LENRERFA

Individual Freedom in
Language Teaching

LD
MiBd

Christopher Brumfit

\'271 WO ERE KR

1 SHANGHAI FOREIGN LANGUAGE EDUCATION PRESS
www.sflep.com




HENRESFEMLB

Individual Freedom in
Language Teaching

e AP
Ak H I

Christopher Brumfit

T
LB ERE HM

SHANGHAI FOREIGN LANGUAGE EDUCATION PRESS




BEHEMEE (C1P) #iE

BEHREDPIANMERER/ () Mm% (Brumfit,C.) .
— Lk EWIMEHE L, 2012
(HERHESENE)

ISBN 978-7-5446-2900-3

[.OF - II.Offi NIl OXB—BSHY—HE—H_L
IV. DH319.3

HERAREBECIPEIEZ T (2012) %2630205

E=: 09-2011-691%

Every effort has been made to obtain permission, but in the event of
negligence or particular difficulty of obtaining permisson we shall be
pleased to come to a suitable arrangement with the rightful owner.

Individual Freedom in Language Teaching was originally published
in English in 2001. This bilingual edition is published by arrangement
with Oxford University Press.

Licensed for sale in the People’s Republic of China excluding Hong
Kong, Macau and Taiwan.

A B A R AR AL AL ¥ AN OB A A PR 2 B AR
B NRIEFIESEN (Tl BT, 8BRIN) #HE,

HAREIT: = S5 2oMN 15 3 3 &2 IR 5%
CEXgAMEIERSEA)D  #iB%%: 200083

==} 1&: 021-65425300 (2D
BB FHBFH: bookinfo@sflep.com.cn
g HE: bttp://www.sflep.com.cn  http://www.sflep.com

BRfESmIE: KW AR

Ep RBl: bE¥EmKEISS KR RAF

FF ZAS: 890X 1240 1/32  EfFK 7.125 FE313TF
KR MR: 20134E3HE 1R 2013 4E 3555 1 WERRI
Ep #: 2000 M

] S: ISBN 978-7-5446-2900-3 / H - 1415
= Y- 23.00 5¢

2 P A BB R D, T [ A 4



List of figures

1.1
1.2
1.3
1.4
2.1
6.1
6.2
6.3
9.1
131
14.1
14.2

MA student’s notes

The Tidy House

Overheard in a playground

‘Language in education’ on university PGCE courses
Basic categories for the analysis of language teaching
Language charter

Functions of the curriculum

General strands of the charter

Cultural studies curriculum matrix

Applied linguistics and ELT

Interaction between linguistics and language teaching
Language teaching and theory: one alternative model



Preface

Two of my research students, both practising teachers, are partly responsible for
the shape and form of this book. They both remarked on the consistency of my
ideas over the years, and I felt slightly hurt, as if I had been accused of failing to
learn from experience.

But when I read papers I had written over the past 20 years, and when I examined
the theses written by my students, I realized that there is a pretty consistent view of
language in the world struggling to emerge. Articulating this in full theoretical
detail is a task which will require substantial leisure and some years of further work.
But in the meantime, the chapters of this book attempt to show how these ideas can
affect the practice of language teaching (broadly conceived to include work on
literature and culture also) in many different settings.

First, though, it may be helpful to summarize the key beliefs underlying the
arguments in this book. Most are defended in detail in the following pages, and
all underlie the recommendations for improvement of practice that are offered.
Each chapter may be regarded as an attempt to address a particular setting, and
a particular educational problem, in the light of the following set of beliefs
(chapters which argue these points in detail are indicated):

* the rules of language use, and much of the language system, are inherently
fluid and negotiable, but the teaching of languages has to act as if they are
stable and unnegotiable in order to offer a supportive base for learners
(Chapters 1 and 6)

 because of this paradox, language teaching risks becoming repressive by
relying too heavily on generalizations that are no more than artefacts of
language study in the past, and thus preventing language being used creatively
to express individual and group difference (Chapters 2 and 4)

* because experience (of language and the world) is in constant flux, scholars,
teachers, and learners have to cope with the complex and confusing data they
receive through their senses; they do this by simplifying, generalizing, and by
deriving principles, and all of these involve distortion of experience, though
that distortion can be done in a more or less principled way (Chapter 3)

* because of the risk of distortion, all principles, generalizations, and examples
derived from experience need to be thought about and discussed with fellow
human beings; through such discussion we can reduce the risk of exploitation
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by anticipating ill effects and error by minimizing confusion or idiosyncratic
interpretation (Chapters 12 and 13)

* because such discussion creates cultural groupings and sub-groupings with
shared beliefs and shared points of reference, language is an especially
dangerous object of study, for each item studied is an example of ‘language’
and also of ‘culture’ in that it instantiates ideas or objects which develop a
cultural load independent of the language they are expressed by (Chapters 6,
8,and 9)

* because the same referents can have different significances in different cultural
systems, culture can be independent of language barriers and language can
never be the same as culture, but every linguistic group has the capacity to
incorporate many cultures (Chapters 9, 10, and 11)

* because language is both shared by different groups, to enable us to
communicate, and individual, to enable us to think, create, and imagine,
language use potentially threatens group solidarity and challenges personal
identity, so it is always risky and value laden (Chapters 5 and 8)

* because its use is risky and value laden, language teaching and learning are
bound up with ethical and social concerns that need to be openly discussed if
they are not to become secret and repressive (Chapters 7, 9, and 11)

* because these complexities need open discussion, any consideration of language
in education is partial unless it is prepared to call upon a range of associated
disciplines to clarify the object of study: a responsible ‘linguistics of education’
cannot avoid psychological, sociological, ethical, economic, historical, political
as well as pedagogical considerations (Chapters 12, 13, and 14).

The chapters of this book show an attempt to address a variety of settings and
practices with these beliefs as a background.

Thus you could say that I examine the science of the study of language
teaching within the art of language making. Like most people with an academic
background, I believe we should try to understand our field of study as clearly as
possible, through examination of empirical evidence and through clear and
logical thinking. But like most experienced teachers and language users, I am all
too aware that language use and language development reflect human creativity,
reveal human identity, and contribute to human aspirations far beyond what can
be revealed by the idealizations and generalizations that scientific procedures
unavoidably impose. Anyone concerned with language is concerned with human
behaviour. Anyone concerned with human behaviour must rejoice and celebrate,
empathize and criticize, deplore and oppose, just as much as investigate—for
human beings are creative for both good and evil; they identify with communal
aspirations which are both constructive and destructive, and they use the power
which language gives to dominate as well as to liberate. Amid this welter of
conflicting motives and confusing values, language teachers must live—
contributing their small offering to world peace and understanding, or (wittingly
or unwittingly) to exploitation and suffering.
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In the chapters that follow I have drawn upon a view of language which starts
from the variety of uses users impose on it, but recognizes that we are partly
made by our linguistic inheritance. We make language together, but who we are
is partly made by language. What we receive we never hand back unchanged. In
addressing key aspects of language teaching theory and practice, | have drawn
upon the many disciplines that help us to clarify language and literacy practices
in the world and processes of learning and teaching in, and out of, the classroom.
No serious discussion of practice calls exclusively on a single discipline, but
readers will find that in different chapters I tend to concentrate on philosophy
(Chapters 3, 7, 14), psychology (Chapter 2), curriculum theory (Chapters 5, 9),
assessment (Chapter 8), ideology (Chapter 9), political theory (Chapter 11), history
(Chapter 10), while sociolinguistic and applied linguistic principles underlie most
chapters. At the same time, while a few chapters (1, 3, 12, 13, 14) offer general
bases for any kind of language work in education, most link for practical
exemplification to particular settings or particular types of teaching. Thus
second language classrooms are the prime focus of Chapters 2,4, 5,9, 10,and 11;
mother tongue classrooms in the UK are significant in Chapters 1 and 6; higher
education is concentrated on in Chapter 5, literature teaching in Chapters 7 and
8, cultural studies in Chapter 9, and teaching outside the rich industrial countries
(from an African perspective) in Chapter 10.

In short, each chapter is an essay trying to integrate understandings from
whatever disciplines are relevant, with specific illustration from policy and
practice in a particular area of language in education. Where the argument
depends on reference to scholarly literature I have provided it, but on occasions I
have preferred to outline widely agreed basic issues as clearly as I can as a
background to my argument, and I have not referred such uncontentious
summaries to standard textbooks.

Overall this book reflects an attempt to develop bases for an educational
linguistics; I am currently working on a fuller theoretical development of these
ideas. But I hope that as it stands, this book offers a persuasive perspective on the
ways in which we use language to educate.

CJB
Centre for Language in Education
University of Southampton



Acknowledgements

The debt I owe to past and present students and colleagues is immeasurable, both
for their willingness to argue and force me to clarify, and for their persistently
motivating insistence on the central role of language in the education process. I
cannot name everyone from whom I have borrowed (and no doubt distorted)
ideas, but people who have made specific contributions to the thinking
underlying this book include Professors Michael Benton, Jill Bourne, Debbie
Cameron, Ronald Carter, Guy Cook, Alan Davies, Eric Hawkins, Keith Johnson,
Gunther Kress, Neil Mercer, and Robin Usher, together with George Blue, Dr
Michael Grenfell, John Mountford, Elissa Mugarza, Dr Florence Myles, Dr
Alison Piper, Dr Ben Rampton, Euan Reid, Alison Sealey, Michael Swan,
Catherine Walter, and two anonymous readers. I have long-standing debts in
thinking to Dr Dick Allwright, Alan Maley, Earl Stevick, and the late Professor
David Stern. Rita Corbidge and Hazel Paul have provided strong secretarial
support over the years. Above all,  have benefited from the support of Professor
Henry Widdowson (who always believed a project such as this was possible and
who has offered many helpful comments, though I have stubbornly failed to act
on some of them). My wife, Professor Rosamond Mitchell, has provided expert
knowledge, professional collaboration, and personal support, all of which I have

" persistently exploited. To her, and to my sons Simon and Francis I owe also many
personal debts—not least that they allowed a summer holiday to be devoted to
writing the first draft of this.

Material in this book has had early versions in presentations to AILA, The
Rritish Council (in Relfast, Brussels, Colombo, Ibadan; London, Madras, and
Paris), BAAL, BALEAP, BERA, Cambridge University Summer Institute,
IATEFL, Korean Applied Linguistics Association, London University Institute
of Education, The Open University, South African Applied Linguistics
Association, and Vancouver TESOL, and draws upon work which has been
funded by the ESRC, University of Southampton, Yapp Educational Trust,
BAAL, and my own department. Earlier versions of some of the chapters have
appeared in Southampton Centre for Language in Educational Working Papers,
AILA Review, ELT Documents, Franco-British Studies, Review of ELT, and
British Studies in Applied Linguistics, and in edited volumes published by
Oxford University Press, RELC, CILT, Macmillan, Multilingual Matters and
Routledge. But overall this is an entirely new work with every chapter either
newly written or substantially reworked.

As always, I am solely responsible for errors and omissions, and will
welcome correction.



xvi Acknowledgements

The author and publisher are grateful to the following for permission to
reproduce extracts from copyright material:

Edward Arnold for Learning How to Mean by M.A K. Halliday.

Cambridge University Press for Genre Analysis by J.M. Swales, 1990.

Cambridge University Press for the extract from S. Daniel ‘Poems and a
Defence of Rime’ (1599) in Images of English by R.W. Bailey, 1992.

Cambridge University Press for Introducing Applied Linguistics by S.D.
Corder, 1973.

Cambridge University Press for the Cambridge Encyclopedia of Language by
D. Crystal.

A.M. Heath for George Orwell: Collected Letters and Journalism. By
permission of Bill Hamilton as the Literary Executor of the Estate of the late
Sonia Brownell Orwell, Martin Secker & Warburg Ltd.

Little, Brown & Company for The Tidy House by Carolyn Steedman,
published by Virago Press.

John Murray (Publishers) Ltd. for Beyond Euphrates by Freya Stark,
published by John Murray.

Oxford University Press for ‘Applied Linguistics: its meaning, its use’ by
W.E. Mackey in Applied Linguistics Vol 1.

Oxford University Press for ‘Models and Fictions’ by H.G. Widdowson in
Applied Linguistics Vol 1.

Oxford University Press for ‘Article 27 of the International Covenant on Civil
and Political Rights’ & ‘DocE. CN. 4/Sub.2/1988.25’ from Linguistic
Imperialism by Robert Phillipson © R.H.L. Phillipson, 1992.

Oxford University Press for ‘Teacher Professionalism & Research’ by
Christopher Brumfit, from Principle and Practice in Applied Linguistics, edited
by Guy Cook and Barbara Seidlhofer © Oxford University Press, 1995.

Oxford University Press for Fundamental Concepts of Language Teaching by
H.H. Stern © H.H. Stern, 1983.

Oxford University Press for Principle and Practice in Applied Linguistics
edited by Guy Cook and Barbara Seidlhofer © Oxford University Press, 1995.

Pearson Education for Planning Language, Planning Inequality by ].W.
Tollefson, reprinted by permission of Pearson Education Limited © Longman
Group Ltd.

Pcarson Education for Longman Dictionary of Language Teaching and
Applied Linguistics by ].C. Richards, J. Platt, and H. Platt, reprinted by
permission of Pearson Education Limited © Longman Group Ltd.

Peters, Fraser & Dunlop for The Cruise of the Nona by Hilaire Belloc.
Reprinted by permission of PFD.

The Belknap Press of Harvard University Press for A Theory of Justice by
John Rawls, Cambridge, Mass. Copyright © 1971 by the President and Fellows
of Harvard College.

The Estate of Sir Karl Popper for Knowledge and the Mind-Body Problem
and The Myth of the Framework by Karl Popper.

The Times Literary Supplement for review by Mary Midgley of Secrets by
Sissella Bok, TLS April 1984, 563.

H.G. Widdowson for Learning Purpose and Language Use published by
Oxford University Press, 1983.

H.G. Widdowson for Explorations in Applied Linguistics published by
Oxford University Press.



H AR i RBA

AMLH, SHLLEETH “FREABEELASD
(19%F ) fo “kENAEEFAS (Z%) 7 (10#) , &
SRS ETRANR, RERFYTLETHHER NI, &
MR PR ZIA, SRDEESNERERFLINLE
RETEAER,

MER, HEFZNAEY BREN, BA¥RGH
AERHAETHOFR, & “EHEAHFERE | “KEEHE
FREAE" \ “ZEARWEEMRIR FEHRA TR
WIER AET I, ROTXNEFEAF SR W A 3B
FFEAFREETION, LEFHHER ABFFRFAR
MEK. FEXRBRAXI0OKES, f4%F0 AT w294k —
£, RRHERNAEZFEETRMANME, 14T,
RNESI R ESMERB R B FT Ot , B B0 Tk



But the whole story of words is full of mystery, and the attempt to reduce the
process of words to a science has always seemed to me ridiculous enough ...
human speech is naturally not a set of a few official languages, but a mass of
innumerable dialects, all melting one into the other.

Watch carefully, and you will note that in the area covered by the great official
languages, most people are bilingual. They can speak the official language, but

they usually speak among themselves a dialect of their own ...

Hilaire Belloc, The Cruise of the Nona (1928: 14)
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PART ONE

Language and education






1 Language, linguistics, and education

Introduction

Language is central to education; linguistics is the discipline devoted to the study
of language. But the study of language within the educational process takes us
far beyond linguistics alone, as the discipline is currently conceived. This book
outlines some of the ways in which language interacts with human behaviour,
and the ways in which that interaction affects education. The purpose of this
book is (1) to describe a field of human enquiry which has only fairly recently been
studied in any detail, and (2) to exemplify an approach to educational linguistics
which reflects the many disciplines beyond linguistics that must inform our
attempts to understand language in social use. Inevitably, therefore, I shall be
drawing upon knowledge from recent research and simultaneously describing a
current research programme—the process of trying to understand language in
education. In this chapter most of my specific examples relate to British
education, but the British educational context is shared by many other countries,
and as later chapters show, I hope, the principles described below are relevant to
most education systems.

We are only just beginning to assimilate recent developments in linguistic
understanding to the varying practices of different groups of human beings, and
language within the educational process is still a relatively unformed field of
study. Indeed, when I was appointed to the Chair of Education at Southampton,
in 1984, 1t was the first appointment of a linguist to such a chair in Britain.
Others had been appointed to chairs concerned with the direct teaching of
particular languages, but this was the first time that a chair had been set up to
relate to the general field of language and linguistics in education. When I gave
my inaugural lecture, delivered primarily to a non-specialist audience, I entitled
it Is language education? or Is education language? Of course, neither ‘language’
nor ‘education’ is as limited as this formulation implies—but there is still a sense
in which, at the beginning of the twenty-first century, education is conceived of
as the accumulation by individuals of discourses relating to different areas of
activity, communicating with groups of people with shared interests: in science,
in sport, in culture, in technologies. And there is a further sense in which
language can be seen as a never-ending process of repertoire extension (and
repertoire reduction), in which the learning process cannot be separated from our
constantly changing linguistic knowledge and linguistic practice. Understanding
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how these processes interact is exciting and challenging; but it is also immensely
demanding, for if our aim is to understand human beings using language, we are
addressing at once the most complex and the most creative aspects of human
behaviour. We need to be not just rigorous scientists if we are to comprehend
language as fully as possible; we need to be poets and mystics as well.

Academic studies and educational practice

‘Language’ and ‘Education’ share two disadvantages that many other areas of
study avoid: they are both too familiar. We all use language, and many of us have
strong views about it; we have all been educated, and we all have strong views
about that. Expertise confronts experience, and experts have a difficult task
defending their own expertise against others’ perceived experience.

Yet language is full of puzzles that experience alone cannot solve, and one of
the greatest of these is the exact relationship between speech, writing, and the
whole educational process. For a start, language operates on many levels and
with many functions simultaneously, so that the relationship is always complex.
Consider as an example a highly formalized educational event, such as the
inaugural lecture referred to above. The structure of an inaugural lecture (at
which customarily new professors deliver a public introduction to their field to
an audience of colleagues, students, and outsiders) seems to be a carefully
erected memorial to the relationship between education and language. What,
after all, could be more of a memorial to language than a lecture: a text of dead
words written to be spoken as if living? And what could be more of a memorial
to education than a ritual recitation by an elderly person in formal dress intoned
to a silent gathering of fellow mourners? Typically, the inauguration of a new
professor is celebrated in a rite of words; typically too for education, some would
cynically say, they are words that cannot be interrupted or debated. Yet no one
who has experienced education in any form will doubt the major role that
language plays in the practice of educational institutions. The desirability of this
can be disputed, but we must concede the fact.

The inaugural lecture is partly a means of communication, to a very diverse
audience, but it is also a formal rite, a symbolic event in academic life, and
perhaps in the social life of the community outside the university. It is a means of
communicating knowledge, but it is a means also of establishing solidarity,
across academic departments, between the university and the outside world,
between staff and students. It may even be a means of challenging ideas, by
asking questions rather than providing answers, by asking the audience to
rethink long-standing assumptions—and it may also be a demonstration of
particular procedures, or particular ways of thinking. It is not just a physical
event and a mental event, but an emotional one, and even sometimes a spiritual
event. But it can only demonstrate these qualities because of the medium of
language: however technical the content, however good the visuals, however
spirited the delivery, it is crucially a linguistic event.



