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FOREWORD

There can be no disagreement with the generalis#tat the ease of
learning a language is an enviable natural propeiftyinfancy and
childhood, provided hearing is preserved. Languaggquisition is a
natural ability at an early stage of developmeat ffloses complexity with
advancing age for most adults but not all; somedearly resilient to
degradation of the ability.

Since the English language has evolved in diffesental environments
to become a widely distributed code for communaratf knowledge and
thought, the need for efficient acquisition of catgnce in understanding
and using the language to enable sustenance apdrsagvelopment in a
competitive world has grown exponentially. An exdangf the implications
for adult learning is seen at the Aga Khan UniwgréAKU) that has to
bridge continuously the disconnection between the af vernacular for
communication outside the workplace and developroétite competence
of students and staff in English language requicdhigher education
meshed with the management of integrated, multijglisary, technically
highly dependent services of the University Hodpita

The central theme of the Fifth International Semirsa AKU
organised by its Centre of English Language corazkthe exploration of
efficient ways of acquiring competence in the us&mglish for learning
and work in multilingual societies. Exploration m&thods in use, the role
of assessing educational needs and other apphesatio progress,
including technological access and assistancesfoning, were presented,
demonstrated and debated in two days of perpetatibm The editors
have done well to capture and present these aesvibr learning and
reference by teachers of language in a multilingeedd.

—Dr Camer Vellani
Distinguished University Professor
The Aga Khan University






PREFACE

The eleven chapters in this book represent a saheof the papers
presented at the Fifth International Seminar omgghiby the Centre of
English Language at the Aga Khan University, Karaoh April, 2009.
CEL’s initiative to launch a large-scale forum whespplied linguists,
researchers and language teachers could get togeth#iscuss issues
related to English language teaching led to thet #KU-CEL Seminar
being held in 2001, and the event has taken plamnially at the Aga
Khan University since that time. The 2009 Semirfabm which the
papers in this volume are drawn, was attended byentban 400
presenters and participants from Holland, Iran, dysila, Oman, Spain,
the United Kingdom, as well as Pakistan. The themgTeaching English
in Multilingual Contexts: Current Challenges andtéxe Directions. As
Pakistan is a multilingual country where Englisteigrned by most people
as a second or third language, the theme seeméty higlevant to the
context here. In addition to examining the roleBsfglish vis-a-vis the
local languages of Pakistan, presenters at thensemiso discussed two
important changes that have taken place in receatsy the changing role
of English and the establishment of local varietbéshe language in the
postcolonial world. These changes are briefly dised in the following
two paragraphs.

One phenomenon that we have witnessed in many paisia in
recent years has been a switch from using Engtistotnmunicate only
with native-speaking foreigners to speaking Enghigith other Asians
inside our own countries. In Singapore, for exam@leinese Singaporeans
speak to Malay or Indian Singaporeans in Englishnfiost matters these
days. At the Association of Southeast Asian Nati@xBEAN), English is
the language of communication at meetings becausé¢hie only language
which the representatives from Brunei, Cambodiagdohesia, the
Philippines, Thailand, Vietnam, etc. have in comnibhus, today, many
Asians are using English to speak to other Asiand, this situation seems
likely to continue in the foreseeable future.

Another change that has taken place is the edtaidist of new
English varieties in countries where English playsole alongside local
languages. We can talk today about a Nigerian tyaé English or a
Filipino variety of English or a Pakistani varietf English. Each of these
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varieties has its own phonological, grammatical Exital features in the
same way that Australian English, Scottish EnglmhCanadian English
have their own distinctive features.

The purpose of the 2009 Seminar was to stimulageudsion and
research on the role of English in multilingual ntries and to explore
how English can be taught more effectively withime teducational
contexts of these countries. In contemporary PakjsEnglish co-exists
simultaneously with a range of local languagesthededucation system’s
aim to produce English-knowing bilinguals mirrored in many other
countries where English plays an official or seiffietal role such as
Ghana, Kenya, Papua New Guinea or Singapore. Tivhsunes of the
2009 Seminar were as follows:

. Bilingualism & Biculturalism

. English as an Additional Language

. Teaching English with a Purpose

. ESP & EAP

. Business English

. English in the Wider Community

. Learning Technologies

. Learner Autonomy

. Teacher Training & Development

10. Innovative Materials Design & Teaching
11. Critical Thinking and Language Development
12. Testing and Evaluation

O©CoO~NOOT,WNPE

Readers will be able to see for themselves howethgen papers
selected for this volume provide insights into masfythe above sub-
themes in their own individual ways. The followirsga brief summary of
the content of each of the chapters in this boak the authors’ aims in
writing them.

Taking a fundamental look at thehatandhow of language teaching,
Andrew Littlejohn turns tdReal-World Economi¢sa term which has been
promoted in recent times by a group of socially mmaconomists who
feel that classical economics is basicalocial in its outlook and that
economic actions need to be considered within dak@nd human
context. Littlejohn introduces the terReal-World Language Tehing
and asks if language teachers and learners arg legirby models which
ignore the social or human element in teachinglaaching. He gives us
the example of English as a Lingua Franca (ELF) arglies that the
decisions taken by pro-ELF linguists about whatusth@nd should not be
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considered linguistically acceptable when Englishused as a lingua
franca (e.g. features such as omitting third pesagular ‘s’ in present
tense verbs [i.e. usirte gofor he goef pluralisation of nouns considered
to be uncountable in native-speaker English [sushequipments,
furnitures,informationg, using a fixed question tag such as ‘isn't itG.g
have been taken without consulting English learaeosind the world or
the learners’ personal perceptions about the kinBnglish they wish to
speak. As Littlejohn states, “Syllabus designersnca simply hope to
specify content for learning and assume that thathat will get learned.
Although commonplace, such a top-down approactssemially asocial
in that it ignores the views that learners themelwnevitably have about
what is being offered to them for learning”.

In her paperBuilding Communities of Practice for Teacher Depetent:
A Comparative Studyrauzia Shamim argues that the one-off workshops
and short courses which are frequently offered kyeds to language
teachers in Pakistan may be unsuccessful in pragaéenuine teacher
development because they are not related to ttafispeeeds of teachers.
Shamim suggests that building Communities of Peac{iCOPSs) in the
teachers’ own workplaces may be more successfidusecthey provide
the teachers with opportunities to engage in collative learning which
is directly related to their own situation and rnedder paper analyses the
development of COPs in two different contexts irkiBtan in order to
assess their validity as a strategy for teacheeldpment in the country
and in similar contexts elsewhere. The paper offeiemework to guide
COP design for those who wish to improve the way headle the
professional development of language teachers itilimgual contexts.

Hayo Reinders explores the concept of learner amgrand suggests
that, rather than producing a definition of thenteautonomy it may be
more meaningful to explore the behaviour that otteréses autonomy by
looking at the more dynamic concept afitonomous learningin his
paper, Reinders quotes Dickinson (1995:14) who estgghat:

There is convincing evidence that people who thkertitiative in learning
learn more things and learn better than do people sit at the feet of
teachers, passively waiting to be taught. Theyremt® learning more
purposefully and with greater motivation.

Reinders argues that learner autonomy is a mulétéal concept
which consists of several layers and should be ssean ever-changing
process which teachers and students can best acttieaugh working
closely together. By focusing on their studentsirténg behaviour in a
particular context, teachers can adapt their tegcto better suit specific
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student needs and encourage the development oéssiat autonomous
learning.

In their paperThe Right Approach to Teaching Writing in an Erglis
for Academic Purposes Setting: Some Perspectidesa Ahmed and
Mirat Al Fatima Ahsan explore ways of developing ticademic writing
competence of a group of nursing students at aaggiwniversity in
Pakistan. The authors examine three currently popapproaches to
teaching writing: the product approach, the procagproach and the
genre-based approach, and offer a hybrid model fireddby them for the
Pakistani context which aims to strike a balandevéen these approaches.
Ahmed and Ahsan believe that their model, withintegrated e-learning
component, was able to contribute significantlyhe lexical, grammatical
and overall writing development of their students the end of their
course, and feel that it may be a useful approachefaching academic
writing in multi-lingual countries such as Pakistan

Critical incidents are unplanned events that tdkeepon a daily basis
in classrooms around the world. They may involve kigh points in a
lesson where the teacher appears to achieve arlgdoreakthrough or the
low points where the learning process seems to heokeen down in some
way. In their paperUsing Critical Incidents to Develop Reflective ELT
Practitioners Nasreen Hussain and Shaista Bano Zaidi introdbee
important concept of Critical Incident Analysis atidcuss the process of
helping teachers to reflect on their professionehcfice using peer
observations, studying video clips of their ownctgag, and setting up e-
mail exchanges between trainers and trainees. Tiieos argue that
training teachers how to reflect on critical inaitke can increase their
understanding of what is going on in a lesson aow their classroom
practice can be significantly improved.

In her paperAffective Education: How Affective is Our Learning?
Fatima Dar argues for the importance of affectigtacation in promoting
the emotional, social, moral and character welkedf learners. While
affective education seeks to augment student groiwthrelation to
attitudes, interests and values, Dar claims that, most academic
institutions, this important domain finds little oo space as efforts are
generally geared solely towards academic growthiampfovement. Her
paper examines the core elements of affective ¢idmcand how these
elements can help to strengthen an English langeageculum. She
suggests that the following approaches can be tsetdipport students’
affective education: asking learners to createagels which allow them to
display their own individual feelings about relevdopics, to do role
plays, to explore the students’ personal respongesiovies and TV
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programmes, to ask them to take part in plot arsdagtter improvisations,

and to hold class debates on emotional issuesc@audes her paper by
arguing that affective development needs a perntapmsence in the

curriculum. She feels that, if affective issues @aeefully blended into the
existing academic curriculum, they will have a mpoaverful and longer-

lasting impact on learners.

The overall purpose of the seminar was to lookhat teaching of
English in multilingual contexts and Samina Qadp&aper explored this
theme by examining code-mixing and code-switchimgwieen English
and the national and local languages of Pakis@ode-switching refers to
the decisions made by bilingual speakers to seleet language over
another according to the purpose or social corgésn utterance. Code-
mixing draws on at least two languages fused tege#s a hybrid or
mixed language, as when a Malay / English bilingagls:This morning |
hantar my baby tu dekat babysitter, |@fhis morning | took my baby to
the baby sitter). The term code-mixingmphasises hybridisation, and the
term code-switchingmphasises movement from one language to another
Mixing and switching probably occur to some extent ingheech of all
bilinguals, but the author’s point here is thateadixing between English
and Urdu can now be seen to occur in the formaterridiscourse of Urdu
textbooks. The paper explores the nature and us®dd-mixed writing
found in school textbooks in two subjects, Urdu &adkistan Studies, and
the author suggests that this mixing is havinggaitant influence on the
lexis and status of Urdu in Pakistan today.

Sarwet Rasul’s paper also looks at code-mixingakif?an but, rather
than investigating formal written texts as in Qadpaper, Rasul explores
the role of the media in creating language chahgeugh the use of code-
mixed spoken texts. In particular, the author ifiestvarious sociolinguistic
aspects of code-mixing in television advertiseme8te analyses twelve
advertisements related to cooking and fashion mmgeof the Urdu-
English code-mixing that occurs in the commercialsd discusses the
active role of the media in bringing about langualjange through its use
of code-mixing.

In her paper on the use of portfolios as a toobfsessment of written
work, Nasreen M. Ahsan suggests that one of thesoremastudents in
Pakistan are reluctant to submit written work isithack of confidence in
their language skills, especially when it comes£twlish for Academic
Purposes courses or Written Communication Skillsrees. The author
suggests using portfolios with students as an iatiee formative
assessment procedure which could boost studentideost in their
writing and also help them to prepare for their -efidemester written



XViii Preface

examinations. Ahsan describes an action researofegbr which she
conducted using portfolios to gauge the teachiegrriing and overall
impact of this mode of continuous assessment. Sineledes that the
whole experience of making students prepare anchisuheir portfolios
and write their reflective pieces was positive frboth the teacher’s and
students’ perspectives. The author believes tlsag eesult of developing
their portfolios during the semester, the studevese able to gain useful
practice and increased confidence in dealing vhitisé particular genres.

In his paper entitlecA Rating Scale for the Assessment of Writing
Skills Wajdan Raza discusses a rating scale he develépedhe
assessment of English writing skills by universitydents in Pakistan and
investigates its reliability in terms of three feas: rater severity, item
difficulty and the candidate’s proficiency level.sidg the scale, eight
raters assessed the writing of seventy engineesindents at a private
university in Pakistan and the results showed thatuse of the scale
developed by the author can have a beneficial effec the reliable
assessment of writing ability.

One of the many innovations introduced by the AdeaiK University
Examination Board (AKU-EB) into secondary schoolsessment in
Pakistan was a test of listening comprehension dsessing English
language proficiency. In her study dquity in the English Listening
Comprehension Examinatiprisbah Mustafa asks the question: “How
much does the student’s regional background affect his performance
in the listening test?” “Is a student from, for eyae, rural Sindh or
Gilgit-Baltistan at a disadvantage in the listentagt in comparison with
urban students?” In this final chapter of the bogkistafa discusses the
role of regional and economic background on candidzerformance
based on AKU-EB'’s listening test results.

We hope that the selection of papers in the bofikatethe thought-
provoking presentations, the academic debate amdly ldiscussion that
took place at the 2009 Seminar in Karachi. The exleauthors came to
Karachi from different academic, cultural and gegpdric backgrounds
and with different experiences of the world of Hsigl Language
Teaching, and this diversity contributes to thegerinterest and value of
the book. Amongst the authors, there are speakeButch, English,
Italian, Punjabi, Sindhi, Spanish, Urdu, etc. tcey are all multilinguals
for whom the seminar theme of how best to teacHi&mgn multilingual
contexts is a challenge they face on a daily basis.

—The Editors
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CHAPTERONE
REAL-WORLD LANGUAGE TEACHING

ANDREW LITTLEJOHN

Abstract

Inspired by an increasing level of social awarer@s®ngst economists
which has promoted a movement for ‘Real-World Ecoies’, this paper

considers what is required for ‘Real-World Langudgsaching’. It first

discusses issues in the specification of syllabostent, focussing in
particular on problems with the proposal for a cBrgglish as a Lingua
Franca (ELF) syllabus, and possible learner peimeptof this. Next it

considers the ‘real world’ applicability of majdnetories (or ‘faiths’) of

language acquisition processes and argues thafdhay take account of
learners’ views of the relative value of task typegeachers’ aims. The
suggestion advanced in the paper is that contempsydabus design and
theory is thus characterised by an asocial viewlaofjuage teaching.
Detailed knowledge about the social psychology bé tcontext is

absolutely vital for Real-World Language Teaching.

Keywords real-world language teaching, English as a ling@aca, language
acquisition theory, learners' perspectives, contodial psychology

The purpose of this article is to reflect on ounking about the two
main dimensions of language teaching: Wieat and thehow. | recognise
that a distinction betweenyllabus (‘what’) and methodology(‘how’),
although well established, is by no means an uested one, as, for
example, the various discussions related to prossflsbuses have
demonstrated (see, for example, Breen & Littleja¥®00). However, for
the purposes of this paper | do not wish to go thtodistinction itself but
to consider underlying conceptualisations of whHadutd be the focus of
work in language teaching and, indeed, languagehteg@ research. In
particular, in looking at recent developments imking about language
teaching, | want to raise the question of whetherhave considered the
social psychology of classroom learning sufficigntl



4 Chapter One

| want first to begin by drawing on insights thaivk come to the fore
in a field very far from our own-that is, the studf economics. This
digression will, | believe, signal some significdesons that we can learn
from, lessons which will form the main body of tipiaper as | then turn to
a discussion of recent innovations in syllabusgieaind in methodological
research in language teaching.

Insights from the Study of Economics

In the messy, ill-defined world of the social saes, the study of
economics has achieved some considerable successtablishing a
reputation as a positive, exact discipline. Alonighwphysics, chemistry
and medicine, there is, after all, a Nobel Prizedoonomics—something
we will have to wait a long time for in languageadbing. Part of
economics’ claim to this status is its reliancensathematical modelling
and the role of theory in predicting outcomes. dsva considerable shock
therefore, when, in June 2000, significant chalkengvere mounted
against these very foundations of economic thougiitially begun as a
localised protest by students at the Sorbonne s Ragyainst their own
economics teaching, this challenge labelled ‘ctadsieconomics’ as
‘autistic’, in the sense that (according to theetlspit displayed a startling
lack of social awareness, asocial view of realityand an inability to
grasp the fact that economic actions lamenanactions. Concepts such as
‘value’, the rebels argued, cannot simply be define market prices on a
supply / demand graph, for humans see value in c@nyplex terms. Nor,
they argued, can projections be based solely distatal data, for such
projections can take no account of how people pexcineir world, the
‘zeitgeist’ of the time, or what people may aspive Most significantly,
the rebels rejected the belief that economics @awibwed in the same
way as physics with its (apparently) immutable laard charged that
there is no possibility of a ‘social physics’.

In the years since the initial rebellion of JuneD@0thousands of
economists have lent their support to a redefinitiof the subject
(paecon.net, undated.) establishing a significamvement for change in
the teaching of economics and its frameworks feeaech and thinking.
This movement, has led to the establishment ofl@nnative paradigm,
now known as ‘Real-World Economics’ which draws edully on
insights from social psychology (Fullbrook, 200&hd is now the subject
of numerous books, edited collections and papenicplarly in the wake
of economists’ widespread failure to predict theerg financial collapse
of many world economies.
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Thinking in Language Teaching: Social or Asocial?

The purpose of the foregoing narrative is to raibat | believe is a
salutary question for ourselves: how far are wemainstream language
teaching, guilty of thinking in largelyasocial terms about our own
discipline? How far are we led by models (whethérsglabus or of
acquisition theory) that ignore the substantialiaoduman element in
teaching and learning? It is certainly true thastjas economics has
endeavoured to establish itself as a disciplirits ibwn right, with its own
models, concepts and theories, so too has langeaghing. Indeed, it
was a desire to assert the distinctive nature of wark, which led
Richards (2001) to make this claim:

TESOL is an autonomous discipline. L2 learning teathing needs to be
understood in its own terms rather than approach&dsomething else.
While much can be learned by applying to TESOLghts gained from

such fields as first language acquisition, eduoatiotheory, the

psychology of learning and so on, increasingly TES®eks to establish
its own theoretical foundations and research agesiti@r than being seen
as an opportunity to test out theories developsdvdiere for different

purposes. (p. 216)

While few would recommend using language classroasplaces to
“test out theories developed elsewhere for diffengmrposes”, | feel a
certain sense of unease with a strident tone t¢ihdtsszeness in the nature
of our work, and a claim that language teachingukhde seen as an
“autonomous discipline”. Classrooms are social gga¢Breen, 2001),
lessons are ‘social events’ as well as ‘pedagoggns’ (Allwright, 1996;
Senior, 2002), and language itself is inextricdbiited to our own social
identity (see, inter alia, Block, 2009). There viié many, many aspects of
language teaching and learning which have subataotrerlap with
thinking in other areas of research, not least bictv will be education,
psychology, cognitive science, cultural studies andon. The question
posed by my example from the world of economicgnthis, do we
sufficiently take account of these overlaps in auork in language
teaching?

| want to discuss this now by taking in turn each tioe two
dimensions | referred to earlier, tdnatand thehow of language teaching,
focussing in particular on recent developments.
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What?

Over its long and varied history, the mainstay affguage teaching
has been a linguistic analysis of the object offige—that is, the foreign
language itself. Grammar, of course, has providesl most common
organising principle for syllabuses, most usualtyaaged according to
notions of simple to complex (present tenses td passes, simple to
progressive, etc.), coupled with selections of bodary, sometimes
related to frequency lists. Until the mid-1970swkeer, this was largely a
cottage industry in which individual writers or e¢ea designers used their
own intuition to make selections. The situationraded significantly with
the advent of functional-notional language teachamgl the arrival of
seemingly exhaustive descriptors of language usest motably in the
Threshold Leve(1977, and Munby’'s Communicative Syllabus Design
(1978). The advent of the ‘technologisation’ oflalgls design has since
continued unabated, with the incorporation of disse analysis into the
stock of knowledge that syllabus and course writeay draw on, and the
use of computer corpora to give greater detail ontexts in which
specific language items are used. Most recenthtjstical analyses now
provide putatively ‘reliable’ matchings of ‘can dstatements to levels of
language competence (as in, for exampleCiv@mon European Framework
of Reference for LanguagéSouncil of Europe. 2001.)

While the analysis of language form and use hasrhedncreasingly
sophisticated, with direct consequences for thectieh of language
presented to learners, it would also be fair to, daywever, that the
underlying asocial mythology in syllabus design a#m unchanged.
Although it has long been recognised that a sigaifi gap may exist
between what teachers teach and what learners(l&bwmight, 1984), the
faith in detailed syllabus design is based on thtéon that we can exercise
control over what gets learned. Language teaclhioggever, is not simply
a matter of transmission, in which prescribed lagguitems are transferred
to the students, unhindered. As Slimani (2001)@heérs have argued, the
outcomes of language lessons are always negotiatgdicitly or
explicitly by the interaction that takes place ifassroom. Learning
outcomes are thus idiosyncratic, shaped by thepiatg of the personal
learning agendas of participants as they unfoltiénclassroom.

It is precisely this interaction of personal leagiagendas which is
particularly relevant to a consideration of a rea®velopment in syllabus
design, the ‘ELF’ or English as a Lingua Franca ement, which | would
now like to discuss in detail. The ELF proposal sitm set out a ‘core’ of
language features (particularly in pronunciatiompe taught to learners,
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and a listing of ‘non-core’ areas which may saftetydropped. At the heart
of this discussion is the realisation that theretaday no accepted
‘standard, if ever there was one, and that native speakerse mo

legitimate claim to ‘owning’ the language. Widdows@2003) aptly

summarises the situation:

It is a matter of considerable pride and satisfexcfor native speakers of
English that their language is an international mseaf communication.

But the point is that it is only international teetextent that it is not their
language. It is not a possession which they leasd¢ooothers, while still

retaining the freehold. Other people actually otvif. 43)

In these circumstances, where non-native speakerofi€nglish is far

more common than native speaker use, it is arguagdtihe conventional
distinction between English as a foreign language Bnglish as a second
language is largely irrelevant. So, too, are natpeaker norms as a
reference for determining error. As Jenkins (20@1ges:

We have a new international English speaking conitydor whom it is

no longer relevant to look at how NSs speak Enghigth other NSs and
then transmit this NS-use to NNSs. Instead, we rteefind out what
NNSs do and need to be able to do when they spegksk to each other
in international contexts. (A Situation Changin¢gu&tion, para. 2)

To this end, Jenkins and others have sought tardiete what constitutes
‘Lingua Franca English’ and have proposed a ‘cofgdronunciations and
grammar which should guide standards and modekepted to learners.
This provides for a good degree of tolerance intihdeemed acceptable.
Jenkins (2003) concludes that “outside the Lingwan&a Core, any
pronunciation showing mother tongue influence sthionb longer be
regarded as an error, but as an instance of rdgicoant” (A Proposal: A
Lingua Franca Core, para. 20).

In a similar vein, Seidlhofer (2004) has found émgrammatical
features such as the non-use of the third persesept tense—s (“She look
very sad”), use of an all-purpose question tag sstbn’t it? or no?,and
pluralisation of nouns which are considered uncalietin native speaker
English (“informations,” “advices”) as features Bhglish as a Lingua
Franca in Europe (ELFE) (p. 220). Jenkins and 8efdr (2001) draw
two general suggestions from this work:

First, teachers and students need to be encoutagatjust their attitudes
towards ELFE and to accord it a status similarhat fgiven to "native”
varieties. Second, it is crucial for English langedeaching in Europe to
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focus on contexts of use that are relevant to Eranspeakers of English.
In particular, descriptions of spoken English dfférto these learners
should not be grounded in British or American usé€nglish but in

ELFE or other non-native contexts (depending on re/ttee particular

learners intend to use their English in futureargp20)

Although the ELF proposals have been challengedwhters for
problems with the data itself, the basis for assgmintelligibility,
teachability, and the logic of the argument (saetgrialia, Scheuer, 2005
and van den Doel, 2007), it seems likely that thé Enovement will
continue to gain considerable momentum in the ratame. It is not
unrealistic to suggest that we may see, for examplelished teaching
materials in the near future which proclaim thempatibility to an ELF
core syllabus, much as we now see materials whéctack their conformity
to the Common European Framework (Council of Eur@pé1).

As a definition of content for the classroom basedlusively on
linguistic analyses, the ELF core proposals suffem the same problems
| discussed earlier, concerning the true naturestedt gets learned in the
classroom as it is explicitly or implicitly negotiéal. A further interesting
complexity here, however, is the fact that it seemuise likely that many
learners will actually have their own view on thesglability of an ELF
syllabus. Language use is more than simply a codedmmunication. It
embodies in it the expression of a personal ideatid a cultural reference
point. In a very real sense, a languagedsto belong to people, and to
represent certain ways of thinking and being—inrtstaultures Thus, a
foreign accent marks who we are in relation to iaéve community of
the language we are learning. If I, an Englishmepgak French, | will
have an accent. | will have an accent becauseflécte who | aman
Englishman speaking FrenciMy foreign accent is a statement of my
identity, in much the same way as my native spe&aglish identifies
who | am—the region | come from, my socio-econob@ckground, and so
on. A struggle to develop a native-like accent foraign language may be
a struggle to see myself as | am not.

From this perspective, the ELF movement makes sanséfering
recognition of the status of a non-native accentwveéler, the mistake that
the movement makes is to take t@duct of a non-native accent and
assume that a description of this can form thestfasia variety of English
to be taught. It is important to understand how am-native accent
emerges. It emerges from, amongst other things,pergonal decision
(consciously or subconsciously) as to how far | wandepart from the
identity | have. Hearing myseklin Englishmanspeakas a Frenchman
entails a redefinition of my own view of myself.will thus be up to me to
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decide how farl wish to go in approximating my naturally occurring
foreign accent to the native speaker accent, aadication of how far |
wish to go in changingvho | am(an Englishman speaking Frenchi
curriculum designed around standards that resuth fan analysis of non-
native speaker accents, then, will make unavailabime decisions about
establishing a new identity for myself.

There are further issues in relation to learneisws of an ELF
variety, itself. Just as different native speakarieties of English may be
perceived in different ways, it is quite reasonatdleassume that many
learners will have their own views (or prejudices)the status of an ELF
variety. They may, for example, see it as a ‘deggdafdrm’, in as much as
it is based on tolerances in deviations from nasipeaker English. While
an ELF variety may be the most common variety aflish in a particular
region, it may nevertheless be the case that avenapeaker variety
commands greater status, perhaps as an indicasorcil class or level of
education, and thus constitute a more desirable goa

The major irony in the ELF movement, then, is ie tlact that a
seeminglysocial analysis of a problem (that is how English is aliyua
being used) has led to aisocial formulation of a solution. By focussing
on a definition of the object to be learned—theglaage—and by basing
syllabus plans on an analysis of how that langugupears to be used, the
decisions which learners individually may make dlibair own standards
of achievement have effectively been bypassed.etssn relation to
personal identity and a personal perception of @etyaof English are
locked out by prior decisions over what will be reaavailable to the
learners.

So what would recognition of these issues entail thee syllabus
designer/ teacher? Just as the ‘Real-World Ecorgdmiovement focuses
on how people see things and what they personallyey so too would a
‘Real World’ approach to the specification of camtdor a language
course need to do this. Breen, Allwright, Slimamidaothers have
suggested that a serious approach to the fact ahde views and
interpretation of classroom goals is to incorpor#ttese views into
classroom decision-making. We can anticipate thit will be equally
true in relation to a syllabus based on an ELF,casdearners will need to
be involved in decisions about how fdtrey individually wish to go
towards developing a native-speaker-like accent emdforming to a
native speaker grammar. We need to recognise #mgubge use is a
socially constructed phenomenon which is not figade it is generalised,
but one which is recreated and interpreted by eadividual learner
during the process of building a new identity.
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How?

My assertion throughout the previous discussiorthist syllabus
designers cannot simply hope to specify contenidarning and assume
that that is what will get learned. Although commlace, such a top-
down approach is essentialpsocial in that it ignores the views that
learners themselves inevitably have about whatiagboffered to them
for learning. In this section, | want to turn teetbther major aspect of
language teaching, methodology, and consider howuiaconceptualisation
of this may similarly share this difficulty.

In very broad terms, most contemporary researchtlinéting about
methodology can be related to one of what we maw the three ‘big
faiths’ in second language acquisition theory. Thet of these was
inspired initially by Krashen's (1981) work in ertding Chomsky’s
innatist views on language to the case of secamgliage acquisition. This
sees the Language Acquisition Device (LAD) as akwel well beyond
puberty, and determining success in second langaegeisition. In this
model, second language acquisition is a subconsq@oacess, in which a
focus on meaning will naturally take care of tharfer's parallel
development of accuracy in form. The second ‘bithfagenerally termed
the interaction hypothesis, recognises that althodlge process is
essentially one in which ‘comprehensible input’ igsponsible for
acquisition, consciousness, particularly in thenfoof ‘noticing’ formal
properties of the input, does have a facilitatialg to play (see, inter alia,
Long, 1997). The third faith, probably the dominant in the practice of
language teaching but substantially underexplomedrasearch, sees
language acquisition as essentially the same asitggany skill (see, inter
alia, Johnson 1996). This sees conscious atteasocrucially important,
with ‘practice’ responsible for transforming theetdarative knowledge’ of
language (i.e. knowledgeboutthe language) into ‘procedural knowledge
(i.e. the ability to actually use the language egtcally).

To a greater or lesser extent, these three viewhoof language
acquisition actually happensdominate our thinking today. Yet, their
conspicuous failure to substantially account foccgss or otherwise in
language learning, and their inability to actualyide programme design
and implementation towards effective outcomes $ggagroblem in how
they each conceptualise the process of languagdsitaan. | mentioned
earlier the need to see language learning as algwoicess, one in which
learners will have their own perception of whatytheed or do not need to
learn, intimately related to the development ofeavndentity. Underlying
each of the three ‘big faiths’, however, is an aimdoehaviourist



