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Abstract

This paper outlines the ways in which the English Language as a lingua franca is changing as a result of the global purposes to which it is put.  It considers the role of discourse communities and communities of practice in shaping and being shaped by new and changing genres and discursive practices.  It suggests that English language teachers play an important gate-keeping role to these genres which represent a dynamic interface between the rationale of the discourse community and choices of language, communication and style.  In particular a practical suggestion is made for course design in the form of the Genre-Aligned Practices Framework. (GAP Framework)

The Impact Of Global Changes On The English Language

"The English language ceased to be the sole possession of the English some time ago" 

(Salmon Rushdie published in Imaginary Homelands)

Perhaps the biggest global  impact we can see on the English language is that no-one can now claim ownership of it.  Even the USA, the largest English speaking nation, only hosts about 20% of the world's English speakers (Crystal,1997:130)   and there are predictions that within 10 years, there will be more L2 speakers that L1 speakers and that within 50 years there could be up to 50 per cent more (ibid).

As a result, probably the most predictable consequence of the global development of English is that the language(s) will change in ways which are not predictable, especially in international contexts.  We are seeing the evolution of a number of expressions to capture trends like "new Englishes", "World Englishes", and (tongue-in-cheek?) "Eurospeak".  Each of these concepts represent an English which has started in order to serve the particular needs of a geographic community and which in time have evolved to further serve the needs of that community.  It has eventually separated into a separate species of language, both adapting to the needs and expressing the identities of the communities they serve, even sometimes becoming unintelligible to so-called "native English speakers".   However, it is not this area on which I am going to focus today.  Rather, I will look at the English Language as it is being used globally as an international means of communication.  

There are a number of expressions that have aimed to encapsulate the instrumental use of English.  These include "Global English", (Crystal, 1997) "English as an International and Intranational Language", "English as a company language"
 (Truchot, 1997:68), "English as an adopted international language" (Widdowson, 1997:140) and "English as an international language for global communication" (ibid:142) 
.  However, there is a growing consensus which dismisses the supposed neutrality which can be inferred from such expressions and offer a socio-political perspective of  ‘English as an International Language’"  (Pennycook
, 1994, Tollefson, 1995, Fairclough, 1989). 

Importantly, we have English as the lingua franca or a language that non-native speakers of that language use with other non-native speakers.  Some of the terms which have evolved as variants within this include "transglossic" which describes a situation where one language is used for activities that bring together speakers of different languages, whether this includes native speakers of that language or not.   (Truchot,1997:66)  In such a case, English is not used between speakers because of the presence of a native English speaker, but rather it is used in addition to the other languages also used in the same context (or a meeting, conference etc.)  The use of English as a lingua franca in business settings is also referred to as "standardisation" (Touchstone, Homer and Koslow, 1999:275), or alternatively "adaptation" takes place if the first language of a trading partner is used, or "non.-adaptation" if one's own first language is used regardless of the partner's language.  (ibid.)  It is not necessarily a situation of either standardisation or adaptation as people often mix their strategies of language choice.  

These changes in the purposes for using English are clearly changing the scenario within which we are teaching English.  We need to incorporate the fact that nowadays most learners of English are learning a language which will enable them to become members of expert communities and to communicate with other members of that community wherever they may be and whatever primary culture they come from.  They are not learning the language to conform to any national native speaker norms of general use, but rather to cooperate as members in international modes of communication.  (Widdowson, 1997:144)  Moreover, members of a community who regularly meet and use a lingua franca, negotiate a conversational style (transcending cultural and linguistic boundaries) which is acceptable to all members and which, over the course of regular oral and written communications, becomes established.   (Vandermeeren, 1997:275).  Later on in this paper we will briefly explore some theoretical concepts which help to frame some of these issues and orientate us in our design and teaching of English courses (particularly in Higher Education).   But first I would like to ground what I am saying in the context of my own teaching situation in Higher Education in Portugal and which you may also relate to.    

Teaching English in Higher Education in Portugal

Our students are neither immersed in, nor do they necessarily aspire to become part of, the academic or professional communities based in English speaking countries. Their disciplines are mostly taught and evaluated in Portuguese although they will probably have to do at least some of their reading in English.   We have few institutional guidelines about syllabus content and we work on the basis that in the future our students will be using English professionally and academically to participate in international communities while they are physically based in Portugal.  However, this is in a context where a growing number of organisations in Portugal require English as a company language, and where transglossic situations are becoming routine, particularly with the increasing number of non-Portuguese speaking managers in middle and senior management positions.   

Despite the rapid global changes in the professional and academic environment and the consequent changing language requirements, our Institutions and many teachers in Higher Education are responding very slowly.  The most common approach to English language teaching is one which is modelled on native speaker norms.  Such an approach presupposes that the purpose for learning is to prepare learners for engagement in social interaction with people in native speaker countries.  But as we have already discussed, this is not the case.   Vague denominations of ‘business’ or ‘technical’ English which are usually suggested by our institutions as course guidelines fail to address either the tertiary classroom or the future, professional communication contexts of our students.  Added to this, teachers and course designers of English retain relatively marginal status: teaching English is not considered sufficiently "academic"; teaching methodology and course design skills mostly remain invisible; research goes virtually unrecognised.  This becomes a self-fulfilling prophesy as standards for recruiting teachers are low (because of the low status), less money is invested in resources and training, and too many teachers get by solely on their "native speaker" status.   In this latter case,  many students too, often feel that they get better value for money by having a native speaker teacher, look up to their "expertise" based purely on their nationality and generally remain uncritical about inappropriate choices of ‘authentic’ materials or activities and poor teaching standards.  Consequently there is little incentive for teachers to question the appropriacy of either well-worn, familiar and respected courses, coursebooks and  materials or the accepted authority of native-speaker authenticity.

This paper is an attempt to move away from such complacency. 

Global Changes And The Teaching Of English

One of the advantages we teachers had in teaching students a fixed set of native speaker norms is that it gave us (both teachers and students) a vision or an objective to aim for, as well as an imagined  (native-speaker) context within which it was to take place.  However, if, as we have already discussed, this vision and context is now no longer so appropriate, then what constructs and concepts can we use to help orientate us in our teaching?  I would like to look more closely at concepts of discourse communities, communities of practice and genres as being fundamental to this orientation.  

1.  Discourse Communities and Communities of Practice

The concept of discourse community in linguistics (e.g. Swales, 1990, Johns, 1997) is based on mutual dependence of a group of people who share common purposes for using language, shared methods for exchanging information, and shared membership of that group.  For those not already familiar with the concept of discourse communities in applied linguistics, Swales' six defining characteristics of discourse communities are useful: common goals, participatory mechanisms, information exchange, a highly specialised terminology, a high general level of expertise, community specific genres.   

Bizell (cited in Pogner, 1997:102) describes them as such:

"Discourse emphasizes that the group share more than a particular native tongue or symbol manipulating skill.  It connotes a complex set of conventions for assembling lengthy stretches of written or oral text, conventions shaped by cultural as well as current circumstances.


Community emphasizes that the people feel connected by virtue of their shared discourses and work that the discourse enables them to do."
To be noticed and accepted into a discourse community, members must create their (oral and written) texts in the same way as other members of that community do.  However, in order to do so, "they have to adopt the cognitive patterns of the community members".  (Pogner, 1997:102)   Returning to our role as language teachers trying to find an orientation in these global changes, this leads us at this stage to two questions: 

1) which are the international (rather than solely native speaker) discourse communities to which are students are aspiring? and 

2) what are the cognitive patterns behind that discourse?

Interestingly, we have a related concept from the sociology of work.  In Lave and Wenger's concept of Communities of Practice (Lave & Wenger, 1991) they state that what makes something a community, is its shared practice. In its simplest form a community of practice is a group of people who have worked together over a period of time and through extensive communication (characterised by mutual engagement, joint enterprise and shared repertoire) have developed a common sense of purpose and a desire to share work-related knowledge and experience, often in informal settings.   Their concept of practice includes both the explicit and the tacit.  

"It includes the language, the tools, the documents, the images, the symbols, the well-defined roles, the specified criteria, the codified procedures, the regulations, and the contracts that various practices make explicit for a variety of purposes.  But it also includes all the implicit relations, the tacit conventions, the subtle cues, the untold rules of thumb, the recognizable intuitions, the specific perceptions, the well tuned sensitivities, the embodied understandings, the underlying assumptions, the shared worldviews …" (Wenger, 1998: 47)

Like the concept of discourse communities, the concept of Communities of Practice (CoP) is important to us as teachers of English, because, in aspiring to be professionals in the international workplace, our students are also aspiring participants of CoPs. Entry into the discourse of these international communities of practice means understanding their conceptual universe and participating in their discursive practices.  

2. Genre

Insights into the workings of discourse communities and CoPs are formed around shared uses of genres.  Each community is seen as having its own set of shared communicative practices, or genres, which the community recognises or uses and through which it evolves.   It is a relatively stable form of communication developed (and in the process of developing) within a community.  Some general examples in the professional world would be narrative or discursive essays, business letters, reports or presentations in business, and research articles or abstracts in academia.  

For the purposes of giving ourselves a direction we could envisage our role as language teachers as "gate-keepers" (Bhatia, 1997) to the genres of the communities to which our students aspire.  In our role as gate-keepers it is important to note that genres are not a fixed set of conventions, but rather "dynamic constructs" (Bhatia, 1997).  

Visualising them as dynamic constructs is particularly relevant in the face of global changes where changing genres are multiplied by the "flow of discursive practices" through computer mediated communication, the multidisciplinary contexts of the world of work, the increasingly competitive international environment and global advertising and promotional activities.  (Fairclough, 2000)

Now let us look at Swales' definition of genre with a view to seeing how this transition from native English speaking norms to the discursive practices of international CoPs in transglossic situations could be responsible for developing new and changing sets of genres.  A genre is:

“a class of communicative events, the members of which share some set of communicative purposes. These purposes are recognised by the expert members of the parent discourse community, and thereby constitute the rationale of the genre. This rationale shapes the schematic structure of the discourse and influences and constrains choice of content and style” (Swales 1990: 58, my italics).   

In other words, in the process of globalisation we are seeing international members of communities constituting themselves around sets of international purposes.  Consequently there are more situations where expert members have different language and cultural backgrounds in communities with changing international and local purposes reflected in their evolving rationale. This rationale will shape and be shaped by the discourse, content and style of the discourse community or community of practice (whose members we cannot forget, come from different linguistic and cultural backgrounds) and mostly expressed in English. This discourse, content and style which is being shaped by and shaping the genre will be something quite different from what we traditionally think of as being "correct" language (when measured against native speaker discourse).  But as these emerging genres are becoming more frequent, dynamic and complex we cannot, in our role as gate-keepers ignore them.    They now form part of the tapestry of our existence.

Mavor and Trayner (1999) have described genre as a dynamic interface between the rationale and practice of the discourse community and the choice of language and communication styles of that community.  This idea of a dynamic interface is captured by a lively description from Bazerman's (cited in Bargiela-Chiappini, 1997):

"The writer or speaker presents a dynamic universe for the reader or listener to reconstruct actively within the receiver's dynamic universe.  The words are what go between and negotiate the intersection of these moments within the worlds of production and reception.  Through language deployed at the moment, we assert the connection of past and future as well as the connection among human beings creating a shared universe of action."

Being such a dynamic or  "slippery" concept (Swales, 199X), neither fixed nor subject to clear conventions, where does this leave us teachers of English, gatekeepers to genre?    Swales, one of the pioneers of genre analysis (1997:381) and Fowles (cited in Swales, 1997) see the teaching of generic conventions as a "strategic resource".  In his later writings Swales proposes moving away from the "overarching dominance of anglophone native-speakerism, from consuming attention to the ritualistic surfaces of their texts, from an authoritative and received world view of academic and technical text as 'objective', and from a dependence on imitation, on formulas, and on cut-and-paste anthologies of other writers' fragments."  (ibid.)

Hence, our responsibility as genre gate-keepers is not only to teach the expected conventions of relevant genres so that students are able to choose to become members of discourse communities if they so wish, but also to encourage innovation and creativity of the available and familiar genres and discourse remembering that genre "also offers a challenge by provoking a free spirit to transcend the limitations of previous examples."  (Fowles, cited in Bhatia, 1997)  

3.  Constructive Alignment 

Let us now shift our perspective and make our viewpoint the impact of global changes on teaching in general, including the teaching of English.  At the level of decision making, economic and managerial considerations are much more visible in Higher Education than they used to be.  More people and from different social and economic backgrounds are entering Higher Education and there is a considerable range of ability within classes.  Most students pay for their education and expect value for money.  Courses are expected to be more responsive to the needs of the workplace which is demanding more independent, flexible professionals, able to deal with ongoing changing situations rather than being able to reproduce the correct answers for any one situation.   At the same time that teachers are having to cope with all these classroom changes, so they have had to become more accountable to students - or should we say "clients"?  Our challenge is in keeping sight of good teaching amongst such changing demands.    

An important development in the area of teaching which relates to the increasing demands made by an ever-more complex, dynamic world of work, is that of the concepts of deep and surface learning.   A surface approach to learning implies that a student does as little as possible while apparently meet course requirements.  This includes such things as rote learning, reproducing ideas, memorising without understanding, listing points and so on.  In a surface approach low cognitive activities are used (Biggs, 1999: 14)  Deep learning on the other hand arises from "a need to engage the task appropriately and meaningfully, so the student tries to use the most appropriate cognitive activities for handling it." (ibid., 16)    In a deep approach students try to focus on the underlying meanings and on the principles or applications.  

Given the increasing numbers and range of students in our classrooms, we inevitably have a larger number who are not naturally predisposed to engage in deep learning.  Many will be more accustomed to surface learning.   In language teaching terms, a surface approach would mean that these students' objective is probably to understand or reproduce the language they are taught without considering the communicative objectives for which they will need to use it or the audience for whom it is intended.  They are unlikely, without guidance, to see language as a way of practising their potential roles or positions within any discourse community or community of practice.   However, we cannot blame the  students.  How many language teachers are teaching in a way that encourages a surface rather than a deep approach to learning?

Biggs, (ibid.) offers a model of "constructive alignment" for encouraging a deep approach to learning which I will briefly outline.  His main argument is based on Shuell's  statement that:

"If students are to learn desired outcomes in a reasonably effective manner, then the teacher's fundamental task is to get student to engage in learning activities that are likely to result in their achieving those outcomes."  (cited in Biggs, 1999:25)

The key to this statement is that in saying what the "desired outcomes” are, we are clarifying our objectives.   In order to decide if the outcomes are learned in a "reasonably effective manner" the assessment must be referenced to those objectives.   In getting students to "engage in learning activities" we are teaching them effectively.  Quite simply this means that what and how students learn depends generally on how they are assessed.  In other words, it is essential in course design that the assessment tasks are closely aligned to the course objectives and supported by the content, resources and teaching/learning strategies.  

This leads us back to an ongoing theme throughout this paper.  That is, what are the desired outcomes in our English language class?  If we are to constructively align our teaching then we need to know the answer to this question in order to be able to set course objectives, and decide on the content, resources and teaching/language strategies.  I have suggested that our desired outcome is that students are prepared to participate in the social, cultural and cognitive aspects of discourse communities and communities of practice (which for most students in the professional world will be mostly transglossic). To accomplish this in a reasonably effective manner clearly requires a much more sophisticated approach than instructing them in isolated linguistic and communicative skills.   The linguistic and  communication skills are only some of the micro-components of a larger objective.   Debating, researching and analysing the larger objectives and desired outcomes should be the first step in our course design and the guiding force behind what and how we teach.   We can no longer take larger objectives for granted. In constructive alignment our assessment and criteria will be based on these desired outcomes and the language and communication skills we teach will then be based around the assessment and criteria.  

This leads me to talk briefly about a course design framework developed by Mavor and Trayner.  

A Course Design Framework for Genre-Aligned Practices (The Gap Framework)

Over the last years Mavor and Trayner have been developing and refining a course design framework that considers genre, discourse communities and communities of practice and constructive alignment.  The steps of the GAP framework can be summarised as:  

1. an inquiry into the conceptual structure underpinning the community of practice, 

2. identifying and choosing representative practice and genres as the course objective and final assessed of practice (FAP), 

3. the alignment of communicative micro-tasks and activities, relevant specific lexis and grammatical structures, reading texts and appropriate tasks and learning strategies to the FAP.

In practical terms this means that when designing our course framework, the first step for the course designer is some research, or at least an inquiry, into the conceptual universe of the international discourse community (or community of practice).  The sorts of questions to be asked in this stage are: What are the key concepts that appear in the written and spoken discourses of this community?  How are these concepts guiding the actions behind their practice?  It is not enough to be able to define the concept in words, but it is also important to understand what it signifies to that community and how it guides their practice.  Notice that this first step is in contrast to starting decisions about course content or syllabus objectives with grammatical, lexical or even thematic criteria.   

Having first set out to get an understanding of the conceptual structure of the students’ target discourse community, our second step is to identify and select possible practices and attendant genres which represent that community.  A final assessed project is set which demonstrates a student's ability to perform in the genres of that community.   That performance may represent conventional or innovative uses of those genres.   This is made explicit in the clearly defined criteria used by both the students and the teacher.  

The criteria for assessment is based on two global headings: Professional Use of Genre and Professional Practice.  These have two further sub-headings as follows:

	    Professional use of genre


	
	Structuring and

organisation
	      
	   Professional practice
	
	Achievement of purpose

	
	
	Specific Lexis
	
	
	
	Effect on international audience /Professional voice


The descriptions under each sub-heading of the criterion will depend on each course although the global headings remain the same.  

Finally, the third step in the course design framework is to choose classroom materials, communication activities, grammar and language areas, readings etc. which will assist the students in achieving their final assessed project. The multitude of commercial materials available for teaching English belong in this third step. Unfortunately, in uncritically using these materials, it becomes too easy for teachers to ignore the desired outcomes, target situations or global objectives and the materials become ends in themselves rather than a means of achieving well-considered objectives.  In short, they have become a substitute for good curriculum and course design.

Conclusion

While English is becoming a world language and the common language of global business, communications, media and politics, our students have to enter an ongoing process of negotiating a range of linguistic and conceptual knowledge and skills with international audiences.  Increasingly our students need to develop sophisticated abilities to be able to cross linguistic boundaries and share in the understanding and the meaning making activities of their future international and intranational discourse communities and communities of practice.  As course designers and teachers we are gate-keepers who are also faced with new and changing situations, so we must concern ourselves with exploring and helping our students at these new boundaries.  As a result we must also keep aligning our teaching and our assessment practices and criteria for achieving them with these changing objectives. 

To summarise my paper I will finish with a Portuguese word "DIGA".  It means "Tell me!" or "Say it!"  It also forms an acronym for the key concepts of this paper and what I see as some of the most important considerations for teaching English in these times of global change.   I hope that they are of help.

	D
	ynamic Discourse

	I
	nterdisciplinary Inquiry

	G
	atekeeping Genre

	A
	ligned and Active pedagogy!


References

BARGIELA-CHIAPPINI, F. & NICKERSON, C. (1997) 'Business writing as social action' in BARGIELA-CHIAPPINI, F. & NICKERSON, C. (eds.) Genres, Media and Discourses, Essex, Longman
BHATIA, V. (1993) Analysing genre: language use in professional settings, London and New York, Longman

BIGGS, J. (1999) Teaching for quality learning at university, SRHE and Open University Press

CRYSTAL, D. (1997) English as a global language, Cambridge, Cambridge University Press

FAIRCLOUGH, N. (1989) Language and power, London, Longman.

FAIRCLOUGH, N. (2000) New language, new Labour, Routledge, London

JOHNS, A. (1997) Text, role, and context: developing academic literacies, Cambridge, Cambridge University Press

LAVE, J. and WENGER, E. (1991) Situated learning: legitimate peripheral participation. Cambridge, Cambridge University Press

LAVE, J. and WENGER, E. (1998) Communities of practice: learning meaning and identity, Cambridge University Press

PENNYCOOK, A. (1994) The cultural politics of English as an International Language, London and New York, Longman.

POGNER, K., (1997) 'Discourse community, culture and interaction: on writing by consulting engineers' in BARGIELA-CHIAPPINI, F. & NICKERSON, C. (eds.) Genres, Media and Discourses, Essex, Longman

SWALES, J. (1990) Genre Analysis: English in academic and research settings, Cambridge, Cambridge University Press

SWALES, J. (1997) 'English as Tyrannosaurus rex' in World Englishes Journal of English as an International and Intranational Language, Vol. 16, No.3, Oxford, Blackwell Publishers.  

TOLLEFSON, J. (1991) Planning language, planning inequality, London and New York, Longman

TOUCHSTONE, E., HOMER, P., & KOSLOW, S., (1997) 'Spanish language billboard advertising in the US: are there effects on Anglos?' in BARGIELA-CHIAPPINI, F. & NICKERSON, C. (eds.) Genres, Media and Discourses, Essex, Longman

TRUCHOT, C. (1997) 'The spread of English: from France to a more general perspective' in World Englishes Journal of English as an International and Intranational Language, Vol. 16, No.1, Oxford, Blackwell Publishers.  

VANDERMEEREN, S. (1997) 'English as a lingua franc in written corporate communication: findings from a European survey' in BARGIELA-CHIAPPINI, F. & NICKERSON, C. (eds.) Genres, Media and Discourses, Essex, Longman
WIDDOWSON, H. (1997) 'EIL, ESL, EFL: global issues and local interests' in World Englishes Journal of English as an International and Intranational Language, Vol. 16, No.1, Oxford, Blackwell Publishers.  

� The GAP Framework, by Mavor and Trayner.


� "English as a company language" (Trychot, ibid) which means that its use is compulsory for any form of oral and written communication within the company .  EG. Alcatel, Siemans, Erikson, Philips, Volv.


� Note that Halliday (date?) makes a distinction between dialect and register, where dialect refers to the former and register to the latter.   However he emphasised that register is a variety of language which has developed to serve uses for language rather than users of it.    In the case of register the emphasis is on communication and information rather than community and identity.  


� Pennycook coins the expression "worldliness of English" in an attempt to explore the cultural and political implications of the spread of English.





