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This study explores the complexities associated with graduate language 

instructors‟ identities and teaching practices, specifically with regard to the teaching of 

culture in the FL classroom.  These areas are important to study because negotiating 

various identities has been shown to impact language learning and teaching (Dippold, 

2006; Kumaravadivelu, 2003; Menard-Warwick, 2008).  In addition, instructors‟ 

identities and the influence on their teaching practices may impact pedagogy (Menard-

Warwick, 2008).   

 The study investigates the identities and experiences of eight graduate instructors 

of German – four (two male and two female) native and four (three male and one female) 

non-native speakers of German – in the spring semester of 2009 at the University of 
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Texas at Austin.  The participants included novice and advanced German instructors at 

different levels in their graduate studies.  Three questionnaires, three self-reflective 

journal entries, three observations, one focus group interview, and individual interviews 

with each participant provided the data for this study.  These data were analyzed using 

qualitative methods, specifically grounded theory and discursive psychology.  The 

themes and categories, as well as interpretive repertoires and subject positions which are 

based on Edley‟s (2001) analytical framework, offered an in-depth understanding of 

teacher identities and the impact of identities on teaching practices in regard to culture.    

 Findings illustrate that the participants negotiated their identities in interaction 

and dialogue with others (Bakhtin, 1981) and in different communities of practice 

(Wenger, 1998).  In discussing their identities, instructors also used various interpretive 

repertoires, underscoring their individuality and their experiences.  The study‟s findings 

suggest, furthermore, that the issue of teacher identities needs to be included in teacher 

training and must play a significant role in FL education, in order to support language 

teaching and learning.   
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CHAPTER ONE – INTRODUCTION 

GENERAL INTRODUCTION TO THE STUDY  

In the context of globalization, multiculturalism, and multilingualism, defining the 

role of the foreign language (FL) instructor is a complex matter.  As educators “in an 

educational institution like the university, our shared goal as teachers should be to 

encourage individuals to develop „identities‟ generally, whatever they may be” 

(Danielewicz, 2001, p. 133).  However, we should not forget that the instructors 

themselves carry their own identities and bring them into their classrooms.  Teacher 

identities have become an extremely important research area in FL education, but 

relatively little discussion centered on teachers of foreign languages in the US.  

 This dissertation focuses on graduate instructors of German as a foreign language 

at the University of Texas at Austin, their identities and the impact of their identities on 

their teaching practices, especially teaching culture.  In order to investigate how these 

instructors‟ identities are negotiated, and how these identities impact the instructors‟ 

teaching, this study follows eight graduate instructors of German over a period of one 

semester.  By examining data on teachers‟ thoughts and descriptions of their identities 

and their teaching practices, we can better understand how these graduate instructors 

negotiate their identity and the influence these identities have on their teaching practices.  

Understanding these developmental processes helps us determine which kind of teacher 

training we need to implement in our programs to assure successful teaching and 

learning.  This research will expand our knowledge of graduate instructors‟ identities, in 

particular those of instructors of German as a foreign language, and the importance of 
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teaching as a means to create better professional development for the instructors and 

better learning environments for our students.   

 Research on teacher identities has grown over the past decade.  Many researchers 

investigated ESL/EFL teacher identities (Duff & Uchida, 1997; Johnson, 1994; Menard-

Warwick, 2008), from which research, two main dimensions emerged: 1) biographical 

identities, which incorporate teachers‟ previous learning, teaching, and cross-cultural 

experiences, and 2) contextual identities, which include the classroom, the institution, and 

the textbook. Teacher identities, in particular language teacher identities, also involve 

the dichotomy of native versus non-native speakerness.  Braine (1999), Canagarajah 

(1999), Cook (1999), Medgyes (1994), and Pavlenko (2003) among others have 

investigated the influence of native speaker (NS) and non-native speaker (NNS) identities 

of ESL/EFL teachers.  Studies on graduate instructors of FLs other than English are 

nonexistent.  Most of the research on NS/NNS teachers discussed the instructors‟ 

advantages and disadvantages of being a NNS or NS.  None of the research considered 

the instructors teaching practices, especially in regard to teaching culture.  The topic of 

being a NS/NNS and teaching culture has taken on different notions nowadays, especially 

in the context of being German and being from Germany, Austria, and Switzerland.  

These countries have become multicultural.  People from many different ethnicities, races 

and cultures live there.  Defining who or what is German, Austrian, or Swiss is not 

merely a dichotomy of North or South, or West and East.  The diversity that exists in 

these countries reflects a multicultural environment and raises issues, such as power, 

minority culture, and belonging. Teaching German language and culture, in such a 
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multicultural context, becomes challenging and perhaps even daunting for novice 

teachers of German.   

 Teaching culture or intercultural communicative competence (ICC) has become a 

major part of FL teaching and learning (Brooks, 1968; Byram, 1997; Galloway, 1992; 

Kramsch 1998; Seeyle, 1993) and needs to be placed at the core of the FL curriculum 

(Lange & Paige, 2003).  The American Council of Teachers of Foreign Languages also 

stresses the importance of culture in the FL classroom at all levels.  A definition of what 

culture teaching actually encompasses and which aspects of it should be taught and how 

to adapt the teaching of it is still unclear.  According to Reitenauer, Cress, and Bennett 

(2005) culture is “the creation of learned and shared values, beliefs, and behaviors in a 

community of interacting people” (p.68).   Extending this definition of culture to the 

willingness to consider other beliefs and behaviors and to be able to analyze these beliefs 

from the perspective of the others, is what Byram (1997) calls ICC.  

In the last decade, the importance of ICC has been increasingly emphasized for 

FL education.  Recently, numerous studies concentrated on students‟ development of ICC 

in the FL classroom (Belz, 2002, 2005; Byram, 1997; Vogt, 2006; Ware, 2005).  

Learning foreign languages and intercultural understanding, therefore, have become very 

crucial for college education as is underscored by the rising enrollment in less commonly 

taught languages (to some extent due to issues such as foreign policy).   

In order to transmit information and images of other cultures to students, 

educators take advantage of the many instructional materials, such as media, that are 

available for both students and teachers.  However, while materials to teach culture in 
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order to help students develop cultural and ICC awareness exist, instructors still feel 

unprepared to include culture in their lessons (Byram & Kramsch, 2008; Sercu, Bandura, 

Castro, Parcheva, Laskaridou, Lundgren, Del Carmen Méndez García, & Ryan, 2005).  

Additionally, teachers‟ feelings about and anxieties towards teaching culture or 

intercultural competence have not been considered much. Little research has been 

conducted on teachers‟ willingness to teach ICC in their classroom (Sercu et al., 2005; 

Sercu, 2006).  Sercu et al. (2005) conducted an investigation examining 424 teachers 

from seven countries and their willingness of incorporating culture and ICC in their 

classes and found that although teachers were eager to include culture and ICC, they felt 

that the curriculum did not allow for the time to teach it, they were not trained well 

enough, and did not feel they were qualified to teach it.  The feelings the teachers 

struggle with show that instructors lack the appropriate training; therefore the conflict 

that the teachers experience may impact their identities especially in regard to confidence 

and feeling competent.  In order to include culture and ICC in their lessons, instructors 

need to be trained to become interculturally competent and need to be shown how to 

incorporate ICC in the FL classrooms.   

In her 2006 article “The Foreign Language and Intercultural Competence 

Teacher: The Acquisition of a New Professional Identity,” Sercu mentioned that the new 

need for teaching ICC evokes a new professional identity; teachers need to become 

intercultural competence instructors.  However, Sercu (2006) does not offer an approach 

or solution to embed ICC in teacher training, in order to enhance interculturality among 

teachers and to prepare them to teach it to their students.  While being prepared to teach 
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culture and ICC may impact teaching practices, being native or non-native of the 

language being taught may also play a significant role.  The concept of native or non-

native speakerness of the language of instruction affects teachers‟ self-perceptions and 

pedagogical practices.  By looking at how and why graduate instructors in this study 

teach culture the way they do, we better understand their struggles and perception (by self 

and others) and can then implement more effective professional development trainings to 

assist the instructors‟ in the classroom. 

PURPOSE OF THE STUDY 

The purpose of this study is two-fold.  The first goal is descriptive: to obtain an 

in-depth understanding of how graduate instructors negotiate their identities to 

comprehend the multifaceted layers of identities, the importance of identity formation for 

teachers, and the importance these identities carry for instructors‟ training.  Graduate 

instructors usually participate in a brief orientation upon arrival at the university and then 

enroll in a pedagogy course their first semester. In Examining graduate instructors‟ 

identities, we can create more professional development opportunities for teachers, so 

that they do not feel left alone and struggle through problems of teaching culture without 

the proper support from a community of practice, to borrow Wenger‟s (1998) term.   

The study concerns graduate instructors of German as a FL in a large research one 

university, where the instructors engage in various discourses, such as graduate student 

life, research and teaching.  In most teaching environments, teachers engage in different 

communities, for example, teacher-parent dialogues and teacher-administration 

discourses.  Graduate instructors concern themselves with similar surroundings, for 
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example, the instructor-administration setting and the instructor-student environment.  

Therefore, this study offers the chance to understand graduate instructors in a university 

setting and in a specific field – German.   

The second goal of the study is to examine how one particular identity construct – 

being native or non-native of German – influences graduate instructors teaching 

practices, especially as it pertains to teaching culture and/or ICC.   The concept of NS 

versus NNS instructors is one of the most discussed identity construct within the 

literature on FL teacher identities, more specifically ESL/EFL teachers (e.g. Medgyes, 

1994).  Studies have shown that the notion of native versus non-native speakerness plays 

an important role in the negotiation of language teacher identities and that it influences 

teachers‟ self-perception (Braine, 1999; Medgyes, 1994; Moussu & Llurda, 2008).  

Additionally, native speakerness may also impact instructors‟ teaching practices.  

Investigations on whether and how this construct plays a role in teachers‟ teaching 

practices in regard to teaching culture or ICC have not been investigated yet.  Thus, this 

study examines how this aspect of native versus non-native influences teachers‟ practices, 

especially when it comes to teaching culture.   

RESEARCH QUESTIONS 

The purpose of the qualitative study is to develop an in-depth picture of teacher 

identities of graduate instructors of German and the importance of these identities for 

their training.  Additionally, it will examine the relationship between being a NS or NNS 

of German as instructors and the impact on the teaching practice in regard to teaching 

culture.  With this in mind, the study addressed the following research questions: 
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1. What is the nature of graduate instructors‟ teacher identities? 

2. How does being a native versus non-native speaker of German 

influence instructors‟ teaching beliefs and practices, especially as it 

pertains to teaching culture, and identity negotiation?  

NEED FOR THE STUDY 

Language teaching, more than any other area in education, requires that 

instructors constantly renegotiate their identities (Kumaravadivelu, 2003).  My interest in 

language teachers‟ identities comes from conversations with fellow teachers about the 

struggles that these teachers encountered.  Not much research has been conducted on 

teacher identities of FL teachers other than English.  Studies on ESL/EFL teachers and 

their identities have provided a basis for better understanding instructors‟ identities and 

language teachers.  These projects concentrated primarily on K-12 teachers and, as 

already mentioned, on ESL/EFL instructors.  Some studies emphasized biographical and 

contextual identity constructs (Beijaard, Verloop, & Vermunt, 2000; Duff & Uchida, 

1997; Menard-Warwick, 2008), others stressed the importance of being a NS or NNS 

within teacher identities (Braine, 1999; Cook, 1999; Medgyes, 1994; Moussu & Llurda, 

2008). 

Graduate instructors, in particular language instructors of German, their identities 

and the impact of these identities on their culture teaching practices have not been 

examined.  The significance of culture and ICC in FL education is illustrated by the 

increasing literature (Brooks, 1968; Byram, 1997; Galloway, 1992; Kramsch, 1995, 1998, 

2000; Scollon & Scollon, 1995).  Nevertheless, what the focus of culture and ICC means 
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to graduate instructors and how their background as native or non-native speakers of 

German affects their culture teaching practices needs to be investigated, in order to 

improve their ongoing training and FL classroom practices.   

It is my hope that some of the findings of this study will help graduate instructors 

realize that they do not have to undergo their teaching experiences without guidance and 

support.  In addition, this dissertation should provide FL departments a basis for 

designing graduate instructors‟ education that considers the various identities and actively 

incorporates dialogue about issues in FL education, such as teaching culture and ICC, in 

order to improve the teaching of language and culture in the FL classrooms.   

DISSERTATION OUTLINE 

The following chapters of this dissertation will provide the groundwork of this 

qualitative study.  Chapter two reviews the relevant literature beginning with an overview 

of identity theories, studies on students‟ and teachers‟ identities, and the problematization 

of native versus non-native speaker instructors.  It continues with a review on culture and 

ICC in FL education.  This chapter concludes by arguing that there is the lack of research 

on the interrelatedness of these aspects.   

Chapter three describes in detail the methodology and research design that is used 

in the study.  It includes information about participant recruitment, demographic data 

about the participants, the setting of the study, and my position as a researcher within the 

project.  This chapter also details how the instruments for data collection (questionnaires, 

self-reflective journal entries, observations, focus group interview, and individual 

interviews) fit within the qualitative research paradigm and describes the approach of 
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collection and analysis of the data from the perspective of grounded theory and discursive 

psychology.   

Chapter four provides the findings and interpretation of the study and collected 

data.  It explores the themes and categories, such as confidence and motivation for 

teaching, that arose in the narratives of the participants and discusses specific words used 

by the instructors when talking about themselves and their teaching practices.   

Chapter five concludes the findings, including the identity constructs that the 

participants mentioned, such as interpersonal and intrapersonal factors, and confidence 

and authority constructs as they pertain to being NSs or NNSs of German.  Additionally, 

this chapter provides pedagogical and theoretical implications, for example, a well-

structured training program, incorporating self-reflection, collaboration, and on-going 

workshops.  It also outlines the study‟s limitations, and offers suggestions for future 

research.  
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CHAPTER 2 – LITERATURE REVIEW 

INTRODUCTION 

 In order to investigate identities of graduate instructors of German and the 

influence of their identities on their teaching practices, it is useful to consider the 

previous research on identity in language learning and teaching and also teaching 

practices.  Teacher identities have been approached from two different perspectives, for 

example, in classroom-based contexts (e.g. Woods, 1996) or socioculturally (e.g. Duff & 

Uchida, 1997).  The present study examined teacher identities through Bakhtin‟s (1981) 

theory of dialogism and Wenger‟s (1998) concept of community of practices.    

As already mentioned in the introduction, the meaning of FL learning in our 

multicultural and multilingual world is exceptionally significant.  The profession of FL 

education has been examining new ways of teaching FLs.  Cultural awareness and 

intercultural communicative competence (ICC) have been recognized to be integral to FL 

education; however, the profession has not come to an agreement of how to apply 

cultural learning and ICC in the classrooms.  This new requirement may impact teachers 

and their identities by influencing their teaching practices and their confidence.   

 This study is situated in identity theories, and demonstrates the importance of 

teacher identities within teaching practices.  I present two main identity theories – 

Bakhtin‟s (1981) theory of dialogism and Wenger‟s (1998) notion of communities of 

practice, in which I position my data, followed by studies on identities in language 

learning and teaching as well as studies on teaching practices.   
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IDENTITY AND IDENTIFICATION 

Identity has been discussed in many different fields: psychology, sociology, 

anthropology, discourse, semiotics, and sociolinguistics.  In psychology Erikson (1959, 

1963, 1968) and Lacan (2001) among other theorists emphasized the “I,” which is the 

process of how the self informs itself and the “Me,” which composes the self-concept.  In 

“The Mirror Stage” Lacan suggested that the first identification with our counterpart 

forms the ego.  The mirror image initiates, but also helps further the process of a 

formation of an integrated self.   The Eriksonian framework distinguishes between the 

ego (the self), which represents a psychological sense of continuity; the personal identity, 

which separates us from the other; and the social/cultural identity, which encompasses 

the social roles we play.  Erikson‟s investigation of the process of identity formation 

throughout one‟s whole life concluded that a stronger sense of identity is shaped if the 

ego develops with appropriate integration into society and the culture.  However, should 

there be a deficiency in any of the processes, then the individual experiences an identity 

crisis (Cote & Levine, 2002).  To establish a consistent identity, according to Erikson 

(1963, 1968), the individual has to successfully accomplish certain tasks to resolve 

psychodynamic dilemmas of maturation.  

In contrast, the sociologists, including Bourdieu (1977, 1990, 1991), Calhoun 

(1994), Castells (2006), Giddens (1991), and Hall (1996), described social identity as the 

way individuals label themselves as members of certain groups (e.g. gender, race, 

ethnicity, class).  With the increased discussion and emphasis on nations, collective and 

group identities became problematic.  The importance for the sociologists is the 
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individual identity and how it presents itself universally.  For Calhoun (1994) “identities 

are constructed but primarily seeing that construction as a matter of the preparation of 

young people for adult participation” (p. 3).  Identity formation prepares us to enter the 

public sphere.  Moreover, identities are “rooted in part in ideals and moral aspirations that 

we cannot realize fully” (Calhoun, 1994, p. 29).  

In anthropology the theory of identity is a “general deconstruction of “identity” as 

a stable object of scholarly inquiry” (Brodwin, 2002, p. 323).  The emphasis in this field 

is the importance of identity as a fluid and not stable entity as well as its formation 

occurring in social practice.  According to Holland, Lachiotte Jr., Skinner, and Cain 

(1998) “identities never arrive in persons or in their immediate social milieux already 

formed […] without considerable social work in and for the person.  They happen in 

social practice” (p. vii).  Moreover, these authors accentuated the development of the 

self-understandings “as an outcome of living in, through, and around the cultural forms 

practiced in social life” (Holland et al., 1998, p. 8).  The self is very much embedded in 

social practice, in communities of practice (Wenger, 1998).   

While Wenger (1998) discussed identity formation within communities of 

practice, Bakhtin (1981) in semiotics, Gee (2005) and van Dijk (1997) in the field of 

discourse and Cameron (1995) and Ivanic (1998, 2006) in sociolinguistics described 

identity as a process that occurs within discourses.  In those discourses we negotiate our 

identities, and the self interacts differently in each discourse with the other.  Interaction 

with others and with one‟s surroundings is central to Bakhtin‟s (1981) theory of 

dialogism.  Further, sociolinguists highlighted that language and social identity are tightly 
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connected when speakers choose certain speech styles to indicate group membership 

(Cameron, 1995).  The connection of language and identity is also important in FL 

learning considering that the identification with others and otherness in various 

discourses facilitates language learning (Ivanic, 2006).  

In the field of applied linguistics and especially in foreign language education, 

identity is an emerging field of research.  Studies (e.g. Dippold, 2006; Firth & Wagner, 

1992; Ivanic, 1998) focused on learners‟ identities in the FL classroom and one can find 

some research on teachers‟ identities (e.g. Duff & Uchida, 1997; Johnson, 1994; 

Varghese, 2000).  For the purpose of my study I approach the notion of negotiated 

identity with Bakhtin‟s (1981) theory of dialogism and Wenger‟s (1998) notion of 

community of practices. 

Bakhtin’s Dialogism 

Researchers in educational fields have started to look at narratives as a source for 

understanding the relationship between identity and learning (Bell, 2002; Kanno, 2003; 

Menard-Warwick, 2004, 2005; Pavlenko & Lantolf, 2000).  Identity constructs 

encompass many various elements.  Attributes, such as age, class, gender, sexual 

orientation, religion, and race have been important, yet not adequate enough to define 

identity, as Kanno (2003) emphasized and asserted that “[t]o get to know someone 

beyond a superficial level inevitably draws us into story telling” (p. 10).  To understand 

the connection between identity and narrative, Bakhtin‟s (1981, 1986) perspectives 

connects “biographical” and “discoursal” identities (Ivanic, 1998).  Bakhtin saw the self 

“constituted as a story, through which happenings in specific places and at specific times 
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are made coherent” (Pavlenko & Lantolf, 2000, p. 158).   

Central to Bakhtin‟s theory is the notion of dialogism, the idea that the „self‟ is 

only able to understand or experience itself through its encounter with the „other.‟  

According to Bakhtin, the „self‟ and the „other‟ are separated from each other in time and 

space, which allows them to evolve into being.  The „I-for-myself‟ is an undependable 

source of identity, because the „self‟ cannot understand itself, but the „I-for-others‟ and 

the „other-in-myself‟ create the option of knowing one‟s identity (Bakhtin, 1993).  By 

outlining this co-existence, Bakhtin stressed that „self‟ and „other‟ are not static; rather, 

they continuously restructure their connections in time and space to reach sense and 

understanding, which underscores that the „self‟ can only be comprised through 

interaction with the „other.‟  This perspective has important implications for the study of 

identity in teacher education, since the classroom is an environment in which the 

teacher‟s self interacts with each individual student uniquely within various types of 

activities.   

First, it is necessary to look at the interaction between the teachers and the 

surroundings, which include the institution, students, the curriculum, their colleagues, 

and program directors.  To receive fundamental insights into the „self identity,‟ Bakhtin 

asked us to draw our attention to what or who the person‟s „other‟ is and how the „other‟ 

is perceived.  The „other‟ signifies the „not-I;‟ but for the „self‟ to reach „being,‟ it has to 

be in constant relation with the „other.‟  Bakhtinian dialogism differs from other 

dialectics, for example, Hegelian dialectic.  Hegel‟s model includes three dialectical 

stages of development – thesis, antithesis, and synthesis.  Once the thesis (e.g. the 
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individual‟s notion of identity) is established, the antithesis negates the thesis, which 

causes tension.  This tension is then resolved by means of synthesis (see Figure 2.1.).   

While Hegel‟s thesis and antithesis contradict one another and thus resolve in synthesis, 

the focus for Bakhtin is not on the assimilation and synthesis of the „self‟ and the „other,‟ 

but on the interaction between the two, thus the two can never be the same in space and 

time (see Figure 2.2.).   

 

 

THESIS      CONTRADICTION   ANTITHESIS        SELF     INTERACTION    OTHER  

 

 

SYNTHESIS         SELF IDENTITY   

Figure 2.1.: Hegel’s dialectical stages of development Figure 2.2.: Bakhtin’s dialogism 

 

To clarify his point, Bakhtin drew on the image of translation of texts into other 

languages.  He remarked that the translation does not invalidate the original, but it 

transpires through the active understanding in the other language.  As already pointed 

out, the „self‟ needs the „other‟ to act as the author of the „self.‟  Holland et al. (1998) 

drew on Bakhtin‟s work describing a similar process: we “author ourselves” into 

existence through various discourses (p. 173).  Bakhtin (1981) illustrated the growth and 

change we experience in relation to social discourses, noting that  “[o]ur ideological 

development is just such an intense struggle within us for hegemony among various 
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available verbal and ideological points of view, approaches, directions and values” (p. 

346).    

Discourses are essential in shaping one‟s identities.  Depending on the discourse, 

the „self‟ will interact differently with the „other,‟ which can be and usually is a different 

„other‟ in each discourse.  What we understand as discourses, Bakhtin (1981) described 

as social languages, which he understood as:  

 

specific points of view on the world, for conceptualizing the world in words […] 

They may all be drawn in by the novelist for the orchestration of his themes and for 

the refracted (indirect) expression of his intentions and values. (p. 292)  

 

 

Thus, different worlds use different languages, and we identify ourselves in these 

different “social languages” depending on the „other.‟  This discourse “is not finite, it is 

open; in each of the new contexts that dialogues it, this discourse is able to reveal ever 

newer ways to mean” (Bakhtin, 1981, p. 346; emphasis his).   These “ever newer ways to 

mean” refer back to „authoring the self,‟ in Bakhtinian words orchestration of the voices.  

Bakhtin worked mostly on styles of authorship in literary genres.  He used the novel as an 

example and showed that the author‟s position was articulated through different 

statements and voices: 

 

The author does not speak in a given language (form which he distances himself to 

a greater or lesser degree), but he speaks, as it were, through language, a language 

that has somehow more or less materialized, become objectivized, that he merely 

ventriloquates. […] The prose writer makes use of words that are already populated 

with the social intentions, to serve a second master. (Bakhtin, 1981, p. 299-300) 

 

Using Bakhtin‟s work, Kramsch (2003) referred to orchestration of voice as “the act 
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of meaning making itself,” and she further explained that it is “the choice of which role 

we play, which identity we will put forth in our interactions with others” (p. 133).  These 

interactions occur constantly in our lives.  An example of one discourse in which 

interactions take place is the classroom: Students and teachers interact with each other 

regularly, which impacts teacher identities through that discourse (i.e. the classroom).   

Wenger’s Communities of Practice 

While Bakhtin‟s (1981) theory of dialogism draws attention to the significance of 

interaction to identity formation, Wenger‟s (1998) model of communities of practice 

offers an understanding of how identities are shaped within communities of practices.  In 

this section I introduce Lave and Wenger‟s (1991) theory of situated learning and 

Wenger‟s (1998) theory of communities of practice for the analysis of identity 

negotiation. These theories allow us to understand that our identities do not form only 

through the way we talk about ourselves, or the way others talk and think about us, rather 

that our identities are lived day-to-day.   

Situated learning, according to Lave and Wenger (1991) and Wenger (1998), is a 

process of becoming a part of a community of practice.  Situated learning allows us to 

make a connection between learning and identity by looking at learning as a process of 

identification.  Identification, according to Wenger (1998) is the effort and investment 

that we make in building connections and relations.  We identify, or are identified, as 

people who belong to social groups, roles, and categories.  Lave and Wenger (1991) 

proposed that learning takes place when people participate in different activities and 

therefore become active participants.  Learning is then an “evolving form of 
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membership” (p. 53).  The community of practice includes multiple identities and 

participation levels.  The community is not clearly defined, but is “an activity system 

about which participants share understandings concerning what they are doing and what 

that means in their lives and for their communities” (Lave & Wenger, 1991, p. 98).  

Based on this definition, a learning environment, such as the classroom, serves as a 

community.   

Learning occurs “in coparticipation, and the focus is on what kinds of social 

engagement produce distinct types of learning rather than what kinds of cognitive 

processes are involved in these learnings” (Varghese, Morgan, Johnston & Johnson, 

2005, p. 29).  The relationship between learning and identity, according to Lave (1992), 

suggests that “learning is, in this purview, more basically a process of coming to be – of 

forging identities in activities in the world” (p. 3).  In other words, learning aids us in 

becoming who we are; it forms our identities through participation in different worlds.   

Another central concept of situated learning is participation in communities, which 

can range from full membership to non-participant membership (Wenger, 1998).  Wenger 

argued that we define ourselves “by what is familiar” and through the different practices 

in which we engage.  He insisted that we decide “who we are not by what is unfamiliar,” 

thus concluding that our identities are not formed only “through the practices we engage 

in, but we also define ourselves through practices we do not engage in” (p. 164). We 

negotiate our identities by being actively involved in different practices and at the same 

time we also form identities when we are inactive.  Participating in practices leads to 

membership of these practices and not partaking in other practices reflects what Wenger 
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(1998) referred to as non-participant membership; however, he maintained that 

“experiences of non-participation do not necessarily build up to an identity of non-

participation” (p. 165).  Since we experience many different practices and we come 

across other communities of practices with which we do not interact, non-participation 

becomes a basic part of our identity formation.  We encounter many various events in our 

lives and not all of these occurrences carry the same value and importance in our process 

of identity negotiation.  Nevertheless, as Wenger (1998) stressed, “these events can all 

contribute in their own ways to our experience of identity,” whether or not we are 

participating in the community of practice (p. 165).   

Besides this key element of participation and non-participation, motivation, access 

to resources, and support are necessary to become a full member of the community.  

Motivation allows for the member to engage, “rather than being an object,” which can 

“be a condition for the effectiveness of learning” (Lave & Wenger, 1991, p. 93).  Access 

to resources and support are seen as significant elements for participation, and if access 

and support are denied, “knowledge can become abstract, making meaning less visible 

and more difficult to see for the learner,” which might lead learners to loose their 

motivation (Varghese et al., 2005, p. 30).   

As described above, Lave and Wenger‟s (1991) and Wenger‟s (1998) theories of 

situated learning and community of practices help us understand how learning and 

identity relate.  Situated learning and community of practices permit learning to become 

part of the identity and the formation of one‟s being.  Participating in learning and the 

community, in which the learning takes place, aids in identity formation.  Part of identity 
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negotiation is also belonging, and Wenger‟s (1998) theory of community of practices 

shows through participation and non-participation in communities how we can belong or 

not belong to a community and how that interacts with shaping identities.   

In sum, Bakhtin and Wenger‟s theories present good ways to examine and 

investigate identity issues.  Bakhtin discussed the importance of identity negotiation 

within discourses and through interaction with others.  Bakhtin‟s theory of dialogism 

emphasized the interaction with the „other,‟ whereas in Wenger‟s theory of community of 

practices participation in the communities and groups carried significance.  Both theories 

stress some form of interaction; however the difference is that the former underlines the 

notion of interaction and dialogue with the „other,‟ and the latter calls attention to the 

participation in groups.  Wenger‟s focus on groups has some limitation in not considering 

other ways, in which these identities can occur discursively.  The concentration on groups 

and the collectiveness of these groups makes Wenger‟s theory difficult to apply to 

teacher identities, since the sense of collectiveness among teachers, especially language 

teachers, is hard to define.  Nevertheless, these theories help us understand identity and 

its negotiation by allowing us to examine identities in interactions and discourses.   

Identity and Language Learning and Teaching 

In this section, I consider studies that include different theories of identity as they 

relate to language learning and teaching.  Research on identity has increased in the field 

of applied linguistics in the past decade (Ivanic, 1998, 2006; Kramsch, 1998; Li, 2007; 

Morgan, 2004; Norton, 2000; Varghese, 2000).  Much of this research considered 

students‟ identities and language learning (Dippold, 2006; Firth & Wagner, 1997; Gee, 
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2005; Griffin, 2006; Hall, 1996; Ivanic, 1998, 2006; Kramsch, 1998; Li, 2007; Norton, 

2000; Pavlenko, 2003; Rell & Rothman, 2007; Shiyab, 2007).  Another group of 

researchers addressed language teacher identities (Duff & Uchida, 1997; Johnson, 1994; 

Johnston, 1999, 2003; Kramsch, 1997; MacLure, 1993; Morgan, 2004; Murti, 2002; 

Varghese, 2000).  Since I see identity as interactional and constructed in dialogue with 

others and our surroundings, and since the participants are not only teachers, but also 

students, to understand teacher identity it is imperative to look at students‟ identities first 

and then consider teacher identities.   

Research on Students’ Identities in Language Learning 

Gee (2005), Hall (1996), Ivanic (2006), and Wenger (1998) among others 

discussed the notion of “identification” and its importance in language learning.  Ivanic 

(2006) asserted that identity is to be seen as “an on-going, continuous process of 

construction and reconstruction of identity through any form of social action” (p. 24).  

We desire to identify as people with other people, various social roles and categories; it is 

part of our lives (Wenger, 1998; Gee, 2005).  

Ivanic (2006) noted, that language students‟ successful learning arises by 

identifying with the different activities in which they participate.  She further argued that 

these students need to be involved in “deep learning” and for that to occur, the 

environment (i.e. the structure of the course and the lesson plans) helps them identify 

with what they are doing (Ivanic, 2006, p. 26). Thus, identification can facilitate language 

learning, and as teachers we need to provide opportunities for our students to participate 

in meaningful social action and also provide them with “a critical awareness of ways in 
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which identity is discoursally constructed” (Ivanic, 2006, p. 26).  

As already mentioned, graduate instructors are also students, and therefore, one 

identity they shape is an identity as students.  Constructing identity is visible in various 

outcomes, for example, students‟ academic writing.  Griffin (2006) asserted that when 

students write academically, they construct their own identity in their writing, despite the 

fact that they know that their audience is the person grading it (p. 133).  Their own 

constructed identity equals “a voice that can engage in dialogue” (Griffin, 2006, p. 133).  

This dialog is an on-going process, since as the students write, they “negotiate and 

develop their identities, and those of their audiences” (Griffin, 2006, p. 144).   

Dippold (2006) demonstrated in her research that students of foreign languages 

want to create an identity, however, they are interested in creating a “‟good L2 speaker‟ 

identity” (p. 175).   Basing her study on Goffman‟s (1967) notion of “face,”1 Dippold 

maintained that learners at all levels do facework and that they concentrate on “„their 

good L2 speaker identity‟ by way of emphasising fluency and morphosyntactical 

accuracy” (p. 176), since their linguistic abilities in the foreign language are limited.  

Face, according to Dippold is “a speaker‟s desire to construct and protect both their own 

and their interlocutor‟s identity” (p. 163). 

 Another issue of identity in the foreign language classroom is the concern that the 

students in the classroom are reduced to „subjects‟ and therefore are matched with one 

social identity: learner (Firth & Wagner, 1997, p. 293).  This relates to Dippold‟s (2006) 

                                                 
1 According to Goffman (1967) face is “[t]he positive social value a person  effectively claims for himself 

by the line others assume he has taken during a particular contact. Face is an image of self delineated in 

terms of approved social attitudes.” (p. 5) 
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findings, indicating that students try to construct an identity (good L2 speaker) and 

realize that they do not have the linguistic ability to do so, and therefore they construct an 

alternative: a foreign language learner identity.  Language learning is a process that 

occurs over years.  Even advanced learners, near-native speakers, or native speakers of a 

language never stop learning the language, since language is a broad and large entity, 

which changes over time.  In addition, as learners or speakers of languages, we identify 

with various groups that use language differently.  

  Kramsch (1998) asserted that there is a connection between the spoken language 

and the social group to which the speakers belong, which is consistent with Wenger‟s 

(1998) notion of identifying as a full member of and belonging to any group: 

 

By their accent, their vocabulary, their discourse patterns, speakers 

identify themselves and are identified as members of this or that speech 

and discourse community.  From this membership, they draw personal 

strength and pride, as well as a sense of social importance and historical 

continuity from using the same language as the group they belong to.  

(p. 66) 

 

Reaffirming Kramsch, Li (2007) stated that linguistic identity is strongly related to 

cultural identity, and “the intentionality of language choice is also a central issue for 

consideration in the construction of identity” (p. 26).  People who are able to employ 

linguistic and cultural codes possess symbolic power over others (Bourdieu, 1991), which 

influences identity construction, especially in FL learning and teaching.   

Language, according to Bakhtin (1981), “lies on the borderline between oneself 

and the other”, however, he also stressed that the word “becomes one’s own only when 

the speaker populates it with his own intention, his own accent, when he appropriates the 
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word, adapting it to his own semantic and expressive intention” (p. 293).  On the other 

hand, “language is not a neutral medium that passes freely and easily into the private 

property of the speaker‟s intentions; it is populated, overpopulated – with the intentions 

of others” (Bakhtin, 1981, p. 294).  Thus, this interaction between the speaker and the 

others makes the language choice more than a reflection of one‟s expressions and 

connotations.  Given all this, we can see how difficult identity construction can be for 

foreign language learners. 

Li (2007) discussed the difficulty of identity construction in people who take on 

English as a second/foreign language.  She claimed that “language exerts a much greater 

influence on the construction of identity when an individual is using an additional 

language in communication with people speaking their first language” and argued that 

“discussions and reflections by and about multilingual people, […], shed much light on 

the complex processes of constructing a new identity in an additional language” (Li, 

2007, p. 26).  Even with students, we can see that taking on a new identity suggests a 

very complex process and for our young students at a beginning level of learning a 

foreign language, managing a new identity can be quite difficult.  

 As already mentioned, language is closely tied to the social group to which one 

belongs or chooses to belong.  In sociolinguistics, “language is used to „mark‟ social 

identity,” because “consciously or unconsciously, speakers use speech to signal their 

sense of themselves as belonging to group A and being different from group B” 

(Cameron, 1995, p. 15).  Similarly, Androutsopoulos (2006) in his article 

“Multilingualism, Diaspora, and the Internet: Codes and Identities on German-based 
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Diaspora Websites,” discussed the identities people adopt when using the internet.  He 

found that internet users chose to use one language over the other (e.g. German over 

English; Turkish over German) to show either solidarity with one group, or to emphasize 

they did not belong to the other group.   

 According to Dahl, Clementi, Heysel, and Spenader (2007), “preparing young 

people to be lifelong language learners and users is less about studying languages and 

cultures and more about moving from an identity of “me, myself and I” towards “me, you 

and us”” (p. 143).  The way we think, act, feel, etc. in the world comes with a change of 

identity (Dahl et al., 2007, p. 143).  Discussing the Concordia Language Village where 

students‟ and teachers‟ identities “are fluid and wide-ranging” (p. 156), Dahl et al. (2007) 

declared the purpose of this village is “to prepare young people for responsible 

citizenship in our global community” (p. 144).  Giving students a “fun environment” to 

learn languages and cultures, can be creative, interesting, and motivating (p. 156).   

 Rell and Rothman (2007) claimed, “language is a manifestation of cultural 

identity” (p. 244).  They questioned whether one can actually be of a certain nationality 

without speaking the national language.  As they stated, with the example of Japanese, 

“provided that one is sufficiently exposed to Japanese input at a young age, one has the 

potential to converge on the same Japanese grammar as Japanese descendents” (Rell & 

Rothman, 2007, p. 244).  Since we express our emotions, beliefs, thoughts, knowledge, 

etc. linguistically and we perceive the world through our culture, “why should [...] 

language and identity be mutually exclusive?” (Rell & Rothman, 2007, p. 245).  Rell and 

Rothman (2007) argued that 
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Our impulse, consciously or subconsciously, to sub-categorize people by 

the way they speak is further evidence that language and identity share a 

relationship that includes the internal desire for self-identification as well 

as the desire to identify with others. (p. 245) 

  

In agreement, Rampton (1999) indicated that L2 speakers‟ use of the foreign 

language is connected to an identity.  Looking at inner London schools, he found that 

students learning German as a foreign language switched to German in everyday 

discourses. He claimed that the use of German was “safe from the issues of racist 

mockery […] that can arise with crossing into other local modes” (Rampton, 1999, p. 

498).  Some identified with the language in which they were able to portray a different 

and non-judgmental identity.   

According to Morrish and Leap (2007) “intentionality, like identity and the 

workings of significance, are all forms of linguistic practices through which speaking 

subjects affirm their presence within the linguistic moment” and, depending on the 

discourse, “speakers are being strategic in their use of language” (Morrish & Leap, 2007, 

pp. 22-23).  Thus, they take on an identity according to the discourse in which they find 

themselves.   

Research on Identity and Language Teachers 

Scholars have portrayed teacher education as “the development of a teacher 

identity, where identity references individuals‟ knowledge and naming of themselves, as 

well as others‟ recognition of them as a particular sort of person” (Clarke, 2008, p. 8); the 

emphasis is on learning how to teach, which relies on developing a teacher identity, 
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rather than “the acquisition of a set of skills and techniques” (ibid).  Researchers, such as 

Britzman (1991), argued against the notion that teaching equals competence, “[l]earning 

to teach – like teaching itself – is always the process of becoming: a time of formation 

and transformation […] and who one can become” (p. 8).  This is not a static, reachable 

goal, but rather as a process that is continuous and on-going.   

Fuller (1969) and Fuller and Bown (1975) developed a classification of stages, in 

which teachers find themselves while evolving into more confident teachers.  This 

sequential development includes „self,‟ „task,‟ and „impact‟ concerns.  Thus, according to 

Fuller and Bown (1975), teachers concern themselves first with the „self,‟ moving to 

„task‟ of teaching and conclude with concerns about their students and their learning 

(„impact‟).  Although Fuller and Bown‟s (1975) model acknowledged the fact that in 

becoming a teacher one has to experience certain levels of teaching; their developmental 

stages suggest a linear continuum starting at „self‟ and ending at „impact‟ (see Figure 

2.3.).  This model implies that teachers only concern themselves with the first stage „self‟ 

at the beginning of their careers as teachers and once they reached the second stage 

„task,‟ they are not concerned with the first stage any longer.  It also suggests that 

teachers who reached the last stage of „impact‟ do not develop further.  This 

developmental model does not account for a circular notion of learning how to teach, an 

account that would allow the teacher to move from self to impact, and then cycle through 

the process again by beginning a reevaluation of the self.  Moreover, it limits teachers‟ 

concerns to only three stages.  Many researchers have used Fuller and Bown‟s 

classifications for analyzing and interpreting stages of teaching, but soon realized that 
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teachers‟ concerns are not linear, but rather multifaceted (Burn, Hagger, Mutton, & 

Everton, 2000; Capel, 1998).  Barnes‟ (2006) longitudinal study with over 200 student 

teacher participants during a two year period to contributed to the debate of teachers‟ 

development and showed “that learning-to-teach modern foreign languages (MFL) does 

not proceed along sequential stages but rather involves a more dynamic process of layers 

of development, where many concepts already in place grow and develop during 

training” (p. 38).  Her participants emphasized subject knowledge (mainly linguistic 

competence and confidence), preparedness, which helps teachers feel more confident, 

and students‟ learning.  In agreement with Barnes (2006), I believe teachers concern 

themselves with more than one concept at all times; it is part of their identities and they 

interact with different concerns continuously (see Figure 2.4.).    

 

 

 

 

 

 

Figure 2.3. Fuller and Bown’s  Figure 2.4. Proposed developmental model 

developmental model 
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the professional, cultural, political and individual identities which they claim or which are 

assigned to them” (p. 22).  Language teachers embody many different identities: teachers, 

students, women or men, native speakers (NS) or non-native speakers (NNS), and 

members of families, communities, and society.  As Freeman (2007) pointed out 

discussing former studies on identities, “the roles and identities ascribed to teacher and 

learner were relatively unitary and stable constructs” (p. 901).  This view has changed, 

and as already highlighted, researchers now observe identity constructs as complex, 

constantly changing, and interactive.  

As already mentioned, identity formation occurs in interaction with others, with 

our surroundings, and within different communities of practices (Bakhtin, 1981, 1984; 

Goffman, 1969; Ivanic, 1998, 2006; Wenger, 1998).  Most research on teacher identities 

utilized sociocultural theories and emphasized that these identities needed to be examined 

within a social and cultural context (Duff & Uchida, 1997), considering the community, 

institution, teachers‟ background, and background of the students.  Identities depend on 

institutional and interpersonal contexts (Beijaard et al., 2000; Duff & Uchida, 1997; 

Heath & McLaughlin, 1993; Johnson, 1994; Kagan, 1992; Louden, 1991; Menard-

Warwick, 2008; Pennycook, 1994).  As Pennycook (1994) underscored, teaching EFL is 

culturally, politically, socially, and economically loaded and plays an important role in 

the formation of identities among teachers and students.   

In Duff and Uchida‟s (1997) investigation of four EFL teachers in Japan over the 

course of six months showing how sociocultural identities, understandings, and practices 

are negotiated and change over time, the authors concluded that teacher identities emerge 
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in two dimensions.  The first dimension is the biographical/professional identity, which 

consists of the teachers‟ past learning, past teaching, and cross-cultural experiences.  This 

concept of identity aligns with other research on teachers utilizing their own learning 

experiences in their development as teachers of EFL (Johnson, 1994).  The second 

dimension is contextual identities, which include the local classroom, the institutional, 

and textbook or curricular contexts. The researchers argue that “[t]he teachers were 

continuously negotiating the curriculum, the institution‟s expectations of them, their own 

teaching/learning preferences, and their comfort level in dealing with (cross-) cultural 

issues and materials” (Duff & Uchida, 1997, p. 469).   Other contextual factors that the 

researchers observed are seating arrangements in their classrooms, organization of 

lessons, projected identities as teachers, foreigners, or Japanese nationals, time of the day 

of the lesson, age, gender, among others.  Although Duff and Uchida‟s (1997) study 

foregrounds biographical and contextual factors, which are important in research of 

teacher identities, the significance of the interaction between teachers‟ identities and 

different factors has been neglected.  Their study, however, illustrated the complex, 

interwoven, and multifaceted nature as well as the continuous and constant characteristic 

of teachers‟ identities.  

Confirming Duff and Uchida‟s (1997) first dimension of biographical identity, 

Beijaard et al. (2000) indicated that biographic/life experiences greatly influence the 

professional teacher identity, as evidenced in an investigation of twelve secondary school 

teachers from four different subject fields (languages, science/math, social studies, and 

art) in the Netherlands. Factors at play in this study were teaching experience, teachers‟ 
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biography, and teaching context.  Each participant had four years of teaching experience 

and saw their professional identity as a combination of subject matter, didactical 

sepcialists, and pedagogical experts.  The teachers embraced different perceptions of 

professional identity, nevertheless, a main outcome of the study revealed the significance 

of teaching experience.  The participating teachers demonstrated differences between 

their self-perception as beginning teachers and as experienced teachers, highlighting the 

influence of teaching experience on teacher identity.   

In a comparative case study of two English language teachers, Menard-Warwick 

(2008) also discovered the identity dimensions that Duff and Uchida (1997) pointed out.  

Menard-Warwick‟s (2008) participants included a Chilean EFL teacher, who worked in 

the United States a long time before returning home, and a California ESL teacher, who 

originally comes from Brazil.  Looking at (inter-)cultural identities and how the identities 

influence participants‟ approach to teaching, especially cultural issues, the author 

discovered that although both instructors identified themselves as bicultural, their 

approaches to teaching English and cultural issues differed.  This case study showed 

“how these teachers‟ transnational life experiences helped them to develop intercultural 

competence and a meta-awareness of this competence, how they defined their own  

(inter-)cultural identities, and how they approached (inter-)cultural issues with their 

students” (Menard-Warwick, 2008, p. 643).  This study concluded that biographical 

experiences and institutional contexts influenced the teachers‟ approach to teaching.  

In the same vein, Menard-Warwick (2008) as well as Pennycook (1994) called for 

more research on teacher identities and their influence on teaching practices by using 
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reflection on the teaching and cultural trajectories.  Pennycook‟s (1994) investigation 

showed that teachers were not aware of cultural and political themes in their practices, 

materials, and context, which he interpreted as the disconnection of teachers from critical 

reflection.  His study confirmed the significance of investigating identities in teaching 

and emphasized the need for reflection on teaching, experiencing cultural biases, 

knowledge, and understandings.   

Following the importance of investigating teacher identities by using reflection, 

Vásquez and Urzúa (2009) addressed identity work in a longitudinal, four-year-study, 

which was performed by analyzing novice language teachers‟ use of direct reported 

speech versus direct reported mental states in a university intensive English program.  

The researchers concentrated on teachers‟ utterances and how novice teachers 

communicated and interacted professionally while developing and negotiating themselves 

as teachers. Direct reported speech discusses an instance in the past or a paraphrased 

occurrence of an actual utterance.  An example of the former would be: “I told them 

many times „Read your instructions first‟ because they don‟t, you know.”  In contrast, 

direct reported mental states represent certain and specific thoughts that the speaker has 

in the past or an expression of a general development of reflection, such as “I have 

thought about that so many times.  I was like „Should I really approach the class this 

way?‟”  Vásquez and Urzúa (2009) discovered that teachers who describe their teaching 

in direct reported speech projected “an image of a future professional” with “a strong 

sense of agency, […] certainty, confidence, and assertiveness” (p. 13).  Thus, the 

researchers concluded that direct reported speech “is most often used as a resource to 
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depict the self as a capable, competent, resourceful professional and one who is clearly in 

control of her classroom and her students” (Vásquez & Urzúa, 2009, p. 13).  In contrast, 

the reported mental states stressed “uncertainty or insecurity, lack of knowledge, or even 

negative feelings and emotions” (ibid).  These results underscore the struggle that 

teachers can experience during their careers, feeling confident and competent on the one 

hand, but at the same time experiencing insecurity and maybe even incompetence on the 

other hand.  Vásquez and Urzúa (2009), with this analysis of reported speech and mental 

states as reflection, have contributed to the important call for reflection on teaching.  

Menard-Warwick (2008) and Pennycook (1994) urged the use of such reflection to help 

understanding how personal and professional lives of teachers interact and influence each 

other.  As Goodwin (2005) recommended, 

 

The personal and professional is unified by central core values or philosophies 

subjectively felt by individual teachers. Teaching is beneficially understood in the 

larger life context taking the lives of teachers seriously form an inner perspective. 

(p. 234) 

  

Considering all these factors allows for an in-depth understanding of teachers and 

successful implementation of teacher education.   

In her article “The Emerging Beliefs and Instructional Practices of Pre-Service 

ESL Teachers,” Johnson (1994) discussed teachers‟ beliefs and the influence on teachers‟ 

perceptions and judgment and how these affected what teachers said and did in their 

classrooms.  Further, she claimed that teachers‟ beliefs influenced how they learned to 

teach and summarized the importance of understanding teachers‟ beliefs in order to 

improve teaching practices and training programs.  As Freeman (1991) stated, “[t]eachers 
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do not come to their professional preparation tabula rasa; indeed they bring a tremendous 

amount of background knowledge and schema which influence – if not shape – their 

thinking and development” (p.31).  These teachers have been students for a long time and 

their experiences and beliefs as students affect the way they approach teaching.  Two 

additional kinds of knowledge that influence teachers‟ perception and understanding of 

their teaching are 1) knowledge of subject matter and curriculum and 2) teachers‟ 

teaching theories, which refers to “their personal and subjective philosophy and their 

understanding of what constitutes good teaching” (Richards, 1998, p. 51).  In a study of 

how the beliefs of two EFL teachers in Hong Kong influenced their teaching practices, 

Jones and Fong (2007) indicated that teachers‟ “prior learning experiences as well-

remembered events have shaped their views about teaching and learning” (p.42).  This 

investigation demonstrated the influence of classroom experience on teachers‟ beliefs; 

and also confirmed that teachers faced constraints coming from the school realities, 

which is consistent with Borg‟s (2003) realization that “social, psychological and 

environmental realities […] constrain teachers‟ ability to practice what they believe” (p. 

94).   

Teaching practices differ across fields and as Neumann (2001) pointed out, there 

are different teaching practices across disciplines at the university level, i.e. „hard‟ 

disciplines, such as engineering, which strive for cognitive goals and learning facts, 

whereas „soft‟ disciplines, such as the humanities emphasize general knowledge and 

effective thinking skills.  Hammadou and Bernhardt (1987) stated that being a FL 

instructor is even more different: 
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Being a foreign language teacher is in many ways unique within the profession of 

teaching. Becoming a foreign language teacher, too, is a different process from that 

which other future teachers experience. This reality is rooted in the subject matter 

of foreign language itself. In foreign language teaching, the content and the process 

for learning the content are the same. In other words, in foreign language teaching 

the medium is the message. (p. 302) 

 

 

Borg (2006) emphasized Hammadou and Bernhardt‟s (1987) five characteristics 

that distinguish a FL teacher from teachers of other subjects:  

1) the subject matter (students do not understand the medium of the subject yet) 

2) necessary interaction patterns (e.g. group work to guarantee effective 

instruction) 

3) continuous increase in knowledge 

 4) isolation from other teachers of other subjects 

5) outside support to learn the subject.   

In his study, Borg (2006) examined five group participants in order to observe whether 

the participants realized any of the above mentioned characteristics of language teachers 

and to note whether participants‟ perceptions related to their background (e.g. teaching 

experience).  He reported that the participants perceived themselves as language teachers 

to be unique.  Some themes that emerged in his study are the following: 

1) dynamicity of the language 

2) complex content of language teaching 

3) materials and methods available to language teachers 

4) special and close relationship to students 

5) issue of NS/NNS language teachers.   
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 Among the different constructs of teacher identities discussed above, one most 

prevalent concept of language teacher identities is the dichotomy of being a native (NS) 

or a  non-native speaker (NNS).  Much research on language teacher identities discussed 

the NS and NNS identity construct of teachers (Braine, 1999; Canagarajah, 1999; Cook, 

1999; Edstrom, 2005; Lazaraton, 2003; Liu, 1999; Medgyes, 1992; Murti, 2002; 

Pavlenko, 2003).  Specifically in the context of teaching ESL/EFL and teachers of 

English to speakers of other languages (TESOL), Menard-Warwick (2008) points out 

“the NNEST/NEST [non-native-English-speaking teacher/native-English-speaker 

teacher] dichotomy remains the most prevalent way of theorizing teacher identity in 

TESOL” (p. 620).  Firth and Wagner (1997) wrote, “NS or NNS is only one identity from 

a multitude of social identities, many of which can be relevant simultaneously” (p. 292).  

The next section presents the research and discussions on the notion of NS/NNS teachers.   

Native and Non-native Speaker Teacher Identity 

As already mentioned above, discussions on language teacher identity tend to 

emphasize the significance and controversy of native speaker and non-native speaker 

teachers (Árva & Medgyes, 2000; Braine, 1999; Canagarajah, 1999; Cook, 1999; 

Edstrom, 2005; Kramsch, 1997; Lazaraton, 2003; Liu, 1999; Llurda, 2005; Medgyes, 

1992; Moussu & Llurda, 2008; Murti, 2002; Pavlenko, 2003).  Since the 1970s NS 

teachers have been favored over NNS speaker teachers by language departments, 

primarily due to the rising emphasis on communicative competence, and because NSs 

were seen as ideal models from which NNSs should learn ideal target language (TL) 

abilities (Kramsch, 1997).  Whether NS or NNS instructors are more effective has been 
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discussed in the literature for decades and the results are inconclusive (Kramsch, 1997; 

Medgyes, 1992; Murti, 2002).  Before discussing the NS/NNS controversy it is 

imperative to include a discussion and definition of NS.   

Definition of Native Speaker in Language Teaching 

Many definitions have been offered for the native speaker (Davies, 1991, 1996; 

Johnson & Johnson, 1998; Kramsch, 1997; Stern, 1983).  Davies (1991) maintained that 

Bloomfield (1933) was the first to record a definition of native speaker: “[t]he first 

language a human being learns to speak is his native language; he is a native speaker of 

this language” (p. 43).  Davies (1996) called this definition, which claims that one is a 

native speaker of the first language (L1) learned as a child, the “bio-developmental 

definition” (p. 156).  This definition suggests that individuals have no control over the 

choice of their L1 and they cannot change it.   

 Other definitions of the native speaker include non-developmental features 

besides the developmental criteria.  One feature that ensures native speakerness is a 

subconscious knowledge of the language (Kramsch, 1997; Stern, 1983).  Kramsch (1997) 

offered a definition of the native speaker: “someone who has an intuitive sense of what is 

grammatical and ungrammatical in the language” and included “social behavior and 

cultural knowledge as well” (p. 362).  Being a NS also includes having an understanding 

of “an intuitive grasp of the linguistic, cognitive, affective, and sociocultural meanings” 

(Stern, 1983, p. 343).  The ability to communicate within any setting and construct fluent 

and spontaneous speech is additional characteristics of a NS (Davies, 2003; Stern, 1983).  

A forth feature is the language skills and the ability to differentiate between their speech 
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and the standard of the language (Davies, 2003; Stern, 1983).  More qualities are tools 

NSs possess to use their language creatively (Stern, 1983); the ability of NSs to identify 

with a language community, in which the particular language is spoken (Johnson & 

Johnson, 1998; Kramsch, 1997); and lastly NSs have “a unique capacity to interpret and 

translate into the L1 of which s/he is a native speaker” (Davies, 2003, p. 210). 

 The many definitions of what distinguishes a native speaker from a non-native 

speaker show the difficulty of labeling an individual as a native or non-native speaker.  

This section discusses the above-mentioned criteria.  Some of these features seem 

obvious, such as the subconscious knowledge and intuition of the language; however, 

NSs are not always aware of how their language functions and why certain characteristics 

of the language are the way they are.  As another complicating factor, NSs‟ language 

intuition, after living in a country where their native language is not the official language, 

might be influenced and manipulated by the interference of the other language.  Other 

criteria are arguable, for example, many NSs cannot differentiate between their own 

speech and the standard and are not as fluent as we want to believe in discourses; and not 

all NSs can communicate within any setting and/or discourse.   

These features are variable and do not necessarily limit the definition of NSs.  

Lacking one or more of the given features would not disqualify an individual of being a 

NS.  NNSs also share many of these discussed characteristics.  Bloomfields‟ definition 

that an individual is a NS of the language s/he learned first, seems to be the only feature 

that clearly differentiates a NS from the NNS, although this definition is not helpful 

anymore in a world of multiculturalism and multilingualism.  The other characteristics 
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only clarify how well individuals can use their L1.  Following these definitions excludes 

heritage, bilingual, and multilingual speakers, and individuals who can reach nativeness 

of a language other than their L1.  Davies (2003) agreed that NSs “have intuitions about 

their Standard Language” (p. 209) but contended that it is “not an impossible task to 

become a native speaker of a target language” (p. 212).  He further claimed that 

“[e]veryone is a native speaker of his/her own unique code” (Davies, 2003, p. 208).   

Native Speaker Status in Language Teaching 

The role of NSs in language teaching and Second Language Acquisition (SLA) 

research has become an important issue in the past decades.  Some researchers viewed 

this issue as a matter of power and status (Holliday, 1994); others saw it as an imposition 

of NS interaction on the students, who might not prefer that type of interaction (Kramsch 

& Sullivan, 1996).  Being a NS allows for a space of belonging to a social group 

(Rampton, 1990), and as Kramsch (1997) pointed out, NSs received prestige in language 

teaching.  However, she questioned “the validity of the native speaker model for foreign 

language study” (p.362).  Although researchers doubted the status of NS instructors, “the 

native speaker often maintains a ghostlike presence,” as Cook (1999) pointed out (p. 

190).   

Explicit discussion on the preference of a NS language teacher in language 

teaching is infrequent.  The importance, however, of the NS, especially in ESL/EFL, is 

visible and discussed whenever the issue of which kind of NS should be the model arises 

(Canagarajah, 1999; Liu, 1999; Medgyes, 1992; Phillipson, 1992; Walelign, 1986).  Stern 

(1983) clarified the need of NS models in language teaching: “[t]he native speaker‟s 
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„competence‟ or „proficiency‟ or „knowledge of the language‟ is a necessary point of 

reference for the second language proficiency concept used in language teaching” (p. 

341).  In agreement with Stern (1983), Kramsch (1998) described this stance as 

“[t]raditional methodologies based on the native speaker usually define language learners 

in terms of what they are not, or at least not yet” (p. 28).  Following the notion of NS 

teachers as models, teaching languages seems to be trying to create native-like learners.  

However, as Kramsch (1997) highlighted, 

 

“native speakers do not always speak according to the rules of their 

standard national languages; they display regional, occupational, 

generational, class-related ways of talking that render the notion of a 

unitary native speaker artificial.” (p. 359) 

 

Therefore, the need for the NS teacher model is invalid, especially nowadays within 

multicultural and multilingual contexts.   

Multicompetent Speakers in Language Teaching 

Instead of looking at language teachers as NSs or NNSs of the language, 

researchers started considering other options, for example, intercultural, multilingual and 

multicompetent speakers.  Kramsch (1998) replaced the NS by a new ideal: the 

intercultural speaker, who mediates between two cultures, understands and interprets 

other perspectives, and reflects on her/his own culture and society.  By the end of the 

1990s the world was changing under the influence of globalization and mass 

immigration, prompting researchers to talk about multilingualism, multiculturalism, and 

multicompetence (Coleman, 2006; Cook, 1991; Graddol, 2000; Hall, Cheng, & Carlson, 
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2006).  Chomsky‟s (1965) linguistic theory idealized the monolingual speaker and thus, 

as Cook (1991) pointed out, ignored most people who speak more than one language.  A 

new theory should include the language knowledge of multilingual individuals, which 

Cook (1991) called multicompetence and defined it as “the compound state of mind with 

two grammars” (p.112).  Multicompetence guarantees L2 learners, users, and speakers to 

be “successful multicompetent speakers, not failed native speakers” (Cook, 1999, p. 204).  

The multicompetent speaker model ensures more successful speakers and applies much 

better to a multicultural and multilingual world; multicompetent speakers can have two or 

more grammars at their disposal, rather than just two as Cook (1991) suggested.  

Nevertheless, the discussion of whether the language teacher should be a NS or NNS or 

multilingual remains an unresolved issue and an on-going discussion.   

Skutnabb-Kangas (2000), in contrast to the preferences of the 1980s, highlighted 

that NNS instructors may have “high levels of functional competence in the target 

language” and may also have a better “insight into the linguistic and cultural background 

and needs of their learners…[and]…firsthand experience of having learned and using a 

second or foreign language” (p. 38).   These are main advantages listed for NNS 

instructors by other researchers, such as Cook (1999), Kramsch (1997), Medgyes (1994), 

and Phillipson (1992).  In The Non-Native Teacher, Medgyes (1994) highlighted, “[t]he 

bright side of being a non-native” (p. 51).  Besides the advantages that Skutnabb-Kangas 

(2000) and other researchers have found, Medgyes (1994) proposed that NNS teachers 

can also be good learner models; they teach language learning strategies more efficiently; 

can offer learners more information about the language; are more understanding of the 
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needs and problems of the learners; and use the learners‟ native language when need be 

(p.51).  In spite of the advantages, NNSs feel insecure “in a world that still values native 

speakers as the norm providers and the natural choice in language teacher selection” 

(Llurda, 2005, p. 2).   

Few empirical studies have been conducted to shed light on the efficacy of having 

NS/NNS language instructors.  Most researchers who examined native speakerness were 

concerned with colonialism and thus employed qualitative methods to engage in critical 

pedagogy (Canagarajah, 1999; Pennycook, 1998; Phillipson, 1992).  As an exception, 

Medgyes (1994) conducted his study utilizing three surveys including 325 NS/NNS 

English teacher participants from eleven countries and a few selected interviews testing 

four hypotheses: 1) NS and NNS English teachers differ in their language proficiency, 2) 

they have different teaching behaviors, 3) the inconsistence in their language proficiency 

explains the difference in their teaching behavior, and 4) both parties can be equally good 

teachers.  His results are presented in Table 2.1.  Although Medgyes (1994) had a large 

number of participants, the results are based on self-reports and only a few responses 

were triangulated with interviews.  Moreover, with the differences shown above, whether 

a NS or NNS instructor is better or more effective cannot be concluded from his 

investigation.  As Medgyes (1994) maintained, “[d]ifferent does not imply better or 

worse” (p. 76).  Based on his findings, he established six hypotheses regarding NNS ESL 

instructors‟ strengths, which can be applied to FL instructors as well.   
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TABLE 2.1. Medgyes‟ (1994) results 

 NS English Teachers NNS English Teachers 

Use of English 

 

Better English 

Real language use 

More confident in English 

 

Poorer English 

Language use from the book 

Less confident in English 

 

General attitude 

 

More flexible approach 

More innovative 

Less empathetic 

Attend to perceived needs 

Far-fetched expectations 

More casual 

Less committed 

 

More guided approach 

More cautious  

More empathetic 

Attend to real needs 

Realistic expectations 

More strict 

More committed 

 

Attitude towards 

teaching the language 

 

Less insightful 

Focus on 

    Fluency 

    Meaning 

    Language in use 

     Oral skills 

    Colloquial registers 

Teaching in context 

Free activities 

Favored group work/pair 

work 

Various materials used 

Accepted errors 

Fewer tests 

No use of L1 

No or less use of translation 

Less homework assigned 

 

More insightful 

Focus on 

    Accuracy 

    Form 

    Grammar rules 

    Printed word 

    Formal registers  

Teaching in isolation 

Controlled activities 

Favored frontal work 

Single textbook used 

Corrected/punished errors 

More tests 

More use of L1 

More translation 

More homework assigned 

Attitude toward teaching 

culture 

More cultural information Less cultural information 

Adapted from Medgyes (1994) 

 The first hypothesis claimed that NNS instructors serve as good learner models to 

their students, showing the success of their language learning.  The second strength listed 

by Medgyes (1994) is the NNSs‟ ability to teach language learning strategies, because 

they employed these strategies themselves when learning English.  Further, NNSs have a 
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high level of metalinguistic awareness of the L2 structure and thus can transmit their 

knowledge to their students.  NNSs are aware of the grammar rules of the L2 and 

understand these rules and how they function, versus NSs who rely too often on their 

intuition and may not be able to explain the rules to the learners.  Another forte that 

Medgyes (1994) pointed out is the empathy that NNSs bring to their classrooms and to 

their students.  NNSs might be able to understand errors that their students are 

experiencing and will empathize with them, since they might have experienced the same.  

Finally, the NNS instructors in his study spoke the same L1, which can serve as a tool in 

the language learning classroom, but as other research has shown (e.g. Benke & 

Medgyes, 2005) NNS teachers may use their L1 more than needed.  Braine (1999), Liu 

(2004), and Tarnopolsky (2000) found the same strengths among their NNS instructor 

participants.  Tarnopolsky (2000) also presented three disadvantages that NNS instructors 

might encounter: 1) the foreign accent (which can be improved), 2) lack of knowledge in 

recent changes in the English language as well as culture, which NSs might not know 

about either not being in an English-speaking country, and 3) less access to current 

methods and materials that have been developed in English-speaking countries.  

 In contrast, the main advantage that NS instructors possess in the classroom is 

their language ability as already discussed above.  However, this advantage has been seen 

in a more negative light by some researchers.  Kramsch (2003), for example, ascertained 

that while NSs might have a high level of proficiency, their learners will be put at a 

disadvantage, since they will never be able to reach this level.   

 Another study by Samimy and Brutt-Griffler (1999) recorded perceptions of 17 
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non-native TESOL graduate instructors at a large Midwestern university in the United 

States in regard to teaching English.  Using Medgyes‟ (1994) survey, the authors 

expanded their data pool including classroom discussions, interviews, and 

autobiographical records.  Quantitative results mirrored the outcomes in Medgyes‟ (1994) 

study, in that the NNS instructors felt that their NS counterparts were more informal and 

flexible.  Participants, however, did not feel that being a native speaker was inherently 

better or worse.  A new result of this study suggested that the NNS instructors did not feel 

inferior to their NS colleagues.   

 Miller (2007) investigated 45 ESL high school student teachers in Australia using 

a questionnaire to examine the issue of NNS identity and competence.  Her results 

showed that the teachers agreed that being a NNS of English aided in the linguistic 

knowledge, formal knowledge of the grammar and the ability to empathize with the 

students.  The teachers felt anxious teaching ESL; yet, as Miller (2007) showed, this 

anxiety in the perception of the teachers was connected to being NNS of English and not 

to being beginning teachers.  

As can be seen, most research on NS/NNS teacher identities has taken place in the 

ESL/EFL setting.  Only recently have some NNS language instructors other than English 

started to describe their personal experiences in the profession, which helps NNS 

instructors acknowledge their strengths (Edstrom, 2005).  Edstrom (2005) described her 

identity process as a NNS instructor of Spanish in the United States.  Although she 

carried feelings of insecurity regarding her linguistic competence (her knowledge of 

Spanish vocabulary and grammar) and worried that she would make mistakes when 
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teaching Spanish, she was able to see her NNS insights and empathy towards her 

learners.   

The NS/NNS identity of FL instructors other than English has not been 

investigated empirically yet.  Murti (2002) and Kramsch (1997) discussed the issues of 

being a NS or NNS of the language of instruction.  Murti (2002) examined the notions of 

“native,” “non-native,” and “near native,” which are assigned to language instructors and 

their abilities.  She discussed the history of the word “native,” clarifying that during the 

nineteenth century in Europe, “native” carried the meaning of being not civilized or 

barbaric.  This definition changed over the years, leading to a current understanding that 

“[t]he native speaker ranks at the top of proficiency scales” (Murti, 2002, p. 27).  As a 

result, there is an implicit belief that NNSs will never reach the same level of proficiency 

as NSs. Murti challenged this notion.  To her, the two terms (native and non-native) have 

changed and “have become more multilayered entities, less transparent” (Murti, 2002, p. 

28).  In the special case of German, which Murti (2002) discussed in her article, she 

reminded us that Germany is a changing country, undergoing increased multiculturalism, 

which then “is forcing Germans to revise their understanding of national differences” 

(p.28).  With this understanding, it becomes difficult to label a person as a NS or NNS of 

German.  This implies, as Murti (2002) pointed out, that the NS proficiency is not 

necessarily required to teach a FL.  Additionally, the argument that a non-native teacher 

remains a learner for life is easily dismissed, since any individual will be a learner for 

life.  Affirming Medgyes (1994) conclusion about NS/NNS language teachers, Murti 

(2002) stated that what a non-native teacher brings into the FL classroom “is different 
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from, but as valuable as, that of [the] native speaker colleague” (p.28).  With 

globalization, multiculturalism, and multilingualism, the dichotomy of NS versus NNS 

needs to be reevaluated.  Researchers, such as Murti (2002), have laid the theoretical 

groundwork, however, empirical studies on FL teachers other than English in regard to 

this concept are overlooked.   

All the above-mentioned studies on teacher identities considered teachers of 

subject fields including languages, science/math, social studies, and art (Beijaard et al., 

2000) or ESL/EFL teachers (Duff & Uchida, 1997; Menard-Warwick, 2008; Vásquez & 

Urzúa, 2009).  Even other researchers who revisited the issues of teacher identities – 

whether on NS/NNS issues or any other identity constructs – mainly considered 

ESL/EFL teachers (Johnson, 1994; Louden, 1991; Pennycook, 1994).  The identities of 

FL instructors other than English and the influence and impact they may have onto 

teachers‟ practices have not been explored empirically. 

TEACHING PRACTICES  

 Teaching a foreign language at universities in the United States can be very 

challenging with the importance of the four skills – listening, reading, speaking and 

writing – remaining strong even today.  Many different approaches and methods compete 

when it comes to teaching these skills.  For the past three decades the main objective of 

L2 instruction has been the acquisition of communicative competence.  Communicative 

competence might be interpreted in different ways even though it is a concept with which 

most teachers nowadays are familiar.  Another competence that has been stressed over 

the past years is culture competence.    
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Many researchers discussed the importance of incorporating culture competence 

into the FL classroom (Brooks, 1968; Galloway, 1992; Lange, 1999; Posthofen, 1995; 

Seelye, 1993) and demanded to instruct language as culture and through culture and not 

as a separate commodity (Agar, 1994; Kramsch 1998, 2000).  Sercu (2006) extended the 

objective of acquiring communicative competence by stating, “[t]eachers are now 

required to teach intercultural communicative competence” (p. 55; emphasis added).  

Byram (1997), Byram and Risager (1999), Kramsch (2000), and Sercu et al. (2005) have 

theorized about the importance of ICC in the FL classroom.  Whether teachers are aware 

of this demand and new path in FL learning and teaching and how they feel about 

incorporating it into the classroom has been neglected. In the following section, I will 

describe research on culture and ICC in FL learning and teaching.   

Teaching Culture and Intercultural Communicative Competence 

The importance of the concept of culture in FL education is reflected by the large 

number of researchers and writings that address different aspects of cultural knowledge 

(Abrams, 2002; Brooks, 1968; Byram, 1988, 1997; Chavez, 2002; Galloway, 1992; 

Kramsch, 1995, 1998, 2000; Lange, 1999; Nostrand, 1989; Posthofen, 1995; Reitenauer 

et al., 2005; Scollon & Scollon, 1995; Seelye, 1993).   The Standards for Foreign 

Language Learning in the 21
st
 Century (National Standards, 1999) stressed the goal that 

learners receive an opportunity to learn about the different cultures that the language 

represents.  

With the rise of globalization, multilingualism and multiculturalism, culture and 

especially ICC are even more important, yet teaching culture in the FL classroom has 
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remained an unresolved problem for the past 50 years.  In the context of teaching 

German, culture/ICC needs to be reconsidered.  “German” culture has taken on a new 

concept due to multiculturalism in Germany.  Therefore, defining culture and ICC, and 

identifying which cultural aspects need to be included in the FL classroom has been a 

challenge.  Definitions on culture and ICC in the field of Applied Linguistics have been 

offered by many scholars (Brooks, 1968; Byram, 1988, 1997; Lafayette, 1978; Kramsch, 

1998, 2000; Reitenauer et al., 2005; Scollon & Scollon, 1995; Seelye, 1984).  Lafayette 

(1978) coined two concepts of culture: 1) “Culture with a capital C,” which refers to high 

culture in art, literature, music, architecture, and history and 2) “culture with a small c,” 

which includes everyday life, behavior, traditions, and perspectives of the people of that 

culture. High culture was prevalent in FL education in the past decades (Seelye, 1984).   

With new influences in the field of Applied Linguistics from Anthropology and 

Sociology, the focus shifted from “capital C” to “small c” (Hall, 1990; Lado, 1986).  

Furthermore, culture was to be seen in context (Kramsch, 1983).  Reitenauer et al. (2005) 

defined culture as  

“the creation of learned and shared values, beliefs, and behaviors in a community 

of interacting people. Each of us constructs a multicultural identity from the many 

cultural influences that impact us, including nationality, ethnicity, race, age, 

gender, physical characteristics, sexual orientation, economic status, education, 

profession, religion, and organizational affiliation.” (p.68) 

  

These values and beliefs are formed through every aspect of culture, from literature and 

history to everyday encounters.  In order to be able to teach culture in FL courses, these 

aspects of culture should be included in informational presentations, discussions and 

inquiry moments.   
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Language is also central to culture.  Many researchers argued that language and 

culture are inseparable (Brooks, 1968; Byram, 1988; Galloway, 1992; Kramsch, 2000; 

Seelye, 1993).  Kramsch (2000) pointed out, “culture is often seen as mere information 

conveyed by the language, not as a feature of language itself” (p. 8).  With this she 

emphasized that culture is “the very core of language teaching” and “cultural awareness 

must then be viewed both as enabling language proficiency and as being the outcome of 

reflection on language proficiency” (Kramsch, 2000, p. 8).  Agar‟s (1994) term 

“languaculture” suggests that language and culture are merged and that language users 

draw on more than just vocabulary and grammar.  Language is culturally loaded.  Agar 

(1994) used the term “rich points” (p.100) to describe moments, in which people do not 

understand each other in certain situations and which thus can cause intercultural 

misunderstandings.  These rich points can be seen as cultural differences, which make 

culture become visible to an outsider.  Using rich points in the classroom can aid in 

developing cultural knowledge, attitudes and an understanding of the own culture.   

Byram and Kramsch (2008) discussed the difficulty of teaching “language as 

culture” (p. 21).  Conducting a study with a fourth semester German class, Byram and 

Kramsch (2008) understood the goal of teaching culture to be “for students to recognize 

the assumptions they make when they use language – their own or their target language – 

to describe and understand that other culture” (p. 31).  Their study outlined three further 

fears that American teachers struggle with when having to incorporate culture into their 

teaching: 1) teachers fear stereotyping, 2) teachers feel they lack cultural knowledge, and 

3) teachers fear that by incorporating culture the communicative aspect of their class will 
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suffer.   

Posthofen (1995), Risager (2007), and Weiss (1971) strongly suggested including 

culture when learning and teaching languages.  Risager (2007) recommended creating 

cultural representations, which “are built up in discourses” and “convey images or 

narratives of culture and society in particular contexts” (p. 180).  Posthofen (1995) 

proposed an intercultural approach, that allows students to acquire the language and to 

communicate with a native speaker, since this approach “would focus on the presentation 

of important issues and distinctive features of various aspects of the target culture to our 

students in the classroom” (p. 3).  Such an approach is accomplished, according to 

Posthofen (1995), through current technology, since “it appeals to students,” and it allows 

for “playful discovery” (p. 5).  Presenting these “important issues” to our students is not 

enough.  Teaching culture should also encourage students to inquire about the other 

culture, to discover skills and abilities of analyzing and interpreting cultural aspects, and 

to engage with the other culture and one‟s own in an understanding matter.  Byram 

(1988) suggested to look at „culture‟ as „cultural studies‟ “provided it is taken to refer to 

all aspects of culture as a way of life, to include all those dimensions which an 

anthropological ethnography, a history of art, crafts and literature and contemporary 

social and political history would describe” (p.17).  Moreover, cultural studies should not 

be presented as mainly information that supports the language learning, but needs to be 

criticized. The MLA ad hoc committee on foreign languages in Foreign Languages and 

Higher Education: New Structures for a Changed World (MLA, 2007) reported that 

language majors should become “educated speakers who have deep translingual and 
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transcultural competence” (p. 3), which “places value on the ability to operate between 

languages” (p. 3-4).  This competence allows students to interact appropriately with 

speakers of the native language and “reflect on the world and themselves through the lens 

of another language and culture” (p. 4).  This approach to FL teaching utilizes literature, 

film, and other media and “challenge[s] students‟ imagination” helping them “consider 

alternative ways of seeing, feeling, and understanding things” (MLA, 2007, p. 4).  While 

acquiring language abilities, students are also being instructed in “critical language 

awareness, interpretation and translation, historical and political consciousness, social 

sensibility, and aesthetic perception” (MLA, 2007, p. 4).    

Transculturalism and translingualism have many different names.  ICC has been 

used more recently and frequently in FL education.  Other names that exist are the 

following: Intercultural Competence (IC), Cross-cultural Competence (CC), and 

Intercultural Sensitivity.  The choice of the term depends on the field or subject area, 

however, these concepts basically make an effort to measure effective and appropriate 

performance in intercultural communication (Bennett, Bennett, & Allen, 2003; Byram, 

1997; Deardorff, 2006; MLA, 2007). For the purpose of this study, I will use the term 

ICC because this is the most common used expression in the field of FL education.   

Reitenauer et al. (2005) defined intercultural competence (IC) as “the ability to 

communicate effectively and appropriately in a variety of cultural contexts” (p.68).  

Byram (1997) described IC as the willingness to consider and respect other beliefs and 

behaviors “and to analyse them from the viewpoint of the others with whom one is 

engaging” (p. 34).  Similarily, interculturality, according to Kramsch (2005), is “an 
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awareness and a respect of difference, as well as the socioaffective capacity to see oneself 

through the eyes of others” (p. 553).  A person who displays these competences is known 

as an intercultural speaker (see also Belz, 2002; Cook, 1992; Kramsch, 1998).  

Studies on culture and ICC in the FL classroom have focused mainly on the 

learners (Abrams, 2002; Belz, 2002, 2005; Chavez, 2002; Furstenberg, Levet, English, & 

Maillet, 2001; Müller-Hartmann, 2000; Vogt, 2006; Ware, 2005).  Investigating the 

acquisition of culture through technology, Belz (2005) examined questioning as a guide 

of IC in a telecollaboration between German and American university students.  She 

concluded that there are risks for students and teachers alike when using technology-

based IC: it might strengthen certain stereotypes and create new ones. She highlighted the 

risks that come with stereotyping and creating new stereotypes.  Teachers are usually 

scared to approach certain cultural representations and are not prepared to include these 

aspects in their teaching, and thus avoid teaching culture so that they can stay away from 

stereotypes.  She further argued for dialogic pedagogy to overcome this issue to help 

form students who can deal with and interpret their own interactions.   

The importance of culture in language learning and teaching is evident.  Much 

research has highlighted students’ learning of ICC.  In contrast, little research on teachers 

and their standpoint on culture and ICC is available (Sercu et al., 2005; Sercu, 2006). A 

2005 study by Sercu and her colleagues on K-12 teachers and ICC is a notable exception.  

The authors investigated FL teachers from Belgium, Bulgaria, Greece, Mexico, Poland, 

Spain, and Sweden in order to observe whether these teachers are willing to teach culture 

and ICC and if they incorporate it into their lessons.  Continuing this research, Sercu 
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(2006) examined whether the same teachers fulfilled the “foreign language and 

intercultural competence teacher” requirement (p. 56).  In both studies the authors 

discovered the willingness of teachers to incorporate ICC in the FL lessons, however, 

they felt that a) they are not trained well-enough to teach ICC, b) the curriculum allowed 

no time to include ICC, and c) they may not have been qualified to teach ICC.  

Interestingly, of the 424 studied participants 79% were EFL teachers; 9% taught German, 

7% French, and 2% Spanish, which illustrates the lack of research on FL teachers other 

than English.  

In alignment with other researchers, Omaggio Hadley (2001) reported “the study 

of culture involves time that many teachers do not feel they can spare in an already 

overcrowded curriculum” (p. 346).  Additionally, instructors feel insecure teaching 

culture believing they do not know enough about the culture of the foreign language.  

And finally, many instructors are afraid of raising issues of the “other” culture having to 

deal with students‟ reactions and opinions (see Omaggio Hadley 2001, pp. 346-347).  

Unfortunately, while the literature provides us with reasons for including culture 

and ICC, it does not offer instructors ways and methodologies to incorporate culture and 

ICC.  Ideally, teaching culture/ICC should incorporate not only cultural information and 

presentation, but also utilize language to allow the interaction with other cultures, cultural 

inquiry, critical thinking and reflecting on other cultures as well as on one‟s own, and 

analyses of encounters with other cultures.  The cultural concepts should further include 

“high culture,” such as literature, history, arts, and music, as well as everyday culture (for 

example, using blogs).   
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CONCLUSION 

Most of the literature is based on theories and debates about how to define culture 

and ICC in the FL learning and teaching context.  Few empirical studies have been 

conducted to show whether students require culture and how they best acquire the „other‟ 

culture.  These studies (Abrams, 2002; Chavez, 2002; Belz, 2005) pointed to students‟ 

interest in learning about other cultures, but also demonstrated some hostile reactions 

towards the “other”.  Further, these studies illustrated that although culture portfolios 

aided students‟ understandings of other cultures and perspectives (Abrams, 2002; Moore, 

1994), telecollaboration (Belz, 2005) strengthened and created new stereotypes, 

underscoring the difficulty of teaching and assessing culture in the FL classroom.  Data 

on teachers, their understanding and training of culture in FL learning and teaching is 

rare.  Some studies reported on teachers fearing cultural topics (Belz, 2005; Byram & 

Kramsch, 2008; Omaggio Hadley, 2001) while others discussed the willingness and 

reality of including cultural content in FL classrooms (Sercu et al., 2005; Sercu, 2006).  

Nevertheless, data on how teachers experience teaching culture, what they know, and 

how they can transfer their knowledge and training into the classroom is unavailable.   

 The present study of graduate instructors of German, their identities and teaching 

practices aims to fill in this void by allowing us to understand further what NS and NNS 

instructors of German experience and undergo while trying to teach both language and 

culture.  We expect that this understanding can lead to better training programs and assist 

instructors in including their identities into their teaching practices.  The methodology 

used for the present study is described in the next chapter.   
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CHAPTER 3 – METHODOLOGY 

INTRODUCTION 

 The purpose of this qualitative study is to investigate how graduate instructors of 

German at the University of Texas negotiate their identities and to show the importance 

of this development in teacher training.  In addition, the present project examines the 

native and non-native speaker identity construct and its impact on the participants‟ 

teaching practices, especially as it pertains to culture. 

 In order to explore these topics, I first state the research questions that the study 

looks at specifically.  Then I describe the setting and the participants, followed by the 

methods I used for the data collection and analyses.  

RESEARCH QUESTIONS 

 This study was guided by the following research questions: 

1. What is the nature of graduate instructors‟ teacher identities?  

2. How does being a native versus non-native speaker of German influence 

instructors‟ teaching beliefs and practices, especially as it pertains to teaching 

culture, and identity negotiation?  

SETTING 

This study took place in the Germanic Studies Department at the University of 

Texas at Austin.   The program offers German language classes on each level every 

semester.  The lower-division German classes (first-year and second-year) are usually 

taught by the graduate students who are assistant instructors (AIs) and have about 350 
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students each semester.  In the semester in which the study was conducted, there were four 

first-semester, five second-semester, four third-semester, three fourth-semester, and one 

accelerated second-year German courses offered.  Classes typically hold around 25 

students.  All classrooms are equipped with a technology console and a blackboard.   

CURRICULUM 

First-year German  

 In Fall 2008, the German division of the Germanic Studies Department at the 

University of Texas at Austin, introduced a new German online textbook for the first-year 

curriculum, Deutsch im Blick (DiB).  This new textbook focuses on language in use 

“guided by real-life, plausible language situations” (Abrams et al., 2008, Einführung), as 

opposed to the previous textbook Deutsch: Na Klar! which uses materials that exemplify 

vocabulary, grammar, and communicative functions (Di Donato, Clyde, & Vansant, 

2008).  DiB is based on videos of native speakers and non-native learners of German.  

This fact makes it different from other textbooks in that it provides the students with the 

opportunity to challenge the notion that only native speakers of the target language can 

speak the language.  DiB demonstrates to learners that everyone can “become a native 

speaker of a target language” (Davies, 2003, p. 208).   

 First-semester German (506) covers chapters one through five and second-

semester German (507) completes the online textbooks: chapters six through ten (see 

Appendices A and B for syllabi).  Both levels show a film with which the students work 

and engage, and on which they are assessed.  This online textbook offers many activities 

and ongoing engagement with the language and the cultures.  
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Second-year German 

 In the semester, in which this study was conducted, second-year German used 

Anders Gedacht as a textbook.  The second-year textbook emphasizes reading to expand 

grammatical structures, vocabulary building, cultural content (primarily literary, artistic 

and historical printed texts) and discussions, reading and writing skills, and 

communicative skills.   

 Third-semester (312K) German covered chapters one, two, five, six and seven 

(see Appendix C for syllabus).  Forth-semester (312L) includes chapters three, four, nine 

and ten (see Appendix D for syllabus).  The original chapters were re-sequenced to allow 

for thematic cohesion at each level: historical aspects of the German-speaking countries 

in third-semester, and more current social issues in fourth-semester courses. The 

accelerated second-year (612) course covers the materials that 312K and 312L include 

(see Appendix E for syllabus).  Again, both second-year level courses and the accelerated 

course view a film with which students work and engage and on which they are assessed. 

This textbook reviews grammar structures through readings and does not offer as much 

material as the first-year textbook.  Instructors are more challenged to provide extra 

material, listening activities, and communicative situations. 

PARTICIPANTS 

Access to participants 

 Since I work as a graduate instructor for the Department of Germanic Studies, I 

had access to all graduate instructors teaching that semester.  With the permission of the 

program coordinator, I contacted all graduate instructors in the department asking for 
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volunteers to participate in my study.  I only recruited graduate instructors teaching 

German, following my research interest and questions.   

 I contacted the instructors by email, in a message that went out January 2009.  In 

my email I gave a clear description of my research and my study, inviting fellow graduate 

instructors to participate.  I had asked for four native speakers (NSs) and four non-native 

speakers (NNSs) of German to participate in my study.  I was hoping for equal 

distribution of female and male participants.   

Participants 

The eight subjects that participated in my study were the ones who responded to 

my email.  Since the department had thirteen graduate instructors teaching German in the 

spring of 2009, I decided to choose the first four NSs and NNSs that responded to the 

recruitment email.  Only eight instructors responded, and they became the participants: 

Linda, Justin, Matthew, and Paul (NNS of German); Franc, Ingrid, Joseph, and Vanessa 

(NSs of German).  I assigned participants a pseudonym in order to protect their identity.   

The information used for describing the participants comes from the demographic 

section of the first questionnaire.  Some participants elaborated on the self-perception of 

their teaching, which was included in the descriptions, other chose not to outline their 

teaching in depth, and thus the clarifications derive from my observations. Of the four 

NSs of German, two are female and two are male; of the NNSs of German three are male 

and only one is female.  Linda and Ingrid were in their mid 20s; Matthew and Paul in 

their late 20s; and Franc, Joseph, Justin, and Vanessa were in their thirties.  Two 

instructors, Linda and Justin, taught first-semester German (GER 506) and three 
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instructors, Paul, Ingrid, and Vanessa, taught second-semester German (GER 507) with 

the online text book DiB.  The remaining three instructors taught the following: Matthew 

third-semester German (GER 312K), Franc fourth-semester German (GER 312L), and 

Joseph second-year accelerated German (612).  These latter three instructors taught these 

classes with the second-year textbook Anders Gedacht (see Table 3.1).  

 

TABLE 3.1.: Participants‟ overview 

Participants Language Gender Age  Course 

Linda NNS of German female 18 – 25  first semester German 

Justin NNS of German male 26 – 33  first semester German 

Matthew NNS of German male 26 – 33 third semester German 

Paul NNS of German male 26 – 33 second semester German 

Franc  NS of German male 34 – 40  fourth semester German 

Ingrid NS of German female 18 – 25 second semester German 

Joseph NS of German male 34 – 40 second year German 

accelerated 

Vanessa NS of German female 26 – 33 second semester German 

 

Six participants have been teaching German at the lower-division level for several years; 

the other two instructors are in their first or second year.  All four NNSs have lived in a 

German-speaking country between three months and one year.  The four NS-participants 

have lived in the US between two and seventeen years. 

The Non-native Speakers of German 

 The four non-native speaker participants were all born in the US and completed 
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their undergraduate degree at American universities.   

Justin 

Justin is working towards his PhD in Germanic Studies with an emphasis on 

German literature and culture.  He has a great interest in German history and enjoys 

languages as well.  After his Master‟s Degree and being a teaching assistant (TA), he 

taught his own classes as an assistant instructor (AI) for four years.  His interest in 

teaching German is guided mainly by his fascination with the language and with cultural 

aspects of Germany.  He further believes that teaching German enriches his experience to 

learn to think from a different perspective, and that is what he tries to impress on his 

students as well.  In his classroom Justin is friendly and engaging.  He shows interest in 

his students and his field.  Justin has spent time abroad, mainly in Germany.  He has been 

there several times and to different parts of the country.  His last stay lasted one year, 

which was during an exchange program as a graduate student three years ago. 

Linda 

 Linda is the only female participant among the non-native speakers.  She is 

pursuing a PhD and has been in the graduate program for one and half years, completing 

her fourth semester during the period of data collection.  Her emphasis within Germanic 

Studies is Linguistics.  She is in her second semester of teaching German. According to 

her, she is teaching German in order to be able to pay for graduate studies and to improve 

her German skills.  In her classroom she is very friendly and comes across as a relaxed 

and calm person.  Linda has a great interest in languages, which she studied as an 
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undergraduate.  One of the languages she pursued was German, which then led her to 

work towards a graduate degree in the field.  She has spent three months in Switzerland . 

 

Matthew 

 Matthew is also working towards his PhD in Germanic Studies.  His major area is 

German literature and culture, and he enjoys German history.  His enthusiasm for 

languages is evident in many ways: he received a Master‟s Degree in Spanish and learned 

Dutch and now also teaches Dutch every other semester.  Matthew has been in the 

program for four years and has been teaching for three years.  His decision to teach 

German is mainly guided by his interest in teaching the language and culture and giving 

his students new perspectives.  Further, teaching German is a result of his own interest in 

the subject as well as a way to pay his bills.  Matthew shows his interest, especially in 

history, in his classroom and tries to spark his students‟ interests.  Matthew has spent a 

year in Germany one year ago on an exchange program as a graduate student.  He also 

spent time in Germany and other European countries throughout his studies. 

Paul 

 Paul has been in the program for six years.  He is pursuing a PhD.  His major area 

is German literature and culture and his minor area lies in translation theory.  His 

undergraduate studies have been in sciences as well as German.  Paul was a TA for two 

years and taught his own classes as an AI for four years in the department.  He does not 

enjoy teaching the language as much, but whenever he does, he prefers teaching 

grammar.  He is teaching German as a gateway to teach literature, since this is the career 
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he wants to pursue.  In the classroom, Paul seemed to enjoy grammar when teaching 

language.  His preference for grammar shows in his enthusiasm when having to explain 

grammar issues.  Paul was in Germany as an exchange student for nine months.  He 

shows great interest in other languages, by taking classes in Turkish and Arabic.   

The Native Speakers of German 

 Three of the four native speakers were born in Germany, while one was born in 

Switzerland.  All NSs lived most of their lives in a German-speaking country and moved 

to the US as adults.   

Franc 

 Franc is a native of Switzerland.  He began his studies in this program six years 

ago and is completing his PhD with a focus on Linguistics.  He completed a degree in 

business in Switzerland, then moved to the US as young adult.  Of all NSs of German, 

Franc had been living in the US the longest: 17 years.  At the time of data collection, he 

had been teaching for ten years.  Before he started his Master‟s he had been teaching high 

school.  He liked teaching, and decided to continue his studies and teach German.  

Franc‟s interest in teaching showed in his preparation for his classes.  He always seemed 

to try to bring in different materials and he seemed to enjoy the moments with his 

students before actual class started   

Ingrid 

 Ingrid had just started her graduate studies in our department when this study was 

conducted.  She had studied in Germany and then spent a year at another US institution 
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before beginning her studies at UT; she is pursuing her PhD.  Being at the beginning of 

her studies, she has many interests and has not yet decided what her focus will be.  Ingrid 

had been in the US for three years and is in her second year of teaching German; she 

finds teaching very rewarding.  Having had bad experiences with teachers when she was 

studying and learning languages, she strives to make the learning experience better for 

her students.  In her classroom Ingrid has good rapport with her students, and she 

promotes a relaxed atmosphere, including a lot of jokes between her and her students. 

Joseph 

 Joseph studied German and English in Germany, after which he started his 

Master‟s in German at an American institution.  He has been in this department for two 

and a half years working towards his PhD in German literature.  As he mentioned in the 

interview, his interest in German history is evident in his teaching.  At the time of data 

collection, he had been teaching German for four and a half years, which is the same 

amount of time that he had been living in the US.  Joseph enjoys teaching German and 

would like to pursue a career within the field.  In addition, he loves the language and the 

culture, and by teaching German as a graduate instructor he can afford his graduate 

studies.  His enthusiasm to bringing his interests to his classroom was evident in my 

observations.  Students seemed to enjoy his knowledge in his area.   

Vanessa 

 Vanessa is another graduate instructor who had just begun her studies in this 

program.  She studied engineering in Germany and then moved to the US, where she 
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completed her Master‟s Degree in German.  Her scholarly focus at UT is pedagogy.  

Vanessa has lived in the US for six and a half years, and taught the last two and a half of 

those years.  Her interest in teaching German revolves around seeing her students 

progress and react to different cultural phenomena.  In the classroom she is very active 

and involved, as she has reported also in the self-reflective journal entries.   

THE RESEARCHER 

 As I am a colleague of the participants and the researcher, it is important for me to 

describe my role and research stance in this study.  First, I explain how I developed an 

interest in the topic.  Second, I establish that although I am involved intellectually due to 

my interest in teaching and identity issues, I am aware of my position and made every 

attempt not to let my personal point of view bias my reading of the data.   

I am originally from Lebanon and my family moved around the world a lot.  

When I was almost nine years old, my mother, my three siblings and I moved to 

Germany.  None of us spoke German and had to acquire it mainly at school and by 

interacting with German classmates.  We lived in small town where the majority of the 

population was German.  I lived, went to school, studied, and worked in Germany until I 

was 24 years old.  At this point I moved to the United States to obtain a Master‟s Degree, 

then enrolled at UT to earn a doctoral degree. 

Not until I was accepted at Texas Tech University to obtain a Master‟s Degree 

and teach German did I start thinking about whether or not I count as a native speaker of 

German.  The professor who recruited me for the Master‟s program talked to me and to 

others about my being a NS of German.  I had never thought about this issue, and then 
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accepted the fact of being seen as a NS of German without question.  After I completed 

my second Master‟s degree in Applied Linguistics and started my PhD work, students, 

classmates, and professors often asked me if I really was a NS of German.  One professor 

asked me where I had acquired my German, since it sounded almost “accent free.”  A 

Mexican-American, multicultural classmate (who moved from Mexico to the US at age 

nine) once told me that I was not a NS of German and that I should not be counted as a 

NS, since I was not born in Germany (Her interpretation may have been due to the fact 

that she did not see herself as a NS of English.).  Another reason she offered was that my 

parents were not German, so I could not be counted as a NS of German.  That encounter 

and the process of negotiating and renegotiating my identity made me very curious.  I 

was intrigued by this conversation with the classmate and wondered whether or not I 

count as a NS or whether I saw myself as one.  Up to that point I had never thought about 

this issue, since I had just assumed I was a NS of German because I was a German 

citizen, had lived in Germany for 16 years, and spoke (and mostly thought in) German as 

my primary language.  These exchanges gave me reasons to rethink my language and 

cultural identity.  Being originally from Lebanon, but having moved to Germany at a 

young age, I started wondering whether I counted as a NS of Arabic.  In addition, 

throughout my life, I have learned more languages, reached fluency in English, and lived 

in different countries.  In the past, my being a multilingual speaker was just an 

unreflected reality in my life.  Nowadays, in a multicultural world, being multilingual is 

common.   

Besides the NS issue, I am also very interested in the notion of identity.  Being an 
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Arab woman who grew up in a Western country, learning different languages (e.g. 

German, English, French, and Spanish) and cultures, I became very sensitive to certain 

issues, such as cultural identities and cultural norms and intrigued about how people 

handle different life situations and their identities.   

Having taught lower-division German classes at two different American 

universities for four and a half years, I can relate to the participants when they discuss 

teaching issues, such as what to teach, how much culture to include, and how they feel in 

the classroom.  I am a strong advocate of teaching languages and enjoy discussing 

theories and methods with colleagues and students.  I also have a particular interest in 

language, culture and identity and how they are intertwined because of my heritage.  The 

participants have to teach language and culture and negotiate identities while doing so.  

Their beliefs regarding the language and culture differ depending on whether or not they 

are NSs or NNSs of German, which makes me empathetic with them.   

When teaching German, I like collaborating with colleagues.  I believe that 

exchanging ideas and discussing issues with others gives us different perspectives and 

allows us to grow.  In order to see how the participants cope with their graduate lives as 

students and instructors, I decided to conduct a focus group interview at the end of the 

semester, an idea that emerged from my experience of collaborating closely with a 

colleague in the fall semester of 2008.  We exchanged ideas on a regular basis and 

discussed issues in FL education, in order to better our teaching and teaching materials.  

On various occasions, my colleague and I shared our materials and gave each other 

feedback.  This exchange helped me grow as a teacher, understand certain issues better, 
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and improved my teaching.  Especially, the importance and difficulty of teaching culture 

became clearer through collaborative reflection.  Thus, I found discussions to be very 

helpful and hoped that the participants would gain as much as I did from discussing all 

the different roles that graduate instructors have to manage.  

DATA COLLECTION 

The study employs a descriptive and qualitative design.  The data was collected 

with the help of five research tools: (1) three questionnaires (see Appendix F), (2) field 

notes from three classroom observations of each participant, (3) three self-reflective 

journal entries from each participant, (4) a focus-group interview with all of the 

participants, and (5) semi-guided interviews with each participant, in which she or he had 

the opportunity to elaborate on certain answers they had given in their questionnaires and 

self-reflective journal entries.  The data was collected during Spring semester 2009 and 

the individual interviews were conducted in the summer right after the semester.  The 

schedule for data collection is presented in table 3.2.   
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TABLE 3.2.: Data collection overview 

Type of data Time collected 

Questionnaire 1 – administered to all eight participants First week of semester 

Observation 1 – of all eight participants over the 

course of one week 

 

Second week of semester 

Self-reflective journal entry 1 – from all eight 

participants 

 

Third week of semester 

Questionnaire 2 – administered to all eight participants  Sixth week of semester 

Observation 2 – of all eight participants over the 

course of one week 

 

Seventh week of semester 

Self-reflective journal entry 2 – from all eight 

participants 

 

Eighth week of semester 

Questionnaire 3 – administered to all eight participants Twelfth week of semester 

Observation 3 – of all eight participants over the 

course of one week 

 

Thirteenth week of semester 

Self-reflective journal entry 3 – from all eight 

participants 

 

Fourteenth week of semester 

Focus-group Interview – one hour; administered as a 

group with all eight participants 

 

Finals week of the semester 

Individual interviews – 30 to 60 minutes; conducted 

with each participant 

During the summer as 

instructors were available 
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Questionnaires   

A total of three questionnaires, which were adapted from Sercu et al.‟s (2005) surveys, 

were distributed, one at the beginning, one midway and one at the end of the semester.  

The questionnaires were administered online through the website 

www.surveymonkey.com in English.  I chose to use English, since the discussions on 

teaching among the graduate instructors happen mostly in English.  Further, since I am 

writing this study in English, I felt it would have been easier for them and me to collect 

this data in English, where translation issues would not interfere with data analyses and 

reporting.  The questionnaires addressed the following topics in three sections: (1) 

personal demographic information, (2) classroom teaching experience, and (3) classroom 

culture teaching.  All three sections included multiple-choice and open-ended questions.  

The first section of the questionnaires collected participants‟ personal demographic 

information to develop an understanding of who the participants are.  Section two 

included questions on their teaching experiences, and the last section contained items on 

culture teaching.  The first questionnaire covered all three sections in detail.  The second 

and third questionnaires did not include the demographic section.  Using three similar 

questionnaires, I hoped to see whether instructors change their teaching practices and 

beliefs throughout a semester.  All three questionnaires are attached in Appendix F. 

Observations 

 I conducted three classroom observations of each participant‟s teaching – one at 

the beginning, one midway and one at the end of the semester.  Each observation was of a 
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class period of 50 minutes, thus I observed each participant for 150 minutes in the course 

of the semester. The observations served as a way to gather information about instructors‟ 

actual teaching practices and to compare what instructors practiced in the classroom and 

what they reported in the questionnaires.  While the classroom observations allow for 

completion of this research agenda, they also serve “to inform and enhance the 

professional skill” of the observer and, of course, also the instructor (Wragg, 1999, p. 3).  

These observations aided as triangulation of the data collected through the questionnaires 

and the self-reflective journal entries and for better understanding teacher identity and its 

influence on teaching practices.  

Investigating research question one, regarding the nature of graduate instructors‟ 

teacher identities, certain features started to emerge: (1) comfort level in the classroom, 

(2) confidence in the subject, (3) attitude toward the target language and culture.  Based 

on what instructors reported in their questionnaires and self-reflective journal entries 

about being a NS or NNS, I used security and comfort levels when in the classroom as 

the two main markers to assess the role nativeness or non-nativeness played in their 

identity.   

Self-reflective journals   

According to Boud, Keogh, and Walker (1985), “[r]eflection is a form of 

response…to experience…[and] consists of the total response of a person to a situation or 

event: what he or she thinks, feels, does and concludes at the time and immediately after” 

(p. 18). As research on identity shows, narratives are the best way to investigate 

constructs of identities (Labov, 1981; Mandler, 1984; Ochs & Capps, 1996, 2001).  
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Participants wrote three self-reflective journal entries of a maximum of two pages each – 

one at the beginning, one midway and one at the end of the semester.  These journal 

entries were guided by open-ended questions, regarding instructors‟ feelings and beliefs 

about teaching, researching, being NSs or NNSs.  The guiding questions are included in 

Appendix G.  The journal entries aided in discovering and describing the participants‟ 

identity constructs.  

The first self-reflective journal entry allowed the instructors to describe their 

teaching practices and preferences as well as to report on how (non-) native speakerness 

influences their teaching to see any potential effects of this characteristic on their 

teaching confidence and identity.  The second entry asked participants to describe how 

confident and comfortable they feel in their classrooms and whether and how they 

interact with their students.  This helped me understand their self-perception and issues 

pertaining to their identity better.  The last journal entry emphasized participants‟ 

attitudes towards the language and culture.  Participants were able to describe how they 

stay up-to-date with the culture, and whether they would choose to teach German again. 

Focus-group interview   

At the end of the semester, participants came together for a 60-minute focus-

group discussion.  This interview was videotaped.  I am not in the video and acted as a 

facilitator of the discussion standing on the side, in order to ensure that the informants 

stayed on camera the entire duration of the interview.  I selected certain themes and 

related questions that were indicated as important by their salience and prominence in the 

journal entries, my classroom observations and in the questionnaires, such as goals and 
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objectives for FLs and the uncertainty of teaching culture and ICC.  This interview gave 

the instructors the opportunity to discuss issues and themes they struggled with or 

enjoyed when teaching a FL.  The semi-guided interview questions can be found in 

Appendix H.  

Individual Interviews 

After reviewing the questionnaires, self-reflective journal entries, my field notes, 

and the focus-group interview, follow-up individual interviews were conducted over the 

summer 2009.  These semi-guided interviews served for clarification and elaboration on 

issues that were discussed in the instruments mentioned above.  The interviews were 

audio taped and I hoped to receive more clarification on certain comments made by the 

instructors in the other data sources.  Further, I was interested to see whether or not 

answers to questions that the instructors had already responded to would change 

depending on their audience.  The questions that were asked can be found in Appendix I.      

METHODS OF DATA ANALYSIS 

 This section discusses the chosen methodology and theories that frame the study 

and clarifies the approaches used to transcribe, code and categorize, and analyze the data.  

Rationale for Using Qualitative Methodology 

Locke, Silverman, and Spirduso (1993) stated that researchers should choose the 

methodology for their study according to their goals and questions that they want to 

answer.  According to Maxwell (2005) the goals of the study “help to guide [...] other 

design decisions to ensure that your study is worth doing” (p. 15).  Therefore, I decided to 
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use qualitative research methods for my study because my goal for this study was to gain a 

deeper and thicker understanding of a small number of graduate instructors‟ identity 

negotiation.  Using Glaser‟s (1992) grounded theory and discursive psychology (Edley, 

2001), I was able to discover how the participants talked about themselves, described 

themselves and their identities, and their teaching practices.  

As Glaser (1992) states, “[t]he requisite conceptual skills for doing grounded 

theory are to absorb the data as data, to be able to step back or distance oneself from it, 

and then to abstractly conceptualize the data” (p. 11).  I examined the data following the 

principles of grounded theory construction (Miles & Huberman, 1994) in order to identify 

certain phenomena and recurring patterns by reading my data multiple times.  Miles and 

Huberman (1994) defined coding as analysis “[t]o review a set of field notes, transcribed 

or synthesized, and to dissect them meaningfully, while keeping the relations between the 

parts intact” (p. 56). I compared the emerged patterns to determine whether they fell under 

a same construct, as Glaser (1992) suggested, “a pattern of many similar incidents can be 

given a conceptual name as a category” (p. 40).   Additionally, by reading my field notes, 

the participants‟ self-reflective journal entries, and the transcription of the interviews 

multiple times, I engaged in the data deeply, assuring meaningful connections.  

Rationale for Discursive Psychology  

 In addition to qualitative methods, I used discursive psychology to analyze and 

interpret my data.  Discursive psychology was developed in the field of psychology.  

Contributors to this field were among others Potter and Wetherell (1987), Edwards and 

Stokoe (2004), and Billig (1987).  Discursive psychology derived from discourse analysis 
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and draws from different fields, e.g. conversation analysis and semiology (Potter & 

Wetherell, 1987).  It is concerned with “language as its topic” investigating ways in 

which people express attitudes, emotions, and memories (Edley, 2001, p. 190).   

Edley (2001) described three elements of data analysis.  These elements are 

interpretive repertoires, ideological dilemmas, and subject positions.  Interpretive 

repertoires refer to the different ways of speaking through the use of vocabulary and 

metaphors.  Ideological dilemmas are the way these different ways of using vocabulary 

and metaphors develop to opposing positions.  Subject positions refer to how people are 

attracted to certain positions or identities by discourse and how they create positions for 

themselves through discourse.  These positions – whether created or drawn into – change 

depending on different factors, such as additional interlocutors joining the conversation, 

the language that is being used, and the discourse in which we find ourselves (Edley, 

2001).   

Using discursive psychology for my study is appropriate because it examines 

ways in which participants describe themselves (Edwards & Stokoe, 2004).  It 

emphasizes the importance of how features of mind are anticipated through language 

(Wooffitt, 2005).  This helps the researcher gain insight into why people think, feel, and 

believe the way they do.  This approach does not intend to determine right or wrong 

answers, but rather in line with qualitative research methods, seeks to describe and 

provide information on how people talk and are talked about.   

Furthermore, discursive psychology allowed me to investigate how participants 

understand and decipher a situation (Horton-Salway, 2001), and how they presented 
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themselves and their ideas about their beliefs and decisions in a narrative.  By going 

through the data, I was able to investigate complex ideas such as identity and understand 

better what it meant to be a NS/NNS graduate FL instructor.   

Transcription 

 The first step of data analysis for the focus-group interview and the individual 

interview was transcription.  I transcribed all interviews myself assuring content and 

accuracy. I looked at both the focus-group interview and individual interviews 

holistically, not including intonation markers or pauses, but rather concentrating on the 

content.  Everything that the researcher and the participants‟ said was transcribed, to 

show whether and how the questions were posed, and how this may have influenced the 

response.   

Analysis 

 Analyzing data through discursive psychology is not to generalize or predict, but 

rather to describe a particular phenomenon (Taylor, 2001).  All transcripts of the 

interviews, the self-reflective journal entries, and the open-ended questions on the 

questionnaires were analyzed in a similar way.  I read over the data repeatedly and noted 

interesting and recurring themes, contradictions, and sections where participants talked 

about themselves.  Themes and concepts such as identity and practices were also noted.  

Once I started to get an idea of how the participants talked about these topics, I searched 

for patterns.  Then, I began to form hypotheses about these patterns and investigated their 

functions according to the three elements by Edley (2001): 
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1) interpretive repertoires 

2) ideological dilemmas 

3) subject positions.   

 To gain a fuller picture, I compared and contrasted my findings for each 

participant with the other participants.  To be able to do so, I first considered each 

participant‟s data, and then described in what respect different participants talked about 

their teaching practices, beliefs, and their identities in similar or divergent ways.  

TRUSTWORTHINESS 

In qualitative research three important principles need to be met, for a study to be 

considered successful.  Research needs to be rigorous, coherent (Denzin, 1978), and 

triangulated.  Rigorous according to Denzin (1978) is the attempt to make “data and 

explanatory schemes as public and replicable as possible” (p. 7).   That means that the 

data, the analysis and explanation are detailed and easy to be followed to be able to be 

replicable.  Coherent, according to Denzin (1978), means that the interpretations of the 

data analysis are persuasive.  Triangulation (Anfara, Brown, & Mangione, 2002) is 

another important concept of qualitative research methods.  I used multiple sources of 

data and collected the data in many different ways as Merriam (1998) recommends.  

I also made sure to allow the participants to check the data after I have transcribed 

it, accounting for member checking (Anfara et al., 2002).  I further used peer-debriefing 

techniques with colleagues in my field, making sure I put aside as much bias as possible.  

In qualitative research, it is obvious that the researcher cannot separate herself totally 

from the research. The researcher and her identity influence everything: the topic of the 
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research, the way the participants feel, and the conclusions that are reached.  This 

influence is justified, since I positioned myself in the research and I clarified why I am 

conducting such a study.   

CONCLUSION 

 Accessing and establishing identity issues and pedagogical beliefs and practices is 

difficult, especially in the teaching profession, since they shape the instructors and will be 

part of classroom practices.  Teaching a FL is different from other disciplines in that the 

subject taught is the subject matter itself (Borg, 2006; Hammadou & Bernhardt, 1987).  

FL instructors‟ identities encompass some concepts not shared by the other disciplines, 

such as being a native speaker or a non-native speaker of the language of isntruction.  

This can influence their teaching beliefs and practices when they make choices of what 

and how to teach.  Understanding teachers‟ practices and their influence in the classroom, 

therefore, can help us prepare our instructors better.   

This study hopes to describe graduate instructors‟ identities and the influence onto 

teaching practices.  By investigating what the nature of graduate instructors‟ identities 

and their practices are, this study hopes to shed light on the pre-service and ongoing in-

service training these instructors are receiving.  The use of questionnaires, self-reflective 

journal entries, classroom observations, as well as two different kinds of interviews 

allows for the participants to share and describe their teaching practices.  This data also 

contributes to ensuring that graduate instructors receive the training they need. 

Exploring teacher identities is a fascinating and a difficult process.  However, it is 

necessary to understand teachers‟ attitudes, approaches and understanding of their field in 
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order to guarantee successful teaching, learning, and programmatic developments.  As 

already mentioned, identities are difficult to describe.  Using discursive psychology for 

such complex topics is helpful, since it allows us to discuss topics such as identity more 

accurately.  By interviewing the participants and having them reflect on themselves and 

their teaching in the self-reflective journal entries, I was able to gain an in-depth idea and 

understanding of what it is like to be a graduate instructor teaching a FL to American 

students at The University of Texas at Austin.  Many issues, such as the how or why to 

teach what we have to teach, are affected by our identities and to prepare our graduate 

instructors to teach, these different identities need to be considered during their training. 

Part of our identities as teachers of FLs is whether we are NSs or NNSs.  Many 

instructors might believe they are not as good as instructors because they are NNSs of the 

language, which will then affect not only their teaching but also their classroom.  

Describing and exploring the issue of NSs and NNSs allows us to understand how that 

concept affects graduate instructors and their identities as teachers.  Again the use of 

discursive psychology proves to be very helpful in that it allows us to investigate our 

topics by allowing our participants to describe themselves.  Including the question of NS 

or NNS identity can also aid us in the development of teacher training and thus in the 

improvement of our teaching.    

This qualitative study comprises many complex, but important matters in FL 

teaching.  It concentrates on graduate instructors, who have been neglected in our field.  

The uses of qualitative methods, as well as discursive psychology, assist in the 

investigation.  The tools to collect and analyze the data support the claims of the study 
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and assure triangulation.  I hope that the findings of this study, which are presented in the 

next chapter, will provide some insights to the complexity of teaching FLs today as it is 

influenced by the instructors‟ identities.  
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CHAPTER 4 – FINDINGS 

TEACHER IDENTITIES, NATIVE AND NON-NATIVE SPEAKER TEACHER 

IDENTITIES, AND TEACHING PRACTICES 

 This chapter considers graduate instructors‟ teacher identities by examining the 

language that participants used to talk about their experiences as teachers, as native or 

non-native speaker teachers, and their teaching practices.  Different representations of 

teachers emerged, especially as NS and NNS teachers.  This chapter includes the 

discussion of different interpretative repertoires, ideological dilemmas, and subject 

positions that surfaced when the participants described themselves as teachers.  

Throughout this chapter, I have bolded parts of the data to draw attention to specific 

words and phrases.   

TEACHER IDENTITIES 

When the participants were asked to think about teacher identity three main 

themes emerged from their narratives: 1) instructional content, 2) interpersonal factors, 

and 3) intrapersonal factors.  Instructional content refers to the teaching content and 

materials that these participants thought are important and pertained to being an 

instructor.  Interpersonal factors can be seen as the negotiation of instructors‟ identity in 

interaction and dialogue with others (e.g. students); intrapersonal factors cover the 

negotiation of their identity in dialogue with themselves. 

Teacher Identity Formation: The Influence of the Instructional Content 

According to the participants‟ narratives, part of their self-image as an instructor 

included the course content that they incorporated into their lessons.  Their subject field 
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is complex, and it is hard to define exactly all the aspects that need to be transmitted in 

the classroom.  The participants‟ thinking of the material that they needed to cover in 

their classes is part of their teacher identity negotiation. 

 

Being a teacher, especially a language teacher, is so much more than just 

presenting materials written in a textbook. […] A language teacher has to 

make sure to “reach” all students - since they all have different personalities, 

learning styles, etc. it is crucial for a language teacher to incorporate different 

teaching styles.  

(Vanessa/Self-reflective journal entry 1) 

 

As a teacher I try to convey the information that students need to know in order 

to succeed. However, I do not just give them the answers to the questions. It is 

important to me that the students are able to think outside of the box and that they 

can come to a conclusion on their own.  

(Franc/Self-reflective journal entry 1) 

 

It seems like I spend as much time teaching them how to be students (eg – study 

skills) as the actual material.  

(Paul/Self-reflective journal entry 1) 

 

Using different interpretive repertoires, these instructors described themselves as teachers 

in part by stating the importance of conveying instructional materials or skills to their 

students.  Giving students more than just information or knowledge seemed to be very 

important to the participants as a way of illustrating their concern and awareness of duties 

as teachers.  The material and subject matter of their discipline belong to their identity as 

language teachers, which Duff and Uchida (1997) also found.   

For one participant the emphasis was not just on the information or material that 

needs to be taught, rather it was also important to incorporate different learning styles 

when using the material.  Paul clarified that he not only teaches his students the material 
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but also study skills.  Including study skills in his teaching demonstrates his way of 

reaching all students and thus addressing their different learning styles.  By stating that a 

language teacher needs to achieve more than just “presenting the materials written in the 

textbook,” Vanessa indicates the importance of including additional materials, which 

assures access for all students and their learning styles.  For Franc it also seems important 

that his students go beyond the information he provides.  

As mentioned above, the content of the subject field in which these instructors 

teach is part of their identity.  The participants emphasized that to be able to convey the 

content as foreign language instructors, they need to stay continuously informed on the 

subject.  A language and its culture(s) change over time, and the constant engagement 

with the language and culture becomes part of the teacher identities, which the 

participants are negotiating and maintaining.  

 

Language teachers should read the news in order to be able to talk to the 

students about current events (culture!!!).  

(Vanessa/Self-reflective journal entry 1) 

 

I think language teachers should be required to inform themselves about what is 

going on in a culture, since there are always changes, […] but I think that‟s up 

to the teachers themselves to actually keep on track on what is going on.  

(Ingrid/Interview)   

 

Borg (2006) and Hammodou & Bernhardt (1987) have shown that being a language 

teacher differs quite from other teachers of other subjects.  Three distinguishing 

characteristics identified in their research were the unity of content and medium, the 

interactive nature of the language being taught, and the challenges of language change.  
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In other words, the constant examination of the material and content, the medium (the 

language) and the attempt to add more information than what is given by textbooks and 

curricula become part of the instructors‟ identities.    

As the participants pointed out, language teachers need to keep themselves 

informed and updated on a regular basis to be able to continue their teaching of the 

language and culture.  Ingrid went as far as to state that teachers should be required to 

stay updated and regularly check on the new issues that evolve within the language and 

the culture.  Vanessa echoed this when she pointed out that a regular update on news 

enables her to teach currently relevant cultural issues.  This on-going engagement with 

the subject field interacts with foreign language teachers‟ identities in the present study as 

well, supporting Borg‟s (2006) findings.  

Teacher Identity Formation: The Influence of Interpersonal Relationships 

Interpersonal relationships – vis-à-vis the students and vis-à-vis the function of 

the instructional context – formed the second facet of teachers‟ identity, according to the 

participants of this study.  Teachers‟ interpersonal relationships to their students 

highlighted the formation of teachers‟ identities through dialogic interaction between the 

two groups; at the same time, the function of the instructional context illustrated the 

participants‟ negotiation of identities vis-à-vis the department and its policies. Evidence 

of identity negotiation vis-à-vis other instructors was not found. 

Teacher – Teacher Definition of Identity 

In the interviews with the individual instructors, only two participants mentioned 
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other instructors, after I prompted them by follow-up questions.  In Paul‟s case, after 

discussing his training and after he realized that it was his own confidence that was 

lacking, I asked him what would have helped him to become more confident.  His 

response referred mainly to his lack of cultural knowledge and the lack of cultural 

material available for him to use.  Thereupon, I inquired about how he felt collaborating 

with his colleagues. 

 

Uhm, yeah, that would be wonderful, but again, you have five people all taking 9 

plus [credit] hours, teaching, 5, 6, 9 [hours a week], uhm, it gets difficult. 

(Paul/Interview) 

 

When Joseph talked about his training, he also mentioned the lack of collaboration 

among his colleagues. 

…It‟s something also among the graduate community we don’t really exchange 

much information like how we do it; it‟s; which is partly due to the fact that 

we‟re all quite busy.  I think, yeah, there could be something done there, I think, 

there should be, probably.  But personally, I feel quite at ease with that. I think, 

I worked out for myself something that I believe to function to work pretty 

well. And so far the feedback from the students has, you know, I think, told me 

that, it‟s kind of working.  

(Joseph/Interview) 

 

 

The participants realized how busy all graduate instructors were, and how difficult it was 

to exchange ideas and collaboratively solve problems with teaching.  Thus, the instructors 

did not seem to negotiate their identity through the active interaction with other 

colleagues due to the reported lack of time.  Most participants did not even mention their 

colleagues in their interviews. The lack of time spent with other colleagues may also play 

a role in the instructors‟ identity negotiation.  That is because, as Wenger (1998) 
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suggested, we also form our identity not only through communities of practices in which 

we are active, but also through the ones in which we are inactive.  While the community 

of graduate instructors exists, the participants in this qualitative study seemed not actively 

to participate in such a community.  The absence of participation, however, does not 

indicate the non-existence of the interaction with the community of practice; it is simply 

an interaction of nonparticipation.  Two graduate instructors were well aware of the 

existence of such a “community,” but also realized the time that such a participation in 

the group would entail.  The participants of this study, however, actively interacted and 

negotiated their identities with their students and the instructional context.   

Teacher – Student Definition of Identity 

  The majority of the participants defined their self- image as an instructor in 

relation to their students and described it with a variety of words and phrases such as 

“working relationship with the students,” “reach,” and “interaction.”  

 

I see teaching as a constant interaction between students and the teacher…  

(Joseph/Self-reflective journal entry 1) 

 

I would characterize my working relationship with the students as casual (jokes, 

fun activities, informal mode of interaction), yet professional (firm deadlines, 

clearly stated policies and expectations, enforcing of policies).  

(Joseph/Self-reflective journal entry 2) 

 

A language teacher has to make sure to “reach” all students.   

(Vanessa/Self-reflective journal entry 1) 

 

 

The instructors emphasized the relationship between them and the students.  Part of their 

image of themselves as teachers is their successful and engaging relation with their 
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students.  It is important for the participants to connect with their students in order for 

them to consider their teaching meaningful.  They see their task to be “reaching” their 

audience (Vanessa), interacting with their students and establishing a relationship 

(Joseph).  By describing themselves through their students in expressions such as 

“interaction” and “relationship with,” the instructors portray their teacher identity as 

being co-constructed and maintained with and through their students.  As Bakhtin (1981), 

Goffman (1969), Holland et al. (1998), Ivanic (2006) have shown, identity is co-

constructed not only in interaction with one‟s self, but also with others.  The participants 

pointed out the importance of their students in their self-representation as teachers of 

foreign languages.    

Another central descriptor vis-à-vis the students seemed to be the instructors‟ role 

as facilitator, which the instructors emphasized when they described FL teaching.   

As a teacher I take on a role of kind of mediator. I try to transmit knowledge in 

an easy, fun, interesting, engaging and teaching way to my students. I try to get 

everyone involved in the learning process…  

(Ingrid/Self-reflective journal entry 1) 

 

And the teaching side, I would say, is just kind of facilitating […] is helping [the 

students] kind of realize those goals, helping them achieve these competences 

with the language and with the culture and with the everyday situations, with 

values, with you know, everything […] teaching is just the facilitating [of the 

students‟] acquisition or their learning...  

(Matthew/Interview) 

 

As a teacher I try to convey the information that students need to know in order to 

succeed. However, I do not just give them the answers to the questions. […] I see 

my job as guiding them in their learning process.  

  (Franc/Self-reflective journal entry 1) 

 

With this role that the participating instructors take on, they stress the importance of their 
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students‟ progress and evolution in the subject matter.  The reflection on how their 

students perform is significant to these instructors, which reflects a collaborative learning 

environment, and becomes part of their identity as teachers.  Their duties to guide the 

students (Franc), mediate information (Ingrid) and facilitate experiences (Matthew) 

become an essential facet of identity construction.  Additionally, when the instructors 

describe their role as the facilitator or mediator, they are positioning themselves not as a 

lecturer.  Matthew emphasized this point further in the focus group interview. 

It‟s maybe also they way we talk about ourselves.  You [Paul] said: “Language 

teachers.” Maybe we should stop calling ourselves „language teachers‟, I mean, 

we should also stop saying that we are teaching […] maybe we should start 

calling ourselves facilitators of cultural interactions…   

(Matthew/Focus group interview) 

 

When Matthew suggested this “new” term facilitator as opposed to „teacher,‟ the other 

participants agreed by either nodding or not resisting the idea.  Matthew also emphasized 

being “facilitators of cultural interactions,” which elicits the instructors‟ underlying 

pedagogical belief that they are teaching not just language, but also culture.  By 

contrasting themselves with their students either as a teacher or as a facilitator, the 

participants are negotiating themselves and their identities in relation to their students and 

their role towards their students.  This subject position of how the instructors describe 

themselves, using different repertoires, and how others (e.g. the students or department) 

might perceive them is part of their identities and their development and negotiating of 

these identities.  Franc added a different role besides being the facilitator by describing 

roles he does not play. 
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I am neither their friend nor their father but I also think that I don‟t have to 

rule with an iron fist. I see my job as guiding them in their learning process.  

(Franc/Self-reflective journal entry 1) 

By emphasizing what he is not, namely “friend” or “father,” he is supporting his role as 

guiding his students from a professional stance.  Not being the students‟ friend indicates 

that Franc will not allow students to take advantage of an overly permissive instructor, 

while not being their father might signify that Franc also does not believe in being too 

authoritative.  

A further feature is the atmosphere the instructors try to promote.  Part of their 

identity is the classroom, how the classroom is set up, and how students feel in that 

classroom.  All instructors made it very clear that they promoted and stressed a relaxed 

and comfortable classroom atmosphere to aid students‟ learning and progress.  

I try to promote a relaxed classroom environment, so students feel comfortable 

speaking with me and with each other.  

(Paul/Self-reflective journal entry 1) 

 

Having a relaxed and non-stressful class atmosphere helps my students to 

reduce their anxiety to speak up. 

(Vanessa/Self-reflective journal entry 1) 

 

I also try to reduce anxiety as much as possible to motivate the students to speak 

and participate in the class.  

(Matthew/Self-reflective journal entry 1) 
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…my classroom is not a drill room but has an atmosphere in which students are 

able to express their views. I believe that helps students to feel comfortable 

because there is a low pressure atmosphere and students seem to respect and 

appreciate this.  

(Franc/Self-reflective journal entry 2) 

 

 

The non-threatening environment in the classroom that they as teachers promote enables 

the students to feel unthreatened and willing to participate in the instructors‟ view.  The 

relaxed and anti-stress atmosphere reflects the instructors‟ attitudes towards their 

classroom.  To be able to lead their classroom, the instructors need their students‟ to 

participate and therefore understand that they need to reduce the students‟ anxiety.  The 

notion of “relaxed atmosphere” seems to reflect the participants‟ underlying perception 

and preference for collaboration versus transmission-based-instruction.  Instructors seem 

to be well informed about the role of anxiety in L2 learning (Horwitz, Horwitz, & Cope, 

1986) from their training, which for all participants entailed one pedagogy class and bi-

weekly coordination meetings.  Freeman (1991) emphasized that teachers “bring a 

tremendous amount of background knowledge and schema” into their classrooms (p. 31).  

Thus, the instructors may bring their past student experience and pedagogical training 

into their teaching.  Many of them might also have experienced anxiety as students or 

teachers and understand that this feeling might hinder learning.    

Instructors positioned themselves in order to find a place in which they can 

negotiate their identity in construction with and in opposition to others.  One negotiation 

occurred with the students.  Instructors described themselves through their students and 

negotiated their identities in part through this relationship, using different interpretive 

repertoires.  The participants further co-constructed their identities by assigning roles to 
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themselves, either explicitly as mediators or facilitators, or implicitly by indicating in 

what role they did not engage, and they way they promoted the classroom environment 

for their students.  Participating in the positioning and negotiation of their identities, the 

instructors maintain and negotiate their identities continuously and in dialogue with their 

surroundings as well as themselves.    

Identity as a Function of Instructional Context 

 How instructors defined and described themselves often depended on the 

instructional context in which they teach.  The influence of the university and especially 

of the department in which the subjects teach can and does have an impact on how these 

instructors understand their teaching and themselves as teachers regarding the goals of 

their teaching and specifically when teaching culture.  

Perceived Goals of Teaching 

Describing the goals as teachers for their FL classrooms, some participants related 

these goals to departmental goals.   

Well, my goal is the department’s goal.  So, my goal is to introduce them to 

German…  

(Linda/Interview) 

 

Most important, if I had to rank it, I think, we are forced here, or anywhere in 

sort of university setting to convey the facts of the language, I guess, that‟s the 

most important thing.  

(Joseph/Interview) 

 

Linda and Joseph negotiated the goal of their teaching according to the department‟s goal 

or at least to what they think the goal of the department is.  Linda‟s definition of the 
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departmental goal is very broad and non-specific.  These instructors perceive the 

department‟s goals a priority that they must follow.  The department definitely sets goals 

for its language courses, however, not all goals seem to reach the instructors.  One main 

goal of the department is to include culture into the teaching and the facts of language is 

not mentioned as the most important – or even as any – learning objective.  Joseph, 

specifically, seems to believe that being in a university setting the main goal is to transmit 

language facts.  Describing instructional objectives, these instructors negotiate part of 

their identity in conjunction with the department.  Linda elaborates on this issue further in 

the second questionnaire. 

I think what the university (and all universities) really wants students to get out of 

a 2 yr foreign language requirement is a more open mind toward other cultures 

and peoples, but since it's a 'foreign language' requirement, the focus tends to be 

on proficiency in the language, and the curriculum doesn't clearly reflect this 

goal. I think we need to be more specific about what aspects of culture we want to 

teach students.  
(Linda/Questionnaire II)  

 

Linda believes that universities set their goals to be more than just reaching a certain 

level of proficiency of the language, but adds that the requirement pushes instructors to 

focus mainly on language proficiency.  The goals of what the university wants and what 

the curriculum reflects is so diverse that clarification is necessary for Linda to know what 

needs to be taught.  Linda finds it difficult to understand and capture what the curriculum 

is asking of her.  She tries to negotiate her identity and her subject position.  The 

expectations of what she should teach seem unclear to her, especially when it comes to 

teaching culture.  This latter issue seemed to be a concern among other instructors as 

well. 
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Teaching Culture 

Negotiating identities among the instructors becomes a central focus when 

discussing teaching culture.  When the participants described „teaching culture,‟ the 

negotiation of their identities occurred vis-à-vis the department‟s curriculum and 

textbook.  Many instructors related „teaching culture,‟ and how they conducted the 

teaching to be very dependent on the textbook, year, and curriculum given to them.   

Depending on the class, we teach more or less culture. 2nd year is much more 

culture than 1st year. 

(Franc/Questionnaire I) 

 

…With DiB, I think, that curriculum is a little more flexible, so you‟re more 

free to find your own, especially web-based activities, but also to mix in whatever 

sort of music you want. The textbook itself tries to pull in some things…  

(Paul/Interview) 

 

It [culture] is largely dictated by the curriculum. It is largely dictated by the 

level you‟re teaching and by the books that we‟re using. […] depends on the 

topic, so in 312 you are getting a lot more of the advanced cultural topics: you‟re 

getting history, you‟re getting music, you‟re getting poetry and stuff like that, 

whereas in first year, 506 and 507, you‟re dealing with everyday things, whether 

that‟s right or wrong…  

(Matthew/Focus group interview) 

 

As can be seen, many instructors emphasized the importance of the curriculum, the 

textbooks and the level or year.  By juxtaposing the curriculum and their teaching, the 

participants are negotiating their identities in relation to the department‟s “expectations.”  

Paul pointed out that with the new textbook that the first-year German courses use, the 

instructors have more freedom to include different cultural topics.  Franc emphasized that 

teaching culture depended on the class, whether it is first- or second-year; and Matthew 

concurred by stating that teaching culture “is largely dictated by the curriculum.”  
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Matthew also pointed out that teaching culture depended on the level and the textbook.  

The instructors‟ teaching and their teacher identities are co-dependent with the given 

curriculum.  To satisfy the expectation and follow the textbook, the instructors negotiate 

and develop a teacher identity that is co-constructed with the curriculum.  Feeling bound 

to follow the textbook and the topics given through the textbook that is chosen by the 

department is part of the teacher identities and is maintained and developed throughout a 

semester as well as from one semester to the other.  Dealing with concepts, such as the 

curriculum, the textbook and the department‟s expectations fall under Duff and Uchida‟s 

(1997) second dimension of teacher identities: contextual identities.  These researchers 

pointed out that these concepts, among others, play a big role in teacher identity and they 

showed that “teachers were continuously negotiating the curriculum, the institutions‟ 

expectations of them” (Duff & Uchida, 1997, p. 469).  

At the same time, some instructors were also confused by the given expectations, 

because they felt they were not explicit enough in regard to „teaching culture.‟   

It [culture] is not an explicitly stated goal. That‟s why I say I think it is just 

something that people assume you are going to do. […] Because nobody has ever 

said, hey, do also a little bit of this. […] It is kind of expected.  But I think we 

need to know more about it as instructors in terms of: “here is a little workshop or 

something like that.”  

(Franc/Interview) 
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I think that just a general guideline of what we want to teach, of our own 

department‟s objectives that would be an immense help.  Because with the subject 

as broad as culture, it‟s like go teach culture.  How do you interpret that?  There‟s 

just a million ways, right?  So, I think that there should, if there were some sort of 

standard and you know it wouldn‟t have to be that specific, but maybe like, 

Christmas traditions, and you know a couple things like that, where some key 

points that, let‟s try to have the students know these types of things by this time. 

That would be a big help.  […] And so, I think that that would help just to kind of 

narrow the broadness down a little, so that it‟s more manageable. 

(Linda/Interview) 

 

Some instructors need the guidance and objectives of the department to know what to 

include in their teaching.  They seem to be unclear of what is expected of them when it 

comes to „teaching culture,‟ thus they are relying on the department to position them 

when it comes to teaching culture, by setting goals and guidelines.  Feeling the lack of 

goals given to them, especially when it comes to culture, instructors are trying to 

construct their teacher identities according to how they perceive the department‟s 

objectives to be able to navigate through their own teaching and to be able to transmit the 

information necessary and needed to the students.   

 The instructors negotiate their teacher identities according to the guidelines or 

the lack of guidelines given from the department and the curriculum.  As members of the 

particular department, their teaching relies on what the objectives and expectations of the 

academic unit and the curriculum are.  Whether the instructors feel guided enough or not, 

they negotiate their identities in dialogue to the curriculum, the textbooks, and the level 

of the course.  Thus, the institutional context plays a significant role in the instructors‟ 

maintenance of their identities.  This importance needs to be considered when these 

graduate instructors undergo training in the departments to teach FLs.  On-going training 
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and regular communication regarding what is expected can assist the graduate instructors 

in their development as teachers and with the negotiation of their identities.  

Teacher Identity Formation: The Influence of Intrapersonal Factors 

A further facet of teacher identity is intrapersonal space.  Various aspects of 

intrapersonal space emerged from the participants‟ responses: 1) motivation for teaching, 

2) self-perceived characteristics of the role of teachers, 3) confidence, and 4) 

identification with research.   

Motivation for teaching 

To be able to discuss their image as teachers, some participants emphasized their 

motivation for teaching.  

How is teacher defined?  When I am in the classroom I am a teacher because that 

is my job. I get paid to “teach” students what ever the subject is that I am 

teaching at that particular time. In that respect I am a teacher during class time.  

(Franc/Self-reflective journal entry 1) 

 

“Teacher” can be simply the label of who/what I am for my students…   

  (Ingrid/Self-reflective journal entry 1) 

 

…teaching is a more important component for the type of career I would like to 

pursue.  

(Justin/Self-reflective journal entry 1) 

 

What I love about teaching is its diversity.  

(Vanessa/Self-reflective journal entry 1) 

 

Part of my motivation as a teacher is to get students interested and excited about 

the topics I love to teach.  

(Joseph/Self-reflective journal entry 1) 

 

The instructors‟ motivations relate to the classroom either directly as we see in Franc‟s 

comment, by connecting it with students and their perception of what a teacher might be 



 

 

 

97 

as Ingrid presented, by linking it to the profession as in Justin‟s case, or by being excited 

to bring topics to students as in Joseph‟s view.  According to Varghese‟s (2000) study a 

key element of teachers‟ identities is whether these teachers participated as full members 

or acted as non-participants in accordance to Wenger‟s (1998) model of participation and 

non-participation.  Although Varghese‟s (2000) participants were full-time novice 

bilingual teachers (Spanish/English) in bilingual schools, her results can be transferred to 

the FL graduate instructors in this study.  The dichotomy – full member/non-participant – 

refers to self-perception, whether the instructors see themselves as teachers only in the 

classroom or whether their teacher identity persists further into their personal lives 

beyond the classroom.  In the present study, several participants more closely aligned 

themselves with being in the classroom and having students label them as “teachers.”  

Thus, for the most part, for Ingrid, Justin, Vanessa, and Joseph, the results do not seem to 

reflect full member participation, which can be due to the instructors‟ competing lives 

between being a teacher, a graduate student, and a researcher.  At this point of their 

career the participants work part-time as instructors and then have to fulfill expectations 

as graduate students and researchers, whereas Varghese‟s (2000) participants were full-

time teachers.  Becoming full members of the teaching community is not an impossible 

goal for the participants.  Once they finish graduate school and pursue their careers as 

professors or teachers, the chance of partaking in an on-going manner with teaching 

might be likely for some of them, and they may become full members of a community of 

practice at that time.   

Franc seems to be the only instructor who goes beyond a logical sense of 
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teaching.  He claims that he is a teacher whenever he is in the classroom, but also that he 

is a teacher at all times. 

I think that we all are teachers even if we are not in the classroom. This 

means that we teach even if we are not in the formal setting. Thus, I see myself as 

always being a teacher (sometimes a good one sometimes not) in the classroom as 

well as in the real world.  

(Franc/Self-reflective journal entry 1) 

 

In Franc‟s case, his teacher identity appears to persist into his personal life beyond the 

classroom, which seems to indicate Franc‟s full membership in the community of 

practice (Wenger, 1998).  The on-going nature of identity negotiation is clearly evident in 

Franc‟s example.   

Self-perceived Characteristics of the Role of Teachers 

As seen above, the role of the instructor already appeared in the interpersonal 

section, in which the participants associated part of their identity in interaction and in 

relationship with their students and the department. Instructors also described their role as 

teachers as an interpersonal process, emphasizing two characteristics: a) the 

responsibilities of a language instructors and b) the level of formality in the classroom.  

The following excerpts from the participants‟ self-reflective journal entries offer 

examples of each of these features.  

…being the teacher is a highly demanding and important role that asks for a lot 

of responsibility…  

(Ingrid/Self-reflective journal entry 1) 

 

When describing her role as a teacher, Ingrid portrays a serious attitude towards her 

choice of career.  Other instructors described their role as teachers differently.   
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I guess teachers have to have multiple personalities or at least multiple interests. 

[…] Language teachers should read the news in order to be able to talk to the 

students about current events.  

(Vanessa/Self-reflective journal entry 1) 

 

Vanessa emphasized the importance of having numerous interests and pointed out the 

responsibility of staying up-to-date on current events.  This view reflects Borg‟s (2006) 

assertion that foreign language teachers differ from other teachers of other subjects, in 

that they always need to be current in their subject because their subject is also the 

medium for the transmission of the subject.   

The second characteristic that emerged in the data within the theme of teacher 

roles was the level of formality in the classroom.  Many instructors commented on the 

formality of their classroom and how it influenced their role as teachers.   

As a teacher I see myself as very informal...  

(Linda/Self-reflective journal entry 1) 

 

I try not to be authoritative or laissez-faire…   

(Ingrid/Self-reflective journal entry1) 

 

Linda reflected on being very informal in the classroom and as a teacher.  In my 

observations of her, her self-perception is correct.  She is an easy-going teacher and is 

indeed very informal, which characteristics her students seem to like.  Ingrid, on the other 

hand, said that she is trying to balance herself to be neither too “authoritative” nor too 

“laissez-faire.”  Observing her in the classroom, however, showed that she tended to be 

informal.  This led many times to students going off-task and she did not know how to 

bring these students to focus again.  Thus, her use of the verb “try” aptly describes her 

efforts of finding a balance for her classroom management.  As a novice instructor 
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achieving the desired balance was not always successful.   

Finding the right level of formality to keep control of one‟s own classroom can be 

very difficult.  Ingrid and Linda are the two instructors with the least amount of teaching 

experience.  Yet both displayed a different style and identity when it came to formality in 

the classroom.  This might be due to the fact that Linda‟s attitude and personality in 

general seems to be very relaxed, and she is confident of herself.  She portrayed this 

relaxedness in the interview I conducted with her, in the focus group interview, as well as 

in her teaching.  She seems very secure, and does not seem to overanalyze any issues 

whether they pertain to teaching or research.  In her interview, she described how she 

managed questions to which she did not know the answers, offering evidence as to her 

source of confidence: 

If I don‟t know the answer, well, of course, I acknowledge it and say, you know: 

that is a good question. I‟ve never thought about that before, or whatever the case 

may be […] it doesn’t catch me off guard.  But I‟ve also, I mean in other jobs, 

too, I had experience where I was the least experienced.  So, cooking with my 

grandparents who have been doing something for 50 years and I know nothing 

about it.  It‟s a good skill to have, to be able to say: Let me find out for you, you 

know, just want second, ah, very good question.   

(Linda/Interview) 

 

Linda‟s experience and understanding that it is acceptable not to know everything helps 

her be successful in the classroom, managing a relaxed and confident teaching stance.   

Ingrid, on the other hand, seems to want to give the right answers all the time.  In 

the interview, her responses were fairly short, but she seemed to have to think about them 

for a while and made sure to give “the right answers.”  She further used “I guess” a lot, 

which made her seem unsure of her answers or she might have been seeking for 
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validation.  In the focus group interview she did not participate much, but whenever she 

did, it seemed as if she was thinking about her response for a longer time.  Ingrid 

appeared to be very insecure when I observed her in the classroom; she seemed to work 

hard so that her students would like her and feel comfortable.  Her teaching is excellent 

(as can be seen in her quantitative evaluations, which showed that she got 4.9 out of a 

maximum of 5 points the semester I conducted my study).  This score reflects an 

effective classroom presence as much as excellent teaching.   She has even stated it in her 

reflection that she strives to make her students‟ learning experience successful.   

… It happened, that I had to change my entire teaching plan for a session, because 

my preparations were based on a [homework] assignment that 50% or more [of 

my students] did not do. Then I feel a little uncomfortable because I cannot do 

what I had prepared. I do not like to yell at them or give punishments, because it 

would in a way harm the comfort level of all.  

(Ingrid/Self-reflective journal entry 2) 

 

As can be seen, Ingrid would rather not disturb her students‟ level of confidence by being 

perceived as demanding.  Wanting to balance her level of formality between being too 

formal and too lenient makes it difficult to make some micro-decisions in the classroom.  

In order not to punish her students, she chose to feel less comfortable herself which then 

made her more informal than she might have wanted to be.  This, in turn, might have led 

to difficulties in asking her students to focus.  My observations supported Ingrid‟s self-

reporting as well, in that in the three times I visited her classroom, the students lost their 

concentration.  Unfortunately, at those observations, the majority of Ingrid‟s students had 

not done the homework, on which Ingrid had based her lesson plan.  Although she 

showed some minor frustration in her students not completing their homework, Ingrid 
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expressed this disappointment with laughter and walked up and down the classroom, 

seeming unsure of what to do next.  Trying not to be too strict on her students, Ingrid 

seemed to have a difficult time stirring her students to focus again.   

Teaching Confidence 

Another characteristic that belongs to the intrapersonal teacher identity is 

instructors‟ confidence.  Many instructors described the way they felt in the class as 

“comfortable,” “confident” and “capable.”   

I am capable and confident…   

(Linda/Self-reflective journal entry 1) 

 

I generally feel confident…   

(Paul/Self-reflective journal entry 2) 

 

I feel pretty confident…   

(Vanessa/Self-reflective journal entry 2) 

 

I have always felt very comfortable in the classroom. (Emphasis added) 

(Franc/Self-reflective journal entry 1) 

 

All instructors reported feeling comfortable in the classroom.  However, there seemed to 

be degrees of comfort among them: “very,” “pretty,” “fairly” and “generally,” which can 

depend on many different factors, such as experience with teaching, amount of years of 

teaching, interest in teaching, familiarity with the material, and preparedness.  These 

aspects, of course, interplay.  Interestingly enough, one instructor that had been teaching 

for years, and had had more experience than others, and who showed a great interest in 

teaching described himself only as “fairly comfortable.”  
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I feel fairly comfortable in the classroom, especially when teaching the lower 

level courses (GER 506 and 507). In the upper level courses (GER 312K/L), I 

feel more pressure to generate student interest and increase their motivation to 

learn advanced German.  

(Justin/Self-reflective journal entry 1) 

 

Justin had been teaching German for four years and yet felt only “fairly” comfortable in 

the classroom.  As his explanation shows, he does not seem to be fully comfortable in the 

second-year courses.  It seems to him that teaching second-year courses requires more 

effort to keep the students interested and motivated.  His comfort depends on his 

perception that the two years are very different.  He believes that the first year is easier 

and thus comfortable to teach, in comparison to the second year, which demands skills he 

feels he lacks.  Justin has taught first-year classes more often than he has second-year 

classes, which might be the reason why he reported feeling only “fairly” comfortable.  

This statement is illustrated by Justin‟s subject position, which he described in relation to 

the course level he taught.   

Other instructors based their confidence and comfort on knowledge of the 

material as well.  They also included factors, such as experience and preparedness. 

Although my confidence in the classroom has increased by and large with 

experience, the factors that continue to affect my confidence the most are 

familiarity with the material and preparedness.  

(Matthew/Self-reflective journal entry 2) 

 

I‟m not afraid of public speaking and have more or less gotten over feeling bad 

about making the occasional grammar error in front of the students. The times that 

I feel less confident/comfortable are when I don’t feel that I really know 

material well enough to explain it to others […] Having more time to prepare 

would likely solve this.  

(Paul/Self-reflective journal entry 2) 
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…in the beginning of each semester I am a little nervous and need to adjust to the 

“new” classroom situation. …it is important for me to be prepared for each 

class.  

 (Ingrid/Self-reflective journal entry 2) 

 

All participants were aware of the important details of 1) experience, 2) knowledge of the 

material and 3) being prepared.  Barnes (2006) has shown that preparedness, subject 

knowledge, and students‟ learning aids instructors feeling confident.  As the participants 

reinforced two of Barnes‟ (2006) features, the confidence of an instructor depends highly 

on these factors, which seemed to be the case with Justin as well.  The participants felt 

that their experience affected their confidence as well.  Matthew explained that his 

confidence grew with experience, but his confidence continued to be affected by factors 

such as knowledge and preparedness.  Some instructors did not explicitly mention the 

importance of experience and time spent in the classroom.  However, as we see with 

Paul, the implicit indication of not being “afraid of public speaking” is interrelated with 

his years of experience and time spent in the classroom. 

Paul has been teaching for four years.  As he mentioned, the lack of confidence 

and comfort emerge from lack of knowledge for which he could prepare.  Ingrid also 

highlighted that with experience and time the “nervousness” of being in front of a new 

class will decrease.  As can be seen from the participants‟ statements above, the 

importance of experience and time in the classroom, as well as knowledge and 

preparedness interplay and all three are factors for comfort and confidence levels of 

instructors.  Additionally, the instructors concerned themselves with each of these 

constructs at all times and even more advanced teachers still face these concerns, thus the 
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circular, interactional developmental model applies.  Fuller and Bown‟s (1975) 

developmental model, which implies that teachers move from one stage to another in a 

linear direction, does not seem to be appropriate for the participants in my study, since 

the instructors in this project engaged with the different constructs at all levels in their 

teaching.   

Identification with research 

 The fourth component of the participants‟ intrapersonal teacher identity is the way 

they saw and described themselves as researchers and graduate students.  The participants 

are not only teachers, but also students and researchers, which plays a significant role in 

the negotiation of the instructors‟ identities.  In describing themselves as researchers, they 

mentioned three possible categories: 1) non-researcher, 2) combination of researcher and 

teacher, and 3) researcher.  The first category, non-researcher reflects the lack of research 

that the participants felt they have.  A combination of research and teaching can be seen 

as the ideal incorporation of the instructors‟ fields of research into teaching, and the last 

category indicates the dedication of these instructors to research without incorporating it 

into their teaching. 

Non-researcher  

The first feature of graduate instructors‟ image as a researcher is that they did not 

feel that they could call themselves researchers.  This feeling can be due to the lack of 

time for research because of teaching duties, lack of experience, or a lack of dedication to 

research.  
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I don’t see myself as a researcher yet. I guess in some sense I am since I try to 

think of projects that would help students acquire a language.  

 (Vanessa/Self-reflective journal entry 1) 

I think at this point I am more of a teacher than a researcher. This is, in my 

opinion, a result of being a [graduate instructor]. Being an AI forces us to 

spend a large number of hours on teaching related activities. This time is lost 

and cannot be used to do research.  

(Franc/Self-reflective journal entry 1) 

 

I see myself as a teacher more and more. […] I can’t say I consider myself a 

researcher at all.  I perform research, but I don‟t see that as my identity.  

(Paul/Self-reflective journal entry 1) 

 

These ideological dilemmas (e.g. being “more of a teacher than a researcher”) reflect the 

negotiation of identity of these instructors as researchers.  In Vanessa‟s case, she cannot 

see herself as a researcher yet.  Negotiating her teacher identity entails only partial 

identification with being a researcher.  Her interest and enthusiasm is for teaching: 

I love what I do. It is an amazing experience to see my students‟ progress and be 

able to use and modify the language.   

(Vanessa/Self-reflective journal entry 2) 

 

In my observations, Vanessa‟s positive attitude towards teaching showed.  She devoted a 

lot of her time to teaching, which might be the reason why she does not have the time to 

develop an identity as a researcher. However, as she mentioned, she is interested in 

improving the classroom and the progress of her students, which can be a form of 

research.  Vanessa does not seem to recognize this type of projects as research, thus does 

not identify herself as a researcher yet. 

Similarly, Paul‟s position on researching versus teaching is straightforward:  he 

does not include researching as part of his teacher identity; he seems to see himself more 

as a teacher and seems to enjoy being a teacher.  In contrast, Franc‟s juxtaposition of 
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being a researcher versus a teacher shows his subject position.  He positions himself as 

“being forced” to neglect his research due to his teaching assignments.  Using words such 

as “force” and “lost,” he is actually emphasizing his identity as the non-teacher.  With the 

feeling that teaching “forces” him not to research and the feeling that the time he teaches 

is lost time (from research), Franc portrays a negative reaction towards teaching, and 

does not necessary reveal his identity as a non-researcher or teacher. 

Ideologically, there are two positions here: the non-existence of being a researcher 

due to not being that far into one‟s studies or not considering this as part of a developed 

identity and the non-existence of being a researcher due to spending “too much” time 

teaching.  These ideological dilemmas lead to positioning one‟s self by the program and 

progress one achieves as a graduate student.  The negotiation of graduate instructors‟ 

identities becomes part of what is expected of them and of how far in that progress they 

feel they find themselves. 

Combination: Teacher and Researcher 

Another aspect of graduate instructors‟ identity as researchers is the combination 

of being a researcher and an instructor.  A number of participants stated that they hoped 

to combine their research interests with their teaching.   

Ideally, I would incorporate my research interests into my teaching and vice-

versa.  

 (Matthew/Self-reflective journal entry 1) 

  

…ideas [for research] however can (and should) also develop inside the 

classroom.   

 (Ingrid/Self-reflective journal entry 1) 
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My research is in some cases intersecting with my teaching.  
 (Joseph/Self-reflective journal entry 1) 

 

Using slightly different repertoires, the instructors began to explore whether or not this 

combination has been successfully accomplished, but their maintenance and negotiation 

of their identities are present by stating their desire and interest in combining the two 

areas.  The participants‟ position as researchers and instructors in their environment is 

defining their attempt to combine the two identities.  The instructors see themselves as 

researchers, but know that they also are teachers and try to facilitate their lives by 

combining the two positions.  The subject field and the department influence the 

participants in several ways: as graduate students, the participants are expected and want 

to engage in continuous research since they are attending a Research I university; and as 

graduate instructors, they are required and desire to fulfill their duties as teachers.  Thus, 

these influences drive the participants to take on these positions, which then leads to the 

attempt to blend their various interests and identities.  

Researcher 

The previous two descriptions concentrated on the non-existence of a researcher 

identity and the merging of teaching and researching.  This third description concentrates 

on negotiated identity by being solely a researcher.  Struggling with their identities as 

teachers and/or researchers, many instructors felt that they were first and foremost 

researchers. 

I would rather be doing my own research or reading, which is why I see myself 

as more of a researcher that teaches than just a teacher.  

 (Linda/Self-reflective journal entry 1) 
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I see myself as a little bit more of a researcher than a teacher […] I am very 

interested in the research I do, which often leads me into many related areas to 

my focus. […] This lack of time to do all of the research that I would like results 

further in a conundrum regarding my teaching…   

 (Justin/Self-reflective journal entry 1) 

 

Prioritizing one‟s role as a researcher over teaching is an “expected” response of graduate 

students at a research university; completing a PhD degree requires a commitment to 

research.  The research expectations of the university and the field that these graduate 

instructors chose are high, and wanting to identify strongly with research is 

understandable.  This presents clearly the development and negotiation that these 

participants are acting upon, trying to define themselves as either researchers or teachers 

or both.2 

 The three characteristics of researcher identity were non-researcher, researcher 

and instructor, and solely researcher.  All three aspects have shown to be part of some 

instructors‟ negotiation of identity as a researcher and as a comparison to their identities 

as teachers. All participants shared one characteristic: their identities are constantly 

negotiated between teaching and research, reflecting their “conflicting” roles as teachers, 

graduate students, and researchers.  

As discussed above three facets of teacher identity emerged in my data: 1) 

instructional content, 2) interpersonal factors, and 3) intrapersonal factors.  All three 

aspects proved to be important to the participants‟ negotiation of their identities as 

                                                 
2 The preference of teaching, researching or combining the two areas might be due to pressure of time in 

the program or programmatic demands to advanced graduate students on teaching or researching.  

However, in this study, the differences in the preference of one or the other did not seem to be based on 

being a novice or advanced graduate instructor. 
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teachers.  Further, they showed that their identities are in development and in progress, as 

research suggested (Bakhtin 1981; Ivanic 2006), and not static.  Moreover, these 

constructs interplayed and participants concerned themselves with different constructs at 

the same time, illustrating a circular, interactional development in teaching.   

All instructors maintained similar identity issues as teachers, but discussed these 

issues using different repertoires, with only a few overlaps.  In reference to the 

instructional content, the participants described their identity as teachers using phrases 

such as “convey the information” (Franc), “teaching them how to be students” (Paul), and 

“teachers should […] inform themselves about […] a culture” (Ingrid).  Concerning 

interpersonal aspects, such as teacher – student identities, instructors utilized repertoires 

such as “interaction,” “relationship with the students” (Joseph), “”reach” all students” 

(Vanessa), “take on a role […] of mediator” (Ingrid), and “facilitators of cultural 

interactions” (Matthew).  With respect to intrapersonal factors, the graduate instructors 

described their identities with “being […] highly demanding” (Ingrid), being “very 

informal” (Linda), feeling “generally confident” (Paul), and feeling “fairly comfortable” 

(Justin).   

Although they are all instructors of German at the same university negotiating 

similar aspects of teacher identities, the usage of diverse repertoires by the participants 

suggests that their experiences are very individual.  These instructors negotiate their 

identities differently and, therefore, these identities need to be considered in their 

preparation as teachers.  As individuals with different identities, training for instructors 

should address the various concepts and struggles that teachers encounter.  Many 
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instructors expressed the interest and desire to have an on-going discussion and 

engagement in issues on teaching.  

it would be great to have more frequent workshops […] so it would be good, 

since there is the pressure of the teaching appointment, to say, ok, part of your 

teaching appointment is professional development and professional development 

means showing up and chatting about what you‟re doing in the classroom, what 

you have, what you could use.  

 (Paul/Interview) 

… a workshop on a particular subject in culture would be great. I mean, because 

even among NSs, you know, the opinions are not the same. It would be interesting 

to have a group discussion of just a specific topic […]  And then you can have 

the NS discussion and that would give me a lot of insight.  

(Linda/Interview) 

 

…I think through awareness, yeah, from the talks that we had, you know, on the 

reflections and from the group discussion, I thought the group discussion was 

really, really very helpful…   

(Matthew/Interview) 

 

All participants of this study have taken a methodology/pedagogy course and are 

familiar with different approaches and second language acquisition theories, nevertheless, 

as can be seen in the comments above, many of them still feel the need of on-going 

professional development.  However, the professional development that is usually offered 

at the universities varies from what these instructors wish for: a dialogue amongst each 

other to better their teaching and understanding of what and how to teach German.  

Exchanging ideas would help them see different perspectives and collaborate with their 

colleagues, which can then aid them in growing, constructing and re-constructing their 

identity, as well as increasing their knowledge and confidence as teachers.  The graduate 

instructors‟ population includes native and non-native speakers of German.  Discussing 

teaching ideas and language or culture related issues might aid both groups understand 
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the teaching process.  The following section discusses the dichotomy of native and non-

native speaker teachers and the influence on the teaching practices. 

NATIVE AND NON-NATIVE SPEAKER TEACHER IDENTITIES AND 

TEACHING PRACTICES 

The issue of being a native speaker (NS) or non-native speaker (NNS) may 

greatly impact the identity and the attitude of the instructor towards the foreign language 

and teaching the FL (e.g. Medgyes, 1994; Skutnabb-Kangas, 2000).  When the 

participants described themselves, the issue of NS versus NNS emerged in four main 

themes: 1) confidence in teaching, 2) knowledge of the language, 3) instructors‟ 

perception of students‟ beliefs, and 4) teaching culture.  Confidence in teaching refers to 

how the instructors feel in the classroom as a result of being a native or non-native 

speaker of German.  Knowledge of the language includes participants‟ thoughts on how 

much information they have (or need) about formal features of the language.  Students‟ 

perception according to instructors indexes the way students may feel about having a 

NS/NNS instructor.  Finally, teaching culture suggests the advantages and disadvantages 

that NS/NNS may experience teaching culture.   

Confidence in Teaching 

 Teacher identities, especially FL teacher identities, include the aspect of native or 

non-native speakerness of the language taught (Árva & Medgyes, 2000; Braine, 1999; 

Canagarajah, 1999; Cook, 1999; Medgyes, 1992; Pavlenko, 2003).  Whether instructors 

are NSs or NNSs of the language in question might influence the way they feel about 

themselves.  The participants self-identified either as NSs or NNSs of German and 
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mentioned how this characteristic affected their confidence in the classroom. 

It [being a NNS] can affect my confidence level, although I am fairly confident 

with German now. Being a non-native speaker of Dutch, which I haven‟t been 

studying or teaching as long, still causes me some anxiety. 

(Matthew/Self-reflective journal entry 1) 

 

I think that being a native German speaker definitely affects my teaching. 

Firstly, I feel confident in my knowledge and mastery of the material, since I am 

a native speaker.   

(Joseph/Self-reflective journal entry 1) 

Joseph and Matthew agreed that being a NS or NNS can affect one‟s confidence level.  

Joseph stated very clearly that his confidence in the material arises from being a NS of 

the language.  Kramsch (1997) discussed the issue of the NS teachers in FL classrooms, 

stating that in the 60s and 70s NSs were privileged and used as models for proficiency in 

the language of instruction. Although this standard has been disproved by many other 

researchers (e.g. Cook, 1999; Kramsch, 1997; Medgyes, 1994; Phillipson, 1992, 

Skutnabb-Kangas, 2000), NSs and NNSs still seem to believe that NSs have the 

advantage and privilege over NNSs, and NSs feel confident and competent just by virtue 

of being a NS.   

In support of this idea that NSs feel more confident in the FL classroom, Matthew 

pointed out that his confidence in the classroom is also affected due to being a NNS.  He 

described this feeling as a Dutch instructor, referencing though that he has been through 

this experience as a German instructor as well (“I am fairly confident with German 

now”).   His comment stresses clearly that being a NNS of the language can and will 

cause “anxiety,” and that the unfamiliarity with the language can be problematic and 

influence how the instructor will present herself/himself in the classroom, which may, in 
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turn, influence how they students view the instructor.  Justin, another NNS, agreed with 

Matthew, using different interpretive repertoires:  

I personally feel that I am more self-critical about my language use in class, 

which sometimes leads to hesitation in answering questions students ask, as well 

as correcting myself continuously as I speak - I know the right answer more often 

than not, but second-guess myself on occasion.  

(Justin/Self-reflective journal entry 1) 

Justin admitted to being very self-critical of his language use as a NNS, which often leads 

to insecurity in the classroom.  Moussu and Llurda (2008) showed that NNSs are very 

self-conscious about mistakes they make. Justin goes through this self-conscious process, 

which makes him correct himself constantly, double-checking and double-guessing his 

language, which affects the confidence and comfort level in the classroom.  As a result, 

Justin feels that he overanalyzes his answers to his students, which leads him to a sense 

of insecurity and uncertainty.  During my observations, Justin corrected himself a few 

times and seemed very aware of his language use.  When he was not sure what word to 

use, Justin tended to play with the language for a little while before seeking help or 

admitting to not knowing the answer.  Whenever this situation occurred, Justin seemed to 

doubt his language for the rest of the class time.  Instead of feeling comfortable not 

knowing the answer to a question that pertains to language or even any other component 

within the classroom due to his multicompetence, Justin seems to become insecure and 

self-doubting.  Being asked a question in the midst of a lesson can for any 

multicompetent speaker be difficult to answer.  Using words or phrases that might not be 

“German,” does not make the instructor less competent, but rather reflects the experience 

of a speaker of various languages who has a multilingual mind.    
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Paul and Matthew showed similar tendencies.  In one observation, Matthew was 

discussing a 19
th

 century poem and when discussing metaphors or individual words, he 

either dismissed talking about them (especially the metaphors) or supported his response 

by stating “wenn ich mich nicht irre, …” (“if I am not mistaken…”).  This hedge helped 

to cushion his response and not overcommit in case he was wrong.  After this situation 

occurred, Matthew also seemed less confident in his language use and hyper 

corrected/overanalyzed his language use, just like Justin.  Paul exhibited the same 

behavior.  In two out of the three observations, Paul seemed very insecure about words 

and their gender, and he managed these situations with laughter, ridiculing the word or 

phrase or himself.  He used laughter also as a tool when he realized that he made a 

mistake.  Paul, just like the other two NNS instructors, seemed less confident and more 

self-conscious after these situations.  Again, instead of using their multicompetence of 

which they might not be aware, these instructors positioned themselves as NNSs and thus 

reported (?) becaming insecure when it came to remembering necessary lexical items.  

Linda, the fourth NNS teacher, did not project any of these difficulties, which might be 

due to her confident and secure personality, as discussed earlier.  Being self-conscious 

influences the way NNS instructors see themselves, their interaction and confidence in 

the classroom, ergo, the way they negotiate their identities.   

 The comfort level of a teacher is closely connected to her/his confidence.  NSs 

emphasized their comfort level as a result of their innate knowledge.   

…as a native speaker I feel more comfortable in the classroom because I know 

that I can fall back on my native speaker intuition.  

(Franc/Self-reflective journal entry 1) 
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I feel very comfortable in my classroom for the following reasons. I am a native 

speaker and thus proficient in the students’ target language.  

(Joseph/Self-reflective journal entry 2) 

Franc and Joseph showed their comfort in the classroom by referring to their NS status of 

the language of instruction.  Franc stated that as a NS he feels “more comfortable,” since 

he can rely on his nativeness.  Often, these instructors who are NSs of German, have 

lived in the US for a longer period of time and are not aware of how other languages and 

cultures can influence one‟s own.  Observing Franc, who has lived in the US for 17 years 

now, I noticed that he tended to Germanize American idioms and vocabulary.  In the 

classes, in which I observed him, Franc used phrases that are not German, e.g. “in einer 

Nussschale” (in a nutshell) or “Seite nehmen” (to take sides).  Franc‟s assuredness of 

being able to “fall back on [his] native speaker intuition” has proven not always to be 

grounded in fact.  In these cases his intuition of what he believes is German might be due 

to his multicompetence (Cook, 1991).   However, Franc‟s comfort portrays his NS 

identity and seems to be the string he holds onto in order to be and stay comfortable in 

the classroom.   

Similarly, in the second self-reflective journal entry, Joseph described himself as 

being “very comfortable” in the classroom because of his NS status as well, and, 

therefore, “proficient in the students‟ target language.”  He mentioned quite a few times 

in his self-reflective journal entries and the interview the knowledge he has of the 

material and of the language as a NS.  Although Joseph lived in the US for fewer years 

than Franc (4 ½ years), he sometimes also struggled with phrases or words that his 

students asked him, e.g. Kartoffelpuffer (similar to hash browns). Joseph and Franc both 
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believe strongly in their native speakerness and its benefit for their feeling comfortable in 

the classroom, by claiming that they “can fall back to [their] native intuition” and that 

“[they are] a native speaker and thus proficient,” which portrays their NS identities.   

They position themselves as NSs, which plays a big and important role in their 

identity negotiation as FL teachers.  Cook (1991) prompted a theory that multilingualism 

and multicompetence is an asset and a desirable outcome.  Multicompetent speakers 

control more than one grammar and should be considered as successful speakers of 

languages rather than “failed native speakers” (Cook, 1991, p. 204).  Franc‟s knowledge 

of German, English, and Swiss German make him a multilingual and multicompetent 

speaker, which inspires phrases such as “in einer Nussschale.”  In addition, Kramsch 

(1997) pointed out, “native speakers do not always speak according to the rules of their 

standard national languages” (p. 359).  The other two NSs in my study did not portray 

any confidence as a result of being NSs, however, as we will see later, Ingrid did believe 

being a NS gives her the advantage when teaching culture.     

 Although the majority of the participants‟ description of their NS or NNS 

identities was representative of what the literature had found previously on NS and NNS 

(e.g. competence in the language as NSs (Stern, 1983); self-consciousness about language 

mistakes as NNSs (Moussu & Llurda, 2008)), some still emphasized that being a NS or 

NNS of German in general and pedagogically should not make a difference as a FL 

instructor.   

Regarding the pedagogical aspects of my teaching, I do not think it matters that I 

am not a native speaker of German.   

(Justin/Self-reflective journal entry 1) 
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I don’t think there is a difference in native or non-native speakers as 

teachers. […] I don‟t think it has something to do with native or non-native 

speakers. Passion for teaching is needed in order to be an effective teacher.   

(Vanessa/Self-reflective journal entry 1) 

Justin has described his feelings towards being a NNS in more detail, as already seen and 

will be seen later. However, when discussing the impact of NS and NNS instructors 

pedagogically, his being a NS or NNS does not change any “pedagogical aspects.”  Being 

a NS of the language does not guarantee the best teacher.  Vanessa supported that idea 

when she described that there are no differences between NS and NNS when it comes to 

teaching.  She does not feel more confident, comfortable, or competent just because she 

is a NS of German and she seems not to believe that any teacher should rely on that 

factor.  Vanessa emphasized “passion” as the main trigger for teaching.  Thus, these two 

participants felt that pedagogically there was no connection to native or non-native 

speakerness.  This is in line with Medgyes (1994) conclusion that NS or NNS instructors 

can both be effective and although they are different, “[d]ifferent does not imply better or 

worse” (p. 76).  Even among NSs or NNSs differences in personalities, approaches to 

teaching, and knowledge exist and therefore, whether being NSs or NNSs is not the 

variable for an effective teacher.   

 NS and NNS instructors described their positions and beliefs that being a NS or 

NNS affects their confidence and their teaching.  Other participants, in contrast realized 

that it is not important pedagogically whether one is a NS or NNS and this factor thus 

should not affect the confidence level of the teacher.   The former stance reiterates 

Medgyes‟ findings, who reported that most NNS instructors felt that not being a NS of 

the language affects their confidence level and raises their anxiety level.  Two NS 
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instructors believed that their nativeness allowed them to be more confident and 

comfortable in the classroom.  Other NNSs described their self-critical position to their 

language use in their classroom, which can lead to lack of self-confidence, which will be 

discussed in more detail in the following section.  

Knowledge of Language and/or Grammar 

 This section discusses instructors‟ thoughts on their knowledge of the language 

and the grammar as NSs/NNSs of German.  It further examines graduate student 

instructors‟ teaching practices as well as their beliefs about competence and knowledge 

due to being NSs or NNSs of German. 

 In the first self-reflective journal entry that the instructors wrote at the beginning 

of the semester, the participants reflected on the characteristic of FL teaching with which 

they were most comfortable. The majority – six graduate instructors – agreed that they 

were most comfortable teaching grammar (although for different reasons), which does 

not mean they felt that teaching grammar was the most satisfying.   

Because I have had good results learning languages with a lot of 

grammar, I have a tendency to occasionally fall back on grammar, so I 

assume I probably feel more comfortable teaching grammar.  I make 

efforts, however, to teach communication in class.   

(Matthew/Self-reflective journal entry 1) 

 

I think that I feel most comfortable with teaching grammar just because 

it based on facts and not dependent on one‟s interpretation of the situation.  

However, teaching grammar is not the most satisfying. Teaching culture, 

for example, gives me the opportunity to show my students aspects of a 

culture that are not necessarily included in the textbook and differ from 

place to place.  

(Franc/ Self-reflective journal entry 1) 
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I feel more comfortable teaching grammar because it is more objective 

than other aspects of language learning.  Culture is somewhat difficult 

because most of my knowledge of German culture comes from what I’ve 

learned in classrooms – and a good portion of that pre-1945.  

(Paul/ Self-reflective journal entry 1) 

 

Most of these instructors feel that grammar has set rules; it can be learned systematically 

and can be followed in a very factual way.  For many instructors teaching grammar is 

easy, straightforward and objective.  Furthermore, several participants mentioned that 

they learned languages through grammar themselves and succeeded, thus knowing much 

about grammar allows them to teach it more easily and gives them confidence.  The 

characteristics of grammar give them a comfort level to teach their students.  Yet, they 

also mentioned that teaching grammar might not be the most satisfying to them or be 

most helpful to the students.  

 Several graduate instructors‟ preferred teaching practices seemed to conflict with 

their perception of the teaching practices put forth by the department.  Not teaching what 

they prefer to teach (in the majority‟s case grammar), graduate instructors rate their 

competence according to their native language and its conflict vis-à-vis programmatic 

objectives. 

Being a non-native certainly affects how I feel toward my competence in 

teaching. We use a communicative curriculum and as a non-native I only have a 

limited (in some cases extremely limited) grasp of pragmatics and idiom.   

(Paul/Self-reflective journal entry 1) 

 

I often feel as though I lack the authority of a native speaker when it comes to 

certain aspects of language and culture.  

(Linda/Self-reflective journal entry 1) 

As can be seen, the NNS instructors felt restricted in their knowledge and authority in the 
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German FL classroom.  Paul felt less competent teaching German as a result of being a 

NNS.  This feeling emerged from his self-evaluation as not knowing the pragmatics and 

idioms of the language and believing that using a communicative approach to teaching 

disallowed him to teach grammar which he preferred teaching.  His self-perceived 

competence in the FL classroom is, in turn, affected by this lack of confidence in his 

higher level speaking skills.  Paul negotiates his NNS identity and seems to see it as a 

disadvantage in this case.  Instead of seeing the advantages that NNSs might have, e.g. 

better understanding of students‟ errors and struggles (see Medgyes, 1994), he feels that 

being a NNS puts him at a disadvantage, and it affects his teaching.  In his interview with 

me, he mentioned the importance of making sure that the students learn how to 

communicate in the language. 

…we want to teach them to actually communicate and understand the foreign 

culture, so that they can say relevant things, rather than just spitting out these 

canned phrases, hopefully in the right situation.   

(Paul/Interview) 

Paul‟s belief in what he as a teacher should teach and his issue of not feeling competent 

enough due to his non-nativeness and perhaps his personal experiences collide.  His 

commitment to teaching communication to his students still exists, and when Paul 

describes his position as the instructor teaching communication, his NNS teacher identity 

comes out.  Paul is negotiating his NNS identity by contrasting his competence with his 

and the department‟s beliefs about teaching communicatively.   

Linda‟s insecurity in the language derives from an expectation that many 

instructors and students seem to have (see e.g. Kramsch, 1997):  NS instructors retain 

authority and NNS instructors do not.  Linda experiences “lack of authority” regarding 
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the language and culture, which is reflective of many NNS instructors‟ experiences.  NSs 

were thought by programs and institutions to have privilege over the NNSs (Kramsch 

1997).  As Kramsch maintained NS teachers were in high demand and used as models for 

NNSs in FL learning and teaching during the last five decades.  NSs were favored due to 

their superior and model status (Cook 1999; Walelign 1986).  Edstrom (2005), among 

other researchers, discussed the insecurity she as a NNS FL instructor experienced 

regarding her knowledge of vocabulary and grammatical accuracy.  In addition, Koike 

and Liskin-Gasparro (1999) showed in a study on graduate students and the issue of near-

native proficiency that graduate student instructors suffer from a “sense of insecurity over 

whether they are near-native enough” (p. 59).  

Some of the NS participants have voiced similar opinions.  They believed that 

being NSs gave them the authority and credibility that NNS might lack when it comes to 

the language. With these claims the NS instructors fall into the belief of the NS as a 

language model (Cook 1999).   

…native speakers have an advantage over non native speakers in that native 

speakers may understand the intricacies of the language better than non-native 

speakers.   

(Franc/Self-reflective journal entry 1) 

 

I studied German grammar as part of my teacher‟s education in Germany, so I 

usually can answer all questions pertaining to grammatical concepts, usage, 

register, and so forth.   

(Joseph/Self-reflective journal entry 2)  

Franc believed that NSs understand the complexity of the language better than NNSs, 

which gives him an advantage over the NNS instructors in the FL classroom.  Although 

he did not share how he understood these complexities better, it seems as if he is basing 
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his statement on the fact of native speakerness, a common myth held by L2 teachers and 

students alike.  Joseph on the other hand described his competence of the language in 

combination of being a NS and having studied the language grammar in his home 

country.  Interestingly enough, Joseph claimed to be able to answer “all” questions 

pertaining to the language.  While it may not be impossible to be able to answer “all” 

questions of any language either as a NS or NNS, Joseph defines his identity as an NS 

expert.  He is indeed a competent and knowledgeable teacher, however, in my 

observations there were times when Joseph could not answer “all” questions pertaining to 

the language.  Joseph is a NS of German, however, is also fluent in English and has been 

living in the US for over four years, which might influence his German.  Understanding 

that NSs cannot answer “all” questions is important to ensure successful teaching.  If NSs 

believe they are able to attend to “all” questions, but then do not succeed, it may 

influence their teaching practices, their confidence, and consequently their students‟ 

learning environment and outcomes. 

 Franc, in contrast to his first description of the advantages of the NS, also 

mentioned the advantage he believed NNSs have. 

Non-native speakers may understand grammar much better than native speakers 

because they had to learn it whereas for native speakers “it just is that way.” 

(Franc/Self-reflective journal entry 1) 

 Franc pointed out an important aspect: NNSs have to learn the language.  Many NNS 

instructors have admitted when they described their teaching preferences that they 

preferred teaching grammar, since they learned FLs through grammar and felt 

comfortable with the grammar.  Experiencing meta-linguistic talk as well as linguistic 
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talk, NNS have the advantage of knowing why certain features of the language and its 

grammar function the way they do.  This advantage allows them to explain the function 

of the language better to the students, because as Franc pointed out, NNSs “understand” 

the grammar and NSs just know that “it just is that way,” without necessarily knowing 

why.  This advantage that NNS have is supported in the literature (e.g. Medgyes, 1994; 

Phillipson, 1992; Skutnabb-Kangas, 2000).  Franc is negotiating his NS identity by 

contrasting his advantage as a NS (knowing the intricacies) to the advantage of a NNS 

(knowing the grammar), taking on the subject position as a NS and positioning himself 

against the NNS.   

 While some NS instructors believed in having an advantage over NNS instructors 

in regard to language, Ingrid described her nativeness as relevant in regard to culture and 

not language.  

I don‟t really see an advantage in my language abilities, but more in the cultural 

knowledge that I can provide as a native from Germany.   

(Ingrid/Self-reflective journal entry 1) 

Ingrid believed that NSs and NNSs do not differ when it comes to the language.  There is 

no advantage in the language, since NS and many NNS instructors have a good command 

of the language.  On further elaboration, however, she did seem to believe she had an 

advantage as a NS over a NNS of German.  She finds that because she is a native from 

Germany she has the advantage in her knowledge of the culture(s) of Germany, and can 

offer more than a NNS.  Here, Ingrid is setting herself apart form NNSs, positioning 

herself as the expert not in the language, but in the culture.   

 These participants are negotiating their teacher identity in part through their 
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nativeness or non-nativeness vis-à-vis the knowledge and abilities of the language and of 

the culture.  Many of the NNS instructors felt they lack competence in the language, 

especially communicatively, which makes them self-conscious about their language, and 

consequently makes them self-aware of their mistakes.  Some of the NS instructors 

described their confidence in the material as a result of being a NS.  

Instructors’ perception of students’ beliefs  

 Besides their knowledge in the language, many instructors described themselves 

as NSs/NNSs in relation to how they think their students perceived them.  The NNS 

participants believed that they are not perceived as authority figures in the German 

classroom, because they are NNSs of German.   

Being a non-native [speaker of German] certainly affects how I feel toward my 

competence in teaching. We use a communicative curriculum and as a non-native 

I only have a limited (in some cases extremely limited) grasp of pragmatics and 

idiom.  This is complicated, in my opinion, by students‟ expectations. They seem 

to expect a more monolithic language from a more authoritative instructor, 

perhaps more so than is even possible.  (Emphasis added) 

(Paul/ Self-reflective journal entry 1) 

 

As far as whether being a non-native speaker of German and how it affects my 

perception of my own teaching, I would have to say that not being a native 

speaker sometimes leads to a partial loss of credibility in my ability to teach my 

students - from their perspective.  (Emphasis added) 

(Justin/ Self-reflective journal entry 1) 

 

I often feel as though I lack the authority of a native speaker when it comes to 

certain aspects of language and culture. I‟m also very nervous about giving my 

students misinformation, because I know that as a student, I took all of my 

teachers remarks equally seriously…  (Emphasis added) 

(Linda/Self-reflective journal entry 1) 

 

Three out of four NNS instructors expressed the same feeling about not being a NS 
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instructor: they perceived a lack of authority/credibility in the classroom in front of their 

students.  Paul believes that students are expecting and looking for an “authoritative 

instructor,” who he believes a NS to be.  Being a NNS and thus having a limited 

understanding of idioms of the language, Paul assumes the students expect someone with 

a complete understanding of the language system.  Unfortunately, the NNS instructors‟ 

perceptions are supported by the research.  Studies on students‟ preference for NS or 

NNS instructors demonstrated that students revealed a general preference towards NS 

instructors, or a mix of NS and NNS (Lasagabaster & Sierra 2002).  Thus, the myths still 

prevail and still affect the negotiation and positioning of many NNS teachers‟ identity.   

In the present study, being a NNS of German seems to influence Paul‟s identity 

maintenance.  He is positioning himself through the students as the unpreferred speaker 

in the classroom.  Justin touches upon the same issue.  To him, when it comes to 

teaching, he feels that the students do not believe he has the credibility and ability to 

teach the FL.  Just like Paul, Justin also believes that students want a NS instructor.  

Linda also feels a lack of authority in the classroom and is especially concerned with 

misinforming her students.  Linda implies that she believes if she had more authority, 

which means being a NS, she would not have to worry about misinforming her students.   

 None of these instructors reported hearing from or being told by their students 

that they lack authority.  These beliefs are based on their perception of what they think 

students expect.  The NNS participants negotiated their identities as NNS teachers in 

relation to and in dialogue with their students, as already discussed.  The negotiation here 

happens in a fashion that instructors think they know what their students want and need.   
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This belief system, which “deals not only with beliefs about the way things are, but also 

with the way things should be,” positions the participants as not the ideal instructors 

according to what they think their students want (Woods, 1996, p. 70).  Studies (Johnson, 

1994; Jones & Fong, 2007) showed that beliefs influence teachers‟ practices.   

Prior learning experiences also shape instructors‟ views on learning and teaching.  

The participants might have felt the same way about their NS/NNS language instructors 

as students and thus project this feeling onto their students today, believing they prefer 

NS language teachers.  Believing that students expect a more authoritative instructor, 

thus, a NS, affects the instructors‟ teaching, their identities, and confidence in the 

classroom.  In order to counter such pervasive, negative beliefs, graduate instructors‟ 

training needs to address them explicitly. 

 In contrast to the NNS participants, the NSs relished their perceived and accepted 

role of authority and legitimacy.  One NS participant supported the claim that students 

see him as an authority due to his being a NS.  

As native, they [students] perceive me as authority in German culture and 

history.  

(Joseph/Self-reflective journal entry 2) 

Joseph believes that students perceive NSs as authorities in the classroom, especially in 

regard to culture and history.  Joseph negotiates his identity as a NS and in relation to the 

students who see him as an authority figure and thus feels more confident and competent 

in his work.  Yet, allowing NSs to believe that they are the authorities when it comes to 

the language, culture, and history would be leading NS instructors to a wrong 

assumption.  Both NNS and NS teachers have advantages and disadvantages (see e.g. 
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Medgyes, 1994; Skutnabb-Kangas, 2000) and both need to be pointed out to both parties 

to assure a good working climate and well-trained instructors.   

NSs can be also negatively affected by the label “NS.”  

Being a native-speaker sometimes puts me under pressure of “knowing it all”.   

(Ingrid/Self-reflective journal entry 1) 

As Ingrid indicates with her statement, NSs might be pressured to knowing all the 

information and even if they think they do, they will never be able to and that can cause 

anxiety and pressure for the instructor, which then can and will influence the classroom 

and students‟ learning and outcomes.  Ingrid‟s teaching might be affected: she thinks she 

needs to know everything about the language and might feel overly nervous when 

presenting the material.  NS instructors can be under a lot of pressure, since departments 

back in the 60s and 70s have put emphasis on the importance of NSs as the language 

model for students learning FLs (Kramsch 1997).   

 One NS instructor stressed that being a NS or NNS does not and should not make 

a difference, however she later said that students might perceive it in a different way.   

I don‟t think there is a difference in native or non-native speakers as teachers. 

Students might feel differently about it but I don‟t think it should.  

(Vanessa/Self-reflective journal entry 1) 

Throughout the journal entries, surveys and interviews Vanessa consistently stated that 

teachers “effectiveness” does not and should not rely on whether the teacher is a NS or a 

NNS of the language taught.  Emphasizing her opinion once more, Vanessa 

acknowledged though that the possibility of the students being affected by whether their 

teacher is a NS or a NNS exists.  Whether there is a difference between NS and NNS 

instructors, most of the participants believed that this difference exists for students.   
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 One advantage of being a NNS of German that the participants pointed out is the 

ability as a NNS to understand students and their errors, which again is highlighted in 

previous research (e.g. Liu, 2004; Medgyes, 1994; Skutnabb-Kangas, 2000).  

I think that my extensive experience as a student (in general and of foreign 

languages) helps me understand many of the errors my students produce. This 

is where my being a native speaker of English comes in handy… I can identify 

more easily with my students, I think, and I know what they‟re going through; 

[…] I‟m also more aware of common errors and misinterpretations...   

(Linda/Self-reflective journal entry 1) 

 

…being German has made certain things as a teacher more difficult than for 

non-German teachers. At the beginning of my career as teacher, I realized that I 

lacked the sensibilities to see exactly in what areas there are difficulties for 

second language learners of German. A non-German teacher, who went 

through roughly the same process of acquiring German than his students, is at a 

clear advantage here.   

(Joseph/Self-reflective journal entry 1) 

Having gone through the same process her students are going through, Linda emphaiszed 

her advantage as a NNS instructor, who understands what her students are experiencing.  

Linda can relate to the students‟ errors and understands why they are making mistakes, 

since she has gone through the same experiences.  Her ability to relate to students‟ needs 

makes her more comfortable in the classroom to be able to understand and resolve issues 

NNS have when learning German.  Joseph supported this idea by stating that as a NS of 

the language (at the beginning of his career), he did not understand the difficulties that 

students go through.  Empathy with the students and what processes they encounter can 

be very beneficial for the instructors, and, as Joseph stated, he believes that a NNS has an 

advantage over the NS instructor in this regard.     

In this section I demonstrated that the participating instructors negotiated their 

NS/NNS identities in dialogue with their students, in particular with what the instructors 
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thought the students‟ expectations or perceptions to be.  The NNS instructors described 

the lack of authority or credibility as NNSs and believed that students might prefer NS 

teachers and thus felt less legitimate and less respected by their students.  These 

instructors negotiated their identity as a non-authoritative NNS teacher and as a result 

may have allowed this notion to impact their teaching.  A further feature that emerged 

from the data was the advantage that NNSs hold over NSs:  NNS instructors understand 

their students and their processing of the language better due to having gone through a 

similar path.  In contrast, NS participants often believed that they are viewed as the 

authority due to being NSs of the language.  Nevertheless, NS instructors may feel the 

pressure of having to know everything.  In brief, the participants described and negotiated 

their identities in relationship with their students and what the instructors believed the 

students‟ preferences are.  Being NSs or NNSs affected the identity negotiation of the 

participants in reference to teaching the language. The following section discusses the 

identity formation of NS and NNS teachers in regard to culture.   

Teaching culture 

The issue of NS/NNS was also present when the participants described teaching 

culture in the FL classroom. The significance of culture teaching in FL education has 

been and still is growing rapidly.  This matter brings a lot of complexity to the field, from 

defining culture to the skills and knowledge we want our students to develop. The 

discussion about culture and what culture includes and means as well as what needs or 

should be taught in the FL classroom has been on-going for many years (Brooks, 1968; 

Nostrand, 1989; Seeyle, 1993; Galloway, 1992; Kramsch, 1998).  
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In the questionnaires, participants ranked definitions of culture teaching. 

Instructors seemed to have a difficult time ranking these statements and commented that 

they were equally important.   The questions on the surveys read as follows and were  

adapted from Sercu et al.‟s (2005) surveys:  

2. What is “culture teaching” in your opinion? Please rate the following statements on a 

scale from 1-5, with 1 being the most important and 5 least important. 

 1 2 3 4 5 

Students learn about history, geography, and 

politics of the foreign culture. 

      

Students learn about daily life. 

 

      

Students learn about value and beliefs of Germans. 

 

      

Encourage an open-mind and appositive attitude 

towards foreign languages and cultures. 

      

Handling intercultural situations.   

 

      

Any comments on culture teaching: 

 

Figure 4.1.: Questionnaire item on “culture teaching” 

 

Understanding what “culture teaching” meant for the instructors was important to 

be able to examine and comprehend the instructors‟ concerns.  Additionally, since some 

instructors had claimed that they would prefer clearly stated goals of what they should be 

teaching, these questions aid in finding out what they think they should be teaching.  The 

results of the ranking of the definitions of culture are presented in Table 4.1.: 
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TABLE 4.1. Ranking Culture Definitions 

Questionnaire Definition of culture Rating: 1 – 5  (1 = most important; 5 = least 

important) 

      1                2              3               4                5 

I History et al. 4 2 0 2 0 

 Daily life 1 4 2 0 1 

 Values & Beliefs 4 2 0 0 2 

 Positive attitudes 5 2 0 1 0 

 Intercultural situations 4 3 1 0 0 

II History et al. 2 4 1 0 1 

 Daily life 2 3 2 1 0 

 Values & Beliefs 3 2 1 1 1 

 Positive attitudes 6 2 0 0 0 

 Intercultural situations 4 4 0 0 0 

III History et al. 3 2 2 0 1 

 Daily life 3 2 2 0 1 

 Values & Beliefs 3 2 1 2 0 

 Positive attitudes 3 4 2 1 0 

 Intercultural situations 5 2 1 0 0 

 

As discussed above, graduate instructors had a difficult time defining culture and thought 

that it encompassed too much to fit a single definition.  On the first questionnaire, most 

instructors opted for the fourth definition (Encourage an open-mind and a positive 

attitude towards foreign languages and cultures).  However this was closely followed by 

many other definitions, showing the difficulty in deciding which part of culture should be 

emphasized more and proving that it entailed more than just one idea.  By the second 
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questionnaire, definition four received the most votes again for being the most important 

concept within teaching culture.  This time not so many other notions of culture were 

opted for as most important.  This might be due to the fact that instructors interacted with 

these concepts throughout the semester consciously and continuously and slowly realized 

what was most important to them when they taught culture.   

 If we compare their ratings from the first two questionnaires with the last one, we 

can see that there was another shift to a different concept and all the others ranked pretty 

similar.  The new highest ranked concept was “Handling intercultural situations,” which 

might have been a result of questions they received from the researcher on teaching 

intercultural competence.  In sum, the two most important definitions or concepts of 

culture from the given definitions for the instructors are a) encouraging their students to 

have an open-mind and a positive attitude to FL and cultures and b) aiding their students 

in handling intercultural situations.   

The questionnaires offered some additional information on teaching culture.  

Instructors indicated the importance and the amount of time they dedicated to teaching 

language and culture in their classes.  The items read the following: 

 

1. How important is “culture teaching” in a foreign language classroom on a scale from 

1-5, with 1 being very important? 

1 2 3 4 5 

Figure 4.2.: Questionnaire item on importance of “culture teaching” 
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3. How much time do you dedicate to teaching language and teaching culture? 

100% - 0% 

 

 

80% - 20% 60% - 40% 40% - 60% 20% - 80% 100% 

language 

and culture 

Figure 4.3.: Questionnaire item on time of “culture teaching” 

 

The results are presented in Tables 4.2. and 4.3.: 

TABLE 4.2. Importance of culture  

Questionnaire Rating: 1 – 5  (1 = most important; 5 = least important) 

         1                   2                    3                   4                    5 

I 5 3 0 0 0 

II 4 4 0 0 0 

III 3 4 0 0 1 

 

TABLE 4.3. Time dedicated to teaching language and culture respectively 

Questionnaire Rating in % 

100 – 0     80 – 20      60 – 40      40 – 60         20 – 80          100 – 100 

I 0 1 4 1 0 2 

II 0 2 3 1 0 2 

III 0 1 4 0 1 2 

 

 

As can be seen in table 4.2., all instructors either rated the importance of teaching culture 

either as most important or second important.  In table 4.3., two instructors claimed to 

teach language and culture equally.  The other participants did not rate culture as highly 
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present as language; nevertheless, they seemed to dedicate time to culture.  With culture 

being very important to the graduate instructors, the statements on the reflective journal 

entry seem to be understandable.  For example, Ingrid claimed to feel most comfortable 

teaching culture, but whenever I observed her classroom – I observed each instructor 

three times that semester – the lessons seemed less culturally involved than her self-

perceived claim.  Moreover, the two instructors who claimed to teach language and 

culture 100 % equally did not do so when I observed their classrooms.  Teaching culture 

100 % of the time in the classroom is an ideal situation.  This 100 % teaching culture 

refers to understanding language and culture integrally interspersed; when we speak of 

teaching language it needs to be reflective of plausible, real-life language use, and we 

speak about teaching culture we mean both “Culture” and “culture” through the language 

of instruction.  Again, language and culture should not be seen as separate entities. 

 Whether teaching language and culture in an interconnected fashion has been 

achieved by anyone is unclear.  As discussed earlier, teaching culture may involve any of 

the following components:  presentation of information, cultural inquiry, interaction with 

the culture, and analysis and reflection on the other culture as well as on one‟s own.  In 

one of the classroom observations, Vanessa self-perceived her teaching to be focused on 

culture 100 %. Yet, her lesson plan objectives seemed to be to review and practice the 

imperative form.  She used pictures and partner work to reinforce the use of the 

imperative, and the cultural component in that lesson was very minimal.  Culture was not 

necessarily missing from the lesson; she uses a short music video in the first two minutes 

of class to prepare her students towards her objectives.  Vanessa further asked her 
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students to participate in a role play: At the doctor‟s office.  Although these activities 

include cultural components, it is difficult to state that the lesson focused 100 % on 

culture (as inquiry or as presentation).  The perception of what instructors would like to 

accomplish and the realization of this plan seems to differ, based on my observations.  

 In order to understand instructors‟ rating of culture teaching, the participants met 

for a focus group interview and discussed various ideas on FL teaching and on 

culture/ICC teaching.  At one point there was a very lively discussion on teaching 

culture: 

 

Paul:   … is culture then the pragmatic aspect of it? 

 

Vanessa:  I would say we should teach through culture and have culture as 

our underlying basis and bring in authentic materials and use that 

to teach all the other aspects, like grammar and vocab. 

 

Justin:  In answer to your [Paul] point: I don‟t necessarily think that the 

culture would be the only pragmatics position of that, it would be 

limited to that, but I think culture is already part of the language 

to a certain extent.  

 

Vanessa:  It‟s kinda the language, like the chicken and egg problem.   

 

Justin:   Right.  

 

[…] 

 

Justin:  So, teaching language and culture would also encompass being 

able to use language to engage within a culture?  

 

Everybody:  Right! 

 

Franc:   Correct! 

 

Vanessa:   Because if you just teach them the grammar as structures or the 

vocab and they go to the country … 
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Matthew:  Right 

 

Vanessa:  …they have no idea what‟s going on and cannot communicate. 

 

Matthew:  That is cultural literacy, right? 

(Focus group interview) 

 

This interaction among the instructors underscores further the difficulty 

instructors have when trying to decide what aspects of culture to teach.  By discussing 

this issue with each other, instructors had the opportunity to talk this through and try to 

make sense of the broad and complex concept of culture.  The discussion led to 

instructors‟ better understanding and clarity of what culture entails.  The realization that 

grammar and vocabulary are important, however will not be enough to communicate with 

people from the other culture is supported by research about the inseparability of 

language and culture (Agar, 1994; Byram & Kramsch, 2008).  Agar (1994) coined the 

term “languaculture,” which suggests that culture and language are inseparable and that 

to be able to use the language, learners need more than just vocabulary and grammar.  

The instructors used their understanding of culture as language through culture, which 

follows Byram and Kramsch‟s (2008) concept of “language as culture”  (p. 15). 

 In spite of the difficulties defining culture and the importance of teaching it, 

which all instructors realized, participants emphasized NS advantages and disadvantages 

when teaching culture.  The NS participants pointed out that being native to the country 

of the language, they have a better cultural understanding and are also perceived as the 

authority in that field. 

I don‟t really see an advantage in my language abilities, but more in the cultural 
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knowledge that I can provide as a native from Germany. Students are highly 

interested in first-hand experience in the target culture.  

(Ingrid/Self-reflective journal entry 1) 

 

… it is for me an opportunity to teach my students about my own country and its 

culture. […] As native, they perceive me as authority in German culture and 

history.  

(Joseph/Self-reflective journal entry 2) 

According to Ingrid, she can provide her students with cultural knowledge since she is 

from Germany.  In her interview with me, Ingrid explained what teaching culture means 

to her: 

…[students] learn about customs, they learn about the language itself, maybe 

also how it developed or that there are differences even within the language…  

(Ingrid/Interview) 

To be able to teach “customs” and the language, Ingrid believes she has advantages of 

being a “native from Germany.”  She negotiates her NS teacher identity by connecting it 

closely to her cultural identity and claims that students find “first-hand experience[s] in 

the target culture” very interesting and that as a NS she can provide the students with 

these experiences.  Ingrid forgets though, that NNS can also provide these “first-hand 

experiences,” if they have been to the target country, which in my case study all NNS 

instructors have done, and they have experienced the target culture (TC).  Moreover, 

culture and language change over time and not being in the TC, NS become partly non-

native to their own culture.   

Joseph took a similar stance.  In the second reflective journal entry, he 

emphasized that as a NS he has the chance to share his “own country and its culture” with 

the students.  Joseph, just like Ingrid, positioned himself as the “German,” who can share 

all the different cultural aspects of his country.  Joseph took his identity negotiation a 
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little bit further and described how his cultural knowledge as a NS made him an authority 

in the eyes of his students.  When I observed Joseph in the classroom, there was an 

incident on what “Kartoffelpuffer” (similar to hash browns) are.  “Kartoffelpuffer” (also 

known as “Rösti”) exists in Germany, Switzerland and Austria.  It seems though as if it is 

a specialty from Southern Germany, Switzerland and Austria.  Joseph was not very 

familiar with this term and referred to me asking if I knew what that food item was and 

after explaining it to him and his class, he realized he had had them before.  This incident 

demonstrates that being a native of a country does not guarantee knowledge on every 

aspect of the culture or language.   

 Both Joseph and Ingrid described their advantage as NSs of German and being 

from Germany as the main reason of why they can teach culture.  Being natives of 

Germany, and specifically of a certain part of Germany, and not any of the other German 

cultures, these NSs are also indirectly portraying their inability and unreliability to teach 

any of the other German cultures.  Teaching German is not limited to the language and 

culture of Germany and that within Germany there are different varieties of cultures.  

Other German-speaking cultures are included in the textbooks and the curriculum: 

Austria and Switzerland.  None of the participants mentioned these cultures except Franc 

who is a native of Switzerland.  Instructors seem to negotiate their identities according to 

their country of origin and thus believe that these are the only important cultures, so 

important as to make them uniquely authoritative.   

 NNS instructors acknowledged the lack of authority and the lack of knowledge 

(as opposed to the NS participants) in regard to teaching culture.  
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I often feel as though I lack the authority of a native speaker when it comes to 

certain aspects of language and culture. […] Unfortunately, teaching culture is 

my weak point. I‟m not particularly in tune with American (or any other) culture, 

so I often find it hard to relate to things in our textbook (blogging or myspace type 

things, for instance).   

(Linda/Self-reflective journal entry 1) 

 

I often find it difficult to deal with prescriptive situations like going to a doctor 

or life in the university that I barely experienced (if at all) while in Germany... my 

personal experience with German culture and my use of German since high 

school has almost no overlap with what we teach (except the food/restaurant 

chapters). I find it pretty ironic that I could probably talk for weeks about the rise 

of socialism under Wilhelm I, but would have to go to a dictionary if you 

wanted me to know more than two kinds of fish.   

(Paul/Questionnaire I) 

 

Linda agreed with many other instructors that NNSs feel that they lack the authority and 

credibility from the perspective of their students when it comes to teaching culture.  She 

further described herself as not being “in tune with American (or any other) culture,” thus 

being a NNS might not be the sole issue here.  However, Linda does negotiate her 

identity through her non-nativeness.  Paul feels he is less experienced to teach everyday 

culture, since he did not experience it himself.  Paul stresses the fact that he is more 

prepared to talk “about the rise of socialism under Wilhelm I,” which is known as “high 

culture.”  Discussing culture and the teaching of culture in FL education in the literature, 

we find the distinction of “little c” and “big c.”  “Little c” refers to the everyday life 

culture and customs and “big C” conveys the purpose of high culture, such as literature, 

history, and art (Seelye, 1984).   Many instructors have mentioned their ease with 

teaching culture (20
th

 century high culture), because it is their area of study.   

I tend to be historical, quite historical. I tend to historicize culture.  When I look 

at myself sort of while being in the classroom, it also have to do with the fact that 

we teach 20th century basically, which is of course full of turmoil and 
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everything; so but I think, what I do is, I organize my cultural units around 

specific historical dates […] That is always something that intrigues me and the 

students, and I think that carries over well then to them when I, you know, I am 

intrigued by this…   

(Joseph/Interview)  

 

Joseph believes that because of his interest in history and historical culture, students will 

be interested and intrigued, which might be true, however, Joseph thus makes a conscious 

decision of highlighting 20
th

 century cultural history.  To Joseph “big C” culture is very 

important and he underlines this in the description of the curriculum he would introduce. 

In general, this should be a program that is:   

Diverse enough to motivate students by tapping into their own interests  

Contextualizing the language with culture, history, cultural history, literature 

and film, broadening the students‟ intellectual horizons by making a stay abroad 

to learn German mandatory.   

(Joseph/Self-reflective journal entry 3) 

 

Joseph strengthened his belief in teaching high culture in his interview, self-reflective 

journal entry, and as we will see below, in the focus group interview.  Joseph‟s interest 

and strong emphasis on “big C” culture and especially in 20
th

 century history and 

literature is connected to his own research in his graduate studies.   Other instructors, in 

contrast, highlighted the importance of everyday life. 

Well, first of all the book incorporates a lot of culture.  So, you get it right there 

automatically, but I try to give the smaller insights.  Little things like, oh, you 

know, that the bathroom may not be toilet, bath and sink and everything, it might 

be just a toilet you know, things like that.  It‟s more the day to day things, 

because I think the students are more interested in like differences and ways of 

life, too, and that opens them up and gives them a broader perspective, because 

it‟s like, actually, it‟s really nice that the toilette is in a separate room. It‟s pretty 

handy.    

(Linda/Interview)  
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To Linda everyday life, the “little c,” is more important.  She believes that these “smaller 

insights” is what the students enjoy and are interested in.  Since the book incorporates 

culture in itself (both “little c” and “big C”), Linda feels her duty is to supplement her 

students with more everyday culture.  Agreeing with Linda, other instructors felt that the 

everyday life aspects needed to be considered, but that they are just as important as the 

“high” culture aspects.   

I think the high culture has its place; it‟s good to talk about Beethoven.  If 

anything else, it‟s something pretty central to western culture in general, so 

anyone can relate to that at some level, even if they don‟t‟ like classical music, 

they at least know who the name is, uhm, but I think it is also important to get 

sort of the everyday life and pop culture, too.   

(Paul/Interview) 

 

…it‟s teaching some aspects of every day life, that might be integrated with the 

vocabulary that you might be teaching, for example, shopping, something like.  

Then of course, students would need to know about when stores are open and 

when they‟re not, what one can find in different stores, etc.  I think that is one 

aspect, but there‟s also aspects of history that are, uhm, can comment on with 

every day life, uhm that are also important to know.   

(Justin/Interview) 

 

Paul and Justin both emphasized everyday culture and “high” culture.  Paul sees both as 

two different and separate entities.  He believes in bringing in some “high” culture, such 

as Beethoven, but also understands the need to incorporate everyday life culture, hoping 

to make students relate to these concepts.  Justin, on the other hand, draws attention to the 

amalgamation of both „cultures.‟  Giving students the historical context of a cultural 

concept enriches the students‟ experiences and their knowledge of everyday culture as 

well.   

 The participants also discussed the definition of culture teaching in the focus 

group interview.  Instructors identified which cultural aspects and concepts they teach 
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and why.   

Linda:  For me, I tend to stick to the smaller everyday things, because I 

think that gives students more of an insight into how other people 

live and so it kind of drives home the point that just people do 

things differently in different places and it‟s all, you know, just the 

new way of doing things, not necessarily right or wrong or 

whatever… 

 

Joseph:  But the differences in everyday culture are pretty slim in many 

ways, aren‟t they? I mean, it‟s sort of, well, we basically spend our 

lives the same way: we drive to work with a car and we have, you 

know, typical middle-class home, I assume, like the average 

German has or, so, uhm, I think, sometimes also these minor 

differences, they can be emphasized and because they have like a 

schema or like a point of access to that stuff already because they 

know what‟s going on…  

 

Vanessa:  And I think those minor differences is what‟s interesting to them, 

because they come into the classroom and they think: “Oh, 

Germany is kind of like that, yes there is a different history and all 

that stuff, stereotypes.”  But when they pick up on those smaller 

differences, I really think that that interests them.  

 

Matthew:  It largely dictated by the curriculum. It is largely dictated by the 

level you‟re teaching and by the books that we‟re using. […] it 

depends on the topic, so in 312 you are getting a lot more of the 

advanced cultural topics: you‟re getting history, you‟re getting 

music, you‟re getting poetry and stuff like that, whereas in first 

year, 506 and 507, you’re dealing with everyday things, whether 

that‟s right or wrong…  

(Focus group interview) 

 

The participants discussed the importance of culture, especially of which “culture” to 

include in their teaching.  Some instructors, like Linda and partly Vanessa, believed that 

these everyday experiences are of more interest to the students and thought that they do 

receive enough of the “high” culture through the textbook.  Joseph argued that since these 

German everyday life issues do not differ much from American everyday life, they 

should be discussed minimally, so that the “high” culture can be foregrounded.  As 
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Byram (1988) argued, teaching culture needs to be considered as „cultural studies,‟ 

including all different aspects of culture, such as crafts and literature, political history, 

and anthropological ethnography.  Although Byram (1988) calls for an inclusion of all 

aspects within culture, his definition seems to include “high” culture as well.  The 

research does not offer guidance in how instructors can incorporate both “high” and 

“low” culture into their lesson plans.  However, the participants recognized the 

importance of culture in the FL classroom as described by researchers, whether they 

included “C” or “c.”  Discussing their practices aids the instructors in thinking about their 

priorities and help them grow as instructors.  

Whether the participants were NSs or NNSs, if their area studies centered around 

culture, then they felt comfortable teaching that.  However, when speaking about what is 

known as “everyday culture,” some NNSs felt that they cannot teach the aspect due to 

their non-nativeness.  Vanessa was the only participant who believed that NNS teachers 

might have a better understanding of the culture and that different NSs would have 

different concepts and perspectives. 



 

 

 

145 

I think everyone sees different aspects or has a different cultural background, 

even if there are five native Germans, they all have different cultural 

backgrounds, so every one of those teaches different aspects of that culture or 

teaches a certain aspect differently. And I think non-native speakers might even 

see more things in that culture, because they had to learn it themselves; they 

weren‟t immersed in that; they were just; the culture shock they experienced it 

that way. I think, it has its pros and cons and if you‟re open-minded, I think, and 

aware of certain things and you‟re willing to learn and look at new things, then 

you can teach culture as well, it doesn‟t matter if you are native or non-native 

speaker.   

(Vanessa/Interview) 

Vanessa is negotiating her NS teacher identity in contrast and relation to her colleagues.  

Knowing that she has NS and NNS colleagues, she tries to show that she or any other NS 

would not be a better instructor due to her or his nativeness.  Throughout the semester, 

Vanessa stressed the importance of wanting to become an “effective” instructor.  It does 

not matter to her whether the instructor is a NS or NNS.  As pointed out earlier, there is 

more than one German culture and it is important for the instructors to keep that in mind.  

As Vanessa also stated even NSs from one culture will have different opinions, feelings 

and thoughts on same aspects of the culture, which shows that the NS teacher identities 

are very close to their own individual cultures and will differentiate among all NS 

instructors.  

As seen thus far, graduate instructors have difficulties defining culture teaching.  

When asked about intercultural communicative competence (ICC) or intercultural 

competence (IC), most instructors had an idea, or deconstructed the expression to what 

they thought it could or would mean.  None of the instructors had a clear definition, nor 

were they consciously aware of the connection to and expansion of culture or of the 

literature on this subject.  The main idea that the majority of the graduate instructors 
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mentioned about ICC is that it is the ability to avoid misunderstandings when interacting 

in the target culture and language.   

Linda:  Intercultural communicative [pause] but not cultural? 

  

Carla:  Intercultural.  Do you have an idea what it means? 

 

Linda:  …it would mean that when you‟re interacting within a different culture, if 

you don’t have the misunderstandings that are caused by intercultural 

differences.  

(Interview) 

 

Carla:  Do you know what intercultural communicative competence is? 

 

Paul:  Intercultural? 

 

Carla:  Communicative Competence. 

 

Paul:  …to me it means, uh, how can I phrase this, um, I‟d say, it‟s really 

situational awareness, it‟s knowing when it’s appropriate to say 

something and when it’s not appropriate and, or even just recognizing 

that there is a difference…   

(Interview) 

 

Vanessa:  …to bridge the gap between both of them [cultures], and so they 

[students] don’t have any misconceptions or they can handle…   

(Interview) 

 

Most instructors needed to clarify the question and the term about which I had 

asked.  It seemed as if they had not come across this idea of ICC officially yet, but they 

were able to deconstruct the concept or state what they believed it might be.  After 

thinking about it and talking through the concepts they concluded it mainly helps prevent 

misunderstandings among people from different cultures.  Further deconstructing the 

concept ICC, many instructors also believed that it is the ability to communicate within 

another culture, thus not only preventing misunderstandings, which arise when not being 
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able to communicate, but the actual communication.   

…be able to communicate with other people from that target culture… 

 

(Justin/Interview) 

 

…our task is to foster the ability for students, or for the students to be conversant 

in intercultural exchanges and so it‟s the ability to take actively part in an 

intercultural exchange.    

(Joseph/Interview) 

 

Besides being part of an intercultural conversation, being able to communicate 

with people from other cultures and thus preventing misunderstandings among each 

other, ICC also serves as a reflecting concept and leads to the awareness of differences: 

For me it means that you are understanding the differences, like the main point 

for me are the differences. That they [students] are aware of them…  

(Ingrid/Interview) 

 

…reflecting on both the culture that they‟re [students] in and their own 

culture…reflecting on those differences…   

(Matthew/Interview) 

 

In conclusion, ICC, to the graduate instructors, means that students will be able to 

a) talk to people from the TC, b) prevent misunderstandings, and thus c) be aware of the 

differences between their own and the other culture and reflect upon them.  The existing 

difference between ICC and culture to the instructors seems to be that ICC prevents 

misunderstandings among cultures.  Graduate instructors defined this term by identifying 

each word separately and combining these identifications at the end.  The uncertainty of 

what ICC means is represented by the fact that graduate instructors needed to ask for 

clarification of the term.  Researchers emphasized the importance of ICC in FL (Byram 

1997; Belz 2003), but as Sercu et al. (2005) highlighted, although teachers are aware of 
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what ICC characterizes and believe it is important to be included in teaching, they do not 

feel trained in doing so and do not believe that the curriculum allows for this inclusion.  

In this study, graduate instructors seemed not to have encountered the need for ICC in the 

FL classroom yet. 

Many of the participants negotiated their NS/NNS teacher identities in relation to 

the teaching of culture.  Some NS instructors felt it is enough to be a NS to be able to 

teach culture.  They positioned themselves as the knowledgeable instructors of German 

culture, forgetting the multiple cultures that exist in Germany and other German-speaking 

countries.  Some of the NNS instructors agreed with that notion and believed that they are 

not authoritative enough to teach culture as NNSs.  Only one NS emphasized the 

different cultures that exist and believed that being a NS or NNS will not affect the 

authority on teaching culture.  Most of the participants negotiated their identities in 

accordance with being NS/NNS and found that this issue affected their teaching, in this 

case, teaching culture.  Thus, to avoid having any authority, these issues need to be 

addressed and these perceptions and beliefs need to be clarified in teacher training.   

CONCLUSION 

The analysis in this chapter showed that graduate instructors‟ identities are 

dependent and co-dependent on various factors, such as the instructional content, the 

relationship to their students and the department, their self-expectation, and being NSs or 

NNSs.  The participants used different interpretive repertoires to display their identities 

and positioned themselves in various ways.  As previous research suggested, teacher 

identities are multifaceted and depend on many different influences, e.g. the curriculum 
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and teaching experience (Beijaard et al., 2000; Duff & Uchida, 1997; Johnson, 1994; 

Menard-Warwick, 2008).  Instructors are negotiating and processing their identities as 

they advance in their careers.  Being at the beginning of their career the participants have 

started forming and negotiating their teacher identities.  

Many instructors emphasized the importance of the material they teach.  The 

constantly revisited changes, and enhanced material can be overwhelming to instructors, 

especially having to keep up-to-date on issues of the FL as mentioned in the literature as 

well (Borg, 2006).  Moreover, the instructors negotiated their identities in dialogue with 

themselves, whether it is about their motivation to teach, their role as teachers, their 

confidence or their identification as researchers.  The analysis illustrated that the graduate 

instructors underwent and experienced negotiation of identities when teaching and 

thinking of their teaching, which illustrates that this process of different identity 

maintenance and development needs to be considered when training instructors.  

Another key finding was the dichotomy of NS/NNS speakerness, also supported 

by previous research (Cook, 1999; Edstrom, 2005; Koike & Liskin-Gasparro, 1999; 

Kramsch, 1997; Lasagabaster & Sierra, 2002, Moussu & Llurda, 2008).  The 

participants‟ comments suggested that there were four constructs underscoring their 

NS/NNS teacher identities and the influence on their teaching practices: 1) confidence in 

the classroom, 2) knowledge of the language and grammar, 3) instructors‟ perception of 

students‟ beliefs, and 4) teaching culture.  Many NNS instructors felt that being NNSs 

affected their comfort level in the classroom.  These instructors reported an elevated 

anxiety level due to not feeling confident enough in their abilities as NNSs.  NSs 
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supported this claim by reporting that they felt confident and comfortable due to being 

NSs.  NS instructors felt they could rely on their intuition and thus did not need to worry 

about not knowing an answer.   NNSs were also self-critical and self-conscious about 

their language use and the mistakes they made (Moussu & Llurda, 2008).  Only a few 

instructors believed that being NS or NNS instructor should not matter pedagogically.  

The dichotomy of NS/NNS plays an influential role in the negotiating of teacher 

identities and in teaching.   

An important subtopic within the dichotomy of NS/NNS instructors was the 

participants‟ knowledge of the material and subject.  Many of the instructors described 

their teacher identity in relation to the knowledge they have on the language and the 

grammar.  NNS instructors felt that not being a NS affected their competence in teaching, 

since they taught communicatively and believed that they did not carry enough authority 

in certain aspects of the language.  They negotiated their identities according to being 

NNSs and thus less competent, which affected their teaching and therefore affected their 

perception of what they thought students expected.  

What students think when it comes to NS/NNS instructors seemed very important 

to the participants.  Many of the subjects formed their identities in relationship to what 

they thought their students wanted or needed, therefore negotiating in dialogue and 

interaction with others (Bakhtin, 1981).  NNSs felt that their students expected NS 

authorities, which affected the NNS instructors‟ confidence in the classroom.  Some NSs 

believed that students saw them as authorities due to the fact that they are NSs, which 

made them confident in the classroom.  These feelings obviously affected instructors 
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beliefs about FL teaching and themselves as the facilitators of the FL.  A big advantage 

NNSs realized is that they can relate to their students easier, understanding the process 

that these students have to overcome.  

Lastly, the participants negotiated their NS/NNS identities in regard to teaching 

culture.  Once again, NSs emphasized their sense of authority in teaching culture, since it 

is their own, not considering the different cultures that can be found in the TC societies.  

NNSs felt less authoritative in regard to teaching culture, since it is not their own and 

they have not experienced it for years.  
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CHAPTER 5 – CONCLUSION 

INTRODUCTION 

 The present study investigated identity negotiation of graduate instructors of 

German at the University of Texas at Austin.  It examined instructors‟ identity constructs 

and the influences of these constructs on their teaching practices.  The purpose of the 

study was two-fold.  The first goal was to describe graduate instructors‟ teacher 

identities.  Whether instructors are native or non-native speakers of German plays a big 

role in the negotiation of their identities.  As the second goal, this study also investigated 

how this aspect of native versus non-native status influenced teachers‟ practices, 

especially in regard to teaching culture.  Having to incorporate the teaching of culture in 

FL courses is a great challenge for instructors, especially given the multicultural and 

multilingual nature of societies in the German-speaking countries.  The definition of 

“German” or “Germany,” of “Austrian” or “Swiss” becomes unclear and needs to be 

clarified and discussed.  Subsequentely, the notions of native speakerness and non-native 

speakerness is essential to discuss: who is allowed to call himself or herself “German,” 

and what implications might this self- (or other-) identification have for language 

teaching.   

This chapter discusses the context of the study, summarizes the key findings of 

the study and situates them within the relevant literature. It also addresses the 

pedagogical and programmatic as well as theoretical implications, limitations, and offers 

several suggestions for future research.   
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AN OVERVIEW OF THE SETTING, THE PARTICIPANTS, AND RESEARCH 

METHODS 

 The qualitative study took place in the Germanic Studies Department at the 

University of Texas at Austin in the spring semester of 2009.  Eight graduate instructors – 

four native and four non-native speaker of German – teaching lower-division German 

classes (first through fourth semester) for the department participated.  Instructors filled 

out three questionnaires and wrote three self-reflective journal entries throughout the 

semester (one at the beginning, one in the middle, and one a the end of the semester), 

partook in an one hour focus group interview at the end of the semester, and participated 

in a thirty to sixty minute individual interview in the weeks after the end of that semester. 

I also observed all participants three times during the semester.  The entire data was 

collected, transcribed and analyzed by the researcher.  In order to understand graduate 

instructors‟ identities, this study utilized Bakhtin‟s (1981) theory of dialogism and 

Wenger‟s (1998) model of community of practices, which offered the possibility to 

discuss the interactive nature of identities and participation of the instructors in certain 

groups.  The data was analyzed qualitatively, using grounded theory, which allowed for 

themes and categories to emerge.  In addition, I used discursive psychology to better 

understand instructors‟ descriptions of their identities and their feelings, by looking at 

interpretive repertoires, ideological dilemmas, and subject positions (Edley, 2001). 

AN OVERVIEW OF THE FINDINGS OF THE STUDY 

 Previous literature looked at teacher identity constructs as a) biographical 

identities, which include instructors‟ past learning, teaching, and cross-cultural 
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experiences; b) contextual identities, consisting of the classroom, the institution, and the 

textbook; and c) native or non-native identities, presenting the advantages and 

disadvantages each bring.  In my study, I found that the participants‟ discourse centered 

around similar categories; in addition, other identity concepts emerged, such as 

interpersonal constructs like interacting with students; and intrapersonal factors, such as 

motivation for teaching and identification as teachers/researchers.  Additionally, my data 

illustrated that the facets of identities impacted teachers‟ teaching practices, especially in 

regard to teaching culture.  

A key finding of this study was that the graduate instructors defined their 

identities in dialogue with the material they teach, the students they interact with, the 

department‟s goals and curriculum, and themselves as teachers and researchers.  As 

Bakhtin (1981), Holland et al. (1998), Ivanic (2006), and Wenger (1998) discussed, the 

participants negotiated their identities dialogically and within communities of practice.  

Identity is an on-going and dynamic process (Gee, 2005; Holland et al., 1998; Ivanic, 

2006).  This constant and vigorous process and negotiation entailed many different 

components, such as the influence of the instructional content, the influence of 

interpersonal relationships (with students and instructional context), and the influence of 

intrapersonal relationships (motivation of teaching, teacher role, confidence, and 

identification with research). 

Graduate instructors are first and foremost students, who engage in research, who 

are at the same time teachers.  They have to manage various interactions: with their 

students, the material, the department, the curriculum, and within themselves.  The 
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participants seemed to navigate these interactions and relationships, which may have had 

some impact on their attitudes towards teaching.  For example, not feeling confident 

enough, or being insecure about teaching the culture due to uncertainties about what to 

teach, influenced the way they perceived the goals and expectations of the department, as 

Duff and Uchida (1997) also showed.  

Besides negotiating their identities in regard to goals and expectations, the 

participants also maintained their identities with the material and the subject of teaching 

(Duff & Uchida, 1997).  The participants in the current study supported the importance of 

the subject matter in their identity formation, and in alignment with Borg (2006), they 

expressed a strong interest in staying informed about their subject field in order to 

maintain constant engagement with the language and culture.  The instructors articulated 

these ideas differently, using various interpretive repertoires and did not share any 

expressions, phrases, or vocabulary to describe this construct of their identity.  This lack 

of common words to describe identity in relation to instructional materials implies that 

instructors hold different identities, which they individually bring to their classrooms and 

schools.  As research suggested, teacher identities are multifaceted and depend on many 

different influences, e.g. the curriculum and teaching experience (Beijaard et al., 2000; 

Duff & Uchida, 1997; Johnson, 1994; Menard-Warwick, 2008).  Instructors negotiate and 

process their identities as they advance in their careers. Part of this advancement should 

be the continuous dialogue with their students, the department, among themselves, and 

among each other.  The participants have begun to engage in some of these dialogues, 

therefore have started forming and negotiating their teacher identities.   
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Another finding included the negotiation of the participants‟ identities with their 

students and the curriculum.  Part of their self-perception as teachers is their successful 

and interactive relationship with their students.  The participants defined teaching 

partially in connection with their students, using repertoires such as “working relationship 

with the students,” illustrating Bakhtin‟s (1981) and Ivanic‟s (2006) point of view that 

identities are co-constructed in interaction with others.  Another relationship that 

contributed to instructors‟ identity negotiation is the engagement with the curriculum.  

This examination of the curriculum led many instructors feeling puzzled and confused 

about what the curriculum and department expected of them, especially when it came to 

teaching culture.  

In addition to the influence of the instructional content and the interpersonal 

factors (students and curriculum), intrapersonal factors, such as motivation for teaching, 

teacher role, confidence, and identification with research, impacted the formation of the 

participants‟ identities.  The instructors in my study had different motivations for 

teaching.  Their motivation either related to the classroom directly, to the actual 

profession, or to the excitement of bringing topics to students.  Describing part of their 

identity in these terms, the participants did not show their full membership of the 

community yet (Varghese, 2000; Wenger, 1998), which might be due to their competing 

lives as graduate students, researchers, and teachers.   

One construct that the participants developed has not been discussed in previous 

research: teacher roles.  The instructors in this study not only negotiated their teacher 

roles in relationship with their students, but also intrapersonally, as a personal process, in 
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regard to responsibilities of a language instructor and the level of formality in their 

classrooms.  The participants negotiated their teacher identities emphasizing the 

responsibilities that teaching FLs entailed, such as staying interested in the subject to 

keep students engaged and motivated.  The second subcategory – the level of formality – 

seemed very important to the instructors of this study.  The self-perception of themselves 

as teachers was dictated partially by whether they saw themselves as formal or informal 

teachers.  Most instructors felt they were informal teachers and justified this perception as 

providing a relaxed classroom environment to their students.  

Unlike the previous research (e.g. Medgyes, 1994), the instructors of this study 

claimed that their confidence level was not only due to being NSs or NNSs teachers, but 

also on what level of German they taught, their familiarity with the material, and 

preparedness.  As Barnes (2006) showed, instructors feel more confident the better 

prepared they are and the more they know about their subject.  None of the instructors 

related confidence with teaching experience explicitly, although one participant indirectly 

showed the interrelatedness of experience and confidence (not being afraid to speak 

publicly).  Knowledge of the subject and preparedness were the two main aspects that 

influenced the instructors‟ confidence in the classroom. 

Besides motivation for teaching, teacher roles, and confidence levels, the 

instructors also negotiated their identities concerning their research.  Some participants 

saw themselves as non-researcher, either due to being at the beginning of their studies, or 

the lack of time for research due to having to teach.  Others emphasized the significance 

of blending teaching and research; and the last group of participants identified to be 
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researchers and not teachers.  This identification with research may be unique to graduate 

instructors at research universities, thus, this identity construct has not emerged in the 

previous literature.  Further research may aid to clarify the interaction between this given 

construct and teacher identity.  As a result, graduate instructors in such a setting 

experience an additional identity construct, with which they have to deal.  This additional 

feature impacts graduate instructors‟ identities and their teaching practices.  As 

researchers or graduate students, the participants have to manage their time accordingly.  

Some might not know how to balance their research and teaching and might feel like 

Franc, who felt that teaching took away time from his research.  

Supported by the research (Cook, 1999; Edstrom, 2005; Kramsch, 1997; 

Lasagabaster & Sierra, 2002; Moussu & Llurda, 2008), another major outcome was the 

dichotomy of NS/NNS in teacher identities.  Participants‟ comments suggested that being 

a NS or NNS influenced their teaching practices.  The main themes pertaining to 

NS/NNS identities that emerged from the data were 1) confidence in the classroom, 2) 

knowledge of the language and grammar, 3) instructors‟ perception of students‟ beliefs, 

and 4) teaching culture.  The first premise, teachers‟ confidence level, also emerged 

under intrapersonal factors.  Besides the knowledge of the subject and preparedness, 

which proved to be part of the intrapersonal confidence construct, most of the NNS 

participants admitted that their non-nativeness and the lack of their self-belief in their 

abilities affected their confidence and comfort level in the classroom.  NSs, on the other 

hand, felt confident and comfortable and related this feeling to their nativeness, because 

they could rely on their intuition. Pedagogically speaking, NS status should not play a 
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role and only two instructors agreed.  As can be seen, being a native or non-native 

speaker of German played an influential role in the process of negotiating teacher 

identities in relation to the confidence level as well as in teaching the FL.   

Closely related to feeling confident is also the knowledge of the material and 

subject matter.  The NNS instructors struggled with feeling competent due to teaching 

communicatively and felt that they did not have the language abilities for this approach.  

As a result, the NNS participants were self-critical and self-conscious about their 

language use and the mistakes they made, as supported by previous research (Moussu & 

Llurda, 2008).  NS instructors in this study, in alignment with Cook (1999), Medgyes 

(1994), Phillipson (1992), and Skutnabb-Kangas (2000), observed the advantage that 

NNS teachers hold: a better insight into the language and grammar.  This shows that all 

instructors whether NSs or NNSs need to stay informed about the language and need to 

keep reminding themselves that their subject changes and they cannot be experts of it if 

they do not keep themselves informed. 

The graduate instructors negotiated their identities in interaction with their 

students, as mentioned earlier.  Reflecting on their teaching practices, the participants 

also engaged in analyzing how their students perceived them as NS or NNS instructors, 

negotiating their identities through interaction and dialogue with the perception of what 

they think their students want.  NNSs sensed that NS authorities were preferred by 

students and consequently felt less confident in the classroom.  In alignment with the 

NNS instructors‟ beliefs, the NS participants in this study agreed that students considered 

them (the NSs) as authorities.  Nevertheless, some NS and NNS instructors also 
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understood that the NNS teachers are more understanding of the needs of the learners and 

are more efficient in teaching learning strategies, since they learned the language in a 

similar manner (Cook, 1999; Medgyes, 1994; Phillipson, 1992; Skutnabb-Kangas, 2000).  

The final feature pertaining to NS/NNS identities that emerged in this study is 

how NS/NNS teacher identities impacted the teaching of culture.  Similarly to some 

characteristics mentioned above, NS participants believed to be authorities in teaching 

their own culture and NNS instructors felt the opposite.  The insecurity of the NNS 

participants in regard to teaching culture seemed to be a combination of feeling less 

authoritative due to their non-nativeness and uncertain of the goals for and ways of 

teaching culture.  While research on culture teaching has an established history (Brooks, 

1968; Galloway, 1992; Kramsch, 1998; Lange, 1999, Seeyle, 1993), more recently the 

emphasis in language pedagogy moved from culture in the FL classroom to intercultural 

competence (Byram, 1997; Byram & Risager, 1999; Kramsch, 2003; Reitenauer et al., 

2005; Scollon & Scollon, 1995).   

The discussion on teaching culture and in the last decade teaching ICC has still 

not reached all teachers to clarify how they can incorporate culture and ICC in the FL 

classroom.  Sercu et al.‟s (2005) study showed that teachers are aware of culture and ICC, 

however, they are not prepared to include these components in their lessons.  The 

participants demonstrated similar feelings.  Although they had an understanding that 

culture belonged in language pedagogy, they did not feel prepared to teach it 

comfortably.  Many participants in the present study emphasized the problem of not 

knowing what aspects of culture to include, while other participants felt that they 
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incorporated mainly high culture due to their own interests.  Contradicting Sercu et al.‟s 

(2005) investigation, the instructors in my study were not as familiar as they hoped to be 

with ICC.  They were able to predict what ICC entails, however, were not sure they 

actually included ICC in the classroom.  Moreover, not feeling comfortable and prepared 

to teach culture was not only due to the lack of training as in Sercu et al.‟s (2005) study, 

but also dependent on whether the instructors were NSs or NNSs of the language taught. 

The present qualitative study gave insight into graduate instructors‟ identities, the 

impact of these identities onto their teaching practices, and the training program that they 

need.  Throughout the study, instructors had the opportunity to reflect on their teaching 

and express their feelings about teaching, which illustrated growth and understanding in 

the instructors.  Working closely with the instructors allowed me to gain insights on what 

graduate training programs lack and how to improve the situation.  

The project also aided me, as an instructor and researcher, to better comprehend 

struggles that exist among FL teachers.  It illustrated the fluid identities that we negotiate 

as well as factors that can influence these identities.  These identities in turn impact 

teaching practices.  Additionally, the study highlighted the various communities in which 

instructors at such an institution participate.  Teachers‟ identities were negotiated in 

dialogue, interaction, and within numerous groups and discourses.  

PEDAGOGICAL AND PROGRAMMATIC IMPLICATIONS 

The present study showed the various identities that instructors negotiated and 

formed continuously and in interaction with the curriculum, the material, the department, 

the students, and themselves.  It further illustrated how these identities influenced and 
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impacted instructors‟ teaching practices, especially as it pertains to teaching culture.  First 

and foremost, the findings urge that in order to ensure successful teaching, departments 

need to offer their graduate instructors proper and continuous training in language and 

culture teaching.  Findings from this study suggested that training programs for graduate 

instructors should include the following components:  

1) clear statement of departmental expectations and goals regarding teaching 

language and culture, 

2) ongoing discussions about issues pertaining to teacher identity, such as 

confidence, authority, etc., 

3) clarification of NS/NNS roles in teaching and discussion of 

multilingual/multicompetent speakers, 

4) ongoing workshops on important topics in FL education, such as teaching 

culture and ICC, 

5) collaboration among the graduate instructors through regular meetings, and  

6) regular reflections on teaching, such as journal entries and discussions about 

pedagogical issues.   

In order to improve teaching and learning, we have to understand teacher 

identities and offer effective and valuable training programs.  Professional development 

should occur regularly and should discuss various topics within the field of FL teaching, 

for example, new approaches, teaching culture and ICC, assessment, standards, 

technology, and learner variables.  Stating the expectations clearly will allow graduate 

instructors to prepare better for their classrooms and give them the opportunity to inform 
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themselves about unclear topics.  Moreover, if graduate instructors are aware of the 

expectations, they can be more successful in their teaching, which might result in better 

students‟ learning and outcomes. To avoid this misunderstanding, a continuous dialogue 

through workshops and meetings that will reiterate the goals and offer collaboration will 

benefit these instructors.  What needs to be taught and how it should be taught plays an 

influential part in teacher identities and thus needs to be incorporated into their training.    

Secondly, the different and multifaceted identities that these instructors bring to 

the program need to be considered.  The participants‟ efforts in defining themselves as 

instructors should be incorporated into the training they receive.   Their identities and 

their constant maintenance with their identities should not be dismissed and neglected 

and should be part of the dialogue during the instructors‟ training, by including reflective 

discussions on identity constructs, such as confidence, authority, roles as instructors, 

struggles that instructors encounter (inter- and intrapersonally), and time management.  

Instructors should be able to express their feelings, problems, and anxieties, in order for 

the training program to be successful.  Program directors can then guide instructors to 

readings in the areas they are experiencing difficulties in; assure the teachers that other 

teachers may be undergoing the same feelings, such as lack of competence or confidence; 

present suggestions on how to improve teaching practices and voids in one‟s knowledge; 

offer workshops on topics in FL education, for example, teaching culture; and allow 

instructors to observe other colleagues (and themselves through video-taping), in order to 

see a variety of teaching styles and to be able to reflect on the various teachings.  Many 

of these suggestions might already exist, however, the key to successful implementation 
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of these ideas is a continuous basis.  Self-reflections, engagement with concerns and 

problems need to be addressed regularly throughout graduate instructors‟ careers.       

Part of the instructors‟ identities is their identification as NSs or NNSs of the 

target language.  Throughout their training, instructors need to engage in the advantages 

they carry as either NSs or NNSs and discard the belief that being a NS will lead to being 

a more efficient teacher.  Additionally, program directors should consider introducing 

alternative labels, such as multilingual or multicompetent teachers, which could help 

instructors in realizing their strengths.  Ongoing discussions on the different constructs 

can be included in meetings, workshops, and collaboration groups among the instructors.  

Instructors can be assisted in this negotiation of identities by participating actively in 

workshops and discussions on FL teaching and learning throughout their careers and 

again reflect on these issues in collaboration with other colleagues and the program 

directors.  Moreover, beliefs that students might prefer NSs to NNSs need evaluation.  

Presenting the instructors with research that show whether students prefer NSs or NNSs 

teachers, and encouraging instructors to address this matter in their classrooms, might aid 

the instructors‟ confidence.  

The training should not only encompass one class at the very beginning of the 

instructors‟ career, but rather be an on-going process in which the participants can self-

reflect, grow, collaborate and learn.  As Menard-Warwick (2008) and Pennycook (1994) 

pointed out, to understand teacher identities and their influence on their teaching 

practices, teachers need to reflect on their teaching.  Teachers‟ reflections can aid 

departments in offering better professional development. 
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THEORETICAL IMPLICATIONS 

In order to understand teacher identities better, researchers use different 

approaches and methodologies.  The present study confirmed Menard-Warwick‟s (2008) 

and Pennycook‟s (1994) proposal for self-reflection among teachers so that they engage 

with their teaching and can improve it when necessary.  Self-reflections can also assist in 

understanding how to include teacher identities and struggles into professional 

development.  Qualitative methods have yielded the richest and deepest results.  

However, this study used discursive psychology as an addition to qualitative methods.  

Discursive psychology (Edley, 2001; Edwards & Stokoe, 2004; Potter & Wetherell, 

1987) allowed the researcher to gain a greater insight into the thoughts and positions of 

the participants.  The language that the instructors used aided in understanding how they 

felt and how they negotiated their identities and illustrated the subject positions these 

instructors held.  

Another implication suggests that teachers‟ development occurs in a circular and 

interactional fashion, rather than a linear sequence as suggested by Fuller and Bown 

(1975).  The participants interacted and concerned themselves with various constructs of 

teaching, such as subject knowledge, preparedness, or informing their students correctly.  

All instructors, whether novice or advanced, relived these stages simultaneously.  They 

seemed to face these constructs as teachers at all levels, and even though with experience, 

there seemed to be less engagement with some constructs (such as?), the interaction with 

these developmental features never stopped.  Thus, thinking of teacher development and 

growth as a multifaceted, circular and interactional process seems most supportable.   
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FUTURE RESEARCH 

In order to reach portray a clearer and richer picture of the development of 

identity constructs and teaching practices longitudinal studies with teachers and 

instructors are needed.  For example, conducting such a study with novice teachers and 

following them throughout their training and beyond would allow researchers to 

understand changes and development in teacher identities and their teaching practices.  

Additionally, comparing graduate instructors who teach at large “research-heavy” 

universities to instructors teaching at other institutions might yield different negotiations 

and exchanges.  

Furthermore, a cross-language study might lead to a more diversified 

understanding of the intricacies of FL instructors‟ identities and teaching practices.  This 

study concentrated on graduate instructors of German as a FL.  The nature of a cross-

language project can illustrate whether instructors across languages negotiate particular 

constructs of teacher identities differently.  Additionally, such a study could contribute to 

the current discussions on teaching culture and ICC, which comprises different aspects 

and difficulties depending on the language and cultures within that language.  Other 

language instructors might yield different findings, especially in considering culture 

teaching, for example, teachers of Spanish, which is spoken in twenty-one countries.  

Although using a qualitative and discourse analytic methodology has many 

advantages, the interpretive repertoires and the subject positions that the participants used 

cannot be seen as a complete list available for instructors to describe their identity 

constructs, their teaching experiences, and their development.  The results of this study 
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suggested however some possible ways of expressing, depicting and thinking about these 

topics, but other teaching contexts and language backgrounds may present different 

repertoires, therefore, research on various FL instructors might aid in offering a 

completer picture.  Additionally, investigating such a project with more than one 

evaluator might introduce new codes.  Given the qualitative context, the categories and 

codes that emerged, surfaced to the only examiner.   

A further analysis in regard to confidence and gender might yield interesting 

results.  Confidence in teaching or lack thereof might be due to many different factors.  

With a larger number of participants, investigating whether or how the constructs of 

confidence and gender may have influenced each other in teaching would help programs 

acknowledge gender differences, which can also become power issues.  Power is another 

aspect of teaching to consider.  Examining power in relationship to whether an instructor 

belongs to a minority or a dominant culture and how that may affect one‟s teaching, 

confidence and other identity constructs, especially in our multicultural world, would 

allow for a better understanding of teachers with different backgrounds. 

Future quantitative studies should also seek to understand what the relationship 

between confidence in teaching and quality of teaching may be.  In other words, these 

studies could aim to answer questions, such as whether a confident teacher is always a 

“better” teacher (a definition of “better” teaching also needs to be clarified), or whether 

being a reflective instructor leads to “better” teaching than being a confident one? 

Lastly, with the drive to create “educated speakers who have deep translingual 

and transcultural competence” (MLA Report, 2007, p. 3), examining FL instructors‟ 
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abilities and skills in these competences, in order to assure the teaching of the 

capabilities, is a rich area of research to explore.  

LIMITATIONS 

A potential limitation of the present study is that I am a colleague of the 

participants and worked in the same department.  My position can be seen as that of an 

insider, and thus I might have been too close to some of the colleagues and the topics that 

were raised.  Furthermore, this insider position might have hindered the participants in 

responding in detail on some topics, if they were feeling anxious about being judged by a 

fellow colleague.  Being in that position I needed to make sure that I did not allow myself 

to view the graduate instructors as colleagues, but as participants. The fact that I was a 

colleague may have influenced the conversations I had with the participants.  I was able 

to connect with some of them, because I experienced similar discourses and struggles, but 

I tried to ensure at all times not to guide their responses by not giving them any 

suggestions of how I would respond.   

Although I was an insider, in qualitative research, the researcher cannot separate 

herself totally from the research. I positioned myself in the research and took steps to 

avoid biases as much as possible by using peer-debriefing techniques with colleagues in 

my field and distancing myself from the participants personally.  I further allowed the 

participants to check the data after I had transcribed it by showing them the transcript and 

asking them whether they agree with my transcriptions.  This allowed for member 

checking (Anfara et al., 2002).  In order to increase trustworthiness, I also used multiple 

sources of data.   
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Additionally, using a qualitative and discourse analytic methodology might yield 

some limitations.  First, the results of this study are not generalizable beyond the 

participants.  The findings cannot be applied to all graduate instructors in general or even 

in German.  The interpretive repertoires and the subject positions that the participants 

used cannot be seen as a complete list available for instructors to describe their identity 

constructs, their teaching experiences, and their development.  The results of this study, 

however, illustrated some possible ways of expressing, depicting and thinking about 

teaching culture, forming teacher identities and related notions of (non-)native 

speakerness. 

Another limitation with the study is that the collected data is based on self-

reporting.  Self-reported data can be incomplete and subject to memory and social 

desirability issues.  The possibility of the participants to exaggerate is present, and their 

perception of concepts might differ from the actuality.  Triangulating the data with other 

sources (such as observational data and multiple interviews) and allowing the participants 

to check their responses can help reduce some of the self-reporting biases.  

 Finally, I was the only analyst of the data.  Examining such a study with more 

than one researcher could have produced other interpretations.  While I have used peer-

debriefing techniques (as already mentioned above), I was the sole evaluator who 

engaged with the data and analyzed it accordingly.  Other researchers might have 

interpreted the existing data differently and identified other coding categories for the 

data. 
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CONCLUSION 

In conclusion, the study reinforced previous findings and demonstrated that 

teacher identities are very complex, multifaceted and dynamic constructs.  Participants‟ 

narratives highlighted the many complexities that teacher identities encompass.  The 

study showed that instructors‟ engagement through self-reflections aided in 

understanding their teaching practices.  Through the descriptions of the instructors‟ 

struggles, the impact on teaching culture becomes visible.  NNS teachers felt unprepared 

and with no authority to teach culture and NS instructors believed that they could teach 

culture due to being native.  The constant examination of the identities and the teaching 

practices, with which the participants dealt throughout the semester, enabled them to 

better comprehend their position as teachers.  After the focus group interview, several 

participants approached me telling me how much they enjoyed discussing various issues 

pertaining to teaching and that it helped them understand the topic, especially teaching 

culture, much better.  The exchange amongst each other lacked in this group of 

instructors.  As a result, participating in the focus group reminded the participants of the 

benefits of collaborating and engaging with others. 

CONTRIBUTIONS OF THIS STUDY 

 

As already mentioned, this study has pedagogical and theoretical implications. 

While much of my data revealed similar findings as previous literature, my data reaches 

beyond those findings.  One main contribution that the present study makes is that 

graduate instructors reported the need of clearer communication of the department‟s 
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goals and objectives.  In order to guarantee successful  enrollment and consistency within 

a program, goals and objectives need to be set and clearly outlined on an ongoing basis.  

Communicating these goals to the instructors, especially as they pertain to teaching 

culture, permits the instructors to plan their lessons accordingly and to inform themselves 

on subjects with which they might not quite be familiar.   

Another key contribution my data has presented is the necessity of ongoing 

training for graduate instructors or teachers in general.  Although the participants 

received good training at the beginning of their graduate instructor‟s career, many felt 

“lost” or “alone” when it came to managing their teaching loads.  This ongoing training 

needs to include regular updates on various topics in FL education, for example ICC, 

classroom management, and learner variables.  These topics can be presented in the form 

of several workshops throughout a semester, in which graduate instructors not only are 

presented with information on these issues, but also receive the opportunity to create 

lesson plans and inquire about their function in the classroom, keeping the instructors 

engaged in teaching matters.   

In combination with the ongoing training mentioned above, graduate instructors 

should be encouraged to take the given opportunity to collaborate with their colleagues 

and peers.  In most cases, graduate instructors have different interests, strengths and 

weaknesses.  Sharing ideas and information with each other can improve the graduate 

instructor community by allowing each instructor to feel competent and informed.  A 

sense of belonging to a group can enhance confidence levels and can motivate the less 
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interested instructors in teaching.  Positive attitudes towards teaching the language and 

culture and students ensure a stronger program.   

A stronger program can only exist with clearly stated goals, ongoing training for 

its instructors and open discussions and collaborations among the instructors and the 

department, especially when it comes to teaching culture.  In the literature thus far, the 

discussion on teaching culture has concentrated on the theory and the demand of 

including culture in FL education.  How instructors and programs are to utilize this 

theory has not been addressed.  The connection between theory and practice is lacking.  

For the programs to succeed and for graduate instructors to feel competent, comfortable 

and confident in their classrooms, theory and practice need to meet.  Therefore, having 

these workshops, collaborations, and discussions openly can move us a step forward to 

fill that void.   
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APPENDICES 

APPENDIX A – FIRST-SEMESTER GERMAN (GER 506)  SYLLABUS 

 

German 506 

First Semester German---Spring 2009 

AI/TA Info 

 

Welcome to German 506! German 506 is a first semester course for students with a) no 

prior knowledge of German, or b) no more than one year of high school German, or c) 

authorization from the German Department based on your UT German Placement Test 

performance. See your instructor if you are in this course for any other reason. 

 

In this course you will begin to learn how to read, listen, write and speak German. You 

will learn to ask and answer questions; name and describe persons, things, places, and 

events; deal with a variety of situations; narrate orally and in writing; write letters and 

postcards; fill out forms; and comprehend a variety of texts.  You will also expand your 

knowledge of the cultures of the German-speaking countries.  We hope you will be 

willing to contribute to the class discussions what you already know. 

 

German 506 meets for five hours Mondays - Thursdays. In addition, you should, on 

average, plan to spend at least 1-2 hours each day studying German: completing written 

homework, reviewing, reading, and building your vocabulary.  

 

________________________________________________________________________ 

Required texts:   
 

Deutsch im Blick (2008). Kurspaket (combined textbook & workbook) --- Available for 

purchase at IT Copy (512 MLK Boulevard; 476-6662).  

 

The video clips can be found at: http://tltc.la.utexas.edu/dib  (If you find any links that 

don‟t work, please report them to Dr. Abrams at zsabrams@mail.utexas.edu). 

 

Grimm Grammar is the grammar portion of the online program. The topics you need to 

learn are included in each chapter of your Kurspaket, and can be reached through the GG 

homepage at: http://tltc.la.utexas.edu/gg  

________________________________________________________________________ 

 

Grading 

All German 506 students are evaluated according to the same criteria: 

 

A. 5 chapter exams = 50% 

http://tltc.la.utexas.edu/dib
mailto:zsabrams@mail.utexas.edu
http://tltc.la.utexas.edu/gg


 

 

 

174 

B.   2 Oral examinations = 10% Each oral exam is worth 5% of your grade. 

The first one will be administered during the first half of the semester, the 

second one during the second half of the semester. The best preparation 

for these exams is regular and active participation in class. The more you 

participate in class, the more fluently you will speak.   

C. Brief Quizzes = 15% These quizzes are given in class and can be 

announced or unannounced. 

D. Class participation and homework = 25%  This grade includes 

participation and attendance (5%), hand-in homework, assignments from 

the Kurspaket, the WebQuests, from Grimm Grammar, etc. (15%).   

 

There is no final exam during the final exam period in GER 506 due to the cumulative 

nature of all of the tests you take.  If you show up late for a test, you will still have to 

finish the test at the same time as the other students. If you do not show up for an exam 

without having obtained permission from your instructor in advance of the test, you will 

not receive any credit for the test. Emergencies that can be substantiated to the 

satisfaction of your instructor will be treated as exceptions. 

 

Attendance 

Class participation, quizzes and homework are designed to help you practice and build 

new skills in German steadily and regularly. As such, daily preparation, attendance and 

active participation in class are essential. The quality of your participation is measured in 

several ways: through homework, quizzes and class participation, for example. If you are 

absent, not only will you miss important information but will also earn zeros on any 

assignments you miss since there is no make-up for homework, quizzes and class 

participation grades.* 

If you have to miss class, please let your instructor know as soon as possible. You must 

arrange with a peer to pick up handouts from class and find out what was covered in the 

day's lesson. In order to ensure a high quality learning environment for each level of 

German, if you miss more than 8 class periods you will not be allowed to continue to the 

next level of instruction. 

In case of serious illness, hospitalization, death in the family, severe mental health 

problems, among other concerns, your instructor and the supervisor of the lower-division 

language program (Dr. Zsuzsanna Abrams, zsabrams@mail.utexas.edu, 232-6374, BUR 

358) will evaluate your situation on an individual basis. In order to receive exemptions 

for extensive absences, you must bring documentation from a doctor‟s office on official 

stationery stating the date and time of your appointment explicitly, as well as the duration 

of your illness. No documentation, no exemptions. 

 

* make-up work will be allowed in exceptional situations, such as during medically 

documented illness, observance of religious holidays, military service, family 

emergencies. Please notify your instructor in writing as soon as possible to arrange for 

the make-up. 
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Special needs 
The University of Texas at Austin provides upon request appropriate academic 

accommodations for students with disabilities.  To determine whether you qualify, please 

contact the Dean of Students at 471-6259; 471-4641 TTY. If they certify your needs, the 

Department of Germanic Studies will work with you to make appropriate arrangements. 

We have worked with the Dean of Students Office extensively, and have successfully 

accommodated students with various special needs. Please do not hesitate to talk to your 

instructor to get the necessary assistance. In order to make such arrangements, you must 

file your paperwork by the third week of the semester. 

Do you want or need help with your German? 

If you need help you can seek assistance from your instructor during his or her office 

hours, or you can go to the German Tutorial Study Hall, staffed by graduate students, for 

free tutorial assistance about 20 hours during the week. It's located on the 3rd floor of 

Burdine (Room 386; see schedule of hours on door).  The instructors can help you with 

written or oral work, vocabulary, reading, homework or any other questions you might 

have. 

 

Placement exams  
If you are new to UT and have taken German before, you should take the placement 

exam offered by the Measurement and Evaluation Center to ensure that you are attending 

the appropriate course for you (see schedule at 

http://www.utexas.edu/academic/mec/cbe/clepopen.html). 

Opportunities to speak German 

Ask your instructor for a schedule of times when the following groups meet for informal 

discussions!!! 

 

1) Deutschübende Gesellschaft  (meets Wednesdays from 6:30 pm at the Dog 

and Duck Pub 406 W 17th Street) 

2) Mahlzeit (meets Wednesdays 12-2 on the patio between the Union and the 

Undergraduate Library (look for the German Flag sign) in case of rain, it’s 

inside 

3) German Film Series (in BUR 4.104 – see departmental website for titles and 

schedule) 

4) Form your own group of GER 506 speakers! 

 

Policy on scholastic integrity 
Students who do not comply with University rules on scholastic integrity are subject to 

disciplinary penalties, including the possibility of failure in the course and/or dismissal 

from the University.  Since dishonesty harms the individual, all students and the integrity 

of the University, policies on scholastic dishonesty will be strictly enforced.  For further 

information, visit the Student Judicial Services web site at www.utexas.edu/depts/dos/sjs. 

This site offers excellent resources on how to cite sources and paraphrase.  The 

Undergraduate Library also has workshops and brochures that can help you develop skills 

http://www.utexas.edu/academic/mec/cbe/clepopen.html
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on writing research papers. Copying materials from other people and sources or using on-

line translators, for example, constitutes fraudulent submission. You must turn in your 

own work for all assignments in this course. 

Your next course:   

When you complete GER 506 with a grade of C or higher, you are eligible to take GER 

507. 

Upper division German, majoring / minoring, special programs 

If you would like information about majoring or minoring in German, see Professor Kit 

Belgum, Undergraduate Adviser for German (BUR 324;  471-4123 or 232-6375; 

belgum@mail.utexas.edu).  

 

If you have any questions about study abroad opportunities - summer study in Taos, NM 

or Würzburg, Germany - please contact Professor Peter Hess (BUR 356; 232-6362; 

phess@mail.utexas.edu).   

SUMMER STUDY ABROAD IN WÜRZBURG 

Learn German and get to know Germany in the medieval city of Würzburg! 

 Complete the full 2
nd

 year German program or take an advanced conversation & 

composition course (GER 330C or 331L) 

 Earn 3-6 credits of 3
rd

 year German 

 Day trips to Bamberg, Nürnberg and Rothenburg 

 5-Day trip to Berlin 

 Easy access to all European countries and cities 

 Small classes with German students at the University of 

Würzburg 

 Program cost: $2200 (scholarships are available for $500-

$1500) 

 Accommodations in local dormitories 

 Applications due at Center for Global Educational Opportunities  

 Visit Würzburg online at:  http://www.wuerzburg.de     

 Visit the University of Würzburg at:   http://uni-wuerzburg.de 

 Detailed information about the Würzburg summer study abroad program at:  

http://www.utexas.edu/depts/german/exchange/wurz.html   

mailto:belgum@mail.utexas.edu
mailto:phess@mail.utexas.edu
http://www.wuerzburg.de/
http://uni-wuerzburg.de/
http://www.utexas.edu/depts/german/exchange/wurz.html
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APPENDIX B – SECOND – SEMESTER GERMAN (GER 507) SYLLABUS 

German 507 

Second Semester German---Spring 2009 

 

AI / TA Info 

 

Welcome to German 507! It is a 2
nd

 semester course that continues where GER 506 left 

off.  If you earned an A or B in 506, you have a good foundation for GER 507.  If you 

earned a C, you have some deficiencies you need to address.  There is a review period 

during at the beginning of the semester, and you should use it to full advantage.  If you 

earned a D in GER 506, you are not eligible to take this course. If you did not take GER 

506 at UT, see your instructor soon; you will need to familiarize yourself with the 

material covered in GER 506.   

As GER 506, this course also emphasizes equally listening, speaking, reading and 

writing.  The primary goal of instruction in 507 is to help you develop your ability to 

communicate in German. 

German 507 is a five-credit course that meets Mondays through Thursdays. How much 

time you should spend studying outside of class depends on a number of individual 

factors such as your linguistic aptitude, self-discipline, your desire to learn a foreign 

language, etc. You should, on average, plan to spend at least 1-2 hours each day studying 

German: completing written homework, reviewing, reading, and building your 

vocabulary. Your instructor can offer some tips on how to study effectively. 

________________________________________________________________________ 

Required texts:    
Deutsch im Blick (2008). Kurspaket (combined textbook & workbook) 

Available for purchase at IT Copy (512 MLK Boulevard; 476-6662).  

The video clips can be found at: http://tltc.la.utexas.edu/dib  (If you find any links that 

don‟t work, please report them to Dr. Abrams at zsabrams@mail.utexas.edu). 

Grimm Grammar is the grammar portion of the online program. The topics you need to 

learn are included in each chapter of your Kurspaket, and can be reached through the GG 

homepage at: http://tltc.la.utexas.edu/gg  

________________________________________________________________________ 

Grading 
All German 507 students are evaluated according to the same criteria: 

A. 5 chapter exams = 50%. 

B.   Two oral exams = 10%  The best (only, really) preparation for this test is regular 

active class-participation. The more you speak the better and more fluently you 

will speak.   

C. Brief Quizzes = 20% 

D. Class participation and hand-in homework = 20% This grade will include 

participation and  attendance (5%), hand-in homework, and other assignments 

(15%).   

http://tltc.la.utexas.edu/dib
mailto:zsabrams@mail.utexas.edu
http://tltc.la.utexas.edu/gg
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There is no final exam during the final exam period in GER 507 due to the cumulative 

nature of all of the tests you take.  If you show up late for a test, you will still have to 

finish the test at the same time as the other students. If you do not show up for an exam 

without having obtained permission from your instructor in advance of the test, you will 

not receive any credit for the test. Emergencies that can be substantiated to the 

satisfaction of your instructor will be treated as exceptions. 

 

Attendance 

 

Class participation, quizzes and homework are designed to help you practice and build 

new knowledge and skills in German steadily and regularly. As such, daily preparation, 

attendance and active participation in class are essential. The quality of your participation 

is measured in several ways: through homework, quizzes and class participation, for 

example. If you are absent, not only will you miss important information but will also 

earn zeros on any assignments you miss since there is no make-up for homework, quizzes 

and class participation grades.* 

If you have to miss class, please let your instructor know as soon as possible. You must 

arrange with a peer to pick up handouts from class and find out what was covered in the 

day's lesson. In order to ensure a high quality learning environment for each level of 

German, if you miss more than 8 class periods you will not be allowed to continue to the 

next level of instruction. 

In case of serious illness, hospitalization, death in the family, severe mental health 

problems, among other concerns, your instructor and the supervisor of the lower-division 

language program (Dr. Zsuzsanna Abrams, zsabrams@mail.utexas.edu, 232-6374, BUR 

358) will evaluate your situation on an individual basis. In order to receive exemptions 

for extensive absences, you must bring documentation from a doctor‟s office on official 

stationery stating the date and time of your appointment explicitly, as well as the duration 

of your illness. No documentation, no exemptions. 

 

* Make-up work will be allowed in exceptional situations, such as during medically 

documented illness, observance of religious holidays, military service, and family 

emergencies. Please notify your instructor in writing as soon as possible to arrange for 

the make-up. 

Formula for success 

Students who prepare thoroughly for class are almost always successful in this course and 

enjoy it because they stay on top of the material, which allows them to participate 

actively and fully in class, which strengthens their language skills, which, in turn, leads to 

higher grades. Participate fully in class (e.g., volunteer frequently), and don't worry too 

much about making mistakes. Making mistakes is an integral part of learning any 

language.   

Please confer with your instructor regularly throughout the semester to find out how you 

are doing in the course, and where more effort may be needed.   
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Special needs 

The University of Texas at Austin provides upon request appropriate academic 

accommodations for students with disabilities.  To determine whether you qualify, please 

contact the Dean of Students at 471-6259; 471-4641 TTY. If they certify your needs, the 

Department of Germanic Studies will work with you to make appropriate arrangements. 

We have worked with the Dean of Students Office extensively, and have successfully 

accommodated students with various special needs. Please do not hesitate to talk to your 

instructor to get the necessary assistance. In order to make such arrangements, you must 

file your paperwork by the third week of the semester. 

Do you want or need help with your German? 

If you need help you can seek assistance from your instructor during his or her office 

hours, or you can go to the German Tutorial Study Hall, staffed by graduate students, for 

free tutorial assistance about 20 hours during the week. It's located on the 3rd floor of 

Burdine (Room 386; see schedule of hours on door).  The instructors can help you with 

written or oral work, vocabulary, reading, homework or any other questions you might 

have. 

 

Placement exams  
If you are new to UT and have taken German before, you should take the placement 

exam offered by the Measurement and Evaluation Center to ensure that you are attending 

the appropriate course for you (see schedule at 

http://www.utexas.edu/academic/mec/cbe/clepopen.html). 

Opportunities to speak German 

Ask your instructor for a schedule of times when the following groups meet for informal 

discussions IN GERMAN!!!  

1) Deutschübende Gesellschaft  (meets Wednesdays from 6:30 pm at the Dog 

and Duck Pub  

406 W 17th Street) 

2) Mahlzeit (meets Wednesdays 12-2 on the patio between the Union and the 

Undergraduate Library (look for the German Flag sign) in case of rain, 

it’s inside 

3) German Film Series (in BUR 336 – see departmental website for titles and 

schedule) 

4) Form your own group of GER 507 speakers! 

Policy on scholastic integrity 

Students who do not comply with University rules on scholastic integrity are subject to 

disciplinary penalties, including the possibility of failure in the course and/or dismissal 

from the University.  Since dishonesty harms the individual, all students and the integrity 

of the University, policies on scholastic dishonesty will be strictly enforced.  For further 

information, visit the Student Judicial Services web site at www.utexas.edu/depts/dos/sjs.  

This site offers excellent resources on how to cite sources and paraphrase.  The 

Undergraduate Library also has workshops and brochures that can help you develop skills 

on writing research papers. Copying materials from other people and sources or using on-

http://www.utexas.edu/academic/mec/cbe/clepopen.html
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line translators, for example, constitutes fraudulent submission. You must turn in your 

own work for all assignments in this course. 

 

Your next course:   

When you complete GER 507 with a grade of C or higher, you are eligible to take GER 

312K, 312V (3
rd

 semester Business German) or German 612 (intensive 2
nd

 year German). 

Upper division German, majoring / minoring, special programs 

If you would like information about majoring or minoring in German, see Professor Kit 

Belgum, Undergraduate Adviser for German (BUR 324;  471-4123 or 232-6375; 

belgum@mail.utexas.edu).  

If you have any questions about study abroad opportunities - summer study in Taos, NM 

or Würzburg, Germany - please contact Professor Peter Hess (BUR 356; 232-6362; 

phess@mail.utexas.edu).   

 

SUMMER STUDY ABROAD IN WÜRZBURG 

Learn German and get to know Germany in the medieval city of Würzburg! 

 Complete the full 2
nd

 year German program or take an advanced conversation & 

composition course 

 Earn 3-6 credits of 3
rd

 year German 

 Day trips to Bamberg, Nürnberg and Rothenburg 

 5-Day trip to Berlin 

 Easy access to all European countries and cities 

 Small classes with German students at the University of 

Würzburg 

 Program cost: $2200 (scholarships are available for $500-

$1500) 

 Accommodations in local dormitories 

 Applications due at Center for Global Educational Opportunities  

 Visit Würzburg online at:  http://www.wuerzburg.de     

 Visit the University of Würzburg at:   http://uni-wuerzburg.de 

 Deatailed information about the Würzburg summer study abroad program at:  

http://www.utexas.edu/depts/german/exchange/wurz.html   

mailto:belgum@mail.utexas.edu
mailto:phess@mail.utexas.edu
http://www.wuerzburg.de/
http://uni-wuerzburg.de/
http://www.utexas.edu/depts/german/exchange/wurz.html
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APPENDIX C – THIRD – SEMETER GERMAN (GER 312K) SYLLABUS 

German 312K 

Third Semester German---Frühjahr 2009 

       

AI / TA info 

 

Welcome to German 312K! German 312K is a third semester course for students who 

have completed GER 507 at UT Austin (with a grade C or better) or who have been 

advised to take it as a result of the UT German Placement Exam.  This course continues 

where GER 507 left off.  The course will help you develop reading, writing, listening and 

speaking skills with activities both inside and outside of class.  

German 312K is a three-credit course that meets Mondays, Wednesdays and Fridays.  

How much time you should spend studying outside of class depends on a number of 

factors such as your language aptitude, self-discipline, attitude toward studying, attitude 

toward learning a foreign language, attitude toward German, etc.  If you expect to earn an 

A in this course, you need to spend close to two hours working outside of class for every 

hour in class, and you need to use that time efficiently. Your instructor can offer some 

tips on how to study effectively. 

________________________________________________________________________ 

Required text:  Motyl-Mudretzkyj & Späinghaus  Anders gedacht  (textbook, workbook, 

CD) Houghton Mifflin 2005 

________________________________________________________________________ 

Grading 

All German 312K students are evaluated according to the same criteria: 

 

A.    45% - 3 fifty-minute tests based on Anders gedacht chapters & readings.  Each 

test is 15% of the final grade. 

B. 15% - Quizzes.  Regular quizzes will accompany the texts we read and the topics 

from Anders gedacht.  Some of these quizzes will be in-class, pencil & paper quizzes, 

while others may be posted in Blackboard and you must complete them before 

coming to class on the day we discuss the texts.   

C. 20% - Class participation & Homework.  This grade will include participation and 

attendance, hand-in homework, and other assignments.  Be prepared to volunteer in 

class during every meeting.  Homework is due the day after it is assigned; no late 

homework will be accepted. 

D.   15% - Text reactions.  During the semester you have to write three text reaction 

papers in German, each 1-2 pages long.  In each reaction paper, summarize the stories 

we read, incorporate what you learn during in-class discussions and your homework 

assignments.  Describe how the texts relate to experiences you have had; compare the 

main arguments or themes in the stories to similar topics in the United States (e.g., 

education system, equal rights, parent-child conflicts, etc.).  
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E.  5% - Culture presentation. Starting about half way through the semester, you will 

each have to prepare a 10-minute presentation on any topic regarding German history, 

literature, music, art, architecture before 1950. This topic needs to be selected in 

consultation with your instructor. The presentation has to be in German. Please use a 

PowerPoint or Web-based presentation if at all possible, and take advantage of music, 

pictures to make your presentation even more appealing to your audience. You will 

also have to provide your classmates with 10 important vocabulary items or 

expressions that are particularly relevant to your topic, and with at least two 

discussion questions to follow your presentation (also in German).  

 

There is no final exam during the final exam period in GER 312K due to the cumulative 

nature of language learning.  Each written test is 50 minutes long.  The tests start and end 

for all students at the same time.  Even if you show up late for a test, you have to finish it 

at the same time as the other students. If you fail to show up for an exam without having 

obtained permission from your instructor in advance of the test, you will not receive 

credit for the test. Emergencies that can be substantiated to the satisfaction of your 

instructor will be treated as exception. 

Attendance 

Class participation, quizzes and homework are designed to help you practice and build 

new knowledge and skills in German steadily and regularly. As such, daily preparation, 

attendance and active participation in class are essential. The quality of your participation 

is measured in several ways: through homework, quizzes and class participation, for 

example. If you are absent, not only will you miss important information but will also 

earn zeros on any assignments you miss since there is no make-up for homework, quizzes 

and class participation grades.* 

If you have to miss class, please let your instructor know as soon as possible. You must 

arrange with a peer to pick up handouts from class and find out what was covered in the 

day's lesson. In order to ensure a high quality learning environment for each level of 

German, if you miss more than 6 class periods you will not be allowed to continue to the 

next level of instruction. 

In case of serious illness, hospitalization, death in the family, severe mental health 

problems, among other concerns, your instructor and the supervisor of the lower-division 

language program (Dr. Zsuzsanna Abrams, zsabrams@mail.utexas.edu, 232-6374, BUR 

358) will evaluate your situation on an individual basis. In order to receive exemptions 

for extensive absences, you must bring documentation from a doctor‟s office on official 

stationery stating the date and time of your appointment explicitly, as well as the duration 

of your illness. No documentation, no exemptions. 

* make-up work will be allowed in exceptional situations, such as during medically 

documented illness, observance of religious holidays, military service, family 

emergencies. Please notify your instructor in writing as soon as possible to arrange for 

the make-up. 

Policy on Scholastic Integrity 
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Students who do not comply with University rules on scholastic integrity are subject to 

disciplinary penalties, including the possibility of failure in the course and / or dismissal 

from the University.  Since such dishonesty harms the individual, all students and the 

integrity of the University, policies on scholastic dishonesty will be strictly enforced.  For 

further information, please visit the Student Judicial Services web site at 

http://deanofstudents.utexas.edu/sjs/acint_student.php   This site offers excellent 

resources on how to cite sources and how to paraphrase, among other suggestions.  The 

Undergraduate Library also has workshops and brochures that can help you develop skills 

on writing research papers.  Copying materials from other people and sources or using 

on-line translators, for example, constitutes fraudulent submission, and will result in a 

grade of zero on the assignment (and can lead to more severe consequences). You must 

turn in your own work for all assignments in this course. 

Formula for success 

Students who prepare thoroughly for class are almost always successful in this course and 

enjoy it because they stay on top of the material, which allows them to participate 

actively and fully in class, which strengthens their language skills, which, in turn, leads to 

higher grades. Participate fully in class (e.g., volunteer frequently), and don't worry too 

much about making mistakes. Making mistakes is an integral part of learning any 

language.   

Please confer with your instructor regularly throughout the semester to find out how you 

are doing in the course, and where more effort may be needed.   

Special needs 

The University of Texas at Austin provides upon request appropriate academic 

accommodations for students with disabilities.  To determine whether you qualify, please 

contact the Dean of Students at 471-6259; 471-4641 TTY. If they certify your needs, the 

Department of Germanic Studies will work with you to make appropriate arrangements. 

We have worked with the Dean of Students Office extensively, and have successfully 

accommodated students with various special needs. Please do not hesitate to talk to your 

instructor to get the necessary assistance. In order to make such arrangements, you must 

file your paperwork by the third week of the semester. 

Do you want or need help with your German? 

If you need help you can seek assistance from your instructor during his or her office 

hours, or you can go to the German Tutorial Study Hall, staffed by graduate students, for 

free tutorial assistance about 20 hours during the week. It's located on the 3rd floor of 

Burdine (Room 386; see schedule of hours on door).  The instructors can help you with 

written or oral work, vocabulary, reading, homework or any other questions you might 

have. 

 

Placement exams  

If you are new to UT and have taken German before, you should take the placement 

exam offered by the Measurement and Evaluation Center to ensure that you are attending 

the appropriate course for you (see schedule at 

http://www.utexas.edu/academic/mec/cbe/clepopen.html). 

http://deanofstudents.utexas.edu/sjs/acint_student.php
http://www.utexas.edu/academic/mec/cbe/clepopen.html
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Your next course:   

When you complete GER 312K with a grade of C or higher, you are eligible to take GER 

312L or GER 312W (business German).     

 

Upper division German, majoring / minoring, special programs 

If you would like information about majoring or minoring in German, see Professor Kit 

Belgum, Undergraduate Adviser for German (BUR 324;  471-4123 or 232-6375; 

belgum@mail.utexas.edu).  

Opportunities to speak German 

Ask your instructor for a schedule of times when the following groups meet for informal 

discussions IN GERMAN!!!  

1) Deutschübende Gesellschaft  (Wed evenings, 6:30 at Dog and Duck Pub; 406 W 

17th Street) 

2) Mahlzeit (meets Wed 12-2 on outside patio by Student Union, by Wendy‟s – if it 

rains, it‟s inside) 

3) German Film Series (in BUR 3.336 – see departmental website for titles and 

semester schedule) 

4) Form your own group of GER 312K speakers! 

Internships and Study Abroad Opportunities: 

If you have any questions about study abroad opportunities, summer study in Taos, NM 

or Germany, contact Professor Peter Hess.  His office is BUR 356; you can contact him 

by phone at 471-4123 or 232-6362 or by E-mail at phess@mail.utexas.edu. To get 

information about Internships available through our department, please contact Professor 

Kit Belgum at belgum@mail.utexas.edu or at 232-6375. 

 

SUMMER STUDY ABROAD IN WÜRZBURG 

Learn German and get to know Germany in the medieval city of Würzburg! 

 Take an advanced conversation & composition course (GER 330C or 331L) 

 Earn 3-6 credits of 3
rd

 year German 

 Day trips to Bamberg, Nürnberg and Rothenburg 

 5-Day trip to Berlin 

 Easy access to all European countries and cities 

 Small classes with German students at the University of Würzburg 

 Program cost: $2200 (scholarships are available for $500-$1500) 

 Accommodations in local dormitories 

 Applications due at Center for Global Educational Opportunities  

 Visit Würzburg online at:  http://www.wuerzburg.de     

 Visit the University of Würzburg at:   http://uni-wuerzburg.de 

 Deatailed information about the Würzburg summer study abroad program                                               

at:  http://www.utexas.edu/depts/german/exchange/wurz.html   

 

mailto:belgum@mail.utexas.edu
mailto:phess@mail.utexas.edu
mailto:belgum@mail.utexas.edu
http://www.wuerzburg.de/
http://uni-wuerzburg.de/
http://www.utexas.edu/depts/german/exchange/wurz.html
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If you have any questions about study abroad opportunities - summer study in Taos, NM 

or Würzburg, Germany - please contact Professor Peter Hess (BUR 356; 232-6362; 

phess@mail.utexas.edu).   

mailto:phess@mail.utexas.edu
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APPENDIX D – FORTH – SEMESTER GERMAN (GER 312L) SYLLABUS 

German 312L 

Fourth Semester German --- Frühjahr 2009 

 

TA/AI info 

Welcome to German 312L! German 312L is a fourth semester course for students who 

have completed GER 312K or 312V at UT Austin (with a grade C or better) or who have 

been advised to take it as a result of the AP Exam or UT German Placement Exam.  This 

course continues where GER 312K left off.  The course will help you improve your skills 

in reading, writing, listening and speaking German with activities both inside and outside 

of class.  

German 312L is a three-credit course that meets Mondays, Wednesdays and Fridays.  

How much time you should spend studying outside of class depends on a number of 

factors such as your language aptitude, self-discipline, attitude toward studying, attitude 

toward learning a foreign language, attitude toward German, etc.  If you expect to earn an 

A in this course, you need to spend close to two hours working outside of class for every 

hour in class, and you need to use that time efficiently.  

________________________________________________________________________ 

Required text:   Motyl-Mudretzkyj & Späinghaus  Anders gedacht  (textbook, 

workbook ,CD) Houghton Mifflin 2005 

________________________________________________________________________ 

Grading  all German 312L students are evaluated according to the same criteria: 

 

A. 45% - 3 fifty-minute tests based on Anders gedacht chapters & readings.  Each 

test is 15% of the final grade. 

B.   15% - Quizzes.  Regular quizzes will accompany the texts we read.  Some will be in-

class quizzes, and others will be posted in Blackboard and must be completed before 

coming to class on the day we discuss the texts.   

C. 20% - Class participation & Homework.  Be prepared to volunteer in class during 

every meeting.  Homework is due the day after it is assigned; no late homework will 

be accepted. 

D. 15% - 3 essays/text reactions and analyses. Each essay must be typed, 1.5-2 pages 

(ca. 350-500 words) with 1 inch margins, size 12 font. In the essay you should briefly 

summarize one of the texts you read in class, then make connections to your own 

experiences (e.g., explore different behavior or attitudes, but be careful not to 

overgeneralize). You might want to critique a character or the events of the story. 

Please proof-read your essay before turning it in. The essay should be coherent, well-

argued and thoughtful. Pay attention to correct spelling and grammar. DO NOT USE 

ONLINE TRANSLATORS; they come up with really strange essays, and you will 

receive a grade of zero for the assignment. 

E.  5% - Culture presentation. Starting about half way through the semester, you will 

each have to prepare a 10-minute presentation on any topic regarding German history, 
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literature, music, art, architecture before 1950. This topic needs to be selected in 

consultation with your instructor. The presentation has to be in German. Please use a 

PowerPoint or Web-based presentation if at all possible, and take advantage of music, 

pictures to make your presentation even more appealing to your audience. You will 

also have to provide your classmates with 10 important vocabulary items or 

expressions that are particularly relevant to your topic, and with at least two 

discussion questions to follow your presentation (also in German).  

 

There is no final exam during the final exam period due to the cumulative nature of all of 

the tests you take.  Each test is 50 minutes long.  The tests start and end for all students at 

the same time.  Even if you show up late for a test, you have to finish it at the same time 

as the other students. If you fail to show up for any exam at the appointed time without 

having obtained permission from your instructor prior to the test, you will not receive any 

credit for the test. Emergencies that can be substantiated to the satisfaction of your 

instructor will be treated as exceptions. 

Attendance 

Class participation, quizzes and homework are designed to help you practice and build 

new knowledge and skills in German steadily and regularly. As such, daily preparation, 

attendance and active participation in class are essential. The quality of your participation 

is measured in several ways: through homework, quizzes and class participation, for 

example. If you are absent, not only will you miss important information but will also 

earn zeros on any assignments you miss since there is no make-up for homework, quizzes 

and class participation grades.* 

If you have to miss class, please let your instructor know as soon as possible. You must 

arrange with a peer to pick up handouts from class and find out what was covered in the 

day's lesson. In order to ensure a high quality learning environment for each level of 

German, if you miss more than 6 class periods you will earn a grade of F for the course. 

In case of serious illness, hospitalization, death in the family, severe mental health 

problems, among other concerns, your instructor and the supervisor of the lower-division 

language program (Dr. Zsuzsanna Abrams, zsabrams@mail.utexas.edu, 232-6374, BUR 

358) will evaluate your situation on an individual basis. In order to receive exemptions 

for extensive absences, you must bring documentation from a doctor‟s office on official 

stationery stating the date and time of your appointment explicitly, as well as the duration 

of your illness. No documentation, no exemptions. 

* make-up work will be allowed in exceptional situations, such as during medically 

documented illness, observance of religious holidays, military service, family 

emergencies. Please notify your instructor in writing as soon as possible to arrange for 

the make-up. 

Policy on Scholastic Integrity 

Students who do not comply with University rules on scholastic integrity are subject to 

disciplinary penalties, including the possibility of failure in the course and / or dismissal 

from the University.  Since such dishonesty harms the individual, all students and the 

integrity of the University, policies on scholastic dishonesty will be strictly enforced.  For 
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further information, please visit the Student Judicial Services web site at 

http://deanofstudents.utexas.edu/sjs/acint_student.php   This site offers excellent 

resources on how to cite sources and how to paraphrase, among other suggestions.  The 

Undergraduate Library also has workshops and brochures that can help you develop skills 

on writing research papers.  Copying materials from other people and sources or using 

on-line translators, for example, constitutes fraudulent submission, and will result in a 

grade of zero on the assignment (and can lead to more severe consequences). You must 

turn in your own work for all assignments in this course. 

Formula for success 

Students who prepare thoroughly for class are almost always successful in this course and 

enjoy it because they stay on top of the material, which allows them to participate 

actively and fully in class, which strengthens their language skills, which, in turn, leads to 

higher grades. Participate fully in class (e.g., volunteer frequently), and don't worry too 

much about making mistakes. Making mistakes is an integral part of learning any 

language.   

Please confer with your instructor regularly throughout the semester to find out how you 

are doing in the course, and where more effort may be needed.   

Special needs 

The University of Texas at Austin provides upon request appropriate academic 

accommodations for qualified students with disabilities.  To determine if you qualify, 

please contact the Dean of Students‟ Office at 471-6259; 471-4641 TTY.  If they certify 

your needs, your instructor will work with you to make appropriate arrangements for in-

class quizzes and exams. You must meet all other deadlines for course assignments.  We 

have worked with the Dean of Students Office extensively, and have successfully 

accommodated students with various special needs. Please do not hesitate to talk to your 

instructor to get the necessary assistance. In order to make such arrangements, you must 

file your paperwork by the third week of the semester. 

Do you want or need help? 

If you need help you can seek assistance from your instructor during his or her office 

hours, or you can go to the German Tutorial Study Hall, staffed by graduate students, for 

free tutorial assistance about 20 hours during the week. It's located on the 3rd floor of 

Burdine (Room 386; see schedule of hours on door).  The instructors can help you with 

written or oral work, vocabulary, reading, homework or any other questions you might 

have.  

Placement Exams  

If you are new to UT and have taken German before, you should take the placement 

exam offered by the Measurement and Evaluation Center to ensure that you are attending 

the appropriate course for you (see schedule at http://www.utexas.edu/academic/mec/)  

Upper division German, majoring / minoring, special programs 

When you successfully complete GER 312L, you are eligible to take these advanced 

courses: GER 328 (grammar), 356 (conversation & composition), 356V (business 

German), GER 322 (Intro to German Literature) and/or GER 324 (German Civilization).  

http://deanofstudents.utexas.edu/sjs/acint_student.php
http://www.utexas.edu/academic/mec/
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Note that after this course – depending on your major – you might only need two 

upper-division courses for a minor in German!!   
If you would like information about majoring or minoring in German, see Professor Kit 

Belgum, Undergraduate Adviser for German (BUR 324;  471-4123 or 232-6375; 

belgum@mail.utexas.edu).  

Opportunities to speak German 

Ask your instructor for a schedule of times when the following groups meet for informal 

discussions IN GERMAN!!!  

1) Deutschübende Gesellschaft  (Wed evenings, 6:30 at Dog and Duck Pub; 406 W 

17th Street) 

2) Mahlzeit (meets Wed 12-2 on outside patio by Student Union, by Wendy‟s – if it 

rains, it‟s inside) 

3) German Film Series (see departmental website for titles and semester schedule) 

4) Form your own group of GER 312K speakers! 

Internships and Study Abroad Opportunities: 

If you have any questions about study abroad opportunities, summer study in Taos, NM 

or Germany, contact Professor Peter Hess.  His office is in Burdine 356; you can contact 

him by phone at 471-4123 or 232-6362 or by E-mail at phess@mail.utexas.edu. To get 

information about Internships available through our department, please contact Professor 

Kit Belgum at belgum@mail.utexas.edu or at 232-6375. 

SUMMER STUDY ABROAD IN WÜRZBURG 

Learn German and get to know Germany in the medieval city of Würzburg! 

 Take an advanced conversation & composition course 

 Earn 3-6 credits of 3
rd

 year German 

 Day trips to Bamberg, Nürnberg and Rothenburg 

 5-Day trip to Berlin 

 Easy access to all European countries and cities 

 Small classes with German students at the University of Würzburg 

 Program cost: $2200 (scholarships are available for $500-$1500) 

 Accommodations in local dormitories 

 Applications due at Center for Global Educational Opportunities  

 Visit Würzburg online at:  http://www.wuerzburg.de     

 Visit the University of Würzburg at:   http://uni-wuerzburg.de 

 Deatailed information about the Würzburg summer study abroad program                                               

at:  http://www.utexas.edu/depts/german/exchange/wurz.html   

mailto:belgum@mail.utexas.edu
mailto:phess@mail.utexas.edu
mailto:belgum@mail.utexas.edu
http://www.wuerzburg.de/
http://uni-wuerzburg.de/
http://www.utexas.edu/depts/german/exchange/wurz.html


 

 

 

190 

APPENDIX E – ACCELERATED SECOND – YEAR GERMAN (GER 612) 

SYLLABUS 

German 612 

Second Year Accelerated German in one Semester—Spring 2008 
 

AI/TA info 

Welcome to German 612! German 612 is first year, accelerated course; it meets six hours 

each week. It covers the material studied in German 312K and 312L during one semester.  

Due to the fast pace, this course is intended for motivated for students who have 

completed German 507, 604 or have placed into 312K after taking the German Placement 

Exam at UT and would like to learn German at a faster rate than what is offered in 

regular second-year courses.   

In this course you will continue to improve your comprehension and production of 

German in listening, reading, speaking and writing activities that promote literacy, and 

proficiency with good accuracy, provided that you prepare thoroughly outside of class 

and take an active part in class.  How much time you should spend studying outside of 

class depends on a number of individual factors such as your linguistic aptitude, self-

discipline, attitude toward German and toward studying and learning a foreign language, 

etc.  If you expect to earn an A in this course, you will need to spend close to two hours 

working outside of class for every hour in class, and you will need to use that time 

efficiently.   

________________________________________________________________________ 

Required texts:   Motyl-Mudretzkyj & Späinghaus   Anders gedacht  (textbook, 

workbook and CD) Houghton Mifflin 2005 

________________________________________________________________________ 

 

Testing and Evaluation 

a) 4 fifty-minute chapter exams = 40%.  Each exam will focus on two or more 

chapters but will require use of material from prior chapters as well.  Each 

exam will test writing, reading, listening comprehension and grammatical 

accuracy.  

b) Current Events Presentation = 5%.  During the second half of class, you will 

read a recent German article (your instructor will suggest appropriate online 

German-language magazines and newspapers). You will write a presentation for 

ESSAY 3 that includes a brief summary of the article and your reaction to it. 

After your instructor gives you feedback, you will present your article in German 

to your classmates. Please prepare a handout with relevant points of information 

and useful expressions.   

c) Brief Quizzes = 10%.   Quizzes can be announced or unannounced.  You may 

not make up missed quizzes but I will drop your lowest quiz score. 
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d) Class participation = 10%.  Daily preparation and in-class participation is 

essential for improving your language skills. You will be graded on in-class 

activities regularly to help you monitor your progress.   

e) Written homework = 15%.   Homework is due on the assigned date; any 

assignments turned in a day late will be accepted with a penalty. No homework 

can be turned in for credit later than that. 

f) Essays = 15%.  You will write 3 essays on topics that pertain to the topics you 

cover in German 612; in each essay, you need to raise points you read and talk 

about in class, state your own opinions pertaining to these topics. Please check 

these essays for effective composition, grammatical accuracy and lexical accuracy 

before you submit them. 

There is no final exam during the final exam period in GER 612 because all tests that you 

take are cumulative.  All standard written tests are 50 minutes long.  Tests will start and 

end for all students at the same time, so if you arrive late for a test, you will lose time and 

may miss the listening comprehension portion of the test.  If you fail to take any exam at 

the appointed time without having obtained permission from your instructor in advance 

of the test, you will not receive any credit for the test. Emergencies that can be 

substantiated to the satisfaction of your instructor will be treated as exceptions.  When 

you have questions about your performance, confer with your instructor. 

Special Needs 

The University of Texas at Austin provides upon request appropriate academic 

accommodations for qualified students with disabilities.  To determine if you qualify, 

please contact the Dean of Students‟ Office at 471-6259; 471-4641 TTY.  If they certify 

your needs, your instructor will work with you to make appropriate arrangements for in-

class quizzes and exams. You must meet all other deadlines for course assignments. We 

have worked with the Dean of Students Office extensively, and have successfully 

accommodated students with various special needs. Please do not hesitate to talk to your 

instructor to get the necessary assistance. In order to make such arrangements, please file 

your paperwork by the third week of the semester. 

Formula for success 

Students who prepare thoroughly for class are almost always successful in this course and 

enjoy it because they stay on top of the material, which allows them to participate 

actively and fully in class, which strengthens their language skills, which, in turn, leads to 

higher grades. Participate fully in class (e.g., volunteer frequently), and don't worry too 

much about making mistakes. Making mistakes is an integral part of learning any 

language.   

Attendance 

Class participation, quizzes and homework are designed to help you practice and build 

new knowledge and skills in German steadily and regularly. As such, daily preparation, 

attendance and active participation in class are essential. The quality of your participation 

is measured in several ways: through homework, quizzes and class participation, for 

example. If you are absent, not only will you miss important information but will also 

earn zeros on any assignments you miss since there is no make-up for homework, quizzes 
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and class participation grades.* 

If you have to miss class, please let your instructor know as soon as possible. You must 

arrange with a peer to pick up handouts from class and find out what was covered in the 

day's lesson. In order to ensure a high quality learning environment for each level of 

German, if you miss more than 5 class periods you will not pass the course. 

In case of serious illness, hospitalization, death in the family, severe mental health 

problems, among other concerns, your instructor and the supervisor of the lower-division 

language program (Dr. Zsuzsanna Abrams, zsabrams@mail.utexas.edu, 232-6374, BUR 

358) will evaluate your situation on an individual basis. In order to receive exemptions 

for extensive absences, you must bring documentation from a doctor‟s office on official 

stationery stating the date and time of your appointment explicitly, as well as the duration 

of your illness. No documentation, no exemptions. 

* make-up work will be allowed in exceptional situations, such as during medically 

documented illness, observance of religious holidays, military service, family 

emergencies. Please notify your instructor in writing as soon as possible to arrange for 

the make-up. 

 

Do you want or need help with your German? 

If you need help you can seek assistance from your instructor during his or her office 

hours, or you can go to the German Tutorial Study Hall, staffed by graduate students, for 

free tutorial assistance about 20 hours during the week. It's located on the 3rd floor of 

Burdine (Room 386; see schedule of hours on door).  The instructors can help you with 

written or oral work, vocabulary, reading, homework or any other questions you might 

have.  

Your next course - Upper division German, majoring/minoring, special programs 

When you complete GER 612 with a grade of C or higher, you are eligible to take upper-

division German courses.  For advising, please see Professor Kit Belgum, Undergraduate 

Adviser for German. Her office is Burdine 324.; you can contact her by phone (471-

4123) or by E-mail (belgum@mail.utexas.edu). If you have any questions about study 

abroad opportunities, about summer study in Taos, NM or Germany, please see Professor 

Peter Hess (232-6362; phess@mail.utexas.edu; BUR 356) 

Opportunities to speak German 

As soon as schedules are set, I will tell you more about when the following groups meet 

for informal discussions in German. 

1) Deutschübende Gesellschaft  (held weekly at Scholz‟ Beer Garden at 17
th

 

and San Jacinto) 

2) Stammtisch (held weekly, usually at the Cactus Café in the student union) 

3) Form your own group of GER 612 students! 

 

Internships and Study Abroad Opportunities: 

If you have any questions about study abroad opportunities, summer study in Taos, NM 

or Germany, contact Professor Peter Hess.  His office is in Burdine 356; you can contact 

him by phone at 471-4123 or 232-6362 or by E-mail at phess@mail.utexas.edu. To get 

mailto:belgum@mail.utexas.edu
mailto:phess@mail.utexas.edu
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information about Internships available through our department, please contact Professor 

Kit Belgum at belgum@mail.utexas.edu or at 232-6375. 

 

Policy on Scholastic Integrity 

Students who do not comply with University rules on scholastic integrity are subject to 

disciplinary penalties, including the possibility of failure in the course and/or dismissal 

from the University.  Since dishonesty harms the individual, all students and the integrity 

of the University, policies on scholastic dishonesty will be strictly enforced.  For further 

information, visit the Student Judicial Services web site at 

http://deanofstudents.utexas.edu/sjs/academicintegrity.html.  This site offers excellent 

resources on how to cite sources and paraphrase.  The Undergraduate Library also has 

workshops and brochures that can help you develop skills on writing research papers. 

 

SUMMER STUDY ABROAD IN WÜRZBURG 

Learn German and get to know Germany in the medieval city of Würzburg! 

 

 Take an advanced conversation & composition course 

 Earn 3-6 credits of 3
rd

 year German 

 Day trips to Bamberg, Nürnberg and Rothenburg 

 5-Day trip to Berlin 

 Easy access to all European countries and cities 

 Small classes with German students at the University of Würzburg 

 Program cost: ca. $2200 (scholarships are available for $500-

$1500) 

 Accommodations in local dormitories 

 Applications due at Center for Global Educational Opportunities  

 Visit Würzburg online at:  http://www.wuerzburg.de     

 Visit the University of Würzburg at:   http://uni-wuerzburg.de 

 Deatailed information about the Würzburg summer study abroad program                                               

at:  http://www.utexas.edu/cola/depts/germanic/undergraduate_programs/abroad/ 

http://deanofstudents.utexas.edu/sjs/academicintegrity.html
http://www.wuerzburg.de/
http://uni-wuerzburg.de/
http://www.utexas.edu/cola/depts/germanic/undergraduate_programs/abroad/
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APPENDIX F – QUESTIONNAIRES (1 – 3) 

INSTRUCTORS‟ QUESTIONNAIRE I 

 

1. Personal Information 

Please answer the following questions about yourself. 

 

1. Please provide your email address  

2. Please check:  _______ Female   ________ Male 

3. Age:  ______ 18-22 ______ 23-30  _______ 31-40  ______ 41-50  

4. What is your nationality?  

5. Where were you born?  

6. What is (are) your native language (s)?  

7. Please list any other languages that you speak 

8. Please list all the different places you lived in for at least six months and include the 

beginning and end dates of your stay there. 

9.  If German is not your native language, have you ever lived in a German-speaking 

country?   ______ Yes  ______ NO 

If yes, list the country and the dates and length of time. 

10. If you are a non-native speaker of German, how did you acquire German (e.g. formal 

classes)? 

11. If you were not born in the United States, how long have you been living here? 

 

2. Classroom Teaching 

Please answer the following questions on classroom teaching. 

 

1. How long have you been teaching German? 

2. Why are you teaching German? 

3. For each pair, please choose the one statement that closest describes your belief as an 

instructor. 
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 3.1.   a) I want my students to like me. 

          b) I want to accomplish the goals. 

3.2.   a) I want my students to learn skills, knowledge, and attitudes that they can 

use for life. 

         b) I want my students to love German 

3.3.   a) I want my students to learn skills, knowledge, and attitudes that they need 

to advance/promote/expand their proficiency in German.   

 b) I want to be part of the students‟ way to adulthood. 

3.4.   a)  I want my students to learn from me. 

 b) I want to be available for my students‟ personal problems. 

4. In your opinion, what are the objectives of foreign language teaching? Please rank 

the following objectives on a scale from 1 – 5, with 1 being the most important 

and 5 least important. 

4.1. Make learning a foreign language a positive experience for my students. 

1 2 3 4 5 

4.2. Help my students to acquire proficiency in the foreign language. 

1 2 3 4 5 

4.3. Familiarize my students with the culture of the countries where the language 

is spoken.  

1 2 3 4 5 

4.4. Encourage an open-mind and a positive attitude towards foreign languages 

and cultures. 

1 2 3 4 5 

4.5. Aid my students in understanding their own culture and identity better.   

1 2 3 4 5 

 

 

3. Culture 

Please answer the following questions on culture. 
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1. How important is “culture teaching” in a foreign language classroom on a scale 

from 1 – 5, with 1 being very important?   

1 2 3 4 5 

2. What is “culture teaching” in your opinion? Please rate the following statements 

on a scale from 1 – 5, with 1 being the most important and 5 least important. 

2.1.Students learn about history, geography, and politics of the foreign culture. 

1 2 3 4 5 

2.2. Students learn about daily life. 

1 2 3 4 5 

2.3. Students learn about values and beliefs of Germas. 

1 2 3 4 5 

2.4. Encourage an open-mind and a positive attitude towards foreign languages 

and cultures.  

1 2 3 4 5 

2.5. Handling intercultural situations. 

1 2 3 4 5 

Comments: 

 

3. How much time to you dedicate to teaching language and teaching culture.  

a. 100 % - 0%  b. 80 % - 20 %c. 60% - 40 %  d. 40% - 60%  

 e. 20 % - 80 %  f. 100 % language and culture 

4. With which of these statements do you agree?   

a. We should spend more time on teaching culture. 

b. We already have a good balance of teaching culture and language. 

c. We should spend less time on teaching culture, to leave more time for actual 

language learning. 
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INSTRUCTORS‟ QUESTIONNAIRE II  

 

1. Personal Information 

Please answer the following questions about yourself. 

 

1. Please provide your email address  

2. Classroom Teaching 

Please answer the following questions on classroom teaching. 

 

1. How long have you been teaching German? 

2. Why are you teaching German? 

3. For each pair, please choose the one statement that closest describes your belief as an 

instructor. 

 3.1.   a) I want my students to like me. 

          b) I want to accomplish the goals. 

3.2.   a) I want my students to learn skills, knowledge, and attitudes that they can 

use for life. 

         b) I want my students to love German 

3.3.   a) I want my students to learn skills, knowledge, and attitudes that they need 

to advance/promote/expand their proficiency in German.   

 b) I want to be part of the students‟ way to adulthood. 

3.4.   a)  I want my students to learn from me. 

 b) I want to be available for my students‟ personal problems. 

4. In your opinion, what are the objectives of foreign language teaching? Please rank the 

following objectives on a scale from 1 – 5, with 1 being the most important and 5 least 

important. 

4.6. Make learning a foreign language a positive experience for my students. 

1 2 3 4 5 

4.7. Help my students to acquire proficiency in the foreign language. 

1 2 3 4 5 
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4.8. Familiarize my students with the culture of the countries where the language 

is spoken.  

1 2 3 4 5 

4.9. Encourage an open-mind and a positive attitude towards foreign languages 

and cultures. 

1 2 3 4 5 

4.10. Aid my students in understanding their own culture and identity better.   

1 2 3 4 5 

3. Culture 

Please answer the following questions on culture. 

 

1. How important is “culture teaching” in a foreign language classroom on a scale 

from 1 – 5, with 1 being very important?   

1 2 3 4 5 

2. What is “culture teaching” in your opinion? Please rate the following statements 

on a scale from 1 – 5, with 1 being the most important and 5 least important. 

2.1. Students learn about history, geography, and politics of the foreign culture. 

1 2 3 4 5 

2.2. Students learn about daily life. 

1 2 3 4 5 

2.3. Students learn about values and beliefs of Germas. 

1 2 3 4 5 

2.4. Encourage an open-mind and a positive attitude towards foreign languages 

and cultures.  

1 2 3 4 5 

2.5. Handling intercultural situations. 

1 2 3 4 5 

Comments: 
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3. How much time to you dedicate to teaching language and teaching culture.  

a. 100 % - 0%  b. 80 % - 20 %c. 60% - 40 %  d. 40% - 60%  

 e. 20 % - 80 %  f. 100 % language and culture 

4. With which of these statements do you agree?   

d. We should spend more time on teaching culture. 

e. We already have a good balance of teaching culture and language. 

f. We should spend less time on teaching culture, to leave more time for actual 

language learning 

 

INSTRUCTORS‟ QUESTIONNAIRE III 

 

1. Personal Information 

Please answer the following questions about yourself. 

 

1. Please provide your email address  

2. Classroom Teaching 

Please answer the following questions on classroom teaching. 

 

1. How long have you been teaching German? 

2. Why are you teaching German? 

3. For each pair, please choose the one statement that closest describes your belief as an 

instructor. 

 3.1.   a) I want my students to like me. 

          b) I want to accomplish the goals. 

3.2.   a) I want my students to learn skills, knowledge, and attitudes that they can 

use for life. 

         b) I want my students to love German 

3.3.   a) I want my students to learn skills, knowledge, and attitudes that they need 

to advance/promote/expand their proficiency in German.   

 b) I want to be part of the students‟ way to adulthood. 
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3.4.   a)  I want my students to learn from me. 

 b) I want to be available for my students‟ personal problems. 

4. In your opinion, what are the objectives of foreign language teaching? Please rank the 

following objectives on a scale from 1 – 5, with 1 being the most important and 5 least 

important. 

4.11. Make learning a foreign language a positive experience for my students. 

1 2 3 4 5 

4.12. Help my students to acquire proficiency in the foreign language. 

1 2 3 4 5 

4.13. Familiarize my students with the culture of the countries where the 

language is spoken.  

1 2 3 4 5 

4.14. Encourage an open-mind and a positive attitude towards foreign languages 

and cultures. 

1 2 3 4 5 

4.15. Aid my students in understanding their own culture and identity better.   

1 2 3 4 5 

3. Culture 

Please answer the following questions on culture. 

 

1. How important is “culture teaching” in a foreign language classroom on a scale 

from 1 – 5, with 1 being very important?   

1 2 3 4 5 

2. What is “culture teaching” in your opinion? Please rate the following statements 

on a scale from 1 – 5, with 1 being the most important and 5 least important. 

4.1.Students learn about history, geography, and politics of the foreign culture. 

1 2 3 4 5 

2.2. Students learn about daily life. 

1 2 3 4 5 
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2.3. Students learn about values and beliefs of Germas. 

1 2 3 4 5 

2.4. Encourage an open-mind and a positive attitude towards foreign languages 

and cultures.  

1 2 3 4 5 

2.5. Handling intercultural situations. 

1 2 3 4 5 

Comments: 

 

3. How much time to you dedicate to teaching language and teaching culture.  

a. 100 % - 0%  b. 80 % - 20 %c. 60% - 40 %  d. 40% - 60%  

 e. 20 % - 80 %  f. 100 % language and culture 

4. With which of these statements do you agree?   

g. We should spend more time on teaching culture. 

h. We already have a good balance of teaching culture and language. 

i. We should spend less time on teaching culture, to leave more time for actual 

language learning 
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APPENDIX G – SELF-REFLECTIVE JOURNAL ENTRY 

 

Self-reflective Journal Entry 1 
 

 

Please type your email address: ______________________________________________ 

 

 

To what extent do you see yourself as a teacher and how would you describe yourself as 

a teacher?  To what extent do you see yourself as a researcher and how would you 

describe yourself as a researcher?   

Describe yourself in the classroom.  How do you feel in the classroom?  Do you think 

being a native speaker or non-native speaker affects your feelings towards and 

competence in teaching?   

Do you feel more comfortable teaching grammar, communication or culture?  Why?  

 

 

Self-reflective Journal Entry 2 
 

 

Please type your email address: ______________________________________________ 

 

 

How confident to you feel in the classroom? What are reasons for you to feel confident 

and comfortable in a foreign language classroom? In your opinion, how do your students 

see you, react to you, and interact with you?   What could be the reasons for the way you 

feel?   

 

 

Self-reflective Journal Entry 3 
 

 

Please type your email address: ______________________________________________ 

 

How do you feel about the German language and culture?  How do you keep updated on 

it?  How do you think your students feel about the German language and culture?  Would 

teaching German be your choice if you would have the opportunity to choose again?  If 

you could choose your own curriculum, how would you teach German? 
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APPENDIX H – FOCUS-GROUP INTERVIEW QUESTIONS 

 

I. What does FL teaching/learning encompass for you? 

II. What is the most important goal for FL teaching? 

III. In your opinion, what is culture teaching? What are students 

learning/acquiring? 

IV. How do you teach culture in your classroom? What do you emphasize? 

V. What is Intercultural Communicative Competence? 

VI. How do you assess culture/ICC? 

 

 

 

 

 

 

 

 

 

 

 

 

APPENDIX I – INDIVIDUAL INTERVIEW QUESTIONS 

 

I. What is the goal of your teaching? 

II. What do you believe FL teaching should encompass? 

III. What is culture/ICC, in your opinion? 

IV. What does it mean to teach culture/ICC? 

V. Do you feel advantaged or disadvantaged as a NS/NNS? 

VI. What did you think of the focus-group interview?  Did it help you discuss 

issues you have to deal with otherwise alone?  
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