 

teachers. Each participant responded to the following four questions: 

1. In your experience, have you found that native speakers have any 

advantages over nonnative speakers as language instructors? 

2. In your experience, have you found that nonnative speakers have any 

advantages over native speakers as language instructors? 

3. In your experience, have you found that native speakers have any 

disadvantages relative to nonnative speakers as language instructors? 

4. In your experience, have you found that nonnative speakers have any 

disadvantages relative to native speakers as language instructors? 

They also had the opportunity in each case to explain if their perceptions had changed at 

all over time, and if so, why. 

Based on the themes that emerged in the responses, I have grouped the results 

together as follows: 1) Native Speaker Advantages—Nonnative Speaker Disadvantages 

(NSA—NNSD); and 2) Nonnative Speaker Advantages—Native Speaker Disadvantages 

(NNSA—NSD). In this section, I present examples and analysis of the dominant themes 

in each of these categories. 

Within the NSA-NNSD category, twenty-five of the twenty-nine participants 

believe that native speaker teachers have some advantage over nonnative speaker 

teachers, and twenty-six believe that nonnative speaker teachers have some disadvantage. 

I identified two overlapping themes in this category: Proficiency and Credibility. Within 

the NNSA-NSD category, twenty-six believe that nonnative speaker teachers possess 

some advantage over native speaker teachers, while twenty-two believe that native 
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speaker teachers are at a disadvantage in some way. I identified only one dominant theme 

that could account for responses to both the NNSA and NSD question: Empathy. Each of 

these themes will be explained in detail below. 

 

Native Speaker Advantages— 

Nonnative Speaker Disadvantages 

(NSA—NNSD) 

Nonnative Speaker Advantages— 

Native Speaker Disadvantages 

(NNSA—NSD) 

Proficiency Credibility Empathy 

Pronunciation Hiring How they learned the target language 

Vocabulary  (No) Shared Culture 

Culture  Role Model for Learners 

Exposure/Intuition   

Figure 4.3: Questionnaire Themes—Advantages and Disadvantages 

 

For each of the four main questions, only a minority of participants said that they 

do not believe native or nonnative speaker teachers to have any relative advantages or 

disadvantages (see Table 4.1). 

 

 No NSA No NNSD No NNSA No NSD 

Native Speaker 2 3 3 5 

Nonnative Speaker 2 0 0 2 

Total 4 3 3 7 

Table 4.1: Number of participants responding “No” to Advantages/Disadvantages 

questions 
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Some of these responses, like those on the affirmative side of the questions, were 

matched. That is, one participant, a native Hebrew speaker, responded that native speaker 

teachers have no advantages and correspondingly that nonnative speaker teachers have no 

disadvantages. Two other participants, also native Hebrew speakers, believe the opposite: 

nonnative speaker teachers have no advantages and native speaker teachers have no 

disadvantages. Another participant, a native Arabic speaker (and perhaps an optimist), 

responded that each group has some advantage, but neither group has any disadvantage. 

Finally, one participant, a native Arabic speaker, answered “no” to each question. While 

it may be that this participant believes native and nonnative speaker teachers to be on 

equal footing in the classroom, it is also possible, given her contradictory responses 

elsewhere on the questionnaire, that there was some misunderstanding about what the 

questions were asking. 

Native Speaker Advantages—Nonnative Speaker Disadvantages (NSA—NNSD) 

Proficiency 

Native speakers do not need to practice the language as much – they have spoken 

it their entire lives so they are not in danger of forgetting words as quickly if they 

do not use them. They have had a far greater quantity and quality of "input" over 

the course of their lives and without even having to think about it. They also are 

more familiar with the culture. These two things mean that they need to prepare 

much less to be able to teach higher-level courses that involve literature/history 

etc. (nonnative Arabic TA) 

 

This comment from a nonnative Arabic speaker encompasses all of the reasons 

given by other participants regarding the advantages of native speaker teachers (and the 
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disadvantages of nonnative speakers) when it comes to proficiency in the target language 

and culture. In the eyes of these participants, native speakers have been exposed to the 

target language and culture for a longer period, leading them to “have better control” or 

“a better command” of the language. Their knowledge of their native language and its 

component parts is seen to be “deeper” and “more intimate,” and it has come to them 

“naturally.” One response echoed the exact characterization of native speakers that 

Paikeday (1985) so strongly opposed; according to this nonnative Arabic speaker, 

“Native speakers are familiar with how the language works and are more able to judge 

grammaticality based on their own intuitions” (emphasis added). 

Whatever the type of proficiency, the central message is clear: native speakers are 

more proficient and nonnative speakers less. Though this message is clear, for many 

participants it is not absolute. Some hedged their answers by saying, for example, that 

native speakers “typically have a deeper knowledge of the language” or that nonnative 

speakers are at a disadvantage “if they don’t pronounce the language correctly” (emphasis 

added in both cases). One native Arabic speaker, in their response about the nonnative 

speaker’s disadvantage in this area went so far as to note two separate times that their 

answer “could be a generalization.” This hesitation may stem from a general 

unwillingness to speak in absolute terms, but it may also demonstrate the belief that these 

advantages and disadvantages are not, in fact, absolute. For these participants, the native 

speaker advantage is not that they are more proficient, but rather that a nonnative speaker 

has to work much harder and for a much longer time to reach a comparable level of 

proficiency. 

A number of participants couched their responses in terms of the different levels 

of proficiency necessary to teach different levels of the language. For these participants, a 

native speaker’s higher level of proficiency is an advantage in particular at the more 
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advanced levels of language instruction, a belief that is also reflected in Hertel’s and 

Sunderman’s (2009) study of undergraduate students studying Spanish as a foreign 

language in the U.S. This distinction was typically made with the implication that more 

teaching about the target culture goes on at the higher levels and that the native speaker’s 

advantage in cultural proficiency translates to an advantage in teaching these higher 

levels. The situation of diglossia in Arabic played a role here too, with one nonnative 

Arabic-speaking participant specifying that “The native speaker instructor has a better 

command of the colloquial than the nonnative speaker. However, when teaching MSA, 

the native speaker instructor possesses no advantage over nonnative language instructor.” 

Credibility 

…they show disappointment that I’m an American, but once they hear I’m an 

Israeli, it’s like, “Oh, okay, he’s okay.” (native Hebrew teacher) 

 

From the belief that native speaker teachers are more highly proficient language 

users than nonnative speaker teachers, it is not a stretch to understand why a number of 

nonnative speaker participants expressed concerns about establishing their credibility as 

language teachers. Most of these participants commented on this struggle for authority in 

general terms, but others wrote specifically about the need to establish their credibility 

specifically in the eyes of students, colleagues, and potential employers. As with 

proficiency, the native speaker advantage here is not that they are more credible language 

teachers than nonnative speakers, but rather the ease with which this credibility is granted 

to a native speaker, as in the quote above. When his credibility is questioned, this teacher 

needs only tell his students that he is a native speaker to prove to them that he is qualified 

(“okay”) to teach the language. 
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Of the minority of participants whose perceptions of native speaker advantages or 

nonnative speaker disadvantages changed over time, most described the shift in relation 

to the credibility that they themselves used to afford native speaker teachers. Some 

nonnative speaker participants began the process of learning or teaching their foreign 

language with the assumption that it’s “best to learn a language from a native speaker.” 

After positive experiences with nonnative speaker teachers—and sometimes negative 

ones with native speaker teachers—they realized that their initial assumptions were just 

that, and that nonnative speaker teachers have their own advantages. 

Nonnative Speaker Advantages—Native Speaker Disadvantages (NNSA—NSD) 

Empathy 

The main advantage attributed to nonnative speaker teachers is a greater empathy 

for and understanding of their students and the challenges they face, rooted in their own 

experience learning the target language. More than that, though, the nonnative speaker 

advantage here is connected to the very fact that they are not native speakers. The native 

speaker’s easy and natural command of the target language, seen in the first category as 

an advantage, shifts here to a disadvantage: 

They have to learn how to identify and teach those aspects of the language that 

are just so natural to them that they've never thought about them.       

(NNS Arabic AI) 

 

They might hold certain erroneous judgments about the language by mere 

exposure and intuitions rather than formal study. (NS Arabic AI) 

 

They tend to take linguistic phenomena for granted. (NS Arabic AI) 
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Responses in this section hit on all six assets that Medgyes (1992) ascribed to 

nonnative speaker teachers that I outlined in Chapter 2 (see Fig. 4.4). As I noted then, 

though, most of these assets are not necessarily unique to nonnative speaker teachers, but 

rather can be acquired by any language user through experience and training. Several 

participants acknowledged this in their responses, conditioning their statements of 

nonnative speaker advantages and native speaker disadvantages by noting some variation 

of “It all depends on the language training.” For one nonnative Arabic speaker, though, 

even such training is not enough for native speaker teachers to overcome their 

disadvantage, since “they still do not have the experience of learning the [target] 

language as a foreign language.” 

The responses in the category that fell outside the scope of Medgyes’ (1992) six 

assets related to differences between types of educational practices and traditions 

between the United States and Arabic-speaking countries. One native Arabic speaker 

stated that, 

If coming from a traditional Arabic academic setting, they usually cannot 

simpathize [sic] with students, and also if they are not very experienced. Native 

speakers [sic] attitude towards students is that of authority, specially [sic] if they 

live in an Arabic country. 

According to another native Arabic speaker, “native speakers are taught Arabic 

very very differently (memorization, etc.),” leading to difficulties in adjusting to a U.S. 

system that is, presumably, different. Lastly, one nonnative Arabic speaker was explicitly 

critical of the ideology surrounding Arabic language instruction in Arabic-speaking 

countries, claiming that native speakers “were taught in a horrible system that many try 

consciously or not to reproduce. Many do not believe that nonnatives can really learn 

their language.” 
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Training 

Several participants, all nonnative speakers, mentioned the issue of assumed 

native speaker credibility as a disadvantage for native speaker teachers. Specifically, 

because native speakership is often privileged above other criteria for hiring foreign 

language teachers, native speakers are put in the classroom without “proper training...in 

pedagogy techniques.” These participants characterized the presence of an untrained 

native speaker teacher in the language classroom as “very problematic” and “potentially 

horrible.” 
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Models of successful language learners 

A nonnative speaker who has reached a high level of proficiency can serve as a role 

model and inspiration for students who are struggling through the often tedious and 

stressful process of language learning, particularly when it comes to a difficult language 

like Arabic. (NNS Arabic TA) 

More effective at teaching learning strategies 

Native speakers are not always able to provide students with learning strategies derived 

from the very difficult experience of having learning a language from scratch. (NNS 

Arabic TA) 

Provide learners with more information about the target language 

[Nonnative speakers] know how to explain reasons behind linguistic patterns because 

they learned them at an older age. (NS Arabic AI) 

Better able to anticipate language difficulties 

Non-native speakers are generally better able to anticipate and explain the typical 

grammatical and pronunciation mistakes that students make. (NNS Hebrew TA) 

More empathetic to the needs and problems of their learners 

Nonnative speakers [sic] instructors are familiar with what challenges the learner will 

face. (NNS Arabic TA) 

Sharing a first language with their students (in a monolingual setting) 

If they are native speakers of the same language as the students, they will be even better 

able to help the students draw connections between their own language and the language 

they're studying. (NNS Hebrew AI) 

Figure 4.4: Questionnaire responses according to Medgyes’ (1992) predicted nonnative 

speaker teacher assets. 
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4.3 FOREIGN LANGUAGE ANXIETY AND LANGUAGE TEACHERS 

Data on the topic of foreign language anxiety came from several sources: the 

Teacher Foreign Language Anxiety Scale (TFLAS); the responses on questionnaire; the 

interviews; and the class observations. In this section, I present results gathered from 

each of these sources in order to address the issue of foreign language anxiety in 

language teachers. 

Teacher Foreign Language Anxiety Scale (TFLAS) 

Ultimately, it may be impossible to make generalizations based on the data 

gathered on the various versions of the TFLAS because of the small sample size (native 

speaker N = 5, nonnative speaker N = 9) and the untested nature of the versions given to 

the native speaker participants. It may be more useful for the participants themselves to 

consider the results on a personal level, as a tool for self-awareness. The scoring 

instructions for the TFLAS (Horwitz, 2007; see Appendix C) are addressed to teachers 

themselves, who are advised to “use the questionnaire as a resource to help you begin to 

examine your language confidence.” An average score of “3” on the TFLAS indicates 

slight anxiety; a score below that indicates little or no anxiety, and one above that 

indicates “at least some amount of anxiety” (ibid.). 

Based on these scoring instructions—and making sure to account for reverse-

scored items—I calculated the average foreign language anxiety scores of the fourteen 

participants who complete the TFLAS (see Fig. 4.5). The average scores ranged from a 

low of 1.06 for a native Arabic speaker to a high of 3.05 for a nonnative Hebrew speaker. 

Half o the scores fell into the 2.09-2.30 range, and included at least one participant from 

each of the four participant subgroups (nonnative Arabic, nonnative Hebrew, native 

Arabic, native Hebrew). Only this score of 3.05 falls onto the “anxious” side of the 

equation; the remaining thirteen average scores fall on the “not anxious” side. 
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Figure 4.5: Calculated TFLAS Anxiety Scores 
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In addition to these descriptive statistics, I also conducted a Mann-Whitney U test 

in order to determine if there was a statistically significant difference between the 

calculated anxiety scores of native and nonnative speakers. According to this test, there 

was no significant difference between the two groups (Mann-Whitney U = 35, p = 

.1119); that is, nonnative speakers were no more or less likely to score within the 

“anxious” range than native speakers.21 

Class Observations 

One difference that emerged in the literature regarding native and nonnative 

speaker teachers was the level of comfort and understanding experienced between the 

instructor and the students. With this in mind, I noted in my observations possible 

indicators of these factors in the ways in which the teacher and TA related to the students. 

This typically took the form of noting the physical position of the teacher and TA in 

relation to the students, the use of humor and incidence of laughter, and the general 

atmosphere in the classroom. 

In the case of the classes that I observed, the relationship between the teachers 

and students appears to be less related to the teachers’ linguistic background than to other 

factors. Each teacher seemed relatively comfortable interacting with their students, as a 

class as well as individually. They all joked and laughed with their students, and the 

students in each class seemed willing and welcome to speak up and interact with both the 

instructor and their fellow students. 

Each teacher physically positioned themselves, when possible, on the same level 

as the students by crouching, sitting, or leaning down when circulating among pairs of 

students during small group discussions. In the case of the Arabic classes, for which there 

                                                 
21 See Appendix H for a breakdown of participant responses on each item, contrasting native speakers and 

nonnative speakers. 
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were TAs, the latter in both classes tended to take a more passive role than did the 

instructor, doing more listening than directly interacting with the students. For the 

nonnative Arabic speaker TA of the upper level content course, I heard or saw her speak 

only rarely, and it was only on those occasions that she crouched down next to the 

students rather than standing silently and somewhat awkwardly to the side. 

In this respect, the comfort level I observed between the teachers, the TAs, and 

the students may have more to do with the individual’s amount of experience in the 

classroom than anything else. The person who appeared the least comfortable with the 

students, the upper level Arabic TA, was also the one for whom this was the first 

classroom teaching experience. The amount of experience among the other instructors 

ranged from three to eleven years, making it likely that those instructors have had some 

time to get comfortable in the classroom and gain confidence in their roles as teachers. 

 

Sources of Anxiety 

The qualitative data I collected through the questionnaires and interviews were 

more revealing. As with the other qualitative data that I have presented thus far, I was 

able to identify a number of dominant themes and subthemes within the topic of anxiety. 

The remainder of this chapter is dedicated to the presentation and discussion of the 

sources of anxiety in both nonnative and native speaker teachers, in that order (with a 

mention of those few who reported feeling no anxiety at all). In the next, final, chapter, I 

present and discuss the strategies participants reported to avoid and manage this anxiety. 
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Nonnative Speaker Anxiety 

In order to help organize and analyze the questionnaire and interview data in a 

meaningful way, I used Young’s (1991) six categories of potential sources of foreign 

language anxiety, described in Chapter 2, as a guide. As I suspected, not every category 

appears to be relevant when considering the foreign language anxiety of advanced 

learners; data collected in this study do not support the relevance of three of these 

categories—teacher beliefs about teaching, teacher-student interactions, and language 

testing—as sources of foreign language anxiety in nonnative speaker teachers. The 

majority of participants’ comments on anxiety fell squarely within the scope of one 

category, personal and interpersonal anxieties. A handful of other comments can be 

sorted into the two remain categories, student beliefs about learning and classroom 

procedures. 

 

Participants’ interpersonal (or, social) anxiety, as express to me, manifested itself 

primarily in the form of perceived threats to their authority. Given the difficulties 

nonnative speaker teachers experience in establishing their linguistic and cultural 

authority because of their status as nonnative speakers, it is not surprising to me that these 

teachers would also feel particularly anxious if they felt this authority to be at risk. In 

particular, participants spoke of their fear of their proficiency coming up short in front of 

students or colleagues, either by making mistakes or by not knowing the answer to 

questions directed to them, usually by students. For some, this fear was unfounded, at 

least based on the stories they related to me: 

…the first few times I worked with him I felt a little more anxious. I was kinda 

thinking, “Oh, well, I’m gonna get something wrong, and he’s gonna point it out 



 71 

to me,” but that never really happened. (NNS Arabic AI, about working with a 

native Arabic speaker TA) 

 

I was horribly nervous all the time, having to interact with her, because her 

language really was much better than mine. And she didn’t always know how to 

write the correct case endings on words and such, but other than that I couldn’t 

really ever catch her on anything, and she could catch me, I’m sure, on a million 

things; but she was very polite and didn’t, in front of other people [laughing]. 

(NNS Arabic faculty member, about having a heritage speaker in class) 

 

…being the first and only nonnative speaker, and feeling like every time I made a 

mistake, I felt like everyone was just like, “yeah, there’s one more mistake, 

there’s one more mistake” [makes tallying gestures in the air with her finger, 

laughing], and I had a nervous breakdown by the end of that summer [laughing]. 

(NNS Arabic faculty member) 

For other participants, though, their fears were realized when they did make a 

mistake and they were challenged in some way as a result. One participant described an 

incident in which their native Arabic speaker TA corrected their understanding of a 

particular word, and did so in front of the students. Before this happened, the participant 

hadn’t thought much about how their TA saw them, but afterward developed the fear 

“that somebody in the class like the TA will know more than I do.” In their mind, this 

could lead to a diminishing of not only their own authority, but also that of the program 

in which they teach. 

Another participant, a nonnative Arabic speaker, made a cultural misstep when he 

asked a native speaker student in the audience of a guest lecture he was giving to stop 
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using the Arabic honorific HaDritak when addressing him. Because of this participant’s 

own discomfort using the term, he felt “thrown off” by its repeated use and ended up 

making a request that offended the student. An additional element in each of these 

examples may have contributed to these teachers’ feelings of anxiety: in each case, the 

source of the anxiety was a native or heritage speaker, the very class of people against 

whose standard they had to struggle to establish their authority in the first place. This was 

not always the case, though. Some participants reported feeling anxious at the prospect of 

being asked questions by nonnative, non-heritage students and not knowing the answer. 

This anxiety was typically in relation to vocabulary, as with a participant who told me 

that 

there are words, basic words, that I just don’t know…I’m pretty confident, but I 

think it would be embarrassing as a teacher if students ask for a basic word and 

the teacher doesn’t know it. 

The other component of this category, personal (or, existential) anxiety, is 

connected to nonnative speakers’ sense of self as it relates to the target language. One 

nonnative Arabic speaker gave a prime example of this type of anxiety when she told me,  

I think that I don't have an authentic personality in Arabic. I think I am just...I am 

a collage of cutting and pasting everything else I've picked up from around other 

colleagues, and professors, and native speakers, and I just regurgitate what I hear, 

when it sounds good to me, when it resonates with me... And in that sense, I really 

don't know if I yet have a personality in Arabic other than mimicking other 

people. 

Another participant, a nonnative Hebrew speaker, spoke of having different personas in 

the different languages they speak. As opposed to being a source of anxiety, though, they 
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saw these personas as becoming “a space in my head, …a part of my life, …a part of the 

world that’s mine, it’s become mine.” 

A few expressed this personal anxiety in the sense of what Terrell called “target 

language group identification” (reported by Dolly J. Young, 1991, p. 428). As Young 

described it, language learners who identify with the target language and culture are less 

likely to feel anxious. One nonnative Arabic speaker expressed feeling the opposite, 

explaining his discomfort in answering student questions about Egyptian culture by 

saying, 

I’m not a native…I’m not, like, I’m not Arab, I’m not Egyptian, so I feel like my 

authority to speak on those kinds of issues is maybe a little more limited than 

somebody who is from Cairo, or somewhere in the Arab world. 

In an unexpected turn, two native speaker participants also expressed anxiety that 

could be categorized as being related to target language group identification. The first 

considers herself a native speaker of Hebrew but who spent large portions of her life in 

non-Hebrew-speaking environments, and as a result distinguished between herself “and 

someone who’s truly a native speaker.” The second is a native Arabic speaker who 

reported on one questionnaire item that they feel only “Confident” explaining cultural 

references to students, even though they feel “Very confident” on every other item in that 

section. They explained in their interview that 

I feel I’m already a little bit different from a typical Egyptian [person], so I don’t 

feel comfortable saying, “This is right; this is wrong,” or, “This is how it’s done,” 

because that’s how I think it’s done. But, if you were to ask my parents or 

cousins, they’d say, “No, no one does that.” 
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Student beliefs about language learning can be a source of anxiety for students if 

their beliefs do not match the reality of the classroom or the process of language learning. 

An example of this would be a student who thinks that rote memorization is the most 

effective way to learn a language but whose teacher uses a communicative approach, 

leading the student to feel anxious. More relevant to this study would be a nonnative 

speaker teacher whose students (or colleagues, or job search committee, or who 

themselves) think that native speakers are automatically better, more credible foreign 

language teachers than nonnative speakers, leading the teacher to feel anxious. 

Only a few participants described being aware of this sort of student belief. One 

thought, in the beginning of his career, that his students felt that they were “getting the 

short shrift” because he is a nonnative speaker. Another described her students’ thoughts 

this way: 

When they think I’m an American, as long as they don’t know the story behind 

the accent, they’re like, “Oh, we got screwed, we got a nonnative. So, what does 

she know?” Students are expecting native speakers. Does it mean that nonnative 

speakers can’t teach them? No. But that’s their expectation. 

However, in neither case did the participant express feeling anxiety as a result of their 

students’ (perceived) beliefs. 

Other participants described anxiety that they had felt in the context not of beliefs 

held by students, but of those held by job search committees. Based on the literature 

demonstrating a preference in hiring for native speakers over nonnative speakers (cf. 

Amin, 2004; Braine, 2010; Clark & Paran, 2007; Inbar-Lourie, 2005; Ozturk & Atay, 

2010; Rao, 2010) and on my own anxieties about my future, I expected the topic of jobs 

and hiring preferences to emerge as a theme in my interviews with the participants. While 

I was correct to a certain extent, the nature of these comments was unexpected. Only two 
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participants personally expressed feeling any anxiety about their own job prospects. At 

the time of their interviews, one of these two participants was about to enter the academic 

job market and the other had quite recently started a new teaching position after a 

successful job search. 

Two other participants expressed anxiety in relation to the preference for native 

speaker teachers, but on behalf of others. One reassured a friend that, “I would hire you. 

Depending on how you teach and how they [a native speaker] teach, I think a lot of 

people would.” The other was both fearful and hopeful for their own students as they 

entered the job market; fearful because they know “that there are still people out there 

who would not consider hiring someone who’s not a native speaker,” but hopeful because 

they think “that the number is shrinking and shrinking rapidly.” 

The remaining comments dealt not with anxiety specifically, but instead with the 

participants’ personal experiences with the preference for native speaker teachers in 

hiring. One native Hebrew speaker reported his belief that he himself had been hired for a 

previous Hebrew-teaching position primarily because he is a native speaker. Though 

these comments are not explicitly about anxiety, I include them here as evidence that the 

jobs question is on the minds of even those who do not feel (or express) anxiety because 

of it. 

 

Young’s category “classroom procedures” is relevant here only in a modified 

form. Her original conception emphasized the role that speaking the target language in 

front of a group can play in causing foreign language anxiety in students, and suggested 

that oral performance components in a class could be a source of anxiety for students. 

The part of this equation that is relevant for this study is the anxiety felt in oral 
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performance situations—with an emphasis on “performance,” as opposed to informal, 

unrehearsed speech—but not necessarily in the classroom setting. 

On the questionnaire, participants were asked to rate, on a 5 point Likert scale 

ranging from “Very confident” to “Not confident at all,” their level of confidence 

performing a variety of functions in the target language. There were thirteen items in all, 

addressing areas that included correcting student mistakes, reading the newspaper, and 

speaking with colleagues. One item in particular asked participants how confident they 

were addressing an academic or professional audience. Responses on this item were 

notable for two reasons. First, it is the only situation in which some participants rated 

themselves “Not confident at all,” the lowest possible rating on the scale. Second, several 

participants rated themselves “Very confident,” the highest possible rating, for nearly 

every function but this one. 

 

 
Very 

Confident Confident 

Somewhat 

Confident 

Not Very 

Confident 

Not 

Confident at 

All 

Native 7 6 0 0 0 

Nonnative 2 5 3 3 3 

Total 9 11 3 3 3 

Table 4.2: Confidence Levels for questionnaire item “Addressing an academic or 

professional audience (e.g., presenting at a conference)” 

In the interviews, I asked those who rated themselves just “Confident” instead of 

“Very confident” why they did so. For the most part, these participants connected the 

difference more to the setting than the language, pointing out, for example, that such 

situations make them feel anxious even in their native language. Indeed, as shown in 
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Table 4.2, several of these participants were in fact native speaker teachers who were 

already reporting their confidence level in their native language. One potential 

explanation for this was suggested by an Arabic teacher who noted that “for Arabic 

speakers, any kind of performance situation is going to be more stress [sic], because you 

definitely feel that there’s [sic] certain expectations in terms of language proficiency and 

grammatical proficiency and vocabulary choice and everything, that you’ll be held to a 

higher standard.” While it is possible that less confident responses on this item are 

indicative less of foreign language anxiety in particular and more of a general situation-

specific anxiety, it should also be noted that more than half of the nonnative speaker 

responses for this item (9 out of 16) were in the three least confident categories 

(Somewhat Confident; Not Very Confident; and Not Confident at All), while none of the 

native speakers answered in these categories. 

 

Native Speaker Anxiety 

Given the dearth of research on the question of native speaker language anxiety, I 

was curious to hear what the participants in this study had to say about it. Their responses 

reveal common concerns about the deficiencies they feel in their ability to teach their 

native language. Native speakers of both Arabic and Hebrew characterized these 

shortcomings specifically in contrast to the advantages they see nonnative speaker 

teachers having. These advantages all stem from the basic fact that nonnative speakers 

learned the target language consciously and intentionally as a second or foreign language, 

while they as native speakers acquired it passively, their knowledge of it being based 

more in intuition than intention. One native Arabic speaker noted this issue in explaining 

why other native Arabic speaking teachers tend to be dismissive of the importance of 
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teaching the colloquial language: “They want to recreate the way they learned Arabic 

[when they learned it formally in school]. They forget the fact that when they went to 

school, they had six years of `āmmiyya under their belts.” Several native Arabic speakers 

additionally expressed the anxiety they feel as a result of Arabic diglossia and the fact 

that they don’t consider themselves to be native speakers of Modern Standard Arabic 

(MSA), which I mentioned briefly earlier and discuss in more depth here. 

 

Native speaker participants’ comments about the difficulties they have 

specifically as native speakers follow the general categories of nonnative speaker teacher 

assets proposed by Medgyes (1992) that I laid out earlier (see Fig. 4.4). The data in this 

study can be better understood by collapsing some of these categories. Rather than 

considering as separate the ability to anticipate students’ language difficulties, to provide 

students with more information about the target language, and to more effectively teach 

learning strategies, the data lead me to consider them together (and to a certain extent, to 

wonder why and how Medgyes separated them in the first place). In general, the native 

speaker teachers in this study reported feeling that they cannot anticipate or understand as 

easily as nonnative speaker teachers the difficulties their students have in learning their 

language, because they cannot relate to their experiences in the same way. 

Grammar was the primary area that the native speaker participants mentioned 

when talking about their difficulties. Although I anticipated this from the literature and 

from the participants’ responses about nonnative speaker advantages and native speaker 

disadvantages on the questionnaire, the results did not quite fit that model. According to 

that model, native speakers are at a disadvantage because they learned grammar 

passively, do not always know or understand why a certain construct is the way it is, and 

therefore have a hard time helping their students understand it. This was not quite the 
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case for my native speaker participants, though. On the contrary, they reported feeling 

quite confident about the quality of their explicit grammar knowledge; several of the 

Arabic speakers commented specifically on the high quality of their own Arabic language 

education, and one even said, “The thing [native speakers] know the most is grammar.” 

Despite this knowledge of the grammar, these participants still described 

difficulties anticipating and understanding their students’ problems. One native Hebrew 

speaker spoke about the trouble she had as a graduate student teaching grammar; no 

matter how many different times and ways she tried to explain some grammatical 

constructs, some of her students still did not understand: 

I’m sure other students…I mean, other TAs just had the same problems when they 

were studying the language, so they know what helped them, they know how to 

immediately come up with an answer that makes sense. And while I’m sure I 

know the answer to most of the questions about Modern Hebrew, I still…I may 

not be able to explain it as clearly as other people. 

This idea that nonnative speaker teachers immediately understand their students’ 

mistakes was expressed by several other participants as well: 

At first, maybe I did not realize why they had this trouble, because I didn’t learn 

Arabic like them. Whereas if the teacher is a nonnative speaker, he would know 

exactly why is he having trouble, or he should maybe have that sense of “Where 

are the problems going to be?” (NS Arabic faculty) 

 

[Interviewer: But, so when something like that comes up, you’ll ask a nonnative 

colleague?] Right, if it’s something like, recurrent, and I see it commonly, it’s 

like, “Okay, why is that happening?” and they’d say, “Because in my mind, as an 
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American, I think ABC, and that’s what the students probably, that’s what they’re 

doing.” (NS Arabic AI) 

 

Because of the linguistic reality of Arabic diglossia, many native Arabic-speaking 

teachers are in the unique position of being (or feeling that they are) both native and 

nonnative speakers of the language that they teach. Though they are seen to have the 

advantages of native speakers in relation to their native dialect, they share the anxieties of 

nonnative speaks when it comes to Modern Standard Arabic (MSA). These native Arabic 

speakers reported feeling “not comfortable” using MSA, “not as confident” in their 

proficiency,” and “worried that I’m not sounding as natural as I am when I speak in 

colloquial.” 

 

Even as I present evidence for the possibility of native speaker language anxiety, I 

should also point out that, when asked specifically during their interviews if there are any 

situations in which they feel less comfortable, less confident, or more anxious about their 

language or teaching ability, four participants—two native speakers and two bilinguals—

answered with an unequivocal ‘no.’ It is possible that this confidence is related to their 

beliefs about native and nonnative speaker teachers in general; two of these four 

responded on the questionnaire that native speaker teachers have no disadvantages 

relative to nonnative speaker teachers. Aside from these factors, this confidence may also 

be explained by the length of their teaching experience, which ranged from 10-26 years, 

which was more than the majority of participants, roughly 70% of whom had less than 10 

years’ experience teaching. 
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4.4 CONCLUSION 

I have presented here data collected that support the premise that foreign language 

teachers experience varying amounts and degrees of anxiety specifically in relation to 

their beliefs about native and nonnative speaker teachers. At the same time, however, the 

participants in this study did not report especially high levels of anxiety, and what anxiety 

they do feel does not seem to have an impact on their teaching practices. In the next 

chapter, I discuss the various strategies that these teachers employ—consciously or not—

to avoid or minimize their anxiety. I also discuss other possible reasons for the relatively 

low anxiety levels, in particular the role of the teaching environment and departmental 

teaching philosophy.  
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Chapter 5: Implications, Limitations, and Conclusion 

I’m actually less confident...comfortable saying that when I teach English. It’s 

very interesting. So, I feel, being a native speaker of Arabic, I have the right to 

say, “Let me check and get back to you.” And as a teacher of English, I have to 

know, because I’m threatened. They think I’m not a native speaker, because I’m 

not, and if I don’t answer now, they will think I’m not good enough. It’s all in my 

mind as I say, “I’ll check and get back to you.” (NS Arabic AI) 

Once you establish that, “Hey, I know this language,” it’s okay to say every once 

in a while that you’re not sure, or that you’ll get back to them, because everybody 

comes across that, especially in Arabic, even native speakers. (NNS Arabic AI) 

In the previous chapter’s discussion of nonnative speaker teacher anxiety, I 

identified the issue of credibility—both establishing it and losing it—as a source of 

anxiety for the nonnative speakers in this study. This problem also appeared in the review 

of the literature, as in Amin’s (1997, 2004) work studying non-White immigrant English 

teachers in Canada who feel that they “have to invest a great deal of energy in 

establishing themselves as authentic teachers in the eyes of both their students and their 

colleagues” (Amin, 1997, p. 581; cf. Rajagopalan, 2005). Given this overarching concern 

with credibility, I was surprised to hear from the majority of interviewed participants in 

this study that, when students ask them questions that they do not know the answer to, 

their immediate response is to say, “I don’t know.” It is this widespread willingness to 

admit fallibility and risk losing credibility that constitutes the strongest counterbalance to 

these same participants’ feelings of anxiety. 

In this final chapter, I present and discuss the various ways in which these 

participants—primarily nonnative speakers—have gotten themselves to the point that 

they feel confident enough in their established credibility that to say “I don’t know” is no 

longer a source of anxiety. I will also discuss the limitations of the study and possible 

avenues for future research. There will not, however, be a separate discussion of the 

implications of the findings of this study. In a very real sense, the contents of this entire 



 83 

chapter, as a discussion of the ways in which foreign language teachers avoid or 

minimize their foreign language anxiety, can be considered the implications of the 

findings presented in the preceding one. Finally, I will discuss the conclusions of this 

study in the context of the three research questions: 

1. What do teachers of Arabic and Hebrew believe regarding the relative 

advantages and disadvantages of native and nonnative language teachers? 

2. What do teachers of Arabic and Hebrew believe regarding their own status as 

native or nonnative speakers, and its relevance to their teaching? 

3. What are the relationships among these beliefs and the affective state of 

nonnative language teachers in this setting? 

 

5.1 EXPERIENCE AND EDUCATION 

Native and nonnative speakers alike mentioned two strategies as helping them to 

feel more confident in their teaching: gaining teaching experience and taking courses in 

pedagogy or specific subject matter. These two factors are also two of the most generally 

applicable, that is, they are relevant for teachers of any subject, not just language, as well 

as being relevant for both native and nonnative speakers. One native Hebrew speaker 

referenced this in their interview, saying, 

The first year that I taught was stressful, but it’s not because I’m not competent in 

the language, or the culture. It’s because I wasn’t competent in, y’know, teaching. 

I just didn’t have the experience, but the more experience you get, the easier it is. 

Another participant, a nonnative Arabic speaker, told me that, since his research focus is 

in linguistics and not literature, he would be comfortable teaching linguistics, but 
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Literature would be really hard at this point. I feel like I haven't been exp...I 

mean, I've been exposed to plenty of vocab, so I have...I think I have the vocab, 

but I don't have the knowledge. So it would be hard for me to do, because I would 

feel like I don't know a lot. 

It is likely that any teacher, native or nonnative speaker would initially experience 

anxiety if asked to teach a subject with which they are less familiar or in which they have 

not received as much training; this possibility is reflected in the fact that both native and 

nonnative speaker participants expressed this anxiety. 

Other participants mentioned these factors in reference to language teaching 

specifically. One native Hebrew speaker, who reported having difficulties explaining 

grammar to her students in a way that they understood, told me that she believed things 

might improve “with experience. I mean, if I had to teach Modern Hebrew for years, I’m 

sure I would very quickly get a sense of what to expect.” One nonnative Arabic speaker 

said at first that they think that nonnative speakers are better able to empathize with and 

understand their students’ problems, but then immediately modified that to say, 

I don't know how much of it is the difference between native and nonnative. I 

think it's more the difference between people that have studied Second Language 

Acquisition and people that haven't. … Whereas, the few examples I'm thinking 

of, of native speakers who've gotten training in Foreign Language Education are a 

little more cognizant of issues students are going to face, and how students are 

going to learn, and how to best motivate them, and those things. 

This pedagogical training, while important for any teachers regardless of language 

background, appears to be of particular use to native speaker teachers trying to overcome 

the disadvantages mentioned in the preceding chapter. Aside from coursework in second 

language acquisition (SLA) and foreign language education (FLE), several participants 
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also suggested that the experience of having learned a foreign language, any foreign 

language, could help native speaker teachers bridge the empathy gap. Several native 

speaker participants, all of whom have formally studied another language, talked about 

how that experience has helped them understand how their students might feel. One told 

me about how, when he first started teaching, she took an elementary German class 

“because I wanted to have this feel [sic] of how my students in the very beginning level 

students, how they feel, how they look at the teacher.” Another would require an 

experience like this of any language teacher in training, comparing it to “the psychologist 

who has to see a psychologist as part of his training, right?” 

None of the participants mentioned professional development specifically as 

something they seek out in order to gain confidence in their teaching abilities or language 

proficiency. It is likely, however, that taking the step of attending language teaching 

workshops and conferences—such as those conducted by the National Middle East 

Language Resource Center (NMELRC)—would serve to improve teachers’ confidence in 

teaching. 

 

5.2 HOW DO NONNATIVE SPEAKERS GAIN CREDIBILITY? 

Nonnative speaker participants in this study reported a number of other, more 

varied steps that they needed to take—or might need to in the future—in order to 

overcome the specific native speaker advantages/nonnative speaker disadvantages 

described in the previous chapter. In that discussion, I distinguish between advantages 

and disadvantages related to proficiency and those related to credibility. These two 

categories are, of course, connected, in that the native speaker’s (assumed) higher 

proficiency is the primary reason for their ease in establishing credibility as a language 
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teacher. Nearly all of the strategies employed by nonnative speakers in this study reflect 

these joint native speaker advantages; they are things that native speakers do not have to 

worry too much about, because they are assumed to already have it easier, since they are 

native speakers. I outline these strategies in Figure 5.1 and then present and discuss 

participant responses relevant to each of them. 

 

Figure 5.1: Factors contributing to nonnative speaker teacher credibility 

 

Improving Proficiency 

As discussed previously, a native speaker is assumed, rightly or wrongly, to have 

higher linguistic and cultural proficiency than a nonnative speaker. This higher 

proficiency is typically attributed to their immersion in the language through living in a 

region in which that language is spoken. As such, it did not surprise me that the native 

speaker participants in this study—with one minor exception—did not report feeling the 

Nonnative 
Speaker 
Teacher 

Credibility

Improving 
Proficiency

Preparation

Performance

External 
Validation

Consciousness 
Raising
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need to take steps to improve their proficiency. The one exception to this was a bilingual 

participant who told me that, after having spent half of her life in one country and 

language and half in the other, she now “keeps up with” them both by spending time in 

each one every year, reading and watching the news, watching TV, and talking to people. 

These practices were much more common among the nonnative speakers in the study. 

Some spoke of their time in target language-speaking regions as something that either 

had helped increase their confidence and decrease their anxiety in the past, or that they 

expect could help in the future. For one nonnative Arabic speaker, actually traveling to 

the region would be more effective than trying to keep up from the United States. In their 

words,  

I mean, I’ll be honest, I don’t…I try to keep up with the current songs and culture 

and that kind of thing, but it’s hard, I don’t always have time, so if I devoted a 

little more time to kind of…I think somebody called it “cultural fluency” or 

something…I try to, but it’s not always easy from afar. 

 

Preparation and Performance 

The concepts of preparation and performance, as I use them here, are related 

specifically to the practice of teaching. Every teacher, no matter the subject, has to spend 

time preparing syllabi, lesson plans, and other course materials. Looking at preparation 

through the lens of native and nonnative speaker teachers, however, adds another 

dimension to the issue. Just as native speakers may not have to work as hard to achieve 

high proficiency in their native language, so too does it seem that they do not have to 

spend as much time preparing for class in the same ways that a nonnative speaker might. 

While I have no doubt that conscientious native speaker teachers spend a great deal of 
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time and effort preparing for their classes, it was, by and large, only the nonnative 

speaker participants who expressed the need to spend more time preparing themselves to 

teach unfamiliar linguistic or cultural material. One nonnative Arabic speaker described 

this difference by contrasting his experiences teaching literature in his native language 

versus teaching it in Arabic. According to him, “If it was in [my native language], I could 

just skim it and be like, ‘Okay, I know it.’ I can't do that with a brand new piece of 

literature [in Arabic].” Another nonnative Arabic speaker studies Arabic literature, but 

said, “if I were delivering lectures about literature, in Arabic, I would get a little bit 

nervous, I’d have to make sure I prepared. There’d be a lot more preparation on my part 

for class, that’s for sure.” She identified the source of her anxiety in the language, saying, 

“I wouldn’t be uncomfortable teaching literature in and of itself, it was just the “in 

Arabic” part.” 

The issue of performance, as expressed by the participants here, can be 

understood in a few different ways. First and most general is in the sense of having a 

different persona in the classroom and other education settings than outside of them. In 

this sense, performance was a tool used by both native and nonnative speakers in this 

study. I had been a student in the class of one nonnative Arabic speaker who expressed 

anxiety in their language and teaching abilities; when I told them that from a student’s 

perspective they seem confident and competent, they replied, “It just happens in class. 

It’s a switch.” Meanwhile, a native Arabic speaker who described himself as having “a 

shy personality” outside of class told me that even his TAs have told him, “You are a 

completely different personality in a classroom than outside of the classroom.” He told 

me that he loves teaching for just this reason, that it “helps me get away from my 

shyness.” 
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The other, more specific sense of performance here is connected to proficiency. In 

particular, several nonnative speaker participants told stories of situations in which they 

or others consciously changed the way they used the target language—typically related to 

the register they chose to use in a certain situation—in order to establish their credibility 

as someone who really knows the language. One nonnative Arabic speaker, in teaching 

an upper level course in a U.S. university with mostly native or heritage speakers of 

Arabic as her students, told me, 

I wanted to elevate my register of speak [sic], right? So I would try to speak a 

little more poetically, I would use more idioms. Whereas I try to maybe simplify 

my speech, stay away from idioms and metaphors and things like that with basic 

level students. With them, I was almost trying to either impress them or challenge 

their language as well. 

Another nonnative Arabic speaker described for me an incident that occurred when they 

were academic director of an Arabic teaching institute in the Middle East. They too were 

faced with an audience of native Arabic speakers—in this case older, seasoned Arabic 

teachers—and described their decision-making process leading up to the orientation 

session for the institute: 

I'm giving them this orientation—entirely in Arabic, because I want to establish 

myself as somebody who...it was really hard...it was actually really, really kind of 

a scary experience...and I did the whole thing...and, so, I have this language thing, 

right, where I'm like, "Which language do I use? Do I try to impress them with 

my fuṣḥá, or do I speak `āmmiyya with them to create this kind of, like, “I'm easy-

going and…y'know, I'm not a threat, I'm not trying to lecture you.” So I went with 

`āmmiyya. 
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In the end, in their opinion, their choice paid off. They realized over the course of the 

session that the teachers they were leading thought that they were a native Arabic speaker 

like them. 

 

External Validation 

This participant’s experience highlights another element of the nonnative 

speaker’s search for credibility: external validation. When they realized that they had 

passed for a native speaker of Arabic, one of their first thoughts was, “Oh my gosh, I 

actually have legitimacy, and I’m doing well with my language, and my year in 

Damascus paid off.” External validation seemed to be a significant factor in this 

particular participant’s overall confidence, as they mentioned a few other instances that 

gave them “a tremendous amount of confidence:” first, traveling around Syria and 

encountering Syrians who insisted that they must be Syrian, even when they told them 

otherwise; and second, scoring well on their oral proficiency interview (OPI). 

Other participants also mentioned the positive effect that external validation had 

on their confidence level. One native Arabic speaker, when studying for a doctorate in an 

English language institution, was complimented on his English proficiency by his 

professors, which he said “helped me, also, to overcome any concerned about my 

language.” Another native Arabic speaker, when I asked if she felt more comfortable 

using fuṣḥá or `āmmiyya, told me that, while she feels more comfortable with `āmmiyya 

since she uses it on a daily basis, she draws some confidence about her fuṣḥá from having 

given a workshop entirely in fuṣḥá and being told by the participants that she has “a 

strong command of formal Arabic.” While being told by others that your language is 

good enough is not a step that someone can actively take to increase their confidence, the 
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positive effect on these participants’ confidence in clear. Actively seeking out such 

validation, however—for example through proficiency testing like an OPI—should 

certainly be considered a strategy for reducing foreign language anxiety. 

 

Consciousness Raising 

In some of the examples just given, the privilege of the native speaker—as the 

standard of good proficiency and as the bestower of legitimacy—is alive and well. 

Responses from participants that I have categorized as “consciousness raising” provide 

an explicit rebuttal to that elevation of the native speaker. What I characterize here as 

“consciousness raising” relates directly back to what I called the unifying concept behind 

Young’s (1991) strategies for alleviating foreign language anxiety in learners at earlier 

levels: the idea that “Knowledge is Power.” Many of the participants in this study—

mostly nonnative speakers, but also a few native speakers—expressed the belief that no 

one is perfect and that everyone is still learning and has something to teach you. One 

nonnative Arabic speaker described two different ways that he came to this awareness. 

First, he started imagining 

having someone who’s in front of me who’s not [my nationality], who’s my age, 

who’s done what I’ve done, and who’s speaking [my native language] kind of the 

same as I speak Arabic, with the lacks [sic], and the problems, and the mistakes. 

But I thought, y’know, I would take him serious [sic] (and I’m kind of picky). 

Second, he started realizing that there were times that he would ask a native speaker the 

meaning of a word, and they would not know the answer. He took that realization with 

him into his own interactions with students, and when they would ask about a word he 

did not know, he would think, “Maybe it’s one of those things, maybe they’re asking me 
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this question with a word that, even if I was a native speaker, maybe I don’t speak that 

dialect, or maybe I just don’t know that word.” 

For that participant, the realization was primarily personal, allowing him to give 

himself the credibility that he had felt he lacked. The other participants, for the most part, 

described this awareness not just for themselves but also for their students. These 

participants realized that 

you can absolutely learn from people who aren't perfect, because nobody's 

perfect, first of all, but also, everyone has something to teach you, and everybody 

has different strengths and different weaknesses, so even people who aren't as 

strong as you have something to teach you. 

For them, this realization is related to the notion that a nonnative speaker teacher can be a 

role model for their students. One participant, a nonnative Arabic speaker, told me of a 

friend of hers who is also a nonnative Arabic speaker teacher and who was worried about 

being corrected or not knowing the answer to students’ questions. In response, this 

participant told her friend, 

Who cares? If anything, those students are gonna see your flaws, and realize that 

they're not that far away, it's attainable. They could be a language teacher one day, 

or they could be fluent sooner than they think they are. That “Even my teacher 

makes mistakes” is a good lesson for them to learn. It doesn't mean anything bad 

about you. 

Although this realization that “nobody’s perfect,” and therefore you (or I) do not 

have to be perfect to be a good teacher, is one that is particularly applicable to and 

personal for nonnative speaker teachers, the native speakers in this study also spoke about 

it. A handful of native speakers acknowledged the impact that this awareness can have on 

their students. One native Arabic speaker faculty member said 
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We want to encourage [our TAs and AIs] to have this strength. Just know you are 

doing your best; you are in this place because you have achieved so much in this 

language, but when it comes to language, no one knows everything, especially if 

it’s not your first language. 

Another native Arabic speaker, an AI, tells their students, 

there are a lot of role models on campus, people that they can look up to and 

try…emulate, in terms of the competence they’ve achieved in both fuṣḥá and 

`āmmiyya. So it’s not like it’s something that is…it’s not an illusion, it’s the 

reality. It’s a reality. 

Lastly, one native Arabic speaker faculty member told me of his pride in the fact that in 

the previous year, the first year Arabic teaching team—both TAs and lead instructors—

consisted entirely of nonnative speakers. In his mind, 

It sends a very powerful message. Because if all your teachers are native speakers, 

I am afraid you are sending a very defeating message to the students, that it’s the 

club, this is the country club of this language, and you’re not in. 

Some participants dealt with this awareness and acceptance of the limits of their 

knowledge and abilities by reaching out to members of the other group. They recognized 

the ways in which teachers from each group working together can complement each 

others’ strengths and weaknesses and use that to better teach their students. One native 

Arabic speaker AI spoke of the issues that both native and nonnative speaker teachers can 

have with culture. She feels that she understands her culture better than her nonnative 

speaker TA, but that he better understands their students’ culture and concerns in learning 

the language; in her words, working with him is “like having the best of two worlds.” 
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A note on teaching environment 

Throughout my review and analysis of the data, I was not able to identify any 

considerable differences between participants who taught Arabic and those who taught 

Hebrew, with one notable exception. Comments from several Arabic-speaking 

participants—both native and nonnative—referred to attitudes or practices that lead me to 

believe that the relative lack of anxiety on the part of these teachers and TAs may be a 

result of a supportive teaching environment. I have already shown two examples of this: 

first, the native Arabic-speaking faculty member who wants to encourage the nonnative-

speaking graduate students to be proud of all they have accomplished in Arabic; and 

second, the faculty member who was proud of the message that having an all-nonnative 

speaker teaching team sent to students. Another native speaker, an AI, attributed their 

observation that students in their intermediate-level class did not seem to have any 

negative views of nonnative speaker teachers to the fact that “these students came from 

[classes taught by nonnative speakers], and they didn’t have that kind of attitude at all. 

They seemed to be trained in that culture of appreciation for nonnative-speaking 

teachers” (emphasis added). 

Two nonnative Arabic speakers alluded to this supportive environment as well, 

both in reference to organized, Arabic-program-wide efforts to help the nonnative 

speaker graduate students improve their language proficiency. One of them, a faculty 

member, told me that 

We’re gonna have a meeting, and we’re gonna do it in Arabic, with the graduate 

students about this kind of language maintenance, which I think is a really 

important thing for nonnative…us nonnative speakers and learners of the 

language...Because I do believe more and more that there’s no such thing as “this” 

[indicating a plateau with her hand]; you’re either doing “that” [indicating 
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“increasing” with her hand], or you’re doing “that” [indicating “decreasing” with 

her hand]. So the question is, how, even with the professional career, with the lack 

of time, how do you carve out time for yourself to work on your language skills? 

The same AI who was quoted above lamenting the difficulty of keeping up with the 

culture from afar also referred to this, mentioning it as something that had been talked 

about “in the department.” 

A few of the graduate student participants have studied both Arabic and Hebrew 

within this department, enabling one participant in particular to add a unique perspective 

to the difference between the Arabic- and Hebrew-teaching cultures in the department. 

According to this participant, there is a clear expectation that Arabic is the language to be 

used when speaking with members of the Arabic program, but that there is no such 

universal expectation when interacting with members of the Hebrew program. Despite 

feeling that his proficiency in both languages is comparable, the clearer expectations for 

Arabic lead this participant to feel more confident when he speaks Arabic, while the 

uncertainty in Hebrew contributes to his anxiety in that language. 

 

The efforts that this department has made and continues to make should serve as 

guide for other programs that are in the business of training future language teachers. 

Qualified graduate students—native and nonnative—are put in the classroom as teaching 

assistants and lead instructors and play a prominent role in the design and implementation 

of the curriculum. This practice allows these pre-service teachers to gain valuable 

practical experience and also demonstrates the trust and support of the department in their 

teaching abilities and language proficiency, providing the sort of external validation 

mentioned above. By placing nonnative speakers in particular—whether graduate 

students or faculty members—in these positions of authority, language programs can 
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counteract the perception that nonnative speakers are inherently less qualified than their 

native speaker colleagues. 

In addition to this on-the-ground training and the support it implicitly 

demonstrates, language teacher training programs should explicitly discuss the issues 

surrounding native and nonnative speakers. As a part of a syllabus for a course in foreign 

language pedagogy, pre-service language teachers would study and analyze the existing 

literature on this topic, and in the process would have the opportunity to examine their 

own position as future teachers. As I mentioned earlier in the context of alleviating 

foreign language anxiety in learners at earlier levels, explicit discussions about foreign 

language anxiety can help anxious students discover that they are not alone in their 

feelings of anxiety. This is no less true for pre-service language teachers. Through an 

open discussion of their beliefs and fears about their place in the profession, these 

teachers will likely find that they are not alone in their fears. 

 

5.3 LIMITATIONS 

As in any research, this study was faced with certain limitations, some of which I 

noted already in the presentation of the study methodology in Chapter 3. First, I designed 

this study with the intention of observing the participants’ classes, in an attempt to 

counteract the limitations inherent in the self-report instruments also use (the 

questionnaire, the interviews, and the TFLAS). As I noted earlier, though, I was limited 

in my ability to observe Hebrew classes, ultimately observing only one. With regard to 

my observations of Arabic classes, it is possible that I was limited by my relatively 

weaker command of Arabic and that there were salient issues that I missed as a result of 

my language proficiency. 
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Language issues may have also limited the results of this study in a few other 

ways. First, the questionnaire, TFLAS, and all but one of the interviews were in English. 

As evidenced by the one native Arabic speaker who requested that the interview be in 

Arabic because of her weak control of English, it is possible that some participants would 

have answered differently had the questionnaire and TFLAS been available and the 

interviews conducted in their native languages. For that one interview conducted in 

Arabic, there was also an issue wherein I confused the Arabic words for “anxiety” and 

“confidence” and therefore inadvertently asked the participant about situations in which 

they felt confident, when I mean to ask about anxiety. 

The way in which I categorized the participants as “native” or “nonnative” 

speakers of the languages that they teach may have also been too simplistic. My grouping 

of any participant who identified Arabic or Hebrew as one of their native languages 

potentially obscured the unique position occupied by bilingual or multilingual language 

teachers in relation to their languages.   

Again, as with any study, the potential interference of researcher biases serves as 

an inherent limitation. This is even more so for a study like this one, in which I, as a 

nonnative Hebrew speaker teacher, have a personal and professional stake in the topic of 

research. From the inception of the study and through its development, execution, and 

analysis of data, I have endeavored to be upfront with the participants and critical with 

myself about my positionality and potential biases. 

I was aided in this openness by another possible limitation of the study: my 

existing personal and academic relationships with the majority of the participants. Since I 

am a member of the same department as the participants, most of them had some level of 

contact with me before beginning the study. This familiarity with the research site 
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allowed me additional insight into the dynamics of the department, but it may also have 

clouded my judgment in some ways. 

 

5.4 SUGGESTIONS FOR FUTURE RESEARCH 

Based on my findings here, and on the limitations just outlined, I have several 

suggestions for future research in this area. It would be illuminating, for example, to 

conduct a similar study in a different setting, in particular in a different instructional 

setting, but also for different languages. As some participants noted, particularly for 

Arabic, there remain academic departments that consist mainly of native speakers and in 

which the privilege of the native speaker still holds sway. A study conducted in such a 

setting could yield quite different results regarding the perceived advantages and 

disadvantages of native and nonnative speaker teachers. A comparison of the beliefs of 

learners who have studied in such a setting to those of learners who have studied in a 

program that is more diverse could also be revealing, testing, for example, the claim 

made by the native Arabic speaker quoted above, that an all-native speaker setting could 

send the students a very defeating message about what they will be able to achieve in the 

language. 

In the United States, Arabic and Hebrew are classified as less commonly taught 

languages. A study of these languages in a setting in which they are more commonly 

taught or carry more social, historical, and political baggage—I am thinking here 

particularly of the study of Arabic in Israel or that of Hebrew in the Arab world—may 

yield dramatically different results. Similarly, studies of a different language, for which 

there might be more interference from questions of the prestige (or lack thereof), would 
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likely have an impact on the anxiety experienced by teachers and the ways in which they 

are able to manage it. 

Teachers of languages that are no longer spoken today are in a unique position to 

address the questions that I have posed in this research. Languages like Latin, Ugaritic, or 

Akkadian (among many, many others) do not have native speakers, and as such, it seems 

a safe assumption that those who teach them would be free from the problems that I have 

discussed here that are faced by nonnative teachers of modern languages. Further 

research on the question of native and nonnative speakership in modern language 

teaching may benefit from a comparison to the teaching of such dead languages. Teachers 

and students of dead languages may serve as a control group, as it were, for such 

research.    

 

5.5 CONCLUSIONS 

Though I have not yet addressed them directly, I sought, through this study, 

answers to three specific research questions within the broader context of native 

speakership in foreign language teaching. It seems a fitting conclusion to this research to 

summarize my findings as they serve to respond to these questions. 

What do teachers of Arabic and Hebrew believe regarding the relative 

advantages and disadvantages of native and nonnative language teachers? 

What do Arabic and Hebrew language teachers believe regarding their own 

status as native or nonnative speakers, and its relevance to their teaching? 

These first two questions are so closely connected that I did not, ultimately, 

attempt to answer them separately. Rather, I questioned the participants directly about 

their beliefs about native and nonnative speaker teacher advantages and disadvantages 

(Question 1) and from their answers made inferences about their beliefs about themselves 
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in these terms. I think it is likely that participants’ beliefs about themselves as native or 

nonnative speaker teachers are informed by their beliefs about native and nonnative 

speaker teachers in general, and conversely that their general beliefs are informed by 

what they see to be their own advantages and disadvantages as native and nonnative 

speaker teachers. 

In general, the beliefs reported by participants in this study are aligned with those 

discussed in previous theoretical and empirical research on native and nonnative speaker 

teachers. By and large, native speakers are believed, because of their nativity, to have 

reached higher levels of linguistic and cultural proficiency with relative ease, and as a 

result are more readily granted credibility as teachers of their native language. Nonnative 

speakers are believed to be more empathetic and understanding of their students’ 

problems because of their own experience and efforts as students of the language they 

teach. 

Although there was no universal answer to the question of whether or not each 

group can, in theory, compensate for these relative advantages and disadvantages, I have 

presented in this chapter evidence of the steps that individuals from each group have 

taken to try. 

What are the relationships among these beliefs and the affective state of 

nonnative language teachers in this setting? 

With this question, I hoped to get at the issue of foreign language anxiety in the 

context of native speakership. I was not trying to posit a causal relationship—for 

example, that a nonnative speaker teacher who strongly believes that native speakers are 

better language teachers will therefore be more anxious. Rather, I wanted to discover if 

these participants experienced any anxiety in their teaching, and if this anxiety might be 

tied to the advantages and disadvantages ascribed to native and nonnative teachers, 
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respectively. Participants reported some anxiety in certain situations. Nonnative speakers 

reported feeling anxious about making mistakes (and losing credibility because of it), 

about not having the authority to speak on cultural issues, about not being hired when 

they enter the job market in competition with native speakers, and about addressing a 

professional audience. Native speakers expressed the concern that they cannot anticipate 

or understand as easily as nonnative speaker teachers the difficulties their students have 

in learning their language, because they cannot relate to their experiences in the same 

way. 

Neither group, however, reported feeling particularly anxious overall. I have 

argued in this chapter that anxiety was minimal for both groups because of specific steps 

that participants have taken to overcome the disadvantages of their group and in so doing 

bolster their confidence. It is these strategies that I see to be the most significant take-

away of this study. After all the discussion of who is or is not a native speaker, it is clear 

that a distinction remains between the two groups, and that members of each group have 

different advantages and disadvantages as language teachers. What is also clear, however, 

is that these advantages and disadvantages are not absolute. With experience and 

education, it is possible to level the playing field. Most important is the awareness that 

this is, in fact, possible. 
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Appendix A 

PARTICIPANTS BY INSTRUCTIONAL ROLE AND NATIVE LANGUAGE(S) 

 

Language Taught Instructional Role Native Language(s) 

Arabic Instructor Arabic 

Instructor Arabic 

Instructor Arabic 

Instructor Arabic 

Instructor Arabic 

Instructor Arabic 

Instructor* Arabic 

Instructor Arabic; Spanish 

Instructor English 

Instructor English 

Instructor English 

Instructor* English 

Instructor* English 

Instructor French 

Instructor Korean 

TA English 

TA* English 

TA* English 

TA** English 

TA** English; Russian 

TA* English; Gujarati; Urdu 
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Language Taught Instructional Role Native Language(s) 

Hebrew Instructor English; Hebrew 

Instructor Hebrew 

Instructor Hebrew 

Instructor Hebrew 

Instructor Hebrew; Romanian 

TA English 

TA** English 

TA** English; Russian 

 
*These participants, at the end of the study period in Spring 2013, held faculty positions 

at other universities in the United States. 

 

**These participants, at some point in the study period, were promoted from TA to AI. 
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Appendix B 

INSTRUCTOR QUESTIONNAIRE 

 

Thank you for your participation in this study.  This questionnaire should take roughly 20 

minutes to complete.  Your responses will remain confidential. 

 

I. Biographical and Linguistic Background: 

 

a. Where were you born (country)?                          

b. Where were you primarily raised (country)?                          

c. Where were your parents born? 

i. Parent 1:                              

ii. Parent 2:                          

d. What is your age group? 

21-34          35-44          45-54          55-64          65+ 

e. How long have you lived in the United States?                          

f. What is your native language, and how many years have you spoken it? 

i.                           

ii.                      

iii. Why do you consider this/these your native language(s)? 

                                                                                                                                                                                             

                                                                                                                                                                                                 

                                                                                                                                                                                               

  

g. What other languages, if any, do you use? 
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h. What language(s) did you use as a child/teen? 

 At home: Outside of the home: 

Until age 6: i.                      

                            

j.                      

                     

From ages 6 through 12: k.                      

                     

l.                      

                     

From ages 12 through 18: m.                      

                     

n.                      

                     

o. What language(s) do you currently use the most with the following people? (answer 

wherever relevant) 

 

i. Your colleagues:                          

ii. Your friends:                          

iii. Your parents:                          

iv. Your spouse/significant other(s):                          

v. Your children:                          

vi. Others (please specify)                         

 

II. Teaching Background, Experience, and Language Use 

a. What is your current role in the language classroom? Teaching Assistant or Instructor 

of Record 

 

b. What is your current job title?                         

c. What is the primary language you teach?                          

d. Do you typically teach language- or content-focused courses, or both? (e.g., Intensive 

Arabic, as opposed to an Arabic literature or culture course conducted in Arabic) 

 

                                                                                                                                                                  

  
 

e. How long have you been teaching this language?                          
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f. Among your current colleagues, please estimate the ratio of native to nonnative 

teachers: 

g. Do you consider yourself to be a native speaker of this language?     Yes or No 

i. If yes, why did you choose to teach this language? (e.g., you have always wanted 

to teach; you were recruited because you are a native speaker; you are 

interested in the language and its culture; etc.) 

 

                                                                                                                                                                                         

                                                                                                                                                                                                

                                                                                                                                                                                                

                                                                                                                                                                                                

                                                                                                                                                                                                

                                                                                                                                                                                               

  

ii. If no, please answer the following 4 questions: 

1. Please describe the circumstances in which you have learned this 

language (e.g., amount of time; formal/informal settings; time spent 

in regions in which the language is used, etc): 

 

 

 

 

2. Are you currently a student of this language?     Yes or No 

3. Why did you choose to study this particular language? 

                                                                                                                                                                                         

   

4. Why did you choose to teach this particular language? 
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h. How confident are you about your knowledge and abilities in the following areas 

when you are teaching this language, and when you use the language outside the 

classroom? 

 

 
Very 

Confident 
Confident 

Somewhat 

Confident 

Not Very 

Confident 

Not 

Confident 

at all 

Using appropriate pronunciation      

Using appropriate vocabulary      

Explaining cultural references to students      

Evaluating compositions and papers for 

accuracy 
     

Detecting mistakes in drills and short 

homework assignments 
     

Explaining grammatical rules or the reasons for 

grammatical errors 
     

Addressing an academic or professional 

audience (e.g., presenting at a conference) 
     

Reading academic literature or newspaper 

articles 
     

Reading literature      

Speaking informally with colleagues      

Speaking informally with native speakers      

Speaking with students      

Talking on the phone      
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III. Beliefs Regarding Native and Nonnative Speaker Language Teachers 

 

a. To what extent do you agree with the following statements: (please select the most 

accurate answer) 

 

i. A native speaker of a language is usually a better teacher of that language 

than a nonnative speaker. 

 

Strongly Disagree     Disagree     Neither Agree nor Disagree     Agree     Strongly 

Agree 

ii. A nonnative speaker of a language is usually a better teacher of that 

language than a native speaker. 

 

Strongly Disagree     Disagree     Neither Agree nor Disagree     Agree     Strongly 

Agree 

iii. Whether a teacher is a native or nonnative speaker is irrelevant to his or 

her teaching ability. 

 

Strongly Disagree     Disagree     Neither Agree nor Disagree     Agree     Strongly 

Agree 

iv. I prefer to work with native speakers rather than nonnative speakers. 

 

Strongly Disagree     Disagree     Neither Agree nor Disagree     Agree     Strongly 

Agree 

v. I prefer to work with nonnative speakers rather than native speakers. 

 

Strongly Disagree     Disagree     Neither Agree nor Disagree     Agree     Strongly 

Agree 

vi. Whether my colleagues are native or nonnative speakers is irrelevant to me. 

 

Strongly Disagree     Disagree     Neither Agree nor Disagree     Agree     Strongly 

Agree 
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b. In your experience, have you found that native speakers have any advantages 

over nonnative speakers as language instructors?     Yes or No 

 

i. If yes, what are these advantages, and why do you believe this is so? 

ii. Have your perceptions changed over time?     Yes or No 

1. If yes, how have they changed? 

                                                                                                                                                                                         

                                                                                                                                                                                               

  

 
c. Have you found that nonnative speakers have any advantages over native 

speakers as language instructors?     Yes or No 

 

i. If yes, what are these advantages, and why do you believe this is so? 

                                                                                                                                                                                         

                                                                                                                                                                                                

                                                                                                                                                                                                

                                                                                                                                                                                               

  

ii. Have your perceptions changed over time?     Yes or No 

1. If yes, how have they changed? 

                

            

            

                

d. Have you found that native speakers have any disadvantages relative to 

nonnative speakers as language instructors?     Yes or No 

 

i. If yes, what are these disadvantages, and why do you believe this is so? 
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ii. Have your perceptions changed over time?     Yes or No 

1. If yes, how have they changed? 

 

 

e. Have you found that nonnative speakers have any disadvantages relative to 

native speakers as language instructors?     Yes or No 

 

i. If yes, what are these disadvantages, and why do you believe this is so? 

 

 

ii. Have your perceptions changed over time?     Yes or No 

1. If yes, how have they changed? 

 

f. The following items are possible factors in qualifying a person to be an instructor of 

the language you teach.  Please rank the importance of each factor, in your opinion, 

on a scale from 1-5 (with 1 being least important and 5 being most important.  

Answer “n/a” for any that you think are not applicable). 

 

i. being a native speaker            

ii. if a nonnative, near-native abilities          

iii. formal education and training in the language         

iv. time spent in the region(s) where the language is spoken       

v. experience as a teacher           

vi. formal knowledge of grammar           

vii. deep familiarity with the culture(s)          

viii. continuous contact with speakers of the language        

ix. for Arabic: proficiency in at least one dialect         

x. other:  ____________           

xi. other:  ____________           
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g. The following question on language proficiency should be answered by both native 

and nonnative speakers, but pertains specifically to your opinions regarding 

nonnative speakers as instructors: 

 

i. What is the minimum level of language proficiency in the following areas 

necessary for a nonnative speaker to become a qualified instructor of that 

language? (according to the proficiency guidelines described by the American 

Council on the Teaching of Foreign Languages) 

 

1. Speaking 

Novice          Intermediate          Advanced          Superior          

Distinguished 

2. Listening 

Novice          Intermediate          Advanced          Superior          

Distinguished 

3. Reading 

Novice          Intermediate          Advanced          Superior          

Distinguished 

4. Writing 

Novice          Intermediate          Advanced          Superior          

Distinguished 

5. Cultural Proficiency 

Novice          Intermediate          Advanced          Superior          

Distinguished 

h. What is the minimum level of formal education or training, if any, necessary for a 

person to become a qualified language instructor? Please elaborate. 
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i. What is the minimum amount of time (in years) spent in a region, if any, necessary 

for a nonnative speaker to be a qualified instructor of that region’s language?                        

  

 

1. Please elaborate on your response: 

 
 
 
 
 

j. Are there any additional factors that you consider to be critical to qualify a nonnative 

speaker of a language to be an instructor of that language? 

 

                

            

            

            

            

                  

 

Thank you so much for completing this questionnaire and for your participation 

in this study. I look forward to reading your responses! 
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Appendix C 

TEACHER FOREIGN LANGUAGE ANXIETY SCALE (HORWITZ, 2007) 

The TFLAS has 18 questions, and like the FLCAS, it is scored on a 5-point scale 

ranging from 1 (strongly disagree) to 5 (strongly agree). Also like the FLCAS, it has 

reverse-scored items (items 2, 4, 8, 10, 11, 12, 14, 16, 17, and 18). (See the FLCAS 

directions for a full description of reverse-scoring.) This version of the TFLAS uses the 

phrase “foreign language,” but English or any other language can be substituted in the 

items. 

To determine your anxiety level, add up your responses to all the questions, 

remembering to first reverse-score the items that need reverse-scoring, then divide the 

total by 18 (the total number of questions). If your average is around 3, it is possible that 

you are slightly anxious about your language proficiency. An average near or above 4 

implies at least some amount of anxiety. Whatever your score on the TFLAS indicates, 

however, you are really the best judge of your own anxiety. Simply use the questionnaire 

as a resource to help you begin to examine your language confidence. 

Directions: For each item, indicate whether you (1) strongly disagree (2) disagree (3) 

neither agree nor disagree (4) agree or (5) strongly agree. 

1. It frightens me when I don’t understand what someone is saying in my foreign 

language. 

2. I would not worry about taking a course conducted entirely in my foreign language. 

3. I am afraid that native speakers will notice every mistake I make. 

4. I am pleased with the level of foreign language proficiency I have achieved. 

5. I feel self-conscious speaking my foreign language in front of teachers of my foreign 

language. 

6. When speaking my foreign language, I can get so nervous I forget things I know. 

7. I feel overwhelmed by the number of rules you have to learn in order to speak a 

foreign language. 

8. I feel comfortable around native speakers of my foreign language. 

9. I never feel quite sure of myself when I am speaking my foreign language in front of 

native speakers. 

10. I am not nervous speaking my foreign language with students. 

11. I don’t worry about making mistakes in my foreign language. 

12. I speak my language well enough to be a good foreign language teacher. 

13. I get nervous when I don’t understand every word a native speaker says. 

14. I feel confident when I speak my foreign language. 
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15. I always feel that other teachers speak the language better than I do. 

16. I don’t understand why some people think learning a foreign language is so hard. 

17. I try to speak my foreign language with native speakers whenever I can. 

18. I feel that my foreign language preparation was adequate to become a foreign 

language teacher. 
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Appendix D 

ARABIC TEACHER FOREIGN LANGUAGE ANXIETY SCALE (ATFLAS) 

For each item, indicate whether you: 

(1) Strongly disagree, (2) Disagree, (3) Neither agree nor disagree, (4) Agree, or 

(5) Strongly agree 

 

1. I get flustered when I don’t understand what someone is saying in Arabic. 

2. I would not worry about taking a course conducted entirely in Arabic. 

3. I am afraid that native speakers will notice every mistake I make. 

4. I am pleased with the level of Arabic proficiency I have achieved.* 

5. I feel self-conscious using Arabic in front of other teachers of Arabic. 

6. When speaking Arabic, I can get so nervous I forget things I know.* 

7. I feel overwhelmed by the number of rules you have to learn in order to teach Arabic. 

8. I feel that my pedagogic preparation was adequate to become a foreign language 

teacher. 

9. I feel comfortable around native speakers of Arabic.* 

10. I never feel quite sure of myself when I am speaking Arabic in front of native 

speakers.* 

11. I am not nervous speaking Arabic with students. 

12. I don’t worry about making mistakes in Arabic. 

13. I speak Arabic well enough to be a good Arabic teacher. 

14. I get nervous when I don’t understand every word a native speaker says.* 

15. I feel confident when I use formal Arabic. 

16. I feel comfortable speaking one or more Arabic dialects. 

17. I always feel that other teachers use Arabic better than I do. 

18. I don’t understand why some people think learning a foreign language is so hard. 

19. I try to speak Arabic with native speakers whenever I can.* 

20. I feel that my Arabic preparation was adequate to become a foreign language teacher. 

21. I feel comfortable teaching about Arabic-speaking cultures (e.g., slang, music, 

literature, current events, etc.). 

22. I have trouble understanding my students’ questions in class. 

23. I feel comfortable teaching literary texts in Arabic. 

 

*These items were removed for the scale given to native Arabic speakers 
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Appendix E 

HEBREW TEACHER FOREIGN LANGUAGE ANXIETY SCALE (HTFLAS) 

For each item, indicate whether you: 

(1) Strongly disagree, (2) Disagree, (3) Neither agree nor disagree, (4) Agree, or 

(5) Strongly agree 

 

1. I get flustered when I don’t understand what someone is saying in Hebrew.* 

2. I would not worry about taking a course conducted entirely in Hebrew. 

3. I am afraid that native speakers will notice every mistake I make. 

4. I am pleased with the level of Hebrew proficiency I have achieved.** 

5. I feel self-conscious using Hebrew in front of other teachers of Hebrew. 

6. When speaking Hebrew, I can get so nervous I forget things I know.** 

7. I feel overwhelmed by the number of rules you have to learn in order to teach 

Hebrew. 

8. I feel that my pedagogic preparation was adequate to become a foreign language 

teacher. 

9. I feel comfortable around native speakers of Hebrew.** 

10. I never feel quite sure of myself when I am speaking Hebrew in front of native 

speakers.** 

11. I am not nervous speaking Hebrew with students. 

12. I don’t worry about making mistakes in Hebrew. 

13. I speak Hebrew well enough to be a good Hebrew teacher. 

14. I get nervous when I don’t understand every word a native speaker says.** 

15. I feel confident when I use Hebrew. 

16. I always feel that other teachers use Hebrew better than I do. 

17. I don’t understand why some people think learning a foreign language is so hard. 

18. I try to speak Hebrew with native speakers whenever I can.** 

19. I feel that my Hebrew preparation was adequate to become a foreign language 

teacher. 

20. I feel comfortable teaching about Hebrew-speaking cultures (e.g., slang, music, 

literature, current events, etc.). 

21. I have trouble understanding my students’ questions in class. 

22. I feel comfortable teaching literary texts in Hebrew. 

 

*This item was inadvertently removed from the scale given to native Hebrew teachers. 

**These items were intentionally removed for the scale given to native Hebrew speakers. 
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Appendix F 

NATIVE ARABIC SPEAKER TEACHER FOREIGN LANGUAGE ANXIETY SCALE (NAS-

TFLAS) 

For each item, indicate whether you: 

(1) Strongly disagree, (2) Disagree, (3) Neither agree nor disagree, (4) Agree, or 

(5) Strongly agree 

 

1. I get flustered when I don’t understand what someone is saying in Arabic. 

2. I would not worry about taking a course conducted entirely in Arabic. 

3. I am afraid that other native speakers will notice every mistake I make. 

4. I feel self-conscious using Arabic in front of other teachers of Arabic. 

5. I feel overwhelmed by the number of rules you have to learn in order to teach Arabic. 

6. I feel that my pedagogic preparation was adequate to become a foreign language 

teacher. 

7. I am not nervous speaking Arabic with students. 

8. I don’t worry about making mistakes in Arabic. 

9. I speak Arabic well enough to be a good Arabic teacher. 

10. I feel confident when I use formal Arabic. 

11. I feel comfortable speaking one or more Arabic dialects. 

12. I always feel that other teachers use Arabic better than I do. 

13. I don’t understand why some people think learning a foreign language is so hard. 

14. I feel that my Arabic preparation was adequate to become a foreign language teacher. 

15. I feel comfortable teaching about Arabic-speaking cultures (e.g., slang, music, 

literature, current events, etc.). 

16. I have trouble understanding my students’ questions in class. 

17. I feel comfortable teaching literary texts in Arabic. 
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Appendix G 

NATIVE HEBREW SPEAKER TEACHER FOREIGN LANGUAGE ANXIETY SCALE (NHS-

TFLAS) 

For each item, indicate whether you: 

(1) Strongly disagree, (2) Disagree, (3) Neither agree nor disagree, (4) Agree, or 

(5) Strongly agree 

 

1. I would not worry about taking a course conducted entirely in Hebrew. 

2. I am afraid that other native speakers will notice every mistake I make. 

3. I feel self-conscious using Hebrew in front of other teachers of Hebrew. 

4. I feel overwhelmed by the number of rules you have to learn in order to teach 

Hebrew. 

5. I feel that my pedagogic preparation was adequate to become a foreign language 

teacher. 

6. I am not nervous speaking Hebrew with students. 

7. I don’t worry about making mistakes in Hebrew. 

8. I speak Hebrew well enough to be a good Hebrew teacher. 

9. I feel confident when I use Hebrew. 

10. I always feel that other teachers use Hebrew better than I do. 

11. I don’t understand why some people think learning a foreign language is so hard. 

12. I feel that my Hebrew preparation was adequate to become a foreign language 

teacher. 

13. I feel comfortable teaching about Hebrew-speaking cultures (e.g., slang, music, 

literature, current events, etc.). 

14. I have trouble understanding my students’ questions in class. 

15. I feel comfortable teaching literary texts in Hebrew. 
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Appendix H 

RESULTS FOR THE TEACHER FOREIGN LANGUAGE ANXIETY SCALE (ALL VERSIONS) 

 

 
Strongly 

Disagree 
Disagree 

Neither 

Agree nor 

Disagree 

Agree 
Strongly 

Agree 

 I feel comfortable around native speakers of [my TL]. 

Native * * * * * 

Nonnative 0 0 2 3 4 

 I never feel quite sure of myself when I am speaking [my TL] in front of 

native speakers. 

Native * * * * * 

Nonnative 2 2 5 0 0 

 I get nervous when I don’t understand every word a native speaker says. 

Native * * * * * 

Nonnative 4 3 2 0 0 

 I try to speak [my TL] with native speakers whenever I can. 

Native * * * * * 

Nonnative 1 0 0 2 6 

 I am pleased with the level of [TL] proficiency I have achieved. 

Native * * * * * 

Nonnative 0 1 1 5 2 

 When speaking [my TL], I can get so nervous I forget things I know. 

Native * * * * * 

Nonnative 4 2 0 2 1 

 I would not worry about taking a course conducted entirely in [my TL]. 

Native 0 0 0 0 5 

Nonnative 0 0 0 0 9 

 I am afraid that [other] native speakers will notice every mistake I make. 

Native 3 1 0 1 0 

Nonnative 1 4 3 2 1 

 I feel self-conscious using [my TL] in front of other teachers of [my TL]. 

Native 3 2 0 0 0 

Nonnative 1 2 3 3 0 

 I feel overwhelmed by the number of rules you have to learn in order to 

speak [my TL]. 

Native 3 0 2 0 0 

Nonnative 6 3 0 0 0 
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Strongly 

Disagree 
Disagree 

Neither 

Agree nor 

Disagree 

Agree 
Strongly 

Agree 

 I feel that my pedagogic preparation was adequate to become a foreign 

language teacher. 

Native 1 0 0 0 4 

Nonnative 1 0 0 6 2 

 I am not nervous speaking [my TL] with students. 

Native 0 0 0 0 5 

Nonnative 0 0 1 1 7 

 I don’t worry about making mistakes in my [TL]. 

Native 0 1 0 0 4 

Nonnative 5 2 0 1 6 

 I speak [my TL] well enough to be a good teacher of [my TL]. 

Native 1 0 0 0 4 

Nonnative 0 0 1 7 1 

 I always feel that other teachers use [my TL] better than I do. 

Native 2 3 0 0 0 

Nonnative 2 2 3 1 1 

 I don’t understand why some people think learning a foreign language is 

so hard. 

Native 0 1 3 0 1 

Nonnative 1 5 1 1 1 

 I feel that my [TL] preparation was adequate to become a foreign language 

teacher. 

Native 1 0 0 1 3 

Nonnative 0 0 3 4 2 

 I feel comfortable teaching about TL-speaking cultures (e.g., slang, music, 

literature, etc.) 

Native 0 0 1 0 4 

Nonnative 1 4 1 2 1 

 I have trouble understanding my students' questions in class. 

Native 3 2 0 0 0 

Nonnative 9 0 0 0 0 

 I feel comfortable teaching literary texts in my TL. 

Native 0 0 0 2 3 

Nonnative 1 0 3 5 5 

 I feel confident when I use formal Arabic. 

Arabic NS 0 0 0 2 2 

Nonnative 0 1 1 3 1 
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Strongly 

Disagree 
Disagree 

Neither 

Agree nor 

Disagree 

Agree 
Strongly 

Agree 

 I feel comfortable speaking one or more Arabic dialects. 

Arabic NS 0 1 0 1 2 

Nonnative 0 0 0 2 4 

 I feel confident when I use Hebrew. 

Hebrew NS 0 0 0 0 1 

Nonnative 0 0 1 1 1 

 I get flustered when I don’t understand what someone is saying in [my 

TL].** 

Arabic NS 2 1 1 0 0 

Hebrew NS ** ** ** ** ** 

Nonnative 0 5 2 1 1 

 

An asterisk (*) represents data that were not collected because the question was 

irrelevant for a particular version of the survey (e.g., questions about speaking Arabic 

were removed from the Hebrew versions, and vice versa). 

 

**This item was inadvertently removed from the Native Hebrew Speaker TFLAS (NHS-

TFLAS).  
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