Ankara University Journal of Faculty of Educational Sciences
Year: 2018, Volume: 51, Issue: 3, 193-211
= DOI: 10.30964/auebfd.450234, E-ISSN: 2458-8342, P-ISSN: 1301-3718

A Liberatory Pedagogy for Non-Native Teachers of

English!
ARTICLE TYPE Received Date Accepted Date Online First Date
Review Article 02.02.2018 06.14.2018 08.02.2018

Yasemin Tezgiden Cakcak ' 2
Middle East Technical University

Abstract

Native English speaking teacher of English/non-native English speaking teacher of English
(NEST/NNEST) inequity has been a well-documented reality in the foreign language education
field. Interpreting the dichotomy of NEST/NNEST from Freire's theoretical perspective, this
article provides insights into the internalization of native speakerist ideology by large numbers
of non-native teachers of English. Using Freire's understanding of the relationship between the
oppressor and the oppressed, this article argues that non-native teachers of English are divided
beings: they are both themselves and the consciousness of the native speaker they internalized.
Following Freire's liberatory pedagogy, this article suggests a dialogical problem-posing
education for overcoming NEST-NNEST inequity in English language teacher education in
Turkey.
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Teaching a colonial language, namely English, carries the traces of colonization
no matter what the current status of that language is. Even though English has become
a lingua franca, non-native English speaking teachers still face discrimination because
they are evaluated on the basis of their qualities of being a non-member of a speech
community (Mahboob and Golden, 2013; Rajagopalan, 2005). Ironically, living in an
atmosphere where native English speaking teachers (NEST) are seen as superior than
non-native English speaking teachers (NNESTS), it is possible for the non-native
English speaking teachers to embrace that biased worldview and become alienated to
their own voices and identities (Suarez, 2000). After all, their natural accents as non-
native speakers become their own enemies as language teachers because their
speeches are compared to a so-called “ideal native speaker accent” (Souza, Pereira,
Camino, Lima and Torres, 2016) by their supervisors, co-workers and even students
(Amin, 1997; Choi, 2016). Feeling under pressure, NNESTS start to lose their trust in
themselves. In the job market, NESTs usually have an advantage over NNESTs
(Mahboob and Golden, 2013; Selvi, 2010). This is an unacceptable situation at a time
when there are more than three non-native speakers of English for every native
speaker in the world (Crystal, 2012; Graddol, 2003) and 80 % of all English language
teaching professionals are NNESTs (Braine, 2010), which come to mean that the
majority of English language teachers face discrimination (Ali, 2009). Despite the
changing variety of English speakers around the world, a prestigious ‘inner circle’
(Kachru, 1992) standard English is still considered the only 'legitimate’ variety to be
spoken rendering all other varieties 'illegitimate.’

In essence, the very categorization of speakers of English as 'native' and 'non-
native' inherently embodies exclusion and racism in itself (Hall, 2012; Macedo,
Dendrinos and Gounari, 2003). However, English teaching professionals are not
passive in the face of this injustice. For NNESTSs to defend their rights as equal
members of this professional community, there were actions taken in TESOL
(Teachers of English to Speakers of Other Languages) Organization (Sung, 2012),
including two official statements (1992, 2006) on the discriminatory practices against
NNESTSs. George Braine, the leading member of the non-native speakers' network in
TESOL, believes ‘second-class’ status of non-native teachers has started to be
transformed (Sung, 2012). In an ethnographic qualitative study, Choi (2016) indicates
that English Korean bilingual research assistants do not consider the acquisition of
'native-like' competence as an ideal goal. However, he acknowledges that native-
speakerism is the norm both in Korea and North American academia. Similarly, other
scholars working in the field assert that there is still much to be done to deconstruct
'the native speaker fallacy' (Braine, 2010; Hall, 2012; Lowe and Pinner, 2016;
Mahboob and Golden, 2013). Considering that the notion of a native-speaker is
thought to be an idealized concept in the literature (Davies, 2008; Doerr, 2009; Hall,
2012; Mahboob, 2005; Paikeday, 1985), one should cease labelling teachers of
English. Instead, “multicompetence” of every speaker should be foregrounded
(Alptekin, 2002; Cook, 1999).
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In spite of the counter-hegemonic acts of professionals in the field, the native
speaker privilege concept is ingrained in society, which is internalized by the majority
of those who are themselves victims of discrimination. As a case in point, Tweedie
(2013) demonstrates that non-native English speaking Singaporean language teachers
have negative attitudes toward Singlish. Educated in a cultural and institutional sphere
in which native speaker norms are dictated as superior (Choi, 2016; Tweedie, 2013),
NNESTSs feel incompetent not being able to reach that impossible goal of speaking
like a native speaker does (Cook, 1999). NNESTs generally feel insecure and they
participate in self-discriminatory acts (Moussu ve Llurda, 2008). Medgyes (1983,
2001) depicts this state of mind as schizophrenic and the victims as suffering from
split personality. As a result of continuous comparison of self with the idealized native
speakers, NNESTs frequently question their own value as language teaching
professionals, which throws them into a vulnerable psychological condition (Llurda,
2009).

There are different interpretations of repression of NNESTSs in the literature:
Llurda (2009) explained this condition with the Stockholm Syndrome while
Kumaravadivelu (2016) borrowed Gramsci's concept of hegemony to further explain
the roots of this subjugation. The Freireian theoretical framework | will adopt in this
article to explain the subordination of NNESTs is a complementary effort to shed
further light on the issue. | argue that a large majority of NNESTSs internalize the so-
called ‘internal superiority’ of the native-speaker teacher and engage in self-
depreciation. For non-native English speaking teachers to realize their own strengths
and to find their own voices as proficient language teachers, | suggest a Freireian
liberatory dialogic pedagogy to be adopted in critical English language teacher
education programs, where each learners’ voice is respected in a non-hierarchical
community atmosphere. In the spirit of true praxis, teacher candidates should first
engage in reflection about the causes of their oppression via the use of generative
themes, and then they should take action by preparing consciousness-raising tasks for
English language learners, writing papers, and organizing seminars.

The Hegemony of English

English language was the language of colonization and cannot be regarded as a
neutral tool neither in the age of colonization nor in the current age of neoliberalism
and globalization. With the colonial spread of the British Empire, English slowly
gained the status of an international communication tool after the 17™ century. With
the imperialistic goals of the USA in the aftermath of World War 11, English spread
even more around the world (Phillipson, 1992, 2009). These inner circle countries
exported the most prestigious varieties of English spoken by the higher classes to the
people in periphery. Those spoken by the lower classes or colored minorities were
disregarded as inferior just like those varieties spoken by the so-called 'non-native
other." In the meantime, there came about language teaching profession as the
offspring of colonialism (Pennycook, 1998, 2013). English language education was
meant to be a significant component of cultural and linguistic imperialism (Phillipson,



196 Yasemin Tezgiden Cakcak

1992). Through ideological and linguistical manipulation, core English speaking
countries enjoyed political and economic advantages over the periphery. For these
'norm-providing' countries to persist their privileges, some premises of English
language teaching were developed: It was claimed that a foreign language could only
be taught in the target language, and the use of mother tongue was forbidden.
According to this mindset, the best teacher of English was a native speaker of that
language (Phillipson, 1992). Oddly enough, these tenets of English language teaching
still prevail today and they are passed onto new generations of teachers as if they are
scientific facts.

Yet, the movements of English as a lingua franca (ELF) and World Englishes
(Jenkins, 2006; Seidlhofer, 2004), deconstruct native speakerism, ‘an ideology that
upholds the idea that so-called ‘native speakers’ are the best models and teachers of
English because they represent a ‘Western culture’ from which spring the ideals both
of English and of the methodology for teaching it” (Holliday, 2014, p. 1). According
to this distorted worldview, NNESTS are culturally and linguistically inferior. In such
a system of linguistic hierarchy, NESTS, in turn, are treated as objects to be
commodified (Holliday, 2014). To reverse these unjust practices expecting all
speakers to follow a single norm set by the ruling classes in the core English speaking
countries, diversity of voices and accents and their intelligibility have started to be
highlighted (Canagarajah, 1999; Holliday, 2005; Widdowson, 2003). Ownership of
English is not any more considered to belong to a single nation. It is now thought to
belong to everyone who speaks that language (Widdowson, 2003). Despite this range
of scholarly work and an awareness about the condition of the NNEST community,
in a recent article Kumaravadivelu (2016) underlined the fact that 'the ground reality
[...] about the marginality of the majority’ (p. 72) has not changed much.
Unfortunately, English language teacher education rarely touches upon the colonial
residue deep-seated in the field itself. The spread of English is regarded as a natural
phenomenon (Phillipson, 2009). As a matter of fact, English language teaching is
overwhelmed by technicism overlooking sociopolitical issues, which leads to an
apathy in the practitioners against the hegemony of English (Phillipson, 2009).

A Dehumanizing Process for NNESTSs

Paulo Freire (2005) criticized the education system in his book Pedagogy of the
Oppressed haming it as 'the banking of education’ (p. 75). For Freire, education system
directs teachers to invest knowledge in learners during which students engage in
mechanical behavior losing their curiosity and enthusiasm to learn. Freire considered
this type of education as a tool for repressing students so they become obedient
followers of the current alienating system. Teachers, in turn, are dehumanized by
being forced to serve the system as authoritarian characters. Freire (2005) denounced
such acts of oppression, which denied individuals the right to enjoy their humanity.

Interpreting NEST-NNEST inequity in Freireian terms, | argue the oppression
of non-native speakers could also be considered a dehumanizing process. Yet, the
‘oppressor' in this context would not be the whole community of native-speakers, for
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linguistic oppression does not only include non-native speakers of English. Native-
speakers who speak non-standard or non-acceptable varieties are also marginalized
(Macedo et al., 2003, p. 28). Rather, the oppressor would be the upper-class gate-
keepers in core English-speaking countries, which re-construct the native speakerist
ideology and reproduce this system of domination in which one group, namely native
speakers of 'standard’ English, enjoy advantages and privileges over non-native
speakers. | do not also mean to disregard the multiple realities of non-native speaker
communities by homogenizing all non-native speakers as 'oppressed’, either. Still,
these categorizations are useful analytical tools to interpret what a large majority of
people identified as belonging to these groups go through.

Freire (2005, pp. 46-47) explained the relationship between oppressor and
oppressed as follows:

One of the basic elements of the relationship between oppressor and
oppressed is prescription. Every prescription represents the imposition of
one individual's choice upon another, transforming the consciousness of
the person prescribed to into one that conforms with the prescriber's
consciousness. Thus, the behavior of the oppressed is a prescribed
behavior, following as it does the guidelines of the oppressor.

As the above quote reveals, the prescription to follow a certain way of life is a
violation of the 'vocation of becoming more fully human' (Freire, 2005, p. 44).
Although it may look as if adopting a native-like accent is personal choice, in fact it
may not be the case, as it is an implicit imposition of the so-called ‘upper-class
prestigious standard English’.

For Freire, the repressed individuals should first notice the inhumane conditions
they are surrounded by and they should fight against them. Yet, Freire warned one
should notice the impact of years of subjugated thoughts on the part of the oppressed:

Their ideal is to be men [sic]; but for them, to be men [sic] is to be
oppressors. This is their model of humanity. This phenomenon derives from
the fact that the oppressed, at a certain moment of their existential
experience, adopt an attitude of 'adhesion' to the oppressor (Freire, p. 45).

The silenced people envy the oppressors’ lifestyles so much so that they want to
act and talk like the oppressors do. That seems to be the case with the non-native
speaking community's worshipping native speaker norms. Teaching English and
educating teacher candidates in Turkey for more than a decade now, it is my
observation that even among the non-native English speaking teachers or teacher
candidates, who are victims of discrimination themselves, this native speakerist
attitude is quite common because of their inability to clearly see this native-
speakerism. They are happy to follow native speaker norms in learning/teaching
English. In Freire's (2005, p. 62) words:
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[...] at a certain point in their existential experience, the oppressed feel an
irresistable attraction towards the oppressor and their way of life. Sharing
this way of life becomes an overpowering aspiration. In their alienation,
the oppressed want at any cost to resemble the oppressors, to imitate them,
to follow them.

In a parallel vein, Memmi (1974) also wrote that the colonized both hate the
colonizers and admire them at the same time: 'l too felt this admiration in spite of
myself ' (p. 6). As emancipation equals becoming the oppressor in this mindset,
NNESTs feel 'liberated' when they imitate a chosen 'native speaker' style without
confronting the imposition of native speaker norms on the non-native English-
speaking community. Neither would they challenge the persistent subordination faced
by those who could not or would not adopt a native speaker style. Assuming the role
of the oppressor does not transform the oppressive situation; it just creates a false
sense of liberation. Freire (2005, p. 55) believed the oppressed are 'divided beings'.
They carry two modes of consciousness in themselves: that of the oppressor and their
own. That split consciousness may also be apparent in non-native English speaking
teachers: on the one hand, they may want to be themselves expressing themselves in
whatever ways they want in the second language, on the other hand they may also feel
forced to have a ‘classy’ native-like accent. Having got used to being judged by the
native-norms, they may feel obliged to adopt a native English variety rather than
feeling happy to keep their own variety of intelligible English. Worse still, the
suppressed embrace oppressors’ views of them and engage in self-depreciation. As
Freire (2005, p. 63) put it, 'So often do they hear that they are good for nothing, know
nothing and are incapable of learning anything - that they are sick, lazy and
unproductive - that in the end they become convinced of their own unfitness'.

Similarly, surrounded by native speaker favoritism (Pennycook, 1998), NNESTs
are in ‘cultural disbelief” (Holliday, 2014) and think they are not good enough: 'Given
the circumstances which have produced their duality, it is only natural that they
distrust themselves.' (Freire, 2005, p. 63). To illustrate, they are afraid to speak after
a native-speaker of English for fear that they will ‘contaminate the air' (Medgyes,
1983, p. 3). For Freire (2005), however, 'To exist, humanly, is to name the world, to
change it ... Saying that word is not the privilege of some few persons, but the right of
everyone' (p. 88). Thus, those whose rights to speak have been denied 'must first
reclaim this right and prevent the continuation of this dehumanizing aggression’
(Freire, 2005, p. 88). Likewise, those non-native speakers of English should regain
their own rights to speak their own words and challenge the 'culture of silence’ created
by the power elites (Freire, 1972, p. 2).

Freire (2005) asserted the oppressed did not have consciousness as to their own
class. In the words of Freire (2005, p. 64),

As long as the oppressed remain unaware of the causes of their condition,
they fatalistically 'accept’ their exploitation. Further, they are apt to react
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in a passive and alienated manner when confronted with the necessity to
struggle for their freedom and self-affirmation.

In spite of the consciousness-raising attempts in the field, a majority of
practitioners in Turkey seem to have internalized native-speakerism. For liberation,
Freire (2005) thought, the marginalized NNESTs should notice that this situation
might be reversed. Once the subjugated notice their object status, they will start to
struggle against the conditions of silencing and become humanized. When the fight
against dehumanization is won, Freire (2005) thought, both the oppressed and the
oppressors become humanized.

Following Erich Fromm, Freire believed the oppressed are usually ‘fearful of
freedom' because freedom means autonomy and responsibility. This might be the case
with NNESTSs, as well. Even when engaged with critical readings on the ownership
of English or World Englishes, | have observed many pre-service or in-service
teachers of English in Turkey resist changing their beliefs concerning native speaker
norms in teaching/learning English. If the oppressed are to emancipate from
oppression, they have to deal with a new reality that emerges, which is troublesome
for some because emancipation is as painful as giving birth to a child (Freire, 2005,
p. 49). They may fear their new consciousness may lead to anarchism or disorder.
They may also be afraid of a 'total collapse of their world' (p. 35). Those who suffered
a great deal in following native speaker norms and in the end started to enjoy its
privileges may not want to face their efforts were in vain. They may also feel at a loss
not knowing what to do with the new liberty and autonomy they gained. When the
NNESTSs realize their own agenda autonomously, they may feel vulnerable because
they may not have developed the inner strength to act on their own.

Freire’s Pedagogy of Dialogue

At a time and space when not even a significant number of NNESTSs are willing
to challenge native speakerism and to take the liberty to keep their own speech patterns
in the second language, how would it be possible for NNESTs to transform this
inequity? Freire (2005, p. 48) raised a similar question:

How can the oppressed, as divided, unauthentic beings, participate in
developing the pedagogy of their liberation? Only as they discover
themselves to be 'hosts' of the oppressor can they contribute to the
midwifery of their liberating pedagogy. As long as they live in the duality
in which to be is to be like, and to be like is to be like the oppressor, this
contribution is impossible. The pedagogy of the oppressed is an instrument
for their critical discovery that both they and their oppressors are
manifestations of dehumanization.

As the above quote reveals, Freire's Pedagogy of Oppressed may give us some
clues as to how this dilemma will be solved. Freire (2005) explained pedagogy of the
oppressed as 'the pedagogy of people engaged in the fight for their own liberation' (p.
53). Freire, who taught how to read and write to peasants in Brazil, was convinced
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teachers could initiate change if they had a good interaction with learners. For the
oppressed to emancipate themselves, they first need to have a critical view of the
conditions they confront. With this awareness, they should struggle for changing the
dehumanizing life conditions they have. In this way, they get rid of being objects of
the system. They become subjects able to change their own fate. They express their
ideas gaining freedom from the silencing discourse of the oppressors.

In the liberatory pedagogy Freire (2005) suggested, teachers and students work
together for emancipation. In fact, Freire (2005) believed educators should work with,
not for, the oppressed to help them critically engage in a reflection of the causes of
the oppression and to take action for liberation. Yet, at this critical point, teacher
educators or scholars inviting practising teachers/teacher candidates to engage in
reflection should be careful. In the process of liberation, Freire (2005) warned,
educators should not dictate their own belief systems to the learners for this would be
behaving like the oppressors and mean treating the oppressed like objects to be
manipulated, which would itself be against the spirit of the liberation:

Attempting to liberate the oppressed without their reflective participation
in the act of liberation is to treat them as objects which must be saved from
a burning building; it is to lead them into the populist pitfall and transform
them into masses which can be manipulated (p. 65).

Freire (2005) argued that no one could liberate other people. People liberate
themselves by working and interacting with other people. Thus, in critical foreign
language teacher education dialogue and co-construction should be used. Liberatory
educators should realize that in the absence of the active, willing participation of the
suppressed, no liberation would come into being. The oppressed should unmask the
reality and transform themselves through active reflection. Freire (2005) believed
people can only take action via reflection, that is by means of praxis: 'reflection and
action upon the world in order to transform it' (Freire, 2005, p. 51). Their awareness
of their own subordination should involve not only reflection (not to fall into
verbalism), but also include action (not to fall into mere activism) for a true praxis to
take place. Faith in the capacity of the subjugated people to make rational choices is
an essential part of this pedagogy. In the absence of such trust, Freire (2005) noted,
there is no real interaction or contemplation. Not only should they have an honest love
for people, but also they should assume an humble stance to learn with students. For
Freire (2005), this struggle to become more human cannot be accomplished in
isolation, but ‘'only in fellowship and solidarity’ (p. 85). As for those who find
themselves in a position of oppressing the others and feeling guilty, Freire (2005)
warns them not to get into ‘a paternalistic treatment of the oppressed,’ which would
‘hold them fast in a position of dependence’ (p. 49).

Liberatory Pedagogy for the Emancipation of NNESTs

For the emancipation of NNESTSs, a liberatory, dialogic pedagogy in pre-service
teacher education programs in Turkey is a must. Teacher educators should act as
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organic intellectuals in the Gramscian sense, have trust in students and be open to
transforming themselves in dialogue with their students. First, they should question
their own native-speakerist tendencies and think twice before comparing teacher
candidates’ speech patterns to a native-speaker standard norm. They should model
collaborative, non-hierarchical community building in which every individual’s
unique speech pattern and contribution in English are honored and respected for
overcoming students’ self-depreciation and disbelief in their linguistic abilities. They
should encourage active student participation and genuine dialogue in class to help
students appreciate their inner worth and the value of their bilingualism. To do that,
they should have a sincere faith in their students’ diverse skills and potential to learn.
As Freire suggested, they should love their students and connect with them not seeing
them as objects but as real, smart subjects. They should appreciate both their own
multiple competences in different languages and their students’. They should refer to
the benefits of translanguaging (Garcia and Wei, 2014) and bilingual pride giving
examples from first and/or second languages they share with students. They should
have a liberal approach using first language (L1) to give examples and/or to have short
discussions to facilitate learning and community building. They should not divorce a
foreign language teacher education class from the richness of resorting to diverse
languages in an informed way. Forbidding L1 in foreign language teacher education
would be falling into the trap of native-speakerism anyway.

In English language teacher education programs, Freire's problem-posing
liberatory pedagogy model should be used to raise consciousness both in NEST and
NNEST candidates. In following Freire's (2005) dialogic method, teacher educators
should pose issues that are of concern to teacher candidates and lead them to critical
reflection. By using the generative words Freire used in teaching literacy, words or
themes crucial for the teacher candidates should be found in dialogue with them
(Hawkins and Norton, 2009). As a case in point, themes such as silencing, linguistic
human rights, hegemony of English, linguistic imperialism, colonial schools, ELF and
native speakerism could be used to start questioning the fallacies of the English
Language Teaching field. These discussions should be supported with critical
readings as suggested by Dogangay-Aktuna (2006), so that students see there is a body
of scholarly work, which may make them feel stronger and see the reality with new
eyes. Students should also be directed to pose questions themselves and to find
answers to their own questions through group discussion and project-based research
activities. Transmission of knowledge should be avoided; rather, students should be
encouraged to engage with ideas. As Morgan (2009) suggested, the purpose should
be preparing the ground for teacher candidates to assume a different persona as
transformative intellectual teachers of English. Popular youtube videos such as ‘21
accents in English’ or stand-up shows suggesting speaking up in a foreign language
(such as Cem Yilmaz’s parody of “Turist Olun — Be Tourist’ for English as a foreign
language context in Turkey) could be used as conversation starters.

Because teacher candidates are generally asked to write reflections but not
encouraged to take action in Turkey, it is important for teacher educators to take action
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with their students. Otherwise, teacher candidates and teacher educators may fall into
what Freire (2005) called ‘alienating intellectualism' (p. 86). The type of action to be
taken should be determined according to the conditions of the context with the learners
in cooperation. Still, it could vary from organizing a reading circle to preparing a
poster or a video or writing/translating articles for daily newspapers to raise
consciousness. They may invite guest speakers and organize seminars to reach a wider
number of people. In addition, a research group could be formed, which could do
research documenting incidents of discrimination and suggest action plans to
overcome such maltreatment. National or international conferences could be held
specifically on the issue of NEST-NNEST inequity. Forming a local or national
solidarity group or a special interest group could be other alternatives for action.

Conclusion

While the ruling ideas are always the ideas of the ruling classes and the
hegemony exerted on the NNESTSs is a fact, there does not seem to be another
sustainable solution than forming dialogic relationships with students, teachers and
other professionals. Though it might be true that a complete transformation of the
world order is a prerequisite for just, democratic and equitable societies to be built, it
is still possible to create some space for transformation at the micro school and/or
university settings, as Gramsci (2000) argued. As Freire warned, it would not be
possible to change the oppressor consciousness internalized by the oppressed
overnight even if the oppressed gained the political power to construct a humanistic
society. Only through the unity of reflection and action, thought Freire, can a true
cultural revolution be won. Therefore, teachers and teacher educators have a duty to
become organic intellectuals and engage in praxis.

For reversing the NEST-NNEST inequity, both NESTs and NNESTs should
realize the causes of this subordination and work in solidarity to struggle against this
dehumanizing practice. For regaining humanity, it is a task for all English language
teaching professionals to break the ‘culture of silence' and get engaged in praxis.
Despite the bleak conditions which may lead to despair at times, it is important to
keep faith in humankind: ‘faith in their power to make and remake, to create and re-
create, faith in their vocation to be more fully human' (Freire, 2005, p. 90). Such faith
would endow us with the hope and strength to struggle for a better human society.
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Somiirgecilik tarihine damgasini vurmus bir dili 6gretmek somiirgeciligin
kalintilarini iginde barmdirir. Anadili ingilizce olmayan dgretmenler tiim diinyada
ayrimcilikla karsilasmaktadir. Daha da kétiisii 6zellikle Tiirkiye gibi anadili ingilizce
olanlarin biiyiik 6l¢tide kutsandigi bir iilkenin kiiltiirel ikliminde egitim almigsaniz,
bagkalarinin size yonelik bakis agisint igsellestirerek kendi durumunuza
yabancilagabilirsiniz. Kendinizi siklikla isverenleriniz, o&grencileriniz ve hatta
meslektaslariz tarafindan anadili Ingilizce olan bir Ingilizce 6gretmeni ile
karsilastirilarken bulabilirsiniz (Amin, 1997; Choi, 2016). Siirekli olarak anadilinizin
Ingilizce olmadiginin hatirlatildign  bir ortamda kendinize olan giiveninizi
kaybedebilirsiniz. Ironik bigimde tiim bunlar, ingilizce konusanlar arasinda anadili
Ingilizce olmayanlarin oramnin anadili ingilizce olanlara oranina gore ii¢ kat fazla
oldugu ve tiim diinyadaki ingilizce gretmenlerinin %80’inin anadili Ingilizce
olmayan ogretmenlerden olustugu bir ortamda yasanmaktadir (Braine, 2010; Crystal,
2012; Graddol, 2003). Ustelik giiniimiizde diinyada tek bir Ingilizceden degil, diinya
Ingilizcelerinden s6z edilmektedir. Buna ragmen anadili Ingilizce olanlarin
cogunluklu oldugu “i¢ gember” iilkelerinde konusulan prestijli standart Ingilizce tek
“mesru” Ingilizce olarak goriilmeye devam edilmektedir. Ali’nin (2009) ifadesiyle
meslek iiyelerinin biiyiik cogunlugunun ayrimeilikla karsilastigi tek alan ingilizce
Ogretmenligi olsa gerektir.

Ayrimeilikla miicadele etmek icin ABD’deki Ingilizce Ogretmenleri Meslek
Orgiitii TESOL catis1 altinda anadili Ingilizce olmayan &gretmenler ile birlesmis ve
s6z konusu meslek Orgiitiiniin ayrimciliga karst iki bildirge yaymlamasini
saglamiglardir (Sung, 2012). Alanyazinda “bir dili anadili olarak konusan” (native-
speaker) kavraminin bir dilsel mit oldugu dile getirilse (Alptekin, 2002; Cook, 1999)
ve ortak dil olarak Ingilizce konusulmasina yénelik ¢alismalar olsa da anadilciligin
halen yaygmn oldugu bilinmektedir (Braine, 2010). Anadili Ingilizce olanlarin
imtiyazi dylesine yayginlasmustir ki ayrimcilik kurbani olan kisilerin biiyiik boliimii
tarafindan da igsellestirilmistir. Anadili ingilizce olmayan dgretmenler yetersizlik
duygular1 yasamakta ve kendi kendilerine yonelik ayrimcilikta bulunmaktadirlar
(Moussu ve Llurda, 2008). Medgyes (1983, 2001) anadili Ingilizce olmayan
Ogretmenlerin sizofrenik bir ruh haline itildigini ve bélinmiis kisilik sendromundan
muzdarip olduklarimi dile getirmistir. Llurda (2009) bu durumu Stockholm Sendromu
ile agiklarken Kumaravadivelu (2016) bu ezilmisligin kaynaklarini Gramsci’nin
hegemonya kavramiyla agiklamigtir. Bu makalede yararlanilan Freire temelli
kuramsal gergeve ise bu soruna 151k tutmak i¢in onceki girisimleri desteleyecek bir
yorumlama bigimidir. Bu makalede anadili Ingilizce olmayan Ingilizce
dgretmenlerinin biiyiik cogunlugunun anadili ingilizce olan Ingilizce 6gretmenlerinin
‘igsel  Ustlinligi’'nii  kabul ederek kendi kendilerini degersizlestirdikleri
savunulmaktadir. Anadili ingilizce olmayan Ingilizce 6gretmenlerinin kendi giilerini
fark edip yabanci dilde yetkin birer 6gretmen olarak kendi seslerini bulmalar1 igin
Ingilizce dgretmeni egitim programlarinda Freire’nin dzgiirlestirici diyaloga dayal
pedagojisinin izlenmesi gerektigi one siiriilmektedir.
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Anadili ingilizce Olmayan ingilizce Ogretmenleri icin Yabancilastirica Bir
Siirec

Ingiliz dili uzun yillar sémiirgeciligin dili olmus olmasi nedeniyle tarafsiz bir
arag olarak goriilemez. Ingiliz dili, 6zellikle de yonetici beyaz siniflar tarafindan
konusulan prestijli versiyonlari, Britanya Imparatorlugu’nun ve Amerika Birlesik
Devletleri’nin ayirdig1 genis fonlar sayesinde tiim diinyaya yayilmustir. Ingiliz dili
kadar Ingiliz dilinin 6gretilmesi de somiirgeciligin bir iiriinii olmustur (Pennycook,
1998, 2013; Phillipson, 1992). Tiim diinyada yayginlastirilan Ingiliz dili sayesinde
Ingilizce konusan egemen iilkeler diger iilkeler iizerindeki siyasi ve ekonomik
stlinliklerini pekistirmis, kenar ilkelerindeki insanlarin disiince yapisini da
kolaylikla etkileme firsati bulmuslardir. Bu sirada Ingilizce konusan iilkelerin
normlar1 Ingiliz dili 6gretiminin de normlari haline gelmis ve ideal Ingilizce
dgretmeninin anadili Ingilizce olan 6gretmen oldugu, Ingilizcenin en iyi sadece Ingiliz
dili kullanilarak 6gretilecegi, 6grencilerin anadilinin derslerde kullanilmasinin yasak
oldugu diisiinceleri de yaygmlastirilmistir. Anadili Ingilizce olan 6gretmenlerin
¢ikarina olan bu diisiince bigimine “anadilcilik” (native speakerism) ad1 verilmektedir
(Holliday, 2014, s.1). Bu diinya gériisiine gore anadili ingilizce olmayanlar kiiltiirel
ve dilsel agidan yetersizken anadili Ingilizce olanlar da metalastiriimaktadir. Bu
nedenle giiniimiizde akademik gevrelerde anadilcilik terk edilmekte, tim diinyada
takip edilecek standart anadilci uygulamalar yerine, yerel rol modellerinin
anlagilabilir Ingilizcesini hedef alan bir Ingilizce 6gretimi hedeflenmeye baslanmistir
(Jenkins, 2006;  Seidlhofer, 2004). S6z konusu pozitif gelismelere ragmen
“cogunlugun marjinallestirildigi temel gergeklik” heniiz degismis degildir
(Kumaravadivelu, 2016, s. 72).

Ezilenlerin Pedagojisi adli eserinde Freire (2005) bireyin tam olarak insan
olmasini engelleyen her tlir somiirii ve adaletsizlik siirecini bireyin ezilmesi olarak
nitelendirmistir. Bu siirecin bireyi insanliktan ¢ikardigint ve kendi kendine
yabancilastirdigin1 savunmustur. Anadili Ingilizce olan 6gretmenler ile olmayanlar
arasindaki esitsizligin de anadili Ingilizce olmayan Ingilizce &gretmenlerini
insanliktan ¢ikardigi soylenebilir. Bu baglamda elbette ki ‘ezenler’ tim anadili
Ingilizce olanlar1 ifade etmez ciinkii dilsel ezilme sadece bir dili anadili olarak
konusmayanlari igermez. Bir dilin standart olmayan bigimlerini konusan bireyler de
ayrimciliga ugrarlar. Bu nedenle bu makalede ezenden kasit Ingilizce konusulan ic
cember iilkelerdeki hegemonya sahibi yonetici seckinlerdir. Burada Ingilizceyi
anadili olarak konugmayan tiim bireylerin ¢oklu gercekligini tek bir potada eritmek
gibi indirgemeci bir yaklagim i¢ine girilmeyecek olsa da bu siniflandirmalar biiyiik
bir ¢ogunlugun gercegini ifade ettigi i¢in yararli birer analitik ara¢ olarak
kullanilacaktir.

Freire, ezen ile ezilen arasindaki iliskinin bir belirleme iligkisi oldugunu sdyler.
Bir bireyin secimleri diger tarafin rizasim kazanacak sekilde bagka bir bireye dikte
ettirilmektedir. Anadili ingilizce olmayanlarin durumu goz &niinde bulundurulacak
olursa anadili Ingilizce olanlarin aksanina benzer bir aksan sahibi olmaya calismak
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kisisel bir tercih gibi goriinse de aslinda iist simiflarin prestijli Ingilizcesinin 6rtiik bir
bigimde anadili olarak Ingilizce konusmayanlara dayatilmasi sonucu ortaya ¢ikmis
belirlenmis bir davramg olarak goriilebilir. Bu durumun ortadan kaldirilmasi igin
Freire, ezilenlerin i¢inde bulunduklari durumu fark ederek bununla savagmalari
gerektigini dile getirmistir. Ne var ki miicadelenin basinda ezilenlerin bilinci ezenler
tarafindan kosullandirilmistir: ‘Ezilenler i¢in insan olmak demek, ezen olmak
demektir’ (Freire, 2005, s. 4). Ezilenlerin ezene hayranlig1 dylesine biiyiiktiir ki onlar
gibi davranmak, onlar gibi konusmak isterler. Bu durum, anadili olarak Ingilizce
konusmayanlarin anadili Ingilizce olanlarin normlarma tapar hale gelmesi ile
benzerlik gostermektedir. Bu bakis agisinda 6zgiirlesmek demek ezenlere benzemek
anlamma geldiginden, anadili ingilizce olmayanlar anadili ingilizce olanlar1 taklit
ederek kendilerini ‘6zgiirlesmis’ hissedebilirler. Ne var ki ezenin roliinii benimsemek
ezme-ezilme durumunu ortadan kaldirmaz, yalnizca gercek olmayan bir 6zgiirlesme
hissi yaratir. Freire boylesi bir ruh halini anlatmak i¢in ezilenlerin boliinmiis varliklar
oldugunu sdyler. Onlar belirli bir anda hem kendileridir hem de igsellestirdikleri
ezenin bilincidirler. Anadili ingilizce olmayan 6gretmenler de bir yandan kendilerini
yabanci dilde 6zgiirce ifade etmek isterken bir yandan da kendilerini Amerikan ya da
Ingiliz aksanmi taklit etmek zorunda hissederler. Kendi anlasilir ingilizcelerine
yabancilagmiglardir. Yeterince iyi olmadiklarini disiiniirler. Egemen kiiltiiriin
yarattig1 sessizlik kiiltiiriinde kendi seslerini kaybederler.
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Freire’ye gore, ezilenlerin ezilme durumundan g¢ikmasi i¢in Oncelikle icinde
bulunduklar1 durumun ¢ikigsiz olmadigint gérmeleri gerekir. Bunu fark ettikten sonra
bireyler kendilerini suskunluga siiriikkleyen kosullara karsi ¢ikacaktir. Freire’ye gore
egitimciler ile 6grenciler bu siiregte birlikte ¢aligmalidir. Freire’ye gore kimse kimseyi
ozgiirlestiremez. Insanlar kendi kendilerini dayamsma ve diyalog icerisinde
Ozgiirlestirirler. Bu pedagojinin basarili olmasi i¢in egitimcilerin, ezilenlerin akil
yiiriitme becerisine samimi bir bigimde inanmalar1 gerekir. Boylesi bir giiven olmadan
ne diyalog ne iletisim ne de diisiinme miimkiindjir.

Anadili Ingilizce olmayan oOgretmenlerin 6zgiirlesmesi igin Tiirkiye deki
Ogretmen egitimi programlarinda Ozgiirlestirici, diyaloga dayali pedagoji
izlenmelidir. Ogretmen egitimcileri dgrencilerine giivenmeli, kendilerini onlar ile
diyalog icinde déniistirmeye hazir olmalidirlar. Ogretmen egitimcileri oncelikle
kendi anadilci egilimlerini sorgulamali, 6gretmen adaylarinin konusma becerilerini
anadili Ingilizce olan kisilerinkiyle karsilastirmadan dnce iki kez diisiinmelidirler. Her
bireyin konusma ozelliklerinin saygiyla karsilandigi igbirligine dayali, hiyerarsik
olmayan bir 6grenme toplulugu yaratmaya 6zen gostererek ogretmen adaylarinin
kendi dil becerilerine olan giivensizliklerinden kurtulmalarina yardimet olmalidirlar.
Ogretmen egitimcilerinin, grencilerin becerilerine ve &grenme potansiyellerine
inanmalari, onlarla bag kurmalari, onlar1 gercek birer 6zne olarak gdrmeleri sarttir.
Ogretmen egitimcilerinin 6grenme siirecini kolaylastirmak icin Ingilizce disindaki
dillerin siifta kullanilmasina ac¢ik olmalar1 gerekir. Zira Ogrencilerin kendi
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anadillerini yabanci dil 6gretmen egitimi programlarindan ¢ikarmak anadilcilik
tuzagina bir kez daha diismek anlamina gelecektir.

Ingilizce 6gretmeni egitimi programlarinda hem anadili Ingilizce olan adaylarda
hem de anadili Ingilizce olmayan adaylarda biling gelistirilmesi icin &gretmen
egitimcileri, 6gretmen adaylarim ilgilendiren konulari giindeme getirmelidir. Uretken
temalar kullanilarak 6gretmen adaylarinin  yasamlarindaki Onemli temalar
acimlanmalidir. Sessizlestirme, dilsel insan haklari, ingilizcenin hegemonyasi, dil
emperyalizmi, somiirge okullari, Ingilizcenin ortak dil olarak kullanilmasi ve
anadilcilik gibi {iretken temalar, Ingiliz dili &gretimi alaninin yapisokiime
ugratilmasinda kullanilacak iiretken temalar olabilir. Bu tarigmalar elestirel okumalar
ile desteklenmelidir. ‘Ingilizcenin 21 aksan1’ ve Cem Yilmaz’in ‘Turist Olun — Be
Tourist’ gibi parodileri Ingilizce Ogretmen egitimi programlarinda tartigmay1
baslatmak i¢in kullanilabilir. Ogrenciler arastirma yapmaya ve kendi sorularini ortaya
atmaya tesvik edilmelidir. Kuru bilgi transferinden kaginilmali, 6grencilerin fikirleri
sorgulamalari, diisince evrenlerini soru sorarak genisletmeleri tesvik edilmelidir.

Tirkiye’de ogretmen adaylarindan ¢ogunlukla diisiince yazisi yazmalar
istenmektedir ama eyleme ge¢meleri nadiren beklenir. Freire’nin diisiince ve eylem
birliginden olusan praksis anlayisini hayata gecirmek i¢in 6gretmen egitimcilerinin
ogrencileri ile birlikte eyleme gegmeleri, kimi zaman konu ile ilgili okuma ¢emberleri
organize etmeleri, bir poster ya da video hazirlamalari, kimi zamansa gazete-dergi
yazilart yazmalar1 ya da ¢evirmeleri gerekmektedir. Bunun disinda konusmaci davet
etmek, seminer organize etmek gibi etkinlikler diizenlenebilecegi gibi arastirma
gruplar1 kurularak anadili ingilizce olmayan 6gretmenlerin ayrimciliga ugradigi
durumlara dair arastirmalar yapilip raporlar yazilabilir. Konu ile ilgili ulusal ve
uluslararasi ¢aligtay ve kongreler diizenlenebilir.

Sonug¢

Anadili ingilizce olan Ingilizce &gretmenleri ile anadili Ingilizce olmayan
Ingilizce ogretmenleri arasindaki esitsizligi tersine gevirmek igin tiim Ingilizce
Ogretmenleri, yaratilan bu ikiligin nedenlerini fark etmeli ve dayanigsma iginde
miicadele  etmelidir.  Anadili  Ingilizce ~olmayan Ogretmen adaylarmin
yabancilagmadan kurtulmalarina yardim etmek igin 6gretmen egitimi programlarinda
kendilerini ifade etmelerine, ‘sessizlik kiiltiirii’'nden ¢ikmalarina alan agmak ve bu
bilinci yayginlastirmak i¢in dgretmen adaylar ile birlikte etkinlikler gelistirilmesi
gerekmektedir.



