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ABSTRACT  

The discourse of the Native Speaker is situated within a rapidly globalising context where 

superdiversity and a pluralist worldview negate the very cornerstones of the concept Native-

speaker (NS). However, when pro-NS policies are explicitly implemented in an educational 

context to exclude and alienate groups based on nationality, questions arise.  In 2012, South 

Africa was officially removed from the list of English Native Speaking countries as recognised by 

the Thai Teacher‘s Council. The effects of this demotion have ideological, theoretical, 

methodological and individual implications for Afrikaans-English (A-E) South African teachers 

who teach English in Thailand.  

This study will show that the gap between accepted theory (i.e. superdiverse and pluralist 

views) and inclusive practices where World Englishes is acknowledged, is widely paradoxical. In 

this paradoxical twilight and in the light of their demotion to Non-native speakers (NNS), the role 

of the A-E bilingual teacher in Thailand needs to be re-conceptualised. This re-

conceptualisation is motivated by the unique and valuable multilingual background and abilities 

these teachers are imbued with. These abilities afford them the opportunity and ability to rise 

above the demotion and solidly contribute to the changing international English teaching 

industry.  

In this qualitative study, a mixed method (MM) approach is used to investigate the role of the A-

E bilingual as a perceived NS teacher in Thailand and the effect that the demotion to NNS 

status might have on these teachers. The study endeavours this investigation in terms of three 

core concepts: the NS-debate, A-E bilingualism and teacher identity.  The participants were A-E 

teachers of English in Thailand and members from the wider school community in Thailand (for 

example, fellow teachers and administrators).  

The main methods used included questionnaires with open- and close-ended questions, a 

language portrait and feedback opportunities for participants to comment on the interpretation of 

data.  The main findings of the study resituate and redefine the A-E bilingual as a concordant 

bilingual within an international English teaching context where the dominance of the NS as 

English teacher remains prominent.  It also highlights the complex relationships that concordant 

bilinguals have with the languages included in their repertoires. Furthermore, the findings 

elucidate on the contradictory nature of societal perception of the NS. From this finding it is clear 

that there are discrepancies in how people perceive, implement and resist the NS-concept in 

practice and theory.  Methodologically, the usefulness of using language repertoire 

questionnaires and language portraits emerged as strength of the study.    
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OPSOMMING  

Die diskoers van moedertaalsprekers kan binne ŉ vinnig veranderende globale konteks geplaas 

word, waarin superdiversiteit en pluralisme die fundamentele aannames van konsepte soos die 

moedertaalspreker (MTS) bevraagteken. Wanneer daar egter in die onderwyskonteks 

eksplisiete pro-MTS-beleide aanhangig gemaak word, ontstaan daar sekere vrae. In 2012 is 

Suid-Afrika amptelik verwyder van die lys van Engels moedertaalsprekers, soos deur die Thai 

Teachers Council erken. Die gevolge hiervan het ideologiese, teoretiese, metodologies en 

individuele implikasies vir A-E Suid-Afrikaanse onderwysers van Engels in Thailand.  

Hierdie studie toon die diskrepansie aan tussen aanvaarde teorieë (superdiversiteit en 

veelvuldige wêrelduitkyke) en inklusiewe praktyke, waar Wêreldengels veronderstel is om 

aanvaar te word. Binne hierdie paradoks en in die lig van die degradering van Suid-Afrikaners 

na niemoedertaalsprekers (NMTS) van Engels, word die rol van A-E tweetalige onderwysers in 

Thailand herkonsepsualiseer. Die herkonseptualisering word gemotiveer deur die unieke en 

waardevolle meertalige agtergrond en vermoëns waaroor hierdie onderwysers beskik, wat hulle 

die geleentheid bied om bo die degradering uit te styg en waardevolle bydraes te lewer tot ŉ 

veranderende internasionale Engelse onderwysindustrie.  

Hierdie kwalitatiewe studie maak gebruik van ŉ gemengde navorsingsmetode om die rol van die 

A-E tweetalige onderwyser, waar dit as ŉ MTS in Thailand beskou word, te ondersoek. Die 

gevolge wat die degradering na NMTS-status veroorsaak, word ook ondersoek. Die studie is 

gegrond in drie oorheersende konsepte; die MTS-debat, A-E tweetaligheid en 

onderwyseridentiteit. Die metodologie sluit in die gebruik van vraelyste met oop- en geslote 

vrae, ŉ taalportret en terugvoersessies, waartydens die deelnemers hul mening kon lug oor hoe 

die data geïnterpreteer is. Die deelnemers is A-E Englese-onderwyser in Thailand, asook lede 

van die wyer skoolgemeenskap in Thailand (byvoorbeeld, kollegas en administrateurs).   

Die hoofbevindinge van hierdie studie laat ruimte vir die hervestiging en herdefiniëring van die 

A-E tweetalige persoon as ŉ ―konkordante tweetaliges1‖ binne die internasionale Engelse 

onderwyskonteks waar die dominansie van die MTS steeds heers. Die bevindinge werp ook lig 

op die komplekse verhouding tussen hierdie ―konkordante tweetaliges‖ en die tale in hul 

repertoire. Verder word die tweestrydige aard van die heersende sosiale perspektief in terme 

van die MTS ontbloot. Hierdie aanname word bewys deur die duidelike diskrepansie tussen die 

wyse waarop die MTS-konsep beskou, geïmplementeer en teengestaan word, in sowel die 

                                                

1 Die Afrikaanse vertaling vir ―concordant‖ blyk onvoeldende te wees om die omvang van die nuutgeskape 
konsep ―concordant bilingualism‖ te beskryf. Daarom word die anglisisme ―konkordante tweetalige‖ 
hier gebruik. 
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praktyk as teoreties. Vanuit ŉ metodologiese oogpunt word die nut van taalrepertoire-vraelyste 

en taalportrette in hierdie en soortgelyke studies beaam.  

Sleutelterme: A-E tweetaligheid, konkordante tweetaliges, taalrepertoire, moedertaalspreker, 

niemoedertaalsprekerr, onderwyseridentiteit, superdiversiteit, taalwisseling.  
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CHAPTER 1  

INTRODUCING THE STUDY 

1.1 Introduction 

Social scientists broadly acknowledge that the world is changing at an alarming pace.  

Friedman (2005) captures this awareness in his quintessential book, The world is flat, in which 

he states, that, ―it is now possible for more people than ever to collaborate and compete in real 

time with more other people on more different kinds of work from more different corners of the 

planet‖ (Friedman, 2005:8) mainly due to advances in technology.  This does not mean that 

people have equal opportunities, as we will also see in this dissertation.  It means that access to 

technology, including more options that enhance the mobility of people, provide ‗equalising‗ 

possibilities that open up, amongst other things, access to international job options for more 

people.              

In the spirit of reinvention, reconceptualisation and globalisation this study attempts to situate 

the Afrikaans-English (A-E)2 bilingual teacher in an international context.  In this situation, 

concepts like that of the Native-speaker (NS) continue to wield power that privilege some 

speakers (and teachers) of English above others in the international English teaching industry. 

The study aims to revisit the bilingual status of A-E bilinguals within a translanguaging 

framework, within which their unique bilingualisms are recognised as a resource in the English 

classrooms in a specific international context; that of Thailand.  In the rest of the chapter, the 

context, problem statement, research questions and methodologies that anchor the study will be 

described to provide an overview to readers.     

1.2 Contextualisation and problem statement 

This study is concerned with the teacher identity of A-E bilingual teachers of English in 

Thailand.  Morgan (2004:172) proposes that in the relatively new field of teacher identity in 

bilingual- and second language education, two main lines of enquiry have been established. 

First, there is a line of enquiry which deals with the ―colonial legacy‖ of the ―native speaker 

fallacy‖.3 Morgan (2004:172) argues that the ―vague cluster of linguistic and pragmatic norms by 

which the bilingual and intercultural skills of Non-Native Speaker (NNS) teachers have been 

marginalised‖ have been challenged due to the salience of World Englishes (WEs). The second 

                                                

2 In the dissertation, all abbreviations are written when they appear for the first time in a chapter.  The aim 
of this practise is to remind readers of the meanings of abbreviations. 

3 The native speaker fallacy is a term coined by Robert Phillipson (1992:185) to describe the implausibility 
of the ideal teacher as the native speaker.  
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line of enquiry centres on the notion of identity as a distinctly researched concept. Morgan 

(2004:173) asserts that numerous studies ―have examined how a teacher‘s experience of 

identity ... both shape and are shaped by the processes of instruction and interaction that evolve 

within the specific sites of bilingual and second/foreign language education‖.  

Processes or events which influence teacher identity can also originate from external sources.  

In this study, the decision of the Thai teachers‘ council to list NS countries from which English 

teachers should be recruited, and countries which are labelled as NNS English-speaking 

countries (including South Africa), provide a specific external source that could potentially 

influence the teacher identity of A-E bilingual teachers of English in Thailand. In this study, the 

proposed external influence of the instance of status-demotion related to A-E teachers of 

English in Thailand is labelled, by the researcher, as ‗the event‘. ‘The event‘ is defined as the 

act of demoting South Africa (and directly with it, English teachers from South Africa) from its 

status as an English NS country to a4 NNS country by the Thai teachers‘ council as stipulated in 

the foreign teacher licences requirement documents (Thai Teacher‘s Council, 2012).   

This study engages both lines of enquiry proposed by Morgan (2004), in some measure, so as 

to answer the following broad question: 

What effect did ‗the event‘ have on the perceived teacher identity of A-E South 

African teachers of English in international schools in Thailand? 

Both the effect of a WEs view and the effect of this worldview on English teacher identity are 

encapsulated in the broad research question of the study.  

‗The event‘ is regarded as a macro structure in the domain of education service provision. 

Macro structures are defined by Day et al. (2006:611) as ―broad social/cultural features usually 

referred to in discussions of social diversity and/or government policy as it is implicated in order 

of education service‖. It can also be seen as an external factor that influences teacher identity. 

A clear distinction is made by Day et al. (2006:611) between macro-, meso-, micro- and 

personal-structures which influence teacher identity.  However, in the study it is argued that this 

particular action (‗the event‘) has deeper consequences. It not only influences the research 

subjects‘ professional identities as English teachers, but has the potential to have an effect on 

their personal identities and their employment circumstances as well. This assumption is based 

on previous research which suggests that South African teachers of English in Thailand see 

themselves as stable bilinguals and NS of English (see for example, Watermeyer, 1996; 

                                                

4 In this study, the researcher assumes that readers read NNS as ―non-native speaker‖ and NS as ―native 
speaker‖.  Therefore, the indefinite article ―a‖ is used before NNS and NS.  If readers were to read 
NNS as letters, then the appropriate indefinite article would have been ―an‖, which is not used in this 
dissertation.   
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Coetzee-Van Rooy, 2013). Therefore, the potential impact of ‗the event‘ is investigated as 

structural action that influences the macro-, meso-, micro- and personal-identity of the A-E 

teachers of English in Thailand.  

A-E bilinguals constitute a unique English population in the Outer Circle context of South Africa 

(see for example, Malherbe, 1943; Watermeyer, 1996; Coetzee-Van Rooy, 2013). Many A-E 

bilinguals in South Africa achieve ―concordant bilingualism‖5 which makes it difficult to 

‗categorise‘ them in the NS vs. NNS dichotomy. The unique form of A-E bilingualism 

problematises the notion of NS vs. NNS identity inherently. A study of the teacher identity of A-E 

bilinguals, in a context where their NS-status is challenged formally, holds the potential to 

deepen insight about bilinguals in more contexts. It also holds the potential to situate A-E 

bilinguals within the context of translanguaging6 and superdiversity7, two concepts which 

inherently challenge not only the NS-concept, but also traditional concepts such as balanced 

bilingualism.  

From the work of Selvi (2010) and others (Anchimbe, 2006; Cook, 1999), it is clear that 

―different disciplines perceive the NS-construct differently‖ (Selvi, 2010:156). A multitude of 

research, in the past three decades, has explored this construct within the parameters of the 

notion of NS vs. NNS. Though, what most of these studies have in common is an approach 

which focuses on what constitutes a NS.  It would seem that the NS-construct is only relevant 

when examined within the context of the NNS. Seemingly the NS-construct – and for that matter 

NS-status – only has merit when dichotomised. Traditional studies usually unpack this 

dichotomy between the NS and the NNS, by focusing on already established relationships (for 

example, the NS teacher vs. the NNS teacher, the NS student vs. the NNS student, etc.) that 

relate to the attainment of NS-status and the subsequent difficulties in this process. While these 

studies explore long-standing, relevant and seemingly inexpungible issues, they fail to address 

                                                

5 Concordant bilingualism is an adapted form of balanced bilingualism as redefined by the researcher in 
Chapter 2.  

6 Translanguaging is a current linguistic concept which is centred on the language practices of bi- and 
multilingual people. It challenges previously held beliefs about the linguistic resources espoused by 
bi- and multilingual people. It is defined by Garcia and Wei (2013:2) as an approach that ―considers 
the language practices of bilinguals not as two autonomous language systems but … as one 
linguistic repertoire with features that have been societally constructed as belonging to two separate 
languages‖.  

7 Superdiversity is a term coined by Vertovec (2007:1024) to describe the changing landscape of Britain 
and other European contexts. He describes it as the ―dynamic interplay of variables among an 
increased number of new, small and scattered, multiple-origin, transnationally connected, socio-
economically differentiated and legally stratified immigrants‖. In other words, to some extent, one 
could say that Britain‘s ethno-linguistic and-cultural landscape has turned into a mirror-image of 
countries like South Africa in the recent past.  This notion is also expressed by scholars like Piller 
(2016).  
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an important angle within the field: that of the ‗uncategorisable‘ concordant bilingual; and more 

specifically, the South African A-E bilingual and their situation within the NS vs. NNS debate. 

Rampton (1990:97), in an attempt to expand the field of study, proposes that the term native 

and mother tongue be replaced with concepts such as ―expertise, inheritance and affiliation8”. 

He states that while these terms may still seem inefficient, at least ―they insist that we do not 

assume nationality and ethnicity are the same as language ability and language allegiance‖ 

(Rampton, 1990:97). This idea that expertise and affiliation should outweigh the socially 

constructed and loaded concepts, such as NS, is of utmost importance to Outer Circle speakers 

of English within the context of the Expanding Circle teaching field, where English second 

language (ESL) and English foreign language (EFL) teaching occur. Its importance lies in its 

focus on perception. The necessity for a global community to change its perceptions with regard 

to the validity of the idealised NS is addressed here. Nevertheless, A-E bilinguals remain 

subjected to a reality where the NS fallacy regulates employment and credibility of English 

teachers in Asia, as illustrated by ‗the event‘. 

In contrast to Rampton‘s (1990) attempt at regulation, Medgyes (2001:340) explores the idea 

that the distinction between NS and NNS should endure and that ―the two groups remain clearly 

distinguishable‖. He explicitly states that the NNS will never gain NS competency, but that both 

have an equally important role to play in teaching.  Llurda (2004:320), on the other hand, 

advocates that the concept of English as an international language (EIL) is important and 

explains that EIL speakers are NS of their varieties and that English is no longer exclusively 

owned by the NS-communities, but that its ownerships is shared by the newly arrived members 

of the English speaking community (i.e. NNS).  This notion was advocated by Smith (1983) in 

the World Englishes (WE) paradigm as well. Both Llurda (2004) and Medgyes (2001) reflect the 

bulk of the current research focus and highlight the lack of focus on the role of the bi- and 

multilingual individual.  

A thorough investigation into the NS vs. NNS dichotomy in the past three decades has led to a 

rise in studies particularly focusing on the plight of the NNS teacher. Much of this research has 

centred around the perception of the NNS teacher, in other words, how they are perceived by 

learners and by the wider professional environment (Butler, 2007; Liu, 1999); their experiences 

and self-perceptions as NNS teachers (Rajagopalan, 2004; Reves & Medgyes, 1994); the 

worth- or equality status of the NNS (Medgyes, 2001 Selvi, 2010), and the influence of race on 

perceptions (Amin, 1997). Very little research has focused specifically on the situation of the A-

                                                

8 These concepts are italicized in the original text. 
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E bilingual and the effect of this positioning within the NS vs. NNS debate, or on the perceptions 

and the identities of these teachers.  

Further studies of importance include the work of Duff and Uchida (1997) who focus on 

examining the sociocultural identity and cultural transmission in the EFL classroom. Tsui (2007) 

explores the professional identity of EFL teachers in China; Simon-Maeda (2004) focuses on 

female teachers‘ identity in Japan, and Tang and Norton‘s (1997) study focus on the identity of 

the NNS ESL teacher. A number of studies have also been advocating the value of realising the 

potential and important contributions of the NNS teacher, as well as the illusive ‗equality‘ that 

NS and NNS teachers should enjoy. These studies focus on the issue of the attainment of NS-

status. Yet, few studies have explored the implication of the loss of NS-status.  

A reason for this might be the fact that the ostensible loss of NS-status is an unprecedented 

event. In 2012, South Africa and Ireland were removed from the list of recognised English NS 

countries by the government of Thailand, which resulted in a demotion of South African and 

Irish teachers‘ NS-status. Ireland later regained its NS-status. The removal of South Africa as an 

English NS country could potentially have severe implications for all those A-E bilinguals 

involved in the English teaching community in Thailand, and by implication, the wider school 

community. The very fact that we recognise the influence of such factors on the experience and 

construction of identity, leads to a reason for enquiry. The focus of this study, therefore, is not 

only on these potential implications, but also to address the absence of theoretical studies that 

deal with the socio-economic effects of the loss of NS-status, by specifically focusing on the 

case of A-E teachers teaching English in Thailand. 

After such an event, South African teachers who identify themselves as NS of English might 

have to deal with contradictory messages about employability, teacher status and perceptions 

of their efficacy as teachers. Theorists such as Selvi (2010), already highlight this contradiction, 

when stating that NS-ism should not be seen as the defining norm in the ESL profession. 

However, an analysis of current Thai job advertisements and qualitative research in the field 

suggest that unfortunately NS-ism is still alive in this context.  This contradiction – the desire to 

overcome prejudices related to the NS norm, and the awareness of the power of NS norms in 

the context of appointing English teachers in the Expanding Circle – is echoed throughout the 

body of research on this topic, and is addressed in this study. 

In the face of current socio-linguistic ideologies, the NS-issue should be seen as redundant, 

especially since theorists like Kachru (1992:3) emphasised, almost 30 years ago, that the 
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―traditional dichotomy between the native and non-native is functionally unsightful9 and 

linguistically questionable‖. This is reiterated by Hall (cited by Duff & Uchida, 1997:453), when 

he states that we need to ―move beyond the narrow focus on native versus non-native speaker 

as the only relevant identity in investigations of L2 use‖. Despite a three-decade-long argument, 

the discrepancy between professed theoretical views of the uselessness of concepts like the 

NS, and the lingering power of the concept when practical decisions about the appointment of 

English teachers are made, remains visible as previous exploratory research about the position 

of A-E bilingual teachers in Thailand has shown (Van Zyl, 2013). Data from a small scale project 

indicate that there is still a significant focus on the superficial NS-status in Thailand. The mere 

fact that a teaching council would award licenses on the basis of NS-status attests to this focus. 

For these reasons, this study takes cognisance of the so-called NS fallacy, but nonetheless 

works from the presupposition that the practical reality for many teachers is still informed by a 

pro-NS prejudice. The chasm that divides the NS and the NNS seems, at first glance, to be 

unsurpassable. The perpetual placement of the ESL/EFL teacher in either the NS or NNS camp 

provides a case for contested identity, which warrants further investigation. This is especially 

relevant to the case of A-E teachers of English who assigns to themselves the cloak of a NS 

identity, based on the unique bilingual situation from which they originate.  

Franzak (2002:259) explains that teacher identity is constructed through a ―continuing and 

dynamic process‖ which is influenced by numerous elements, and central to these, is language. 

Morgan (1997:432) reiterates the importance of this when he reflects upon the ESL classroom 

in the following way: 

Wherever and however meanings are expressed, shared, challenged, or distorted, 

language practices are always implicated in how people define who they are and 

how they subsequently act upon the possibilities such meanings convey. 

Morgan (1997) recognises the ESL/EFL classroom and its stakeholders as a ―unique, complex 

and dynamic social environment‖ which provides a plethora of opportunities for research. This 

recognition is adopted into the proposed study, based within the broader realm of identity 

studies. The identity of the A-E bilingual teacher of English is an already loaded concept; 

shaped by not only political, social and religious tension, it is also informed by a historical friction 

of languages.  Now placed within the current Asian context, it becomes an even more complex 

dynamic, and therefore a relevant and important avenue of enquiry. 

                                                

9 Kachru (1992) uses the word ‗unsightful‘, possibly to describe the tastelessness of the dichotomy. 
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1.3 Research questions 

In 2012 the Thai government declared that only speakers from the United Kingdom of 

Great Britain and Northern Ireland (UK), the United States of America (USA), the 

Commonwealth of Australia, New Zealand and Canada would be regarded as NS English 

countries and that English speakers from these countries would be eligible to teach 

English in the country without being subjected to an English proficiency test.  Countries 

such as South Africa and Ireland were removed from the list of NS countries in 2012.  

However, the Republic of Ireland was later re-instated onto the list. In light of this 

happening, this aim of this study is to investigate the effects of ‗the event‘ on the 

perceived teacher identity of A-E South African teachers in international schools in 

Thailand.  

The specific research questions for the study are: 

1. With regard to personal experiences: How do bilingual A-E English teachers perceive 

themselves in terms of the NS vs. NNS issue? Do they identify themselves as NSs of 

English or as NNSs of English and how do they motivate their self-identification?  

 

2. With regard to external factors: What are the perceptions of bilingual A-E teachers of 

English about their teacher identity in terms of teaching in South Africa and Thailand?   

 

3. With regard to internal or organisational factors: How are bilingual A-E teachers of 

English perceived by the wider school community in Thailand (parents, students, 

colleagues) in terms of their NS-status? 

1.4 Thesis statement 

―Spatial mobility is a fundamental social and historical aspect of African life‖ (Adepoju, 2004:59). 

As Africans and more specifically, South Africans, this inherent wanderlust is typically not only 

restricted to young migrants who seek the thrill of gap year experiences, but is also relevant to 

established and skilled South Africans. The purpose of this study is not to engage with 

motivations for migration or, indeed, its greater implications.  It is sufficient to note that the 

movement amongst South African teachers is facilitated by the opportunities which an 

increasingly globalised world provides for self-improvement, self-enrichment and the opportunity 

to become a global citizen. Owing probably to its strong colonial and historical links to Britain, 

South Africa was ―the largest foreign provider of teaching staff in the United Kingdom‖ (South 

African Council for Educators, 2011) in the early 2000s. This role was facilitated by South 

African teachers‘ identification and acceptance as native speakers (NSs) of English.  However, 
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with the advent of stricter emigration policies in the UK, as well as the economic rise of the 

Association of South-East Asian Nations (ASEAN), prospects for the travelling teacher have 

shifted east. The SACE report of 2011 indicate that ―48% of practicing teachers in South Africa 

intended to migrate and 27% of student teachers were considering migrating upon graduation‖ 

(SACE, 2011:6). These figures are indicative of the permeable nature of social and spatial 

global boundaries which also facilitate the spread of English as a world language.  

Global citizenship implies the acceptance of WE or speakers of different varieties of Englishes. 

On the one hand, Rajagopalan (2004) states that the implications of the acceptance of WEs are 

most visible in the sphere of language teaching. He proposes that ―ELT is poised to undergo 

some dramatic changes as native varieties of English give way to WE as the most coveted 

passport to world citizenship‖ (Rajagopalan, 2004:111). On the other hand, he also admits that 

the issue of WE is contentious in that it is ―an arena where conflicting interests and ideologies 

are constantly at play‖ (Rajagopalan, 2004:113). Perhaps central to the debate surrounding the 

NS vs. NNS is the idea of status. The idealised NS is seen as omniscient where Rajagopalan 

(2004:114) argues that traditionally discriminatory hiring practices, based on the native speaker 

fallacy (as we see in Thailand), lead to ―an extremely enervating inferiority complex among 

many a non-native learner/teacher‖. Although this status quo might seem logical, it is the 

argument in this study that the loss of NS-status for South Africans does not automatically exact 

negative implications on their identity as English teachers and the practical realities related to 

employment. It may be assumed that the South African teacher‘s identity is originally steeped in 

a bilingual and more egalitarian origin, which informs their convictions and desires to become 

global citizens. Therefore, the implications of the loss of NS-status might inform their identity 

and pedagogy in a positive way through which they promote and encourage the exploration of 

their students‘ own idiosyncratic varieties of English.  These complexities will be explored further 

in the rest of the dissertation. 

1.5 Methodology 

This study adopts a qualitative approach situated within Burrell and Morgan‘s (1979:32) 

―Radical Humanist paradigm‖ in which the ―frame of reference is committed to a view of society 

which emphasises the importance of overthrowing or transcending the limitations of existing 

social arrangements‖. The ―central emphasis upon human consciousness‖ (Burrell & Morgan, 

1979:33), therefore, dictates a subjectivist approach with the methodology overtly ideographical 

in nature.   

An ideographic approach to methodology seems to be in line with recent studies of teacher 

identity.  A survey of the available literature indicates that the most recent studies on teacher 
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identity have been conducted from within a qualitative approach in which observation data, 

interviews and narrative analyses take centre stage – often in the form of case studies.  

Varghese et al. (2009:23) explain that investigations into language teacher identity have 

recently focused on both classroom activity (pedagogy) as well as the influence of teachers‘ 

social environments on their lives and their pedagogy. The research questions of this study 

dictate that the researcher employs a mixed method (MM) approach through which to attain 

reliable data. Empirical data for this study were collected in two major data sets. The data sets 

and the relevant instruments are briefly noted in this section. Each data set, instruments and 

analyses frameworks are discussed comprehensively in Chapter 3 of the dissertation. The 

instruments for both data sets are available in the annexures.  

Data set A relates to research questions one and two that aim to ascertain perceptions with 

regard to the self-identification of South African A-E teachers of English within the NS-debate. 

For this data set, the participants are defined as A-E South African teachers currently teaching 

(or who have taught) English in Thailand. The participants were selected through the use of 

snowball sampling. The researcher used three instruments to collect data: 

i. Language portraits, 

ii. A questionnaire study (see Appendix A), and 

iii. Feedback sessions, where participants reflected on the accuracy of the researcher‘s 

interpretation of data. 

Data set B relates to research question three in which the researcher investigated the 

perceptions of the wider school community with regard to A-E South African teachers of English 

in Thailand. For this data set, the participants are defined as selected headmasters/school 

directors, fellow teachers and Human Resources personnel of international schools in Thailand. 

The data were captured via a questionnaire (see Appendix B).   

The two sets of data culminate in a broader understanding of the challenges that A-E South 

African teachers of English in Thailand face in terms of maintaining or adapting their identity as 

teachers. It also provided a sound basis for interpretation and recommendations of the study.  

1.6 Ethical considerations 

The researcher applied for ethical clearance at the North West University‘s ethics committee for 

Language Matters.  The study was approved and registered as Sub-Project 3 under the 

umbrella project – Multilingual repertoires and attitudes towards languages known – under 

direction of Professor A.S. Coetzee-Van Rooy (NWU Ethics clearance nr: NWU-00031-07-S1 
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[2012-2017]; Sub-project 3). All instruments (questionnaires, language portraits, interview 

protocols) were submitted to the ethics committee after the approval of the proposal by the 

Committee for Advanced Degrees (CAD) at the NWU. Furthermore, the researcher took care of 

relevant ethical matters by means of the following:  

a) Interviewees were adequately informed about the nature of the study. Permission for 

participation was requested in the form of a signed document. The participants‘ data 

were reported anonymously and they were informed that they may withdraw from the 

study at any stage. 

b) Permission was obtained and anonymity was assured in terms of questionnaire data. 

Possible ethical issues that were identified were related to questioning colleagues and 

school directors with regard to their attitudes to South African teachers.  Great care was 

taken to not evoke the status of specific individual South African teachers of English at 

specific schools during this part of the investigation.  

1.7 Contribution of the study 

The main aim of the study is to contribute a descriptive understanding of how teacher identity is 

affected by factors such as the loss of NS-status in the case of the A-E South African English 

teacher in Asia. The researcher hopes to contribute to the field of ELT research, as well as to 

the field of A-E bilingualism, by investigating the previously unexplored topic of the A-E South 

African teacher‘s identity in the domain of English teaching in an international context.  

1.8 Chapter division 

The debate regarding the validity of the concept NS, its influence on the identity of South 

African teachers who are teaching English in Thailand, as well as the implications of the loss of 

NS-status are introduced and contextualised in Chapter 1 of this study. 

Chapter 2 furthers the contextualisation of the study in that it elucidates the three main 

theoretical concepts of the study via comprehensive and critical literature reviews. Part one of 

Chapter 2 comprises of a thorough review of the literature surrounding the concept of A-E 

bilingualism. It provides a historical view of the concept and adapts and situates it within the 

context of the study as a working concept.  Part two of Chapter 2 attempts to clarify the issue of 

identity, focussing specifically on teacher identity. Part three of Chapter 2, explores the NS-

debate and its contentious position in sociolinguistics today.  

Chapter 3 discusses the methodology used in the study. It discusses the positioning of the 

study in a qualitative, empirical humanistic setting. It further elucidates on the two data sets as 
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well as the data collection methods which include a discussion of the language portraits, 

questionnaires and feedback sessions.  

In Chapter 4 data is presented, analysed and interpreted.  The aims of this chapter include the 

presentation, analyses and interpretation of the findings directly related to the three research 

questions relevant to the study.  

Chapter 5 concludes the study with an exposition of the main findings, the implications of the 

findings, recommendations for future studies and some concluding remarks.  
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CHAPTER 2   

LITERATURE REVIEW 

2.1 Introduction 

Language use is integral to personal and social development, part of the short- and long 

term development processes of both persons and communities. Personal and community 

development continues through the medium of additional languages as well as the first 

language, and I believe, occurs most naturally and basically by the functional integration 

of what nation states and formal linguistics demand be kept strictly separated. It might be 

a salutary inversion of traditional research perspectives to begin by looking at the role of 

multilingual activity (or its suppression) in a community, and then taking this as the context 

in relation to which individuals develop (in part), by using more than one ―language‖ 

(Lemke, 2002:85). 

With this study the researcher attempts to support Lemke‘s call for researching language 

influence, within the framework of multilingual activity.  The study attempts to establish how a bi- 

or multilingual orientation affects: a) the participants‘ identity as teachers, b) their situation in 

relation to the Native-speaker (NS)-issue, and c) their experience as concordant10 bilinguals. 

The discourse of the modern Afrikaans-English (A-E) South African is already a highly complex, 

historically-, politically- and socially loaded one. A-E South Africans are situated within a context 

of an ideological multilingual promotion of eleven official languages, where in practice, the 

hegemony of English (and to a slightly lesser degree Afrikaans) still reigns supreme.11 

To examine, by means of this study, the A-E bilingual South African within the international 

context of the Expanding Circle as a concordant bilingual English teacher, who is specifically 

labelled as a Non-Native Speaker (NNS), multiplies this complexity.  The intricacy arising from 

undertaking a study of this multifarious nature, dictates firstly that a thorough literature review be 

undertaken in order to investigate the three main theoretical concepts relevant to the study. This 

chapter, therefore, is divided into three parts: Part one addresses the relevant literature related 

to the concept of bilingualism and a discussion of the specific case of A-E bilingualism in terms 

                                                

10 This term will be explained in detail in this chapter. 
11

 Kamwangamalu (2000:51) explains this hierarchy when he states that in contrast with the official policy 
of language equity provided by South Africa‘s constitution, this is not the reality of most of South 
Africa‘s institutions and social contexts in terms of everyday language practices. He further 
comments on the true hierarchical structure of South Africa‘s eleven official languages providing a 
picture of inequality as he defines the system as   ―a three-tier, triglossic system; one in which 
English is at the top, Afrikaans is in the middle, and the African languages are at the bottom‖. 
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of a historical overview and an illustration of the current disposition and use of the concept in 

this study.  Part two briefly describes studies of identity and culminates in a discussion of the 

operationalisation of the concept of teacher identity as used in this study.  Part three delves into 

the NS-debate by illustrating the longstanding discussions and schools of thought in the subject 

field. 

2.2 Part one: Bilingualism and the specific case of A-E bilingualism  

There are two broad sub-units in this part of the dissertation.  The first sub-unit focuses on the 

literature related to bilingualism and the second sub-unit focuses on the specific case of A-E 

bilingualism.  At the end of part one, a conclusion will be offered that includes a further 

motivation for a study of A-E bilingual teachers of English in Thailand. 

2.2.1 Overview of bilingualism literature 

In this sub-unit, the main aim is to critically review the plethora of definitions and types of 

bilingualism in the literature, and to work towards a definition of bilingualism utilised in this 

study. 

Baker (2011:12) formulates the approach towards bilingualism that informs this study succinctly 

when he states that ―… a bilingual is a complete linguistic entity, an integrated whole‖ (Baker 

2011:12).  In this part of the dissertation, a thorough and critical review of the literature related 

to the phenomenon of bilingualism is presented.  This is a difficult task, because of the 

polysemic nature of the construct bilingualism.  Bilingualism has a variety of definitions and 

these definitions often differ across fields of study. Bilingualism is studied either as the 

―possession of the individual‖ (Baker, 2011:2) of what Hamers and Blanc (1989) call 

―bilinguality‖; or the ―psychological state of an individual who has access to more than one 

linguistic code‖ (Hamers and Blanc, 1989:6); or it can be studied as a social grouping 

mechanism as suggested by Adler (1977), Hamers and Blanc (1989) and Baker (2011). While 

these notions constitute some of the traditional parameters of bilingualism studies, it must be 

noted that within the framework of current linguistic ideologies such as translanguaging and 

superdiversity, the boundaries that underlie some of the approaches to bilingualism studies 

mentioned above are becoming permeable. In a superdiverse context, the degree of language 

knowledge is dictated by complex communicative contexts and functions, not necessarily set in 

stable communities of practice as Blommaert and Backus (2012) point out. In the emerging 

tradition of translanguaging studies, the focus turns from researching ―languages to 

[researching the] speech and repertoire‖ (Busch, 2012:4) of the individual as influenced by their 

lived experiences. 
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We see bilingualism researched in fields from that of ―history, anthropology to neurology and 

artificial intelligence‖ (Wei, 2000: ix); in politics and geography, as well as featuring more 

prominently in linguistics, psychology, and sociology. The vast research domain that is 

linguistics (which this study falls under), holds a one-and-a-half-century long conflicting interest 

in the subject of bilingualism (Adler, 1977:4). According to Wei (2000:18) up to the 1960s, a 

view that portended significantly detrimental consequences of bilingualism was held by a 

majority of scholars.  Within the span of 50 years though, this attitude changed, and it is now 

recognised that there are not only communicative-, but also cultural- and cognitive advantages 

to being bilingual. Wei (2000:24) elucidates on one of the most prominent and complex 

difficulties that arises from being bilingual: that of the influence of bilingualism on identity 

construction and maintenance. The researcher takes cognisance of this issue and regards this 

matter as an investigative opportunity to delve into the experiences and perceptions related to 

the complexities of being A-E bilingual teachers of English in an international context like 

Thailand which is the focus of this study. 

Within the field of linguistics, sub-fields of investigation that focused on bilingualism include: 

investigations into broader social issues such as bilingual education.  In this domain, the 

translanguaging movement is highly active, most notably with the work of Blackledge and 

Creese (2010), Garcia et al. (2012, 2013) and Van der Walt (2013) in South Africa.  Other 

domains of bilingual research include issues specifically related to language planning and 

policy; ethnographic issues such as language and cultural maintenance and shift: language 

attitudes and behaviours: and bilingualism and identity. Linguistic issues studied in relation to 

bilingualism include the linguistic features and characteristics of bilingualism, cognitive 

psychology and language acquisition and linguistic development. For the purposes of this study, 

Adler‘s (1977:2) postulation that bilingualism is more of a sociological (and therefore by 

implication a sociolinguistic) point of interest, is supported. The purpose of this study is not to 

investigate the cognitive abilities or features of bilinguals, neither is it to identify and investigate 

their language acquisition history and patterns.  The purpose of the study is not to provide a full 

review of the vast 150 year collection of literature on the subject. The aim of the study is rather 

to identify what the social implications (in terms of identity construction and maintenance) of 

bilingualism are, especially studied from the perspective of the self-perceptions of South African 

A-E teachers teaching English in Thailand. With this in mind, the aim of this section of the 

chapter is to provide a relevant review of related literature in order to establish a conceptual 

definition for bilingualism as it is used in this study.  
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2.2.2 Definitions of bilingualism 

Perhaps the first question in any study of bilingualism would be to answer:  what exactly 

constitutes a bilingual person? For it is only with a conceptual definition of whom we refer to as 

bilinguals that we can justify our research. Like the other concepts in this study (‗identity‘ and 

‗native speakerism‘), and as already has been illustrated above, bilingualism is also a complex 

and often conflicting term. For this reason, this section discusses bilingualism in terms of the 

elements traditionally considered in defining it as a concept. The first element of the definition to 

be discussed relates to linguistic structure and language skills; the second comprises the 

multidimensional nature of the concept and the third issue relates to notions of multicompetence 

as it connects to definitions of bilingualism.  

An exposition of the inclusion of linguistic structure and language skills (element one) in the 

definition of bilingualism is evident in the traditional, early definitions in the field. Several authors 

(Baker, 2011; Grosjean, 1982; Hamers & Blanc, 1989; Mackey, 2000; Wei, 2000; Chin & 

Wigglesworth, 2007) suggest the definition of bilingualism to be much more complex than it 

appears. Both Hamers and Blanc (1989:7) and Chin and Wigglesworth (2007:3) point out the 

lack of precision, operationalisation and the single-dimensionality of these traditionally 

constructed definitions of bilingualism. These include those definitions which are primarily 

concerned with the ―linguistic structure and language skills‖ (Hamers and Blanc, 1989:7)  of the 

speakers where, for instance, definitions only take into account the level of proficiency in the 

languages known by the bilingual. Examples of these definitions from the founders of the 

subject field include: Bloomfield‘s definition (1933:5) of bilingualism as the ―native like control of 

two languages‖; Thiery (1978:146) who believes that only once the ―speaker of one language 

can produce complete, meaningful utterances in the other language‖ can they be considered 

bilingual. These definitions are challenged by modern theories on multilingual language 

practices and translanguaging. Grosjean (1982:231) proposes that research in bilingualism 

steers clear of an exclusive focus on fluency and competency, but rather take into consideration 

factors such as the ―regular use of two languages, their domains of use, and the bilingual‘s need 

to have certain skills (reading and writing for instance) in one language and not in the other‖. 

Expanding on Grosjean‘s proposal, Hamers and Blanc (1989:7) illustrate the second element of 

a definition in their view of bilingualism when they suggest that bilingualism is a 

―multidimensional phenomenon‖ which must be investigated as such. Their suggestion for a 

multidimensional approach to bilingualism includes a study of at least the following elements 

that relate to bilingualism: relative competence, cognitive organisation, age of acquisition, 

exogeneity, social cultural status and cultural identity.  Similarly Wei (2000:5) suggests that 

bilingualism should be defined as incorporating the following dimensions: fluency, competence, 
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proficiency, categories of competence in one of the four language skills, self-perception and 

self-categorisation, and degrees of a bilingual state as it varies over time. Mackey (1968, 1976, 

2000) discusses bilingualism as a relative concept which is bound by factors such as degree, 

functions, alternation and interference. Mackey (2000:27) defines bilingualism as ―a behavioural 

pattern of mutually modifying linguistic practices varying in degree, function, alternation and 

interference‖.  Baker (2011:8) also delineates dimensions for the study of bilingualism as: ability, 

use, balance of two languages, age, development, culture, context and elective bilingualism. 

Baker (2011:8) also states that determining the state of bilingualism depends on the ―purpose of 

categorisation‖. Of note in Baker‘s work though, is his discussion of bilingualism in terms of two 

opposing schools of thought:  the monolingual view and the holistic view of bilingualism (which 

draws on, and advocates, the concept of multicompetence discussed below). In a monolingual 

or fractional view of bilingualism, it is accepted that the individual lives in a state of dual 

competency where she is the product, or the sum of two (in)/complete monolingual realities. In 

opposition to this, a holistic view incorporates the idea that each individual has a ―unique 

linguistic profile‖ (Baker 2011:9), a notion based on the concept of multicompetence. 

In Pavlenko‘s (2009:262) attempt to address the discourse of linguistic competence the third 

element of a definition of bilingualism arises, when she suggests that being bilingual includes 

―anyone who uses more than one language for particular purposes at some point in their daily 

lives‖ and bases this definition neither on chronology of learning or acquisition of languages nor 

on one‘s proficiency in languages, but on the concept of ‗multicompetence‘ as introduced by 

Cook (1992, 1999).  Multicompetence is defined by Cook (1999:190) as referring to the 

―compound state of mind with two languages‖ where ―multicompetence covers the total 

language knowledge of a person who knows more than one language‖. Dewaele (2014:50) 

expands on this definition by stating that ―multicompetent, multilinguals seem more aware and 

appreciative of the diversity in the world, able to consider it through the prism of their different 

languages and cultures‖.  

Translanguaging expands on the concepts of, for example, Cook‘s (1999) notion of 

multicompetence and favours a holistic view of language skill and repertoire for each individual. 

Its foundational orientation lies in the negation of the monolingual separation of languages 

within the mind.12 Translanguaging scholars, therefore, advocate dynamic bilingualism (Garcia & 

Wei, 2013:13). In a dynamic bilingual state, there is no switch between languages rather both 

(or more) languages are viewed as being active throughout daily language practices. Dynamic 

                                                

12 To apply this notion to the South African A-E bilingual we can state that, while there may be ideological 
desires in certain groups to keep the two languages pure and separate, the language reality in South 
Africa for these bilinguals contradicts any such desire. A-E bilinguals use these two languages 
because they are inherently intertwined, from inception (as will be argued later in this section).   
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bilingualism also refers to the social influences on the use of languages. Garcia and Wei 

(2013:109) describe dynamic bilingualism as ―the language practices of all bilinguals [which] are 

complex and interrelated; they do not emerge in a linear way‖ and describe dynamic 

bilingualism as ―a series of social practices that are embedded in a web of social relations‖. This 

indicates that linguistic resources and skills are constantly dynamic, changing and adapting to 

the social context and communicative need of the bilingual.  

Based on these definitions, it is possible to accept that A-E bilinguals probably adhere to all of 

these translanguaging parameters in that their use of their languages are contextually- and 

socially bound.  A unique element in discussions of A-E bilingualism is the relative high 

proficiency levels achieved in both Afrikaans and English.  While there is no expectation of 

balanced bilingualism in the translanguaging context, in the context of this study, a certain 

bilingual balance of proficiency does exist.  The notions discussed in this section will be 

incorporated in a definition of ‗balanced bilingualism‘ that will be formulated for the purpose of 

this study later in the chapter.   

2.2.3 Types of bilingualism 

Bilingualism in its diversity can be classified in a number of ways.  Wei (2000:6-7) provides a list 

of varieties of bilingualism which include, but are not limited to, the following aspects presented 

in Table 2-1.  

Table 2-1: Varieties of bilingualism according to Wei (2000:6-7).  

Variety of 

bilingualism 

Definition 

Additive bilingual Someone whose two languages combine in a complementary and 

enriching fashion. 

Ascendant bilingual Someone whose ability to function in a second language is 

developing due to increased use. 

Balanced or 

ambilingual 

Someone whose mastery of two languages is roughly equivalent. 

Compound bilingual Someone whose two languages are learnt at the same times, often in 

the same context.  

Co-ordinate bilingual Someone whose two languages are learnt in distinctive separate 



 

18 

contexts. 

Covert bilingual Someone who conceals his or her knowledge of a given language 

due to attitudinal disposition. 

Diagonal bilingual Someone who is bilingual in a non-standard language or a dialect 

and an unrelated standard language. 

Dominant bilingual Someone with greater proficiency in one language and uses it 

significantly more than the other language. 

Dormant bilingual Someone who has immigrated to a foreign country for a considerable 

period of time and has little opportunity to keep the first language 

actively in use. 

Early or ascribed 

bilingual 

Someone who has acquired two languages early in childhood. 

Functional bilingual Someone who can operate in two languages with or without full 

fluency for the task at hand. 

Horizontal bilingual Someone who is bilingual in two distinct languages which have a 

similar or equal status. 

Incipient bilingual Someone at the early stages of bilingualism where one language is 

not fully developed. 

Late or achieved 

bilingual 

Someone who has become a bilingual later than childhood. 

Maximal bilingual Someone with near native control of two or more languages. 

Minimal bilingual Someone with only a few word and phrases in the second language. 

Natural bilingual Someone who has not undergone any specific training and who is 

often not in a position to translate or interpret. 

Productive bilingual Someone who not only understands, but also speaks and possibly 

writes in two or more languages. 

Receptive or Someone who understand a second language, in either its spoken or 
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asymmetrical 

bilingual 

written form, or both, but does not necessarily speak or write it.  

Recessive bilingual Someone who begins to feel some difficulty in either understanding or 

expressing himself with ease, due to lack of use. 

Secondary bilingual Someone whose second language has been added to a first 

language via instruction. 

Semi-lingual 

bilingual 

Someone with insufficient knowledge of either language. 

Simultaneous 

bilingual 

Someone whose two languages are present from the onset of 

speech. 

Subordinate 

bilingual 

Someone who exhibits interference in his language use, by reducing 

the patterns of the second language to those of the first. 

Subtractive bilingual Someone whose second language is acquired at the expense of the 

aptitudes already acquired in the first language. 

Successive or 

consecutive 

bilingual 

Someone whose second language is added at some stage after the 

first has begun to develop.  

Vertical bilingual Someone who is bilingual in a standard language and a distinct, but 

related language or dialect. 

While this categorisation aims to delineate typical forms of bilingualism, many of these 

categories are either irrelevant in a global context or need to be re-evaluated. Within a 

superdiverse context it is difficult to assign a certain type of bilingualism to an entire group of 

people. This is due to repertoires being considered as personal developments, or products of 

the individual‘s lived experiences (Blommaert and Backus, 2012).  However, in the case of A-E 

bilingualism, it should be acknowledged that A-E South Africans are in a state of constant 

linguistic interaction where Afrikaans and English are used on a daily basis, and where a variety 

of other languages like Southern Sotho or Zulu are present in the environment. Based on this 

notion several of Wei‘s (2000:6-7) categorisations seem to be relevant to some degree in this 

study. A-E bilingualism could be ascribed to a combination of balanced, maximal, productive, 

secondary, simultaneous and successive states of bilingualism. As will be argued in the 

forthcoming section, the South African educational historical trajectory has favoured the 
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teaching of Afrikaans and English for white South Africans (and for black South Africans to 

some extent).  Currently, both of these languages are taught in school to Afrikaans and English 

home language users from the foundation phase through to high school education. Due to 

schooling in both languages as well as the lingua franca status of English (and to some extent 

Afrikaans) in South Africa, there would also be an assumed proficiency in both languages 

among many citizens who do not use Afrikaans and English as home languages. Since many 

households in South Africa consist of intermarriages between Afrikaans home language and 

English home language speakers (De Klerk, 2001) some of these A-E bilinguals will also be 

simultaneous bilinguals. Based on a lifetime of language contact in the social, educational and 

cultural sphere, it can be assumed that at some stage in their lives these individuals will attain a 

form of equality or balance in the two languages.   

Wei (2000:6) defines balanced bilinguals as people whose ―mastery of two languages is roughly 

equivalent‖. While Hua (2014:39) believes products of ―Bilingual and Multilingual First Language 

Acquisition‖ (BAMFLA) are ―not two or three monolinguals in one. Apart from code-switching 

research, evidence shows that the languages being acquired also interact and interfere with 

each other‖.  While traditional bilingual discourse reflects negatively on code switching because 

it alludes to a lack of mastery of one of the languages, within  Cook‘s (1999) model of 

multicompetence, code switching is a characteristic process as the speaker is able to use both 

languages simultaneously which ―shows the intricate links between the two language systems‖ 

(Cook, 1999:193).  In the South African context, Van der Walt et al.‘s (2001) concept of 

―responsible code-switching‖ is influential in that it promotes specific forms of code-switching in 

educational contexts as beneficial to bilingual learners like A-E bilinguals.  These positive views 

of code-switching reiterate the translanguaging expectation of a unified linguistic skill-set in 

which bilinguals use their different languages as a pool of resources to create meaning and to 

communicate.  

An alternative view of balanced bilinguals is provided by Baker (2011:8) who defines balanced 

bilingualism as ―someone who is approximately equally fluent in two languages across various 

contexts‖. However, Baker (2011) challenges the notion of the balanced bilingual by stating that 

it becomes a problematic and highly idealised concept in terms of the question of ‗appropriate 

competence‘, and therefore, measurement, definition and comparison of bilingual profiles are 

challenge. With regard to the comparison of bilingual profiles, Baker (2011) contemplates 

whether the bilingual can be compared to the NS. Despite this criticism, the term balanced 

bilingual ―has proved to be of value in research and theory‖ (Baker, 2011:8) and we are 

reminded of Baker‘s own words – that the definition of a bilingual is determined by the purpose 

of the inquiry.  
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Despite its usefulness as a concept in research, balanced bilingualism is challenged throughout 

the literature. Garcia (2011:2) explicitly states that there are no balanced bilinguals who use 

languages for the same purposes or in the same way all the time. Martin (2012:35) resonates a 

general view that balanced bilinguals do not exist, and if they do, they are very rare. However, 

all of these repudiations are based on the idea that balanced bilinguals are seen as the product 

of two monolinguals who have equal proficiency in both languages and use both languages in a 

similar fashion for precisely similar reasons and functions. For this reason it evokes a sense of 

complete equality in all aspect.  In this study the researcher would like to propose an adaption 

of this definition of balanced bilingualism. 

Before an adapted definition can be postulated, however, balanced bilingualism also needs to 

be examined within the scope of the NS-issue. Although this issue is expanded upon later in 

this chapter, for the purpose of identifying the defining characteristics of ―balanced bilinguals‖, I 

briefly reflect on what is regarded as acceptable language mastery from a NS perspective and 

how these characteristics are challenged in the context of balanced bilingualism.  

Davies (2013:4) ponders whether the second language (L2) speaker can develop into a NS. His 

short answer is yes; contingent on attaining several distinguishing features mastered by the NS.  

In cases where the L2 speaker is post-pubertal, the answer is yes, but highly unlikely. He 

defines the NS as someone with the following distinctive characteristics: 

i. Acquiring the ‗native language‘ in childhood.  

ii. Having strong intuitive notions regarding the ‗native language‘. 

iii. Having intuitive knowledge of how an own idiolect differs from Standard English. 

iv. Possessing a distinctive ability to ―produce fluent spontaneous discourse ... 

facilitated by a huge memory stock of complete lexical items‖.   

v. Possessing a distinctive ability to write creatively. 

vi. Possessing a distinctive ability to interpret and translate into her first language. 

All of Davies‘ (2013) NS characteristics can be challenged within the context of the A-E 

bilingual.  

i. A-E bilingual children may learn two languages at different stages and in different 

domains (e.g. home and school) in their childhood and still reach native-like 

competence in both, because they are immersed in a context of bi- and 

multilingualism from birth. These two languages form part of a combined 

language skill-set that they can access for a variety of functions and reasons. 



 

22 

ii. It could be argued that if two languages are related in the way that Afrikaans and 

English are – a ‗NNS‘ or an A-E bilingual may also develop these intuitions; 

especially if they are constantly aware of the interplay of the two languages.   

iii. A-E bilinguals seem to be super-aware of their multilingual environment and their 

own bi- or multilingualism and are, therefore, aware of language differentiation in 

general. 

iv. A memory stock of complete lexical items can be attained in more than one 

language – depending on the meaningful exposure to the language and possible 

functional distributions of the language. Despite this, in a translanguaging context 

a speaker need not have complete stocks of any language to achieve successful 

communication. 

v. Davies alludes here to the creative writing ability of a group of people based on 

the fact that they learnt a language in early childhood. This cannot be related to 

the ability to write. Is this not a question of intelligence and aptitude?   

vi. A-E balanced bilinguals use the two languages as an integrated whole, but for 

different functions with different levels of dominance and, therefore, this point is 

irrelevant.  

A revised definition of balanced bilingualism as it is appropriate for the context of this study is 

postulated in the following section.  

The nature of the bilingualism of the participants in this study could be described as ‗balanced 

bilingualism‘ because there is evidence from historical and synchronic research data that this 

population achieves high levels of proficiency in Afrikaans and English at the end of their high 

school careers. The participants in this study are graduates from South African schools and 

universities where English (and at some schools and universities both Afrikaans and English) is 

the main language of instruction (Van Der Walt and Kidd, 2013:28).  

For the purpose of this study and in light of the increasing influence of concepts such as 

translanguaging, the researcher would like to rethink the term ‗balanced bilingualism‘ to include 

more than just a level of equilibrium in proficiency. In this study, ‗balanced bilingualism‘ does not 

mean that there is a precise equality in terms of proficiency and functional use of Afrikaans and 

English which dictates how the individual uses the two languages.  The definition that will be 

proposed for the purpose of this study rather leans toward Hamers and Blanc‘s (1989:8) 

definition of a  state of equilibrium as a situation where ―dominance or balance is not equally 

distributed for all domains and functions of language; [but where] each individual has his own 

dominance configuration‖. This definition then advocates the multidimensional and multimodal 

use of the two languages as a combined linguistic skills-set based on social and educational 
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interaction. Furthermore, the balance of this particular bilingualism also lies in an appreciation of 

the two languages as identity markers (Coetzee-Van Rooy, 2013) which will be discussed 

further in Chapter 4. The notion of ‗balance‘ relevant to the idea of ‗balanced bilingualism‘ that is 

used in this study is also supported by the fact that both languages receive societal and 

functional opportunities for use and inclusion in specific domains of use.   

2.2.4 Working definition of bilingualism in this study 

Taking into cognisance the literature reviews presented above, as well as the criticism against 

certain notions of ‗balanced bilingualism‘ highlighted by developments of new concepts like 

translanguaging and superdiversity, the following conceptual re-definition of the concept 

‘balanced bilingualism‘ as used in this study is presented in this section.  

The researcher proposes to work with the notion of ‗concordant bilingualism‘ for the purpose of 

this study. Stemming from the essential meaning of the word concordant as ‗in agreement‘ and 

‗harmonious‘, ‗concordant bilingualism‘ as used in this study develops when:   

i. The two languages used by concordant bilinguals have ‗linguistically‘ similar 

characteristics that enable the exploitation of exceptional affordances in the language 

learning or acquisition context. 

ii. Concordant bilingual users share corresponding underlying social conditions that enable 

continuous regular contact from a young age.  This includes the formal learning of both 

languages in the repertoire as school languages.   

iii. Both languages in the repertoire contribute to the lives of the bilinguals as 

complementary social identity markers. 

iv. Proficiency levels in the two languages included in the repertoire are in some form of 

agreement or in balance.   

The special case of A-E bilingualism will be discussed in detail in the section that follows.  As a 

way of concluding the current section, however, the proposed definition of concordant 

bilingualism is briefly applied to the case of A-E bilinguals.  The participants of this study are 

categorised as concordant bilinguals, because of the linguistic relationship between the 

Afrikaans and English as languages that form part of the Indo-Germanic language family.  The 

linguistic similarities between these languages should afford learners with opportunities to use 

knowledge of both languages to learn Afrikaans and English at high levels of proficiency.  These 

individuals have a fairly equal competence in both Afrikaans and English which they learnt from 

a very young age in the communities which they share as well as in school (in a country where 

the two languages are inherently linked both in form and via its historical-political social context).  
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These bilinguals continuously use the two languages in a dynamic and interactive way. These 

speakers are comparable to NS of English (and Afrikaans) because they are able to perform all, 

or most of the functions performed by NS of English in English.  They obviously also perform all 

language functions in Afrikaans, with a natural variance in proficiency levels in certain domains 

of language use.  The deeply multicultural- and multilingual background of A-E bilinguals 

provides them with an alternative view of the world which influences their identity construction 

and maintenance.  

2.2.5 The specific case of A-E bilingualism 

In this sub-unit, the specific case of A-E bilingualism will be discussed.  The focus will be on an 

understanding of the historical- and current situations of contact between Afrikaans and English 

speakers in South Africa that lead to the specific case of A-E bilingualism. 

2.2.5.1 Brief historical overview of the language contact situation between Afrikaans 

and English speaking South Africans 

The Afrikaans-English13 relationship is an intricate one, marred and enriched by two centuries of 

political, social and cultural friction that cannot be discussed comprehensively in this 

dissertation. In this section, the broad strokes of the passionate relationship between the people 

who use Afrikaans and English in South Africa will be discussed briefly as background to the 

study.  

In 190814 Dutch and English are the two media of instruction in schools in South Africa, and by 

1925 Afrikaans is recognised as an official language together with English, and replaces Dutch 

as medium of instruction. Malherbe (1943:3) states that eagerness towards the attainment of A-

E bilingualism could be found within both the Afrikaner and English communities in South Africa 

up until 1914. Branford (1996:39) illustrates this accommodation of bilingualism with examples 

such as the bilingual nature of Die Volkstem15 and the Freestate‘s ―strong tradition of English 

teaching‖. After 1914, however, political, racial and cultural concerns started to impact the 

positive attitude toward bilingualism in South Africa – where now both Afrikaner and English 

communities advocated the importance of the purity of their languages and culture.16  

                                                

13 For the purpose of this study the A-E bilingualism does not refer to the Western Cape Afrikaans 
communities, but rather to the descendants of the Dutch-Afrikaner community who settled in the 
North of South Africa. 

14 1908 General Hertzog introduces dual medium education in the Free State (Malherbe, 1943:51). 
15 A large Pretoria newspaper of the early 20

th
 century. 

16 Espoused by organisations like the ‗Broederbond‘ who advocated aggressive and exclusive cultural 
identity policies at that time. 
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The then Afrikaner‘s resistance to English was based on an attempt at apparent cultural identity 

preservation, stemming from Dutch resistance to Anglicisation in the late 17th century and 

culminating in the anti-inclusive education policies of the apartheid era (Watermeyer, 1996). In 

spite of this, during this period of rejection of bilingualism, language contact17 between the two 

groups continued in a state situation that grouped whites together. Haarhoff (in Malherbe, 

1943:14), for questionable reasons of ‗national unity‘, urges South Africans to form a ‗truly 

South African union‘ between Afrikaans and English people by advocating a strictly bilingual 

education system (for whites) in what Malherbe (cited by Branford 1996:40) describes as ―the 

development of two cultural circuits‖. This unification is still advocated 35 years later when by 

the late 1970s Kloss (cited by Eastman, 1990:16) suggests improving English amongst the 

Afrikaans citizens by teaching university course content in English and by exposing them to 

English language television.18 In an illustration of the power and the role of English in South 

Africa, forty-six years after Haarhoff‘s (1943) attempt at exclusive unification, Norton (1989), for 

radically (and rationally-sound) different reasons, discusses the then current advocacy of 

‗People‘s English‘ by teachers and learners in South Africa in an article which illustrates the 

appropriation of English as a tool for the attainment of inclusivity and freedom – not only for the 

oppressed, but for all who subscribe to the values of People‘s English. Although Norton‘s (1989) 

research stemmed from an opposition to the Afrikaner government at the time, her idea of 

People‘s English opened the door to an attitude change, to which Afrikaners were invited, 

whether they wanted to or not. 

It is for this reason that by this time the attitude of Afrikaners toward English seems to undergo a 

sub-conscious change. Watermeyer (1996:104) illustrates this by postulating that most 

Afrikaans speaking people in the country ―have a very positive attitude towards English and the 

ability to speak English conveys a sense of covert prestige‖. Watermeyer (1996) states that 

13.5% of Afrikaners in South Africa believed themselves to be fully bilingual by 1989 and that 

bilingualism is much rifer in the Afrikaner community than among the white English-speaking 

South African community (also reported by Hauptfleisch, 1979:42-43). Meerkotter (cited by 

Eastman, 1990:17) postulates that despite the fact that more South African citizens speak 

Afrikaans than English, it is in English that South Africa would find its lingua franca, because it is 

―a symbol representing an open, free and united democratic country‖.  

Language policies in  the post-apartheid South Africa  recognised the desire for people to ‗live‘ 

and use their home languages and, therefore, the Constitution of South Africa presented a 

                                                

17 Language contact is described by Wei (2000:3) as ―people speaking different languages coming into 
contact with one another‖.  

18 Interestingly Kloss (cited by Eastman, 1991:145) noted no need to teach Afrikaans to the English 
population of South Africa as ―many Anglo-Africans seem to use it quite fluently‖. 



 

26 

multilingual language policy dispensation which specifies in Act 6[2] that ―all [eleven] official 

languages must enjoy parity of esteem and must be treated equitably‖ (1996). It is widely 

acknowledged that in the education domain, English gained tremendous status as the preferred 

language of learning and teaching (see for example Eastman,1990).  Despite the multilingual 

language dispensation in South Africa, there is a  trend among many South Africans (especially 

African home language users)  to consider ―their [home-] language  as  part  of  their  cultural  

identity, [and] they  still  opt  for  English  as the ultimate official language to be educated in‖ 

(Serfontein, 2013:15). This implies a definitive degree of bi- and multilingualism in South Africa 

which points to the functional use of English in this society.  

In contrast to this functional adoption of English, Donaldson (1988:3) notes that the ―the high 

degree of bilingualism among Afrikaners [...] is unique, as is the integration of English and 

Afrikaans speaking people‖. Heugh (2009) ascribes the success of A-E bilingualism to the 

prejudicial privileged position of English and Afrikaans in both the education system as well as 

the publishing industry in South Africa since the 1880s. Heugh (2009:97) states that dual-

medium schools are ―well-resourced by teachers fluent in both languages and who are trained 

to teach bilingually‖ and they are supplied by a ―well-oiled publishing industry produc[ing] ample 

texts across every component of the formal curriculum in both languages and the national and 

provincial departments of education have, since 1910, administered bilingual assessments in 

Afrikaans (Dutch until the 1920s) and English‖. 

Donaldson (1995:226) further believes that the unique nature of A-E bilingualism stems from the 

influence of English on the development of Afrikaans in terms of the following:  the closely 

related Germanic dialectic roots of English and Dutch; the mutual influence of the two 

languages in their development as South African languages (also proven by Wasserman, 

2016); and the assimilation of Afrikaners into English culture.19 

And finally, the fact that Afrikaans is not spoken in isolation, as illustrated by the following quote: 

Moreover what is also unique about the local situation is that, whereas Dutch speakers 

in Flanders and French speakers in Canada for that matter are able to refer to a 

geographical location where their languages are spoken in isolation from the 

contaminating factor to ascertain what is ‗correct‘ and just where they have deviated 

from the norm, Afrikaans speakers can no longer do this. Their language is not spoken 

                                                

19 The researcher takes note of this point, but would like to state that although a certain degree of mutual 
assimilation was provided within the context of apartheid, Donaldson (1995) here seems to idealise 
the influence of English on Afrikaans in this case. Very clearly the Afrikaner culture is, to this day, still 
vibrant and very much un-English.  
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anywhere in isolation form English, and the norms of the speech of Holland have long 

ceased to have any validity in South Africa (Donaldson, 1995:226). 

Historically, South Africans have been exposed to a lifetime of multiplicity in terms of diversity of 

language and culture in the environment.  Coetzee-Van Rooy (2014:124) describes the 

sociolinguistic mode of the South African context and how it relates to language repertoires that 

include widespread bi- and multilingualism as follows:      

In the minds of people living in these types of environments there is an expectation that 

members learn many languages as part of their ordinary behaviour as integrated citizens 

that belong to the society. 

 
South Africa could be described as a long-standing ‗superdiverse‘ society. In a ‗superdiverse‘ 

context, the mobility of people is emphasised and the resulting negation of traditional 

monolingual, mono-cultural and homogenous communities are highlighted. Blommaert and 

Backus (2012:5) postulate that in these types of contexts, languages are learnt for a variety of 

reasons, and used with varying ―degrees of knowledge of languages‖. While this seems a new 

concept, it has been the reality for many South Africans for many years.  

In the specific case of Afrikaans- and English home language users in South Africa, there is a 

long history of co-existence of the people and the languages.  Afrikaans and English home 

language users historically learnt both languages at school, in a context where these two 

languages were the official languages of South Africa until 1994. In this context, Afrikaans and 

English home language users had the opportunity to develop high levels of proficiency in both 

languages.  In addition to the historical educational context where Afrikaans and English were 

offered widely at school, all South Africans are also faced with the multitude of local and 

international languages of the people who populate this country and with whom they interact on 

a daily basis. In this context, an A-E South African might have an increased awareness and 

appreciation of diversity because they have lived with diversity for a long time. If we accept that 

the bi- and multilingual individual experiences‘ the world (and by implication of languages), differ 

from monolingual people‘s experiences, then it becomes important to include an investigation of 

this ‘multi-awareness‘ of the world when studying the experiences of bilingual people and 

communities, as is proposed in the working definition of concordant bilinguals in this study.  

Donaldson‘s (1995) argument and Coetzee-Van Rooy‘s (2014) conceptualisation of the 

sociolinguistic mode of the South African context make a strong case for South African A-E 

bilinguals to be labelled as concordant bilinguals. However, a strong case is also made for the 

inclusion of English as a functional language in the repertoires of all South Africans, including 
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Afrikaans home language speakers. Based on both of these, I would like to argue that South 

African A-E speakers in this study should be seen as products of a degree of BAMFLA 

(Bilingual and Multilingual First Language Acquisition) due to: (a) having been exposed to 

English formally and informally from a very early age, (b) an inherent receptiveness stemming 

from a linguistic collective subconscious, and (c) the close linguistic relation of the Afrikaans and 

the English languages.   

2.2.5.2 Current language issues related to A-E bilingualism 

Studies relating to Afrikaans-speaking people in South Africa are dominated by a traditional 

discourse of ‗struggle‘. The struggle for recognition as a language; the struggle for national self-

determination from British imperialism; the struggle to regain face after being branded as the 

language of ‗the oppressor‘ during the apartheid era; and the current struggle for language 

maintenance and a position in post-apartheid South Africa within a multilingual context, 

especially relevant to the use of Afrikaans as a language of teaching and learning at universities 

(see for example the work by Van der Walt (2013) and associates). Coetzee-Van Rooy 

(2013:181) confirms that within the current Afrikaans discourse there is a major lack of 

investigative studies relating to the ―strong bilingual nature of Afrikaans speaking citizens of 

South Africa‖ in terms of repertoire, despite an almost 70-year long interest in the field of A-E 

bilingualism (Malherbe, 1943; Lanham & Prinsloo, 1978; Kloss, 1978; Kitching, 1984; 

Donaldson, 1988; Donaldson, 1995).  

Current studies on A-E bilingualism, focus mostly on language shift or the lack thereof, and 

include those by: Coetzee-van Rooy‘s (2002) cultural identity profiling of Afrikaans and Sotho 

speakers in an English educational environment; McCormick (2003) focusing on A-E 

communities in the Western Cape;  Deumert‘s (2005) commentary on this study; Anthonissen‘s 

(2016) investigation of language shift in the Cape metropolitan area; Heugh‘s (2009) 

examination of language policy in education; Thutloa and Huddelstone‘s (2011) investigation 

into language attitudes and identity indexing in terms of language shift from Afrikaans to English 

in two semi-urban Western Cape Coloured communities;  Dyers‘s (2011) work examining the 

role of language in the construction of socio-cultural identities of coloured and Xhosa children in 

the Western Cape;  and Coetzee-Van Rooy‘s (2012, 2013) studies of Afrikaans-speaking 

students in Gauteng with a focus on multilingualism, language repertoires and the case of 

exceptional A-E bilingualism.  

Coetzee-Van Rooy (2013) identifies three missing lines of inquiry in this field: (a) an 

investigation into the bilingual nature of Afrikaans citizens in South Africa, (b) an investigation of 

the experiences of A-E bilinguals in the Northern provinces in South Africa and (c) the lack of 
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larger scale quantitative [and other] methods of investigation. The work by Van der Walt (2013) 

and her associates is exceptional in this context. Van der Walt (2013) and her associates (for 

example in Van der Walt & Dornbrack, 2011) present a body of work that focuses on the 

academic literacy practices of A-E bilinguals in higher education in South Africa. This body of 

work acknowledges the unique bilingual nature of these students as a strength, unlike many 

other studies that seem to focus on the potential shift from Afrikaans to English in Afrikaans 

communities.        

This study, therefore, wants to contribute to the work conducted on A-E bilingualism by scholars 

such as Coetzee-Van Rooy (2013) and Van der Walt (2013) and her associates. This study 

wants to delve deeper into the nature of A-E bilingual repertoires, as well as the experiences of 

A-E bilinguals in an Expanding Circle context. The study hopes to add insights from the 

Expanding Circle where A-E bilingualism is not studied frequently, exploring A-E bilinguals in 

diaspora (like some of the work done by Barkhuizen (2006) on the language practices of 

Afrikaans people in diaspora), and in professions where the ‘native-like‘ status of English 

secures work opportunities on the international stage. In terms of methodology, the study adds 

a different view from that proposed as a gap by Coetzee-Van Rooy (2013) in that it does not 

offer large scale investigation. The nature of the research problem aligns the study better with 

some of the more qualitative approaches used by Van der Walt (2013) and her associates. This 

study specifically wants to introduce the use of language portraits in a mixed-method design 

that focuses on the nature of A-E bilingual repertoires in diaspora.   

2.2.6 Part one: Conclusion 

In the concluding section of the sub-unit, a brief overview of motivations for the study of A-E 

bilingualism will be provided.  This issue will be discussed against the background of unresolved 

issues related to A-E bilingualism, as well as a motivation for a study of A-E bilingual teachers 

on the Expanding Circle.  

 

Thirty years ago Grosjean (1982:1) postulated that in Africa and Asia ―bilingualism is the norm‖ 

as opposed to the official monolingual orientation of the US and Europe (bar Western countries 

such as Switzerland, Belgium and Canada). With manifest bi- and multilingualism in Africa and 

Asia, several questions arise in terms of the discourse.   First, why are the majority of theories 

on bilingualism written by monolinguals from a Western viewpoint, where current concepts such 

as translanguaging and superdiversity are hailed as ‗new‘ (Piller, 2016)?  Second, if bi- or 

multilingualism is the norm and more than prevalent across the world, why is there still a 

hierarchy in which monolinguals from the West are seen as model speakers of English and, 
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therefore, idealised? Third, how are South Africans and especially A-E bilinguals different from 

other bilingual societies in Africa and Asia?  

Donaldson (1988) believes South African A-E bilingualism differs from other types of 

bilingualism because of the unique language contact between Afrikaans and English people, the 

influence of English on the construction of Afrikaans and also because of the fact that nowhere 

in South Africa is Afrikaans spoken in isolation from English. The closeness of the relationship is 

illustrated even more powerfully with Wasserman‘s (2016) findings that Afrikaans has a proven 

track record of influence on South African English. 

The motivation for studying A-E bilingualism is threefold. First, there would be the obvious 

contribution to the multilingualism discourse in South Africa, especially to that of the Afrikaans 

maintenance debate, highlighting perhaps the positive consequences of A-E interaction in the 

conservation of the language and therefore advocating the expansion of studies of A-E 

bilinguals especially in the field of teaching. Second, studies like these could have a valuable 

global impact on the field of multilingualism – seen in the light of concepts such as super-

diversity and translanguaging – and strengthening the contribution of research, based in the 

truly deep-seated multilingual societies of Africa and Asia as explained by Coetzee-Van Rooy 

(2013:183).  The case of the longstanding contact between Afrikaans and English in the South 

African context is unique and could provide exceptional insights into the potential stability of 

bilingualism with English in other parts of the world.  Third, studies of bilinguals in diaspora 

contribute to the study field of new communities in the new globalised world of the individual.20  

Despite a collection in the past decade of studies focusing on the perceptions that students hold 

of bi- or multilingual teachers and/or these teachers‘ skills as English teachers (Uys et al., 2007; 

Krugel, 2005; Hugo & Nieman, 2010; Nel & Müller, 2010; Van der Walt & Ruiters, 2011; 

Chacha-Mhlahlo & Mhlahlo, 2014) the experiences and identities of bi- or multilingual students 

(Oostendorp & Anthonisen, 2014); bi- or multilingual trainee teachers (Dippenaar & Peyper, 

2011), studies examining the self-identity perceptions of A-E bilingual teachers are scarce. 

Instances of these include Kitching‘s (1984) study of the communicative competence in English 

of Afrikaans teachers in training; and bilingualism amongst students in higher education (Van 

der Walt & Dornbrack, 2011; Van der Walt, 2013; Van der Walt & Kidd, 2013). The field of 

studying the identity of A-E bilingual teachers abroad is non-existent. There are studies that 

focus on Afrikaans/Afrikaners in diaspora, but these studies hold either a literary focus (Van der 

                                                

20 In his book about globalisation Friedman (2005) situates the world within an era called Globalisation 
3.0, shifting the focus from globalisation by country, to globalisation by company to an eventual 
globalisation by the individual. In this new era of the individual it is not about your nationality or who 
you work for but rather ―it is about the newfound power for individuals to collaborate and compete 
globally‖ (Friedman, 2005:10). 
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Waal, 2015) or they investigate ethnicity and identity (Du Toit, 2003) or social inclusion and 

identity (Barkhuizen & Knoch, 2005; De Klerk & Barkhuizen, 2005) and migration studies (De 

Kaplan, 1997; Louw & Mersham, 2001).  None of these studies address the issue of A-E 

bilingual teachers of English in the Expanding Circle.  In a globalising ‗flat world‘ where 

migration is on the increase, cases of NNS teachers of English in all of Kachru‘s (1990) Circles 

of WEs will increase.  This study hopes to make a contribution toward a better understanding 

this global issue, from the perspective of the A-E bilingual teacher of English in Thailand.   

It is clear and uncontested that A-E bilingualism is a product of a complex, prejudiced and 

privileged past. It is also true that it is here to stay, and that it is a case of ‗exceptional 

bilingualism‘. This study does not delve into the social and political past of the development of 

the A-E privilege.  It rather examines those who stem from this position and their current state of 

(exceptional) bilingualism. It takes cognisance of the extraordinary circumstance of A-E 

inception and notes the emotional baggage that is part and parcel of this state of being. It also 

recognises the struggle of identity that the modern Afrikaner has to contend with, in this context. 

Despite this, Coetzee van Rooy (2013:182) urges that in the field of Afrikaans studies, ―the 

‗cause‘ of the language is hindering the scientific field of Afrikaans linguistic studies‖ and 

Donaldson (1995:228) postulates that the ―emotional issues unleashed in these circles needs 

defusing‖.  

What is perhaps important then, is to step away from the emotional and ideological mythology of 

purism and rather embrace the bi-and multilingual reality with which we are faced, as one of 

enrichment instead of isolation, and perhaps it is here in a consolidated form that the A-E 

bilingual will find his place; not only in South Africa but also the world, as is captured vividly by 

Davies (2013: vii) in the closing quotation: 

We lead our lives in imagined communities. We take for granted that the world is divided 

neatly into homogenous groups which exhibit internal cohesion ... and external 

differentiation, those axioms of nationalist movements. But internal cohesion is a fiction: 

we are not all the same, individuals differ. Yet the need for an imagined community is so 

powerful, the urge to belong too insistent, that we accept the normative constraints which 

require us to accommodate to common ways of behaving, common beliefs which the long 

process of childhood acquisition inculcates in us. And so, there is for all of us a tension 

between the self in all its particularities and conforming to the mores of the group to which 

we belong. Or wish to belong. It is that tension which manifests itself in the limiting cases 

of the exiles, those suffering from anomie, the alienated, those between two worlds...I 

have suggested that those who feel they do not belong, could be regarded as misfits. But 

that is just part of the picture, for those, no doubt the lucky ones; it is possible to belong to 



 

32 

more than one group. ... I mean to two cultures, two languages which can provide the 

tension I‘ve suggested. The lucky ones are those who find themselves enriched and more 

whole by their membership of two or more cultures in which their individuality is seamless. 

2.3 Part two: Overview of identity as a construct 

Côté (2006:5) claims that identity is used as a notion with which to explain the ―psychological 

experiences and the social behaviour‖ of people. It is with this basic assumption in mind that the 

researcher embarks on an exposition of the notion of identity and its sub-notions of teacher 

identity and NNS teacher identity relevant to the study. Complementary to Côté‘s (2006) 

explanation of how identity relates to psychological experiences and social behaviour, 

Beauchamp and Thomas (2009:175) highlight several avenues of interest in identity studies 

related to the study of the teacher in particular. They see identity as a way to examine the 

different aspects of teaching/teachers in terms of: 

a) The narratives used by teachers to explain, justify and make sense of themselves in 

relation to others and to the world at large. 

b) The constant self-reinvention of teachers. 

c) Teacher discourse and roles. 

d) The influence of contextual factors on teachers and their practice. 

These aspects provide the basis for the research questions of this study. The study relies on 

identity as an overarching conceptual notion to establish the influences of ‗the event‘ on South 

African A-E teachers in Thailand. However, the concept of identity is narrowed down to that of 

the notion of teacher identity. In this section, a conceptual and operational definition of the term 

‗teacher identity‘ is postulated in order to elucidate how the umbrella term ‗identity‘ can be 

applied in the context of the study. The conceptualisation of the notion aims to ground the 

reader within the theoretical assumptions employed in the study while the operationalisation 

elucidates how the empirical steps and measurements were influenced by the concept of 

identity.  

2.3.1 Defining identity 

The concept identity is widely researched, and it is also widely appropriated. It spans a 

multitude of research fields and disciplines which include, for example sociology, education 

studies, psychology, anthropology and sociolinguistics, each with its own focus, methodology 

and approach (Beauchamp & Thomas, 2009; Akkerman & Meijer, 2009; Côté, 2006; Beijaard et 
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al., 2004). The very fact that it is such a multifarious concept also encumbers the attempt to 

provide a unified definition of the term identity. The one overarching agreement among 

researchers from different fields is that identity is multifaceted. It is only by recognising this, and 

also employing the implication of that statement, that one is able to deliver a positive 

contribution to the field of identity studies.  

Gee (cited by Beauchamp & Thomas, 2009:177) reflects on identity as a ―kind of ‗person‘ within 

a particular context; while one might have a ‗core identity‘; there are multiple forms of this 

identity as one operates across different contexts‖. From a post-structuralist point of view this 

assumption is grounded within the idea that social discourse and context provide meaning to 

our lives; that they provide subjectivity. Weedon (1987:177) defines subjectivity as ―the 

conscious and unconscious thoughts and emotions of the individual, her sense of herself and 

her ways of understanding her relation to the world‖. It is this relation to the world which 

provides the dynamic nature of sense of self or identity, if we see identity and subjectivity as 

interchangeable. If we assume that subjectivity is produced historically and ―through society and 

the culture within which we live‖ (Weedon, 1987:177), it then follows logically that our 

‗subjectivity‘ is dynamic; that it is constructed by the different contexts we experience.  

This dynamic nature of identity, as well as the individual‘s relationship to her historical, cultural 

and social context is also reflected on by Norton (1997:409) when she refers to identity as ―how 

people understand their relationship to the world, how that relationship is constructed across 

time and space and how people understand their possibilities for the future‖.  

The notion that identity is to a degree constitutive of the future, in that it guides and directs 

action in terms of desire, is related to the concept of investment. Norton (1997) proposes that L2 

learners have multiple desires or motivations as to why they ‗invest‘ themselves into a language. 

She also notes that this investment into a language is equally an investment into one‘s identity 

and that because desires are based in a social and historical context, it can be assumed that 

identity is a dynamic process of construction, which is influenced by the degree of investment.  

Beijaard (cited by Day et al., 2006:605) sees identity as ―who or what someone is, the various 

meanings someone attaches to oneself or the meanings attributed to oneself by others‖. 

Therefore, identity can be seen as ascribed. Ascription transpires through a 

social/political/historical context or results from ascriptions by the self. It also refers to the idea 

that central to identity is the issue of power and more importantly a power struggle. This power 

struggle materialises in both internal and external power struggles.  
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Côté (2006:3) recognises the resulting problems associated with the growing field of identity 

studies and proposes that a common taxonomy is adopted ―that attends to the 

multidimensionality represented by the various approaches sharing the term ‗identity‘ ‖. It is not 

the aim of this study to extrapolate or ponder on such taxonomy, but rather to recognise the 

different perspectives and, through this, situate the study in a suitable approach. 

To delineate this multifaceted notion of identity within research, Côté (2006:6) suggests that 

―specific terms such as social identity and personal identity be used in specific instances instead 

of an overarching term ‗identity‘ to cover all manifestations and levels‖.  For this study the 

relevant domain of identity is that of teacher identity.  As will be explained, teacher identity 

includes elements of social, personal and professional identity.  

2.3.2 Approaches and assumptions of identity relevant to this study 

Following from the brief discussion on identity, the following assumptions provide a theoretical 

base for the study.  The researcher assumes that there is a marked relationship between 

identity and desire, identity and symbolic power, and identity and human agency. This 

relationship is underwritten by the notion that language and identity are inseparable and in 

constant interplay. Situated in a subjectivist, post-structuralist approach the researcher further 

assumes that social reality is constructed through language and, therefore, language remains 

inherently constitutive of identity. Furthermore, identity is seen as dynamic, but conflicted within 

the bounds of a power interplay grounded in historical and social context, as well as in the 

notion of human agency, desire and investment.  

A non-essentialist approach to identity is followed, which stipulates that identity is centered on a 

group of core elements (a product of the society and culture in which we grew up), but that 

salient features of our identity are context-bound and, therefore, shifting and changing as we 

experience and engage with our social contexts. This is particularly applicable to the context of, 

for instance, the A-E teacher of English in Thailand, because it can be argued that it is 

conducive of an environment which nurtures agency. Coetzee-Van Rooy (2000:88) underscores 

this with regard to cultural identity when she states that ―the postmodern complex and 

multidimensional cultural identity opens up a plethora of possibilities for different expressions of 

human agency‖. 

Therefore, in the context of this study, the potential effect of ‗the event‘ on teacher identity can 

be seen as an opportunity for the teachers to reinvest in, or reinvent their identity in order to, for 

instance, assure employment and increase social status and appeal as English teachers in a 

changed context. This desire for self-improvement and future possibilities directly links with 
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Norton‘s (1997) view that within the concept of identity there is a strong link between agency 

and desire. She proposes that identity ―strongly relates to desire‖ (Norton, 1997:410) and that, 

elements of one‘s identity will ―shift in accordance with changing social and economic relations‖. 

This assumption directly relates to the proposed study. We can postulate that a teacher‘s 

identity will shift in parallel with their desire for success or employment opportunities in Thailand 

– a country where they chose to teach English. In order to continue the central argument of the 

study, it is necessary to provide both a conceptual definition and subsequently, an operational 

definition of the term ―teacher identity‖ as used in the study.   

2.3.3 Conceptual definition of teacher identity 

Olsen (cited by Beauchamp & Thomas, 2009:177) refers to teacher identity as: 

a label […] for the collection of influences and effects from immediate contexts, prior 

constructs of self, social positioning, and meaning systems (each itself a fluid influence 

and all together an ever-changing construct) that become intertwined inside the flow of 

activity as a teacher simultaneously reacts to and negotiates given contexts and human 

relationships at given moments. 

According to this definition, teacher identity is a complex phenomenon which encompasses not 

only personal but also professional influences on the self. 

Trends in research on teacher identity over the past 10 years, point to a focus on the 

professional identity aspect of teachers in particular (Tsui, 2007; Day et al., 2006; Walkington, 

2005; Simon-Maeda, 2004; Beijaard et al., 2004; Mawhinney & Xu, 1997).  Other areas of focus 

include narrative identity (Søreide, 2006; Tsui, 2007), sociocultural identity (Duff & Uchida, 

1997) and social identity studies. Very often these ‗identities‘ are looked at in isolation. 

However, Beauchamp and Thomas (2009:177) refer to teacher identity as encompassing both 

personal and professional identity. Day et al. (2006:603) also underscore this thinking when 

they say that professional and personal identities of teachers are unavoidably meshed, because 

―teaching demands significant personal investment‖.   

I base my conceptual definition on the validation proposed by Day et al. (2006:602), that 

teacher identity is subject to ―structure (external influence) and agency (one‘s ability to pursue 

the goals one values)‖; and that teacher identity is influenced by the following three factors: 

a) External factors (such as government policies on NS-status); 
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b) Internal or organisational factors (for example, School Human Resources policies, 

perceptions of out-groups such as parents, colleagues and pupils; the 

conceptualisation of the curriculum) and; 

c) Personal experiences (referring to one‘s personal and social history, personal 

agency, personal views and beliefs). 

Varghese et al. (2009:23) postulate that teacher identity is ―constructed, maintained and 

negotiated to a significant extent through language and discourse‖. In a study which 

foregrounds a language issue (NS vs. NNS-status) in identity construction and perception, it is 

important to include this in any definition of the term ‗teacher identity‘. Peirce (1995:13) also 

reiterates the importance of language in identity maintenance when she says that:  

It is through language that a person negotiates a sense of self within and across different 

sites at different points in time, and it is through language that a person gains access to - 

or is denied access to - powerful social networks that give learners the opportunity to 

speak.   

It is exactly this view that underscores the proposed study‘s assumptions that through their 

exclusion as NSs in Thailand, South African teachers of English are potentially denied access to 

certain opportunities or in-groups and, consequently, a sense of agency and reinvention is 

necessitated or activated. 

For the purposes of this study, teacher identity is defined as a set of dynamic features, varying 

in salience according to the context. The context is bound by external and internal structures, 

personal agency and language.   

2.3.4 Operational definition of teacher identity 

How is teacher identity observed and measured? First, teacher identity is defined by 

researchers in a multitude of ways. For each researcher, teacher identity encompasses a 

different set of criteria; a different area of focus; in fact, a different conceptual definition. 

Because of this, it is important to operationalise the term ‗teacher identity‘ so that it would be 

relevant to the proposed study. Operationalisation is approached in terms of highlighting the 

most important conceptual elements of teacher identity and assigning specific ways in which 

data could be collected to provide answers to the research questions relevant to this study.  

With regard to language and identity, Norton (1997:419) provides, through an analysis of a 

number of studies, five shared key elements which are seen as composite of identity.  
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Identity is seen as:  

a) dynamic across time and place, 

b) constructive and is constructed by language, 

c) complex, contradictory and multifaceted,  

d) understood with respect to larger social processes, and 

e) linked with classroom practices.  

For the purpose of this study, these five elements are investigated from the perspective of 

external factors, internal or organisational factors and personal experiences of the A-E bilingual 

teacher of English in Thailand. 

2.3.4.1 Identity is dynamic across time and place 

Identity is constantly constructed across time and place. This construction is embedded in 

transition.  Transition in this case is assumed as South African teachers undergoing significant 

changes in their lives, in terms of moving to a new country (Thailand);  working at new, or a 

numerous new schools;  engaging in new communities; and coping with new social statuses 

(assigned NNS-status vs. a potential claimed identity as NS speaker of English). The question 

of experience ‗before and after‘ transition thus arises. Identity is seen as changing or shifting 

(intentionally) between contexts. Contexts are constituted by time and place. The relevant 

elements related to time in this study would be teaching experiences or perceptions before and 

after ‗the event‘. Place or space elements related to teacher identity would include experiences 

and perceptions in South Africa and in Thailand.  Identity changes are examined with regard to 

A-E teachers‘ identities in South Africa; as A-E teachers in Thailand before ‗the event‘; and as 

A-E speaking teachers in Thailand after ‗the event‘.  

2.3.4.2 Identity is complex, contradictory and multifaceted 

Identity is complex due to social and historical influences, as well as the individual‘s cultural and 

historical ‗make-up‘. As South Africans, this make-up is complex due to a number of factors, 

perhaps most importantly, the multilingual environment that these teachers are confronted with. 

Apart from contact with indigenous African languages, there is a unique contact history of 

Afrikaans and English in South Africa that creates the circumstances in which A-E bilingualism 

can be achieved. This feature of identity is operationalised in terms of collecting data in which 

participants can voice their perceptions of themselves in terms of the NS vs. NNS issue. Data 
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relating to their cultural and historical position are collected and they are questioned with regard 

to whether they identify themselves as NS of English or as NNS of English and how they 

motivate their self-identification.   

Identity is also seen as contradictory, because it changes according to desire, power and 

situation. Furthermore, identity is multifaceted because it is constantly mediated across multiple 

environments – home, country, work situation or the community. We have different roles and, 

therefore, the saliencies of different elements of identity will shift. Important concepts here are 

the mediation of identity in terms of desire and power. For this reason, participants are asked 

questions relating to their motivation for teaching English in Thailand, as well as their future 

goals and how identity mediation or negotiation plays a role in these. 

2.3.4.3 Identity constructs and is constructed by language 

Language is operationalised as being part of a group of language speakers, in this case NS. 

The complex case of the A-E bilingual speaker is of importance to this study. There are strong 

political, cultural and historical connections with language in South Africa and all of these would 

have had an impact on these teachers. This issue is, therefore, raised in the data collection.  

Parallel to these investigations, the implication of the loss of NS-status is examined. If language 

assists in the construction of identity (even ascribed identity) then the loss of NS-status could 

have an impact, not only on the participants‘ own identification, but also on the views that the 

wider school and teaching community holds about these teachers. Therefore, the wider school 

community is approached and an investigation into how their views are affected by the change 

in status, is conducted.  

2.3.4.4 Identity must be understood with respect to larger social processes 

External factors such as policy changes, perception changes and group interactions specifically 

related to power, can be seen as larger social processes which influence identity.  Concepts of 

importance which are examined here include: identity and symbolic power, and the notion of 

investment.  

―The value of speech cannot be understood apart from the person who speaks it and the person 

who speaks it cannot be understood apart from the larger networks of social relationships‖ 

(Norton, 1997:411). These networks are often endowed with unequal power structures. If we 

adhere to the theoretical concepts of Bourdieu (cited by Norton, 1997:411) that language 
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competence should include ―the power to impose reception‖ or ―the right to speak‖21 the issue 

relating to NS-status suddenly becomes more relevant. If we further assume that identity cannot 

be seen as separate from language or social relationships, the foundation is laid for an 

investigation of the potential interplay of power and investment within the NS debate and its 

influence on teacher identity.  

An important question arises: if the right to impose reception22 is a socially dictated concept 

where the NS alone is included, what is the implication of the loss of NS-status on the South 

African A-E teacher‘s identity? How does it influence their investment into a social identity which 

would have been grounded in NS-ism?  

2.3.4.5 Teacher identity is linked with classroom practices 

The assumption that a teacher‘s identity is constructed within context and that it leads to action, 

leads to the inference that much of this happens within the classroom. It is therefore also 

important to examine the classroom practices of teachers. We take for granted that a form of 

transmission is inherent to teaching due to personal investment, therefore, the idea of cultural 

transmission in class is an aspect which should also be examined, through class observations 

and evaluations. Due to the scope and size of this study, however, classroom practices are not 

examined, but the researcher does suggest this course of action for future studies as it would 

provide valuable insight.  

2.3.5 Part two: Conclusion 

Block and Cameron (2002:4) reiterate the fact that identity is a reflexive process which draws on 

a multitude of available resources.  In a global context with the focus on individual agency and 

contribution, teacher identity is also influenced by these resources and the contexts of their 

existence. As a significant part of this study, teacher identity is acknowledged to be dynamic 

and reflexive, and is therefore examined in terms of the lived experiences of the participants 

and their context.  

2.4 Part three: The NS-debate 

Part three of this chapter is restricted to an overview of what constitutes a NS, the NS-debate, 

the implications for the concept within the context of globalisation and what this means for A-E 

bilinguals. A review of studies relating to NS-issues has already been discussed in Chapter 1.  

                                                

21 The power and authority imposed by socially constructed statuses which grant the speaker the right to 
speak and to be listened to. 

22 The authority of the speaker to be considered authentic and valid. 
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What distinguishes the NS-debate today from its inception in the 1990s, is the rapid and 

aggressive rate of globalisation which is consuming the world.  It strongly questions the raison 

d'être of demarcating (and alienating) concepts such as NS and NNS. Due to the focus on the 

individual, defining lines, even those of Kachru‘s three circles, are being unsettled.  

Canagarajah (2006:23) states that postmodern globalisation has aided in ―a radical shift in 

attitudes towards English‖ by way of the following characteristics: 

a) The economic and production relationships between communities are multilateral. 

b) National boundaries have become porous as people, goods, and ideas flow easily 

across them. 

c)  Space and time have become compressed, enabling us to shuttle rapidly between 

communities and communicative contexts, in both virtual and physical space. 

d) Languages, communities, and cultures have become hybrid, shaped by the fluidity of 

social and economic relationships. 

At the order of the day, thus, is the blurring of national and cultural identities which are 

negotiated in order to become part of a world where the focus is on ―the newfound power for 

individuals to collaborate and compete globally‖ (Friedman, 2005:9).  Based on this line of 

reasoning, how is a concept which is chiefly bound by nationality (meaning, referring to 

countries where so-called NS of English are supposed to be born) valid? 

Globalisation encourages a reconceptualisation of the cultural and social identities in terms of 

ethnicity and nationalism. According to Harris et al. (2002:33), globalisation has given rise to the 

development of ―transnational communities‖ in which social identity is ―deterritorialised‖. 

Canagarajah (2002:134) acknowledges this impact on the sphere of research when he says 

that to reason with ―this line of dichotomous thinking (East versus West; local versus foreign) is 

complicated by increasing cultural hybridity, human migration, and media expansion‖. 

Canagarajah (2002:134) cautions against the exaggeration of the ―geopolitical reality of 

globalisation‖ stating that despite a change in attitude ―the global village is still stratified 

unequally according to differences in power and material resources‖ in which discrimination 

against minorities still exist, and where by implication, the NS vs. NNS issue still exacts social 

stratification. 

2.4.1 Defining Native and Non-Native speakers 

Originally, a NS of English was defined as a speaker of English borne into the language or 

nationality (coming from a country or nation where English was used by all citizens).  NNSs of 
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English were defined as those speakers who learnt the language through education.  In this 

context, ―the first group [NSs] has always been considered superior to the second [NNSs] 

regardless of the quality of the language its members speak‖ (Jenkins, 2003:15). The definition 

of these two concepts has, as Jenkins (2003) postulates, undergone a controversial and 

complicated journey of discourse. From an original debate between Kachru and Quirk in the 

nineteen-nineties (Jenkins, 2003:61-63), to the rise of the Non-Native English Speaking 

Teacher (NNEST) movement23 (Mahboob, 2010).  

Originally Kachru‘s engagement in the discourse provided the groundwork for challenging the 

concepts of NS and NNS. This gave rise to the birth of approaches that addressed the NS 

fallacy or the NS myth. According to Kubota (2002:21) the native speaker myth can be 

explained as ―the idealisation of a native speaker as someone who has perfect, innate 

knowledge of the language and culture and thus is the best teacher of English‖.  This myth 

perpetrates a number of fallacies and is still visible in practice today as illustrated by a number 

of studies (Canagarajah, 1999; Cook, 1999; Holliday, 2005; Mahboob, 2010; Hayes, 2008; 

Braine, 2009, 2012). Kubota (2002:21) highlights several of these fallacies.  First, there is a 

belief in the superiority of teachers and policy makers from the Inner Circle.  Second, there is an 

exclusive approach to literary pedagogical material favouring ―American and British white middle 

class literacy canons‖.  Third, there is a prejudice against ―certain geographical and ethnic 

varieties of the Inner circle‖. Fourth, there is a bias towards whites and lastly, racist and 

prejudiced hiring practices based on race or ethnicity are perpetuated when English teachers 

are appointed across the world. This is underscored by several other authors in the field (Selvi, 

2010; Mahboob, 2010; Rajagopalan, 2004). A blatant example of discriminatory hiring practices 

is the study by Jeon and Lee24 (2006:57) in which ―a few practical suggestions for the 

successful implementation of hiring NESTs in Asian countries‖ is perpetuated. In this study the 

authors confirm the biased hiring preferences of the governments of China, Hong Kong, Japan, 

South Korea and Taiwan as these countries ―have found that hiring NSETs is one of the most 

efficient ways to improve local student English proficiency‖. What is perplexing is that in these 

countries in which multilingualism is the norm, such a narrow view of language competence is 

found.  The insidious nature of the NS-fallacy is difficult to root out in linguistics according to 

Mabhoob (2010:3) because of its inherent axiomatic use in the fields of TEOSL and applied 

linguistics.   

                                                

23 The NNEST caucus/interest section is an academic movement established in 1998 empowering 
NNEST. 

24 Interestingly this study notes that South Africans are regarded as NS in Taiwan and Japan only. With 
China and South Korea having policies stating that only teachers from the English Inner Circle 
countries are considered as NSs. 
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Davies (2013:1) contends that now there is no difference between the NS and the native user 

(NU) of English, providing yet another delineation – that one does not have to be a NS but one 

has to speak with native-like competence.  Does this mean a native-like competence in the 

preferred standardised form of English? Mahboob (2010:3) argues that the idea of native-like 

competence is ―counter-productive in TESOL and applied linguistics because it sets up abstract 

grammatical models derived from native-speaker informants as ‗real‘ non-varying models of 

language that all learners of the language need to use as the target of acquisition‖.  If native-

competence is based on, for instance, what Hulstijn (2015:52) claims the prototypical NS to be, 

several questions arise.  In social terms, a native speaker is someone who typically acquires the 

language as a young child (before school age) and maintains the language into adulthood. In 

linguistic terms, the NS can be defined as someone who has acquired BLC (basic language 

competence in a standard variety) and who may have acquired some or many features of HLC 

(higher language competence). 

What are the implications of this for the bilingual speakers of South African English (SAE) who 

also know Afrikaans, for example? By implications of the above definition, these people are then 

NS, of South African English.  Due to South Africa‘s multiple location in all three of Kachru‘s 

circles, they are not considered as NS by the broader global community. Does this then 

invalidate their contribution to teaching and their gain in learning English? 

Kubota (2002:22) argues that learning ―standard English‖ does not promote intercultural and 

international understanding, but rather ―it is likely to promote a narrow view of world cultures, 

and furthermore, produce essentialised images‖. Similarly Canagarajah (2006:26) urges that the 

goal of teaching English in the current technological, globalised context of WEs, is not for 

students to be ―joining a speech community‖ in the end, but rather for us to teach them ―to 

shuttle between communities‖. He further states that ―to be really proficient in English in the 

postmodern world, one has to be multidialectal. Not only must we possess a repertoire of codes 

from the English language, we must also learn to use it in combination with other world 

languages‖ (Canagarajah, 2006:26), including understanding speech, image, sound and 

symbols.  

2.4.2 The NNS-teacher of English 

In the field of second or foreign language teaching, Kubota (2009:235) discusses the difference 

approach in which scholars have responded to the NS-dominance debate. In this school of 

thought the NNS teacher is laden with positive attributes such as being ―a good learner model, 

providing learners with explicit explanations of grammar and learning strategies, sharing 

empathy with learners, understanding that learners are facing and having intercultural 



 

43 

experiences‖, and, thus, compared to the NS-teacher, the NNS is much better prepared for the 

role of teaching additional languages like English. At face value these are all positive 

contributions to the recognition of the contribution of NNS teachers in English teaching. 

However, what Kubota (2009) urgently highlights is that this line of thinking is not so innovative 

as much as it is preserving the dominance of the NS through the perpetuation of the power 

relation between NS and NNS teachers in which the NNS‘s abilities are seen not as being 

sufficient, but complementary. It is this power relation which is at the heart of the NS-problem.  

Addressing this problem, Mahboob (2010:8-9) highlights the progressive work of WEs and 

NNESTs in the field of the NS-debate. These two bodies have highlighted three important 

issues in this field. They propose that: 

a) There is no one ‗standard‘ English;  

b) Inner Circle privilege does not equate to good English teaching; and 

c) Language teaching is embedded in cultural practice and should, therefore, be 

moulded per stratum.  

The existence of these academic bodies, point to the awareness of the questionable nature of 

the NS vs. NNS distinction in, specifically, the teaching of English in an international context. It 

also implies the following: if there is no one ‗standard‘ English, any speaker of English has the 

right to ownership25 thereof, which means that any exclusion, based on ethnicity or nationality in 

English teaching, should be made redundant. Second, Inner Circle privilege points to exactly 

that, misguided, unmerited and prejudiced privilege as created by the very group of people who 

seek to divide teachers in terms of their NS-status. This is a dangerous position of privilege, as 

it is proven that NS status does not necessarily relate to advanced abilities in teaching English.  

Third, a NNS-teacher‘s multicultural background should add to their pedagogical choices and 

help to facilitate the teaching of English for the purpose of the context. 

2.5 Chapter conclusion  

Identity, bilingualism and native-speakerism are all socio-culturally bound concepts which are 

influenced and constructed by language. These distinctions and restrictions bind people to a 

society and influence the way they perceive themselves. Bodine and Kramsch (2002:234) 

illustrate the enigmatic nature of these social precincts when they state that ―our notions of 

                                                

25 Norton (1997:425) suggests that ―if English belongs to the people who speak it, whether native or 
nonnative, whether EFL or ESL, whether standard or non-standard, then the expansion of English in 
this era of rapid globalisation may possibly be for the better rather than for the worse‖. 
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identity are very much tied to the kinds of master narratives we construct about our own place 

within cultures. At the same time, it is these cultures that are telling us that we have to make 

these consistent stories about ourselves.‖   

When ideologies such as NS-dominance become ingrained in our cultures, they create 

superficial and harmful guidelines for our narratives of ‗self and other‘, which are underscored 

by political and economic leverage.  They further suppress innovations which could lead to an 

open-minded multilingual communication approach. This is emphasised by Lemke (2002:85) 

with the idea that language needs to be reconceptualised in research, in terms of it being an 

autonomous and coherent unit. Rather, the fluidity of the language unbound by ―political and 

ideological pressure‖, should be seen as a resource. It is such a resource which could become 

a valued currency in a newly conceived globalised world. 

Harris et al. (2002:35) refer to the work of Cohen and Bauemen and state that ―in the age of 

globalisation, their language skills, familiarity with other cultures and contacts in other countries 

make many members of Diasporas highly competitive in the international labour, service and 

capital markets‖. However, based on the literature review presented in this chapter, it seems as 

though the worth of the concordant bilingual who comes from a space of not only linguistic, but 

social, historical and political complexity is underrated (if not beleaguered) in the global 

community of English teaching, such as is evident from policies and practices in Thailand. It is 

exactly this underrated contribution that these individuals can make to the field of English 

teaching, and their experience of being marginalised that the study wants to address. 

  



 

45 

CHAPTER 3   

METHODOLOGY 

3.1 Philosophical assumption 

The philosophical assumption of this study is grounded in the subjectivist view of Radical 

Humanism. Burrel and Morgan (1979) propose four paradigms with which to analyse the social 

sphere.  These four paradigms ―define fundamentally different perspectives for the analysis of 

social phenomena‖ (Burrel & Morgan, 1979:32).  The perspectives are mutually exclusive and a 

researcher cannot use more than one of these approaches in an analysis.  ―The four paradigms 

thus define four views of the social world based on different meta-theoretical assumptions with 

regard to the nature of science and society‖ (Burrel & Morgan, 1979: 24). An ascription to one of 

these paradigms provides a basis on which a researcher can make assumptions about the 

world she is studying. It, therefore, provides a frame of reference in terms of viewing social 

phenomena. The four paradigms are separated by the subjective-objective dimension, and then 

classified according to four sets of assumptions for each of the following elements that 

characterise theoretical approaches: ontology, epistemology, human nature and methodology. 

Figure 3-1:  Burrell and Morgan’s (1979:22) four paradigms of social theory.  
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The Radical Humanist paradigm views reality as being socially created and sustained. Through 

this socially created reality we encounter limitations and barriers. The fundamental view of this 

paradigm is that these limitations or ―societal arrangements‖ impede ideal human development 

through alienation. The limitations and boundaries imposed by ―ideological superstructures‖ 

(Burrell & Morgan, 1979:32) prevent people from reaching their full potential. Subscribing to a 

subjective view of reality and emphasising the individuals‘ role in the creation, modification and 

interpretation of the world, these limitations become banners of confinement for the individual as 
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postulated by Morgan (1980:610): ―People become imprisoned within the bounds of the reality 

they create and sustain‖. It is thus essential within this paradigm to liberate individuals from 

these limitations. Burrell and Morgan (1979:32) state that the Radical Humanist paradigm‘s 

―frame of reference is committed to a view of society which emphasise the importance of 

overthrowing or transcending the limitation of existing social arrangements‖ in order to release 

people and motivate them to reach their full potential.  

 

Disregarding the culturally loaded meaning of the word ‗overthrow‘ or even a more neutral term 

like ‗transcend‘, one could argue that in this study, South African English teachers in Thailand 

experience the societal constraints and endure the repercussions ascribed to members of the 

‗group‘ of Non-Native Speakers (NNS) of English.  In other words, when the Thai government 

implemented an ideological Native-speakers (NS) approach via their educational policies, to 

remove South Africa from the list of NS English countries in 2012, all South African teachers of 

English were ascribed the label NNS of English at the same time.  ‗The event‘ interned and 

alienated South African teachers of English in Thailand into the ghetto of NNS of English.  This 

‗event‘ and its consequences for South African teachers of English in Thailand (knowingly or 

unknowingly) impacted their teacher identities. The role that external factors, such as societal 

ideologies, play in the construction and maintenance of teacher identity validates a study based 

within this paradigm. The purpose of the study is to find grounds for the eradication of the NS 

fallacy and to describe how the individuals in question transcend societal alienation through the 

linking of thought and action via their potential as concordant bilinguals.26   

 

The paradigm further provides a frame of reference with which to critique the status quo. This 

study takes cognisance of the current status quo relating to South Africans in Thailand: 1) the 

NS is seen as the ideal teacher, 2) South African teachers of English in Thailand are not 

officially deemed NS and, therefore, may not be perceived as competent enough, 3) and A-E 

South Africans are not recognised as (and, therefore, valued for) being concordant bilinguals. 

With this study I would like to challenge this social status quo, by providing evidence to the 

contrary and engaging in the current discourse on changing epistemological paradigms which 

are introduced by a shift in preference or focus in favour of, for example, Cook‘s (1990) multi-

competence theory. 

 

Ontologically, this paradigm favours a more nominalist view of the world and assumes that 

social reality is created, maintained and structured arbitrarily through the use of names, 

                                                

26 Concordant bilingualism refers to an adapted view of balanced bilingualism as redefined by the 
researcher in Chapter 2.  



 

47 

concepts and labels. These artificial instruments of marginalisation help individuals to negotiate 

and make meaning of their external social reality (Burrell & Morgan, 1979:4). Epistemologically, 

this paradigm advocates an anti-positivist approach which endorses subjectivity in terms of 

understanding the world from the individual‘s point of view.   Human nature, in this paradigm, is 

perceived as voluntarist, in that individuals, although constrained through external structures, 

are of free will and autonomously able to adapt through their own agency.   

 

The methodological assumptions in this paradigm centre on the ideographic approach. This 

approach advocates methods through which an in-depth knowledge of the participants is gained 

– often from a personal integrative perspective. Burrell and Morgan (1979:6) explain the 

methodological implications of the approach as follows:  

The ideographic approach emphasises the analysis of the subjective accounts which 

one generates by ‗getting inside‘ situations and involving oneself in the everyday flow of 

life – the detailed analysis of the insights generated by such encounters with one‘s 

subjects and the insights revealed in impressionistic accounts found in dairies, 

biographies and journalistic records. The ideographic method stresses the importance of 

letting one‘s subject unfold its nature and characteristics during the process of 

investigation. 

 

This world view, therefore, is grounded in a subjective approach which values the experience of 

the individual and advocates research which has, at its core, the purpose of bringing about 

change. In small-scale studies such as this one, ideographic data are enriched through the use 

of alternative methods, such as language portraits.  

3.2 Methodological motivation and assumptions 

Founded in the broader Radical Humanist paradigm, the methodological underpinning of the 

study is inspired by the Transformative worldview, which rejects the notion of either/or positions 

in terms of quantitative and qualitative (QUAN and QUAL)27 methodology and encourages the 

use of different methods in one study in order to promote social justice through its results.  

 

Studies based on a transformative worldview attempt to address social issues situated within 

asymmetrical power struggles such as social inequity. According to Mertens (2003:139-140), 

central to this paradigm is a focus on the lived experiences of the marginalised. Of further 

importance in this paradigm is the pertinent investigation of ―asymmetrical power relationships‖ 

                                                

27 QUAN = quantitative; QUAL = qualitative. 
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whereby the researcher ―seeks ways to link the results of social inquiry to action, and links the 

results of the inquiry to wider questions of social inequity and social justice‖.  

 

The basic beliefs of the paradigm are illustrated below: 

 Ontologically, the paradigm acknowledges the multiplicity of socially constructed realities 

and proposes that the researchers (by being aware of how these are constructed) 

engage with the reality which promotes social justice and transformation.   

 Epistemologically, the paradigm advocates the worth of subjectivity and objectivity28 and 

propagates that it is important to establish an interactive link between researcher and 

participants.  

 In terms of axiology, the overall goal is the promotion of social justice by adhering to 

three basic principles: respect, beneficence and justice. 

 Methodologically, the interactive link is again emphasised and, according to Mertens 

(2007:216) through the chosen methodology29, should address the following: 

o Ability to adjust to accommodate cultural complexity. 

o Explicitly address power issues. 

o Recognise issues of discrimination and oppression. 

Based on the methodological assumptions of the paradigm, a mixed method (MM) approach is 

proposed.  An30 MM approach is accepted within this paradigm because it enables the 

researcher to gain ―an understanding of reality as it is experienced in culturally complex 

communities‖ (Mertens, 2007:224). This understanding is achieved through both the 

engagement of the researcher and the ‗community‘31 in a cyclical qualitative dialogue through 

the gathering of relevant QUAN and QUAL data.  

 

The dialogue between the researcher and the participants stems from a relationship in which 

the researcher and the participants acknowledge the social injustice or power imbalance. The 

role of the researcher32 is to establish and acknowledge these imbalances by, not only looking at 

                                                

28 In this paradigm, objectivity is explained in terms of balancing the researcher‘s view. Mertens (cited by  
Teddlie & Tashakkori 2009:90) states that objectivity is understood to be employed so that ―bias is 
not interjected because of a lack of understanding of key viewpoints‖. 

29 In the transformative paradigm the researcher is free to choose between quantitative, qualitative or 
mixed methods depending on which one provides the best ideographical understanding and best 
promotes social justice.  

30 The use of ‗an‘ as an article to MM is based on the phonological pronunciation of  MM in order to ease 
reading and will be used as such throughout the study.  It is therefore assumed that readers will read 
the letters of this abbreviation and not invoke the words when they see the abbreviation.  

31 For the purposes of this study, the community is defined as a group of A-E bilingual South African 
teachers in Thailand.  

32 Mertens (2007:212) further describes the role of the researcher in this paradigm as being ―reframed as 
one who recognises inequalities and injustice in society and strives to challenge the status quo, who 
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the previous literature, but also by employing various QUAL and QUAN methods to establish 

the  focus of the study (Mertens, 2007:213). In traditional transformative studies, the researcher, 

together with the community, identifies the problems which need to be addressed. In this study 

the lacunae is identified in two ways. First, the researcher plans to establish a discussion with 

members of the community in which the loss of NS-status was identified; and second, a 

thorough review of the literature about NS and NNS status of English teachers have been 

conducted and presented in previous chapters. 

 

In typical transformative studies, a cyclical methodology is employed. However, this study 

adopts a ‗softened‘ transformative view, one which aims to engage in the NS vs. NNS debate 

and generate discourse which could potentially contribute to the societal change in attitude (or 

eventual eradication of this status quo).  It is hoped that in addition to the contribution of 

knowledge about the experiences of A-E bilinguals teaching English in Thailand, the findings 

and recommendations of the study could contribute to a review of the power-struggles noted in 

the context of study.  Due to the scope of an MA study, a concurrent-, rather than cyclical 

design was followed within this paradigm.  

3.3 Mixed methodological design 

The emphasis on ideographic statements and the constant focus on power relations provide a 

basis for the adoption of an MM approach. Although an overall QUAL orientation is adhered to 

in the study, an MM approach makes provision for incorporating QUAN data as well. Five 

reasons for using an MM approach are highlighted by Greene et al. (cited by Hesse-Biber & 

Leavy, 2011:280-281). Mixed methods are used for triangulation (of data and method), to 

enhance the researcher‘s understanding of the issue at hand and to provide a justification for 

the necessity of sequential data, to develop study methods and to expand the study. These 

reasons combined with an overall aim of addressing inequity and power-struggles in terms of 

the A-E bilingual teaching English in Thailand, validates an MM approach.  In essence the MM 

approach can provide the researcher with a more thorough understanding of the problem, 

because she is able to analyse the data holistically, and subsequently attaining an 

encompassing depiction of what the participants are experiencing and how this experience is 

socially and historically influenced.  

 

                                                                                                                                                       

is a bit of a provocateur with overtones of humility, and who possesses a shared sense of 
responsibility‖. 
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3.3.1 Typology 

According to Teddlie and Tashakkori (2009:139), establishing a typology for one‘s study assists 

a researcher who uses a mixed methodology orientation in the execution of research goals by 

providing a map for their research. They also stress, however, that MM typologies are not 

exhaustive and that there is no list of ‗correct‘ typologies. This is due to the fact that MM designs 

possess an ―opportunistic nature‖ and are, therefore, inherently mutable. Teddlie and 

Tashakkori (2009:139) further propose that MM researchers choose an MM typology which is 

best suited to their research and then manipulate and adjust this typology to ensure optimal 

functionality. In this study the researcher adopts and adapts a multilevel MM design as 

illustrated with the following condensed typology. 33  

 

Table 3-1: Mixed method typology designed for this study.  

Multi-level mixed design 

Strand 1  Strand 2 

QUAL  (Language portraits, N=12 ) + QUAL 

(Questionnaire A, N=12)  + QUAN (Questionnaire A, 

N=12)           QUAL (Feedback sessions, N=4) 

= 

+ 

 

QUAL (Questionnaire B, N=10)  

+ 

QUAN (Questionnaire B, N=10) 

 

= 

Inferences Inferences 

Meta inferences from QUAL integrative interpretation 

 

3.3.2 Research design: The multilevel mixed design 

In a multilevel MM both QUAN and QUAL data are collected and analysed. QUAN and QUAL 

data are collected at different levels of analysis but also, different types of methods (QUAN and 

QUAL) are used to collect data at these different levels. Teddlie and Tashakkori (2009:156) 

                                                

33 + indicates a simultaneous or parallel or concurrent design while indicates a sequential design. 
 



 

51 

explain the inimitability of this design by stating that ―the unique characteristic of multilevel 

implementation concerns its use of naturally occurring nested, or hierarchical, structures within 

organisations to generate mixed design‖. In this study it simply means that there are multiple 

layers of perceptions to be analysed. For example, there are the perceptions of the wider school 

community – in which we can again identify hierarchical or nested pockets of perceptions (those 

of the NS and the NNS), as well as the perceptions of the South African teachers. Teddlie & 

Tashakkori (2009:156) further point out that the results of these different levels of analysis, 

converge into meta-inferences based on ―multiple types of inferences‖. This means that 

inferences from the different data-sets or strands are combined to eventually deduce main 

findings. 

 

The multilevel mixed method design addresses the three main research questions of the study 

by looking at them in terms of strands. Strand one34 encompasses the first two research 

questions: 

1. How do A-E South African teachers of English in Thailand perceive themselves in terms 

of the NS vs. NNS issue? 

2. What are the perceptions of the A-E English South African teachers of English about 

their teacher identity in terms of teaching English in South Africa and Thailand?  

While strand two35 addresses the last research question: 

3. How are A-E South African teachers of English in Thailand perceived by the wider 

school community (parents, students and colleagues) in terms of their NS-status? 

 

In strand one, the focus was to ascertain how A-E teachers perceive of themselves in terms of 

the NS concept as well as how they perceive of their teacher identity based in a social context 

of asymmetrical power relations. The following methods were used both sequentially and 

concurrently as illustrated by the diagram below. 

 

 

 

 

 

                                                

34 Also referred to throughout the study as Data set A. 
35 Also referred to throughout the study as Data set B. 
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Figure 3-2: Strand 1 methods and instruments   

 

The QUAL data from both the language portraits and the questionnaires inform the QUAL 

method for the feedback sessions, but also inform the inferences gained during the analysis. 

Therefore, the second part of this data aggregation and interpretation is sequential. Questions 

for the feedback sessions are based on inferences made in the first three analyses. 

Furthermore, inferences made from the feedback sessions are also based on already 

established inferences from the previous strand. 

 

In strand two, the external structures of societal influence on A-E teachers of English in 

Thailand are explored through a concurrent strand in which one instrument yields two levels of 

analysis as illustrated by the diagram below.  
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Figure 3-3: Strand 2 methods and instruments   

 

The inferences from the two sets of data are combined (‗mixed‘) to validate the findings and 

interpretation. The two sets are collected together (in questionnaire B), but analysed separately. 

 

3.3.3 Sampling  

To create a typology for MM sampling, can be daunting when one takes into consideration the 

lack of available literature on MM sampling techniques and the complexity inherent to MM 

designs. What one can base one‘s creation of a typology on is Teddlie and Yu‘s (2007:85) 

definition of MM sampling as a technique ―which may employ all the probability and purposive 

techniques‖ to increase both external validity and transferability, and in which the researcher‘s 

ability to combine the techniques to produce the most information-rich data is key.   

 

In Multilevel MM sampling, the process of sampling is even further complicated due to the fact  

that it is ―based on multiple levels of analysis, not strands, and explicitly indicates that there is 

more than one unit of analysis per strand‖ (Teddlie & Yu, 2007:96). Thus, the same sampling 

procedure is required for the data collected in Strand One and Strand Two of this study, 

because within each strand lies multiple levels of analysis. It is, therefore, important to explain 

within each level of analysis, which sampling procedures is adopted and why. It is possible that 

within the two strands the researcher may employ both purposive and probability techniques in 
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order to ―generate complementary databases that include information that has both depth and 

breadth regarding the phenomenon under study‖ (Teddlie & Yu, 2007:85). 

3.3.3.1 Sampling for Strand 1, level 1, level 2 and level 3 

For Strand One level 1, 2 and 3 the sample is consistent across the three levels of enquiry. For 

this Strand, purposive sampling in the form of a sequential sampling technique is implemented. 

For this particular sample, snowball sampling is used.  Snowball sampling is defined as ―a 

method whereby participants with whom contact has already been made are used to penetrate 

their social networks to refer the researcher to other participants who could potentially take part 

in, or contribute to the study" (Nieuwenhuis 2010:80). 

 

In this study, the researcher chose to use snowball sampling because of the lack of direct 

access to a sampling population. A reliance on the ability of the participants to furnish the 

researcher with possible contact is thus necessary as explained by Hesse-Biber and Leavy 

(2011:47) when they say that ―snowball sampling relies on the personal networks you tap into 

for referrals‖.  

 

The population parameters were: A-E South African teachers currently teaching (or who have 

taught) English (in various forms, at various schools) in Thailand. Three participants were 

contacted by the researcher and, through a reliance on their personal networks, a total sample 

size of 12 cases where identified for strand 1, levels 1-3. Of the 12, all completed levels 1-3 of 

strand 1.  This sample was collected at various points throughout the study as the network grew 

and participants referred other possibly appropriate candidates. Participants were contacted 

through both email requests and in person by the researcher.  

 

This type of purposive sampling was used, because the researcher wanted to include as many 

South African respondents (suitable for the study) as possible. Due to several constraints 

(monetary, geographical, time) this sampling technique was deemed the most appropriate to 

select a sample which was not only representative but would insure an in-depth, personal set of 

data whilst respecting ethical considerations.  

3.3.3.2 Sampling for Strand 1, level 4 

After the analysis of the data gathered via Strand 1, levels 1-3; the researcher conducted 

another sampling procedure based on the inferences made from the first three levels of analysis 

for the sample for Strand 1, level 4. Another purposive, sequential sampling procedure was 

employed, namely opportunistic or emergent sampling. This type of sampling is also based on 
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the principle of gradual selection.36 Although both snowball and emergent techniques are 

sequential, what differentiates them in this study is their goal. Where the snowball method aims 

to enlarge the sample size and provide relevant data, emergent or opportunistic sampling has 

as its goal to even further enrich the data in terms of a deeper understanding of the research 

question. It is, therefore, used as a tool to create another level of enquiry. 

 

Emergent sampling was used in this study when the researcher wished to corroborate her 

understanding of the language portraits provided by the participants in Strand 1, Level 1; and in 

following-up on the information that participants provided as part of questionnaire A. In this 

case, all participants were selected for participation in the feedback session, but only four 

responded. These four participants were then interviewed via email with a unique set of 

questions based on the researcher‘s interpretation of the data they provided earlier. These 

feedback questions are available as Annexure D.   

3.3.3.3 Sampling for Strand 2, level 1 and 2 

Sampling of the wider school community was conducted by applying a purposive MM approach 

in the form of a snowball/criterion sampling strategy. The snowball sampling segment resulted in 

gaining access to the population and, criterion sampling was employed so that appropriate 

participants could be selected for all of the units, according to certain criteria. Snowball sampling 

was again used because of the geographical limitations resulting in accessibility restrictions. 

Criterion sampling was discussed in the previous section.  

The criteria for the selection of this sample were: 

 Participants had to be part of the wider school community i.e. teachers, headmasters, 

HR personnel of schools in Thailand at the time of the study. 

 Participants had to have, or have had, South African teachers of English as colleagues. 

3.3.4 Data sets 

Further description of the strands is now conducted under the term data set. Strand one is 

discussed as Data set A while strand two is discussed as Data set B. Due to the complexity of 

the research questions, as well as the researcher‘s need to extricate meaningful and enriched 

data and make holistic inferences, there are two data sets which are examined.  

                                                

36 Gradual selection is defined as “the sequential selection of units or cases based on their relevance to the research 

questions, not their representativeness” (Teddlie & Yu, 2007:80). 
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3.3.4.1 Data set A 

Data set A addresses research questions one and two in terms of personal experiences 

grounded in both internal and external factors: 

1. How do A-E South African teachers of English in Thailand perceive themselves in terms 

of the NS vs. NNS issue? 

2. What are the perceptions of the A-E English South African teachers of English about 

their teacher identity in terms of teaching English in South Africa and Thailand?  

This data set provides the researcher with a view into the personal experiences of the 

participants. The participants for this data set are A-E South African teachers currently teaching 

(or who have taught) English in Thailand. The instruments used in this data set include 

Questionnaire A, language portraits and feedback sessions. 

3.3.4.2 Data set B 

Data set B addresses research question three in terms of internal or organisational factors:  

3. How are A-E South African teachers of English in Thailand perceived by the wider 

school community (parents, students and colleagues) in terms of their NS-status? 

This data set examines the relationship between the participants of data set A and external 

power structures and perceptions of their immediate work environment and various 

stakeholders in the English foreign language (EFL) community in Thailand. The participants for 

this data set are headmasters or school directors or human resources staff and fellow teachers 

in schools in Thailand. 

3.3.5 Data collection techniques 

In MM research it goes without saying that the researcher would rely on both QUAN and QUAL 

sources in a methodological strategy to answer the research question of the particular study. 

This is what Teddlie and Tashakkori (2009:237) refer to as methodological triangulation, or 

intermethod mixing. Methodological strategies like these are called ‗between strategies‘ and are 

defined as ―research in which QUAL and QUAN data are gathered using more than one data 

collection strategy‖ (Teddlie & Tashakkori, 2009:237).  It is important to be cognisant of 

strengths and weaknesses of each method that one uses and to interplay them so as not to 

have an overlap of weaknesses, but rather an eventual data set which thrives on the 

advantages of all methods utilised.  Data collection techniques are discussed in terms of the 

data sets. Therefore, instruments used in data set A – questionnaire A, language portraits and 

the feedback session are discussed first; and, thereafter, the instrument for data set B – 

questionnaire B is discussed.  
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3.3.5.1 Questionnaire A 

Questionnaire A used in data set A consisted of both open and closed-ended questions 

―allowing respondents to generate their own categories of meaning‖ (Teddlie & Tashakkori, 

2009:235). Questionnaire A comprises a combination of self-designed questions and adapted 

sections of an already existing questionnaire. They were distributed to the South African 

teachers of English in Thailand who participated in the study via email or via the researcher 

personally.  

The questionnaire consisted of several sections.  Section A consisted of questions relating to 

biographical information, e.g. gender, age, population groups, socio-economic circumstances, 

political and religious views. This section was a combination of self-designed questions 

(questions relating to socio-economic circumstances) and adaptions of already existing 

questions (gender, age, population groups) that form part of Coetzee-Van Rooy‘s (2012) 

Language repertoire questionnaire. 

Section B and C consisted of a language profile with both coded categories as well as questions 

placed within a semantic differential scale and questions asked on a 7-point Likert-scale. The 

questions in this section were adapted from Coetzee-Van Rooy‘s (2012) Language repertoire 

questionnaire.  Section D examined personal, historic information regarding the educational and 

vocational background of the participants. This section comprised self-designed questions 

(questions 12-14) and a question (question 11) from Coetzee-Van Rooy‘s (2012) Language 

repertoire questionnaire. 

Section E introduced the concept of native speakerism within the context of the demotion of 

South Africa as a NS country with regard to English in Thailand and aimed to establish, through 

various questions based on a 7-point Likert-scale, how the participants relate to the concept ‗NS 

of English‘. The section further used a semantic differential scale to ascertain the importance of 

the concept NS to the participants in terms of their teacher identity. All questions in this section 

were self-designed. 

3.3.5.2 Language portraits 

According to Coetzee-van Rooy (2016:11) within the context of superdiversity there is a need 

for revised approaches and instruments to ascertain meaningful data in terms of multilinguals‘ 

repertoires and their social contexts. In light of this, in addition to well-known instruments like 

questionnaires, the researcher used a novel instrument to investigate the repertoires of the 

participants: a language portrait.   
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A language portrait is a tool used to establish the relation between language and identity (Busch 

2010; Busch, 2012; Martin, 2012; Bristowe et al., 2014), in terms of an individual‘s language 

repertoire. With a language portrait, the participant has the opportunity to visually map ‗their 

languages‘ onto a physical representation of themselves, in the form of an outline of a body. 

The technique has been employed since the early 1990s, mainly in Germany, as a tool to 

examine language awareness. It is used in this study because, through the visual 

representation of the participant‘s language repertoire, the researcher may gain an alternative 

insight into their construction of identity, which will lead to a more in-depth picture of the 

perceived identity of the participants when interpreted with complementary data from, for 

example, the language repertoire questionnaires. An advantage of this technique, is that it adds 

to the understanding of the participant‘s perception because, as Busch (2010:286) states,  

The processes that influence language-use tend to operate unconsciously and cannot 

easily be verbalised. Switching from word to image helps to deconstruct internalised 

categories, to reflect upon embodied practices and to generate narratives that are less 

bound to genre expectations. 

There are also disadvantages to the technique. Some participants may either over-analyse the 

process, or indeed under-value the technique or thereby not generate a picture which truly 

resembles their current language circumstance. Regardless of these disadvantages, the portrait 

provides the opportunity for the participant to engage with the issues relating to language and 

self, and this merits it as a complementary data-capturing tool of great relevance to this study of 

A-E teacher identity.  

The language portraits were administered via email or in person to the participants of data set 

A.  The instruction that was given to participants was similar to that used by Busch (2010).  

Participants were asked to pick a colour for each language they know, use, and/or aspire to 

know/use and then to colour the provided human silhouette accordingly. They were asked to 

provide short explanatory notes regarding their: 

i. Choice of colour 

ii. Choice of placement 

iii. Any other relevant notes. 

Instructions for the portraits were kept to a minimum so as to not influence the participants in 

any way. It provided the participants with the opportunity to thoroughly engage with and think 

about their language repertoire. Some concern exists with regard to the fact that providing the 
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participants with a silhouette might limit their ability to express themselves optimally, however, 

by providing a silhouette the researcher is establishing grounds for comparison.   

To ensure accessibility, the participants were given the option to complete the language portrait 

via one of three mediums.  

1. They could submit a hard copy version of the portrait to the researcher. For this 

the portrait and instructions were emailed in PDF-format, the participant printed the 

image, completed it, scanned the completed portrait and, subsequently, returned 

the document via email. Some of the participants were also given the portraits in 

person and asked to complete them and return them to the researcher. 

2. The participants could complete the portrait with Microsoft Paint. The participant 

received the same PDF file as in option one, which they pasted into Microsoft 

Paint and then they completed the portrait. The completed file was saved as a 

JPG-file and sent back to the researcher via email.  

3. A version of the portrait could also be completed using the mobile application: 

Autodesk Sketchbook. None of the participants opted to use this technology.  

3.3.5.3 Feedback sessions 

To address the potential weakness of the questionnaire method (e.g. a reliance on closed 

ended questions and the need for brevity that might result in ‗impoverished‘ data) and to 

‗validate‘ the data from the language portraits, the researcher attempted to conduct feedback 

sessions with the participants. These feedback sessions were, in essence, semi-structured 

electronic (email) interviews. Teddlie and Tashakkori (2009:229) label interviews as ―powerful 

data collection strategies‖ banking on the fact that an interview is a personal context in which 

clarification can be sought from the participants. Hesse-Biber and Leavy (2011:105) assert the 

power of interviews, because of the proverbial levelling of the playing field between the 

interviewer and the interviewee and the subsequent supremacy provided the interviewee 

because of his/her ―authority over their own story‖.  They further state that interviews are 

excellent tools for ―getting at individuals‘ lived experiences and perspectives‖ (2011:127). 

Apart from being an in-depth examination instrument, interviews are conducted in this study to 

strengthen the trustworthiness of the findings – discussed more fully later in this chapter.  

Although Teddlie and Tashakkori (2009:229) state that QUAL interviews are ―usually 

nondirective and very general‖ in this case, the researcher had very specifically directed 

questions based on inferences made from both the language portraits and the questionnaire 
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data.  These questions also vary from participant to participant, based on the data they had 

provided.  

The limitations of this instrument are identified in the lack of personal face-to-face contact with 

the participants and any subsequent inferences that could be gleaned from personal interaction. 

However the format of the communication (email) also boasts advantages, in that it enabled the 

researcher to communicate in real time with participants otherwise geographically inaccessible.  

See Annexure D for the feedback questions.  

3.3.5.4 Questionnaire B 

Teddlie and Tashakkori (2009:232) describe the use of questionnaires in mixed methods as 

―employing a strategy in which participant‘s use self-report to express their attitudes, beliefs, 

and feelings toward a topic of interest‖. For data set B, the researcher attempted to extricate the 

participants‘ beliefs and feelings through Questionnaire B. This questionnaire was predominated 

by sets of QUAN, closed-ended questions37, but also allowed for the reflection of participants in 

a brief QUAL orientated opportunity at the end of each section as well as two QUAL open-

ended questions. The questionnaire was mainly self-designed and was made available to the 

participants via Survey Monkey which added the advantage of accessibility and a quick 

turnaround time.  The online version of the questionnaire also contributed to financial feasibility 

of the study in that posting it online, the tool became inexpensive and accessible to all 

participants.38 However, disadvantages associated with the questionnaire are, that it had to be 

kept short and concise which could potentially lead to a lack of information. The researcher tried 

to combat this by adding the self-reflection opportunity at the end of each section providing the 

participant with the option of explanation.   

The questionnaire consisted of the following sections: Section A (question 1-3) consisted of 

informed consent, biographical information in which gender, age, nationality and language 

profile were asked – adapted from Coetzee-Van Rooy‘s (2012) Language repertoire 

questionnaire.  Section B (question 4), a self-designed question, provided the opportunity for 

each participant to define the term ‗native speaker‘. Section C (question 5) employed a 7-point 

Likert-scale in order to ascertain attitudes toward various questions relating to the terms ‗native 

speaker‘ and ‗native speaker teacher‘ in the context of Thailand‘s English school environment. 

                                                

37 ―Closed-ended questions are more efficient to collect and analyze‖ (Teddlie & Tashakkori, 2009:232). 
38 Using an online platform aids the researcher in terms of time and money. For example, it is easier to 

access and capture the data when it is already in an electronic format, the researcher also does not 
have to post or email each questionnaire, or does not have to have face-to-face contact which is 
difficult due to geographical constraints. 
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Again, the questions in this section were self-designed.  Section D (question 6) again employed 

a 7-point Likert-scale of self-designed questions, to delve into the participants‘ beliefs and 

attitudes towards South African teachers of English teaching in Thailand. Section E (question 7) 

built on the previous section and examined, by means of another 7-point Likert-scale, how these 

participants felt about South African teachers of English within the context of the removal of 

South Africa from the list of English NS countries. These questions were self-designed.  Finally, 

Section F provided the opportunity for the participants to openly contribute any relevant 

information by asking them to reflect on their relationships with, or their perceptions of, South 

African teachers in Thailand. This question was also self-designed. 

3.3.6 Data analysis and interpretation 

A discussion of the analysis and interpretation of each of the instruments are now conducted. 

An important issue to discuss briefly is the term ‗inferences‘ which became prominent in the 

analysis. Teddlie and Tashakkori (2009:289) reflect on the nature of inferences and state that 

―making inferences is both an art and a science‖. Based on a thorough knowledge of one‘s 

participants and their cultural and social context, the researcher can use her creativity and 

intuition to make meaning of the data. Teddlie and Tashakkori (2009:291-292) further provide 

guidelines for making inferences, which the researcher used as a basic process for her own 

meaning making: 

a) The research process and questions should be foregrounded at all times. 

b) Answer each question form the view of the participant. Investigate all of the relevant 

results to each question separately.  

c) Tentative interpretations about each part of the result should be based on an answer to 

the research question, or a part thereof.  

d) After tentative interpretations, questions should be examined to establish the possibility 

for combination. They should also be compared, contrasted or combined and the 

differences between them should be explained.  

e) The integration of QUAL and QAUN data and inferences is of utmost importance to 

make credible inferences. 

f) The purpose of each method used is essential in understanding the data elicited. The 

inferences must directly address the initial and intended purpose of each method.  

3.3.6.1 Language portrait analysis 

Each language portrait is analysed in two ways. First, the portrait is subjected to a table of 

analysis. Second, each portrait is close-read in a content analysis fashion. Both readings are 
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coded and then, in a bottom-up fashion, converted into themes. The themes are then 

interpreted in conjunction with data from the questionnaires and, subsequently, inferences are 

made. Based on the concept of composition39 as described by Kress and Van Leeuwen (2006), 

a table of analysis was devised by the researcher to analyse the language portraits.  According 

to Kress and Van Leeuwen (2006:176), composition uses the following three systems to 

establish a relationship between what is presented and what is meant to be conveyed.  

1. Information value. The placement of elements [...] endows them with specific 

informational values attached to the various ‗zones‘ of the image; left and right, top and 

bottom, center and margin.  

2. Salience. The elements [...] are made to attract the viewer‘s attention to different 

degrees, as realised by factors such as placement in the foreground or background, 

relative size, contrasts in tonal value (or colour), difference in sharpness etc. 

3. Framing. The presence or absence of framing devices (realised by elements which 

create dividing lines, or by actual frame lines) disconnects or connect elements of the 

image, signifying that they belong or do not belong together in some sense.  

Traditionally applied to layout analysis, the concepts were appropriated for this study and an 

analysis table was developed. As illustrated in Table 3-1 below. 

Table 3-2: Language portrait analysis table.   

Relation between participant and what they depict through the lens of composition 

Participant number:  

Information value of 

languages depicted = 

Placement of each language 

Language: Placement: Signified 

implication/inference 

Salience of elements which 

depict languages  

Element elevated: Signified 

implication/inference 

  

Framing devices employed Framing device: Signified 

implication/inference 

Descriptive words associated 

with languages 

Language: Words used to 

describe/inference 

Emergent themes:  

                                                

39 Kress and Van Leeuwen (2006:175) define composition as ―the way in which the representational and 
interactive elements [of an image] are made to relate to each other, the way they are integrated into 
a meaningful whole‖. 
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The process involved in the analysis of the portrait data, via the analysis table presented above, 

can be described as a type of content analysis. First, the researcher would divide the portraits 

into quadrants to establish the informational value of each element. Based on this and the 

above mentioned procedure for inference making, the researcher would then ascribe the 

signified implication of specific placement of elements, also known as inferences.  The same 

process would apply for salience and framing. Descriptive words associated with languages 

were then identified. The significance of the identified words would be illustrated in the inference 

column.  Once the portrait had been analysed, the researcher would compare, contrast, 

combine or try to see the differences in the inferences made and then identify emergent themes 

based on these inferences. 

The themes for each language portrait would then be compared or combined with the other 

portrait themes in order to identify main or recurring themes.  

3.3.6.2 Content analysis 

According to Nieuwenhuis (2010:101) content analysis is ―the process of looking at data from 

different angles with a view to identifying keys in the text that will help us to understand and 

interpret the raw data... [that usually] is an indicative and iterative process.‖ All open-ended 

questionnaire data and feedback session data were analysed with a content analysis approach. 

Inductive coding was applied as codes emerged from the data.  Themes were then constructed 

from the codes and emergent patterns were interpreted. 

3.3.6.3 Frequency analysis 

All QUAN data from the questionnaires were subjected to a frequency analysis and interpreted 

in conjunction with the QUAL data.   

3.3.6.4 Credibility and trustworthiness 

Due to the overtly QUAL orientation of the study, the researcher ascribes to the notions of 

credibility and trustworthiness in terms of validation of methods, findings and inferences.  

Teddlie and Tashakkori (2009:26) define trustworthiness as the degree to which the reader can 

be persuaded of the value and worth of the findings; and credibility as the degree to which the 

study emulates the participants thereof.  

Nieuwenhuis (2010:113) proposes that trustworthiness in QUAL research can be attained by 

adhering to the following rules: 
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a) Using multiple data sources – for this study, several sources are sought out as 

previously discussed.  

b) Verifying raw data – to verify the researcher‘s understanding of the data, both raw data 

and inferences are submitted back to participants during the interviews and are thereby 

checked by the participants for correctness.  

c) Keeping notes of research decisions taken – during analyses of especially the language 

portraits, notes are kept for each set of data. 

d) Working on increasing greater trustworthiness in the coding of data – in this study, codes 

were re-evaluated after reviewing all the data sets. 

e) Stakeholder checks – for this study, the methods as well as some of the findings are 

presented during workshops and at international conferences40 where no objections were 

made to the method, especially in the case of the scrutiny of the analysis of the 

language portraits. In fact, the methods are validated by interest from stakeholders. 

Furthermore, the research is submitted to the researcher‘s study leader who is an expert 

in the field of language and identity and can therefore make relevant comments.  

f) Controlling for bias – by involving stakeholders and keeping analysis decisions 

consistent, potential biases are monitored and managed. 

g) Avoiding generalisation – the very nature of the group of participants and the contextual 

questions inhibit the generalisation of inferences.    

h) Maintaining confidentiality and anonymity – none of the participants are in danger of 

being recognised.  

i) Stating limitations of the study upfront – limitations are stated.  

The development of questionnaires for this study, based on expertly developed questionnaires 

in the same field, serves as further validation of the trustworthiness of the instruments for this 

study.  

By abiding to stakeholder checks, and verifying raw data and inferences with the participants, 

the study claims credibility in that it aims to achieve ―correspondence between the way the 

respondents actually perceive social constructs and the way the researcher portrays their 

viewpoint‖ (Mertens cited by Teddlie & Tashakkori, 2009:295). 

                                                

40 The researcher presented a paper titled, ―Colour them equal: comparing NS and NNS teacher identities 
in Thailand‖ at the international conference presented by the Centre for Advanced English Studies 
(CAES) in Hong Kong in April 2015.  
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3.4 Ethical considerations  

The nature of ideographically orientated studies inherently implies a concern with regard to 

ethical dimensions, because of the personal nature of data and the eventual goal of the study – 

to bring forth the potential for a change in perception and discourse.  Due to the nature of these 

types of studies, the researcher must, above all, see to the ethical care of the participants. 

According to Leedy and Ormrod (2005:101) ethical issues in research can be categorised as (a) 

ethical issues relating to protection from harm, (b) informed consent, (c) right to privacy and (d) 

honesty with professionals. Applicable instances of ethical concerns within the study will now be 

discussed.  

 

3.4.1 Protection from harm 

In this particular study the group of A-E teachers in Thailand cannot be classified as a 

vulnerable population41 in the traditional sense.  They are highly literate and mobile individual 

adults who successfully migrated from South Africa to find work in Thailand. However, they are 

faced with a set of challenges which subjects them to a certain social vulnerability42 in that they 

are labelled as NNS of English in Thailand. This vulnerability could become relevant in the 

context of research question three, where the wider school community is asked to engage in the 

NS vs. NNS debate in terms of South African teachers in Thailand. The very fact that they have 

to think about their colleagues in these terms places the South African teachers in a specific 

frame which some may argue could potentially lead to a socially vulnerable state. However, the 

NS-distinction has already been made public and is implemented by the department of 

education in practices related to employment. This change in the appointment policy has been 

experienced by both the South African teachers and the wider school community. They are 

already aware of the distinction and its consequences.  Furthermore, the researcher has taken 

care to stagger the sections in the questionnaire in such a way that the participants43 first 

engage with the NS vs. NNS debate in a general way, providing their own discernments about 

the issue, before applying their answers to the South African teacher context.  In this way, the 

                                                

41 Vulnerable populations can be defined as ―the disadvantaged sub-segment of the community requiring 
utmost care, specific ancillary considerations and augmented protections in research. The vulnerable 
individuals‘ freedom and capability to protect one-self from intended or inherent risks is variably 
abbreviated, from decreased freewill to inability to make informed choices‖ (Shivayogi, 2013:53). 

 
42 Social vulnerability is defined by Brooks (2003:2) as ―representing the set of socio-economic factors that 

determine people‘s ability to cope with stress or change‖. 
 
43 Participants here refer to the wider school community 
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publicly known ‗status‘ of South African teachers of English as NNS teachers is managed to 

some extent.    

3.4.2 Informed consent  

Leedy and Ormrod (2005:101) emphasise the importance of strict voluntary participation in all 

studies. To achieve this, all participants should be furnished with an information letter that 

informs them about the details of the study, whereby an informed consent form to sign should 

they decide to participate in the study.  These documents should strike a balance between 

providing enough information about the study and not providing too much information that could 

potentially  influence the behaviour or perceptions of the participants, regarding the research 

issue at hand. In this case the researcher has taken care to provide each and every participant 

with an information letter in an email and an informed consent form which clearly stated:  a) the 

goal of the study, b) their role in the study should they were to choose to participate and c) the 

unequivocal option of withdrawing from the study at any time. Based on the information letter, 

several potential participants decided to not participate in the study.  No reasons for non-

participation were asked or given. 

3.4.3 Right to privacy 

The right to privacy was upheld by assigning a code to each participant and destroying all 

records that links names and codes to participants after the analysis and interpretation phase of 

the study. Furthermore, all data are reported anonymously.  

3.5 Limitations of the study 

Methodological limitations centred around two main issues in the study: limitations relating to 

the available population, and limitations in terms of the language portrait method.   

Regarding the availability of a sample population, the researcher encountered (expected) 

difficulties in locating a large enough sample for the study. This was due to limitations such as 

geographical and time differences as well as the transitory nature of South African teachers‘ 

employment in Thailand.44 Although these limitations resulted in a relatively small sample size, 

the depth of data extracted from the sample satiates the qualitative requirements of this study.  

 

Language portraits, being a fairly novel method of enquiry, presented in itself several challenges 

(not regarded as limitations by the researcher), to the study. First, a practical issue which 

caused the researcher some concern was how to conveniently have the participants complete 

                                                

44 Many teachers are appointed on yearly contracts and therefore easily transitions to new schools or new 
regions and even to neighbouring countries, or they in fact, simply return to South Africa. 
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the portrait and return it, as not all of them would have the necessary resources (printers, 

scanners etc.) readily available. The solution was to make it as accessible as possible via 

different technological avenues. The participants could either download the emailed version or 

complete it electronically through Paint or similar accessible software, or they could print it out 

and colour it in and subsequently scan / photograph it and email it back or use an application as 

provided by the researcher. While none of the participants reported difficulty in accessing or 

producing the portraits none of them used the mobile application.  

Another practical problem with using the language portraits was the lack of available resources 

illustrating how to collect data and analyse it using this method.  The only available literature on 

extensive use of language portraits is not available in English. Further, studies using this 

method do not describe in detail either the process of capturing the data or analysing it. This 

limitation was overcome by the researcher through employing her background in journalism and 

communication studies in the development of an analysis framework.  One of the contributions 

of this study is the presentation of a complete and comprehensive description of the data 

gathering and analysis process related to language portraits as used in this study.  

 

Finally, criticism of the language portrait method was also received which questioned the 

viability of the method in terms of it being both restrictive45 and a static representation of identity. 

However, providing the same outline to all participants in the study was validated by the fact 

that it then produces data sets which are comparable. The researcher also takes into 

cognisance the fact that a portrait like this, could only provide a snapshot of the participants‘ 

experiences (as is true for questionnaires or classroom observations as well), but acknowledges 

the contribution it sets to the overall picture of the participants‘ state of identity. Busch (2012:9) 

admits that ―language portraits are not objective reconstructions of the history of language 

acquisition‖ but counters that these portraits are never read in isolation from their social 

discourse.  

3.6 Chapter conclusion 

This chapter provides the philosophical assumptions in which the study is grounded, and also 

explains the complex research design as well as the limitations and restrictions resulting from 

the methodological subscriptions. This study is inspired by the Radical Humanist paradigm and 

a Transformative worldview.  However, it makes provision for the methodological flexibilities 

associated with an MM research approach, owing its eventual goals to these worldviews rather 

than following them strictly paradigmatically.  

                                                

45 Providing the participants with a ready-produced human outline was seen by some critics as restricting 
the participants to the researcher‘s interpretation of how language affected them.  
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Little to no research exists about the A-E bilingual teacher of English outside of South Africa. 

Research does, however, exist on NNS English teachers teaching in the outer and expanding 

circles. These existing studies have at their core, a qualitative ideographic approach.  This study 

expands on similar existing studies by including the secondary issue of external social 

perceptions toward the A-E teachers of English that participated in the study in this Expanding 

Circle context.  Attempting to answer the three research questions embedded in the study 

required the use of different methods in order to gain and analyse data. For this reason, an MM 

approach is applied in the form of multilevel mixed method design with an overarching QUAL 

interpretative approach.  Strand one of the design addresses research questions one and two 

while strand two addresses research question three.  

In keeping with the MM design employed, sampling for each data set is conducted separately 

and although all sampling in this study is purposive, different types of purposive sampling are 

adhered to.  

Instruments for the collection of data for data set A consists of a language portrait, an extensive 

questionnaire (questionnaire A), and a semi-structured electronic interview (feedback sessions) 

based on inferences from the analysis of the data from the first two instruments. The instrument 

for the collection of data for data set B consists of a concise questionnaire (questionnaire B). 

Participants for data set A comprise South African A-E bilingual teachers who teach or have 

taught English in Thailand. Participants for data set B comprise external stakeholders – 

colleagues and school headmasters and human resources staff teaching and working with the 

participants in Thailand as identified through snowball sampling.   

The illustrated methodological orientation of the study is validated by the assumptions 

concerning the extrapolation of relevant and meaningful data as shown throughout this chapter.  

The findings of the study are presented, interpreted and discussed in the next chapter.      
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CHAPTER 4   

PRESENTATION AND DISCUSSION OF FINDINGS 

4.1 Introduction  

Chapter 3 presented the reader with a thorough discussion of the methodological orientation 

and approach followed in this study. It reported on how the researcher gained the data as well 

as how she would analyse it. It proposed and justified the use of a mixed method (MM) 

approach. In this chapter the researcher presents both the responses from the participants 

(South African A-E teachers of English in Thailand and members of the wider Thai school 

community) from two questionnaires, language portraits and feedback sessions in a coalesced 

fashion; and endeavours an interpretation thereof. The researcher has adhered to an MM 

approach throughout the study; therefore, analogous principles apply in this chapter in order to 

cement a truly MM-oriented study. Accordingly, Teddlie and Tashakkori (2009:286) are of the 

opinion that it is only possible to gain a truly meaningful understanding of the phenomena and 

reach a truly complex answer to the research question, if there is an integration of inferences. 

Teddlie and Tashakkori (2009:286) state that: 

An enhanced understanding is possible only if the outcomes of research strands are 

effectively linked or integrated, if possible areas of agreement or disagreement are 

identified through comparison of results and inferences, and if the possibility of a higher 

order conceptual framework of the phenomenon is actively explored. 

This predicates an approach in which not only the data and responses presented are, but a 

simultaneous discussion and interpretation of these findings, interwoven with the presentation of 

information from the different data sets is provided.  

This discussion will be conducted in a thematic fashion, where the researcher identifies several 

main themes from the findings.  For each of the main themes, the data will be presented and a 

discussion of the findings will integrate the data with an interpretation of the data and references 

to existing similar or contrary findings from the literature where appropriate.  Each set of main 

themes consists of inferences or sub-themes identified in the data. What is important to note 

here, is that in an MM approach, according to Teddlie and Tashakkori (2009:286), inferences 

drawn from the data sets do not have to agree to be accepted as valid data. They argue that it 

is exactly in the disagreement or inconsistency between inferences that the true value of 

understanding lies, because it provides an opportunity for otherwise concealed or unearthed 

data to be explored. The implication of this disposition on the study, therefore, is that main 
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themes consist not of sub-themes which all agree, but rather of themes which have common or 

related element(s) which reoccur (in agreement or not) across the data sets, or where this 

element is also pertinently reflected in the literature. After the discussion of main themes, the 

researcher will attempt to answer the three research questions by way of clustering the main 

themes as they relate to the research questions. The discussion will be enriched by both 

examples from the collected data as well as with evidence from the literature. 

Even though an MM approach is adhered to, the study is dependent on a qualitative orientation 

in terms of overall approach, because the goal of the study is to make meaning. Nieuwenhuis 

(2010:78) explains that qualitative research endeavours to ―understand phenomena in context‖ 

and in essence, in this study the researcher wants to understand or make meaning of the 

participants‘ attitudes and perceptions within their unique context. In this type of methodological 

approach the inclusion of small-scale quantitative data analysis (with numeric data) can also 

provide valuable information. Therefore, the questionnaires for the study are analysed both 

qualitatively and to a small extent quantitatively. 

The quantitative aspects of the data analysis comprise frequency analysis and a minimal 

number of mean scores and standard deviation calculations. The aim of both questionnaires 

was not only to extrapolate biographical data but also to glean how perceptions differ or 

correspond between the perceptions of the respondents‘ intra- and inter-questionnaire, and it is 

here where the use of quantitative data is relevant and useful. The two questionnaires provided 

the following types of data: (a) themes were inferred from open-ended questions, biographical 

information and frequencies in questionnaire A; (b) themes were also inferred from the open-

ended questions in questionnaire B and frequencies from questionnaire B. 

With regard to the language portraits, themes were deemed fit for discussion once reoccurrence 

was established amongst the 12 portraits, or where a particularly interesting view that resulted 

in a deepening of insight into the phenomenon under study manifested. To enhance the 

trustworthiness of the interpretation of the language portraits, the researcher acted threefold. 

First, she conducted a similar, but small-scale study. The analysis framework gleaned from the 

literature review was presented in a paper (applied to a selected set of data) at an international 

conference46. The academics (approximately 35 scholars attended the session) who attended 

the paper did not challenge the analysis framework or the interpretation of selected data. 

                                                

46 The paper was presented at the Centre for Advanced English Studies conference in Hong Kong on 9 
June 2015. The title of the paper was: ―Colour them equal; comparing NS/NNS teacher identities in 
Thailand‖. 
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Second, the researcher presented a workshop47 to colleagues and postgraduate students at the 

North-West University (NWU) (approximately 10 people attended) where she discussed the 

interpretation methods with the attendees.  During this discussion, attendees interrogated the 

analysis framework and the application of the framework on the data set of the study.  The 

questions were mainly directed at how a researcher defines the codes used during the analysis 

process and how trustworthy interpretations are made via the process. The main outcome of the 

workshop was an even tighter refinement of the analysis method that included even finer 

clarifications of code definitions and strategies for the allocation of codes and the identification 

of themes and sub-themes. The methodology is discussed in detail in Chapter 3. Finally, the 

researcher gave participants the opportunity to scrutinise the interpretation of elements in their 

language portraits. Each respondent‘s48 language portrait analysis was sent back to them and 

they were invited both to comment on the accuracy of the interpretation as well as to answer 

some questions that the researcher had compiled based on their responses in the initial 

questionnaire and review of the language portraits.49 These feedback opportunities were also 

thematically analysed which added another layer of data to the interpretation and the effort to 

answer the research questions. 

The language portraits were useful instruments of data collection because of their ability to 

extract so-called ‗hidden‘ (or ―intangible‖) data. They provided another layer of data, 

inaccessible through questionnaires. Through the portraits one could identify instances of 

‗truncated multilingualism‘50 as well as examples of ‗dialogic places‘51 and attitudinal 

contradictions in terms of linguistic identity, which in addition to the questionnaire and feedback 

data provided a compounded picture of the participants‘ current language repertoires. 

To conclude, Teddlie and Tashakkori (2009:288) place incalculable value on ―knowing thy 

participants”52 in order to make substantial inferences. Therefore, before the discussion of 

research questions can occur, the researcher first acquaints the reader with the participants that 

responded to each data set. This information is followed by a discussion that highlights the 

relationship between the sub- and main themes identified from the analysis for this data set. 

This is done to improve the trustworthiness of the researcher‘s inferences, because it puts to 

                                                

47 The workshop was offered on 25 November 2015 in the UPSET conference room and was facilitated by 
the supervisor of the study. 

48 One participant was not contacted, because she had left her employment in Thailand and was no 
longer available via her email address. The researcher could not locate her. 

49 Of the twelve participants only four replied to the researcher. However, the four who replied, stated that 
they completely agree with the interpretation and therefore the researcher assumes that her 
interpretation was sufficiently accurate.  

50 This concept is further discussed under point 4. 
51 Dialogic places is a concept coined by Blommaert which is further discussed under point 4. 
52 The phrase is italicised in the original text. 
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task the reader as reviewer and evaluator of said inferences and also allows for the reader to 

gain an own perspective. Finally, the analysis comprises a discussion of the research questions 

in relation to the corresponding main- and sub-themes that emerged from the data analysis. 

This discussion is conducted at the hand of examples from the data and it is situated in a 

discussion of evidence from the literature.  

4.2 Description of participants 

This section of the chapter encapsulates a description of the participants. As a reminder to the 

reader; there were two data sets used in this study: (a) participants for data set A were South 

African A-E teachers teaching (or who have taught) English in Thailand, who were asked to 

complete Questionnaire A, a language portrait and to participate in the feedback sessions; while 

(b) participants for data set B comprised the wider Thai school community (colleagues, 

managers and recruiters) who were asked to complete Questionnaire B. This section of the 

chapter will describe the participants in that order.  

4.2.1 Description of participants for data set A: South African A-E teachers in Thailand 

The combination of the different data sources for this data set (the questionnaire, language 

portraits and feedback session) act as triangulated autobiographical narratives, through which 

the researcher attempts to make meaning of the experiences of the participants in a post-

structuralist framework53. Pavlenko (2007:165) identifies three interconnected types of data 

resulting from autobiographical narratives: subject reality – how instances of life are 

experienced by participants; life reality – how instances of life are or were, and; text reality – the 

ways in which instances of life are narrated by the participants. All three of these realities are 

explored in this data set. 

4.2.1.1 Biographical exposition 

Biographical data provide depictions of life realities to be analysed. Sections A and D of 

questionnaire A provided the researcher with biographical data on the participants, which 

enabled the researcher to draw up a combined profile of respondents‘ life realities54 and with 

that, investigate contentious issues which surfaced, such as racial classification. Table 4-1 

provides a summary of the respondents‘ biographical data. 

                                                

53 Pavlenko (2007:175) states that post-structuralist frameworks used in the analysis of autobiographical 
narratives focus on ―power relations, symbolic dominance and the role of gender, race and class in 
language learning‖. 

54 It must be noted that the researcher knows three of the participants personally, and has taken special 
care to stay objective in her interpretations of their data. 
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Table 4-1: Summary of biographical data of participating South African A-E 

teachers teaching English in Thailand for Data set A.  
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SAT_001 F 27 Other Middle 

Class 

Middle 

Class 

Middle of 

the road 

Strongly 

inclined 

Not 

religious 

Not 

religious 

SAT_002 F 27 White Middle 

Class 

Middle 

Class 

Middle of 

the road 

Middle of 

the road 

Not 

religious 

Not 

religious 

SAT_003 F 29 White Middle 

Class 

Middle 

Class 

Middle of 

the road 

Middle of 

the road 

Not 

religious 

Not 

religious 

SAT_004 F 29 White Middle 

Class 

Middle 

Class 

Apolitical Apolitical Very 

religious 

Not 

religious 

SAT_005 F 32 Other Middle 

Class 

Higher 

income 

Middle of 

the road 

Middle of 

the road 

Religious Religious 

SAT_006 F 33 White Middle 

Class 

Middle 

Class 

Middle of 

the road 

Middle of 

the road 

Not 

religious 

Not 

religious 

SAT_007 M 28 White Middle 

Class 

Higher 

income 

Middle of 

the road 

Middle of 

the road 

Very 

religious 

Religious 

SAT_008 M 32 White Middle 

Class 

Middle 

Class 

Middle of 

the road 

Middle of 

the road 

Religious Not 

religious 

SAT_009 M 26 White Middle 

Class 

Middle 

Class 

Apolitical Middle of 

the road 

Not 

religious 

Not 

religious 

SAT_010 F 27 White Middle 

Class 

Higher 

income 

Middle of 

the road 

Middle of 

the road 

Very 

religious 

Very 

religious 

SAT_011 F 25 White Middle 

Class 

Middle 

Class 

Middle of 

the road 

Middle of 

the road 

Religious Religious 

SAT_012 F 54 White Middle 

Class 

Middle 

Class 

Apolitical Apolitical Religious Not 

religious 
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The categorisation of the socio-economic status of the participants was gleaned from 

information given to question 1-5 from questionnaire A.  Participants were asked to indicate 

their age, gender and self-description in terms of population groups in South Africa. They were 

also asked to rate their socio-economic status, general political views and religious affiliation in 

two contexts55 on a 3-point scale.   

Regarding socio-economic status, all the participants report that they are from a middle class 

background and while most of them (10 out of 12) report that this circumstance is still the same, 

two participants note that they now consider themselves to have a higher income – SAT_005 

and SAT_007. Based on this, the group is classified as mainly from the ―middle class‖. The 

middle class is defined by Birdsall (2010:4) as ―people [in developing countries] at or above the 

equivalent of $10 day in 2005, and at or below the 95th percentile of the income distribution in 

their own‖. In South Africa the middle class is defined by Rivero et al. (2003:6-10) as being the 

most pro-democratic, dynamic and growing (due to black empowerment) social group ―mainly 

integrating professionals, business people and clerks, both in the public and private sector and 

civil service – new middle class –  plus those individuals running their own businesses with 

similar income ± old middle class‖.  

The categorisation of the political stances of the participants was gleaned from information 

given to question 5 from the questionnaire.  Participants were asked to indicate their political 

views in the two contexts as apolitical, middle of the road or strongly inclined. Nine of the 12 

participants grew up in middle of the road56 political households while three participants reported 

that they grew up in apolitical households57.  While this status quo is kept intact for ten of the 

participants, two of the participants report a change in political views. SAT_001 reports to now 

be strongly inclined58 and SAT_009 has migrated from apolitical to middle of the road. 

The information about the religious orientation of the participants was gleaned from question 5 

from the questionnaire.  Five of the 12 participants report to have grown up in households which 

are described as non-religious59, four reported coming from a religious60 background while three 

report a very religious upbringing. The status quo is upheld for eight of the 12 participants. 

                                                

55 Context 1 refers to their past circumstances: ―I grew up in a household/family/environment with…‖.  
Context 2 refers to their current circumstances: ―I describe my current household/family/environment 
as …‖ 

56 A middle of the road political stance is also known as neutral and is defined by Heywood (2002:427) as 
―the absence of commitment…or the refusal to take sides‖. 

57 Apolitical attitudes are defined as ―not interested or involved in politics (Oxford dictionaries, 2016). 
58 Strongly inclined is defined as someone with strong beliefs and allegiances to their political believes. 
59 Non-religious is defined as ―not relating to or believing in a religion‖ (Oxford dictionaries, 2016). 
60 Religious is defined as ―(of a belief or practice) forming part of someone‘s faith in a divine being‖ 

(Oxford dictionaries, 2016). 
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SAT_004 reports now not being religious while stemming from a very religious61 upbringing; 

SAT_007 reports to have downscaled from very religious to religious approach and both; 

SAT_008 and SAT_012 have gone from religious to not religious. Therefore, the group can be 

classified as not overtly religious. 

Based on the information presented in Table 4-1, the participants of questionnaire A can thus 

be described as a group of 12 South African bi- or multilingual individuals.  The majority of the 

participants is female (9 out of the 12 participants are female) and in their late 20s to early 30s, 

with one participant in her early 50s. One participant emigrated from South Africa at the age of 

14. Her input is still deemed useful and, in fact, creates a point in case for the idea of truncated 

multilingualism.  Another participant was born in Germany, but immigrated to South Africa when 

she was a child. This participant‘s input is also deemed valuable because it exemplifies the 

varied ethno-cultural nature of those who are considered by the world as South Africans that 

share the same history and environment. All of the participants had spent between one and six 

years teaching in Thailand. While all of the participants grew up in middle-class socio-economic 

circumstances, only three indicated that their current circumstance has changed to a higher 

status. Furthermore, only one holds strong political views, and currently seven are actively 

religious. If one considers this data, it would seem acceptable to label the group in socio-

economic terms as an ‗average‘, middle, mostly without exceptionally radical political or 

religious views.  

Question 3 of section A of the questionnaire asks respondents to describe themselves in terms 

of the population groups in South Africa. Provided options are Black African, Coloured, Indian or 

Asian, White or Other, as presented in the South African Census survey instruments. In case 

the respondent would choose Other the questionnaire also requires a brief description of the 

population group. 

The majority of the participants in this study (10 out of 12 participants) indicate that they form 

part of the White population-classification category.  Two of the participants chose to refer to 

themselves as part of an ―Other‖ population group. Participant SAT_001 indicates that she has 

undergone an ethno-cultural change and she regards herself as ―Asian‖. She states that: 

After my time in Asia (10 years) I have adapted to Asian culture, mindset and tradition. 

[SAT_001]   

                                                

61 Very religious (or devout) is defined as ―having or showing deep religious feeling or commitment‖ 
(Oxford dictionaries, 2016). 
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The second participant that selected the ―Other‖ category for population group, classifies herself 

as follows:  

All nationalities outside SA; I feel comfortable in Asia because of the huge variety of 

people/ cultures I am encountering. And I am amazed with the different mentality in 

comparison with South Africans. [SAT_005]  

This attitude towards population group classification could possibly be ascribed to two different 

reasons. First, it could simply be that those who don‘t consider themselves as white anymore (in 

terms of South African population classification), are long-term expatriates who have adopted 

the host countries‘ traditions and culture related to race. As exemplified by SAT_001‘s response 

to question 15.2 which asked participants to state how long they will be staying in Thailand.  Her 

response was ―long term‖.  The attitude towards classification could also point to an ethno-racial 

sensitivity which could be ascribed to the participants‘ background as young South Africans who 

grew up within the political turmoil of the late 1980s or early 1990s. The participants have a 

combined average age of 30 years which indicates that the majority of the participants were 

born in the mid-1980s in South Africa, which is generally considered to be one of the most 

turbulent periods during late-apartheid.  The majority of the participants were about 10 years of 

age in 1995 and they, therefore, attended primary school education for at least some of the time 

during the apartheid era.  There is evidence in the literature that because of the apartheid 

history of South Africa, South Africans have a heightened awareness of race and cultural 

differences. Nakajubi (2015:30), for example, comments on the racial awareness of South 

Africans when she states that ―South Africa is a different kind of African country. Race and 

identity seem to be the center of everything and it dominated most of the discourse I engaged 

with during my stay‖.  An example of this sensitivity is evident in the responses of participant 

SAT_005 who, very clearly, refuses to be classified as a white South African. The respondent 

holds a negative view towards South Africa, choosing to describe the situation in South Africa 

as explosive. The respondent creates a pictorial narrative in which her ‗whiteness‘ deprives her 

of job opportunities in South Africa, despite her education and experience. She, therefore, 

chooses to cast off her white ‗South African-ness‘ by stating she is ―All nationalities outside SA‖. 

Figure 4-1 illustrates the racial sensitivity which underlies participant‘s SAT_005 responses. 
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Figure 4-1: Participant SAT_005’s motivation for ethno-cultural transformation.   

 

Section D of the questionnaire pertains to the educational- and work experience of the 

participants. Table 4-2 provides a summary of the educational background and work experience 

of the participants. 

Table 4-2: Summary of educational and work experience of participants for data set 

A (section D, questions 11-15 of questionnaire A). 
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SAT_001 Diploma62 Education TEFL 5 3 Long term 

SAT_002 Degree63 Humanities NONE 2 2 Undecided 

SAT_003 Diploma Teaching TEFL 2 3 Long term 

SAT_004 Post-graduate 

degree64 

Languages TEFL 1 1 Undecided 

SAT_005 Degree No data NONE 6 2 Undecided 

                                                

62 A diploma in South Africa is a four-year qualification. 
63 A Bachelor degree in South Africa is a three year qualification. 
64 There are 4 types of post-graduate qualifications in South Africa: (a) a post-graduate diploma (1 year in 

duration); (b) an honours degree (1 year in duration); (c) and MA degree (between 1 and 2 years in 
duration); and a PhD degree (about 3-4 years in duration). 



 

78 

SAT_006 Diploma No data NONE 1 1 Short term 

SAT_007 Diploma IT TEFL 1 3 Undecided 

SAT_008 Post-graduate 

degree 

Languages NONE 6 2 Medium term 

SAT_009 Degree No data NONE 3 2 Medium term 

SAT_010 Degree Education  TEFL 3 2 Medium term 

SAT_011 Degree  Design Other  1 3 Short term 

SAT_012 Diploma Nursing TEFL 1 3 Undecided 

 

All of the participants are educated at a tertiary level, mostly in the field of Humanities (with one 

respondent having a Nursing background and one a background in Information Technology 

(IT)). The group can be defined as well-qualified and, therefore, in line with the above definition 

of middle class South Africans. Five of the participants hold degrees; five have diplomas and 

five have post- graduate degrees. Only six of the participants have also obtained a Teaching 

English Foreign Language (TEFL) qualification. A TEFL qualification as well as NS-status (or 

passing a TOEIC65 test) is essential in receiving a teaching license in Thailand.  

The participants have between one and six years of teaching experience in Thailand and 

between one and three years of teaching experience in South Africa. They can thus be 

described as teachers who are still developing in their field of employment – this may hold some 

implications for their teacher identity construction.  Only two of the participants see themselves 

as staying in Thailand for the long term, five participants are undecided and two report their stay 

as a sojourn.  

In summary, the group can be described as educated but average middle class white South 

Africans who, with the exception of one participant, do not hold strong political or religious 

views. Their ages, socioeconomic profile and educational background situates them within the 

universal realm of ‗white privilege‘ in the history of South Africa and they can be seen as 

products of a society of past and present inequality. 

4.2.1.2 Language profiling  

A language profile of the participants is an essential component of the analysis and 

interpretation of the data. However, due to the nature of the research questions, as well as 

current ideologies in sociolinguistics, (see, for example, Blommaert, 2012), language profiles 

are much more complex than simply stating the number of languages, their periods of 

acquisition and functional domains of participants. Blommaert (2012:8) states that ―repertoires 

are individual, biographically organised complexes of resources and they follow the rhythms of 

actual human lives‖. While accepting this view of individualised repertoire it is also imperative to 

                                                

65 Test of English for International Communication 
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take note of bi- or multilingualism within the translanguaging framework when we are talking 

about language repertoires. Garcia (2011:2) states that ―bilinguals adapt their language 

practices to the particular communicative situation in which they find themselves in order to 

optimise communication and understanding‖. We can, therefore, only attempt to describe a 

language repertoire if we truly gauge its influence in all aspects of life. To achieve this 

empirically is challenging and in this case, the linguistic repertoire data from the questionnaire 

should be read in conjunction with the language portraits and the feedback session in order to 

present a more comprehensive profile. In this section, however, a brief profile of the combined 

group (based only on the questionnaire data) is provided so as to lay a basis for the 

simultaneous interpretation of data in the theme discussion thereafter. 

Section B of the questionnaire (questions 6-10.6) investigated the participants‘ linguistic profiles 

by asking them to specify their home language, the number of languages they know, 

perceptions of proficiency in the languages known, and to provide information about age and 

motivation for acquisition of the languages included in their repertoire. Furthermore, participants 

had to rate their skills in each language as well as answer a number of attitudinal statements 

regarding each language.   

Of the 12 participants, three said that Afrikaans was their home language, eight chose English 

and one chose both Afrikaans and English as home language.  In contrast with this, ten of the 

participants said that English was their strongest language, while only two chose Afrikaans as 

their strongest language.  For four of the participants, there is a discrepancy between home 

language (Afrikaans) and strongest language (English). In similar, although larger scale 

questionnaire studies of language repertoires, Coetzee-Van Rooy (2013) finds that it is possible 

for Afrikaans home language participants to regard English as their strongest language.  In her 

study of Afrikaans-English repertoires in South Africa, about 90% of the Afrikaans home 

language respondents indicated that Afrikaans is their home language and strongest language.  

About 10% of the participants in Coetzee-Van Rooy‘s (2013) study, indicated that Afrikaans was 

their home language, but English was perceived as their strongest language.  One could argue 

that this perception (that Afrikaans is a participant‘s home language, but that English is 

perceived as their strongest language) should be strong among this group of South Africans 

who have lived and worked outside of South Africa for some time.  Both participants SAT_005 

and SAT_008 are long-term expatriates who have spent between seven and nine years 

teaching English abroad and, therefore, the perception that English is their strongest language 

is not strange.  The participants‘ extended exposure to the English teaching and working 

environment also makes this a fairly uncontroversial perception in this context. Graph 4-1 
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illustrates the perceptions of the participants about the hierarchy of their first three strongest 

languages (calculated and presented as percentages).  

Graph 4-1:  Participating A-E South African teachers’ perceptions of the hierarchy of 

strengths of their three strongest languages. 

 

Of the 12 participants, 11 reported to have learnt more than one language, nine more than two 

languages and eight reported that they had learnt more than three languages (the minimum 

number of languages learnt reported being one66 and the maximum number being six). The 

participants, therefore, comply with the multilingual expectation of the modern A-E South African 

as based on the findings of researchers like Coetzee-Van Rooy (2012) and Dyers (2008). 

Afrikaans and English feature as both first and second languages learnt in the case of 11 (92%) 

of the participants67, which corresponds with information about the longstanding historical co-

existence of people who use Afrikaans and English in South Africa which was discussed earlier.  

The data also suggests the privileged position of these two languages in South Africa as a 

result of the legacy of language contact, reciprocal language development influence and 

apartheid educational policies, as discussed in Chapter 2. This is further illustrated by the fact 

that the data show that these two languages were learnt in early childhood, mainly due to 

                                                

66 This information is refuted by the participant‘s language portrait in which she indicates a total number of 
four languages of which she has learnt or are learning some. 

67 The once participant who did not indicate Afrikaans and English as the first two languages learnt is a 
German born immigrant to South Africa, whose first language learnt was German, second language 
is English and her third language is Afrikaans.   
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familial and educational reasons. Graph 4-2 illustrates the order in which participants learnt / 

acquired their different languages; and Table 4-3 includes data about the age of acquisition of 

the languages learnt as well as motivations for learning the respective languages. 

Graph 4-2:  Order of language acquisition for first, second and third strongest 

languages. 

 

Table 4-3: Perceived ages of language acquisition and motivation for language 

learning. 

AGE OF ACQUISITION  

Since my 
birth (0-2 

years 
old) 

As a small 
child 

(between 3-
6 years old) 

During primary 
school age 

(between 7-13 
years old) 

During high 
school age 

(between 14-18 
years old) 

After high school 
age (19+ years old) 

 

When did you learn your 
strongest language? 
(n=12) 

8 2 2 0 0 

When did you learn your 
second strongest 
language? (n=11) 

5 3 2 0 1 

MOTIVATION FOR 
LEARNING 

I was 
born into 
a family 
that use 
the 
language 

It was used 
as language 
of teaching 
and learning 
at school. 

I wanted to 
communicate  
with people in my 
community or 
close 
environment 

I wanted to 
communicate with 
people in the 
broader South 
Africa. 

I wanted to 
communicate with 
people in the world 
or internationally. 

I had another 
reason or 
motivation to 
learn my 
strongest 
language 

Motivation: I learnt my 
strongest language 
because… (n=12) 

9 0 0 0 2 1 

Motivation: I learnt my 
second strongest 
language because… 
(n=11) 

4 3 1 2 1 0 

From the data in Table 4-3 it is clear that the majority of the participants acquired their strongest 

and second strongest languages simultaneously from birth onwards. Factors contributing to the 

learning of the perceived strongest language of participants (Afrikaans n=2, English n=9, 

German n=1) are interaction with family and education, while the most important factors 
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contributing to the current use of the perceived strongest language are social interaction, 

interaction with family, education and work; closely followed by entertainment and recreational 

activities. A variety of factors closely related in percentage and based on functionality seems to 

correspond with data from the language portraits which explain that English (which, in this case, 

is the strongest language of the majority of the participants) is used functionally and for both 

mobility and linguistic self-identification. The current domains of use of the two strongest 

languages are also illustrative of the current linguistic situation of the participants. They find 

themselves in a multilingual, multinational environment where they have little opportunity to 

employ their second strongest language (Afrikaans) and every reason to use English and 

snippets from the other languages in their repertoire to assimilate into the host country‘s culture, 

communicate effectively and make meaning across different contexts. The hierarchy of factors 

contributing to the current use of the first and second languages of the participants, in their 

current international context are illustrated in Graph 4-3. 

Graph 4-3:  Factors contributing to the current use of the strongest and second 

strongest languages of the participants 

 

The factor which by and large contributed the most to the learning of the second strongest 

language (Afrikaans for n=8, English for n=2 and German for n=1) is social interaction. 

Accordingly, the factors which contributed the most to the current use of the perceived second 

strongest language are significant in its meaning; these factors are social interaction and 

interaction with family. The data are emulated by the language portrait data in which Afrikaans 

(which is the second strongest language for the majority of participants) takes on the role of 
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socio-cultural marker and social inclusion tool. Graph 4-4 illustrates how the participants ranked 

the factors which they perceive to have influenced their learning of their first and second 

strongest languages from most influential to least. While Graph 4-5 illustrates to what extent the 

participants perceived the provided factors as influential in their current use of their first and 

second strongest languages.  

Graph 4-4:  Combined scores of factors contributing to the learning of the strongest 

and second strongest languages of the participants. 
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Graph 4-5:  Factors contributing to the learning of the strongest and second strongest 

languages of the participants in terms of means for each language.

 

The data in Graphs 4-4 and 4-5 indicate that the most prominent reason for learning English as 

strongest language is interaction with family and education. The most prominent reason for 

learning Afrikaans as strongest language is interaction with family, education and social 

interaction. These are expected factors for learning a first strongest language. The most 

prominent reason for learning English as second strongest language is social interaction. The 

most prominent reason for learning Afrikaans as second strongest language is also social 

interaction. This finding points to the social equivalence of the two languages as perceived by 

the participants. 

The participants were also asked to rate their skills in both their strongest and second strongest 

languages. None of the participants rated any of their skills in either of the two languages as 

below average. There is thus correspondence in terms of the fact that all skills for both 

languages were rated as average or above average, with the majority of respondents selecting 

good and very good as descriptors of their language proficiencies. This agrees with findings 

from studies of language in education, such as those by Coetzee-Van Rooy (2013:204) which 

indicate a case of ―exceptional and currently stable Afrikaans-English bilingualism‖. Table 4.4 

illustrates the number of instances in which each of the options (average to very good) where 

chosen by participants to rate their skills for listening, speaking, reading and writing, in both their 

strongest and second strongest languages. Importantly, the scale used in this question was a 

nine point scale with zero being ‗no proficiency‘ and nine being ‗very good‘.  
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Table 4-4: Perceptions of proficiency in language skills related to the strongest and 

second strongest languages of participants. 

SKILL 

AVERAGE 

(5) 

HIGH AVERAGE 

(6) 

ABOVE 

AVERAGE 

(7) 

GOOD 

(8) 

VERY GOOD 

(9) 

 1
st

  

(N=12) 

2
nd

  

(N=11) 

1
st

  

(N=12) 

2
nd

  

(N=11) 

1
st

  

(N=12) 

2
nd

  

(N=11) 

1
st

  

(N=12) 

2
nd

  

(N=11) 

1
st

  

(N=12) 

2
nd

  

(N=11) 

LISTENING 0 1 1 1 0 0 1 3 10 6 

SPEAKING 0 1 1 1 0 2 1 4 10 3 

READING 0 1 0 2 1 0 2 2 9 6 

WRITING 0 1 1 1 0 1 2 3 9 4 

In terms of listening, the data indicates a strong correspondence between perceptions of the 

proficiency in strongest and second strongest languages.  Based on the perceptions of the 

participants, they experience an above average and largely similar skill-set for both languages, 

as illustrated in Table 4-4. This perception of high proficiency in the strongest and second 

strongest language is further supported by data in which participants show a frequency of 100% 

agreement to feeling confident in using their strongest language (question 9.4 in questionnaire 

A) and a 91% frequency of agreement to feeling confident in using their second strongest 

language (question 10.4 in questionnaire A).  

The data also illustrate that the participants believe that it is important to be good at both of 

these languages (question 9.4 and 10.4 in questionnaire A).  The perceptions of the participants 

support the notion that they believe that they are equally proficient in English and Afrikaans.  In 

contrast to this data, both languages are not related equally strong to their identity.  Only 55% of 

the participants agree that their second language (Afrikaans) forms part of their identity. This 

data is in contrast with findings by Coetzee-Van Rooy (2013) and the language portrait data 

where all twelve participants afford Afrikaans and English significant roles (indicated by space 

allocation in their portraits) that seem to indicate that the two languages play a complementary 

role as identity markers. However, a positive attitude towards both languages can also be seen 

in the questionnaire data, with the majority of participants agreeing to the statement ―I like 

speaking this language‖ when they refer to their strongest (English) and second strongest 

languages (Afrikaans).  This finding is supported by the language portrait data. Graph 4-6 
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illustrates to what extent the participants chose to agree with the attitudinal statements provided 

about the first and second strongest languages. 

Graph 4-6:  Attitudinal statements about the strongest and second strongest 

languages of participants. 

 

The language profile for the South African A-E bilingual participants confirms previous findings 

about the clear bilingual nature of the language repertoires in this population.  The participants 

value both of the languages in their repertoires and they believe they are equally good in both.  

The context of being an expatriate South African seems to be influencing the contributing roles 

of the languages in their repertoires towards their identity.  The language profile data from the 

questionnaire would have to be interpreted with other data about language and identity to get a 

more comprehensive understanding of this issue in the study. 

4.2.2 Description of participants for data set B 

Data set B was aimed at the wider international school community in Bangkok, Thailand. The 

researcher aimed to establish what colleagues and recruiters thought about both the NS-issue 

in Thailand and the NS-status of South African teachers of English in that context. Questions 

1.1-1.5 of questionnaire B provided the researcher with some biographical information of the 

respondents for this questionnaire. Regardless of being a small sample (n=10), it encompassed 

a variety of nationalities and stakeholders.  As a result, the researcher gained access to the 

perceptions of the colleagues of South African teachers of English, in terms of people who are 
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traditionally considered as NS as well as those traditionally considered NNS. A wide spectrum 

of perspectives is, therefore, apparent on the issue at hand which made for important 

viewpoints. Table 4-5 provides a summary of the biographical data of the participants form the 

wider school community.  

Table 4-5: Summary of biographical data of participants for data set B (section A, 

questions 1.1-1.5 of questionnaire B). 
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OT_001 M 42  USA  Teacher 

OT_002 F 27 USA  Educator
68

 

OT_003 F 32 Taiwanese  Teacher 

OT_004 M 34 USA  Faculty member 

OT_005 F 36 Thai  Science lab technician 

OT_006 F 39 
Indian / Thai / Chinese  

Head of visual and 

performance arts 

OT_007 M 36 Indian  Faculty 

OT_008 M  35 Indian  Faculty 

OT_009 M 46 Indian  Faculty member 

OT_010 M 45 Australian  HOD 

 

Based on the information reflected in table 4-5, the sample can be described as predominantly 

male (6 out of the 10 participants are male), consisting of a mainly international (only 1 out of 10 

participants indicated Thai as part of her nationality) group of teachers and management staff of 

the school community in Bangkok. The sample comprises six males and four females of the 

ages between 27 and 46. With four of the respondents being classified as traditionally NS (from 

USA and Australia) while the majority of the sample (6 out of 10 participants) comprises of 

Indian, Thai and Taiwanese participants, traditionally viewed as NNS.  Two of the participants 

fulfil management roles, while seven are teachers and one holds a technical position. The 

                                                

68 The participant reported being an educator, the researcher takes this as equivalent to teacher.  
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motivation behind biographical data elicitation in this case, was to establish a varied pool of 

perception. For this reason, it would be important to establish who are traditionally considered 

NS and who are not, and what views they hold within this capacity. This is done in order to plot 

the categorisation of the status of the South African teacher of English in Thailand related to NS 

and NNS perceptions from the ―outside‖.  

4.2.2.1 Language profiling  

Establishing a language profile of the participants enables the researcher to plot their responses 

to the questions within the NS-issue and its practicalities. Their perceptions and attitudes could 

be interpreted in conjunction with their linguistic realities (as much of these could be established 

by the questionnaire data alone) to form thematic patterns to be discussed.  

While only four of the participants are traditionally perceived NS-speakers, five rate English as 

their first language. Five other first languages are identified. Graph 4-7 illustrates the first 

languages as identified by the participants.  

Graph 4-7:  First languages of participants for data set B. 

 

It is important to note that all of the participants, who indicated their first language as a language 

other than English, indicate that English is their second language. English is thus spoken by 

100% of the participants as a first or second language, theoretically placing them linguistically 

parallel to their South African counterparts as bilingual speakers. Graph 4-8 illustrates the 

participants‘ second language choices.  
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Graph 4-8:  Second languages as identified by the participants. 

 

Despite only two of the participants being Thai, six of participants indicate some level of 

proficiency in Thai as a second or third language. Of the six participants, half are traditionally 

considered as NS. This means that while these three participants are traditionally considered 

NS and, therefore, attain social status and social acceptance within an international English 

teaching domain based on their nationality alone, they do value the importance of language 

accommodation. They seem to, have an awareness of the importance of multilingualism in an 

international context and the necessity of an effort of linguistic and cultural assimilation which is 

illustrated by their willingness to add Thai to their linguistic profile. 

4.3 Description of identified themes  

Before the research questions can be answered the researcher first had to code all data to 

determine which main themes emerge from data sets generated by each instrument. All data 

elements were coded and macro-level themes were constructed from sub-themes or inferences 

drawn from the data of the language portraits, questionnaire A and B as well as the feedback of 

participants during the study. It is not possible to discuss ALL the themes and sub-themes that 

emerged from the data sets.  In this section of the dissertation, the main themes that emerged 

will be discussed in relation to the instrument used to elicit the data.  

4.3.1 Questionnaire A themes 

Questionnaire A consisted of the following sections: Section A – biographical information, 

Section B and C – a language profile, Section D – education and employment background and 

Section E – questions relating to the native speaker concept and teacher identity. Sections A-D 

have been discussed above, in the description of participants. The data from Section E of the 

questionnaire will be discussed in the next section.  

Section E consisted of questions 16 and 17 which addresses the participants‘ experiences as 

South African teachers in Thailand. These experiences are addressed in terms of how they 
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relate (as a South African) to the NS concept (question 16) and their ideas about teacher 

identity within this context (question 17). 

Question 16 asked the participants to reflect on how they relate to the concept NS from a 

teacher‘s perceptive and in the light of the removal of South Africa from the list of NS-countries 

in Thailand. They were first asked to rate how strongly they agreed or disagreed with a number 

of statements relating to the concept NS. Second, they had to rate how strongly they agreed 

with a number of statements in two contexts (as teachers in Thailand before 2012 and as 

teachers in Thailand after 2012) regarding their ability to secure or maintain employment. These 

questions were asked to ascertain whether the change in policy which saw the demotion of 

South Africans to NNS in Thailand, had an effect on their perceptions of their employability as 

teachers in Thailand. From the data for question 16 the researcher identified four themes for 

discussion: 

Theme 1: Perceptions of classification of the NS 

Theme 2: NS-status vs. proficiency in terms of efficacy 

Theme 3: Consequences of manifestation of NS construct 

Theme 4: NS-status vs. internationalism /multi-culturalism and multilingualism 

 

Table 4-6 illustrates the relation between question 16 and the main themes identified, in terms 

of the clustering of questions per theme identified and percentages of agreement. 

Table 4-6: Questionnaire A themes: Table of correspondence between, main 

themes, corresponding question clusters and frequencies for question 

16. 

THEME 
QUESTION 

NUMBER 
QUESTION 

PERCENTAGE 

OF 

PARTICIPANT 

AGREEMENT 

n=12 

Theme 1 16.1.1 I consider myself as a native speaker of English. 100% 

16.1.2 
In my opinion my colleagues consider me as a native speaker of 

English. 
100% 

16.1.3 
In my opinion my manager considers me as a native speaker of 

100% 
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English. 

16.1.4 
In my opinion my students consider me as a native speaker of 

English. 
100% 

Theme 2 
16.1.5 

In my opinion it does not matter to my students that I am not 

considered a native speaker of English. 
100% 

16.1.6 
In my opinion my students (and their parents) value the concept 

of the ‗native speaker‘ above that of proficiency. 
83% 

16.1.7 
I am perceived of as a ‗second rate‘ teacher because I am not 

from a ‗big five‘ country. 
8% 

Theme 3 
16.1.8 

My social status is influenced by my status as native speaker in 

Thailand. 
50% 

16.1.9 
I am treated differently from teachers from one of the ‗big five‘ 

countries. 
33% 

16.1.10 I get paid less than other teachers from the ‗big five‘ countries. 33% 

16.2.2.4 
I have had to implement pedagogical changes since I ‗lost‘ my 

status as a Native speaker. 
8% 

16.2.2.5 
I have had to change/adapt my identity to keep/obtain 

employment in Thailand.  
25% 

16.2.2.1 
Being a South African in Thailand has helped me in securing 

employment. 
33% 

 

16.2.2.2 
Being a South African in Thailand has hampered me from 

securing employment. 
8.3% 

16.2.2.3 
Being a South African in Thailand has not mattered in securing 

employment. 
50% 

Theme 4 
16.2.2.6 

My school curriculum affords me freedom to be an international 

speaker of English, not necessarily a native speaker. 
58.3% 

16.2.2.7 My school values my potential as an international citizen and not 

just a native speaker of English.  

75% 

 

Theme 1 relates to how the A-E South African teachers of English perceive  themselves in 

terms of the NS issue. This theme tried to delve into both their own perceptions of their status, 
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as well as how they think they are perceived by their managers, colleagues and students. An 

overall 100% agreement to all the statements in the question cluster for Theme 1 (as illustrated 

in table 4-6) provided valuable insight. The participants seem to wholly perceive themselves as 

NS of English according to question 16.1.1. They are also convinced that they are perceived by 

their managers, colleagues and students as NS (this is contrary to the fact that according to 

legislation they are not defined as NS of English in Thailand).   

Theme 2 further explores the perceptions relating to NS-status by introducing the idea of 

ascribed NS-status vs. proficiency and its relation to efficacy. Although the participants 

unanimously agree that it does not matter to students whether they are NS or not, and that they 

are not considered as second rate teachers, they conversely acknowledge a rift in acceptance 

when 83% of the participants agree with the statement ―In my opinion my students (and their 

parents) value the concept of the ‗native speaker‘ above that of proficiency‖.  This perception 

indicates that the validity of their NS-status is challenged, because officially they do not possess 

this status in Thailand.  

Theme 3 builds on the previous conclusion in that it examines the theoretical consequences of 

the official demotion of South African teachers to NNS-status. Although there are not significant 

percentages of agreement which indicate the negative consequences of the demotion, there are 

enough negative perceptions expressed in the questionnaire to deem it a problematic issue. Of 

the 12 participants only four were in Thailand before 2012. Of these four, only two indicated any 

changes in terms of securing employment after 2012 as opposed to before 2012. Therefore, 

50% of participants who were in Thailand before ‗the event‘ report negative implications in terms 

of employment following ‗the event‘.  

There is a 50% agreement that the participants‘ social status is influenced by their NS-status, 

but only 8% agreement that being a South African has had a direct negative influence on 

securing employment. This seems to indicate that (despite the data from two participants as 

recounted above) although there are strict laws about the employment of South Africans in their 

NNS capacity, this is not a major stumbling block for them as of yet. We are reminded of data 

elicited from the biographical section where it was evident that only half of the respondents had 

obtained a TEFL qualification – which is also a necessity in obtaining a teaching license in 

Thailand. This begs the question of whether their residual status as NS (from prior 2012) is 

supporting them in this venture, or whether their status as white westerners creates a space for 

them in an otherwise unequal situation.  Kubota and Lin‘s (2006:481) postulation that ―the 

problem lies in the tendency to equate the native speaker with White and the non-native 

speaker with non-White‖ may be a form of ―racial advantage‖ for the participants in Thailand at 

this point. If this is the case, it would seem ironic as some of these participants attribute their 
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move to Thailand to difficulties in securing employment, in what they perceive as racist hiring 

practices, in South Africa, as is evident by the following response from a participant:  

To get a job in South Africa is hard, it doesn‘t matter if you have studied for how long, if 

you not the right skin color, you won‘t get a job, I‘ve also been attacked and almost died 

for a phone. I am not happy to live in a country, where minorities are being ignored, and 

where there is no financial growth or opportunity. I deserve and want more, I want a 

great future, and will not settle for less. [SAT_005] 

Conversely, Theme 4 indicates that while their nationality does not currently hold severe 

implications for securing and maintaining employment there is still an official emphasis on NS-

status. Only 58% of participants believe that their school curriculum affords them the freedom to 

be international minded speakers of English instead of NS.  While the curriculum seems to be 

overwrought with a NS-preference, their answer to the same questions, but framed differently, 

yields a 75% agreement that their school values their input, as international citizens and not 

necessarily as NS. These conflicting perceptions seem to point to a dichotomy between policy 

and practice.  In practice, it seems that employing a NNS is in order in Thailand – despite the 

new policies which indicate the preference for English teachers from specific NS countries.  On 

the other hand, despite the traditional NS policy, the international backgrounds of A-E teachers 

of English in Thailand seems to add value to the school, while the curriculum is less lenient.  

Question 17 delved into the teacher identity perceptions of the participants. In two sections it 

asked the participants to first rank a number of provided features of teacher identity in terms of 

salience in three contexts, and then to rank a number of provided factors which could have an 

influence on their teacher identity in the three contexts.69 From responses to question 17.1 

(―Please rank the following features of teacher identity in terms of salience in each of the three 

contexts; Desire/motivation in terms of career prospects, Language, Classroom investment, 

Social positioning, Cultural/historical make-up, Classroom practices/pedagogy‖) the researcher 

identified the following themes in terms of salience of features of teacher identity: 

Theme 1: Context 1 and 3 do not provide significant differences in the salience of features of 

teacher identity. 

Theme 2: Ethno-cultural features of teacher identity is perceived as the least important feature 

of teacher identity in all contexts. 

                                                

69 Context 1 refers to being a teacher in South Africa, Context 2 refers to being a teacher in Thailand prior 
to 2012, and Context 3 refers to being a teacher in Thailand after 2012. By answering the questions 
for context 2 only three of the participants indicated that they had been teaching in Thailand prior to 
2012. 
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Theme 3: Career motivation, language and classroom practice are perceived as the most 

salient features of teacher identity in all contexts. 

 

Graph 4-9 illustrates how participants ranked the importance of the provided features of teacher 

identity over the three contexts. The participants based the ranking of these features on a three 

point scale with 1 being not important, 2 being important and 3 being very important. The 

provided percentage in the graph combined option 2 and 3 to illustrate a coalesced percentage 

of agreement of importance.  

Graph 4-9:  The salience of features of teacher identity across three contexts. 

 

Theme 1 illustrates that contexts 1 and 3 do not provide significant differences in salience of 

features of teacher identity. This could be explained by two possibilities. First, this could be 

ascribed to the fact that most of these teachers are still at early stages of their careers. 

Therefore, teacher identity is still very fluid and dynamic. Second, it could be ascribed to the fact 

that both contexts are similarly multifarious in terms of nationality, culture and language and, 

therefore, the participants experience these two contexts similarly. However, there is an upward 

trend which can be identified in the salience of the three lowest ranking features (classroom 

investment, social positioning and cultural/historical make-up) between the two contexts. This 

could be attributed to moving from a South African environment where there is less emphasis 

on NS status and, therefore, socio-cultural background, to an environment in which these issue 
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are becoming contentious. There seems to be a significant difference between the salience of 

features between context 2 and 3, which indicates that the change in policy had an effect on the 

participants‘ teacher identities.  However, it must be kept in mind that the data for context two 

was provided by only three participants and could thus be skewed by, perhaps, a particularly 

bad experience.  

Theme 2 proposes that ethno-cultural features of teacher identity are perceived as the least 

important feature of teacher identity in all three contexts. This links to the previous inferences of 

the currently insignificant impact of nationality on securing and maintaining employment.  

However, even with being the least important feature, there is a shift in ranking. It seems that 

across the three contexts, the importance of ethno-cultural background increases with 25% in 

context 3 – which is the context in which the participants now teach. At 67% importance in 

South Africa, this feature seems less imperative prior to 2012 in Thailand, however, after 2012 it 

increases to 75%. This indicates that there is a rising awareness of an ethno-cultural sensitivity 

in their immediate working environment. Even though it might not have an impact on their 

securing employment yet, the participants are certainly aware of the contention of being a NNS 

and the potential barriers to future employment that might rise.  

Theme 3 indicates that across the three contexts the most salient features are career 

motivation, language and classroom practice. These responses indicate that the participants are 

aware of the role that they need to play in order to be successful as teachers in this context. 

This finding can also be seen to attest to the fact that individual agency is a motivator for 

success in a globalised society and the multilingual classroom. Mwelwa and Spencer (2013) 

also reiterate that by incorporating an awareness of bi- and multilingualism in the classroom, the 

teacher uses her own agency as a tool of success in the class, despite hegemonic English 

curriculum requisites, practices and curriculum.  

The responses elicited for question 17.2 (―Please rank the following factors (which might) have 

an influence on your teacher identity in each of the three contexts: Government policies on NS-

status, School recruitment policies, Perceptions of parents, Perceptions of colleagues, 

Perceptions of pupils, Conceptualisation of the curriculum, Personal and social history, Personal 

agency, Personal views and beliefs‖) led the researcher to identify the following theme in terms 

of factors influencing teacher identity: 

Theme 1: External factors – organisational and parent perception – as well as internal factors – 

personal views and beliefs – provide the biggest discrepancy between context 1 and 3. 

Graph 4-10 illustrates how participants ranked factors which influence their teacher identity. The 

participants were asked to rank the factors on a three point scale; 1 indicating no influence, 2 
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influence and 3 significant influence. The provided percentage in the graph combined options 2 

and 3 to illustrate a coalesced percentage of agreement of importance. 

Graph 4-10:  Ranking of factors which influence teacher identity in three contexts. 

 

Theme 1 highlights the largest discrepancy in influence of factors on teacher identity in contexts 

1 and 3. These are government and recruitment policies as well as parent perceptions which 

comprise the basis for external factors, while personal views and beliefs constitute internal 

factors. This is a clear indication of the perception of the participants of the consequences of the 

policy changes which affected the NS-status of South Africans in Thailand. The data provide 

evidence that these participants had moved from an environment in South Africa where 

government policies on the NS-issue, school recruitment policies and the perceptions of 

parents, contributed minimally to their teacher identity, to an environment (Thailand pre-2012) 

where these became an issue and further to an employment environment (Thailand post-2012) 

where it is a distinctive element in the construction of their teacher identities. Amin (1997:581) 

warns of the danger of students‘ (and by implication parents‘) views of the NNS teacher on the 

identity formation of these teachers. This could serve as a concrete example of how the NS-

ideology influences the self-conceptualisation of teachers who continue to teach in this context, 

where it does not yet influence the practical realities of finding employment as English teacher. 
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Perceptions
of

colleagues

Perceptions
pupils

Conceptualis
ation of the
curriculum.

Personal
and social

history

Personal
agency

Personal
views and

beliefs

Context 1 25% 50% 38% 86% 86% 86% 71% 86% 43%

Context 2 50% 75% 75% 100% 100% 100% 100% 66% 100%

Context 3 75% 100% 75% 80% 90% 100% 70% 80% 70%

Ranking of factors which influences teacher identity in three contexts 

 

Context 1 Context 2 Context 3
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4.3.2 Language portrait themes 

Language portraits can be seen as a type of visual autobiographical narrative; they are lived 

linguistic experiences in pictorial and written form. Pavlenko (2007:164) bequeaths 

autobiographical narratives three major functions in bilingualism studies, of which two are 

relevant in this study.  First, they provide an ―insider view of the processes of language learning, 

attrition and use‖, thus a glimpse of the participants‘ worlds, often unexplored or missed by 

experimental methodologies. In this case, they complement traditional quantitative and 

qualitative instruments of data collection. Second, they ―point to new directions for future 

research‖ exactly because of their ability to highlight previously unobserved information. For this 

reason it was of importance to analyse and interpret the language portraits in conjunction with 

the other data sources. 

The criteria for the selection of themes in the language portraits required a common element to 

reoccur throughout the language portrait analyses. Each portrait was analysed according to an 

analysis table70 as discussed in Chapter 3. Each portrait yielded a number of themes based on 

interpretation following from the analysis table. Across the range of the language portraits, the 

researcher identified 49 sub-themes. These themes were then clustered and categorised in 

terms of common elements. The researcher finally concluded that five main themes were 

recurrent and, hence, relevant to be discussed.  

Theme 1: Afrikaans as a marker of socio-cultural identity 

Theme 2: English as the dominant language in everyday language practices 

Theme 3: An emotive link to languages 

Theme 4: Awareness of the importance of the inclusion of multiple languages in the repertoire 

Theme 5: English as a functional language 

In the rest of the section, language portraits that illustrate elements of specific themes will be 

presented throughout the discussion.  

Table 4-7 illustrates how the inferences extrapolated from each participant‘s language portrait 

and notes correspond to the main language portrait themes constructed by the researcher. The 

researcher drew inferences from the data of the language portraits. For the sake of 

understanding this table, it is important to note here that the same inference might be applicable 

                                                

70 An analysis table containing all the raw data (language portraits included) for each of the participants 
are available in Annexure G. 
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to more than one theme. Each inference is identified in the left-hand column of the table by 

indicating which portrait data (participant code) it was inferred from. This means that, for 

instance, SAT_002‘s portrait yielded inferences, which are applicable to three of the five 

themes. 

Table 4-7: Inferences form language portrait data and its correspondence with the 

five main themes. 

PARTICIPANT 

CODE 
INFERENCES

71
 DRAWN FROM LANGUAGE PORTRAIT DATA 

CORRESPONDING 

MAIN THEMES 

SAT_002 Difference between identity and idealized native speaker 

preconceptions. She knows her ID is made up of English in which 

she thinks, studies and learns and Afrikaans in which she feels. But 

she knows there is a difference between her ID and her perceived 

ID as a valid English speaker/teacher. 

Theme 1 

SAT_001 Language and Identity – English makes her the stable thinking, 

functioning person and she uses it to self-identify, Afrikaans makes 

her South African therefore part of socio-cultural identity. 

SAT_002 Strong socio-cultural links with Afrikaans. 

SAT_004 Afrikaans seen as mediator between languages. It is seen as a 

gateway language. But also as in-group marker. 

SAT_005 Emotive link to Afrikaans, metaphor for family and ‗home‘ but it is not 

safe. Conflicted feelings.  

SAT_006 Afrikaans is a social language sharing it with friends –  community 

language. 

SAT_007  Afrikaans is indicator of membership of a social group – South 

African. 

SAT_010 Afrikaans as dominating identity marker. 

SAT_011 Afrikaans is marker of cultural self-identity. 

SAT_012 Afrikaans as marker of cultural association or membership to socio-

cultural group and assimilation. 

SAT_002 English dominance over native Afrikaans. Theme 2 

SAT_002 Difference between identity and idealized native speaker 

preconceptions. She knows her ID is made up of English in which 

                                                

71 A thorough explanation of how inferences were drawn from the language portrait data is set out in 
Chapter 2.  
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she thinks, studies and learns and Afrikaans in which she feels. But 

she knows there is a difference between her id and her perceived id 

as a valid English speaker/teacher. 

SAT_002 English dominance over native Afrikaans. 

SAT_004 English dominance based on emotive and rational. All other 

languages are important (in differing degrees, this is indicated by the 

inclusion of all languages, those who have been forgotten and those 

still to be learnt) but subservient to English.  

SAT_008 Dominance of English. 

SAT_007 Dominance of English in terms of linguistic strength. 

SAT_009 English dominant language. 

SAT_011 English is salient in functionality and strength. 

SAT_012 English as salient and dominant language.  

SAT_001 Strong emotive link to language. The use of hearts and love 

indicates an emotional attachment to language.  

Theme 3 

SAT_006 English emotive link, rational link and roots social cultural.  

SAT_009 Emotive ties to languages – anxiety and love, home. 

SAT_010 Emotive link to languages. 

SAT_011 Emotive link to both Afrikaans and English. 

SAT_012 Emotive link towards mother tongue. 

SAT_001 Language seen important factors, emotive, marker of identity, 

multilingual mobility and functionality. 

Theme 4 

SAT_001  Also might indicate sensitivity towards the range of abilities included 

in the language sphere – so language is not just semantic.  

SAT_001 Multilingual mobility - English is seen as the stable language which 

overrides all others in terms of functionality. But there is an 

awareness of multilingual need in order to be mobile and assimilate 

into cultures. 

SAT_004 Multilingualism = mobility and cultural assimilation and acceptance. 

SAT_004 Social importance of languages – ordering beer, connecting to 

people and cultures. 
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SAT_004 Sensitivity to including extra-ordinary languages into repertoire 

range of abilities included in the language sphere. 

SAT_004 English dominance based on emotive and rational. All other 

languages are important (in differing degrees, this is indicated by the 

inclusion of all languages, those who have been forgotten and those 

still to be leant) but subservient to English.  

SAT_005 Importance of multilingualism – context bound and is a motivator for 

agency. 

SAT_005 Multilingualism = mobility and cultural assimilation and acceptance 

and work opportunity – functioning. 

SAT_008 Multilingualism awareness. 

SAT_009 Afrikaans and Thai are contextual languages which are both 

important. 

SAT_009 Importance of cultural assimilation and respect – learn the language 

if you respect the society. 

SAT_010 Multilingualism important for cultural assimilation and social tool. 

SAT_011 Multilingualism important in self-representation – all experiences 

make up the id. 

SAT_002 Difference between identity and idealized native speaker 

preconceptions. She knows her id is made up of English in which 

she thinks, studies and learns and Afrikaans in which she feels. But 

she knows there is a difference between her id and her perceived id 

as a valid English speaker/teacher. 

Theme 5 

SAT_002 Strong links to English as functional language and the language of 

mobility. 

SAT_011 Language and Identity – English makes her the stable thinking 

functioning person and she uses it to self-id, Afrikaans makes her 

South African therefore part of socio-cultural id. 

SAT_001 Multilingual mobility - English is seen as the stable language which 

overrides all others in terms of functionality. But there is an 

awareness of multilingual need in order to be mobile and assimilate 

into cultures. 

SAT_010 English as functional language. 

SAT_011 English is salient in functionality and strength. 
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SAT_012 English as an international and functional language. 

Theme 1 is illustrated by a very definitive distinction between languages used functionally in 

everyday life and Afrikaans as a socio-cultural marker in a foreign context. This is not to say that 

Afrikaans has a single predetermined, separate functional space of operation – it could be that 

Afrikaans is used in the everyday personal language practices of the participants72 − but it rather 

points to a symbolic affiliation with the language, in their current context. Afrikaans is described 

in two ways throughout the data – in terms of its function as a marker of cultural self-identity and 

as a tool of inclusion of a certain social group. Cho (2010:369) talks about heritage language73 

as a marker of social and cultural identity. She states that ―HL [heritage language] development 

can be an important part of identity formation and can help one retain a strong sense of identity 

to one's own ethnic group‖. As a marker of cultural self-identify, it is used by both Afrikaans and 

English home language speakers to identify themselves within a South African sub-culture in 

Thailand. This is evident in the notes of the following participants from the language portrait 

data: 

Green=Afrikaans love food from home Love the nature and farms work on the farms with 

my hand and feet [SAT_010]  

 
Portrait 1: SAT_010 

                                                

72 The researcher assumes that Afrikaans plays an integral part in the cognitive language practices and 
everyday language of the participants, but such assumptions cannot be included in this analysis 
because it was not tested in this study.  

73 Heritage language is defined as ―the language associated with one's cultural background‖ (Cho, 
2010:369). 
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This participant places emphasis on her rural Afrikaans heritage to identify herself in terms of 

her bilingualism. Interestingly this participant is also married to one of the other participants in 

this study, who happens to be a home language English speaker. Her placement of English and 

Afrikaans in complete harmony and equality across the language portrait exemplifies her lived 

bilingualism, both in theory and in practice. She ascribes the word ‗love‘ to both Afrikaans and 

English; while she loves the things of Afrikaans, she ―love[s] in English‖.  

The same equality of languages is illustrated in the portrait of SAT_007. He affords equal space 

to Afrikaans and English and thereby indicates the importance of both languages as a marker of 

his identity. 

 

Portrait 2: SAT_007 

Afrikaans as a tool of social inclusion manifests in the data when, for example, SAT_006 states 

that Afrikaans is used to ―speak to friends‖ and ―party‖.   
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Portrait 3: SAT_006 

SAT_012 also views Afrikaans as a tool of social inclusion when she states that ―Afrikaans 

second language in SA and used by most of us on a daily basis. Things I do, places I go still 

opens possibility to converse in Afrikaans‖.  

 

Portrait 4: SAT_012 
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While SAT_004 incites social inclusion by describing Afrikaans as having the ―best curse words‖ 

and being a ―useful gateway language‖ she also illustrates her ability to use her languages, to 

whatever level of proficiency she has attained, for certain social functions.  

 

Portrait 5: SAT_004 

Osuji and Pennycook (2011:415) identify these multilingual skills as tools of social inclusion 

which value a multilingual framework.   

A vision of social inclusion that includes bi- and multilingual capacities may argue for the 

recognition and valuing of a diversity of languages other than English, for the 

appreciation of the skills and capabilities of those who use several languages, for the 

need to recognise that social inclusion cannot be reduced to inclusion into an imagined 

English-speaking socio-economic sphere but rather must include in its vision the value of 

multilingual skills (Osuji & Pennycook, 2011:415). 

While languages are used in a social function as illustrated in Theme 1, Theme 2 highlights the 

functional side of language. Theme 2 manifests in the data, by way of introducing English as the 

dominant language of function, mobility and growth (financial and employment). While there are 

also some emotional or familial ties to the language, references to English is dominated by a 

discourse of thought, education and money. This is obviously due to the employment context of 

the participants. Theme 1 and 2 are exemplified by an extract from SAT_002‘s language portrait 

notes. The participant says: 
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 [English coloured head]: The language I learn, study + think in. And the one I speak 

predominantly.  

[English coloured feet]: Because being an English speaker is a predominant factor in me 

earning money. It helps me ‗stay on my feet‘. 

[Afrikaans]: Because I come from a big Afrikaans family. While my Afrikaans isn‘t as 

strong as my English, this part of my life + family is what I‘ve based my identity on. And 

also because Afrikaners are awesome  

 

Portrait 6: SAT_002 
 

Further examples include the following: 

I also made my head purple as I think in English – this language provides me a feeling of 

balance and stability. [SAT_001] 

The language that I used most, and so I coloured my head and most of my body with 

blue. Blue [English] is my favourite colour and a colour that I use the most. [SAT_009] 
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Portrait 7: SAT_009 

What is important to note here is that while this reliance on English as a functional language or 

the language in which the participants think, learn and ‗make money‘, might be seen to imply a 

certain salience in their linguistics representation, it does not exclude or replace the other 

languages in their repertoire. It simply co-exists with a different function in this context. English 

here is required for their employment, and forms the very basis of their core business – English 

teaching.  

Theme 3 manifests in the data in two ways: first by the use of emotive symbols to identify and 

describe the language and second, by the use of emotive language in the description. There are 

both emotive links to the home language and the second language. In many instances it is 

particularly Afrikaans (in both home language speaker and second language speaker positions) 

which is adorned with the emotional and socio-cultural associations of ‗love‘, ‗home‘ and ‗family‘. 

For both languages though, a discourse of belonging, association and cultural magnification is 

evident based on an emotional state of dependence on the language(s) of their heritage. An 

example of this dependence is seen in the following notes. 

I choose to make Afrikaans green and used hearts to indicate it because to me this 

language is special as it is indigenous to South Africa. Although I do not live in South 

Africa there is not a day that passes by that I don‘t miss it. Speaking Afrikaans makes 
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me happy as it feels like it makes me closer to home and makes my heart a little lighter 

and a little brighter, after all home is where the home is. [SAT_001] 

 

Portrait 8: SAT_001 

Yellow=Afrikaans. It is the language of my heart and my core. It is a bright and beautiful 

language. [SAT_011] 
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Portrait 9: SAT_011 

This dependence could be ascribed to the fact that these participants are living outside of their 

home country for an extended period of time and, therefore, rely on a familiar language to 

create the bridge between origin and current context, as in the case of SAT_001 who has been 

in Thailand for five years74. In other cases, Afrikaans is used as the home language and as the 

cultural marker within a multilingual South African society, as in the case of SAT_011, who 

currently (and at the time of data collection) works and studies in South Africa. An important 

counter perspective is provided by SAT_008. A long-term expatriate, this participant denies any 

link to the ability to speak Afrikaans (home language) as a marker of social identity: 

When you are outside your origin country for extended periods of time, you first culturally-

overcompensate (participating in events/projects/hobbies that you would not necessarily 

see as part of your identity were you still living at home, e.g. going to watch rugby 

matches). After this period of nostalgia-induced overcompensation has run its course, you 

start realising that the link between mother tongue and cultural identity is not as strong as 

we are led to believe. You can still be an Afrikaner, whilst losing your ability to use 

Afrikaans, for example. [SAT_008] 

                                                

74 Data collected in early 2015. 
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Portrait 10: SAT_008 

The idea that while a language forms part of cultural identification, it does not necessarily need 

to be spoken, is echoed by the work of Romaine (2006) when she engages the discourse of the 

survival of linguistic diversity.  Romaine (2006:468) quotes a participant whose HL has not been 

in use for centuries on the inalienability of language: ―No matter what other languages abide in 

us, we still carry the language of our creation within ourselves. To say a part of our very being is 

dead is to say that we ourselves are dead‖. While SAT_008 might not need an ability to 

converse fluently in Afrikaans, the language of his ‗creation‘ remains at issue for him.  

Theme 4 is exhibited in the language portraits in the form of the addition of several languages to 

the repertoire of nine out of 12 of the participants. The remaining three participants described 

themselves as bilingual (Afrikaans and English only).75 The predominant motivation for the 

additional learning of languages – Thai, Chinese and German – seem to be situated in personal 

agency. This agency stems from the awareness of the importance of cultural integration as a 

determinant of mobility and growth (both financially and personally).  This desire for growth as a 

result of language proficiency and cultural assimilation is illustrated by the following excerpts 

from participants‘ language portrait notes, related to their Thai language abilities and motivation 

for learning:  

                                                

75 Of these three participants, one added another language to her questionnaire data, she added that she 
had learnt Korean as a third language.  
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Although I am taking a break from my Thai studies I feel it is very important to learn the 

local language of any country that I currently reside in as learning the local language 

builds a better foundation for my future and I choose to portray it in my legs as they are 

what gets me from one point to the next, I know that by learning Thai it will also help to 

get me from one point of my life to the next in terms of jobs and business. [SAT_001] 

THAI EDUCATION WORK OPPORTUNITY SAFETY [SAT_005] 

Purple= Thai. I associate purple with Thailand because it is the Thai Princess‘ colour. I 

have lived and taught in Thailand for the past two and half years and have learnt to 

speak Thai quite fluently. It has been a big part of my life and that is why I coloured it in 

the same ration as with Afrikaans. I coloured my left arm for Thai as I consider my Thai 

to be weaker than my Afrikaans. [SAT_009] 

Blue=Thai want to learn a little more Thai words for the day that I will become pregnant. 

[SAT_010] 

While learning Thai seems to be important to most of the participants (eight of the twelve 

participants include it as a currently functional language),76 the importance of including many 

other languages is also evident.  Other languages cited by the participants include: African 

languages like Chichewa, Northern Sotho, Xhosa and Zulu; European languages such as 

Dutch, Finnish, Flemish, French, German, Greek, Italian and Spanish; Asian languages, for 

example, Chinese, Japanese and Mandarin; Other languages like Elvish and Love. 

SAT_005 provides a pictorial description of why she finds knowledge of Chinese, for example, 

so important. While she reports that English is the language of her existence (eat/sleep/breath) 

she equates knowledge of Chinese with opportunity and status. 

                                                

76
 Functional here is defined as any level of proficiency. Simply including it as ―mostly counting‖ or ―a little 

more Thai words‖ helps the participants to move between communicative contexts and consequently 
remain functional. 
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Portrait 11: SAT_005 
 

Jenkins (2003:141) describes this need to acquire ‗second languages‘ (in this case third and 

fourth languages) as a necessary tool to enable the speaker in a multilingual setting with 

―flexibility and accommodation skills‖ which aid in intercultural competence. In the case of 

SAT_005 she uses Chinese, not only for intercultural competence, but also a way of 

empowering herself financially and socially.  

Although the inclusion of many languages are evident for reasons of inclusion in Theme 5 

(which interconnects with Theme 2), there is evidence that English is seen as the language of 

function and growth. Several participants ascribe the functions of thinking and learning to 

English (even in the case of home language Afrikaans speakers). English is described by all 

participants as their language of function.  Several categories of functionality are identified from 

this data: 

i. Cognitive functionality – described by words such as ‗brain‘, ‗think‘, ‗studying‘ 

‗language that I used most‘. 

ii. Education functionality – described by participants as the language in which they 

‗learn‘, ‗study‘. 

iii. Employment functionality – participants are aware that it is their ability to speak 

English which is providing their employment. They describe the language with 

words like ‗work‘ and ‗international‘. 
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iv. Physical functionality – it is also the language in which participants ‗do‘, ‗work‘ 

and ‗EAT/SLEEP/BREATH‘.  

This reverence of English may be ascribed to what Hua (2014:117-118) calls Lingua Franca 

communication.77 While these participants are situated in a multilingual context, it is very 

possible that they communicate on a daily basis in English as a lingua franca, which 

strengthens their perception of both their abilities and functional use of English.  

This language portrait data then provides a glimpse into the language practices of the 

participants. The data extrapolated from these portraits situate these participants as multilingual 

individuals who embrace the multiplicity of their international context, whilst also using language 

as an anchor to a nostalgically conceive/perceived ‗home‘ space.  

4.3.3 Feedback session themes 

Feedback sessions provided the participants with the opportunity to reflect on the researcher‘s 

analysis of their language portraits and questionnaire answers.78 Four participants provided 

feedback data.  From the feedback data the researcher extrapolated nine overall sub-themes, 

which when analysed in terms of common elements, were collapsed into two main themes.  

Theme 1: The role of Afrikaans as a cultural marker (or not). 

Theme 2: The circumstances of the equality of Afrikaans and English. 

Table 4-8 illustrates the instances of correspondence between inferences drawn from the 

responses of the participants and the main themes identified. This table relates inferences 

drawn from the answers of each participant and groups these together as they relate to the 

main themes. It is possible that the data from one participant may reflect in more than one 

theme.  

Table 4-8: Feedback session sub-theme, inferences and main theme 

correspondence. 

PARTICIPANT INFERENCES DRAWN FROM FEEDBACK SESSION DATA 
CORRESPONDING 

MAIN THEMES 

SAT_008 Afrikaans does not necessarily equate to cultural identification. Theme 1 

SAT_011 Afrikaans has a higher value of contribution to cultural identity. 

SAT_012 Afrikaans is a marker of cultural and social in-group or belonging. 

                                                

77 Lingua Franca communication is a form of intercultural communication described by Hua (2014:117) as 
the process whereby ―one or both parties in the interaction speak a language other than their native 
languages‖ and they have to communicate. 

78 It must be noted again that only four participants sent any feedback. One of whom only provided the 
following: ―I have read your study and I am good with everything‖.  
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SAT_008 A linguistic shift or truncation of Afrikaans is evident due to lack of exposure to 
everyday language contact.  

Theme 2 

SAT_011 Equality of Afrikaans and English rests on the use of function of the language, 
not per-se the equal proficiency in the languages. They are equal, because they 
are equally useful to the participant in different context of her life.  

 

SAT_012 Full equality of Afrikaans and English in terms of proficiency and function and 
context.  

 

 

Theme 1 again corresponds with the data from language portraits by placing significant 

emphasis on Afrikaans as a symbolic link to South African culture. Participant SAT_012 

provides the following when asked if Afrikaans forms part of her identity: 

Indeed it does. Living in Cape Town there is a huge Afrikaans society and I am often 

conversing in Afrikaans so yes, it most certainly does form part of my identity. 

Her association with Afrikaans is thus evident in her desire to be part of her community. Even as 

a mother-tongue German and home language English speaker she values Afrikaans as a social 

inclusion tool.  

Participant SAT_011, to the same question answers: 

I believe that both these languages form part of my identity. But I believe Afrikaans to 

have a somewhat higher contribution to my identity, as it is my first language and the 

language in which I express myself the best. [SAT_011] 

It is important to note here is that this participant in the questionnaire and language portrait data 

described English as her strongest and most functional language. Yet, in the feedback data, she 

feels that she is best able to express herself in Afrikaans. This response either points to a 

dichotomy of perceived confidence in her two strongest languages, which could be a 

methodological issue or, more likely, it points to the importance of both Afrikaans and English in 

different roles in her life. The participant reports that she uses English to think and ‗serve‘ in, as 

a ‗universal‘ language. This highlights two important issues. First, it indicates the salience of 

English as functional language in her daily life and second, it points to English as the language 

of inclusion in her daily life. She therefore needs this language to communicate and interact. 

However, Afrikaans is used as a way of expressing her cultural associations and it is from within 

this true self that she expresses herself the best (not necessarily verbally).  

Refreshingly different SAT_008 provides a counter view of Afrikaans as a social marker.  

Interesting that you identified that Afrikaans had become a language-at-issue for me. 

Being away from SA for a number of years impacts all aspects of your life, especially 

your ability to connect with other South Africans through language. Language is dynamic 
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and evolves over time, and language teachers are especially aware of this. I‘m not 

necessarily talking about denotation, but more a change in cultural connotations and 

emotive use. Many expats talk about a disconnect with their origin culture, and this is 

due, in large part I think, to the way we progressively dis-connect with our mother 

tongue. Are there studies that show how we un-learn our mother tongue? [SAT_008] 

This view strengthens the idea that a ‗language from home‘ could become a marker of cultural 

identity and association for those away from ‗home‘. What must also be taken into consideration 

is that both SAT_011 and SAT_012 have taught in Thailand, but currently reside in SA, while 

SAT _008 is a long-term expatriate. There is thus a justified difference in response. Barkhuizen 

and De Klerk (2006) speak about the language shift of South Africans in New Zealand and 

situate Afrikaans as a lost language to these people which at most, serves as a reminder of loss 

and longing and, in speaking, brings only rewards of ―an intangible cultural nature‖. While they 

seem to elucidate on this nature of Afrikaans in diaspora in a negative light, the participants of 

this study hold Afrikaans not as a mirror of loss, but as a strong link to their heritage. Whether 

Afrikaans is their home language or not, it becomes a symbol of being an indefinite South 

African wherever they may find themselves. 

Theme 2 is illustrated in the data by all three participants‘ responses. Again SAT_011 and 

SAT_012 provides a view of the ‗equality‘ of Afrikaans and English throughout different contexts 

and functions, while SAT_008 talks about his loss of Afrikaans proficiency and balanced 

bilingualism, due to the fact that he is not exposed to the language on a daily basis.  

SAT_012 perceives Afrikaans and English (and German) as equal in terms of proficiency. She 

states that she is ―fully trilingual‖ in all aspects of language skills and that she ―would have put 

them all on the first line [in the questionnaire, where the researcher asks for an indication of the 

participant‘s strongest language] if it was possible‖. Here we have then identified an instance of 

fully balanced trilingualism. 

Conversely SAT_011 considers Afrikaans and English as equal, not in her proficiency but in her 

daily use of the two languages. She says that: 

I do consider them [Afrikaans and English] as equal, seeing as I use both these 

languages on a daily basis. Both these languages contribute to different aspects in my 

life (needed in different situations). [SAT_011] 

SAT_008 again provides the view of the outsider when he states that, within the context of 

South Africa, he thought of himself as a balanced bilingual, but due to lack of exposure finds his 

connection to, and ability of the language (Afrikaans), slipping:   
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When I was living in SA, I would have thought of myself as a balanced bilingual. 

However, it has been years since I had to write something in Afrikaans, or have an 

extended conversation in Afrikaans. The ability to use/abuse it fades after a while. Also, 

there is the notion that you are progressively losing the cultural 'texture' of the language, 

the in-jokes, the specificity of it all. Language is a living, breathing thing. If you don't look 

after it, it dies. [SAT_008] 

We can, therefore, say that in terms of elements, the equality of Afrikaans and English lies not 

only in proficiency but also in functional and symbolic domains of use and, therefore, they are 

seen as equally important languages for these participants. The opposite view provided by 

SAT_008 leads us to believe that the proficiency element is context-bound and, therefore, 

challenges the idea of stable Afrikaans-English bilingualism expressed as an indicator of 

proficiency outside of South Africa. 

4.3.4 Questionnaire B themes 

Questionnaire B consisted of Question 1 – related to informed consent, Question 2 – 

biographical data, Question 3 – a language profile, Question 4 – open ended narration of the 

NS concept, Question 5 – statements relating to the NS-issue, Question 6 – experiences as 

colleagues of South African teachers, Question 7 – perceptions about South African teachers 

and Question 8 – a personal narrative.  Questions 2 and 3 have already been discussed in the 

description of participants earlier in this chapter. The rest of the questions are discussed in the 

subsequent sections.  

QAUL data were provided from the two open-ended questions; Question 4 and Question 8. 

Question 4 asked participants to define the concept ‗Native Speaker‘ (―Please indicate what the 

term ‗native speaker‘ means to you‖), while Question 8 invited participants to write a personal 

narrative on their thoughts about the NS-issue and South African teachers of English in 

Bangkok. Each participant‘s statement was examined for keywords which describe the 

participant‘s thoughts about the concept. Each keyword or phrase was then colour-coded and 

categorised based on reoccurrence – this formed the basis for establishing themes. Comments 

were added to each individual keyword or phrase in which an explanation could be found 

regarding how the keyword or phrase relates to the overall theme. By colour-coding, the 

researcher could then establish how often the patterns or themes recurred and by examining 

each of the comments, she could follow the narrative of how it relates to the theme.  
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From the data for Question 4, four main themes were identified by the researcher, based on the 

responses of the participants. The main themes that were identified and related to the concept 

of the NS are: 

Theme 1: Acquisition; order and manner  

Theme 2: Modes of communication and levels of proficiency therein 

Theme 3: Ethnic origin and implied NS status, or a case of merit versus inherit 

Theme 4: In-group/out-group association 

Table 4-9 provides the verbatim responses of the participants for Question 4 and illustrated how 

they correspond to the main themes, which were consequently identified by the researcher.  

Table 4-9: Question 4: NS definition correspondence to identified main theme. 

PARTICIPANT DEFINITION OF NATIVE SPEAKER CONCEPT 
CORRESPONDING 

MAIN THEMES 

OT_001 
Someone who grows up with that language as their main mode of verbal and 
written communication. 

Theme 1, 2  

OT_002 
One who learns English as their first language, as it is native to their country of 
birth/early residence. 

Theme 1, 3  

OT_003 Being able to express and converse through a certain language. 
Theme 2  

OT_004 A person with a native-like linguistic competence. 
Theme 2  

OT_005 Foreigner. 
Theme 4 

OT_006 
Someone who has an excellent command of written, spoken and comprehension 
of the English Language. 

Theme 2  

OT_007 
A person who was born and brought up in a country and who could speak the 
main language of that country fluently. 

Theme 1, 2 and 3 

OT_008 

I think English language is extremely important in teaching but do we need 
native speakers for every subject? What if non-natives are more qualified but 
they are not given a chance in Thailand in MOST of the schools. 

Theme 3 

OT_009 The language that comes in your head naturally.  (thinking) 
Theme 1 

OT_010 USA, UK, Canada, Ireland, NZ, Oz 
Theme 3 and 4 

 

Theme 1 describes the definition of the concept NS in terms of acquisition. Here participants 

place emphasis on the fact that one has to learn the language while young (or from birth) in the 

country of origin of the language.   

In Theme 2 the definition for the NS concept relies on the use of the language, either in terms of 

the modes of communication, or of proficiency thereof. It seems to be important to some of the 

participants that a NS should not necessarily be from the ‗original country‘, but that the level of 

proficiency (which can be reached by anyone) should be very high and that the modes ascribed 

to NS-competence are predominantly verbal and written.  
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Theme 3 places significant emphasis on the country of origin for acknowledgement of NS-

status, while one participant debates for merit awarded status instead of inherited status. A true 

conflict is thus evident from the data.  This means that when participants from the wider Thai 

community are asked to define the concept NS, two distinctions manifest. One cluster of 

answers categorises the NS as someone who has inherited this status, and the second cluster 

of answers categorises NS-ness as an attributed status dependent on reaching a level of 

proficiency in the language, irrespective of being ―born‖ as a NS. Table 4-10 categorises the 

participants‘ definitions of the NS concept into two contrasting categories.   

Table 4-10: Definitions of a NS by participants from the wider Thai school 

community. 

INHERITED RIGHT LEVEL OF PROFICIENCY 

OT_001: ―Someone who grows up with that 

language as their main mode of verbal and 

written communication.‖  

OT_003: ―Being able to express and converse 

through a certain language.‖ 

OT_002: ―One who learns English as their first 

language, as it is native to their country of 

birth/early residence.‖ 

OT_004: ―a person with a native-like linguistic 

competence.‖ 

OT_005: ―Foreigner‖ OT_006: ―Someone who has an excellent 

command of written, spoken and comprehension 

of the English Language.‖ 

OT_007: ―A person who was born and brought 

up in a country and who could speak the main 

language of that country fluently.‖ 

OT_008: ―I think English language is extremely 

important in teaching but do we need native 

speakers for every subject? What if non-natives 

are more qualified but they are not given a 

chance in Thailand in MOST of the schools.‖ 

OT_010: ―USA, UK, Canada, Ireland, NZ, Oz‖ OT_009: ―The language that comes in your head 

naturally.‖ 

These contrasting ideas lead to two conclusions. First, there are divergent views about the 

perceived value of the NS construct in the context of appointing English teachers in Thailand. 

Participants, from the wider school community in Thailand, express the desire to do away with 

biases like race, ethnicity and nationality as indicators of appropriateness of appointments of 

English teachers.  There is a clear expression among participants that a proficiency-based 

approach should be the main criterion for the appointment of English teachers. However, the 

preference for the inherited NS status construct is so deep-seated that it cannot be eradicated, 

and the same participants that view English proficiency as the most important criterion for the 

appointment of teachers, honestly indicate that they are aware of the influence of race, ethnicity 



 

118 

and nationality in the appointment practices and even more so, about 40% of them view NS 

status as an important element in appointment.  

Second, one needs to acknowledge that, based on the findings presented in this section, the 

status quo position is simply upheld: NS status wields enormous power in the perceptions 

related to the appointment practices of English teachers in this community. The majority of the 

participants from the wider community continue to perceive traditional values related to NS 

inherited status above proficiency.  This is even true in the case of traditionally perceived NNS79 

themselves.  A hierarchical social acceptance of the NS construct is still evident in the 

perceptions of traditionally viewed NNS  themselves.  

Finally, Theme 4 provides insight into a possible explanation of the upheld status quo identified 

in theme 3. It suggests an inherent distancing, or even a devaluation of the self, in terms of 

status accorded to traditionally perceived NS-groups abounds. It further seems to point to an 

element of in-group / out-group association. NS are perceived to be foreigners (by NNS) and 

thus part of the in-group that ‗inherited‘ NS status by being ‗foreign‘.  OT_005 for instance 

simply describes native speakers as ―foreigners‖. 

In the personal narratives which were provided by participants in Question 8, the researcher 

concluded that there were three main themes which recurred throughout the narratives.  

Theme 1: The problematic, but inherent nature of the NS-concept. 

Theme 2: The real life consequences and effects of the manifestation for the NS concept. 

Theme 3: A desire to replace inherited NS-status with merited status depending on proficiency, 

experience and purpose. 

Table 4-11 illustrates how each participant‘s response corresponds with the main themes 

identified by the researcher. 

 

 

 

                                                

79 Although this study challenges notions of NS and NNS, the terms are used here to delineate between 
the two groups of teachers, because findings from this study also indicate that the distinctions 
between these groups are still active in the minds of the community where the study was completed.   
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Table 4-11: Correspondence of personal narrative and main theme. 

PARTICIPANT PERSONAL NARRATIVE 
CORRESPONDING 

MAIN THEMES 

OT_001 

I have known 3 South African teachers. One that I hired to teach English and two 
as colleagues. To be honest, I have not been particularly impressed by any of 
these three as teachers or administrator (as one of them is trying to be). All three 
were nice, but all need help as classroom teachers and as an administrator. 

Theme 4 

OT_002 

I do not think one can generalize and say that all South African teachers are not 
native speakers. I believe it lies in the purpose of teaching. For example, if a 
South African teacher is teaching English...Are they delivering clear instruction? 
Is the student being exposed to real-life usage of this international language? 
South African teachers may speak more clearly than Australians or British 
teachers, and vice versa. I do not believe teachers should be categorized or 
hired based on their "English-speaking status" only. 

Theme 1, 3 and 4 

OT_003 

The notion and concept of "native speaker of English" has always been a hot 
debate in many different countries. As a non native speaker of English myself 
but fluent in English due to educational background, this Eastern concept of 
"native speaker of English" from specific Western countries has always been in 
place. 

Theme 1 and 3 

OT_004 

The concept of "native speaker" is highly problematic. Many South Africans 
whose English is entirely at par with native speakers have to confront certain 
barriers from would-be employers. It also can have negative effects on salary, at 
least from more superficial employers. 

Theme 1, 2 and 3 

OT_005 

Native speaker of English is teacher and is foreigner come from another country 
and for South African teachers all of you is good teacher not different from other 
foreigner teacher because you speak English and love to be a teacher. 

Theme 1 

OT_006 

Every Asian country has different opinions of what a "Native English Speaker" 
should be. Some value the color of skin over qualifications. This is the danger of 
not being associated with a reputable or accredited school. 

Theme 1 and 2 

OT_007 

In my perception it is not about the South African teacher but it is the person. 
Every person can be different .Hence we cannot generalize everyone with the 
same stick. But the South Africans I have worked with so far have been very 
professional and good to work with.  

Theme 1 

OT_008 

I can understand the reason behind this survey. I strongly agree that there is a 
general perception among students and parents in Thailand that native speakers 
are better qualified to teach English and other subjects. I have faced this 
discrimination many times when applied for Business management position. 
Most of the schools gave no importance to my master degree(s), experience, 
trainings & other qualifications. My application was rejected due to my 
nationality. 

Theme 2 and 3 

OT_009 I don't want to mix two 'different aspects' - Native speakers Vs English teacher. 
Theme 1 

OT_010 

Filipino teachers = lower salary scale BUT very good English Irish teachers = full 
scale salary BUT problematic issue etc. So: Discrepancy/non-transparency in 
salary scales.  

Theme 2 

Theme 1 and 3 discern the problematic, but inherent nature of the NS-concept. It provides data 

which points to the fact that there are desires to replace NS-status with merited status, based on 

proficiency and experience in terms of the purpose of teaching, but that there is also an 

inherently indoctrinated view of the superiority of the NS.  The acknowledgment of contentious 

hiring practices and discriminations against ‗NNS‘ speakers, as well as a desire to move away 

from these ideologies, are evident in the responses from the wider Thai school community that 

participated in this study. Hiring practices seem to hinge on issues such as the complexities of 

the concept ‗NS‘, perceptions of English proficiency and the influence of constructs such as 

race and nationality.  From the narratives in Table 4-11 it is clear that the participants from the 
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wider Thai community realise that the concept of the ‗NS‘ is problematic.  This is illustrated in 

the narratives of participant OT_004 and OT_007:  

The concept of "native speaker" is highly problematic. Many South Africans whose 

English is entirely at par with native speakers have to confront certain barriers from 

would-be employers. It also can have negative effects on salary, at least from more 

superficial employers. [OT_004] 

… Hence we cannot generalize everyone with the same stick. [OT_007] 

These participants realise that it is impossible to regard the NS community as a homogenous 

group.   

Theme 2 elucidates the real life consequences and effects of the manifestation of the NS 

concept. The participants‘ views of the relationship between being hired as a NS teacher and 

perceptions of English proficiency include the following from participant OT_002: 

… I do not believe teachers should be categorized or hired based on their English 

speaking status only.  [OT-002] 

This is an important point – because fluent speakers of a language might not necessarily be 

excellent teachers of the language as well. This is a case in point for a globalised English 

teaching context in which all teachers of English (regardless of their origin) need to be 

legitimised and empowered. Mahboob (2010:7) points out that being a ―native speaker of a 

standard inner circle variety of English is not sufficient to be a successful English language 

teacher‖ because ―language learning and teaching are culturally situated practices and there is 

no single language  teaching/learning approach that is appropriate in all contexts 

and/situations‖.  

However, a ―conflict between the educational principle of equality between NEST‘s80 and non-

NESTs and commercial realities‖ (Todd & Pojanapunya, 2009:24) still exist. This realisation that 

race or nationality plays a role in appointment as a NS teacher of English is voiced by the 

following participants: 

Every Asian country has a different opinion of what a Native English speaker should be. 

Some value the color of skin over qualifications. This is the danger of not being 

associated with a reputable or accredited school. [OT_006] 

                                                

80 NEST = Native English speaking teacher. 
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Filipino teaches = lower salary scale BUT very good English Irish teachers = full scale 

salary BUT problematic issues etc. So: Discrepancy/non-transparency in salary scales. 

[OT_ 010] 

I can understand the reason behind this survey. I strongly agree that there is a general 

perception among students and parents in Thailand that native speakers are better 

qualified to teach English and other subjects. I have faced this discrimination many times 

when applied for Business management position. Most of the schools gave no 

importance to my master degree(s), experience, trainings & other qualifications. My 

application was rejected due to my nationality. [OT_008] 

In these extracts, two additional important points are made:  First, qualifications seem to be less 

valued as appointment criteria.  The criteria that seem to matter most include race, nationality 

and ethnicity.  Second, the perceptions of the nature of the ‗NS‘ of English holds important 

implications for teachers who apply for teaching jobs in Thailand in terms of appointment and 

salary. 

From this data it is evident that there are perceptions of discrepancies between, for example, 

salaries of teachers from different ethnic origin, discrimination in terms of appointments due to 

nationality, and the value of skin colour. While we can conclude in this instance that although it 

seems, from an external point of view (from the wider school community), that NNS are 

struggling against the stream, when we consider their practical reality and consequences of the 

imposed NS-status concept, it seems to be less of a practical reality (at this time) for the South 

African participants of this study, as discussed in the questionnaire data themes.  

The participants from the wider school community in which the South African teachers of 

English that participated in this study work, provide an ‗insider‘ view on the issue of the NS 

status of typical South African teachers in Thailand.  It is important to compare ‗insider‘ views 

expressed by the relevant Thai community with self-perceptions of the South African teachers of 

English in Thailand, because it would be these Thai ‗insiders‘ who play a role in the appointment 

of English teachers in Thailand. In Questionnaire B, Questions 5.1-10, 6.1-3 and 7.1-8 provided 

data relating to the wider school community‘s views on the NS-issue and South Africans within 

this context. The participants were asked in Question 5 to rate how strongly they agreed with 

provided statements relating to how they perceive of the NS-concept. Question 6 asked 

participants to rate their agreement with three provided statements about South African 

teachers‘ value as teachers of English in an international context. While in Question 7, the 

participants were asked to rate their agreement with provided statements about how they 

perceive South Africans in Bangkok, Thailand in terms of the NS-issue. 
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Related questions were clustered together in order to extrapolate themes. The themes are 

discussed with reference to the questions and the participants‘ responses.  Four themes were 

identified from Questions 5-7.  

Theme 1: Classification of NS / importance of race and nationality / looking like a NS 

Theme 2: The consequences of manifestation of NS construct 

Theme 3: NS-status valued over proficiency 

Theme 4: Perception regarding efficacy of NNS 

Table 4-12 illustrates the relation between the questions and themes in terms of the clustering 

of questions per theme identified, as well as the percentage of agreement for each question.  

Table 4-12: Theme, corresponding question clusters and agreement percentages for 

Questionnaire B, Questions 5-7. 

THEME 

QUESTI

ON 

NUMBE

R 

STATEMENT FROM THE QUESTIONNAIRE  

PERCENTAGE OF 

PARTICIPANT 

AGREEMENT 

Theme 1 5.3 I only consider teachers from the ‗big five‘ as native speakers of 

English.  
30% 

5.4 Race/nationality is important to me within my conceptualisation of 

the ‗native speaker‘.  
30% 

5.5 I prefer someone who ‗looks like a native speaker of English‘ to 

teach English.  
10% 

7.1 I consider South Africans as native speakers of English.  60% 

Theme 2 5.9 In general, a teacher‘s social status in Thailand is influenced by 

his/her ‗native speaker status‘ (i.e. being from one of the ‗big five‘).  
70% 

5.10 In general, a teacher‘s salary in Thailand is influenced by his/her 

‗native speaker status‘ (i.e. being from one of the ‗big five‘).  
80% 

7.3 In general, South African teachers are treated differently from 

teachers from one of the ‗big five‘ countries.  
30% 

7.4 In general, South African teachers are paid less than teachers from 20% 



 

123 

one of the ‗big five‘ countries.  

7.5 In general, being South African is an advantage to securing 

employment as a teacher in Thailand. 
10% 

7.6 In general, being South African hampers securing employment as a 

teacher in Thailand.  
20% 

7.9 In general, South African teachers have had to implement 

pedagogical changes after ‗losing‘ their status as native speakers of 

English.  

60% 

Theme 3 5.1 I think that a teacher's status as ‗native speaker of English‘ is more 

important than his/her proficiency to teach in English.  
40% 

5.2 There exists in Bangkok, Thailand, a perception that a teacher's 

classification as ‗native speaker of English‘ is more important that 

his/her proficiency to teach in English.  

90% 

5.8 In my opinion, students (and their parents) value the concept of the 

‗native speaker‘ over proficiency.  
60% 

6.2 In general, I value South African teachers‘ varied linguistic 

background. 
80% 

6.3 In general, I value South African teachers‘ varied cultural 

background.  
90% 

7.7 In general, employing South African teachers aid the introduction of 

international-mindedness in taught curriculum.  
70% 

7.8 In general, our school curriculum affords South African teachers the 

freedom to be an international speaker of English, not necessarily a 

native speaker of English.  

10% 

Theme 4 5.6 Teachers who are not officially recognised as native speakers of 

English are in general less able to teach in English.  
20% 

5.7 I believe the concept ‗native speaker‘ is a valid criterion in deciding 

who should be able to teach in English in Thailand.  
60% 

6.1 In general, South African teachers deliver the same quality of 

teaching as teachers from the ‗big five‘. 
60% 

7.2 In Bangkok, Thailand, South African teachers are generally 

perceived as ‗second rate‘ teachers because they are not from a 

‗big five‘ country. 

30% 
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The subject of race and hiring practices (an example of the consequences of the manifestation 

of the NS-issue) emerged as an important finding from this data set in several ways, and is 

discussed here in Theme 1 and Theme 2.  What is evident from the data of these two themes is 

that there is a discrepancy between a desire to appoint people in a non-racial way and a 

struggle to move away from inherent NS-orientations. The desire for enlightenment seems to be 

fraught with practical problems, especially related to the concept NS and NNS of English 

teachers in Thailand.  

Theme 1 relates to the classification of the NS in terms of race and nationality. Form this data it 

seems evident that these participants do not significantly agree with NS-status being ascribed to 

people in terms of ethno-racial origin, but in Theme 3 they do acknowledge that the NS-concept 

is valued above proficiency in Bangkok. While they seem to be more inclusive of who can be 

seen as NS, there is still only a 60% agreement that South Africans are accepted as NS by 

these participants.  

Theme 2 illustrates the participants‘ responses to the consequences of manifestation of the NS 

construct in their context. While it is accepted that there are discrepancies based on NS-status 

and ethno-racial origin, it seems that the participants are of the opinion that it is not necessarily 

applicable to South African teachers. Although they are of the opinion that South African 

teachers had to implement pedagogical changes after 2012, there is no elaboration on this 

anywhere in the open-ended questions, which holds positive implications for further research, 

but cannot be explored comprehensively in this study. In contrast to findings that clearly suggest 

that appointment practices are often based on issues of race, ethnicity and nationality, the 

participants of the wider Thai community that participated in this study strongly feel that race, 

ethnicity or nationality should not be important matters in the appointment of English teachers in 

Thailand.  There is a 90% disagreement among the participants that they prefer someone who 

looks like a native speaker to teach English;81 a 70% disagreement that race or nationality is 

important in their own personal conceptualisation of the construct NS; and 70% of the 

respondents do not agree that only citizens from the ‗big five‘ countries, where English is used 

as a mother-tongue by the majority of speakers (Kachru‘s inner circle), should be considered as 

NS of English.  

Despite the realisations by the participants from the wider school community in Thailand that 

race, ethnicity and nationality should not play a role in the selection of the most appropriately 

                                                

81 One of the respondents indicated that he/she would prefer someone who looks like a native speaker.  
This respondent originates from one of Kachru‘s inner circle countries.  This response could mean 
that he/she simply realises that she/he holds an advantage in this context where ―looking like a NS‖ 
could influence the success or failure of one‘s appointment. 
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qualified teachers of English, they acknowledge that  the preference for white Western NS 

teachers is also evident: 80% of the participants agree that a teacher‘s salary and social status 

are affected by their NS status;  90% of the respondents agree that there is a perception in 

Bangkok, Thailand that a teacher‘s classification as NS is more important than their proficiency 

in English; and  40% of the participants (two Thai respondents, one Indian and one Australian 

respondent) hold this view as well.    

Despite the realisation that race, ethnicity and nationality are not effective indicators of 

excellence in English teaching, 40% of these respondents still hold the view that classification 

as a NS  is more important than proficiency in English.  This finding indicates how deep the 

notion of NS preference is inculcated in this community, or the Expanding Circle broadly.  This 

deep-seated view is also illustrated in the participants‘ definitions of the NS.   

Theme 3 investigates the participants‘ perceptions about how NS-status and proficiency weigh 

up against each other. Although there is a general disagreement amongst the participants that 

they value proficiency above status, they also acknowledge that there a desire among parents 

and pupils to value NS-status above proficiency. 

Theme 4 investigates how the participants view efficacy in terms of NS-status. An element of 

contradiction is highlighted. It seems that participants are of the opinion that the NS-concept is a 

valid criterion for deciding who should teach English. This belies all data indicating their 

inclusive attitudes. Yet, they also deem South African teachers (who are not officially NS) and 

other NNS as effective teachers, on par with NS teachers. 

4.4 Answering the research questions  

The researcher identified 26 main themes in the preceding discussion. These themes are all 

relevant or relatable to the research questions and will, thus, aid in attempting to come to a 

justifiable answer for each question. Table 4-13 provides a view of how the researcher has 

clustered the main themes and corresponding research questions in an optimal way.  

Table 4-13: Main themes across all data sets and their corresponding research 

questions. 

R
E

S
E

A
R

C
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Q
U

E
S

T
IO

N
S

  

RQ 1: How do A-E English teachers 

of English perceive of themselves in 

terms of the NS vs. NNS issue? Do 

they identify  as NS of English or as 

NNS of English and how do they 

motivate their self-identification? 

RQ 2: What are A-E English teachers‘ 

perceptions about their teacher 

identity in terms of teaching in South 

Africa and Thailand?   

RQ: 3 How are A-E English teachers 

of English perceived by the wider 

school community (parents, students, 

colleagues) in terms of their NS-

status? 
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M
A

IN
 T

H
E

M
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S
 

Afrikaans as a marker of socio-

cultural identity. 

Awareness of the importance of 

multiple languages. 

Consequences of manifestation of NS 

construct. 

English as the dominant language. NS-status vs. internationalism /multi-

culturalism and multilingualism. 

External factors – organisational and 

parent perception – as well as internal 

factors – personal views and beliefs – 

provide the biggest discrepancy 

between context 1 and 3. 

An emotive link to languages. Context 1 and 3 does not provide 

significant differences in salience of 

features of teacher identity. 

Acquisition; order and manner. 

English as a functional language. Ethno-cultural features of teacher 

identity is perceived as the least 

important feature of teacher identity in 

all contexts. 

Modes of communication and levels of 

proficiency therein. 

Perceptions of classification of the 

NS. 

Career motivation, language and 

classroom practice are perceived as 

the most salient features of teacher 

identity in all contexts. 

Ethnographic origin and implied NS 

status / Merit versus inherit. 

NS-status vs. proficiency in terms of 

efficacy. 

Classification of NS / importance of 

race and nationality. 

In-group / out-group association. 

The role of Afrikaans as a cultural 

marker (or not). 

NS-status valued over proficiency. The problematic, but inherent nature 

of the NS-concept. 

Circumstances of the equality of 

Afrikaans and English. 

 The real life consequences and 

effects of the manifestation for the NS 

concept. 

 A desire to replace inherited NS-

status with merited status depending 

on proficiency, experience and 

purpose. 

The consequences of manifestation of 

NS construct. 

Perception regarding efficacy of NNS 

 

4.4.1 Answering research Question 1: Personal experiences, NS or not? 

Research question 1 relates to the personal experiences of A-E teachers in Thailand. It 

specifically aims to investigate how A-E teachers of English perceive themselves in terms of the 

NS vs. NNS issue.  It further attempts to ascertain whether they identify themselves as NS of 

English or as NNS of English, and how they motivate their self-identification. The researcher 

assumes that the participants are bilinguals in a multilingual international context. Part of the 

discussion rests on elucidation regarding the experience of their bilingualism in a contradictory 

context where NS-status prevails. An important aspect in this discussion, therefore, is the 
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participants‘ relationship to the different languages in their repertoire and their justification from 

within that, as a self-perceived NS of English. 

If the answer to the research question would allow only a single sentence it would be an easy 

task to accomplish: Yes, according to responses for question 16.1.1 (I consider myself as a NS), 

the participants all view themselves as NSs of English. These participants are also convinced 

that their colleagues and managers consider them as NS. However, this answer needs to be 

both contextualised and justified within the complexity of the lived experiences of these 

participants. Difficult questions that need more elucidation follow upon this seemingly simple 

answer, for example:  Why do participants, who view Afrikaans as their home language and 

strongest language, deem themselves as a NSs of English? How do participants, who view 

Afrikaans as their home and strongest language identify as NSs of English in a context where 

they are officially excluded as NSs?  

Seen in the light of the popular sociolinguist concept of superdiversity, the ideology of the NS is 

challenged (yet again) and further pushed to redundancy. It provides justification that the NS-

concept in a globalised society has no value, other than political and economic dominance, 

because it is a skewed version of the linguistic truth and language practices of communities 

across the world. Wherever NS fallacies are still practiced, investigation is needed. Blommaert 

and Backus (2012: 5) proclaim that: 

People can no longer be straightforwardly associated with particular (national, ethnic, 

sociocultural) groups and identities; their meaning-making practices can no longer be 

presumed to ‗belong‘ to particular languages and cultures – the empirical field has 

become extremely complex, and descriptive adequacy has become a challenge for the 

social sciences as we know them. 

By this admission, we cannot classify English teachers as NS or NNS anymore, neither as 

South Africans, nor Thai, nor British. Although these positive views could contribute to the 

eradication of the NS fallacy, we must remember that we are still cultural beings with roots. We 

may well be like the participants in this study who are part of the global community, but our 

background is rooted somewhere. In the case of the A-E teacher in Thailand, these roots are 

already planted in a context of multiplicity. It is, therefore, natural for these participants to 

assume their role within another complex society. Perhaps these participants view themselves 

as NS of English because it comes as a natural assumption based on a lifetime of multilingual 

exposure, or maybe it results from a lifetime of indoctrination of the power of English, where 

proficiency in English has been equated with status and freedom. 
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Due to their educational and social background, most of the participants could be described as 

being equipped with a form of stable A-E bilingualism, as illustrated by the preceding data. 

Within this context of concordant bilingualism, they equate the two languages in esteem, 

ascribing to the languages equal status (in terms of important markers of identity), and they 

believe that they have a near-equal ability in the two languages. However, due to their context, 

they are not able to practice their language abilities in both Afrikaans and English on a day to 

day basis.  Despite this dilemma, it seems that their bilingual nature continues to aid them to 

function and communicate in a multilingual reality. Dyers (2008:114) postulates that ―the 

language or languages through which children are socialised initially within the family domain 

must therefore play a crucial role not only in shaping their personal identities, but also in 

ensuring the continued vitality of such languages‖. There is no reason to believe from the data 

that any of the participants have undergone particular language shifts and conversely, there is 

evidence from the data that the languages of their childhood aid in their self-identification. While 

an instance of truncated multilingualism82 can be discerned from the data when participant 

SAT_003 adds Afrikaans to her language portrait, but admits that she cannot remember much 

of the language, this language still plays a part in shaping who she is. Her regret at not retaining 

more of the language, points to an emotive link with languages. 

SAT_003: Afrikaans – It‘s stored deep and far away in my body. I stopped Afrikaans at 

14 when I left RSA – sadly I know so little and hardly remember what I learnt at school.   

                                                

82 Truncated multilingualism is described by Dyers (2008) as ―linguistic competencies which are organised 
topically on the basis of domains or specific activities‖. 
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Portrait 12: SAT_003 

This emotive link to languages is also evident in the other participants‘ data and points to the 

ability of both Afrikaans and English to provide a link to ‗home‘ in terms of culture, heritage and 

identity construction.  

While English is seen as the dominant functional language (in the context of a multilingual 

society where communication in the workplace and social spaces is dominated by English, and 

sprinkled with snippets of Thai), Afrikaans (and to an extent English) is seen as a marker of 

social inclusion. For this reason, symbolic importance is ascribed to Afrikaans and English as 

the languages of heritage from South Africa.  

While the researcher can only report on how the participants answered and portrayed their 

repertoires, she will not be able to comment on how they ‗language‘ every-day. Based on how 

the participants described their languages; she can, however, infer that they prize the value of 

multilingualism. They also acknowledge the use of multiple languages in their daily language 

practices, by theoretically ascribing functions and spaces to each language.   

The translanguaging community questions the idea of diglossia83 because a fundamental 

principle of translanguaging is the notion that languages cannot be compartmentalised in 

                                                

83 Diglossic spaces are defined by Lewis et al. (2012:657) as the ―separation or compartmentalisation of 
languages‖. 
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different functions or territories due to social co-existence. While this transglossic84 ideology is 

true for A-E bilinguals in a South African context, it differs for the participants in this study. This 

is because translanguaging is by definition a sociolinguistic, ecological ideology, based on 

context and situation. In the context of this study the A-E bilingual is taken out of her bilingual 

ecology and her official use of Afrikaans and English reverts to theoretically or symbolic 

diglossic parameters, in order to establish her position in a changing and uncertain context.  It 

seems as though concepts like diglossia and language use in specific domains are needed 

theoretically to explain how bi- and multilingual people ‗language‘ in complex contexts.    

Within their multilingual selves, on paper, the participants order their languages in terms of how 

they provide meaning and value to their everyday lived experiences.  Because of their context 

and its expectations, they perceive English to be their dominant language of function and 

mobility and, therefore, ascribe NS-status to themselves. They also acknowledge inclusive 

linguistic practices which they have to make use of daily, to both assimilate into the ‗borrowed‘ 

culture of their host country and to define or link themselves as culturally akin South Africans85 

(whether to themselves or to others). 

Two very important implications are gleaned from the answer to this research question. First, 

while it was not the main aim of this study to describe the nature of the A-E bilingual, the 

investigation into the language repertoire of these participants certainly resulted in a very 

important finding: that the participants can be described as concordant bilinguals. This study, 

therefore, illustrates and expands on the concept of A-E bilingualism in an international context. 

 

Second, the findings from the study also illustrate a methodological issue. The South African A-

E bilinguals seemed to underreport the number of languages or bits of languages that they 

know in the questionnaire-part of the study.  This finding is made when the number of 

languages that participants report as part of the language portrait study is compared to the 

questionnaire data.  This is an important methodological finding.  It seems that in multilingual 

contexts, ‗census type surveys‘ like the language repertoire questionnaire of Coetzee-Van Rooy 

(2012) also used in this study, could lead to an ‗underreporting‘ of the number of languages 

included in the language repertoires of participants.  This phenomenon is also reported by other 

researchers (e.g. Bradshaw, 2013:472; Matras & Robertson, 2015:301).  Instruments like 

language portraits seem to evoke more complete responses, in terms of eliciting the 

                                                

84 Transglossia is described by Lewis et al. (2012:657) as ―flexible concurrent language use‖. 
85 Two participants, as discussed deny their classification as South Africans however both of them include 

South African languages when asked to illustrate their linguistic configuration. They therefore still 
acknowledge these languages as part of their socio-linguistic identity and as a link to their cultural 
heritage.  
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documentation of all the languages (or bits of languages) that are included in the repertoires of 

participants.  Thereby, the use of auxiliary methods of investigation, such as the languages 

portraits prove to be of immense value in identifying all the bits of languages or as Blommaert 

and Backus (2012:1) state regarding the recognition of languages in a superdiverse context 

―whereby all of these resources in a repertoire are functionally distributed in a patchwork of 

competence and skill‖.  

4.4.2 Answering research question 2: External factors, views on teacher identity  

…it is impossible to discuss [teacher] identity construction without considering the 

meanings of our experiences (Zembylas, 2010:223). 

Research question 2 pertains to the participants‘ perceptions about their teacher identity in 

terms of teaching in South Africa and Thailand. With this the researcher wanted to investigate 

how, if at all, the change of context would affect the perceived teacher identity of these 

participants. Due to the nature of the instruments and data received, the researcher can here 

only report on how the participants experienced several factors in the different contexts and can 

only speculate as to how their perceptions have changed across the three contexts. It would be 

beneficial to adopt a more in-depth line of enquiry (for example, via classroom observations of 

changes in pedagogy) in further studies so as to examine the actual change of perception.  

However, this activity was beyond the scope of the study, especially due practical constraints).     

In the discussion of this question, however, issues of note would, therefore, pertain to factors 

that influence perceived teacher identity of the participants, the multiplicity of the contexts of 

their experiences and the consequences thereof on the salience of certain features, as well as 

how they cope with a status quo in which proficiency is subject to NS-status. 

If we accept that teacher identity is ―dependent upon power and agency‖ (Zembylas, 2010:214), 

any change in this power relation, for example,  the demotion of South Africans to NNS-status, 

could possibly have an effect on teacher identity. The participants are teachers in three 

contexts: first, a South African context; second, a pre-2012 Thai context; and third, the current 

Thai context. In a South African context, factors which influence their teacher identity might 

seem insignificant compared to a context where their naturally-assumed status, as proficient 

English speakers, is called into question and they are branded as NNS.  

Moussu and Llurda (2008:323) identify factors which have been proven to influence NNS 

teachers‘ identity and confidence in their teaching- and language skills negatively. Factors such 

as students‘ and colleagues‘ perceptions, the levels of students, the race and accent of 

teachers, the curriculum or course taught, and their teaching methods or pedagogical 
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approaches. Zembylas (2010) further postulates that teacher identity is based on dialogical 

interaction between the teacher and both; the students and the wider school community. He 

further states that teacher ―identity is linked to recognition by others‖ (Zembylas (2010:223) 

implying that a change or negative value of recognition might hold a negative influence on the 

construction of the teacher‘s identity. In the case of the A-E South African teacher of English in 

Thailand they are assailed with changes. The changes which influence their dialogical contexts 

range from official demotion, to public discussion on social media websites and online 

newspapers86, to the perceptions that their colleagues and students hold of them in their 

capacity as English teachers, framed within the NNS context.  

Despite these changes, A-E South African teachers of English in Thailand prove to be resilient 

in the face of these factors. According to the data, they are aware of the fact that students and 

parents value proficiency above NS-status, but in the same vein describe their students‘ 

attitudes towards them positively. They feel that their students regard them as adequate 

teachers and while they ascribe salience to factors influencing their teacher identity, such as; 

government, recruitment policies and parent perceptions, they seem to be confident in their own 

abilities. Although a rising awareness of the role of ethno-cultural background of English 

teachers in Thailand is established, this particular factor is perceived as the least important 

feature of teacher identity in all three contexts in the case of these participants.  

So, perhaps in this case, South African A-E teachers in Thailand are eating the proverbial 

doubly buttered bread: on the one side, their self-perception as NS equips them with a 

confidence to succeed and contribute to the teaching profession, while on the other side, their 

multicultural, multilingual background and especially their bilingual nature, perfectly equips them 

with an empathy for the plight of their fellow NNS teachers and students. A-E South African 

teachers of English might just be seen as a 21st century globalised solution to the problem of the 

idealised NS teacher.   This, however, is an idealised hope and reality might beg the question of 

how the long-term and future effects of ‗the event‘ will influence the construction and 

maintenance of these participants‘ teacher identities. If, for example, these teachers become 

anxious about their NS abilities in English, their confidence might be compromised which could 

subsequently influence their teacher performance and eventually, limit opportunities for 

employment in contexts like Thailand.  

                                                

86 While the researcher may make observation on comments made on social medial sites and the online 
press, she did not ask her participants how they felt about these discussion and therefore she cannot 
make any inferences about how these discussion have influenced their identity or their perception of 
themselves as NS. She can only report in point 4.3 on how these discussions form part of the wider 
school community‘s perceptions about South African teachers in Thailand.  
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4.4.3 Answering research question 3:  Internal or organisational factors, perceptions of 

the wider school community 

Research question 3 was an attempt to explore the views of the wider school community as 

they relate to South African teachers of English in Thailand. As a significant factor influencing 

teacher identity,87 the views of colleagues and managers are imperative to the study. Within this 

investigation it was important to ascertain three things: what the wider school community 

perceived as a NS; how important this concept is to them; and what practical consequences 

and issues derive from this classification. Furthermore, the researcher wanted to see if there is 

any desire at all, to move away from the NS-issue to a more progressive ideology.   

Progressive linguistic ideologies are rife in our globalised context, but somewhere between 

manifesting reality from reveries it all gets a bit muddled, which is strange, because we do not 

live in a world of English. We live in a constantly fluctuating, globalising, superdiverse world of 

multilingualism, multinationalism and multiculturalism, where the very ideas of traditional cultural 

supremacy are challenged. While Gee (2011:16) states that ―we use language to build things in 

the world and to engage in world building‖ we do not (and should not) build in English alone; at 

least not in the traditional sense of Standard English. This building of the world should also not 

be based on the representation of an idealised monolingual Western statute. Mahboob (2010:1) 

defies the traditionalised NS power-relations in English teaching when he states that it is by 

taking ―diversity as a starting point rather than a result‖ that the field of teaching, the classroom 

itself and applied linguistics is enriched by a fresh approach of what really goes on; it is 

enriched with people who live the experience of superdiversity, and who looks at the world, not 

through a monolingual monocle, but from a kaleidoscope of assortment.  

In spite of these enlightened theoretical assumptions, the literature also tells us that NS fallacies 

still hold some sway in practice. This seems to be true especially in terms of racism in hiring 

practices and ethno-cultural preferences as highlighted by the responses of some participants: 

I can understand the reason behind this survey. I strongly agree that there is a general 

perception among students and parents in Thailand that native speakers are better 

qualified to teach English and other subjects. I have faced this discrimination many times 

when applied for Business management position. Most of the schools gave no 

importance to my master degree(s), experience, trainings and other qualifications. My 

application was rejected due to my nationality. [OT_008] 

                                                

87 As illustrated by the data in point 3.2  
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Furthermore, inequality and social status based on inherited NS-status is confirmed by 

participants when they state that they believe to an 80% agreement that a teacher‘s salary in 

Thailand is influenced by his/her ‗native speaker status‘ (i.e. being from one of the ‗big five‘), 

and they indicate a 90% agreement that a perception exists in Bangkok, Thailand that a 

teacher's classification as ‘native speaker of English‘ is more important than his/her proficiency 

to teach in English.  

We are, therefore, faced with a dilemma. On the one hand, there is a desire to move away from 

the NS fallacies which are imbued in our lives, and on the other hand, NS views are so imbued 

that they insidiously impede us from enlightenment. This conundrum is validated in this research 

by the responses from participants as discussed. The findings seem to suggest ―institutionalised 

or structural racism that systematically privileges a certain racial group while oppressing others‖ 

(Kubota, 2002:86) still prevail in this context.  The preference for the NS teacher of English in 

Thailand is, in fact, so deeply ingrained in the fabric of schools as institutions that it is evident 

not only among those who recruit, but also among students themselves who prefer authentically 

‗looking NS people‘ to teach them. Todd and Pojanapunya (2009:24) state that despite 

academic warfare against the ideal NS fallacy there is still an incongruity between ideology and 

practical commercial reality in Thailand. This could be attributed to the reigning acceptance of 

the NS fallacy in societies across the world. In the study by Todd and Pojanapunya (2009:24), 

Thai university students explicitly state their preference for NS teachers. This same attitude is 

illustrated in the work of Amin (1997) in Canada, when ESL learners perceive only white people 

as Canadians and, therefore, as authentic English teachers. It, therefore, seems that the 

preferences and pro-NS attitudes of NNS students towards NS teachers remain active (Amin, 

1997) in the minds of role-players in these contexts.  These attitudes are definitely strengthened 

by the continuing hiring practices that further perpetuate the distinction between NS and NNS 

teachers of English. This attitude is reverent and highly visible and acknowledged across 

contexts. Roeland (2016) states that discrimination in employment advertisement occurs on 

several levels:  

And let's make no mistake about it: the prize specimens are Caucasian white, not some 

locals having overindulged in skin-whitening products. 

Does that mean blacks (or other shades) have absolutely no chance whatsoever of 

finding a job? Not really. 

There are plenty of opportunities, but these candidates will just have to look longer and 

harder before finding a decent position. As there is a chronic English teacher shortage in 
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Asia, things will look up sooner or later as schools get desperate to put teachers in the 

classrooms. 

Why this preference for white-skinned, blonde-haired and blue-eyed teachers in Asia? I 

guess most parents mistakenly believe that these are the best teachers. School 

administrators just go along with their misguided clients as ‗the customer is always right' 

(even if they're not).  

Roeland‘s (2016) proposition that only desperation will drive recruiters to employ non-

Caucasians is (sickeningly) illustrative of racial prejudice in TEFL employment. He furthers the 

argument by stating that there are also preferences for Western vs. Asians, British over 

Americans, and that age and gender also play a role. He says about the NS that: 

All other nationalities are screwed if this policy is enforced [only employing teachers from 

the ‗big five‘ countries]. The only result will be that recruiters severely limit the applicants' 

pool and may miss out on excellent candidates from other countries (both native and 

non-native speaking). It is mainly because of this myopic world view that there is a 

chronic teacher shortage in several (Asian) countries and that often fly-by-night and 

unqualified teachers can acquire a job they really shouldn't be entrusted with.     

However much this seems an ‗Asian‘ problem, the literature informs us that it is very much a 

global problem. This practice of recruitment discrimination seem to also exist in typical Inner 

Circle contexts where Medgyes (2001432), for example, comments on the commercial practices 

of language schools in the US by stating that employing only NS ―are better for public relations 

and improve business‖.  If this attitude remains prevalent in Inner Circle countries, there is little 

hope that it will change in Expanding Circle countries.  In the end, language teaching is a 

commercially and politically driven act which will, therefore, be influenced and manipulated by 

the prevailing attitudes towards NS and NNS teachers of English across the world.  

Although this seems to be the reality for most NNS across the world, South Africans in Thailand 

who participated in this study do not seem to face these blatant inequalities yet. They are 

perceived by the wider community as reasonably effective teachers and mostly valued for their 

international and multicultural background (whether they have official NS-status or not). As one 

participant states:   

Native speaker of English is teacher and is foreigner come from another country and for 

South African teachers all of you is good teacher not different from other foreigner 

teacher because you speak English and love to be a teacher. [OT_005] 



 

136 

While these types of comments shed light on the social acceptance of South Africans as 

effective English teachers, by both traditionally perceived NS and NNS, it also raises questions 

regarding the implementation of the official education policy in Thailand.  The issue of residual 

NS-status, in spite of an official demotion, arises again and is supported by statements from, for 

example, members of the online social media teaching community in Thailand. Accordingly, 

Stamp88 (2015) states that ―government, private and language schools (still) consider SA 

nationals as native speakers of English. However, The Teachers‘ Council of Thailand 

responsible for teacher licensing and standards in K12 schools, doesn‘t‖. 

It seems from these findings then, that a double-edged sword hangs over the NS-construct in 

this context. Is it actively and aggressively applied to ensure the employment of NS English 

teachers of Inner Circle origin,  or is it an inherent umbrella concept which is used to classify 

any outsider who ‗looks like a NS‘ (or who does not ‗look like a NS‘)? The problem and potential 

solution lies in a change of mind regarding the equation of NS and success. To illustrate this 

point, a participant writes the following about the ingrained and encapsulating nature of English 

teaching in Asia:  

The narrative of ―English = success‖ is sickening in its simplicity and betrayal of the role of 

other languages/cultures. We, as IB teachers, value international-mindedness and therefore 

try to actively work against this narrative. [SAT_008] 

From the answer to this research question, three significant findings arise. First, the lingering 

effect of A-E South Africans‘ NS status (what is referred to in the text as residual status) implies 

that they may pass as NS, for the moment.  

Second, the explicit discrepancy between policy and practice is undeniably present. Jansen 

(2002:201) highlights the policy-practice-gap which is eminent in the education policies of 

developing countries and which is based on what he calls a ‗forced marriage‘ between 

―international political economy and institutional theory‖. Both of these are elements which are 

prominent in the NS-fallacy context as discussed in this document. The NS-business is first and 

foremost a political and economic weapon which thrives on the traditional delineation of groups 

based on ethnicity and race. This sad truth, therefore, has methodological implications for the 

study of ESL or EFL teaching and teachers. It means that even while superdiversity is 

acknowledged in the globalising world, we still cannot discard traditional group categorisations 

in favour of pluralistic approaches. The tension between the desire to ascribe to pluralistic 

                                                

88 Stamp is a pseudonym for an administrative staff member of the forum ―welcome newbies‖ on Thailand 
Teaching, an expat teaching website for teacher in Thailand.  
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visions and the irresistible longing to keep old orders related to concepts of homogeneity in 

place, remain seemingly fixed.   

The question which arises in conclusion is: How do we as scholars contribute to counteract this 

gap? While theorists such as Norton have ceaselessly worked towards advancing 

transformation of English language learning societies, how does transformation become a 

reality in the face of these ‗lingering‘ attitudes? A simple answer would be to raise awareness. 

This is done through studies such as the one conducted about A-E teachers of English in 

Thailand and via the work of Mahboob (2010)and the NNEST movement.  I believe that the 

inception of transformation is evident.  

In this study the beginning of transformation is evident in the discrepancy between the desire to 

move away from the NS-concept and the practical reality in which this fails. There is, thus, a 

tension evident between practice and desire. While this may be seen by some theorists as a 

negative or an unbridgeable gap, in this study it is seen as good news.  Hopefully, as the 

beginning of the end of prejudices related to NS-status concepts.  

4.5 Chapter conclusion 

On The Conversation blog, Hazel (2016) states that ―transnational mobility and trade [is] a 

defining feature of our times‖ and it is within this context that the NS-issue should continue to be 

re-examined. Due to globalisation there is a shift in the functionality and value of languages. 

Block and Cameron (20025) postulate that pre-globalisation language mainly symbolised 

cultural and national identity, now its value as an economic commodity is prioritised. Not only 

has language become an international economic commodity, underscored by (Western) 

ideologies, it also has implications for the empowered, agency-driven individual as well – 

especially individuals such as A-E bilingual South African teachers (or other concordant 

bilingual teachers from different contexts) in Thailand and other Asian countries. If you are able 

to exist in a state of multiplicity, in other words, if you are comfortable with a multilingual, 

multinational context, you are an economically valuable collaborator; both to yourself and to the 

teaching environment. As an economic commodity your choices and motivations for learning 

languages, as well as the manner in which you use them, are influenced to capitalise on your 

abilities. However, while Block and Cameron (2002) downplay the role that language currently 

has in establishing and maintaining ethnic identity, it is exactly in this compromised and complex 

multifarious context that language, on an emotive level, becomes a link to ‗home‘. 

Therefore, while A-E South African teachers in Thailand have been subjected to a demotion of 

status in terms of ‗NS-ness‘, the overall impression of this study is that their resilience and 



 

138 

background creates a space for them in which they can add value to an English learning 

classroom. This study also set out to change attitudes about the NS. Hazel (2016) contemplates 

the fate of the NS in a changing globalised society when he states that ―now ironically, there is 

mounting evidence that in international business, native English speakers are failing to integrate 

as a result of their shortcomings when it comes to tailoring their English for this context‖.  In this 

case, the South Africans do not and should not desire to be labelled a NS, bit should rather 

celebrate their ability to function in this new multifarious society. 

Finally, instead of demoting certain nationalities to a NNS-status, in the face of a globalised 

society, the very notion of value of the NS should be demolished and replaced with that of 

globally experienced, educated speakers of English.  
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CHAPTER 5 

CONCLUDING STATEMENTS AND RECOMMENDATIONS 

5.1 Introduction 

Three sociolinguistically linked aspects were the focus of this study: the Native-speaker (NS) 

concept, teacher identity and A-E bilingualism, which manifested as a harmonised ensemble in 

the participants of this study. Set in the scene of a globalised international context (Bangkok, 

Thailand), the rarely examined A-E teacher identity was explored in a context of demotion. This 

demotion provided the basis for enquiry through which the researcher attempted to analyse the 

effect that a change in official policy could possibly have on the self-perceived teacher identity 

of South African A-E bilingual teachers of English in Thailand. Methodologically speaking, the 

study was approached in a mixed method fashion. Of note here was the use of the language 

portraits which provided additional unearthed information. Despite its variety in data sets, the 

study also has limitations, as do all studies, and these are discussed in this chapter as well.  

The previous chapter provided the reader with an exposition of the findings of this study and 

also endeavoured to answer each of the three research questions. This chapter briefly 

summarises the main findings of the study and, from these findings, the researcher then 

postulates the possible implications thereof on the three core concepts of study:  NS-concept, 

teacher identity and A-E bilingualism. A summary of the contributions of this study is then 

provided. Thereafter, the researcher elucidates on the limitations of the study and based on 

these, provides some recommendations for further studies, before providing concluding remarks 

in order to finalise the study.  

5.2 Summary of the findings from the study 

The complexity of the research questions dictate that the main findings should be summarised 

within the context of the three sociolinguistically-linked, core concepts of the study: the NS-

concept, teacher identity and A-E bilingualism. 

Findings from the study which pertain to the NS-concept can be listed as follows: 

a) From the literature, there is an observed awareness of the importance of multilingualism 

in an international context and the necessity for an effort of linguistic and cultural 

assimilation from the wider school community that participated in this study. 
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b) The participating A-E South African teachers of English in Thailand perceive of 

themselves as NSs, and also believe themselves to be perceived by their colleagues 

and students as NSs.  

c) For the participating South African teachers, there is a theoretical distinction between 

NS-status, proficiency and efficacy, which is not necessarily reflected in their current 

employment experiences.  

d) There seems to be a dichotomised view of the importance of multilingual and 

multicultural significance for teaching in this context.  

e) There are divergent views about the perceived value of the NS construct in the context 

of appointing English teachers in Thailand, but the status quo is upheld. 

f) Racial and other discriminatory practices are evident in the wider school community 

data, but not from the South African participants. 

Findings from the study which pertain to the concept of teacher identity in this context can be 

listed as: 

a) An observation of a rising awareness of an ethno-cultural sensitivity in the immediate 

working environment of the participants. 

b) The change in policy has indeed affected the self-perceived teacher identity of the 

participants. 

c) An indication of individual agency, as the main motivation for success, in teaching in a 

globalised context. 

d) The NS-ideology influences the construction of teacher identity of the A-E South African 

teachers of English in Thailand. 

Findings from the study which pertain to the concept of A-E bilingualism in terms of the 

participants and context of this study, can be listed as: 

a) A form of stable and exceptional bilingualism (which I referred to as concordant 

bilingualism) is observed amongst A-E teachers. 

b) Afrikaans is used as a tool for social inclusion and a marker of self- and cultural identity. 

c) The employment context of the participants necessitates the dominantly functional use 

of English.  
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d) A state of positive multilingual inclusion is observed amongst the participants.  

e) A state of concordant bilingualism is awarded to the participants of this study. 

The main findings are now discussed in terms of the implications that they hold for this field of 

research. 

5.3 Implications of the findings 

While the NS-debate is at least a 30 year old active discourse, it has never been more important 

to realise and challenge the consequences of the implementation of this concept due to 

globalisation and the spread of English. Li (2009:82) states that, in the face of denationalisation 

and acculturation of English by billions across the world, it is ―unacceptable that NS-norms 

should prevail and serve as a yardstick‖. At its ideological foundation lies the negation of the 

modern international speaker of English. In it, multilingual communication is seen as 

detrimental, not advantageous. While ‗Non-Native Speaker‘ (NNS) status is patronisingly valued 

for its cultural contributions and empathetic approach to language learning, a NNS can never 

attain the status of a NS and, therefore, is automatically negated as a potential employee of 

value.  

While it seems that the NS-fallacy is still a global one, its current Asian context is eminent. More 

than a decade ago, Kubota (2002:24) spoke of (English) foreign language learning in Japan as 

―failing to give serious consideration to multiculturalism, multilingual and multi-ethnic populations 

that currently exist in Japan as well as in global communities‖. It seems that the status quo has 

remained much the same today in a fellow Asian country like Thailand. The question then 

remains: how, after years of debate and multiple studies leading to enlightened sociolinguistic 

approaches, do we still submit to the NS-fallacy? The answer might lie in the fact that this 

fallacy is not only confined to the institutional level, but it is inherently part of the mind-set of the 

community. This is underscored by both the findings of this study and the work of authors such 

as Kubota (2002), Mahboob (2010) and Rivers (2011) who emphasise the idolatry of the white 

Western Anglophone identity. It is in this context of veneration where the re-evaluation and 

restructuring of the concept is of significant importance. For this reason, the problem of the NS-

fallacy rests on both an institutionalised and individualised myth in which assets such as bi-and 

multilingualism are negated in favour of monolingual ‗authentic‘ English speakers.  

However, this premise is challenged in two instances. First, with the inception and acceptance 

of linguistic concepts such as translanguaging and superdiversity in the broader research 

community. Within these popular sociolinguistic concepts, the multilingual individual and her 

contribution to language learning is celebrated. Garcia (2011:2) states that within the 
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translanguaging classroom the opportunity for multilingual interaction brings forth a deepened 

understanding and insight: ―Translanguaging simply has the potential to expand thinking and 

understanding‖ (Garcia 2011:2). The acceptance of these concepts, therefore, begs the critical 

review of the NS-fallacy.  

Second, a slowly developing transformation is witnessed within the broader school community, 

which points to the inception of a challenge to the NS-status quo. This transformation is evident 

from the data in the clear tension between the inherent individual and institutionalised 

acceptance of the NS-fallacy and a desire to move away from this status quo toward a more 

inclusive pluralistic environment in which inherited status is replaced by meritocracy. 

While the participants of this study view themselves as NS of English – and their immediate 

circumstances seem to overtly support them in this assumption – there is also, on an individual 

level of identity construction, a rising awareness and questioning of their status in terms of their 

ethno-cultural background. This implies that, within the context, a re-evaluation of their ascribed 

NS-status within their identity as concordant bilinguals, should be endeavoured. Instead of a 

focus on their NS-status (or lack thereof), these bilinguals need to reassess their worth in terms 

of the multilingual/multicultural contributions that they make, and reposition themselves in the 

global society of English teaching as worthy contributors. The very fact that they originate from 

an already superdiverse environment should enable them to contend in a world of ―globally 

expanding mobility‖ (Busch 2012:3). Their background, therefore, should enable them to steer 

away from the monolingual idealised NS prerequisite and assist them to position themselves 

firmly in an approach to teaching that ―acknowledge[s] fluidity and creativity in linguistic 

practices‖ (Busch 2012:4). 

5.4 Contributions of the study 

From inception this study adopted a softened transformative approach (discussed in Chapter 3) 

in which the researcher hoped to contribute to several fields of study. The main aim of the study 

was to engage in the NS-debate, and to generate such discourse that would possibly lead to a 

contribution to the change in societal attitude towards this concept and its consequences. While 

this is a high hope, the researcher believes that her discussion has illustrated that there is a 

transformation in progress. The data illuminating the tension between the desire to move away 

from the NS-concept and embrace pluralism and the practical reality in which these are 

negated, point to transformation in progress. While it is acknowledged that the transformation is 

still only in progress (and contested), the researcher believes that through her study and further 

studies of the like, there can be a continued contribution to a holistic change in the inherent 

societal acceptance of the NS-fallacy, because this tension is brought to light.   
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Apart from contributions to the NS-debate, the researcher also attempted to engage the A-E 

bilingualism discourse. While the sample was small, it contributed in two ways: First, it yielded 

significantly rich data which will contribute to the field of bilingualism and the NS-debate even 

outside of the scope of this study.  Second, it provided the opportunity to engage with a subject 

matter and population which has not previously been studied – the A-E bilingual teacher‘s 

identity in an international Asian context.  

With this data then, the researcher aimed to describe the nature of the A-E bilingual in diaspora, 

while also paying attention to the situation of this group of people within the broader 

international globalised context, where individuality is prised. An enhanced understanding of the 

language repertoires of the A-E bilingual in diaspora was contributed.  Additionally, she has 

contributed to the continued discourse of bilingualism in terms of a re-evaluation of concepts, 

such as balanced bilingualism in the light of current linguistic ideologies, with the ascription and 

definition of a new type of bilingualism – concordant bilingualism.   

Methodologically, the aim of this study was to introduce an MM approach in which the value of 

both quantitative and qualitative methods was used. The researcher believes that, with this 

study, she has contributed to the MM discourse. She has done this by elucidating the fact that, 

in the context of this and similar studies, while quantitative methods such as questionnaires are 

effective in extrapolating language repertoire data, the addition of qualitative methods such as 

the language portraits used in this study, added immeasurable value and depth to the 

understanding and interpretation of the nature of the language repertoires of A-E bilinguals in 

diaspora.  The emergence of a bigger number of languages documented via the language 

portrait method, when compared to the questionnaire or ‗census like‘ language repertoire 

questionnaire, is an important finding.  In a context where multilingualism will increase, using 

instruments that are able to document the language repertoires (including all the bits of 

languages in the repertoires) will become increasingly important.  Furthermore, Teddlie and 

Tashakkori (2009:139) comment on the mutability of MM research and the contribution to the 

study thereof, which can only happen through the use and description of MM approaches in 

application. In the same vein, the researcher also believes that she has made a contribution in 

her complete and comprehensive description of the data gathering- and analysis process 

related to language portraits.  New and potentially complex methodologies, like language 

portraits, are not described well enough at this point in time.  The detailed descriptions 

presented in this dissertation could assist scholars to implement the methodology with more 

ease and precision in their own contexts.  In this way, the replicability of complex methodologies 

that unearth the multiplicity of individual subjectivities becomes more reliable in general.   
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5.5 Limitations of the study 

Examining the limitations of the study provides a basis for the recommendations to follow. The 

nature of this study imbued it with many limitations; from practical restrictions of access, to time 

and quantity limitations. First, due to geographical constrictions the researcher was not able to 

communicate with the participants optimally.  This meant that there were difficulties in receiving 

data back, as not all participants responded to follow-up emails. Also, this limitation meant that 

the very pool of participants was small and many of the participants who were approached for 

the study declined to take part, which consequently led to a reduction in the number of 

participants available for feedback session.  

Further limitations pertain to instruments used to elicit data. It seems that if the researcher had 

designed the two questionnaires better, with a view towards direct comparison of data, deeper 

insights could have been possible. As it is, the questionnaire for A-E bilinguals needs to be 

reworked to include, for example, a narrative-type open-ended question in which the 

participants can reflect on their ideas about the NS-concept. A question like this would have 

aided the researcher in coming to terms with the participants‘ own understanding of their 

placement in the NS-context even more fully.  

Finally, the researcher would recommend the fine-tuning and elaborated use of language 

portraits as a method for language repertoire investigations. In many instances the language 

portrait provided data that the questionnaires could not. For example, they gave participants the 

opportunity to add other languages known, to their linguistic profile. However, the researcher 

would recommend that studies using this method should ensure that an in-depth interview is 

held with participants after the analysis of the portrait, so as to clarify and justify the researcher‘s 

analysis. It is such a personal method of illustration, that the data elicited need to be 

corroborated by the participant.  

5.6 Recommendations for future research 

Lemke (2002:85) maintains that we ―have theories of the artificially maintained formal structural 

systems of ‗languages‘ but not of the dynamic social processes of multilingual communication 

and activity not tightly constrained by institutional norms‖. It is within this curtailment that the 

limitations and recommendations for this study are situated.  

While the researcher attempted to investigate teacher identity within a bilingual NS context, the 

absence of direct observation of specifically the pedagogical orientation and classroom 

practises of the participants are felt. In this study the researcher has briefly touched upon the 

influence that classroom practice and pedagogy have on teacher identity by alluding to this in 
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the questionnaires. Yet, the practical realities of the study did not enable further data collection 

related to classroom pedagogies. Therefore, the degree and nature of the potential influence of 

NS attitudes were not being observed directly in this study. Within the NS-debate and the 

changing global context it is, therefore, necessary to investigate these teachers‘ classroom 

practices from a perspective of their own multilingual identities which include attitudes of NS 

status towards some or all of the languages they know. A recommendation for further study 

which includes the classroom practices of these teachers, could shed light on their language 

practices in action and could further illuminate the role of translanguaging in these A-E 

bilinguals‘ lived experiences. 

Busch (2012:4) talks about the shift from ―languages to speech and repertoire‖ in current 

research and based on this, it becomes apparent that in future research maybe the notion of 

‗languages‘ needs to be replaced by ‗repertoire‘, especially in a global superdiverse context. 

Although the researcher attempted to do just that by investigating the language repertoire of the 

participants, a limitation here was that the researcher could only observe the repertoires as they 

were presented to her by the participants in the questionnaire and in the language portrait. 

While the language portraits aided in uncovering the personal relationship between the 

participants and their languages, it did not shed much light on their daily language practices. To 

fully understand their language repertoires and how their languages interact, it would be 

necessary to naturally observe them, in other words, to use methods such as language practice 

dairies or audio and/or video recordings. 

The abundance of relevant and real life data on social media sites such as Thailand Teaching 

could make for valuable research material. The researcher would recommend that in a future 

study these social media websites are analysed as a specific data source in order to shed more 

light on the attitudes of different role-players in the NS-debate.  

5.7 Concluding remarks 

In the spirit of reinvention, reconceptualisation and globalisation, this study has attempted to 

situate the A-E bilingual teacher (in an international context) within the framework of the NS-

concept (despite its hopefully dwindling power). It has redefined their bilingual status and has 

conferred on them the distinction of concordant bilinguals. A solution to the demotion of the 

South African teachers of English to an undesirable NNS-status, would be to reposition these 

teachers. They would have to be repositioned within a translanguaging framework in which their 

unique bilingualisms are recognised (though ascribed to the results of an ideological social and 

educational construction aimed at exclusion) and their ability to use it as a base for 
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multilingual/multicultural language practises is encouraged. The effect of such a repositioning 

might contribute to the re-evaluation of the NS-fallacy.   
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ANNEXURE A: REQUEST FOR PARTICIPATION AND INFORMED 

CONSENT 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Dear __________________________ 

You have been referred to me as a possible candidate to take part in my MA study with regard to South 

African teachers in Thailand. 

I am currently conducting research for my Master‘s degree in Applied Language Studies at the North-West 

University in South Africa. My dissertation investigates Afrikaans-English bilingual South African teachers‘ 

identity in Thailand, specifically within the context of the removal of South Africa from the list of English 

native speaker countries in Thailand.  

I would like to report on their experiences and perceptions with regard to the native speaker concept, 

identity and teaching.  

Would you be interested in taking part in the study, you can expect the following: 

a) A request to complete a language portrait exercise. 

b) A request to complete a questionnaire. 

c) A request for a follow up interview either via Skype or live email chat. 

 

All data will be reported anonymously and only the researcher will know the identity of participants.  

If you would like to participate in the study, please complete and sign the consent form below and send it 

back to me via email: Zhandi.VanZyl@nwu.ac.za/zhandivz@gmail.com. 

Teacher consent form: 

When you agree to participate in this study you agree to be contacted for the following:   

a) A request to complete a language portrait exercise. 

b) A request to complete a questionnaire. 

c) A request for a follow up interview either via Skype or live email chat. 

You can however, at any time decide not to be part of the study any longer and that your data may not be 

used. 

You give permission to the researcher to: 

a) Report the data gathered in interaction with you anonymously in her Master‘s dissertation, in 

books, academic journals and at academic conferences as long as you are taking part in the 

study. 

I, (please write your full name(s) and surname) __________________________________________ 

_____ give permission to the researcher, A.J.M. van Zyl to report the data gathered in this study in her 

Master‘s dissertation, in books, academic journals and academic conferences. 

_________________________________________         _____________________________ 

Signature        Date 

 

mailto:Zhandi.VanZyl@nwu.ac.za
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ANNEXURE B: QUESTIONNAIRE A 

QUESTIONNAIRE: LANGUAGE, IDENTITY AND THE NATIVE-SPEAKER CONCEPT  

Participant reference number: _____________________ 

Information 

This questionnaire includes questions about your language repertoire, proficiency and the relationship of these to 

your identity as a teacher. It also pertains to your perceptions with regards to the native speaker concept and its 

implications for you as a teacher of English in Thailand.  

The completion of this questionnaire should take about 60 minutes and your participation is voluntary. The 

information provided by you will be used for research purposes and the data will be reported anonymously in my 

Master‘s dissertation, in books, journal articles and at academic conferences. You should not experience any 

discomfort while completing the questionnaire; and apart from contributing information for research purposes, there 

are no obvious benefits. 

This research project is conducted under the ethics clearance allocated to the project Multilingual repertoires and 

attitudes towards languages known –  under direction of Professor A.S. Coetzee-Van Rooy (NWU Ethics clearance 

nr: NWU-00031-07-S1 [2012-2017]). 

Interview 

After the completion of this questionnaire, I would like to schedule an interview with you in which I would like to talk to 
you about your responses as well as your language portrait. The discussion will centre on your experiences as a so-
called ―non-native‖ teacher in Thailand.   

This interview will be conducted via Skype (to be transcribed by myself afterwards) or email chat. I would also like to 
ask your permission to be contacted (if needed) for a follow-up interview. Again, all data reported will be done so 
anonymously. 

Consent 

When you agree to participate by completing this questionnaire, you give permission to the researcher to:  

a) Report the data gathered with this questionnaire anonymously in her Master‘s thesis, in books, 

academic journals and at academic conferences. 

b) To be contacted for a follow-up interview. 

I, (please write your full name(s) and surname) ______________________________________________ give 

permission to the researcher, A.J.M. van Zyl to report the data gathered in this questionnaire in her Master‘s thesis, in 

books, academic journals and academic conferences. 

_________________________________________  _____________________________ 

Signature        Date 
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LANGUAGE, IDENTITY AND THE NATIVE-SPEAKER CONCEPT QUESTIONNAIRE 

SECTION A: BIOGRAPHICAL INFORMATION 

Please note that some of the information asked in this part of the questionnaire may be considered ‗sensitive‘. Please 

keep in mind that information such as this all contributes to our understanding of what constitutes ‗identity‘. 

Furthermore I would again like to emphasize that ALL data will be handled with care and reported anonymously, 

therefore please be honest when answering. 

Please indicate your choice with a cross (x) or a tick (√) in the block that represents the appropriate answer at the 

following questions, or write down an answer where requested. 

1. Gender 

Female 1 Male 2 

 

2. Age  

Age Please tick (√) or cross (x) 

the appropriate box 

Age Please tick (√) or cross (x) 

the appropriate box 

19-24 years 1 41-50 years 4 

25-30 years 2 51-60 years 5 

31-41 years 3 60+ years 6 

 

3. How would you describe yourself in terms of the population groups in South Africa? Please tick (√) or cross (x) 

the category you are most comfortable with. 

Population groups in South Africa as defined by Statistics South Africa for 

Census
89

 

Category I am most comfortable with 

Black African 1 

Coloured 2 

Indian or Asian 3 

White 4 

Other: If you select other, please write a description of your choice in the 

space provided below at A and provide a brief description of the population 

at B. 

5 

                                                

89 ―This question may seem sensitive to some respondents but it is really important to find out the 
composition of the South African population‖(Census, 2011) for purposes of planning and 
interpretation of data that reflects the different experiences of South Africans. 
[http://www.statssa.gov.za/Census2011/Prodcuts/Census_2011_Metadata.pdf] 
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A) Name for population group you are most comfortable with if you 

selected ―Other‖ above: 

 

B) Brief description of the population group you are most comfortable with: 

 

 

4. Age: Today, I am_________years old. 

 

5. Please tick the appropriate boxes with regards to your socio-economic circumstances, past and present. Please 

feel free to elaborate in the space provided. 

 

 I grew up in a household/family/environment 

with ... 

I describe my current 

status/household/family/environment as ... 

Socio-economic 

status 

Lower-income Middle class Higher 

income 

Lower-

income 

Middle class Higher 

income 

1 2 3 1 2 3 

Optional explanatory 

notes: 

 

 

 

General political 

views 

Apolitical Middle of the 

road 

Strongly 

inclined 

Apolitical Middle of the 

road 

Strongly 

inclined 

1 2 3 1 2 3 

Optional explanatory 

notes: 

 

 

 

Religious affiliation Not religious Religious Very 

religious 

Not religious Religious Very 

religious 

1 2 3 1 2 3 

Optional explanatory 

notes: 

 

 

 

 

PLEASE PROCEED TO SECTION B. 

 

SECTION B: LANGUAGE HISTORY, EXPERIENCE, PROFICIENCY, USE 

6. Please look at the following grid with languages. Please mark the language you consider as your HOME 

LANGUAGE. 

Afrikaans 1 

English 2 

Other (specify below) 3 

Please write the name of the other language if selected above: _________________________________ 

7. Please list ALL languages you know in the grid below, in the order that you learnt them (as best as you can  

remember). 
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Language I learnt first  

Second language that I learnt  

Third language that I learnt  

Fourth language that I learnt  

Fifth language that I learnt  

 

8. Think about all the languages you know.  Limit your list to three languages for the purpose of this exercise.  Rank 

the languages you know in order of relative ―strength‖.  Your ―strongest language‖ is defined as the language 

with which you express yourself the easiest and people who understand your strongest language understand 

what you want to communicate best. 

Ranking of languages Please write in the names of the language 

Strongest language  

Second strongest language  

Third strongest language  

 

PLEASE PROCEED TO SECTION C. 

 

SECTION C – QUESTIONS ABOUT THE LANGUAGES YOU KNOW 

 

9. Questions about your  STRONGEST language 

 

9.1 As far as you can remember, when did you start to learn you strongest language? Please tick (√) or cross (x) 

the category you are most comfortable with. 

 

Since my birth (0-2 

years old) 

As a small child 

(between 3-6 years 

old) 

During primary 

school age 

(between 7-13 years 

old) 

During high school 

age (between 14-18 

years old) 

After high school 

age (19+ years old) 

1 2 3 4 5 

 

 

9.2 We learn languages for many reasons. What is the main reason (or motivation) you had for learning your 

STRONGEST language? Please tick (√) or cross (x) the category you are most comfortable with. Please 

select only ONE option.  

 

I learnt my strongest language because ... Main motivation or reason 

for learning your strongest 

language 

I was born into a family that use the language 1 

It was used as language of teaching and learning at school. 2 

I wanted to communicate  with people in my community or close environment 3 

I wanted to communicate with people in the broader South Africa. 4 

I wanted to communicate with people in the world or internationally. 5 

The language is important in the world of work. 6 

I had another reason or motivation to learn my strongest language. The reason or  

motivation is ... (please provide reason): 

7 
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9.3 Please rate your skills for your STRONGEST language on the scale provided.  Please put a tick (√) or cross 

(X) in the appropriate block. 

 No 
proficiency 
in this skill 
for this 
language 

Very 
poor 

Poor Below 
average 

Low 
average 

Average High 
average 

Above 
average 

Good Very 
good 

Listening 0 1 2 3 4 5 6 7 8 9 

Speaking 0 1 2 3 4 5 6 7 8 9 

Reading 0 1 2 3 4 5 6 7 8 9 

Writing 0 1 2 3 4 5 6 7 8 9 

 

9.4 Please rate how strongly you agree with the following statements when you think about your STRONGEST 

language. Please put a tick (√) or cross (X) in the appropriate block. 

Statement to 

consider 
Completely 

disagree 

Generally 

disagree 

Slightly 

disagree 

Neither 

agree nor 

disagree 

Slightly 

agree 

Generally 

agree 

Completely 

agree 

I like to speak this 

language 
1 2 3 4 5 6 7 

I feel confident using 

this language 
1 2 3 4 5 6 7 

I think it is important 

to be good at this 

language 

1 2 3 4 5 6 7 

This language forms 

part of who I am (my 

identity) 

1 2 3 4 5 6 7 

 

9.5 Please indicate how much he following factors contributed to you learning your STRONGEST language. 

Indicate your response by putting a tick (√) or cross (X) in the appropriate block. 

Factor to consider Did not 
contribute 
at all 

Contributed 
very little 

Contributed 
to a small 
extent 

Average 
contribution 

Contributed 
to a large 
extent 

Contributed 
a lot 

Contributed 
the most 

Social interaction 1 2 3 4 5 6 7 

Interacting with 
family 

1 2 3 4 5 6 7 

Recreational 
activities 

1 2 3 4 5 6 7 

Entertainment 1 2 3 4 5 6 7 

Education 1 2 3 4 5 6 7 

Work/Teaching/ 
job opportunities 

 

1 2 3 4 5 6 7 

  

9.6 Please indicate how much the following factors contribute to you currently using your STRONGEST 

language. Indicate your response by putting a tick (√) or cross (X) in the appropriate block. 
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Factor to consider Did not 
contribute 
at all 

Contributed 
very little 

Contributed 
to a small 
extent 

Average 
contribution 

Contributed 
to a large 
extent 

Contributed 
a lot 

Contributed 
the most 

Social interaction 1 2 3 4 5 6 7 

Interacting with 
family 

1 2 3 4 5 6 7 

Recreational 
activities 

1 2 3 4 5 6 7 

Entertainment 1 2 3 4 5 6 7 

Education 1 2 3 4 5 6 7 

Work/Teaching/ 
job opportunities 

 

1 2 3 4 5 6 7 

 

IF YOU KNOW A SECOND LANGUAGE, PLEASE ANSWER QUESTION 10 WHICH FOLLOWS. 

IF YOU DO NOT KNOW A SECOND LANGUAGE, THEN PLEASE PROCEED TO QUESTION 12 IN SECTION D. 

10. Questions about your SECOND STRONGEST language 

 

10.1 As far as you can remember, when did you start to learn your SECOND STRONGEST language? Please 

tick (√) or cross (x) the category you are most comfortable with. 

 

Since my birth (0-2 

years old) 

As a small child 

(between 3-6 years 

old) 

During primary school 

age (between 7-13 

years old) 

During high school 

age (between 14-18 

years old) 

After high school 

age (19+ years old) 

1 2 3 4 5 

10.2 We learn languages for many reasons. What is the main reason (or motivation) you had for learning 

SECOND STRONGEST language? Please tick (√) or cross (x) the category you are most comfortable with. 

Please select only ONE option.  

I learnt my strongest language because ... Main motivation or reason 

for learning your strongest 

language 

I was born into a family that use the language 1 

It was used as language of teaching and learning at school. 2 

I wanted to communicate  with people in my community or close environment 3 

I wanted to communicate with people in the broader South Africa. 4 

I wanted to communicate with people in the world or internationally. 5 

The language is important in the world of work. 6 

I had another reason or motivation to learn my strongest language. The reason or  

motivation is ... (please provide reason): 

 

 

 

7 

 
10.3 Please rate your skills for your SECOND STRONGEST language on the scale provided.  Please put a tick 

(√) or cross (X) in the appropriate block. 

 No 
proficiency 
in this skill 
for this 
language 

Very 
poor 

Poor Below 
average 

Low 
average 

Average High 
average 

Above 
average 

Good Very 
good 
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Listening 0 1 2 3 4 5 6 7 8 9 

Speaking 0 1 2 3 4 5 6 7 8 9 

Reading 0 1 2 3 4 5 6 7 8 9 

Writing 0 1 2 3 4 5 6 7 8 9 

10.4 Please rate how strongly you agree with the following statements when you think about your SECOND 
STRONGEST language. Please put a tick (√) or cross (X) in the appropriate block. 

Statement to consider Completely 

disagree 

Generally 

disagree 

Slightly 

disagree 

Neither agree 

nor disagree 

Slightly 

agree 

Generally 

agree 

Completely 

agree 

I like to speak this 

language 

 

1 2 3 4 5 6 7 

I feel confident using 

this language 

1 2 3 4 5 6 7 

I think it is important to 

be good at this 

language 

1 2 3 4 5 6 7 

This language forms 

part of who I am (my 

identity) 

1 2 3 4 5 6 7 

10.5 Please indicate how much he following factors contributed to you learning your SECOND STRONGEST 

language. Indicate your response by putting a tick (√) or cross (X) in the appropriate block. 

 

Factor to consider Did not 
contribute 
at all 

Contributed 
very little 

Contributed 
to a small 
extent 

Average 
contribution 

Contributed 
to a large 
extent 

Contributed 
a lot 

Contributed 
the most 

Social interaction 1 2 3 4 5 6 7 

Interacting with 
family 

1 2 3 4 5 6 7 

Recreational 
activities 

1 2 3 4 5 6 7 

Entertainment 1 2 3 4 5 6 7 

Education 1 2 3 4 5 6 7 

Work/Teaching/ 
job opportunities 

 

1 2 3 4 5 6 7 

 

10.6 Please indicate how much the following factors contribute to you currently using your SECOND 

STRONGEST language. Indicate your response by putting a tick (√) or cross (X) in the appropriate block. 

Factor to 
consider 

Did not 
contribute 
at all 

Contributed 
very little 

Contributed 
to a small 
extent 

Average 
contribution 

Contributed 
to a large 
extent 

Contributed 
a lot 

Contributed 
the most 

Social 
interaction 

1 2 3 4 5 6 7 

Interacting with 
family 

1 2 3 4 5 6 7 
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Recreational 
activities 

1 2 3 4 5 6 7 

Entertainment 1 2 3 4 5 6 7 

Education 1 2 3 4 5 6 7 

Work/Teaching/ 
job 
opportunities 

 

1 2 3 4 5 6 7 

PLEASE PROCEED TO QUESTION 11 IN SECTION D. 

SECTION D: PROFESSIONAL INFROMATION 

 

11. What is the highest educational level you have completed, and if what field? Please put a tick (√) or cross (X) in 

the appropriate block and also write the field of study in which you obtained the qualification.  

Level Field  

High school  1 

Diploma  2 

B-Tech  3 

M-Tech  4 

Degree  5 

Hons-degree  6 

MA-degree  7 

PhD  8 

Other  9 

 

12. Have you obtained any further teaching qualification, if so in what year did you obtain this qualification? Please 

put a tick (√) or cross (X) in the appropriate block and also write in the year in which you obtained the 

qualification. 

 

Qualification Year 
obtained 

 

TEFL  1 

TESOL  2 

CELTA  3 

DELTA  4 

OTHER  5 

 

13. How long have you been teaching in Thailand? Please put a tick (√) or cross (X) in the appropriate block. 

 

0-1 years 1-2 years 2-3 years 3-4 years 4-5 years 5+ years 

1 2 3 4 5 6 

 

14. Do you have any previous experience as a teacher? Please put a tick (√) or cross (X) in the appropriate block. 

Yes, I have previous 
experience as a teacher in 

South Africa only. 

Yes, I have previous 
experience as a teacher 
both in South Africa and 

Thailand 

No, I do not have 
previous experience as 

a teacher. 

1 2 3 

14.1 If you indicated yes, please indicate the number of years‘ experience that you have, list the subjects you 

have taught, indicate the language you taught in and the country you taught in. 
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Number of years‘ 
experience as a 
teacher 

Subjects that I have taught Language that I taught in Country that I  taught in 

    

    

    

    

    

    

15. Question about career motivation and desire 

15.1Please describe the reason why you chose to teach in Thailand. 

_________________________________________________________________________________________

_________________________________________________________________________________________

______________________________________________________________ 

 

15.2 How long do you plan on staying in Thailand as a teacher? Please put a tick (√) or cross (X) in the 

appropriate block. 

Short term (I am just 

teaching to fund my 

traveling/ taking a gap 

year)  

Medium term (I would like to make a useful 

contribution through my teaching/I would like 

to build up professional relationships/ network 

before moving on etc.) 

Long term (I have serious 

career prospects/I have a 

Thai family etc.) 

I have not decided 

yet 

 

1 2 3 4 

 

 

PLEASE PROCEED TO SECTION E. 

SECTION E: QUESTIONS RELATING TO THE NATIVE SPEAKER CONCEPT AND TEACHER IDENTITY 

 

16. Questions about your experiences as a South African teacher in Thailand. 

In 2012, South Africans were removed from the list of native speakers of English by the Thai teacher‘s council. I 

would like to know if this has had an influence on your experience as a teacher in Thailand. 

 

16.1 This question is about: How you relate (as a South African) to the concept native speaker of English. As well as 

how you are related to, in terms of this concept, in Thailand. Please rate how strongly you agree with the following 

statements. Please put a tick (√) or cross (X) in the appropriate block. 

Please note that teachers from the following countries are classified in Thailand as ―native speakers of English‖: USA, 

UK, Canada, Australia and New Zealand. I will refer to them as the ‗big five‘. 
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Statement to consider Completely 

disagree 

Generally 

disagree 

Slightly 

disagree 

Neither agree 

nor disagree 

Slightly 

agree 

Generally 

agree 

Completely 

agree 

I consider myself as a 

native speaker of English. 

1 2 3 4 5 6 7 

In my opinion my 

colleagues consider me 

as a native speaker of 

English. 

1 2 3 4 5 6 7 

In my opinion my 

manager considers me as 

a native speaker of 

English. 

1 2 3 4 5 6 7 

In my opinion my 

students consider me as 

a native speaker of 

English. 

1 2 3 4 5 6 7 

In my opinion it does not 

matter to my students 

that I am not considered 

a native speaker of 

English. 

1 2 3 4 5 6 7 

In my opinion my 

students (and their 

parents) value the 

concept of the ‗native 

speaker‘ above that of 

proficiency. 

1 2 3 4 5 6 7 

I am perceived of as a 

‗second rate‘ teacher 

because I am not from a 

‗big five‘ country. 

1 2 3 4 5 6 7 

My social status is 

influenced by my status 

as native speaker in 

Thailand. 

1 2 3 4 5 6 7 

I am treated differently 

from teachers from one of 

1 2 3 4 5 6 7 
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the ‗big five‘ countries. 

I get paid less than other 

teachers from the ‗big 

five‘ countries. 

1 2 3 4 5 6 7 

16.2 The influence of being a South African on securing/keeping employment as a teacher in Thailand. Please 

put a tick (√) or cross (X) in the appropriate block. If you have been in Thailand since before 2012, please tick the 

appropriate boxes under Prior to 2012 as well as After 2012. If you only arrived in Thailand After 2012 table 

please only tick the after column. 

16.2.1 Prior to 2012... 

Statement to consider Completely 

disagree 

Generally 

disagree 

Slightly 

disagree 

Neither agree 

nor disagree 

Slightly 

agree 

Generally 

agree 

Completely 

agree 

Being a South African in 

Thailand has helped me 

in securing employment. 

1 2 3 4 5 6 7 

Being a South African in 

Thailand has hampered 

me from securing 

employment. 

1 2 3 4 5 6 7 

Being a South African in 

Thailand has not 

mattered in securing 

employment. 

1 2 3 4 5 6 7 

I have had to implement 

pedagogical changes 

since I ‗lost‘ my status as 

a Native speaker. 

1 2 3 4 5 6 7 

I have had to 

change/adapt my identity 

to keep/obtain 

employment in Thailand.  

 

1 2 3 4 5 6 7 

My school curriculum 

affords me freedom to be 

an international speaker 

of English, not 

1 2 3 4 5 6 7 
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necessarily a native 

speaker. 

My school values my 

potential as an 

international citizen and 

not just a native speaker 

of English.  

1 2 3 4 5 6 7 

16.2.2 After 2012... 

Statement to consider Completely 

disagree 

Generally 

disagree 

Slightly 

disagree 

Neither agree 

nor disagree 

Slightly 

agree 

Generally 

agree 

Completely 

agree 

Being a South African in 

Thailand has helped me 

in securing employment. 

1 2 3 4 5 6 7 

Being a South African in 

Thailand has hampered 

me from securing 

employment. 

1 2 3 4 5 6 7 

Being a South African in 

Thailand has not 

mattered in securing 

employment. 

1 2 3 4 5 6 7 

I have had to implement 

pedagogical changes 

since I ‗lost‘ my status as 

a Native speaker. 

1 2 3 4 5 6 7 

I have had to 

change/adapt my identity 

to keep/obtain 

employment in Thailand.  

 

1 2 3 4 5 6 7 

My school curriculum 

affords me freedom to be 

an international speaker 

of English, not 

necessarily a native 

1 2 3 4 5 6 7 
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speaker. 

My school values my 

potential as an 

international citizen and 

not just a native speaker 

of English.  

1 2 3 4 5 6 7 

17. Questions regarding your teacher identity. 

In my study I adhere to the idea that identity is centered around a group of core elements (a product of the society 

and culture in which we grew up) but that salient features of our identity is context bound and therefore shifting and 

changing as we experience and engage with our social contexts. Furthermore, teacher identity is defined in this 

context as: ―a label… for the collection of influences and effects from immediate contexts, prior constructs of self, 

social positioning and meaning systems‖ (Olsen In Beauchamp & Thomas, 2009:177). 

Context 1 refers to being a teacher in South Africa, context 2 refers to being a teacher in Thailand prior to 2012, and 

context 3 refers to being a teacher in Thailand post 2012.  

17.1 Please rank the following features of teacher identity in terms of salience in each of the three contexts. 

Please put a tick (√) or cross (X) in the appropriate block. 

 

 Context 1 Context 2 Context 3 

Features of 

teacher 

identity 

This 

feature 

is not 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is very 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is not 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is very 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is not 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

This 

feature 

is very 

importa

nt in the 

construc

tion of 

my 

teacher 

identity. 

Desire/motiva

tion in terms 

of career 

prospects. 

1 2 3 1 2 3 1 2 3 

Language 1 2 3 1 2 3 1 2 3 

Classroom 1 2 3 1 2 3 1 2 3 
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Investment 

Social 

positioning 

1 2 3 1 2 3 1 2 3 

Cultural/histor

ical make-up 

1 2 3 1 2 3 1 2 3 

Classroom 

practices/ped

agogy 

1 2 3 1 2 3 1 2 3 

 

17.2 Please rank the following factors (which might) have an influence on your teacher identity in each of the three 

contexts.  

 Context 1 Context 2 Context 3 

Factors which 

have an 

influences on  

teacher 

identity 

This 

factor 

has no 

influenc

e on my 

teacher 

identity. 

This 

factor 

has an 

influenc

e on my 

teacher 

identity. 

This 

factor 

has a 

significa

nt 

influence 

on my 

teacher 

identity. 

This 

factor 

has no 

influenc

e on my 

teacher 

identity. 

This 

factor 

has an 

influenc

e on my 

teacher 

identity. 

This 

factor 

has a 

significa

nt 

influence 

on my 

teacher 

identity. 

This 

factor 

has no 

influenc

e on my 

teacher 

identity. 

This 

factor 

has an 

influenc

e on my 

teacher 

identity. 

This 

factor 

has a 

significa

nt 

influence 

on my 

teacher 

identity. 

Government 

policies on 

native English 

speaker status 

1 2 3 1 2 3 1 2 3 

School 

recruitment 

policies 

1 2 3 1 2 3 1 2 3 

Perceptions of 

parents 

1 2 3 1 2 3 1 2 3 

Perceptions of 

colleagues 

1 2 3 1 2 3 1 2 3 

Perceptions 1 2 3 1 2 3 1 2 3 
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pupils 

Conceptualizati

on of the 

curriculum. 

1 2 3 1 2 3 1 2 3 

Personal and 

social history 

1 2 3 1 2 3 1 2 3 

Personal 

agency
90

 

1 2 3 1 2 3 1 2 3 

Personal views 

and beliefs 

1 2 3 1 2 3 1 2 3 

  

END OF THE QUESTIONNAIRE 

THANK YOU FOR YOUR PARTICIPATION. 

References: 

This questionnaire was compiled by using the following existing questionnaires. 

Coetzee-Van Rooy, A.S.  2015.  Language repertoire questionnaire.  

 

 

 

 

 

 

 

 

 

                                                

90 Agency is defined as: ―One‘s ability to pursue the goals one values.‖ Day et al. (2006:602) 
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ANNEXURE C: LANGUAGE PORTRAIT 
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ANNEXURE D: FEEDBACK SESSION QUESTIONS 
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ANNEXURE E: QUESTIONNAIRE B 
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ANNEXURE F: NOTES FROM LANGUAGE PORTRAITS 
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ANNEXURE G: LANGUAGE PORTRAIT ANALYSIS TABLES 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT001 

Information 

value of 

languages 

depicted = 

Placement of 

each language 

Language: Placement: Signified implication: 

English 

Afrikaans 

Thai 

 

Horizontal 

Triptych  

English is at the top in the most salient position indicating 

the idealized native speaker status and its implications of 

always being the balancing stabilizer. At the bottom Thai 

(and in this case any language of the country of current 

residence) is seen as the practical specific solution to 

social integration for the current situation, with Afrikaans 

as the mediator between, reminding the participant of an 

in-between.  

Salience of 

elements which 

depict 

languages: 

elevated 

elements 

 Solid color of English 
as opposed to the 
dotted colors of the 
other languages 

 Hearts in the 
midsection 

Signified implication:  

 Salience of English  

 Salience and demarcation of Afrikaans on a 
different level 

Framing 

devices 

employed 

Framing device: Signified implication: 

 Distinctive white 
space between 
languages 

 Distinctive 
techniques to 
illustrate each 
language 

 Solidity of colors vary 

 Indicates a demarcation in importance of the 
languages as signifiers of self and her relationship to 
them 

 Indicate the salience of the language on a scale from 
solid to ‗dotty‘ where English takes the lead and 
Afrikaans is viewed completely different than the rest 
specific demarcation in terms of technique which 
places Afrikaans in a different category.  

Descriptive 

words 

associated with 

languages 

Language: Words used to describe: 

1. English: 
2. Afrikaans 
3. Thai 
4. Love 

1. Stability, home, balance, stability, think, prominently 
noting native speaker status – indicates salience of 
English in self-identification.  

2. Specific note- symbolic use of hearts to indicates a 
different relationship with this language indicative of 
the importance of Afrikaans for A-E bilinguals as a 
marker of identity as South Africans. Because of words 
such as special, indigenous, miss it, happy, bright, 
light closer to home. 

3. Break – indicates not essential for now but important 
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to learn the language of ANY – indicates an 
awareness of the importance of integration into the 
current residence and therefore an awareness of the 
importance of multilingual ability in terms of mobility 
and future. Jobs, business, mobility. 

Emergent 

themes 

1. Language seen important factors, emotive, marker of identity, multilingual 
mobility and functionality. 

2. Strong emotive link to language. The use of hearts and love indicates an emotional 
attachment to language.  

3. Also might indicate sensitivity towards the range of abilities included in the 
language sphere – so language is not just semantic.  

4. Language and Identity – English makes her the stable thinking functioning person 
and she uses it to self-id, Afrikaans makes her South African therefore part of 
socio-cultural id. 

5. Multilingual mobility - English seen as the stable language which overrides all 
others in terms of functionality. But there is an awareness of multilingual need in 
order to be mobile and assimilate into cultures. 

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT002 

Information 

value of 

languages 

depicted = 

Placement of 

each 

language 

Language: Placement: Signified implication: 

 English 

 English 

 Afrikaans 

 Placement 
of the 
word 
English is 
above the 
word 
Afrikaans 
in the 
labeling of 
languages 
known   

 In both 
head and 
the feet  

 Afrikaans 
only in the 
top part  

 Indicating a dominance of English over Afrikaans 
which is echoed in the use of the words 
predominantly which features twice and strong. 

 Indicates its salience in terms of being both ideal 
and real – meaning it is the dominant language. 

 Waxing and waning of the importance of 
Afrikaans??? 

Salience of 

elements 

which depict 

languages  

 Element elevated: Signified implication: 

Equal technique used in 

coloring strong, bold and solid 

 

 

Both languages are important to the participant in her 

self-id 
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Framing 

devices 

employed 

Framing device: Signified implication: 

1. Distinct cutting off after 
Afrikaans section and 
distinctive white space 
between English and 
Afrikaans in the top part of 
the body and English in 
the feet  

1. There is a unity of identity as an English and 
Afrikaans individual, as being equal and connected 
in terms of socio-cultural id and functioning person. 
It is separated form English speaker in terms as an 
expectation or a perception.  

2. She understands that English and Afrikaans makes 
up her identity but that there is an English façade 
identity which she needs to uphold to society in 
terms of being recognized as a valid speaker and 
valuable contributor. 

 

 

Descriptive 

words 

associated 

with 

languages 

Language: Words used to describe: 

1. English 
2. Afrikaans  

1. Studying, thinking, working learning, money 
stability, also identifying as ―an English speaker‖ 
and showing how important this is. So she needs to 
identify as an English speaker in order to get a job 
and have mobility and functionality and future.  

2. Life and family identity foregrounded so it is 
essential in her socio-cultural identity – she 
pertinently states links her culture positively as 
Afrikaners are awesome. Linguistically not as 
strong – relegated to definite linguistic second 
position. 

Emergent 

themes 

1. Difference between identity and idealized native speaker preconceptions. She knows 
her id is made up of English in which she thinks, studies and learns and Afrikaans in 
which she feels. But she knows there is a difference between her id and her 
perceived id as a valid English speaker/teacher. 

2. English dominance over native Afrikaans. 
3. Strong socio-cultural links with Afrikaans 
4. Strong links to English as functional, mobiliser.  

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT_004 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

1. English 1. Horns, 
brain and 
heart 

2. Horizontal 
tryptic 
where 
Afrikaans 
is the 
mediator 

1. Dominance, idealized form of identity 
2. Afrikaans is not only labeled as a 

gateway language – so a language to 
understand other language with, but it is 
also the mediator between English in 
terms of thinking and English in terms of 
feeling and identifying. This gives it a 
subconscious place of importance in the 
perception of self of the participant.  
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between 
English 
for 
thinking 
and 
English 
for feeling 

Salience of elements 

which depict 

languages  

 Element elevated: Signified implication: 

 Heart, brain and horns 
distinctly identified as 
English. 

 Liver also drawn in  

 Heart and brain colored in so indicates 
salience, English is thus dominant 
emotionally and rationally. Specifically 
drawing attention to individualizing 
herself through English – means 
indicators of her identity. 

 Liver – ordering of beer in several 
languages indicates the participant‘s 
awareness of social and functional 
importance of languages.  

Framing devices 

employed 

Framing device: Signified implication: 

  

Descriptive words 

associated with 

languages 

Language: Words used to describe: 

1. English 
2. Afrikaans 
3. Elvish 

 

1. Emotive link to English – love it 
2. Gateway language to understanding 

other languages, social tool (curse 
words), so indicative of the usefulness of 
Afrikaans. 

3. Identifying as a ‗nerd‘ placing of the self 
in an outgroup 

 

Emergent themes 1. Multilingualism = mobility and cultural assimilation and acceptance 
2. Social importance of languages – ordering beer, connecting to people 

and cultures 
3. Sensitivity to including extra-ordinary languages into repertoire range of 

abilities included in the language sphere. 
4. English dominance based on emotive and rational. All other languages 

are important (in differing degrees, this is indicated by the inclusion of all 
languages, those who have been forgotten and those still to be leant) 
but subservient to English.  

5. Afrikaans seen as mediator between languages. It is seen as a gateway 
language.  

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT-005 
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Information 

value of 

languages 

depicted = 

Placement of 

each language 

Language: Placement: Signified implication: 

1. English 
2. Afrikaans/Chinese 

and Thai are 
symmetrically 
placed  

3. Slightly bigger 
placement of 
Afrikaans 

1. Throughout 
the whole 
body 

1. Dominant, salient language, 
underscoring all the other languages. 
Centered with all other languages 
marginalized therefore subservient to 
English nucleus.  

2. Mirror image of all languages except 
English – This provides equality but also 
to all other languages. 

3. Afrikaans although present in all the 
other areas with other equal languages 
receives salience in the bottom part of 
the body – specific down to earth- 
groundedness in this language.  

Salience of 

elements which 

depict 

languages  

 Element elevated: Signified implication: 

Heart for Chinese  Chinese: Heart is a salient feature of the 

portrait – representing Chinese. Also the 

only language to be connected through all 

three aspects of the picture, left right and 

mediator – emotive connection  - language 

can  equal freedom and emotion therefore a 

vehicle for agency.  

Framing 

devices 

employed 

Framing device: Signified implication: 

1. Interflowing of four colors 
throughout the body 

1. Signifies a connectedness of the 
languages Afrikaans, English and Thai 
and Chinese – all are important 

2. Thai to a lesser extent due to the 
smaller integration) but English and 
Afrikaans being equal in salience. 

Descriptive 

words 

associated with 

languages 

Language: Words used to describe: 

1. English  
2. Afrikaans 
3. Chinese and Thai 

1. Eat, sleep, breath – indicates 
functionality 

2. Home family grounded – indicates an 
emotive link 

3. Money, opportunity easy living safety, 
education, work  – indicates social and 
financial needs and mobility are 
achieved through language relevant to 
the current country of residence 

 Emergent 

themes 

1. Importance of multilingualism – context bound and is a motivator for agency 
2. Multilingualism = mobility and cultural assimilation and acceptance and work 

opportunity – functioning 
3. Emotive link to Afrikaans, metaphor for family and ‗home‘ but it is not safe. 

Conflicted feelings.  
4. Dominance of English 
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Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT_006 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

1. English 
2. Afrikaans 

1. Brain, 
heart 
and 
feet 

2. Only in 
the 
right 
hand 

1. Three critical areas of the body indicating 
emotive, reasoning, and roots – sociocultural 
strong identification  

2. At issue – it is used for social purposes only. 
Opposed to English which is familiar and 
agreed upon.  

Salience of elements 

which depict 

languages  

 Element elevated: Signified implication: 

  

Framing devices 

employed 

Framing device: Signified implication: 

  

Descriptive words 

associated with 

languages 

Language: Words used to describe: 

  

Emergent themes Afrikaans is a social language sharing it with friends –  community language 

English emotive link, rational link and roots social cultural  

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT_007 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

English 

Afrikaans 

Symmetrical  Balance between the two languages in terms 

of importance 

Salience of elements  Element elevated: Signified implication: 
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which depict 

languages  

  

Framing devices 

employed 

Framing device: Signified implication: 

Absence of framing devices Signifies a continuity of language – 

connectedness of these languages 

Descriptive words 

associated with 

languages 

Language: Words used to describe: 

English 

Afrikaans 

Strongest language favorite color 

Second language, social identification and 

individualization setting him apart from NS of 

English because he can also speak Afrikaans.   

Emergent themes Dominance of English in terms of linguistic strength 

Equality of English and Afrikaans in terms of importance as markers of identity 

Afrikaans is indicator of membership of a social group – South African  

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT_008 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

1. English  
2. Afrikaans 

and Thai 

1. Left 
hand 
side of 
the 
body 

2. Right 
hand 
side 

1. Familiar and agreed upon – English is the 
language the participant is comfortable 
with. More than half of the body which 
means an overpowering salience of 
English in the participant‘s identification 

2. Both Afrikaans and Thai is represented on 
the right indicating new or problematic 
even language at issue.  

Salience of elements 

which depict 

languages  

 Element elevated: Signified implication: 

Full dominating color block for 

English 

Salience of English 

Framing devices Framing device: Signified implication: 
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employed Absence of demarcating but 

the colors are also not 

interlinked 

Indicates the importance of all three languages 

but the dominance of English and Afrikaans 

dominating Thai, seen as a scaling of the 

importance of languages in the representation. 

Descriptive words 

associated with 

languages 

Language: Words used to describe: 

none  

Emergent themes English dominant 

Multilingualism awareness 

 

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT_009 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

English 

Afrikaans 

Three 

quarters of 

the body  

Readers 

perceptive 

left 

Salient language 

Indicates the familiar agreed upon language 

 

Salience of elements 

which depict 

languages  

 Element elevated: Signified implication: 

  

Framing devices 

employed 

Framing device: Signified implication: 

Absence of specific lines but 

also no integration of colors. 

Colors are blocked off 

Indicates an overpowering preference for 

English but an acknowledgement of all the 

other language sin her repertoire even those 

she can‘t speak – indicates agency and desire 
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to learn and use language as a social tool 

Descriptive words 

associated with 

languages 

Language: Words used to describe: 

1. English 
2. Afrikaans 
3. Thai 
4. isiXhosa 
5. Zulu 
6. Chichewa 
7. Italian 
8. Spanish  

 

1. Home, most used, favorite – these words 
indicate a dominance of English due to 
connection with home and stability as well 
as frequency 

2. School, studies – formal education in 
Afrikaans but it is also an emotive link a big 
part of my life (sociocultural marker of 
membership), second most used – right 
arm (writers perspective) gives Afrikaans a 
role of responsibility and function.  

3. Purple, princess indicates a respect for 
culture and tradition. Equal in status with 
Afrikaans but not equal in ability – I 
consider it weaker than my Afrikaans. 

4. Indicates an unwillingness to use it, 
feelings of being uncomfortable  

5. Anxious – indicates a strained relationship 
with the language – but she still includes it 
which means she acknowledges the 
influence of multilingual environment on her 
identification.  

Emergent themes Emotive ties to languages – anxiety and love, home  

English dominant language 

Afrikaans and Thai are contextual languages which are both important 

Importance of cultural assimilation and respect – learn the language if you 

respect the society 

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT-010 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

1. English 
and 
Afrikaans 

2. Thai 
3. In terms of 

placing 
notes of 
English 
and 

1. Symmetry  
in the whole 

picture brain 

and heart, 

legs and 

hands 

1. Equal in use and level of importance 
2. Situated between Afrikaans and 

English giving it a third level status, it 
also corresponds to the participant‘s 
desire to learn it in preparation for 
when she becomes pregnant as it is 
placed in the reproductive area of the 
body.  Indicates a desire to fit in 
socially.  
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Afrikaans 
on the 
bottom 
and Thai 
at the top 

2. Middle 
over 
reproducti
ve area 

3. Indicates that the participant feels that 
Afrikaans and English is equal but that 
Thai is new, ideal and she desires to 
learn it for her to practice her agency. 

Salience of elements 

which depict 

languages  

 Element elevated: Signified implication: 

 Brain and a heart and a 
stomach drawn in and 
therefore elevated as 
important 

 Subtly less red  

 Both the brain and heart are equally 
colored with the languages of Afrikaans 
and English indicating an equal level of 
important for these two, and equal ability 
for the tow languages. The addition of the 
stomach correlates with the notes about 
food from home which acts as an indicator 
for identification as Afrikaans South 
African. Therefore she is equal in ability 
and importance of English and Afrikaans 
but values her cultural heritage of 
Afrikaans more.  

 Preference for Afrikaans in some way 

Framing devices 

employed 

Framing device: Signified implication: 

Explicit white spaces between 

the languages 

Indicates that there is a demarcation in the 

importance and function of the languages  

Descriptive words 

associated with 

languages 

Language: Words used to describe: 

Thai 

English 

Afrikaans 

Learn, pregnant – indicates a desire to 

assimilate into the culture and use Thai 

functionally. 

Love, think, work, use – emotive link (English 

in marriage) to English but also a rational and 

functional link 

Love food (love for the culture),home 

(sociocultural indicator), nature and farms  

(cultural indicator, Afrikaner identification) work 

Difference between how she works in 

Afrikaans and English. Afrikaans work 

indicates sociocultural historical links whereas 

English work relates to current and 

professional life. Therefore Afrikaans as 

cultural indicator and English as professional  

Emergent themes Total equality with regard to English and Afrikaans in terms of ability and level of 
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importance, and practicality. 

Afrikaans as dominating identity marker 

English as functional language 

Multilingualism important for cultural assimilation and social tool 

Emotive link to languages 

 

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT-011 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

1. Notes about 
English and 
Afrikaans 
are both on 
the top 
separated 
by the 
human 
figure 

2. English  
3. Afrikaans  
4. Thai  

 

1. na 
2. Placed 

in both 
right 
and left 
hand 

3. Heart 
and 
core 

4. Feet 

1. Body is a mediator between the two 
languages but they are united as equally 
important and above other languages.  

2. Indicates that it is both familiar and 
contested language, also placed in the 
brain makes it functional and rational  

3. Substantially colored part of the body so 
adds to her language repertoire and sense 
of self. Core and heart means that it is 
most salient in terms of identification.  

Salience of elements 

which depict 

languages  

 Element elevated: Signified implication: 

Core is the nucleus which 

means to the participant it is 

an the indicator of self. 

 

Framing devices 

employed 

Framing device: Signified implication: 

  

Descriptive words 

associated with 

Language: Words used to describe: 

1. English 
2. Afrikaans 

1. Think, serve, universal, strong – indicates 
a rational functional relationship in which 
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languages 3. Thai 
4. Greek 

she is aware of the role of English as a 
unifying language, emotive link – strong 
and deserving. Serve and deserving 
indicates a relationship of hierarchy. Uses 
the dominant language to function. 

2. Heart, core, bright beautiful – emotive link 
with this language. The word ‗core‘ is an 
indicator of cultural identity thus Afrikaans 
vital in her culturally id.  

3. Dipped feet – exploration and experience – 
so that also makes up part of her id. 

Emergent themes English is salient in functionality and strength 

Afrikaans is marker of cultural identity 

Emotive link to both Afrikaans and English. 

Multilingualism important in self-representation – all experiences make up the id. 

 

Relation between participant and what they depict through the lens of   

composition 

Participant number: SAT_012 

Information value of 

languages depicted = 

Placement of each 

language 

Language: Placement: Signified implication: 

1. English 
2. Afrikaans 
3. German 

1. Color 
blocke
d the 
whole 
body 

2. outside 
of the 
body 
on 
periphe
ry but it 
envelo
ps the 
hands,, 
feet 
and 
head 

1. indicates salience of use and importance 
2. Which places emphasis on the 

environmental (sociocultural functional) 
importance of Afrikaans for the participant.  

Salience of elements 

which depict 

languages  

 Element elevated: Signified implication: 

Heart  German makes it a cultural marker of identity 

and also an explicit expression of emotion 

towards the language.  
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Framing devices 

employed 

Framing device: Signified implication: 

Afrikaans is separated form 

English  

 

Descriptive words 

associated with 

languages 

Language: Words used to describe: 

English 

Afrikaans 

German 

International language, most prominent – 

functionality of English, also salience and 

prominence 

Daily basis, 2
nd

 lang, possibility to converse, 

indicates marker as part of a social group.  

Mother tongue close heart – emotive link to 

language 

Emergent themes Emotive link towards mother tongue 

English as an international and functional language 

English as salient and dominant language 

Afrikaans as marker of cultural association or membership to socio-cultural 

group and assimilation. 

 

 

 

 

 

 

 

 

 


