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From reviews of the first edition

‘Alan Davies’ introductory text forcefully re-echoes the famous Edinburgh series in
applied linguistics, which he contributed to in a major way.’

Applied Linguistics

‘Every discipline coming of age needs to reflect on its origins, its history, its conflicts,
in order to gain a better understanding of its identity and its long term objectives.
Alan Davies, one of the founding fathers of applied linguistics, is the ideal person for
this soul-searching exercise ... Introduction to Applied Linguistics is obligatory reading
for students and researchers in applied linguistics, for language professionals and for
anyone interested in the link between linguistics and applied linguistics.’

Modern Language Review



“Tis of great use to the sailor to know the length of his line, though he cannot with it fathom
all the depths of the ocean. "Tis well he knows that it is long enough to reach the bottom, at
such places as are necessary to direct his voyage, and caution him against running upon shoals
that may ruin him. Our business here is not to know all things, but those which concern our
conduct. If we can find out those measures whereby a rational creature, put in that state which
man is in the world, may and ought to govern his opinions and actions depending thereon,
we need not be troubled that some other things escape our knowledge.’

(John Locke, An Essay Concerning Human Understanding, 1695)
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Series Editors’ Preface

This series of single-author volumes published by Edinburgh University Press takes
a contemporary view of applied linguistics. The intention is to make provision for
the wide range of interests in contemporary applied linguistics which are provided
for at the Master’s level.

The expansion of Master’s postgraduate courses in recent years has had two effects:

1. What began almost half a century ago as a wholly cross-disciplinary subject has
found a measure of coherence so that now most training courses in Applied
Linguistics have similar core content.

2. At the same time the range of specialisms has grown, as in any developing
discipline. Training courses (and professional needs) vary in the extent to
which these specialisms are included and taught.

Some volumes in the series will address the first development noted above, while
the others will explore the second. It is hoped that the series as a whole will provide
students beginning postgraduate courses in Applied Linguistics, as well as language
teachers and other professionals wishing to become acquainted with the subject,
with a sufficient introduction for them to develop their own thinking in applied
linguistics and to build further into specialist areas of their own choosing.

The view taken of applied linguistics in the Edinburgh Textbooks in Applied
Linguistics Series is that of a theorising approach to practical experience in the
language professions, notably, but not exclusively, those concerned with language
learning and teaching. It is concerned with the problems, the processes, the mech-
anisms and the purposes of language in use.

Like any other applied discipline, applied linguistics draws on theories from
related disciplines with which it explores the professional experience of its
practitioners and which in turn are themselves illuminated by that experience. This
two-way relationship between theory and practice is what we mean by a theorising
discipline.

The volumes in the series are all premised on this view of Applied Linguistics as
a theorising discipline which is developing its own coherence. At the same time, in
order to present as complete a contemporary view of applied linguistics as possible
other approaches will occasionally be expressed.



viii Series Editors’ Preface

Some twelve years from its first planning meeting, the Edinburgh Textbooks in
Applied Linguistics (ETAL) Series reaches double figures with the publication of this
volume by Alan Davies: An Introduction to Applied Linguistics: from practice to theory.
It is hoped that the range of topics dealt with in these ten volumes (all listed on the
inside cover) offers a helpful idea of the variety of contemporary applied linguistics
concerns both in teaching and in research. The fact that Davies’s volume is a second
edition of the book that introduced the series in 1999 does not deny our claim for
range and variety. Davies’s volume has been brought up to date eight years on and
contains two wholly new chapters (1 and 8). Furthermore, the need for a second
edition attests to the continuing interest in the scholarly pursuit of applied linguistics
and in the ETAL Series.

Alan Davies
W. Keith Mitchell



Preface

A generous review of the First Edition (Davies: 1999) of this book suggested that
I had taken on ‘an impossible task, that of simultaneously addressing both the
concerns of disciplinary theorists and those of students. It would have been best to
limit the audience to those “interested in reviewing arguments about the relationship
between linguistics and applied linguistics. [That being so, the review continues] It
is those with considerable professional and professionalizing experience ... who can
best appreciate and critically evaluate this very theory-driven exposition.”

I am persuaded by this argument and accept that the audience I had — and now
have — in mind is my professional colleagues and graduate students. Indeed, it is that
group we have continued to target in the eight volumes that followed in the Series
after ETAL 1. I list them later in this chapter but point out here that the construct
of each volume was never how to do applied linguistics but rather what it means to
do it. In other words, I took for granted that, pace Alastair Pennycook (2004), serious
applied linguistics is always critical, and therefore whether the area under discussion
is literature, materials, politics, language planning etc., what applied linguistics must
do is to take a critical approach to it, problematise it and in so doing abjure easy
solutions and packaged remedies.

Since 1999 when the first edition of this book was published as the Introduction
to the Series: Edinburgh Textbooks in Applied Linguistics Series, eight further
volumes have appeared. Their publication means that we now have a broader
definition of applied linguistics than was available ten years ago and their influence
can be observed in the revisions to this volume. In particular I have accepted that the
strong distinction I argued for in the first edition, between linguistics-applied and
applied-linguistics, is not as necessary as it may once have been, and in this second
edition I return to the more traditional distinction between (theoretical or general)
linguistics and applied linguistics.
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English as a Lingua Franca

English Language Testing System

English as a Second Language

English for Specific Purposes

International Association for the Teaching of English as a Foreign
Language

International English Language Testing Service
Language Other Than English

Languages for Specific Purposes

Second Language Acquisition (Research)

Teachers of English to Speakers of Other Languages
Test of English as a Foreign Language

Unitary Competence Hypothesis



For Cathie as before



Edinburgh Textbooks in Applied Linguistics
Titles in the series include:

Teaching Literature in a Second Language
by Brian Parkinson and Helen Reid Thomas

Materials Evaluation and Design for Language Teaching
by Ian McGrath

The Social Turn in Second Language Acquisition
by David Block

Language Assessment and Programme Evaluation
by Brian Lynch

Linguistics and the Language of Translation
by Kirsten Malmkjaer

Pragmatic Stylistics
by Elizabeth Black

Language Planning in Education
by Gibson Ferguson

Language and Politics
by John E. Joseph



Chapter 1

History and ‘definitions’

‘In Anna Karenina and Onegin not a single problem is solved but they satisfy you
completely just because all the problems are correctly presented.’

(Anton Chekov, letter to Alexei Suvorin, 27 October 1888,

in L. Hellman (ed.), Selected Letters of Anton Chekov, 1955,

translated by S. Lederer)

1 DEFINITIONS

Applied linguistics does not lend itself to an easy definition, perhaps because, as
Vivian Cook remarks: ‘Applied Linguistics means many things to many people’
(Cook 2006). This absence of certainty is much bemoaned by those who practise
applied linguistics but the lack of consensus can be found in other academic
enterprises, especially those in the humanities and social sciences, where frag-
mentation is rife, sometimes acting as an escape from disagreement and entrenched
epistemological disputes as to the nature of the enterprise. Applied linguistics has a
further definitional problem because, if the nature of the enterprise is disputed, what
agreement can there be as to what it is that is being applied? A mediation between
theory and practice (Kaplan and Widdowson 1992: 76); a synthesis of research from
a variety of disciplines, including linguistics (Hudson 1999); ‘it presupposes
linguistics ... one cannot apply what one does not know’ (Corder 1973: 7); it is
‘understood as an open field, in which those inhabiting or passing through simply
show a common commitment to the potential value of dialogue with people who are
different’ (Rampton 1997: 14). And taking up what some will regard as an extreme
position: ‘critical applied linguistics ... opens up a whole new array of questions and
concerns, issues such as identity, sexuality, access, ethics, disparity, difference, desire,
or the reproduction of Otherness that have hitherto not been considered as concerns
related to applied linguistics’ (Pennycook 2004: 803—4).

What most introductions and collections try to do is to use applied linguistics
concerns and activities in order to illustrate and then analyse what applied linguistics
methods and purposes are (see for example van Els et al. 1984, Davies et al. 1999,
Spolsky 1999, Schmitt 2002, Cook 2003, Davies and Elder 2004, Sealey and Carter
2004, Kaplan and Baldauf 2005). This is the approach by ostensive definition: if you
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want to know about applied linguistics, ‘look around you’ (as the inscription on
Wren’s memorial in St Paul’s Cathedral exhorts). Extreme versions of this approach
can be found in Rampton (1997), postgraduate courses which operate as @ /a carte
and even the anti-arguments of Pennycook (2004). The trouble with such views is
that they offer no help in constructing introductory syllabuses in applied linguistics
for initiates and they lack clarity as to how a determination can be made on those
initiates’ success in demonstrating that they should be admitted to the profession.

The ostensive view is defended by Spolsky:

the definition of a field can reasonably be explored by looking at the professionals
involved in its study ... Applied Linguistics [is now] a cover term for a sizeable
group of semi-autonomous disciplines, each dividing its parentage and allegiances
between the formal study of language and other relevant fields, and each working
to develop its own methodologies and principles.

(Spolsky 2005: 36)

Robert Kaplan, founding editor of the Annual Review of Applied Linguistics, whose
career has been spent championing applied linguistics and whose Handbook (Kaplan
2005) has been followed by a Festschrift (Bruthiaux et al. 2005), has long been
concerned about the status of applied linguistics, convinced that what it had to offer
was not always understood or valued. This was a way of speculating about the nature
of applied linguistics.

Ostensive definitions are rejected by those who argue for a dictionary definition,
who maintain that there is, indeed, an applied linguistics core which should be
required of all those attempting the rize du passage. Widdowson, for example, argues
strongly for the coherence of applied linguistics, dismissing as illogical the com-
monly held view that applied linguistics is a gallimaufry, a coming-together in an ad
hoc way of different disciplines (Widdowson 2005). Cook agrees with Widdowson:
‘the task of applied linguistics is to mediate’ between linguistics and language use
(Cook 2003: 20).

Guy Cook defines applied linguistics as ‘the academic discipline concerned with
the relation of knowledge about language to decision making in the real world’ (ibid:
5). He recognises that ‘the scope of applied linguistics remains rather vague’ but
attempts to delimit its main areas of concern as consisting of language and education;
language, work and law; and language information and effect (ibid 7/8). Delimi-
tations of this kind are helpful, even if they remain contestable. What is important is
that applied linguistics is protected from the sneer that because language is
everywhere, applied linguistics is the science of everything. In the thirty-two
contributions to the Handbook of Applied Linguistics (Davies and Elder 2004) we
attempted to provide a wide coverage, ranging from an interest largely in language
itself (for example language descriptions, lexicography) to a concern for inter-
ventions in institutional language use (for example language maintenance, language
teacher education). In presenting the edited volume we offered an overall schema,
accepting that while there probably is a cline from the most theoretical to the most
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practical, our initial plan to oppose linguistics applied with applied linguistics
(Davies and Elder 2004) was not tenable.

Lexicography typically makes use of the ostensive approach in the sense that
inclusion in a dictionary provides an incremental defining of the area. This is
particularly the case with the glossary or encyclopedic type of dictionary which
describes the key terminology in an area of interest (for example politics, biology,
applied linguistics) and by doing so defines it. This is what I attempted in my
Glossary of Applied Linguistics (Davies 2005a), which offers an account of the field
but of course has all the weakness of being only one person’s view.

2 SOURCE AND TARGET

The urgent question mark against applied linguistics is this: just what is its source,
what exactly is being applied? If the interpretation of applied linguistics is very
narrow so that what is being applied is only linguistics, then because linguistics, like
other theoretical disciplines, deals with idealisations, it appears to have very little to
say about the language-related problems in what we call the real world. If applied
linguistics is interpreted very broadly, then it must concern itself with everything
to do with language. Neither position is tenable. Linguistics, it seems, must play
an important role in applied linguistics but by no means the only role. Applied
linguistics must also draw on psychology, sociology, education, measurement theory
and so on.

It may be that we shall gain a clearer picture of the nature of applied linguistics
if we turn our attention away from the source (what applied linguistics draws on) to
its target (what applied linguistics equips you to do). The target clearly cannot be
anything and everything to do with language. Corder’s solution (Corder 1973)
was to focus on language teaching, widely interpreted and therefore including, for
example, speech therapy, translation and language planning. Such narrowing of the
target still makes sense today, which is why most of the entries in the Glossary of
Applied Linguistics (Davies 2005a) have some connection with language teaching.
My reasoning is that it remains true that many of those who study applied linguistics
have been and will continue to be involved at some level in language teaching, which
is, after all, the largest profession involved in language studies. This is not to say, once
a language teacher always one: some, perhaps many, of those who engage with
applied linguistics move on to research, administration and so on. But in preparing
the Glossary I have found it helpful to provide myself with this constraint on what it
is we claim as applied linguistics.

What that means is that, while I accept Brumfits definition — ‘A working
definition of applied linguistics will then be the theoretical and empirical investi-
gation of real-world problems in which language is a central issue’ (Brumfit 1997b:
93) — I avoid the danger of the ‘science of everything’ position by targeting language
teaching, at the same time recognising that the world of language learning and
teaching is not an artificial world but one that must engage every day with Brumfits



4 An Introduction to Applied Linguistics

real-world problems. These real-world problems involve success and failure, ability
and disability, ethical, cultural and gender issues, technology and lack of resources,

the difficult and the simple, and the child and the adult.

3 LANGUAGE LEARNING

The journal Language Learning: A Journal of Applied Linguistics, published from the
University of Michigan, is an important chronicle of the development of applied
linguistics over the past sixty years (Catford 1998). In a 1993 editorial the journal
gave late recognition to the range of coverage beyond linguistics which applied
linguistics embraced. Such recognition is significant. Coming out of the tradition of
Charles Fries and Robert Lado at the University of Michigan, Language Learning,
founded in 1948, was ‘the first journal in the world to carry the term “applied
linguistics” in its title’ (Language Learning 1967:1). But by ‘applied linguistics’ what
was meant was the application of linguistics.

In the 1990s, the journal seems to have finally accepted a more catholic view.
The 1993 editors remark on ‘the wide range of foundation theories and research
methodologies now used to study language issues’ (Cumming 1993) and they state
that they intend to:

Encourage the submission of more manuscripts from (a) diverse disciplines,
including applications of methods and theories from linguistics, psycho-
linguistics, cognitive science, ethnography, ethnomethodology, sociolinguistics,
sociology, semiotics, educational inquiry and cultural or historical studies, to
address (b) fundamental issues in language learning, such as multilingualism,
language acquisition, second and foreign language education, literacy, culture,
cognition, pragmatics and intergroup relations.

However, the official recognition of ‘the wide range of foundation theories and
research methodologies now used to study language issues’ comes at a price. That
price is the abandoning of the term ‘applied linguistics’ as a sub-heading in the
journal’s title. The explanation for this removal is that its replacement title, Language
Learning: A Journal of Research in Language Studies, is now seen to be wider. What
the editor appears to have meant by this change of title is to declare his interpretation
of what applied linguistics is, knowing full well that the readers of the journal will
understand ‘a journal of research in language studies’ as a functional interpretation
of ‘applied linguistics’.

Getting rid of the label ‘applied linguistics’ has been widely canvassed, on the
grounds that it was the wrong term in the first place, introduced only to give
academic respectability to degrees, courses and departments. Such was the view
taken in the 1960s by the authors of the key text (Halliday, McIntosh and Strevens
1964). They recognised the oddity of the label ‘applied linguistics’ but seemed
prepared to live with it. The label was, they opined, misleading. It was misleading
because (at the time of writing) it excluded many activities of linguistics (for
example, machine translation, sociolinguistics) as well as activities which had a
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bearing on language teaching (for example psychology, educational theory). They
wrote: ‘the aim of courses in applied linguistics, such as are now available, for
example at Edinburgh, Leeds and London, is not to produce specialists in linguistics
and phonetics ... but to give a solid grounding in those aspects of these and other
subjects which lie behind the language class’ (ibid: 169).

In consequence, the label ‘applied linguistics’ was not used in the title of their
book: The Linguistics Sciences and Language Teaching. Shades of the Language
Learning unease about the term?

4 RESTRICTING THE SCOPE

The Edinburgh Course in Applied Linguistics (Allen and Corder 1973-5, Allen and
Davies 1977) did not have as a subtitle: ‘in language teaching’. It was taken for
granted in the 1960s and 1970s that applied linguistics was about language teaching.
That was Pit Corder’s view (Corder 1973) and at the time it mattered. It mattered
because after the Second World War the expansion of language teaching (especially
of English) revealed that many teachers and trainers and supervisors of teachers
lacked knowledge about language. That gap is what applied linguistics was set up to
fill. Over the next fifty years it became more likely that those entering teaching had
already studied aspects of linguistics. They no longer needed post-experience
knowledge of language. Linguistics had become mainstream. That was its success. At
the same time applied linguistics had also been successful. Its dedication to language
teaching had been remarked in other areas of language use, especially institutional
language use (Howatt 1984), leading to an explosion of applied linguistics training,
methodology and, perhaps above all, labelling in those other areas. Thus in the
Anniversary Issue of the ALAA Newsletter (January 2001: No. 44) we read of
developments over the past twenty years which ‘draw on a greater range of disciplines
in our research’ (Lewis 2001: 19): ‘applied linguistics is trying to resolve language-
based problems that people encounter in the real world” (Grabe 2001: 25); ‘Applied
Linguistics ... has undergone a significant broadening of its scope and now
contributes its theoretical perspectives to a range of areas’ (Baynham 2001: 26).

Of course, if the source of applied linguistics (the training, student curricula for
beginners) is generally agreed, there is no reason in principle why applied linguistics
should not take an interest in anything to do with language. That no doubt is the
position taken by a publisher such as Mouton de Gruyter by devoting a forty-five-
page brochure to its applied linguistics list. Applied linguistics, according to this
grouping, encompasses: Language Acquisition (L1 and L2), Psycho/Neuro-
linguistics, Language Teaching, Sociolinguistics, Humor Studies, Pragmatics,
Discourse Analysis/Rhetorics, Text/Processing/Translation, Computational
Linguistics — Machine Translation, Corpus Linguistics, Language Control/
Dialectology.
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5 ETAL SERIES AND APPLIED LINGUISTICS CURRICULA

Corder (1973) was well aware that in limiting the coverage of applied linguistics
to language teaching he was open to criticism. To some extent his defence was the
mirror image of the Language Learning change of name. There the rationale was that
the input was too undefined and therefore it was sensible to remove the label of
applied linguistics. Corder argues that it is the output or target that is without shape
and therefore it makes sense to limit the area of concern to one main object, that of
language teaching.

Spolsky (1978) has proposed a different solution, that is to limit the name of the
output to Corder’s area of concern and to call it ‘educational linguistics’, a proposal
he has put into action in his Concise Encylopedia of Educational Linguistics (Spolsky
1999 and Spolsky and Hult in press and see Chapter 4 below).

There are voices insisting that applied linguistics should fulfil a role wider than
language teaching (for example Kaplan 1980a). There is a seductive appeal in such
a view, an appeal which slips all too easily into a science of everything position.
M. Bloomfield appears to beckon to this:

This volume, then, concentrates on the human problems of language and tries to
identify some of them and so indicate what is being done about them. The rise
of ethnic consciousness and militancy as well as a general dissatisfaction with the
‘way things are’ have led to a new stress on what may be called applied linguistics
and the social dialect problems ... Problems of literacy, translation, bilingualism,
language teaching, language and nationalism, the role of dialects and so forth have
become urgent and some of our best minds have begun to turn towards these
matters.

(M. Bloomfield 1975: xviii)

What Bloomfield is suggesting is no different from what others (for example
Brumfit) have proposed but the magnitude of the responsibility he lays on applied
linguistics makes the modest scope proposed by Corder quite appealing.

The extent to which applied linguists see themselves as agents of change is
controversial (Pennycook 2001, Davies 2003b, Sealey and Carter 2004). As current
concerns with the ethics of the human sciences remind us, there is a tension for social
scientists between their role as objective students of society and as agents of change.
Such an opposition was noted in the 1960s in the area of cultural anthropology.
Commenting on the field, Margaret Mead wrote:

There is some difference at present between (a) those who would regard applied
anthropology as a profession for which anthropologists, in addition to a
theoretical education in some branch of anthropology, must be specially trained
and within which professional standards should prevail; and (b) those who
identify applied anthropology with a form of anthropological research which
either continuously or at some point becomes part of and affects, the process of
change which it studies. It must be stressed that either view involves a search for
values, rooted in the discipline of anthropology, which can guide the applied
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anthropologist in any use of his knowledge at any level of interaction in human
affairs.

(Mead 1964: 33)

The more involved with human affairs the scholar becomes, the more difficult it is,
as Mead argues, to resist the second alternative, which means that scientific
objectivity is no longer possible (Skutnabb-Kangas, Phillipson and Bannut 1994,
Searle 1995). Like applied cultural anthropology, applied linguistics has also felt
the tug of the particular and the urge to identify locally. We take up this dilemma in
Chapter 2 and again in Chapter 7 where I discuss critical discourse analysis and
critical applied linguistics.

A glossary, with all its limitations, is one way of defining the field. Another is to
survey the volumes that have followed the first edition of this Introduction to Applied
Linguistics in the series Edinburgh Textbooks in Applied Linguistics. Since 1999,
when ETAL 1 was published, eight volumes have appeared. These are, in order of
publication:

Teaching Literature in a Second Language (Brian Parkinson and Helen Reid
Thomas) 2000

Materials Evaluation and Design for Language Teaching (lan McGrath) 2002

The Social Turn in Second Language Acquisition (David Block) 2003

Language Assessment and Programme Evaluation (Brian Lynch) 2003

Linguistics and the Language of Translation (Kirsten Malmkjaer) 2005

Pragmatic Stylistics (Elizabeth Black) 2006

Language Planning and Education (Gibson Ferguson) 2006

Language and Politics (John Joseph) 2006

The idea throughout the series has been that an author should explore a problem area
of language use in which applied linguistics can take an informed position, informed
both by understanding of the context, widely interpreted, and of the language
involved. In addition, we attempted to link specialisms as a way of examining
our premise that there is a general field of applied linguistics which is not just an
agglomeration of unconnected interests. Let us look briefly at the eight volumes.

In the Preface to Teaching Literature in a Second Language, the authors write:

Although the book contains practical ideas, the emphasis is on principles rather
than on specific recipes or model lessons, and the aim is to inform teacher choice

rather than promote a particular method.
(Parkinson and Reid Thomas 2000: ix)

In his Materials Evaluation and Design for Language Teaching, McGrath maintains:

Those with a responsibility for the development and administration of language-
learning programmes in either educational or workplace settings will need little
persuading that materials evaluation and design, along with, for example, syllabus
design, learner assessment and the study of classroom processes are centrally
important applied-linguistic activities.

(McGrath 2002: 1)
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In The Social Turn in Second Language Acquisition, Block sets out to:

explore the extent to which Second Language acquisition researchers ... might
adopt a more interdisciplinary and socially informed approach to their research
[taking] a cue from recent debate about the present and future of applied
linguistics.

(Block 2003: 1)

Lynch’s purpose in Language Assessment and Programme Evaluation is to:

present the range of paradigms, perspectives, designs, purposes, methods, analyses
and approaches to validity and ethics that commonly define language assessment
and programme evaluation.

(Lynch 2003: vii)

Malmkjaer in Linguistics and the Language of Translation writes that the:

book is for students of translation, languages and linguistics who would like to
enhance their understanding of the relationships between translation studies and
linguistics — of how linguistics can be applied to the creation, description and
constructive criticism of translation.

(Malmkjaer 2005: ix)
Black attempts to show in Pragmatic Stylistics that:

Applied Linguistics can make a contribution to the study of literature ... The
ways in which we interpret ordinary language use are relevant to the ways in which
we interpret literary discourse — which is only the language of the time, written by
people who are more adept at manipulating its nuances than most of us. But I
shall try to show that we follow roughly the same procedures whether we are
listening to a friend, reading a newspaper or reading a literary work.

(Black 2006: 1)

Ferguson maintains in Language Planning and Education that his book:

is approached from an applied linguistics perspective, meaning that educational
concerns and the relationships of language planning to education feature
prominently ... [L]anguage planning/language policy is an interdisciplinary
field with a very wide scope, geographically as well as conceptually.

(Ferguson 2000: ix)

In his Language and Politics, Joseph writes that:

in the last decade, applied linguistics has abandoned the structuralist view of
language as a self-contained, neutral system, in favour of a conception of language
as political from top to bottom. This book examines the consequences of that
conceptual shift, as it draws together key topics including language choice,
linguistic correctness, (self-) censorship and hate speech, the performance of
ethnic and national identity in language, gender politics and ‘powerful’ language,
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rhetoric and propaganda, and changing conceptions of written language, driven
in part by technological advances.
(Joseph 2006: ix)

The socialisation of both the child and the adult is an acculturation process:
for the child, the initiating into the language and culture of the group, and for
the adult, the introducing into the responsibilities of being an adult within his or
her community. Independent actors engage in various domains, one of the most
important being that of work. Much of the professionalising process is made up of
acculturation into the shared knowledge and skills of the profession the initiate is
entering. This is the case of applied linguistics and a clue to the requirements made
of the neophyte can be found in the curricula of institutions offering qualifications
in applied linguistics. What these show (the sample surveyed including institutions
in Europe, the USA, Australia and Asia) is a degree of similarity. In the core
curriculum, all institutions required a course in linguistic analysis, over half in
research methods and again in sociolinguistics, and just under half in SLA and in
psycholinguistics. The options on offer, of which students were expected to take one,
two or three, ranged very widely, from statistics to translation. But in all cases, one
core or one option in each institution had the term ‘teaching’ in its title (TESOL,
Teacher Education and so on).

6 APPLIED FIELDS

The doubt as to its role and uncertainty as to its status that trouble applied
linguistics, along with its uneasy relationship with linguistics (theoretical or general),
may seem uniquely distressing to applied linguists but they are not uncommon
among the applied disciplines. Of the lack of status there is no doubt. Even the utility
of applied disciplines is called into account. The famous scientist T. H. Huxley
(known as Darwin’s Bulldog) asserted before the Cowper Commission of 1892 that
‘the primary business of the universities is with pure knowledge and pure art —
independent of all application to practice; with progress in culture not with increase
in wealth’ (Bibby 1956: 377).

It seems that ‘applied’ disciplines are still struggling for academic status. We see
this in an array of applied disciplines, for example, mathematics, physics, philosophy,
sociology, engineering and anthropology. In each case some criterion is appealed to
as making the distinction between the pure and the applied. In mathematics it
is proof. Pure mathematics, according to those who profess it, is what is proved.
Applied physics is marked by technological or practical use. Applied sociology relates
to the world of work outside academia. Applied engineering requires input from a
range of disciplines outside engineering. Applied anthropology makes a similar
point. It is defined as the elucidation of practical problems in, for example, the fields
of public health, clinical medicine and psychiatry (Barnard and Spencer 1996: 359).
It has its roots, Barnard and Spencer tell us, ‘in work on behalf of colonial
administrations but is now firmly established in contexts as diverse as development
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agencies, health education and social work, as well as work for private sector
corporations’ (ibid: 595-6).

Both applied engineering and applied anthropology, then, make the case for their
applied discipline in terms of the target. Whether these varied ‘applied” targets have
an influence on the training/education that is given is unclear but it seems reasonable
to assume there is no differentiation, certainly not at the undergraduate level. The
‘source’, that is the training provided, is the same. Where there is differentiation is
at the postgraduate level. A general undergraduate training/education is followed
by a range of specialisms. This assumes that the different specialisms can all draw
equally on the same preparation. To an extent, this explains the proliferation in
British universities of taught one-year Master’s degrees which can provide the variety
of specialist inputs (including in applied linguistics).

Applied linguistics began life in the 1950s as a postgraduate qualification. Its
initial target, largely language teaching, has always been practical, policy-oriented. Its
preparation at postgraduate level has been multidisciplinary and, as in mathematics,
there is a continuing tension between pure (general, theoretical) linguistics and
applied linguistics. It does not expect its conclusions to be buttressed with certainty
(and it is unclear whether theoretical linguistics or any other social science can expect
that, either). For applied linguistics, there is no finality: the problems such as how to
assess language proficiency, what is the optimum age to begin a second language,
what distinguishes native and non-native speakers, how we can treat memory loss,
these problems may find local and temporary solutions but the problems recur.
No doubt, once again, the same may be said of theoretical linguistics: whether all
grammars are fundamentally one grammar; what the relation is between the sign and
the referent; answers are partial, never final — the problems remain.

For the other applied subjects we have mentioned, it appears that those wishing
for an applied outcome are normally expected to have followed the general under-
graduate programme. This cannot be expected in applied linguistics, for two reason.
First, because in spite of the availability of undergraduate courses in general or
theoretical linguistics (or often just linguistics), it is normal to admit students to an
applied linguistics postgraduate course without that training. A degree is required
but often there is flexibility as to its area of study. The second reason, which probably
impacts on the first, is the centrality to applied linguistics of the English language
and of teaching English. The majority of entrants to an applied linguistics course will
still have first-hand experience of TEFL and that means that students, both native
and non-native English speakers, bring to their applied linguistics degree course their
awareness and understanding of the English language and their proficiency in it.
Nowadays, the insistence on previous practical language teaching experience may
well be relaxed in the case of a student who has other relevant experience, in
journalism, publishing, translating and so on. But in the majority of cases, experience
of teaching English or another language or both is still the norm.
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7 APPLIED LINGUISTICS THE UNMARKED FORM

The influence of English on the development of applied linguistics cannot be
exaggerated (Phillipson 1992). In the medieval university Latin played the same role.
In order to develop an educated work-force for whom Latin then (as English now)
was the lingua franca, training in Latin structure and in logic, discourse and trans-
lation was necessary. Hence the emphasis on grammar in the #ivium (an analogue of
which remains today in the Honours Moderations at Oxford University as the first
part of the degree of Literae Humaniores or classics). Should we regard that type of
interest as a form of applied linguistics? Would it perhaps be more accurate to see it
as a precursor of linguistics?

If that is accepted, then we could extend the argument, first by suggesting that
investigations (and teaching) are always prompted by socio-political and economic
imperatives, which in the middle ages demanded the provision of an educated
professional class of clerics and lawyers. That imperative, we might suggest, is
what drives speculation (‘pure research’) rather than the other way round. Applied
disciplines, it follows, develop in order to provide the necessary training in newly
emerging technical and professional occupations.

This again suggests that the relation between theoretical linguistics and applied
linguistics should place applied linguistics in the pole position. Applied linguistics
can then be seen to be the driver, with linguistics following behind to respond to the
practical questions applied linguistic raises, attempting to answer them and by doing
so widening its range of coverage. Take second language acquisition, now firmly
within theoretical linguistics but itself in origin a very practical study of error analysis
in TEFL; or critical discourse analysis and other areas of stylistics or LSPs, now
drawn into the wider study within sociolinguistics of language variation; or
translation a seriously practical pursuit and now slowly becoming absorbed into
comparative linguistics.

Of course, there are important and continuing distinctions between general or
theoretical linguistics and applied linguistics. They may be summarised by:

¢ the immediate and the distant, with applied linguistics concerned with the
former; and

¢ the need to expand to other disciplines because of the involvement of factors
outside the scope of language. Applied linguistics is clearly multi-factorial
in that in addition to linguistics, it draws on other disciplines, psychology,
sociology, education, politics and so on. Ironically, as has become clear in the
last period, linguistics also needs to do the same and cannot isolate itself from
the daily uses of language.

8 CONCLUSION

In this chapter I have considered recent attempts to define applied linguistics,
emphasising the importance of various ostensive methods of definition and
comparing the lack of clarity about applied linguistics to that of other applied
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disciplines. The chapter ends with the unorthodox suggestion that all linguistic scudy
is basically applied linguistics, with applied linguistics seeking out and working on
language problems which linguistics responds to by idealising and then analysing in
terms of current linguistic theory.



Chapter 2

Doing being applied linguists:
the importance of experience

‘T wanted to live deep and suck out all the marrow of life ... to drive life into a

corner and reduce it to its lowest terms, and, if it proved to be mean, why then to

get the whole and genuine meanness of it, and publish its meanness to the world;
or if it were sublime, to know it by experience.’

(H. D. Thoreau (1854), “Where I lived and what I lived for’,

in Walden, published in Writings (1906), vol. 2, p. 101)

1 INTRODUCTION

Chapter 2 begins with a brief discussion of the importance of individual experience
in applied linguistics and on its drawbacks. I then illustrate the variety of language
problems addressed by applied linguists by reference to seven case studies. Finally,
four pairs of study areas are described in order to illustrate the range of research and
development work in applied linguistics.

2 INDIVIDUAL EXPERIENCE

In Chapter 2 I examine some applied linguists’ work in order to gain an under-
standing of the problem-based need for applied linguistics, its purpose and the skills
it draws on. I want to suggest that [
EEEEEE S Thisof
course is true of all professionals but is likely to be a stronger influence in a discipline
which reifies language practices rather than, as linguistics does, language.

The importance of personal experience of institutional language problems
becomes very clear in teaching applied linguistics. Those who have taught applied
linguistics at both postgraduate and undergraduate levels will be aware how hard it
is to give an undergraduate class the language-teaching (or other language pro-
fessional) experience which they normally lack; as a result we may wonder whether
applied linguistics is teachable at the undergraduate level. We often find that post-
experience graduates meet us half way. They bring their own experience, their
intuition about language problems and are ready for the courses we offer; they want
to find their experience illuminated. Undergraduates do, of course, have experience
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of their own language learning, but they are unlikely to have reflected on that learn-
ing, to understand what it is that needs illuminating, they have not recognised the

problems for which we may discuss explanations. (I

The link between reflective personal experience and instruction from others is
the message of George Fox’s account of his own spiritual quest. Fox, the founder of
Quakerism, wrote in his journal:

Now after I had received that opening from the Lord that to be bred at Oxford or
Cambridge was not sufficient to fit a man to be a Minister of Christ, I regarded
the priests less and looked more after the dissenting people ... I saw there was
none among them all that could speak to my condition ... I heard a voice which
said, “There is one, even Christ Jesus, that can speak to thy condition’, and when
I heard it my heart did leap for joy ... Thus, when God doth work, who shall let
it? And this I knew experimentally.

(Nickells 1975: 11)

The Oxford English Dictionary still allows ‘experientially’ (in the light of experi-
ence) as one of the meanings of ‘experimentally’. Fox’s point is that he is rejecting
scholastic theology (or as we might say theory) in favour of personal experience. It is
not statements about God, however systematic they may be, that matter but personal
experience.

However, relying wholly on experience brings its own problems. First, (0

the purpose of the religious intermediary such as a
priest is to provide a necessary check on enthusiasm and a correction to delusion and
at the same time to offer a framework within which individual experience can be
understood. This framework was provided in Fox’s case by ensuring that there was
always a group judgement to provide an interpretation of individual experience.

Second, even this community re-interpretation was eventually found wanting,
in part no doubt because it could not cope with the inevitable tendencies towards
populism and anomie.

Applied linguistics may seem a long way from Quakerism but the insistence
on As we shall see, again like
Quakerism, applied linguistics has found its own need for theorising,.

c—
G Whardo

applied linguists do? That is the central theme of this chapter.

But first I want to consider the question in the light of my own experience. In
1962 I came back to the UK after a four-year period as an English teacher in a
Kenyan secondary school, where English was the medium of instruction. I had
gone there after some years teaching English in England and had had no training
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whatsoever in teaching English as a Foreign/Second Language. My four years were
disturbing and informing. They made me aware of language teaching and language
learning and conscious of my own inadequacy. In particular, I observed that the
African students I was teaching were weak in advanced reading techniques (as I
later came to call them); they could not summarise, they could not understand
moderately difficult texts; they could not write coherently; and above all they lacked
awareness of the cultural background on which much of their reading depended.
Contrariwise, it scemed to me that the demands made on the students, their
examinations, were unrealistic, though against the background I had come from and
in the institutional context in which they studied, those demands were under-
standable. In essence, they were no different from those of the native speaker. (8

). The examinations my students presented for were, I thought, unfair.
(Later T would call them invalid.) It seemed that others thought the same since,
during my stay in Kenya, Makerere University College (at the time the only
university-level institution in East Africa) decided it would no longer require a pass
in English language for entrance, on the observable grounds that many able students
(passing well in science subjects, for example, all in the medium of English) were
failing in the English language examination.

I came back to the UK looking for informed advice. At the time I might have said
I wanted a solution to the problems I had met: problems of inadequacy in myself, in
my students and in the system. I looked first in a university English department but
soon found that they could not understand the problem I found it hard to articulate.
A university education department was more helpful in putting me in the way of
a partial solution by setting me the task of (and giving me the facilities for) con-
structing an English language test for one level of proficiency in English as a Second
Language.

What I needed, I came to think, and still think, was not a solution to the problems
of second-language teaching, but an explanation or (perhaps we should not avoid the
word) a theory. Explanation is a torch-like term, we tend not to question it, though
in real life we are aware of how infinitely regressive explanation can be. What I was
looking for was some coherent view (or even views) on language and language
development.

Shortly afterwards, I was appointed to the staff of the Department of Applied
Linguistics in the University of Edinburgh. And no, I did not find solutions. Nor did
I find #he explanation, but I did find an atmosphere in which language was discussed
in ways that I have found helpful. And I am not alone in this. My experience is not
unlike that of many of the graduate students who come to Applied Linguistics
courses every year with ‘problems’ to which they want solutions.
What they also find among their
teachers and fellow-students is a community they can identify with, which shares a
common language in which they can make sense of their individual experience and
which provides a discourse framework.
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This is both releasing personally
and effective academically because it permits objectivity. And in its turn objectivity
clears the way for the kind of theorising which illuminates experience and is changed
by it.

3 INSTITUTIONAL APPLIED LINGUISTICS

Instead of trying to define applied linguistics, it is instructive to look at what
is actually going on institutionally. Applied Linguistics defines itself by actions
rather than by definitions. The International Association of Applied Linguistics
(commonly referred to as AILA, the acronym of its French name, Association
Internationale de Linguistique Appliquée), for example, constantly runs into this
definition problem and equally constantly avoids it by refusing to be tied down. So
what does AILA do? The former scientific commissions have been disbanded and
succeeded by Research Networks. In 2007 these included:

* Applied linguistics and literacy in Africa and the Diaspora
* Content and language integrated learning
* Discourse analysis

* Language and migration

* Language in the media

* Language policy

¢ Learner autonomy in language learning

* Muldlingualism at the workplace

* Muldlingualism: acquisition and use

* Standard language education

* Task complexity

* Translating and interpreting

Of course not all these commissions are active, and of course a good deal is omitted.
But this open-ended list is a better definition than any sentential definition. Its
danger is that it leads to an anything linguistics, in which any kind of activity
remotely connected with language can be brought under the applied linguistics
umbrella. That is both otiose and unscholarly.

Some steady view then is necessary and this must surely now mean an appeal
to theory. New academic disciplines, like new religions, may manage without a
theoretical base: just as Fox and his early followers found their own experience
adequate so did the founding applied linguists. But later applied linguists like

later Quakers, removed from the original inspiration,
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4 SEVEN CASE STUDIES

I turn now to seven case studies so as to provide an illustration of the range of
activities that applied linguists are involved in. They will serve as an indication of the
extent to which we think of applied linguistics as a coherent discipline rather than as
a collection of unconnected language projects. The examples I have chosen are:

language-programme evaluation;
literacy acquisition;

pedagogical grammar;

workplace communication;

language and identity;

assessing English as alingua francaj and
7. critical pedagogy.

A N

What these examples illustrate is that projects in applied linguistics typically present
as ‘problems’ for which explanations are desired, explanations which allow the re-
searcher and teacher to make sense. (This of course takes us very close to our earlier
discussion about the eventual need for theory: theory in macrocosm becomes
explanation in microcosm.)

The case study, ‘critical pedagogy’, offers a problem of a different kind in that
it represents an alternative applied linguistics, known as

). It does this in two ways, first by offering a critique of traditional applied

linguistics (as represented, for example, in the first six case studies in this chapter);
and second, by exemplifying one way of doing CAL, namely critical pedagogy. I shall
suggest in Chapter 6 that CAL may represent an ethical response to traditional
applied linguistics; then in Chapter 7 I look more closely at the origins of CAL and
the claims it makes.

4.1 Language-programme evaluation

Accountability has traditionally been left to professionals to determine for them-
selves. It has been manifested through such stakeholder satisfaction criteria as client
numbers, student successes on examinations and in employment, earnings and
reputation. Such amorphous criteria are no longer acceptable. For the sake of the
stakeholders and to make the participants better informed, as well as to improve the
activity if repeated, language-programme evaluation is now widely practised. What
it does is to determine to what extent the project/programme is meeting the original
blue-print, to examine the changes brought about by the project/programme, and
to question the extent to which this type of project is generalisable and should be
generalisable. Was it worthwhile? Can we generalise to other situations?

In 1990 Jacob Tharu, of Hyderabad CIEFL, and I carried out an evaluation study
of four projects in South India (Davies 1991b). The evaluation was concerned with
externally funded English-language teaching (ELT) projects in tertiary institutions.
The funding source was the British Government, through its Overseas Develop-
ment Administration (ODA) and the British Council (BC) under the Key English
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Language Teaching (KELT) scheme. All four projects were (untypically for KELT)
short term and made use of a two-way relationship between the (British) consultant’s
home institution and the Indian receiving institution, following a pattern of two-
way visits over three to four years. The purpose of the evaluation was to determine
what success such a project using short-term consultancies had had and to consider
whether or not such a model could be applied in other developmental situations.

These four projects, institutionally separate from one another, were all concerned
with curriculum change. Our terms of reference were as follows:

1. the overall design of the projects and their relevance to the Indian situation;

2. the effectiveness of the UK consultancies and of local input/support;

3. the appropriateness of materials produced and their usefulness to the target
audience;

4. the extendibility of the ELT materials to other situations in India;

the changes that were brought about as a result of the project; and

N

6. the extent to which local expertise could take over and sustain the work of the
project.

The four projects were based in:

Anna University, Madras (English Department)

Kerala University, Trivandrum (Institute of English)

Indian Institute of Science, Bangalore (Foreign Languages Section)
Osmania University, Hyderabad (English Department and ELT Centre)

The range of undergraduate/postgraduate, compulsory/special, full-time/part-
time, general/specific, large/small departments against an underlying policy of cur-
riculum change compelled us to consider urgently the need to generalise beyond the
context of any one setting.

What became clear early on was the difficulty of determining any single criterion
of project success, thereby supporting views widely expressed in the literature (e.g.
Brumfit 1983; Kennedy 1989; Weir and Roberts 1994; Baldauf and Kaplan 1998).
Success in a project may be achieved in a variety of ways and depends on a com-
bination of factors, such as context and personal interactions, not all of which are
manipulable. For that reason we were less concerned with analysis of past achieve-
ment and more concerned with diagnosis of project experience so as to inform future
policy.

We decided on four criteria for determining success of a project: product, teacher
development, sustainability and extendibility. By product we meant some public
expression of a project outcome. At its most informal such a public expression could
be a circulated syllabus document; at its most formal a published textbook. What we
looked for was some product indicative of project completion; we did not attempt
to estimate the professional quality of the product.

Teacher development, the second criterion, is essential to the continuation of an
institution. And while the language-teaching profession may be more concerned
with research output, administrators are probably more well disposed to the pro-
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fessionalism of their institution’s teaching staff. We determined on a number of
indicators to show professional development, such as recognition of the necessary
link between materials and methodology, appointment as consultants to other
institutions, stated intention to update their materials.

Sustainability has to do with the ability and willingness to continue without the
support of the consultant. We decided on indicators such as: being responsive to the
need to change aims while the project was still ongoing, team cohesion shown by a
strong sense of professional interaction and a sense of ownership of the project.

Extendibility concerns the relevance of a project to other contexts and therefore is
determined by indicators such as an understanding at a theoretical level among the
project team members of why they did what they did in the project, an awareness by
professionals in other institutions of the seriousness of the project, and a capacity by
the project staff to continue as a research team and mount new projects on their own,
not simply continue the existing project.

We considered that in addition to these four project outcomes it was also
necessary to take account of a set of pre-conditions and of inputs during the life of
the project. In this way we developed a model for project evaluation which would
permit both generalisability across KELT activities (and no doubt others too) and at
the same time allow for some measure of prediction of likely success based on the
presence of the pre-conditions and the amount of input during the project.

. What makes their contribution special,
that is an applied-linguistics contribution, is in my view that they bring to the evalu-
ation a readiness to generalise through model-making, as I have tried to illustrate in
this abbreviated account of the study Tharu and I carried out in South India in 1990.

4.2 Literacy acquisition

In addition to critical (and sometimes sceptical) comment on current received
opinion on language learning and teaching issues, applied linguistics also contributes
its careful reading of published results in these fields. The study that is now briefly
described, the critical literature review of biliteracy illustrates the applied-linguistic
contribution to the ongoing debate on literacy in education.

As part of a project investigating schooled literacy in the second language (in this
case, English in Australia for speakers of other languages) a critical literature review
from an applied linguistic perspective was commissioned (BIP 1997). Given the
prevailing view among English as a Second Language (ESL) practitioners of the need
to establish prior literacy in the first language (L1), it was important to sift the pub-
lished evidence carefully. '

During the twentieth century, literacy has broadened itscope beyond reading
and writing. The term ‘multiple literacies” expresses one type of broadening by vali-
dating often unacknowledged skilled language practices. A plausible interpretation
of the broadening to more and more domains is that literacy has extended its
province from the apparently straightforward sense of learning the skills of reading
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and writing to the more all embracing sense of the demands of contemporary
education. According to this interpretation,

What this means, of course, is that traditional ideas of schooling
have also adapted so as to incorporate these wider demands. Surprisingly, therefore,
literacy and schooling are still in step with one another. Just as schooling used to
mean becoming literate in reading and writing, so present-day literacy means being
schooled in multiple literacies.

Much of the discussion about becoming literate, both in the narrower sense
of acquiring reading and writing skills, and in the broader sense of schooling,
emphasises the ‘rules of the game’ aspect, that is seeing (and accepting) what it’s for
(where ‘it’ encompasses reading/writing and schooling).

discussions of the relationship

between the L1 and the L2, the consensus seems to be that since literacy skills
transfer from L1 to L2, L1 literacy should be taught prior to, or simultaneously with,
L2 literacy.

There is a weak version of this view and a strong version. The weak version states
that for full L2 literacy development it is desirable that there should be prior

adequate development in L1 lteracy, (I )

(0 Views such as these derive in part from the earlier work of Jim Cummins
(1984).
Those taking up the strong position emphasise one of two values of prior L1
literacy:

There is of course a sceptical view. That is that what is needed to acquire literacy
in an L2 such as English is more and better instruction in that L2, in this case
English. The underlying argument here is that there is no general connection
between L2 literacy and the L1 and that a case-by-case approach should be taken
when considering policy. School success, it is pointed out, depends on a number of
factors, including attitude to schooling. In the morass of individual variation the
school turns out to be uniquely powerful. What this suggests is that the good school
can make all the difference to the acquisition of literacy in an L2, while the bad
school can jeopardise the L2 students chances. No surprise there! Interestingly, of
course,
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If there is a moral to the study of schooling in a second language, it is that there

is no homogeneity, except for the school. Languages differ, learners differ, contexts of
learning differ, and the L1-L2 relationship differs. It is incumbent on researchers and

teachers therefore to take account of previous learning and at the same time not
to assume that all previous learning in the L1 is necessarily what matters most for
subsequent learning in the L2.

4.3 Pedagogical grammar

C ) A pedagogic grammar

might be based on:

1. a grammatical analysis and description of the language;

2. a particular grammatical theory; and

3. the study of the grammatical problems of learners or on a combination of
approaches.

Pedagogical grammars can be distinguished from analytical grammars. (S0

An analytical
grammar attempts to account formally and logically for the structure of a language
without reference to pedagogy, sequencing, levels of difficulty, or ease of explanation.

Few analytical grammars are suitable for pedagogy but developments in gener-
ative grammar, including case grammar, generative semantic models of language and
accounts of linguistic discourse, indicate a renewal of interest in language as it is
actually used in human interaction. Such grammars are therefore much more rel-
evant to language learning and language teaching because they are less abstract than
previous generative grammars. However, even these less abstract, more communi-
cative grammars are still not intended to be pedagogic in the sense in which we are
using the term, since the purpose of a pedagogic arrangement for a grammar is to
afford the students tightly controlled practice in writing sentences and thereby to
locate the source of their own writing errors. The successful textbook employing a
pedagogical grammar approach will ensure that the items and exercises are arranged
so as to promote understanding of the ways in which different grammatical devices
combine with context so as to allow the writer (and speaker) to express the variety of
intended meanings.

A pedagogical grammar therefore needs to be distinguished both from an analytic
grammar and from other types of textbook. It differs from an analytic grammar

in terms of purpose, which is to teach the language rather than about the language.
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It differs from other types of textbook in terms of organisation, in that it is arranged
on pedagogical principles.

Using the technique of pedagogical grammar in response to a language problem
facing him in designing communicative language teaching materials, Keith Mitchell
(1990) describes his attempt to produce a description which anticipates learners
communicative needs ‘by adopting meaning and use — semantics and pragmatics —
rather than grammatical structure as its main principle of classification’ (1990: 52).

Mitchell explains why Jespersen’s analysis of the English comparative was in-
adequate (while praising him for his far-sighted approach to language teaching,
anticipating communicative ideas sixty years before they became fashionable). In
doing so he demonstrates why the classic analysis which claimed that the following
two sentences are equivalent in meaning was wrong:

1. Mary is as tall as her father.
2. Mary and her father are identical in height.

Mitchell points out that they are not equivalent because (1) means that Mary is either
equal to her father in height or taller, while (2) means only that she is equal to her
father in height.

Mitchell’s analysis ranges from the logic of comparative structure through seman-
tics and pragmatics to the lexicogrammatical possibilities inherent in the English
language. In general terms his argument concerns the different ways in which the
same concept may be expressed and at the same time the different but related con-
cepts that are expressed in similar ways.

Mitchell concludes that:

‘identity of degree’, together with ‘the average degree’ and ‘the ideal degree’ are
concepts that language users have not hitherto had much occasion to express,
witness the relative grammatical and/or lexical complexity of the devices that have
to be resorted to if one does want to express them. These can hardly be concepts
that play any great part in the everyday categorization of human experience,
otherwise speakers would have made it their business over the ages to ensure, as it
were, that language provided a straightforward means for giving expression to
them. It seems that when it comes to making comparisons quantifying properties
of things in the world around us we tend to perceive these primarily in terms of
differences, and even when we do perceive similarities we appear to like to leave
room for the possibility of difference ... It seems therefore that everyday language
operates with a much looser and more ambivalent concept of ‘equality’ than does
mathematics.

(1990: 70)

Let us remind ourselves of Mitchell’s purpose in dealing with this language
problem, namely the design of a communicative-pedagogical description of English
which would meet the needs of the syllabus designer and the materials writer. What
he has reported on is clearly a small part of a larger task. In other words the ‘problem’
of how to teach learners how to express comparisons in English is only a very small
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part of the larger ‘problem’ of how to enable learners to access the resources of the
English language.

But in this small-scale reporting what Mitchell succeeds in doing is to show
how questions of this kind require the applied linguist to bring together recurring
practical demands (how best to teach the language) with major theoretical issues
(how the language deploys itself in order to permit meanings to be expressed). This
particular engagement of theory and practice draws, it should be noted, more heavily
on linguistic theory than my first two examples of programme evaluation and
schooled literacy. The outcome of such an engagement is three-fold: it offers a
resource to the syllabus designer and textbook writer; it informs our understanding
of the ways in which pedagogy reflects learning and so assists with the theorising of
applied linguistics; and it informs our understanding of the grammatical resource of
the language and so has the potential to impact on linguistic theory itself.

4.4 Workplace communication

Away from education, the workplace is probably the major setting for necessary
communication. Typically, it is the migrant for whom communication at work
presents at the least misunderstandings and hostility and at the worst loss of job (or
failure to obtain one).

Those who work in settings which during the past twenty years have been the
research sites for studies of workplace discourse include doctors, psychologists,
commodity dealers and personnel managers.

(0 The problem for applied linguists who work in these settings is their
tendency to underestimate the complexity of working with non-language pro-
fessionals while avoiding being seen as both patronising and as irrelevant outsiders.

To be successful in these settings, applied linguistics needs ‘a set of conceptual and
analytic tools which are sensitive to the particular work contexts in which they work’.
Developing these tools is possible only by interaction between applied linguists and
field professionals, the ambition being to achieve the integration of theory with
practice (Roberts et al. 1997).

The 1979 film Crosstalk (Gumperz et al. 1979) set out to analyse and remedy
cross-cultural communication in the workplace, with particular reference to the
experience of Asian migrants in the UK. The film and its accompanying training
methods are based on the analysis of differential features in the English of Asian-born
speakers of English and in the English of UK-born speakers of English. What this

analysis shows is that there are distinct cultural conventions used to infer meaning
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and attitudes. Use of such features (on both sides) causes misunderstandings and
break-downs of communication:

It is at the level of grasping the overall significance of what is being said and of
drawing the correct inferences, that is of reading between the lines as to what
is really intended, that the Asian-English system and the English-English [com-
munication between two native speakers of British English] system of linguistic
signals for information and attitude differ most.

(ibid 1979: 9-10)

For example English-English people are confused by Asian-English lack of stress
patterns and by their wrong use of turn-taking, while Asian-English people are con-
fused by apologetic or polite and repetitive uses of English and by their appearance
of not listening to what is being said.

In for example a job interview in which an Asian is applying for a post as librarian
in a college, a number of ‘indirect’ questions were raised with the candidate concern-
ing his reasons for his interest in this particular job. The point of this type of question
was to determine whether the candidate saw the post for which he was being inter-
viewed as part of a strategy of careful career development. The candidate, however,
interpreted all questions of this sort as direct rather than indirect and therefore as
challenging his right to want a job at all. As a result he found this line of questioning
insulting.

The professionals involved in the interview were officials of the college where the
applicant sought employment. They were the Vice-Principal, the Head of Depart-
ment and the Chief Administrative Officer. The film and materials are based on the
combined analysis by these officials and the project applied linguists of the form and
purpose of typical job interviews and the ways in which these are linguistically
encoded.

4.5 Language and identity

In his Language and Identity: National, Ethnic, Religious John Joseph (2004a)
attempts to show that language and identity:

are ultimately inseparable ... Thinking about language and identity ought to
improve our understanding of who we are in our own eyes and in other people’s,
and consequently it should deepen our comprehension of social interaction. Each
of us, after all, is engaged with language in a lifelong project of constructing who
we are, and who everyone is that we meet, or whose utterances we simply hear or
read

(Joseph 2004a: 13, 14)

To illustrate his argument. Joseph offers two case studies, one of Hong Kong, the
other of Lebanon. There he shows how the position of French has changed:

In the Ottoman period ... anyone who knew French ... was an educated
Christian, and more specifically a Maronite or Roman Catholic. Anyone who
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knew English was likely to be an educated Muslim (probably Druze) or Orthodox
Christian (probably Greek) ... Under the French mandate ... knowledge of
French spread ... [I]n the case of Muslim girls, it ... quadrupled.

(ibid: 197-8)

Since the start of the civil war in the 1970s, the status of French has declined.
Arabic asserted itself as the marker of Lebanese identity and this continued until
about 2000 when the Israelis withdrew from southern Lebanon. The Syrians were
also supposed to withdraw from the rest of Lebanon but did not do so. Maronites,
who before 2000 had asserted that Arabic was the real language of Lebanon, now
responded to the question: ‘what language is spoken in Lebanon?” with the answer:
‘French’. Maronite identity was no longer attached to Arabic solidarity across the
Middle East. Beleaguered Christians now saw their identity as European not as Arab.

‘Language,” concludes Joseph, ‘in the sense of what a particular person says or
writes ... is central to individual identity. It inscribes the person within national
and other corporate identities, including establishing the person’s rank within the
identity’ (ibid: 225). Joseph qualifies Benedict Arnold’s thesis of the ‘imagined
community’. Yes, Joseph maintains, national languages do shape individual identities
but also ‘national identities shape national languages’ (ibid 13).

4.6 Assessing English as a lingua franca
One of the by-products of the global spread of English in the second half of the

twentieth century is the lingua franca phenomenon. Like other imperial languages
before it, English has taken on the role of world language but the variety of English
used widely among non-native speakers of English (NNS) is, claims Barbara
Seidlhofer (2001), not English but English as a lingua franca (ELF). It is, she claims,
a new international variety for which empirical evidence exits in the Vienna—Oxford
corpus of ELF, that is English used among NNSs (in Europe) professionally rather
than personally. Catherine Elder and I were invited to consider the possibilities of
assessing such a code. Our contribution is now published (Elder and Davies 2006).
We argued that the development of tests cannot take place while there is uncertainty
as to the norms of ELE And when ELF norms reach the point of being structurally
stable enough for codification purposes and hence operationalisable in the form
of language tests, they would then have the power to disenfranchise non-‘standard’
speakers of ELE much as current tests of standard English do.

Our conclusion was not optimistic. We accepted the good intent of those
involved with ELF but considered that ‘what is currently a proposal for legit-
imization of non standardness and affirmation of NN identity could risk becoming
a new monolithic standard with all the attendant consequences for those lacking the
command of the code’. Of course, if we accept Joseph’s expansion to Arnold’s
‘imagined communities’ (see 4.5 above) then the very existence of ELF as a
NNS-NNS vehicle of communication demonstrates the possibility that a national
language can shape national identity, in addition to the reverse process.
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For applied linguistics, the ELF project is further evidence for the importance of
reducing emphasis in language tests on the linguistics code which can, after all, offer
only partial explanations for the communicative phenomena we try hard to capture
in our tests and further refinements in our understanding of the pragmatics of

particular intercultural and cross-cultural encounters. Furthermore, (I

4.7 Critical pedagogy

This last example differs from those previously described in that it reports a general
approach rather than a project grappling with a specific issue. The approach is indeed
so general that it offers an alternative way of doing applied linguistics and in Chapter 6
we look at examples 1 to 6 from this alternative point of view. But in addition
to permeating the whole field of applied linguistics, critical pedagogy (itself an
aspect of critical applied linguistics) is a project in itself since it occupies space for
both teachers and students of applied linguistics in their studying and in their
research.

As such it places the onus of
action firmly on the subject, in this case the learner, student, reader. Alastair Penny-
cook (1994a) describes the approach in his Chapter 9 (“Towards a critical pedagogy
for teaching English as a worldly language’). He takes as his point of departure: ‘it is
impossible to separate English from its many contexts and thus a key tenet of the
discourse of English as an International Language — that it is possible to “just teach
the language” — is equally untenable’ (Pennycook 1994a: 295).

Pennycook is concerned to make clear that he is not proposing a prescriptive
set of teaching practices; what he is doing is ‘to lay out some general concerns in

developing critical pedagogies of English’ (ibid: 300). (s
(e

Pennycook emphasises the importance of ‘voice’ which is used to refer to ‘a con-
tested space of language use as social practice ... (it) suggests a pedagogy that starts
with the concerns of the students, not in some vapid, humanist “student-centered”
approach that requires students to express their “inner feelings”, but rather through
an exploration of students” histories and cultural locations, of the limitations and
possibilities presented by languages and discourses ... a critical practice in English
language teaching must start with ways of critically exploring students’ cultures,
knowledges and histories in ways that are both challenging and at the same time
affirming and supportive’ (ibid: 311).

As a specific instance of the working out of critical pedagogy, Pennycook reports
an experience when he was teaching English in China. He became aware that num-
bers of foreigners who purported to be teachers of English were in fact Christian
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missionaries. He decided that his students needed to be given the opportunity to
consider this situation:

In a course on ‘British and American culture’, a course that had always previously
consisted of lectures on the political and education systems, festivals and holidays
of the United States and the UK, I decided to add a section on American fun-
damentalism to the curriculum ... it was important to make available to my
students alternative readings of the United States that drew links between
fundamentalism and right-wing politics and showed how the vast expansion of
English language learning was being used by those who sought only to ‘convert
their students and preach their right-wing politics. The object here was to give my
students ways of thinking about connections between the language they were
so busily engaged in learning and other cultural and political complexes about
modernity, Christianity ... anti-abortion campaigns ... Chinese population prob-
lems and family policies, freedom of speech, and so on.

(ibid: 313-14)

Pennycook is at pains to point out that this approach does not detract from his
responsibilities to ensure his students’ ‘success’ as normally defined. He sets out his
creed:

I am suggesting that first, we need to make sure that students have access to those
standard forms of the language linked to social and economic prestige; second, we
need a good understanding of the status and possibilities presented by different
standards; third, we need to focus on those parts of language that are significant
in particular discourses; fourth, students need to be aware that those forms rep-
resent only one set of particular possibilities; and finally, students also need to be
encouraged to find ways of using the language that they feel are expressive of their
own needs and desires, to make their own readings of texts, to write, speak and
listen in forms of the language that emerge as they strive to find representations
of themselves and others that make sense to them, so that they can start to claim
and negotiate a voice in English.

(ibid: 317-18)

It is important to note that unlike those who argue the case for linguicism
(Phillipson 1992), Pennycook does not oppose the spread of English as long as it
is approached critically: ‘T believe that the spread of English, if dealt with critically,
may offer chances for cultural renewal and exchange around the world” (Pennycook

1994a: 325).

5 DEVELOPMENT AND RESEARCH IN APPLIED
LINGUISTICS

Finally in this chapter I want to consider examples of research and development work
in applied linguistics. I shall cite four representative study areas to illustrate how



28 An Introduction to Applied Linguistics

applied linguists set about investigating the language ‘problems’ they encounter. In
each case I shall discuss a developmental ‘project’ type approach and a research,
investigative approach. These approaches are rarely easy to distinguish and they
support one another, especially in an applied discipline. Nevertheless, the distinction
is worth making if only because in some areas (for example second-language
acquisition) the major thrust has been in research while in others (for example
language planning) most work has been in development.

The four areas are language assessment, language planning, language-teaching
curriculum and second language acquisition.

5.1 Language assessment
5.1.1 Development

The project described here (Elder 1997) exemplifies the real problem approach at the
heart of applied linguistics. We can represent the process thus:

1. there is a social problem which needs resolution;
2. an applied linguist is invited as consultant; and
3. asolution (not #he solution) is proposed.

In this case the problem was in education, not, as is so often the case, in English as a
foreign or second language, but in the teaching of so-called modern languages in an
English-speaking country, in this case Australia. There these languages are known as
LOTEs (languages other than English) and for historical and geographical reasons
(Australia’s immigration policies after the Second World War and its location in
the Asian-Pacific region) schools offer a very wide range of languages. In the State
of Victoria, for example, students have the choice (not of course in every school) of
some thirty-six different languages at the school-leaving examination, known as the
Victorian Certificate of Education (VCE).

Apart from English, the choice of subjects students may offer at VCE is open.
Performance on the ‘best four subjects’ of the VCE is used for university selection.
This is very competitive and operates on a points system, known as the Tertiary
Entrance Requirement (TER). In order to encourage the learning/teaching of
LOTEs, candidates offering a LOTE are given an extra 10 per cent. This of course
makes the selection of as LOTE attractive, at least for those who are good at
languages. And there’s the problem. Those who are ‘good at languages’ include
students who have started the LOTE in school from scratch and those with a
background in the LOTE from home exposure. These so-called ‘background’
speakers include on the one hand students from Italian and Greek migrant families
who may by now have been resident in Australia for several generations and who may
still maintain some use of the language at home. They also include students who at
the other extreme have recently arrived in Australia from, for example, Hong Kong,
Taiwan, Vietnam or Lebanon, where they may have already received some (possibly
all) of their education in the medium of the LOTE they are now offering at
VCE.
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Does this home use (home both in Australia and, for the more recent arrivals,
previous home in the country of origin) give them an advantage over those students
who are candidates for the same LOTE but who have no home use, no family
connection with the language, other than perhaps a parent who also studied the same
language when he or she was at school? The considered view of the authorities has
been that this does constitute an advantage for the so-called background speakers.
Such a view appears to make sense: if you have studied in Mandarin (for example)
for a number of years, you are already literate in the written script, you are familiar
with a large number of Chinese characters, then you would seem to have a serious
advantage over your peers (who may well be in the same class as you at school) who
have studied Chinese for perhaps six years, whose literacy is limited and whose
spoken Chinese is still formulaic.

For this reason those who declare themselves (on the basis of a questionnaire) to
be background speakers are penalised at the TER stage. This is in practice more
complicated since it is not that their TER is changed but that the university
admissions officers are permitted to boost the scores of those who are not back-
ground speakers.

This is obviously a language problem. [

(  questionnaire was designed, the results of which were used to separate

learners into four categories; reliability of designation was assured by multiple

ratings. The second contribution was, on the basis of these categories, to examine the
test results for bias. It was decided that if the tests were fair then background speakers

would have no special advantage. In the case of the Chinese students it was found

that they did. The question then was whether or not it was legitimate for them to
have this advantage. What emerged was that the results could be interpreted in
different ways depending on the point of departure, psychometric, educational or
socio-political. Psychometrically speaking the test was not fair and it was biased.
Educationally the test was fair, on the grounds that the background speakers did
know more. Socio-politically, the score adjustment procedure was very unfair since
ethnic minorities who were already disadvantaged because their English in many
cases was not native-like were now also being penalised for native-like LOTEs, of
which they were background speakers.

Applied linguistics in this project needed skill in devising a methodology for
collecting and analysing the data. It also needed knowledge of the bilingual LOTE
setting and an ability, based on experience and knowledge, to bring together the
different points of view, psychometric, educational and socio-political.

5.1.2 Research

The role of language-testing research as an activity of applied linguistics is to further

our understanding of language learning and illuminate the still uncharted space
of language use. I do not share the ambition of some applied linguists to map out

language use so that it becomes more and more systematised with its own rules of
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use. After all if that is what were eventually to happen then language use would be
more and more taken over by language form, yielding itself to control by the rules of
linguistics. That could eventually lead to a situation in which all language behaviour
and knowledge are rule-governed, with nothing left to chance or to spontaneity.
Because I am sceptical of this ambition, I am content with smaller successes, offering
partial and temporary understandings.

In the 1980s one of the key research issues in language assessment was that of the
so-called unitary competence hypothesis (UCH), or general language factor. This
hypothesis, advocated by among others John Oller (1983), stated that underlying all
language abilities was one primary factor, the general language factor. There was, of
course, a deliberate connection with the ‘g’ of intelligence tests. As it turned out this
hypothesis was eventually agreed to be too powerful, as Oller himself recognised.
Language ability was not unitary but binary or multifactorial. But if language was
not unitary, did that mean that there were separate abilities (and separate knowledges)
for different areas of language, known in various contexts as styles, registers, genres,
specific purposes, varieties, or rhetorics? The question of the separation of language
varieties, itself a special case of the larger language question of the discrete nature of
dialects and languages, is basic both to much practical language activity and to our
theoretical understanding of what makes up language use.

Language teaching and language assessment in recent years have concentrated
much of their efforts on the teaching and assessment of languages for specific
purposes (academic, professional, occupational, medical, legal, economic and so on).
Such work on English, known as English for Specific Purposes (ESP) took a directly
counter-position to that of the unitary competence hypothesis since it seemed
impossible that both could be upheld. With the abandonment of the unitary com-
petence hypothesis then, it seemed that the ESP difference proposal must prevail.
After all, are they not mirror-images of one another?

From an applied linguistics perspective this is not necessarily the case. It would
indeed be possible for both to fail: no UCH and no ESP. If a multiplicity of language
factors makes more sense of the evidence than does a unitary hypothesis, then it
might also be the case that the multiplicity does not refer to specific purposes, all
of which could be informed by one overriding purpose, but to (for example) more
internal personal factors such as gender, age and motivation and less external social
factors, such as professional academic and occupational purposes.

Research on the stability of specific purpose was initiated by Alderson and
Urquhart (1985). Three studies were carried out, all studies used English proficiency
tests but only in the third was the test the major investigation instrument:

Study 3 was conducted using parts of the British Council's ELTS [English
Language Testing Service] test, which contains specialised study skills modules
aimed at different content area groups, e.g. ‘Medicine’, ‘Life Sciences’. A student
sitting ELTS chooses whichever of these modules is appropriate to his course of
studies ... Three ELTS modules were used ... namely Social Studies, Technology
and General Academic.

(ibid: 196)
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Quite deliberately the design of the study was a test rather than an experiment.
There were two reasons for this. The first was that the tests were being used in a
functionally appropriate way and would be viewed by the candidates as tests rather
than as experiments. Artificiality was therefore somewhat controlled. The second
reason was that these ELTS tests are ‘social facts’. They are (or were in the mid-1980s)
used as part means of determining adequacy in English proficiency levels for overseas
students seeking admission to UK universities. Whether or not they are in themselves
adequate statements about distinct registers of English, they were used as if they
were. What the researchers did was straightforward, as so often good research is.
They administered the tests of different ESPs to different groups of candidates with
different kinds of ‘background knowledge’ who would normally have taken one of
the modules.

Drawing together their results from all three studies the researchers concluded
that ‘academic background can play an important role in test performance. However
the effect has not been shown to be consistent ... the studies have also shown the
need to take account of other factors such as linguistic consistency’ (ibid: 202).

But the most interesting conclusion they reach is the distinction they make
between direct and overview questions with relation to accessing the content area
under test. They report:

when these students were familiar with the content area, they were able to answer
direct and overview questions with equal ease; when this familiarity with the
content area was lacking they could still answer direct questions, but their ability
to answer overview questions was greatly reduced.

(ibid: 202)

Although they do not say so the implication of this finding is that background
knowledge matters: direct questions do not in themselves probe sufficiently into
background knowledge whereas overview questions do. That is why in some of the
comparisons they make there was no distinction on test results between groups who
had background knowledge and those who did not, because what was at stake was a
preponderance of direct questions.

This finding, properly muted though it is by the researchers, aware of the in-
adequacy of the tests themselves as valid representations of their content areas, does
in fact match the earlier research finding we referred to, that is that the unitary
competence hypothesis could not be supported. Similarly here what was indicated
by this research was that there are indeed real differences between language varieties.
The researchers carefully point to the need to distinguish between linguistic pro-
ficiency (which is the subject of their study) and linguistic competence. On the basis
of their study (and perhaps too in the unitary competence research) what is estab-
lished is that there are different proficiencies not that there are different competences.
As Alderson and Urquhart say: ‘the part played ... by linguistic competence ...
remains unknown’ (1985).
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5.2 Language planning
5.2.1 Development

Natural resources (deposits such as oil and minerals, water, fertile land and fisheries)
are at the disposal of states and subject to policies of various kinds. Populations are
also resources, their abilities and, through education, their qualifications and skills.
One such ability is the languages spoken in the community and those which the
community wishes to promote. Whether the community has an explicit view of its
language situation or not it will inevitably have a language policy which determines
such matters as which language(s) are to be recognised as the official language(s) of
the state, which languages are to be used as medium of instruction in schools, as the
medium of broadcasting, in the legal system and so on. Official intervention by the
state in some cases requires the institutionalising of a state body which oversees pre-
scriptive issues, bodies such as the Academie Francaise and the Malaysian National
Languages Board. Even where there is no such official state body there will be some
para-statal body (such as the BBC in the UK), publishing houses and newspapers
that shape attitude and emphasise norms. Further there will be a policy, again
explicit or not, indicating the official attitude towards minority languages used in the
community and determining which languages are to be taught as foreign languages
in schools. Such community (usually national) policies come under the general label
of language planning.

The need for a national language plan is acute in newly formed communities
which are faced with immediate decisions about which language(s) to select as the
official state language. Newly independent states in the 1950s, 1960s and 1970s were
faced with such a decision. In the main the majority chose to continue with the exist-
ing situation, which explains why so many former British colonies still use English
as their official language, however many other languages may be current within
their borders and however few nationals actually use English as their main means
of communication. Inertia, continuation of their British connection, scarcity of re-
sources to provide the necessary materials (textbooks and other reading materials) in
an indigenous language, unwillingness to compel a choice among the competitor
indigenous languages for selection as the new official language, reasons such as these
have tended to continue the language status quo.

While the need always exists for language planning on a small scale, such as which
languages to offer in a school curriculum over the next period, it is rare, even in the
newly emerging states mentioned above, to be given the opportunity to develop a
national language plan. Such an opportunity did arise in Australia in the 1980s
where Joe Lo Bianco was invited to develop a National Policy on Languages. Australia
was not a newly emerging state, but, like Canada which had some years earlier
produced its own national policy of bilingualism, Australia did need to come to
terms with its new multi-racial (and multilingual) population, following the large-
scale immigration of the 1950s. At the same time it needed to adjust to its geo-
economic reality of being a ‘European’ country in the Asian-Pacific region. And very
late in the day there was the abiding recognition of the injury to indigenous
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communities whose languages were dying if not dead. What was needed, it was
decided, was an informed view of the linguistic ecology of Australia which would
allow practical and ethical decisions to be made. This is a classic applied linguistics
problem since it required a balance of political, educational and linguistic under-
standing. Such a combination can be found in the report by Joe Lo Bianco published
in 1987 The National Policy on Languages.

The activity of language policy formulation is, writes the author:

known as language planning when explicit statements and programs are made
and enacted to respond to urgent problems of a linguistic nature. Choices and
priorities need to be made and set since language pervades all of public and private
life. The context means that the federal nature of Australia, consisting of at least
eight governments, influences the type of language planning possible in Australia.
Therefore it is necessary that broad statements with clear principles be enunciated
so that the language problems which face the country as a whole can be tackled at
the various relevant levels by the appropriate authorities.

(Lo Bianco 1987: 189)

The proposed policy is comprehensive and takes account of what are called the
‘language problems which confront Australia’. These, summarised, are:

English:
* inadequate past attempts to tackle illiteracy levels
* persistently high levels of inability to use/comprehend English among immi-
grants
* deficiencies in ESL for children

LOTEs:
* lack of take-up, especially among boys
* lack of recognition and use of migrant L1s
* decline of aboriginal languages

Also mentioned are the demands of tourism and the needs of interpreting and
translating. In both cases there is insufficient recognition of the needs and possible
opportunities.

The National Policy on Languages has been very influential in Australia. It is
probably the case that it would not have had the impact it has had without its over-
arching applied-linguistic vision.

5.2.2 Research

The distinction between Development and Research is not easy to make, but there
are differences. The essence of research is that it sets up a hypothesis (research
question) which it attempts to investigate. What a development does, on the other
hand, is to proceed on the basis of the best evidence available. The larger the enter-
prise, the more difficult it is to conduct research. The outcome of a research question
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can always be used to repeat the research in some revised mode. But if the enterprise
is a national or semi-national plan/policy there is little likelihood that repetition will
be possible. Development should of course draw on research findings and research
outcomes but with national plans there is inevitably a dearth of relevant research.
What can be done, as we saw with the Australian language policy, is to embed the
thinking behind the plan in the nexus of considerations, all of which will have their
own research to draw on.

Language planning — or language policy (Kachru 1981, Baldauf and Kaplan
1997, Ferguson 2006) — offers opportunities for research in applied linguistics, not
so much in its careful reporting of plans, maintenance, survival, shift and so on but
in its categorisation which permits methodical investigation. Ferguson’s diglossia
proposal (Ferguson 1959) and Stewarts functional language use idea (Stewart
1968) have been influential in language planning development. Here I want to refer
particularly to Einar Haugen’s 1966 essay on the relation between dialect and
standard language.

What Haugen succeeds in doing in this discussion is to explain both what stan-
dardisation means in terms of the language—society interface and at the same time
to provide a methodology for determining the extent to which a language code has
achieved the status of a standard language. Haugen offers a table which has been
much used and now underpins much of applied linguistic thinking about standard
languages; it has helped explain why standard languages are necessary (see Table 2.1).

Table 2.1 Aspects of Standardisation

Form Function
Society Selection Acceptance
Language Codification Elaboration

(Haugen 1966/1972: 110)

Haugen argues that all standard languages are dialects that have become accepted,
given status. (We can of course also say that they are dialects in power, dialects with
an army; but that is a negative view since it is equally true of other characteristics of
societies, from politeness to dress to housing and education, status tends towards the
more powerful.) This is why linguists say that all languages/dialects are equal: what
is meant is that potentially they are; it does not mean that they are equal socially. (It
is not wholly clear that they are equal even linguistically, certainly not in terms of,
for example, technical vocabulary, as we see when comparing Standard English with
an unwritten language at this point in time.)

How does a dialect become a standard language? Haugen charts its normal
progress (and it is its generalisability which makes his categorisation of theoretical
value):

The four aspects of language development ... isolated as crucial features in taking
the step from ‘dialect’ to ‘language’, from vernacular to standard, are as follows:
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(a) selection of norm, (b) codification of form, (c) elaboration of function, and
(d) acceptance by the community. The first two refer primarily to the form, the
last two to the function of language. The first and last are concerned with society,
the second and third with language. They form a matrix within which it should
be possible to discuss all the major problems of language and dialect in the life of
a nation.

(Haugen 1966/1972: 110)
Haugen’s terminology may need explanation:

1. Selection of form: one of the existing dialects is chosen for standardisation pur-
poses. The chosen dialect is likely to be the one spoken by the more powerful
and better educated groups living in or near the capital.

2. Codification of form: the selected dialect is provided with a written grammar
and a dictionary so that it can be used in official documents, taught in schools
and learnt by foreigners.

3. Elaboration of function: where necessary, ways of talking and writing about
technology and other developments needed for modern education and
commerce will be developed by an academy or language bureau. In the first
instance it may be necessary to borrow or invent vocabulary lists.

4. Acceptance by the community: neither codification nor elaboration will
succeed unless the community agree that the right dialect has been selected.

The relevance of Haugen’s work to applied linguistics is that it provides a method-
ology for examining language in use. It abstracts and theorises from actual language
data, the dialect continuum, the existence of standard languages, the decisions
by society as to which dialect to select for standardisation purposes. It is this
actualisation which gives it its robustness and which makes it an applied linguistic
endeavour. It is not linguistics alone, nor political science alone nor sociology alone.
It is the bringing together of these viewpoints to focus on a language problem in
society which allows us to call it applied linguistics.

5.3 Language-teaching curriculum
5.3.1 Development

The term ‘curriculum’ is used in its widest sense to include purpose and objectives as
well as content (or syllabus) and method (McGrath 2002). An explicit curriculum
can be seen as a statement of the means by which a set of objectives is to be achieved
and at the same time an operational definition of how we should understand those
objectives. Thus an English for Specific Purposes (ESP) curriculum (Douglas 2000)
will contain the content of a teaching programme, possible guidance on how to
present that programme and at the same time represent by its instantiation what is
meant by ESP.

The applied linguistics of curriculum studies may therefore be regarded as the
language teaching specialism, which N. S. Prabhu sees as ‘a matter of identifying,
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developing, and articulating particular perceptions of teaching and learning on the
one hand and seeking ways in which perceptions can be shared and sharpened
through professional debate in the teaching community on the other’ (1987: 107).

This definition is given in his account of the Communicational Teaching Project,
which he directed in southern India in the late 1970s and early 1980s. It was not,
Prabhu states ‘an attempt to prove a teaching method through controlled experimen-
tation ... it should not be looked on as a field trial or pilot study leading to a large-
scale implementation’ (ibid: 103). It was, he writes, ‘essentially an attempt to develop
a fresh perception of second language teaching and learning. It drew on a pedagogic
intuition arising from earlier experience, and deliberately sought further sustained
experience, both to test the strength of the intuition and to be able to articulate it in
the form of principles and procedures’ (ibid: 109).

The impetus for the project was a profound dissatisfaction with conventional
(English) language teaching in India, which has since the 1960s been of the structural-
drill type (Prabhu uses the name Structural-Oral-Situational or SOS). This itself was
an innovation on the earlier fashion of grammar—translation approaches. Since the
SOS innovation was hard won, opposition to Prabhu’s proposals for change was
fierce. What he maintained was that ‘the development of competence in a second
language requires not systematization of language inputs or maximization of planned
practice, but rather the creation of conditions in which learners engage in an effort
to cope with communication’ (ibid: 1).

Prabhu distinguishes sharply between his communicational competence and
communicative competence (see below), which he regards as the ability to achieve
social or situational appropriacy, as distinct from grammatical conformity. The focus
of his project therefore was not on communicative competence but ‘on grammatical
competence itself, which was hypothesized to develop in the course of meaning-
focused activity’ (ibid).

The philosophy behind the project is that learners are meaning seekers. Grammar
— competence — is best learnt through purposeful communication; the analogies used
at various times are, first, the child learning his or her mother tongue where learning
takes place through the search for meaning and not through formal instruction; and,
second, the learner (first- or second-language learner) engaged on a content task such
as a mathematics task. There, it was argued, the desire, the determination to solve the
mathematics problem is so strong that learners will assist one another to negotiate
their way to a solution. When tasks similar to a mathematics problem which use
language but which are not language focused are presented then the challenge to find
a solution will encourage language negotiation and hence language learning: learners
‘when focused on communication ... are able to deploy non-linguistic resources and,
as a result, not only achieve some degree of communication bug, in the process, some
new resources, however small, in the target language’ (ibid: 29).

In other words, language is best learnt when it is being used as a means not as
an end. This is a very nativist view and as might be expected met with opposition.
Researchers maintained that the project was not experimental, and educators
contested that the project, which was publicised as an innovation, could not be
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generalised to other contexts in India because those involved in implementing the
project were quite untypical of the majority of classroom teachers.

However, as we have seen, Prabhu always denied that his work was experimental
or indeed that in itself it was generalisable. He was not interested in revolutionising
English teaching in India. What he was interested in was to develop a fresh per-
ception of second-language learning. He argues that ‘pedagogic innovation ... may
be viewed as an act of renewing contact with innovation and re-interpreting experi-
ence through a fresh perception’ (ibid: 109).

Not experimental, not available to the majority of classroom teachers: these are
surely serious criticisms in spite of the disclaimers (Beretta 1990). Can a project that
has so little claim to permanent effect legitimately be regarded as applied linguistics?
If it is, is there a danger that critics will consider that applied linguistics is neither
scientific nor relevant?

My response is that with the caveats Prabhu has offered, his work is of interest to
applied linguistics because what it does is to elaborate our thinking about language
learning. As such it will certainly not revolutionise language teaching in India but it
may, as he very fairly observes, offer some insights, help us think again about our
normal practice. It is likely that the role of applied linguistics in curriculum develop-
ment is as much in offering new insights based, however distantly, on theoretical
underpinnings from other disciplines as in offering ways of changing practice and
method.

5.3.2 Research

Research in curriculum tends to be within one specific area, such as assessment,
pedagogic grammar, background knowledge or genre comparison, rather than
overall method or content or teaching. What has influenced curriculum have
been speculative ideas, given the status of theoretical models and therefore at least
potentially researchable. I think here of communicative competence (Canale and
Swain 1980), notions and functions (Wilkins 1994), the graded levels of achieve-
ment movement and its associated unit credit scheme (Clark 1987). In all cases what
is interesting is that they have each drawn on the fundamental idea of the centrality
of interpersonal communication in language learning (and therefore teaching).

As a source for curriculum innovation as well as for research, communicative
competence has been unparalleled since 1975. Its first in-depth discussion by Dell
Hymes took place, it is well to remember, at a Research Planning Conference on
Language Development among Disadvantaged Children and was a deliberate
counterblast to what Hymes regards as the over-narrow emphasis given by Chomsky
to linguistic competence:

The limitations of the perspective appear when the image of the unfolding,
mastering, fluent child is set beside the real children in our schools. The theory
must seem, if not irrelevant, then at best a doctrine of poignancy: poignant
because of the difference between what one imagines and what one sees; poignant
too because the theory, so powerful in its own realm, cannot on its terms cope
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with the difference. To cope with the realities of children as communicating
beings requires a theory within which sociocultural factors have an explicit and
constitutive role; and neither is the case.

(Hymes 1971)

Communicative competence is based on the notion of appropriacy, an attempt
to build a model for ‘the rules of language use without which grammar would be
useless’ (Pride and Holmes 1972: 278). Hymess powerful insight combined with
the trenchancy of his portrayal made possible major development and research in
applied linguistics, akin to the Restricted and Elaborated Codes proposed by Basil
Bernstein (1971) and the interlanguage hypothesis by Corder in the 1980s (Corder
1981). In sociolinguistics, in second-language acquisition, in curriculum design,
in language assessment, the construct of communicative competence has been of
major importance. Whether it has enabled us to do better (teach more effectively, for
example) is another matter. But as an explanatory device, illuminating what is done
and at the same time examining what it means, communicative competence is a good
example of applied linguistics as explanation and as inspiration.

5.4 Second-language acquisition
5.4.1 Development

The example selected to illustrate development in second-language acquisition
studies is that of the Lexical Frequency Profile, a measure of vocabulary in the writing
of second-language learners. As Laufer and Nation (1995) point out: ‘there has been
interest in such measures for two reasons — they can be used to help distinguish some
of the factors that affect the quality of a piece of writing, and they can be used to
examine the relationship between vocabulary knowledge and vocabulary use’ (ibid:
307 and see Laufer 2005).

The development of a computerised instrument can be seen as a response to the
common need to evaluate the role of vocabulary in language learning. It is likely that
the Laufer and Nation study builds upon the revival of interest in vocabulary among
second-language teachers. This revival — interestingly — represents a return to a more
traditional applied linguistics view of the importance of vocabulary as against the
centrality of grammar. At the same time, what vocabulary control indicates is a
concomitant awareness of genre, of those words that group together in a discrete
domain.

The Lexical Frequency Profile uses a frequency list against which to match the
vocabulary of the submitted written work. Profiles based on running texts of 200+
words have been shown to provide stable results. The measure is, it is claimed, valid
and reliable. Furthermore, the computer program allows for different frequency lists
to be used and it is therefore possible to produce a different profile for different
proficiency levels; the authors propose two different measures, one for less and one
for more proficient students.

The Lexical Frequency Profile appears to be a robust response to the need for



Doing being applied linguists 39

quick, reliable and valid estimations of writing proficiency and at the same time a
useful indicator of the role of vocabulary in language learning.

5.4.2 Research

Second/foreign-language learning and teaching is expensive and it is also very often
wasteful, in that many of those who embark on a course of instruction abandon it
before they have reached some useful take-off point. Whether there is an optimum
age to start learning a second/foreign language (see Chapter 4) is therefore of
considerable practical importance. It is also of theoretical importance because it bears
on the question of the critical or sensitive period (which takes place some time during
puberty) for engaging with a new cognitive load. Furthermore, it relates to our
understanding of what it means to be a native speaker (Davies 1991a, 2003). It is
assumed that only those exposed to a language in early childhood are native speakers
of that language. It is further assumed that if there is exposure to more than one
language during early childhood, then it is equally possible to be a native speaker of
more than one language. But later exposure, it is thought, cannot produce a native
speaker.

There are, of course, serious problems in defining a native speaker so narrowly —
for at least two reasons. The first is that there are indeed so-called exceptional learners
who start learning a second language in later life and who do somehow attain native-
like mastery, in some cases so perfect that their provenance cannot be distinguished
from that of a birthright native speaker. The second reason is that those birthright
native members differ among themselves. Not only do they have different accents,
they also have different grammars (Ross 1979), quite apart from their very different
control over performance skills in the language: in writing, speaking and so on.

However, the sensitive period position has been difficult to counter for second-
language acquisition, even thought its legitimacy properly belongs to the acquisition
of the first language. Birdsong (1992) has challenged the view that ultimate attain-
ment (native-speaker ability) is not possible for exceptional second-language
learners. Bialystok (1997) has shown that on the basis of her experiments it is not
only the exceptional learner who is capable of such attainment.

She accepts that ‘the general success of younger learners in acquiring a second
language is true’ (ibid: 133) but points out that the evidence does not therefore mean
that ‘this advantage is the reflection of a sensitive period in learning’ (ibid). She
rejects the casuistry of those who wish to add qualifications to the claim that a
second-language learner can become a native speaker: as she writes: ‘there either is a
maturational constraint on second language acquisition or there is not’ (ibid: 134).

And she concludes that it is not in fact only the exceptional learner who can
overcome the problems of reaching ultimate attainment after the sensitive period.
Indeed, it is quite a normal feat: ‘it is prudent to assume that successful second-
language acquisition remains a possibility for all those who have learnt a natural
language in childhood and can organize their lives to recreate some of the social,
educational and experiential advantages that children enjoy’ (ibid: 134).
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Research such as Bialystok’s is unlikely to have direct application to second-
language teaching. But that is of course not its purpose. And yet it belongs firmly
within applied linguistics since it takes a problem of language in use (or several
problems) such as what is the optimum age to start acquiring a second language,
what sort of attainment can be expected of a learner, whether native-speaker attain-
ment is possible, and so on. These are real problems and what research such as
Bialystok’s does is to investigate them, reflect on them and provide an explanatory
framework that may be used for later developmental studies.

6 CONCLUSION

In this chapter I have considered the kinds of language problems that applied
linguistics addresses. I have also discussed the marriage in applied linguistics of
practical experience and theoretical understanding, of developmental and of research
directions. In Chapter 3 we explore further the relation between the work of linguists
and applied linguists in relation to three areas of shared interest: language in
situation, language and gender and clinical linguistics. We discuss the distinct
triggers for their research questions as well as their investigative procedures and the
skills and knowledge they each draw on.



Chapter 3

Language and language practices

“Two Voices are there, one is of the sea,
One of the mountains; each a mighty Voice.’
(W. Wordsworth, “Thought of a Briton on the
subjugation of Switzerland’, 1807)

1 INTRODUCTION

The relation between linguistics and applied linguistics is explored in relation to areas
of shared interest. To highlight the distinction, I first consider the very different
approaches made by linguists and applied linguists to the way people use language,
what is often referred to as the study of language in situation. I then explore in some
detail two further areas, language and gender and clinical linguistics. An activity such
as clinical linguistics or language and gender may be practised by both linguists doing
their application and by applied linguists, and it is therefore important to consider
the distinct triggers for their research questions (which, in the case of the applied
linguist, are more likely to be institutional ‘problems’) as well as their investigative
procedures, the skills and knowledge they each draw on.

It is a commonplace that there are different ways of looking at the same ‘thing’. I
am not here referring to the issue of epistemic relativism (the idea that all referents
are socially constructed, that there is no thing-in-itself), which we have raised in
Chapter 2 and return to in Chapter 7. What I have in mind is that there can be
different views of the same phenomenon; it is not that the phenomenon is thought
not to exist or to be socially constructed in different ways but that it can be explained
variously, depending on the vantage point you take up. For example suicide, the
famous Durkheim phenomenon, has been of interest to both psychologists and
sociologists (as well as of course to those working in other disciplines, penologists,
medical researchers, theologians and so on): to the psychologist, suicide is of interest
because it is, as Durkheim himself said, the most individual of all actions. And it is
of interest to the sociologist because suicide is a social act, an act that denies all value
to the society where it occurs. The fact that rates of suicide and trends in suicide are,
as Durkheim showed, different across societies but stable within any one society
emphasises its societal significance.
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We might say, therefore, that what distinguishes psychology and sociology (at
least in part) is not that they are interested in different phenomena but that they have
different ways of addressing and explaining the same phenomena. Much the same is
true of history and political science or of physics and branches of engineering. And
the different ways of addressing and explaining, what we have also called differing
vantage points, have two faces, that is that both the looking towards the topic differs
and the looking away differ. This is particularly the case when one of the viewers
is practice oriented, as in engineering. Far more than in the psychology—sociology
opposition, here the whole purpose of the activity, of looking towards the phen-
omenon, is dedicated to looking away, back to the engineering ‘problem’ that the
engineer needs to solve.

Such multiple perspectives are common experience. The mother looks at her
successful grown-up son and feels maternal pride; the girlfriend looking at the same
person feels attraction; his employer is delighted that his confidence in the young
man’s abilities is being fulfilled; the sports coach sees unfulfilled athletic promise ...
and so on. These are all ‘true’ versions of the one person: what makes them different
is the purpose and the stance of the person who is observing.

We find the same variation in attending to language. The literary critic and the
grammarian may both look at the same historical text, the one seeing an early
example of a poetic genre, the other the key to an unsolved problem in the grammar
he or she is writing of that language. In the distinction we have drawn between
linguistics and applied linguistics there is the same difference of viewpoint.

The linguist will experience a discussion among elders in an Australian aboriginal
community, where only very few still speak the first language (L1), and will think of
vocabulary lists and informants to help to write a grammar. The applied linguist,
listening to the same discussion, will consider policy issues (should/can the language
be maintained?) and whether to advocate a bilingual programme in the schools
(English plus the local language) or an English-only programme. And if English
whether to recommend some use of aboriginal English (Baugh 2002), the equivalent
in Australia of North American ebonics (Green 2002).

2 LANGUAGE IN SITUATION

Both the linguist and the applied linguist concern themselves with so-called language
situations. By a language situation is meant an evaluation of the role of language in
a social setting: thus language as a medium of instruction in Canada; the main-
tenance of Welsh since 1960; English spoken by males and females in a middle- and
a working-class district of Melbourne; the role of Mandarin in Hong Kong since the
Chinese take-over; the interpreting and translating policy of the European Union;
the relation of language and religion in Indonesia. The approach of the two scholars
is likely to be very different. What the linguist is concerned with, above all, is either
the testing of a theory or the careful description of the detailed situation.

In a survey of the use of English in Melbourne, the purpose of the linguists
research and the subsequent report might be to demonstrate that the theoretical
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approach of William Labov (1994) has once more been confirmed. In his socio-
linguistic studies in the USA and those of his students and disciples all over the world
the model followed has been that of the very stable yet dynamic social influence on
language. In other words, middle and working class, males and females differ in their
accent and in particular in very specific phonetic features and yet in all cases over
time those accents change. But typically they change systematically so as to maintain
the same social distinction among the groups. Just as groups dress differently, so they
speak differently. That seems to be the point. The linguist’s task is to collect the
appropriate data needed to test the theory, the argument of course being that the
more such studies are carried out and produce significant results, the stronger
becomes the likelihood that the theory is well founded. Such studies are very like the
kinds of research carried out in the physical and biological sciences, where younger
researchers provide evidence of their successful apprenticeship by replicating the
same or very similar studies by their elders.

What the linguist is doing in these types of study is applying a research instrument
in an applied area, that is taking the theoretical linguistic model and placing it over
a social setting. The question asked is does this setting support the theory. Now for
the linguist this is not theoretical linguistics; it is twice removed since it involves non-
laboratory investigation and it takes into account social factors. This then to the
linguist is an example of linguistics applied, a situation in which to apply linguistics.

A second example of the linguist operating in a language in situation type of
research is with the census data. Social scientists are typically interested in decennial
census data since they provide evidence of stability and change in society. For the
linguist the chief interest is in the so-called language question, which in many set-
tings asks such questions as: which language do you speak at home? It may also ask
which languages you speak and/or write in other settings and which language you
consider to be your mother tongue. Results of such language survey type questions
are then collated to produce tables of frequency and incidence. One such collation
of results is found in the work of E. Annamalai (1998).

What Annamalai does is to collect survey statistics of the numbers of mother-
tongue speakers in India and to relate those statistics to linguistic definitions of the
various language groupings and families. His process of sifting reduces the number
of ‘mother-tongues’ in India from the 4000+ reported names to a more manageable
c. 200. He writes:

[TThe people of India have reported 1652 mother tongues (1961 Census) ... The
census abstracts these mother tongues ... into languages on the basis of linguistic
distinctiveness [concluding that] there are about 200 languages in India (Govt of
India 1964). They belong to four language families, viz Indo-European (54
languages and 27% of the languages), Dravidian (20 and 10%), Austro-Asiatic
(20 and 10%) and Sino-Tibetan (84 and 42%); the rest are foreign languages and
unclassified languages (22 and 11%). They vary in population size from less than
25 (Andamanese) to more than 250 million (Hindi) as per the 1981 census.

Of these languages, 101 are tribal languages belonging to the above four
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families (Indo-European 1, Dravidian 9, Austro-Asiatic 19 and Sino-Tibetan 63,
unclassified 9) (Govt of India 1964). It may be noted that all of the languages
of the last two families are tribal and about half of the Dravidian languages are
tribal. They vary in population size from 5 (Andamanese) to 3,130,829 (Santali)
according to the 1961 census and in status from being a preliterate language to
being a language of state level administration and college level education like Mizo
(a Sino-Tibetan language) and Khasi (an Austro-Asiatic language). The number
of tribal languages is an abstraction of 304 tribal mother tongues in 1961. There
are 613 tribal communities (Govt of India: 1978) speaking these languages. But
not all of them have a tribal language as mother tongue. Of the population of
tribal communities (29.9 million in 1961 constituting 6.9% of the total popu-
lation of India), only 57% speak a tribal language as mother tongue (i.e. 12.8
million). For 43% of the tribals, the mother tongue has shifted to a non-tribal
language, which is largely the dominant language of the region (Annamalai
1994).

At the national level, no language is a majority language with speakers exceed-
ing 50% of the country’s population and in that sense all languages in India are
minority languages. At the state level, however, there are majority languages,
whose population may vary from 96% (Kerala) to 63% (Manipur). 18 languages
are listed in the Constitution for certain specific purposes, and independent of
these specified purposes, they benefit most from the power and resources of the
State. These 18 languages constitute 95.8% of the population in 1981. There is
thus a collective majority (Annamalai 1994).

Now this is very clearly one type of application of linguistics in that it provides a
description of a language situation based on an interaction between the classification
of the linguist and the interpretation of the Census of India’s officials, themselves
it would appear influenced by the views of linguists. But the account goes further
because it also attempts to interpret the data by concluding that there are no
‘majority’ languages in India. All languages enjoy ‘minority’ status at the national
level and therefore ‘there is a collective majority’. In other words the language
situation in India represents a majority through minorities, a kind of multicultural-
ism of languages. Notice that this is an interpretation which is put bald on the record.
There is no argument and even less no thesis. Nor does it take any account of the
other influences on the language situation, in particular the political, the religious,
the social class, the level of education, the influence of the media and so on. These
are all part of the language situation of India and all have something to say about the
definition of ‘a language’. Annamalai uses the term ‘language’ as though it was a
given. But that is not the case, even in linguistics. It is less so in sociolinguistics,
where the definition of ‘a language’ is seen to be as much political as linguistic. The
gross number of 1,652 (or 4,000), which is reduced first to 200 and then to 18, is
strictly a political rather than a linguistic categorisation. But we are presented with
these data as though the status of ‘a language’ was perfectly clear. Such linguistic
classification is based on the ‘language family’ tradition of classification and assumes
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that languages change over time by contact only with other languages, rather like the
human genetic descent paradigm.

But this is only part of the story and while for the linguist such philological
arguments are understandably sealed off from other factors, this surely cannot be the
case for an applied linguistics account of a language situation which must take these
other factors into consideration. Indeed it explains the applied linguist’s reaction to
such an account as that set out above: what relevance does this have for me?

Such a reaction is of course that of the applied linguist whose interests are also
in language situations. For the applied linguist does not approach the language
situation of India (or anywhere) with the intention of describing it in order to say
what it looks like. That is not the applied linguist’s interest. The applied linguistic
interest is not descriptivist but it does have an analogy to the linguistic approach
mentioned above, which asks how far this new set of data relates to (tests out) some
supposedly overarching theory. Where the applied linguist starts is with a necessary
question, necessary in the sense that it arises as a problem demanding action within
the language situation. So what sort of question(s) is the applied linguist likely to
pose with regard to the language situation of India?

Language situations do not exist in a vacuum or in a laboratory. They exist
in nation-states and affect (and are affected by) all the institutions that exist within
a modern state: administration, education, law, medicine, religion, business, com-
merce, media, tourism and hospitality, entertainment, sport and so on.

For the applied linguist working in India the questions have to do with the social
facts of the situation:

¢ communication within and across these institutions

* access to a vehicular language by various groups

* the extent to which linguistic autonomy of the States restricts mobility

* the role of English in the creation and maintenance of an Indian elite

* the extent to which Hindi is increasingly dominant through its control over
resources

* the gap between official language policy and the situation in rural and urban
schools

¢ English as a symbolic rather than an instrumental policy

Thus the applied linguist’s approach to the last issue (English as a symbolic rather
than an instrumental policy) might be concerned with (at least) two problems:

1. Why is English taught so widely in India when its results are so unsatisfactory?
2. How can the teaching of English be improved?

With regard to the first question, the applied linguist would note that English is
taught throughout India, mostly ineffectively. Also that increasingly in those States
where Hindi is not the official language (in the southern States, for example)
selection of the necessary three languages in the curriculum usually means the
mother tongue, the State official language (e.g. Tamil) and then English. This seems
to be a reaction to the Constitution requirement that every child should study
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English and Hindi (the two national languages of India) plus the local language.
English is therefore the preferred language. And that in spite of its lack of success for
learners. Why so? Is it the triumph of hope over experience (as Dr Johnson described
second marriages)? Is it resistance to the spread of Hindi? And why are the results so
bad? Is it some kind of inertia because in reality the majority of the needs of India
institutionally are served by the substantial private educational sector in which
typically the medium of instruction (not simply one of the second languages) is
English?

With regard to the second question, the applied linguist would first collect
empirical evidence that the teaching of English does indeed need improvement — of
course what is meant here is substantial improvement since always and everywhere
all teaching can be improved. Then on the reasonable assumption that the teaching
of English is in need of considerable improvement (see the discussion of the previous
question), various factors would need to be isolated. The teachers: who are they, what
training have they received, how good is their proficiency in English, what is the
status of the teacher in this society? Then the resources (including textbooks and so
on), the curriculum, the assessment system, the attitudes towards learning English as
opposed to (1) being seen to be studying it and (2) knowing it.

These then are the kinds of practical issues the applied linguist would pursue in
relation to this question about the symbolic versus instrumental status of English
in India. Similar approaches could be made to the other issues set out above which
would interest the applied linguist (but not it seems the linguist) in relation to the
language situation of India.

What I want to do now is to take the two more specialised examples, those of
Language and Gender and of Clinical Linguistics and to examine in some detail what
linguists and applied linguists find of interest in these topics, how their purposes
differ, what kinds of techniques the two approaches use and what skills they draw on
in their pursuit of these topics.

3 LANGUAGE AND GENDER

There appears to be a permanent tension in all linguistic-driven studies of language
between change and stability, between variation and stasis, between difference and
sameness, the individual and the group. In general we can suggest that it is on the
change aspect that the linguist focuses while the applied linguist is more concerned
with the sameness aspect. Thus the linguist has traditionally been interested in the
diachronic characteristic of language (much as the biologist is primarily concerned
with species evolution), while the applied linguist takes greater account of the
synchronic. Of course the linguist deals in grammatical rules and in lexical entries
but these are always to be seen as somehow temporary, open to question and
primarily belonging to one idiolect or another. This is why the effort to standardise
a language is not a primary linguistic activity: when linguists concern themselves, as
they do, with standardising (or language engineering as it has somewhat dismissively
been called) then they shift into an applied mode. This is also the case for dictionary
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writing, and even more clearly for language-teaching textbook writing. But for
applied linguists these stabilising projects are the very stuff of their professional
activity since they see their professional responsibility as that of providing more
efficient uses of language by society, now.

This change—stability difference we see clearly in the extensive work on language
and gender in recent years. We should note in passing that gender here does not refer
to the traditional gender of grammatical analyses where it stood for a distinction
many languages make among word classes. To some extent grammatical gender
does coincide with biological sex, but only partially. A useful distinction contrasts
male/female for sex with masculine/feminine for grammatical gender.

The distinction is sometimes made in sociolinguistics between the influence of
society on language (‘society in language’) and the influence of language on society
(‘language in society’): by society in language is meant the systematic influence of
social forces on language (e.g. a language variety unique to a social class such as the
royal court or the adoption of a new phonetic or prosodic feature such as the high
rise tone, which we discuss below); by language in society is meant the influence
of language on various social institutions (e.g. language planning for education, the
choices made by the media — newspapers, broadcasting, television, or the internet —
or which languages to use in various settings), the role of language in religion (e.g.
the connection between the written holy text and the spoken vernacular). And given
the primary concern of linguistics in language-in-itself, which, we have argued,
means language in flux, it is inevitable that of the two ways of relating language and
society, the focus of the linguist’s attention should be on the first, on the impact of
society on language and on the ways in which social forces cause language to change.
In the same way, the applied linguist’s concern for stable states means that he or she
is more likely to focus on the influence of language on society and on the extent to
which that influence can be gauged and controlled so as to facilitate human inter-
action through language.

A similar reciprocal distinction may be made between gender in language and
language in gender. (This is hardly surprising since the language—gender relationship
is often treated as a subcategory of sociolinguistics.) Gender in language therefore is
more the concern of the linguist, while language in gender more that of the applied
linguist. As we shall see, their concerns are not discrete: linguists do become involved
in applied work when, for example, they advocate the use of ‘inclusive language’ (on
which more below). Similarly, the applied linguist may well, out of interest or as
part of necessary ongoing research, get involved in the study of gender influence on
language change over time, such as the feminisation of homosexual speech. But we
should also recognise that if the applied linguist does become involved in such
‘change’ research, his or her purpose is not to address the linguist’s central concern
with language change; rather it is to provide support for some project which could
be used to promote the separate status of homosexuals” speech, such as a dictionary
or forensic tape models. While recognising the overlap, let us proceed by examining
the two concerns at their polarities.

So far we have used ‘gender’ as though it was the normal term. But is it? Why
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gender rather than sex? For the linguist’s interest in language-in-itself there is strictly
no need to make the sex—gender distinction that is nowadays widely made, according
to which sex is biological and gender is social, which is to say that, whatever the sex
of an infant, the gender it grows into is attained through a process of socialisation.
Since therefore gender is already a secondary influence, based first on biological sex
and then on various social processes, the linguist is likely to see gender (in this sense
of socialisation) as less important than the major sex distinction: what interests the
linguist, we might suggest, is the maleness and the femaleness of language. Of course
some biological males will be socialised as females and vice versa; of course the
male—female distinction is never absolute; and equally of course linguists in their
reporting may well refer to the distinction they are making as that of gender rather
than that of sex because they, like all of us, prefer not to offend particular sensitivities.
Whether it is called sex or gender in language, then, what are the kinds of areas that
are of interest to the linguist?

3.1 High-rise intonation

In recent years, attention has been drawn to the increasing use of a particular type
of rising statement intonation in what are traditionally known to be falling-tone
accents. This is the use of the ‘high rising’ contour ... this usage ... has certainly
been a very noticeable feature of Australian and New Zealand English, at least
since the 1960s, and its greater frequency in the latter country suggests that it may
well have originated there.

(Crystal 1995: 249)

Why is it used? Why should a statement end with an intonation pattern which would
normally be associated with the function of a question? Any explanation needs to
take into account the descriptive findings of several recent linguistic studies. One
such study found that women used it twice as much as men (but teenagers, the
working class and ethnic minorities also used it frequently). The tone appears to be
preferred by the less powerful members of society.

It acts as an (unconscious) expression of uncertainty and lack of confidence,
perhaps even of subservience and deference ... Explanations for its use vary but
one influential view is that women have come to use the tone because of their
subservience to men: other non-powerful groups have then followed on.

(ibid)

3.2 Leading change

Women in the lead of language change is exactly what Labov (1966, 1994) claimed
in his sociolinguistic results. It is what Chambers and Hardwick (1986, in Crystal
1995: 342) found in their study of changes affecting the diphthong /au/ in
Vancouver and Toronto. The phonetic quality of the Canadian production of this
diphthong (known as ‘Canadian raising’) has long been well known as a major
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distinction between Canadian and American spoken English. This distinction,
according to Chambers and Hardwick, is now disappearing. They found that the
distinctive feature of the vowel was often replaced by one whose quality was either
further forward in the mouth or more open (non-raising) or both. The effect was to
make the production of words such as (‘house’, ‘about’) more like versions of the
diphthong used in the USA. But what is relevant for our purposes is that ‘fronting
correlates with sex in both cities, with women the leading innovators’ (Crystal 1995:

342).

3.3 Different language?

We have referred above to social class differences in language (use). Similar differ-
ences have been reported with regard to gender differences whereby men’s and
women’s speech differ. ‘At one extreme,” comments Holmes (1991), ‘the sexes use
different languages, as reported for longhouse groups in the Amazon Basin, where
language differences assist in maintaining exogamic divisions ... At the other, sex
differences involve fine phonetic discriminations and relative frequencies of occur-
rence, rather than absolute differences in women’s and men’s usage’ (Holmes 1991:
207).

She notes that in societies where there is clear societal sex-role differentiation
there are likely to be sex-exclusive linguistic differences, while in societies ‘where sex
roles overlap, it is more common to find sex-preferential differences” (ibid).

3.4 Use of standard

Many sociolinguists have reported the use by women of more standard (as opposed
to vernacular) variants than men (e.g. in English the standard ‘ing’ as opposed to the
vernacular ‘in’ as in talking/talkin). Indeed Trudgill (1983: 162) refers to this finding
as ‘the single most consistent finding to emerge from sociolinguistics over the past
twenty years . Explanations as to why this is so vary from women’s social status being
more dependent on appearance, to the vernacular having more masculine conno-
tations. Both the explanations and the findings themselves have been challenged by
feminist sociolinguists (Milroy 1987) and various other proposals put forward, such
as the importance of social networks, of solidarity among women (and presumably
men) and of variants (such as glottalisation) used predominantly to signal gender
affiliation. What all these findings indicate is that sex (or gender) does indeed operate
as a major trigger of social dialect choice. It is not necessary, it seems, to seek expla-
nations in terms of power or even solidarity: what the findings reveal is that both men
and women find ways of marking themselves as men and women in the ways that
they use language. Furthermore, they continue to do so and therefore if the other sex
catches up, as it were, by taking on the standard forms or the high rise tone or the
fronting, then they move on to some other distinguishing marker of difference.
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3.5 Politeness

Other markers of difference that linguists have researched include politeness features,
which appear to be sex-exclusive in languages such as Japanese but possibly sex-
preferential in English; conversational interaction where the finding that men are
more combative and women more supportive tends to find approval; cross-cultural
differences and attitudes to women’s talk. Attitudes are, it is claimed, manipulable:
the study of attitudes in social psychology and elsewhere tends to be at the meeting-
point between the more theoretical and the more applied. So it is here. An interest
in language attitudes is one that linguists and applied linguists share. For linguists
an interest in language attitudes can offer explanations for the type of female lead in
language change to which we have referred. For the applied linguist the same interest
can be used to explain success/failure in language learning.

3.6 Boys and girls

A somewhat similar interest in sex differences (particularly in the earlier years)
requires applied linguists to study language achievement by boys and girls — by
language achievement here is meant second/foreign-language learning as well as
schooled literacy in the mother tongue or L1, by which here we mean the school
language, understood as the medium of instruction in all areas of the school work.
Just as in the studies mentioned above, the common finding here is that females are
ahead: girls do better than boys in all verbal areas of the school. The explanation
typically offered is that girls are more verbal than boys, that this is hard-wired into
the brain: indeed it is curious that the ubiquity of this explanation for what goes on
in schools does not reach over into those other areas of male—female differences. I
suggested that there was really no need for an explanation — that noting the differ-
ence was enough, but even so it is surprising that the explanation of achievement
differences, the view that females are more verbal is not used to explain why females
are more advanced in language change.

Applied linguists have certainly taken a keen interest in this school difference
between boys and girls: and it must be stressed (and it is worth doing so because it
acts as a distinguisher of the interest between linguists and applied linguists) that
their reason for that interest is not that they are primarily interested in the language
of boys and girls but that they are interested in how boys and girls use language so
that they can take action to improve the teaching and learning of both groups or to
facilitate intercommunication between boys and girls.

3.7 Language in gender

We have used the word ‘manipulable’ in relation to the acting on language attitudes
in order to try to change them and we have suggested that this intervention goes to
the heart of the applied linguist’s interest in language and gender. While the linguist
is, as we have seen, concerned with the role of gender in language, the ways in which
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gender (or indeed sex) affects both language structure and language use, the applied
linguist’s professional role as interventionist means that he or she is concerned with
the language—gender relationship the other way round, with language in gender,
paralleling the impact of language on society.

What impact does language have on gender? The most obvious answer is that it
promotes and, above all perhaps, enshrines unequal power relations, including of
course negative stereotyping of women. It should be pointed out that making such a
direct causal link, when all that we can be sure of is that there is a correlation between
language and power, is disputed. It is further disputed that changing the language
will necessarily change the power imbalance. Language, it may be argued, is merely
the messenger not the message. Nevertheless, there is recognition that being pol-
itically correct, which is what wishing to change the language of gender has been
mocked for being, has the merit of compelling awareness of the power imbalance
which the inertia of a fixed power relationship, enshrined in a fossilised terminology,
hides from us all. The rationale is similar to that of exploring language attitudes with
a view to changing them, a view which takes for granted that attitudes are malleable
and can be changed so as to promote good intergroup relations. Similarly, while
power in itself is notoriously hard currency, language can be changed through
engineering: such change may do no more than create a temporary awareness of the
inequalities, but it may possibly do more and help ameliorate them. Whether or not
this is true, considerable effort has in recent years been directed at attempting to
make the language more equal with the intention of redressing the gender—power
relation.

3.8 Sexism

Some of the most important linguistic changes affecting English since the 1960s
have arisen from the ways society has come to look differently at the practices
and consequences of sexism ... There is now a widespread awareness, which was
lacking a generation ago, of the ways in which language covertly displays social
attitudes towards men and women. The criticisms have been mainly directed at
the biases built into English vocabulary and grammar which reflect a traditionally
male-orientated view of the world and which have been interpreted as reinforcing
the low status of women in society. All the main European languages have been
affected, but English more than most, because of the early impact of the feminist
movement in the USA.

(Crystal 1995: 368)

Bringing sexism in language into consciousness, at least among the educated, has not
been difficult. No doubt Crystal is correct in suggesting that the feminist movement
has spearheaded this development. The effect has been to encourage change by indi-
viduals who are sensitive to the issue and by organisations which wish to promote an
ethical stance (or unkindly avoid litigation for sexual harassment). Implementing
change, however, has not been easy.
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In vocabulary, words of masculine gender which are commonly used to refer to
people, both male and female, have been targeted. Thus, ‘chairman’ becomes ‘chair-
person’ or ‘chair’ and ‘policeman’ ‘police officer’. Marital status for men is not marked
linguistically: ‘Mr’ being neutral as to whether married or not. The introduction of
‘Ms’ for women (with some success) attempts to equalise in terms of address. Special
vocabulary for women in professions where there is no need for gender distinctions
is now disfavoured: thus ‘actor’ not ‘actress’, ‘waiter’ not ‘waitress’. It is frequently
pointed out that sexism is implicit in the unmarked status of the male form whereby
morphological processes take that form as the base and add affixes (“-ess’, “-ette’,
“-in€’) to signal female. What is not in question is that languages typically contain far
more terms to describe women than men, usually derogatorily, and that even when
they are not at first derogatory they tend over time to acquire negative connotations
(e.g. harlot, tart).

In grammar the focus of change has been on the third-person singular pronoun
in English, which is always marked for gender. Holmes points out that

[E]xperiments exploring people’s perceptions report that ‘man’ and ‘he’ are con-
sistently interpreted as referring to males, despite generic contexts. The problem
arises when a pronoun is needed in combination with a sex-neutral noun (such as
‘patient’) or an indefinite pronoun (such as ‘anybody’). Alternative solutions are
to use a hybrid (e.g. ‘he/she’) or the plural (‘their’). Thus the following solutions
are among those found: all have their critics:

1. If a patient needs attention urgently, he should ring his bell.
If a patient needs attention urgently, he/she should ring his/her bell.
If a patient needs attention urgently, he or she should ring his or her bell.
If a patient needs attention urgently, they should ring their bell.

ARSIl N

If patients need attention urgently, they should ring their bell.
(Holmes 1991: 214)

The long history of attempts to establish an epicene pronoun in English is well
documented by Baron (1981) and there is some suggestion that preferred usage now
is for ‘they’ as an alternative generic pronoun.

Discourse patterns also have been subject to scrutiny, with attention given to such
inequalities as order of mention (‘boys and girls’, ‘man and wife’, T now pronounce
you man and wife’, ‘Lords and Ladies’, though ‘Ladies and Gentlemen’ is ignored as
somehow slipping through the sexist net) and value of mention (e.g. ‘the bomb was
responsible for the deaths of seven people including one man’). Changes to existing
texts are less common and no one seriously attempts to rebowdlerise Shakespeare.
But those texts that claim a universal appeal, such as the Bible, the Prayer Book, have
been carefully edited so as to offer a more inclusive language of mention and address
(Doody 1980). We might speculate that such changes are in the direct line of the
increasing vernacularisation of religious texts on the grounds that just as the early
translations into German, English and so on were attempts to make congregations
feel that they owned those texts in ways that they could not when they were only in
Latin or Greek, so the further inclusivising takes account of the reality of many
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congregations which are (in Christian churches) largely made up of women, who
find themselves excluded by the traditional male-dominated language of the Bible.

Change, however incomplete, there certainly has been, and it has been remarkably
quick. It has affected writing far more than speaking and in the written language it
is likely to be permanent since publishing companies and other normative bodies
now often insist on the avoidance of sexist language.

It may be that changes in English are easier than in languages (such as French)
where there is greater morphological marking of grammatical gender. Even so, it
is the case that in often very different ways all languages exhibit sexist language
and the thrust of this language in gender movement has been to encourage first
consciousness-raising and change where that is possible.

To what extent are applied linguists (rather than linguists) involved in these inter-
ventions? The answer is a great deal, first of all through participation in proposing
and encouraging and explaining the changes (e.g. Cooper 1982; Holmes 1991;
Cameron 1985), and second through offering a radical critique.

After all, what the applied linguist is able to do is to bring into consideration
about language problems not only the linguistic view, or the feminist view but other
views too, including what effect change may or may not have and to what extent
change will be acceptable. The linguist’s single-minded interest in language change
and the effect that has on the internal structure of language means that he/she is
more likely to assume that deliberate change, especially when it appears so desirable,
will be effective and will change the structure permanently. The applied linguist on
the other hand is more likely to be sceptical and to acknowledge that deliberate
change has never been easy to bring about and that in any case even if the language
changes, that does not necessarily change the power inequalities, which is the main
thrust of the movement to rid language of its linguistic sexism.

A helpful guide to recent development can be found in Susan Ehrlich (2004). She
stresses the ‘importance of considering communicative settings and tasks as possible
determinants of linguistic behaviour that has more typically, and perhaps too
simplistically, been treated as the effect of speaker’s gender’ (Ehrlich 2004: 307). She
quotes Cameron: ‘Sociolinguistics says that how you act depends on who you are:
critical theory says that who you are (and taken to be) depends on how you act’
(Cameron 1995: 15-16).

A more recent treatment by Cameron can be found in Cameron 2005. The
interaction between action and identity takes us back to Joseph’s discussion (quoted
in Chapter 2) of language and identity.

3.9 The linguist and the applied linguist

In spite of their main interest in gender-in-language, linguists also work at the other
end on language-in-gender, where their theoretical concern with the change in
language that is led by gender becomes a concern to intervene against the perceived
injustice of linguistic sexism. Interestingly, and of course paradoxically, the act of
intervention contravenes what we have suggested is their linguistic concern, that is



54  An Introduction to Applied Linguistics

with change. That is to say: if language is of its nature variable, over time and space,
which might be called the linguistic creed, then any attempt to fix it, what Swift
referred to as ‘ascertaining’, will necessarily fail. What must happen, surely, is that
even those changes which are accepted very soon become overtaken by new non-
deliberate changes, which may very well return the language in gender relation to the
status quo, unless in the meantime those non-linguistic power relations themselves
change and so render nugatory their operationalising in language.

The skills the two professional groups call on in these areas are not all that dis-
similar; it would be surprising if they were since (as we have seen before) the linguist
may also work at the applied end and the applied linguist may research the area of
some aspect of gender in language — although, as we have seen, always with some
ameliorative outcome in view. But at the poles the skills and techniques are different:
the linguist will analyse, survey and interview. The applied linguist will test, observe
and, above all, evaluate. But more than anything the applied linguist, unlike the
linguist, will examine the language in gender situation in context and consider any
proposed remedy in terms of the history of the area and of the effects on the stake-
holders’ interest in the language of that situation. We might propose that the linguist
operates deductively and the applied linguist inductively; while reminding ourselves
that deduction and induction cannot stand alone; each requires the other.

4 CLINICAL LINGUISTICS

The ultimate goal of clinical linguistics is to formulate hypotheses for the
remediation of abnormal linguistic behaviour ... clinical linguistics can help
clinicians to make an informed judgment about ‘what to teach next’ and to
monitor the outcome of an intervention, hypothesis, as treatment proceeds.

(Crystal 2001: 679)

The terms ‘remediation’ and ‘teaching’ suggest that clinical linguistics is very
definitely applied work since it sets out to diagnose what problems there are in an
individual’s communication system and then attempts to provide appropriate
remedies. The best-known practitioner is the speech therapist (or pathologist) who
works with childhood speech defects (caused for example by a cleft palate) and with
adult aphasias (caused by strokes and by road and other accidents). But there is more
to it.

The speech therapist’s work draws on descriptive work in language acquisition
and language loss, including sophisticated speech synthesis using state of the art
computer technology, on phonetic and grammatical accounts of deficit, what we
might call (drawing on the analogy of pedagogical grammar) a deficit grammar, that
is to say an algorithmic inventory drawn up to exemplify the areas of loss most likely
to be experienced by the therapists patients (e.g. the protocols of Anthony et al.
(1971) and of Crystal et al. (1975/1976). The linguists interest is, once again,
primarily in change: to what extent is non-acquisition (as exemplified by the child
with some speech impairment) systematic in that it relates regularly (but negatively)
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to so-called normal acquisition. Similarly with loss (whether through age, illness or
trauma): to what extent does loss mirror acquisition so that it is possible to establish
a relationship between the two? While such research is of obvious applied interest
since it would allow swifter and more precise diagnosis both of children’s defects and
of adults’ traumas, it also is of profound concern to the linguist’s understanding of
what language is through knowing what it is not. The path is through changed states
to failure of changed states to what it is that causes language to exist at any one time
as a system and which enables it to change into another system.

Where does the applied linguist fit into clinical linguistics? If my premise is
accepted, then what drives the applied linguist is an interest in achieving stable states
and in improving (and ameliorating) communication. Thus the applied linguist will
have two roles in clinical linguistics (and thus, of course, overlapping with bur at
the same time separate from the role of the linguist who becomes involved in
applications here). The first role is that of the speech therapist him/herself. And the
second is that of the trainer of speech therapists. Indeed the two go together, because
once we accept that the applied linguist has a role in the training of speech therapists
then the trained speech therapist becomes, by definition, an applied linguist.

4.1 Language impairment

Language impairment means the absence of some part of the language faculty: we

say ‘part’ advisedly since the absence of the whole of the language faculty is probably
found only in completely vegetative states. Impairment can occur at any age: the
child may be born lacking some physical or mental attribute which prevents or slows
the development of so-called normal language. At any age an individual may suffer
loss of control of part of the language faculty through illness or accident. And some
losses which occur throughout life following trauma of some kind occur regularly
(though not universally) among the elderly, brought on by the normal process of
ageing, which after all can be regarded as a form of trauma.

4.2 Kinds of impairment

Among young children the common impairments concern physical disabilities such
as cleft palate, emotional states which cause stammering, and mental retardations
which slow down normal speech acquisition. There are also special conditions such
as dyslexia and dysarthria, which may or may not be altered states of consciousness,
but clearly, whatever their cause, require intervention and treatment. Then there are
the large-scale physical disabilities of the young (though also acquired, again through
illness, in later life), disabilities such as blindness and deafness. Accidents (industrial,
traffic and so on) and illness (e.g. stroke) bring about particular physical impairments
in parts of the brain and so cause various types of aphasia. These aphasias may (but
need not) affect whole language repertoires among bilinguals and multilinguals, in
the sense that if, for example, speaking (or one component of speaking) is lost, then
it is lost in every language of the repertoire. What the elderly — usually the very
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elderly — may experience is loss through gradual attrition of the components of their
language repertoire. Thus, they may lose the ability to nominate and to recall proper
names. Such loss again typically affects the whole repertoire of bi- and multilinguals.
But a further humiliation of the bilingual old is that they commonly regress to an
carlier state so that later acquired languages among adult migrants, for example, are
lost and only the language used in childhood remains. In all such cases what we
observe is the application of the rule of Ribot: first in, last out.

4.3 Linguistic analysis

The linguist’s interest in these altered states is precisely in their alteration: what is it
that makes them different (what has changed) from the normal state? ‘Before inter-
vention can take place,” writes Crystal, ‘the specialist needs to have identified exactly
what the nature of the disability is. This requires an analysis of those areas of language
that are particularly affected — whether structural (in phonetics, phonology,
graphology, grammar, lexicon, discourse) or functional (language in use) ... Effective
intervention presupposes the accurate identification of where the problems lie
(Crystal 1995: 434).

And in order to carry out the analysis of those areas of language that are par-
ticularly affected what the specialist needs is a comprehensive map of ‘normal’
language development and a diagnostic set of tools to employ in pinpointing
accurate identification of where the problems lie. (Note that diagnostic instruments
for the language impaired are mirror images of the proficiency and achievement tests
used to chart normal development in language learning.)

“The target of intervention,” Crystal continues, ‘is to bring the deficient language
from where it is to where it ought to be. A knowledge of the stages of normal
language acquisition ... is therefore also a prerequisite of successful intervention.’
And he concludes, “The specialist needs to be aware of which teaching techniques
and strategies are available and appropriate’ (ibid).

Crystal has here identified three particular kinds of skill for the specialist:
linguistic analysis, disability diagnosis and pedagogic know-how. The linguist’s
interest is clear in the first of these because of the major involvement of linguists with
charting the process of language acquisition, originally in the L1 but increasingly
now in the L2 as well. In the second area, diagnosis, we find the linguist’s and the
applied linguist’s interests overlapping since for the linguist the development of
diagnostic instruments is where they shift into an applied mode (but observe below
who are the authors of such instruments) and for the applied linguist the con-
struction of such instruments is central to what they consider to be their normal
professional activity. And then in the third area, that of pedagogy and of remedial
intervention, we are clearly in the area of the applied linguist and not of the linguist.
At least that is the case of my claim that practising speech therapists are (like language
teachers who have gone through courses in applied linguistics) applied linguists.
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4.4 The language problem

For the applied linguist, interested in clinical linguistics, the issue is: what is the
problem? At its simplest the problem appears to be that there are in society
individuals who are linguistically (or communicatively) impaired. This is ‘a problem’
because the prevailing view of society is that to treat the impaired (in school, the
community, in work) as though they were not impaired would be socially unjust and
(probably) inefficient. From an economic point of view such people are a non-
returnable cost which might be reduced if their impairments could be alleviated
or remediated. Such people therefore need treatment and it is at that third of
Crystal’s stages that the applied linguist’s action starts. But before the problem can be
addressed, two further stages are required. The first is to determine who it is that
needs the treatment. This is an issue that looms much larger for the applied linguist
working in speech and language therapy services than it is for the applied linguist
working in language teaching. Since the language teacher works with so-called
normal children and adults the service offered is for all: of course there are situations
in which selection is made, on the grounds for example of need, ability, aptitude and
so on and in those circumstances assessment of some kind may be carried out. But
for the therapist applied linguist it is always the case that a selection must be made
in order to determine just who are in need of treatment: it is as though what the
therapist operates is a negative correlative of what the teacher uses; his/her diagnosis
is of the absence of ability while the teacher who is using selective measures operates
on the basis of the presence of ability. Accurate selection of those in need of treatment
is therefore necessary, and for that to be successful appropriate assessment instru-
ments are needed. But even before such instruments can be produced there is a
further more fundamental stage and that is the mapping of normal developmental
stages. When the linguist moves into application in clinical linguistics what he/she
does is to work from a chart of normal development. If the applied linguist needs to
look behind treatment for the purposes of assessment, then it is likely he/she will
operate with a chart bringing together normal and impaired development. This
suggests that a clinical/deficit grammar resembles a pedagogical grammar.

4.5 The crucial difference?

Is it then the case that the linguist moves from theory to description and then to
application? Not of course in all cases, for individual linguists themselves take up
different positions in their professional work along the line. The applied linguist,
on the other hand, starts from the problem which requires practice of some kind
and then in order to attack the problem moves back towards theory, taking in
description and clinical methodology (including instrumental methodologies such
as assessment procedures) along the way. Is this the crucial linguist—applied linguist
distinction?
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4.6 Theoretical arguments

Let us look at two areas of theoretical argument which are important to clinical
linguistics. The first is the linguistic theory on which the analysis of language, to
which Crystal refers above (structural and functional), is based. The linguist involv-
ing him/herself in clinical linguistics is likely to choose a theoretical model that
allows for the kinds of application necessary, in other words it is likely to be a model
that takes account of both structure and function and is less concerned with current
disputes of theoretical concern simply because they prevent the kind of full
descriptive apparatus (they pose too many doubts) that the application will need.
Such a linguist is therefore likely to make use of a more traditional-type grammar or
a functional grammar, which may not be up to date but will serve the purposes of
clinical work.
The second type of theoretical interest is that of the study of aphasia:

Two main and opposing approaches were evident in the late 1800s and early
1900s and are still evident now. Indeed, they form the basis of ongoing discussion
which continues up to the present day.

(Kerr 1993: 102)

The first was a physically based approach which held that different anatomical
structures were responsible for particular language functions. These could, there-
fore, be selectively impaired by damage to discrete areas of the brain. The thrust
of study was to determine where different language functions were located, in
order to ‘map functions on to anatomical structures and thus be able to predict
localisation of lesion according to surface language symptomatology. Thus Broca
(1865) and Wernicke (1874) mapped expressive and comprehension skills on to
the third frontal convolution of the left hemisphere and the temporal convolution

of the left hemisphere, respectively.
(ibid)

The opposing approach viewed aphasia symptomatology as indicative of a single
underlying disorder of language, manifested in different ways in different patients
... The rationale was the belief that aphasia symptomatology, however diverse,
was an outward sign of one underlying deficit, which could vary in severity and
be further complicated by additional sensory, motor or other impairment.

(ibid: 103)

Current theories of acquired language disorder include both traditional theories,
and many remain strongly localisationalist. However, recently emerging disciplines
such as cognitive neuropsychology and the study of functional communication
attempt to enlarge our understanding of language impairment and its functional
effects and show a move away from traditional theoretical frameworks. They
reflect a rejection of the supremacy of neuroanatomy.

(ibid: 104)
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What is striking here is not that theoretical discussion of aphasia continues to
develop: it would be surprising if it did not; what is striking is how far apart these
two areas of theoretical concern are. The first is clearly central to the linguist's
professional interest; the second far removed. Indeed it is unlikely that the linguist
will have much interest in aphasia unless he/she has already specialised in clinical
linguistics. In practice it appears that some phoneticians have indeed done so but
remarkably few grammarians. In other words those who do are already committed,
in some sense, to an applied linguistic view of language.

For the applied linguist the situation is both more difficult and easier: more
difficult because he/she may not have the linguistic theory at hand to apply; easier
because for him/her both the linguistic and the aphasic must be understood but
neither has priority over the other. The applied linguist therefore who gets involved
in clinical linguistics is less likely than the linguist to be dominated in his/her
thinking by any linguistic theory: theory then becomes the servant and not the
master.

So if the linguist does make a linear approach to practice from theory, the applied
linguist surveys the field from the position of practice and then takes account of
any theory/description that has a bearing on language. This does not make applied
linguistics non-theoretical but it does mean that it is not mono theoretical.

4.7 Combined approach

In 1999, the journal Language Testing published a special issue devoted to ‘assessment
in speech-language pathology. The editors introduced the issue by noting that
speech-language pathology is a ‘field in which the assessment of linguistics and
communicative abilities is a regular and integral activity but one which to date has
not figured highly in the pages of this journal’ (Baker and Chenery 1999: 243). Their
purpose in assembling the papers for this issue was to link the fields of speech-
language pathology and language testing. Such an attempt is reminiscent of the
bridging model which, I suggested, informed the development of the ETAL Series
(see Chapter 2 above). Making such linkage is at the heart of applied linguistics; it
informs and illuminates both specialisms and helps clarify what it means to be doing
applied linguistics.

It is no surprise, then, that those who have produced the necessary instru-
mentation for diagnostic assessment are not in the main linguists (but see Crystal
et al. 1975/1976) but applied linguists (including speech therapists who have been
trained in applied linguistics), phoneticians, medics and engineers. Thus Anthony
et al. (who produced the Edinburgh Articulation Test 1971) included an engineer,
a medical doctor specialising in neuropediatrics and two speech therapists. Laver
et al. (1981) who produced a normative Vocal Profiles Analysis scheme included a
phonetician and two speech therapists. Wirz writes that current practice tends to
favour approaches more from cognitive psychology (Byng and Coltheart 1986) than
from medicine, which in the past was heavily dominated by the anatomical (and
therefore localisation) view of impairment. She characterises the development in the
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twentieth century from individual diagnostic to comparative group assessment with
a return to a greater (and better informed) study of the whole communicative person.
In all of this linguistics plays a part, but a small part. We see in the training of clinical
linguists such as speech therapists both a parallel with the development of applied
linguistics in their need to draw on a wide variety of informing disciplines and in part
an insight into the role of applied linguistics within speech therapy itself; since for
many (but not all) practitioners, speech therapy is a branch of applied linguistics.

Wirz (1993) writes of ‘the richness of variety that offers the speech and language
therapist the challenge in any assessment undertaken’ (Wirz 1993: 14). That richness
of variety is also necessarily seen in the training the therapist receives. Crystal (1995:
434) writes of a ‘broad-based course of study, including medical, psychological,
social, educational and linguistic components, as well as the fostering of personal
clinical and teaching skills’.

Courses can be broad-based in two ways: either by ranging widely across many
subject areas (medicine, psychology, sociology, education and (applied) linguistics)
or by taking for granted a wider than normal frame of reference to any one subject.
Thus the applied linguistic approach to clinical linguistics is likely to consider im-
pairment as an aspect of loss, itself the negative inverse of positive language retention
in the individual. The parallel type of loss in society is represented as language decay
or language death (when a whole language dies through abandonment by its speakers,
most commonly through death), while the parallel social retention is referred to as
spread. All parameters may be regarded as aspects of language shift. Now placing
shift as the superordinate means that applied linguistics has admitted its own interest
in language change. But we should make two comments here. The first is that
applied linguistics comes to this theoretical construct not from above but through
the need to explain and understand different types of loss; and the second is that the
applied linguist remains not fundamentally interested in shift in itself: what he/she
is doing is attempting to understand it better in order to stabilise it, however
momentarily, and so orient and remedy the impaired to that stable moment.

4.8 Individual and social loss

What this allows us to do is to link individual language loss with social loss, that is
loss by groups, both L1 and L2. Those who lose their L1 do so usually through
contact with some (politically) dominating language group. This may happen
through in-migration (e.g. Celtic language speakers, Australian aborigines, American
Indians) or by out-migration (e.g. Singaporean Chinese, Guyanan Indians). But of
course it may also happen through disappearance of all L1 speakers, although this
usually takes place not in isolation but in the context of the earlier example. In other
words, it is not that the people themselves die out; their children and grandchildren
survive, and may indeed multiply, but they have shifted language to that of the more
politically powerful group (Irish to English in Ireland, Latvian to Russian in Latvia).

Why do speakers shift language, and does this have any bearing on the clinical
linguist’s concern with individual language attrition?
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Where there remains a rising generation who have the choice of continuing
with the traditional language and shifting to the new, the unwelcome answer is
expediency: the old is regarded by the young as lacking utility against the challenge
of modernism, not having the prestige associated with consumerism and technology,
having outmoded cultural values and so on. Of course there are always counter-
positions whereby a strong challenge can be made to such a movement for change
from traditional religion and culture (for example in Islam), But the opposition
needs to be very strong indeed to have a more than marginal influence and it is
difficult to think of any compelling force other than a fundamentalist religion which
is strong enough to do so.

The reasons for social loss may not be informative about the reasons for individual
impairment, although the attempt to look more carefully at the cover-all explanation
of expediency and subject it to analysis does relate to the wider scope now attributed
to clinical linguistics which ‘may be said to encompass the functional effects of im-
pairment on communicative adequacy and social interaction, and includes the study
of emotional factors and normal interaction” (Kerr 1993: 105).

But it is in the areas of just what is lost socially and individually through im-
pairment that we do find common ground.

What is lost as language shifts is that the L1 becomes increasingly influenced
by the L2. Thus there is the acculturation of proper names, whereby, for example,
Chinese Christian children may be given Christian (that is Western) proper names;
there is the loss of productive word formation so that borrowings (and even more
new formations) are based not on the morphology of the L1 but on that of the L2;
there is lexical loss leading to a lexical creep of L2 words into the L1; there is
phonological loss such that new formations are given L2 phonological shape (Dorian
1981, Craig 2007, May 2005).

To what extent does this mirror loss in impairment? In loss brought on by old age
in the L2, there is some similarity, in particular in the well-known area of naming, if
only because there is somewhere else (the L1) to go, although of course it is in the
reverse direction from language shift. However, both with the monolingual elderly
and with those suffering from acquired language problems such as aphasia, there is
typically nowhere else to resort to (even if the aphasic patient is bilingual since the
impairment is not language specific) and so the damage is as much psychological as
linguistic and treatment must adjust accordingly.

5 CONCLUSION

I have argued in this chapter that there appears to be a permanent tension in all
linguistic studies of language between a focus on stability and a focus on change. To
that end I have looked at three areas of common interest to both linguists and applied
linguists: language in situation, language and gender, and clinical linguistics. Linguists
and applied linguists work in all three areas and while their work can overlap (e.g.
developing assessment instruments for speech therapists, encouraging more inclusive
language to combat sexism in the area of language and gender) their orientation
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is janus-like, looking in opposite directions, with language change as the linguistic
agenda driving the linguist in search of evidence regarding linguistic theory, and
language stability, the providing of more efficient means of communication in the
society we live in now, motivating the applied linguist.

In Chapter 4 I focus on the major role of applied linguistics in language teaching,
especially the teaching of second languages and therefore with language-teacher
education. This role is seen by some as being the proper concern of applied
linguistics.



Chapter 4

Applied linguistics and language
learning/teaching

Homines dum docent, discunt.
(Even when they teach, men learn.)

(Seneca, Epistula Morales, 7/8)

1 INTRODUCTION

In the last chapter I considered three areas of common interest to both linguists
and applied linguists and attempted to distinguish the purposes and procedures of
the two professions. I proposed that linguists and applied linguists typically look
in opposite directions, with language change as the linguistic agenda driving the
linguist in search of evidence regarding linguistic theory, while the applied linguist is
motivated by the providing of more efficient means of communication in the society
we live in. I turn next to the field of language teaching and learning; this is dominant
in applied linguistics, in the sense that more applied linguists specialise in this field
than in any other. There is a view, held by some linguists and applied linguists, that
language teaching and language-teacher education are the only proper concerns of
applied linguistics.

The chapter begins with a presentation of the arguments for and against confining
applied linguistics to a concern with second-language teaching and learning. Then
I take the examples of two ‘problems’ in the field, first the optimum age problem
(which we have already raised in Chapter 2) and second an investigation into the
validity of a large-scale English language proficiency test, the English Language
Testing Service (ELTYS) test, the predecessor of IELTS (see below), and in particular
the construct used in the design of that test, that of English for specific purposes.
These two ‘problems’ are considered from the point of view of a number of relevant
factors, opening up a discussion on what it is that needs to be taken into account
when the applied linguist is faced with a problem in language education. Finally, I
consider the methodology used by the applied linguist in operating on a problem and
to that end I take as examples four areas of importance in language teaching, second
language acquisition, proficiency language testing, the teaching of languages for
specific purposes and curriculum design.
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2 CLAIMS

In spite of the widening range of activities undertaken by applied linguistics and
in spite of the general agreement about the reach of its provenance claimed in the
Statutes of the International Association of Applied Linguistics:

L Association a pour but de promouvoir les recherches dans les domaines de la
linguistique appliquée, comme par exemple I'acquisition, I'enseignement,
Iemploi et le traitement des langues, d’en diffuser les résultats et de promouvoir
la coordination et la coopération interdisciplinaires et internationales dans ces
domaines.

(Article 2 of the AILA Statutes 1964)

(The Association’s purpose is to promote research in the areas of applied linguis-
tics, for example language learning, language teaching, language use and language
planning, to publish the results of this research and to promote international and
interdisciplinary cooperation in these areas.

(Article 2 of the AILA Statutes 1964)
and proudly asserted in Kaplan and Widdowson (1992):

the application of linguistic knowledge to real-world problems ... whenever
knowledge about language is used to solve a basic language-related problem, we
may say that applied linguistics is being practiced. Applied is a technology which
makes abstract ideas and research findings accessible and relevant to the real
world; it mediates between theory and practice.

(ibid: 76)
and in Crystal (1992: 24), also opting for the more inclusive approach:

the use of linguistics theories, methods and findings in elucidating and solving
problems to do with language which have arisen in other areas of experience. The
domain of applied linguistics is extremely wide and includes foreign language
learning and teaching, lexicography, style, forensic speech analysis and the theory
of reading.

and in Wilkins (1994):

[TThe study of the uses that man makes of the language endowment and of
the problems that he encounters in doing so is the subject matter of applied
linguistics.

(Wilkins 1994: 162)

and unquestioningly in Cook and Kasper (2005) introducing the Applied Linguistics
special issue Applied Linguistics and Real-World Issues’, in which they ‘took for
granted the gradual move of applied linguistic enquiry in recent years into a variety
of new areas’ and commented that the five contributions in the special issue all:

testify to the widening scope, and exemplify how far both the discipline and the
journal have moved beyond an earlier almost exclusive concern with only one
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real-world problem, how best to teach and learn languages.

(Cook and Kasper 2005: 479)

There remain the cautionary voices concerned to restrict its scope so that it does
not appear that applied linguistics claims to be a theory of everything! For
example:

[TThe majority of work in applied linguistics has been directly concerned with
language teaching and learning.

(Strevens 1994: 81)
and Wilkins again (1994):

the field which has so far generated the greatest body of research and publication,
namely that of language learning and teaching.
(ibid: 163)

and again:

[I]n practice applied linguistics has developed so far as an enterprise principally
dedicated to creating a better understanding of the processes of language,
especially second language, learning.

(ibid:164)

A position he welcomes on the grounds that otherwise: ‘In its widest sense no

coherent field of applied linguistics exists’ (ibid: 163).

3 A PERSONAL ACCOUNT

Alice Kaplans 1993 evocative account of her own love story with learning and
teaching French reminds us that not all language learning is doomed (see also Lee
1995, discussed in Chapter 8). Kaplan is blunt about the difficult task of being a
language teacher: ‘[L]anguage teachers are always in search of the foolproof method
that will work for any living language and will make people perfectly at home in their
acquired tongue’ (ibid: 130).

Kaplan has gone beyond the lure of method having seen its infinite regress:

I was told the story of language teaching when I was learning to become a teacher.
Once upon the time, the story goes, all languages were taught like Greek and
Latin. Learning was based on grammar rules and translation. You talked in your
own language about the dead language you saw written down. Then in the late
nineteenth century came the Direct Method, the ancestor of Berlitz. You spoke in
class in the language you were trying to teach; you worked on pronunciation; you
practiced grammar out loud.

(ibid)
Based on grammar rules and translation: the dead hand of linguistics has long

weighed heavily:
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From the forties on, people looked to linguistics to revolutionise language
teaching: language classrooms would be ‘labs” with scientific data and results; the
emphasis would be on speaking, speaking like natives and learning like native
speakers do. In the late 1950s, Noam Chomsky argued that children acquire
language more or less automatically by the time they are five and whatever makes
it happen can't be duplicated by adults — it has nothing to do with situation.
Chomsky’s insight did language teachers absolutely no good: they couldn’
duplicate genetic processes, and they couldnt hope to reproduce childhood as a
model for second-language learning.

(ibid: 130-1)

Given the ease with which new methods arise and are abandoned one after
another, it is surprising how attracted language teachers are to new methods. The
reason, Kaplan suggests is that: ‘Language teaching methods make for a tale of
enthusiasm and scepticism, hope and hope dashed. Every once in a while someone
comes along and promises a new language method ... Whatever the method, only
desire can make a student learn a language, desire and necessity’ (ibid: 131).

In spite of the extent of the activity and the attention given to training in method,
the fact is, as Kaplan points out:

Language teaching is badly paid, little recognised, and much maligned. It is left
up to native speakers for whom it is stupidly thought to be ‘natural’, therefore too
easy to be of much value. PhDs want to move on from language teaching to
the teaching of literature, and theories of literature. Language teaching is too
elemental, too bare. You burn out, generating all that excitement about repetition,
creating trust, listening, always listening. In literature class you can lean back in
the seat and let the book speak for itself. In language class you are constantly
moving, chasing after sound.

(Kaplan 1993: 139)

The history of language teaching is, indeed, the history of method. Like fashion
in dress/clothes, method in language teaching emerges and disappears, and if one
looks far enough it recycles itself after a decent interval. As staleness is to fashion so
is failure to method. Since reliance on method alone must of necessity lead to failure,
it is inevitable that all methods will be challenged by new or revived alternatives. As
Kaplan recognises in the comment already quoted: ‘language teachers are always in
search of the foolproof method’ (ibid: 130).

Language learning and language teaching are ‘problems’ because they are so often
ineffectual. The temptation is always to seek new and therefore ‘better’ methods of
teaching, better methods of learning. Such an unthought-through solution results
from faulty diagnosis, which itself derives from a lack of objectivity. The informal
foreign language learner who is not making progress is all too easily persuaded that
what is needed is to change the methods of learning. And that is also true in formal
instruction where the teacher becomes dispirited because the methods in use are
not working. Again the solution is to change the method. And for a time the new
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methods such as direct, mim-mem, communicative, cognitive, technological (Stern
1983) work but then the novelty, the very method effect, begins to wear off and the
learning, lacking the halo effect of newness, reverts to its customary lack of progress.

What applied linguistics offers, where its coherence (pace Wilkins 1994) lies is in
its recognition that the question to ask is not how to improve the learning, but what
is it that is not being improved, in other words what it is that is supposed to be being
learned. The ‘how to improve’ question comes from a teacher training tradition
where solutions are understandably method directed: what do I do in the classroom
on Monday morning? and the answer so often is: learn a new method.

The how question also derives from an approach via linguistics (as Alice Kaplan
pointedly notes), whereby the diagnosis has to do with the need for the teacher
to understand more about linguistics and then the improvement will come from
attention to methods, better use of the old or adoption of new. The reason for such
naivety in linguistics is that to the linguist knowledge about language will of itself
improve language learning while knowledge about language and skill in teaching and
learning are unrelated. That is not the case with the applied linguist for whom
knowledge about language and skill in teaching and learning are seamlessly linked,
since learning and teaching are themselves aspects of knowing about language in the
context of second-language acquisition and it is through understanding them better
that improvement will come.

That knowledge is partly quite traditional; it is knowledge about language in itself,
dealing here with language systems; then knowledge about a language (usually the
one that will be or is the target of teaching), dealing here with language structure;
and finally knowledge about language in its interactions, dealing here with acqui-
sition, with cognition and with society.

What this means is that some of the content of a course in applied linguistics
which will be of benefit to second language teachers (and by extension to second-
language learners) will offer linguistics. But it will not be the whole course (possibly
30 per cent), it will not be identical with courses given to graduate linguistics
students and it will take into account in the provision of tasks, workshops, examples
and so on, the professional activity of the majority of the students (language
teaching). It is important at this stage that students perceive an applied linguistics
course as vocationally driven and planned and that their own profession, for example
language teaching, is not dismissed or trivialised as uninteresting or not worthwhile.

4 APPLIED LINGUISTICS AND INSTITUTIONAL PROBLEMS

In Chapter 3 we suggested that ‘language problems’ are the key to understanding
applied linguistics. Many of these problems will manifest themselves in individual
interactions (my failure to make myself understood when asking directions in a
foreign language, your hasty judgement about your interlocutor’s social status in the
first few seconds of a telephone conversation, and so on) but the applied linguistics
enterprise engages itself with such problems only when they are considered by society
to be matters of institutional concern. The applied linguist is therefore called on to
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intervene, to train, to explain and possibly to solve recurring problems in the school,
the hospital, the workplace, the law court or the television studio.

Applied linguistics as an enterprise is therefore a research and development activity
that sets out to make use of theoretical insights and collect empirical data which can
be of use in dealing with institutional language problems. It is not primarily a form
of social work with immediate access to individuals in the happenstance of their
ongoing social communication, although its findings may of course be helpful to
counsellors and teachers faced with these particular problems.

The starting-point is typically to be presented with an institutional language
problem. The purpose of the activity is to provide relevant information which will
help those involved understand the issues better; in some cases on the basis of the
information it will be possible to offer a solution to the problem. More likely is an
explanation of what is involved, setting out the choices available, along with their
implications. In earlier chapters we have discussed some of these language problems
and indicated certain of the choices that would face those interested in finding a
solution. We have suggested that if they are to contribute to a solution, all choices
must be fully informed by the local context.

We distinguish this problem-based view of applied linguistics from other views
which begin from theory. The applied linguist is deliberately eclectic, drawing on
any source of knowledge that may illuminate the language problem. Proceeding
eclectically is legitimate because for the applied linguist language problems involve
more than language. They involve (some or all of ) these factors:

* the educational (including the psychometric or measurement)

* the social (and its interface with the linguistic, the sociolinguistic)
* the psychological (and its interface, the psycho-linguistic)

* the anthropological (for insights on cultural matters)

* the political

* the religious

* the economic

* the business

* the planning and policy aspect

* and, of course, the linguistic, including the phonetic.

We turn now to a consideration of two ‘problems’, that of the optimum age for
starting to learn a foreign language and that of the validation of a language pro-
ficiency test so as to consider the factors that the applied linguist needs to take into
account when faced with a language-learning problem.

5 OPTIMUM AGE

First the age of starting a foreign language. What is the right age to start language
learning? This is a question often asked by administrators, politicians, parents, as
though there is one right answer. Is there — other things being equal? We can only
attempt an answer when we have asked some preliminary questions, such as what is
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the language learning for? Which students are to be involved? Is there one through
system or are there several (for example primary, secondary, tertiary)? If there are
several, do they interlock with one another? What method is envisaged, will it be
foreign language instruction, content based, immersion, and if immersion, which
version (see below)? Which language is being studied? Has the choice been made on
the basis of its prestige or its distance from the students’ home language, which may
determine how difficult they find it? What prospects do successful language learners
in this situation have of further study, use of the language(s), jobs and so on. What
possibilities exist for visits to the target language country? How is success measured?
Who are the teachers? Are they well trained, and how proficient are they in the target
language?

One approach to the optimum age question has been the appeal to the sensitive
age or critical period view: this view considers that developments in the brain at
puberty change the way in which we learn. Before puberty we acquire languages (one
or in a bilingual setting two or more) as native speakers. After puberty we learn in a
more intellectual manner as second- or foreign-language speakers. This idea, based
on the sensitive or critical period hypothesis, if true (and it has been difficult to
refute), would support a universal optimum age for starting a second or foreign
language, namely as early as possible, in order to allow for possible acquisition as a
native speaker. (See the discussion in Chapter 2 of research by Bialystok.)

An early start for second- and foreign-language learning at school is not unusual.
Foreign-language teaching in the elementary school in the USA, French in the UK
primary school, languages other than English in the Australian primary school: these
are well-known examples of the willingness among educational planners to (1)
extend the length of explicit language learning and (2) take advantage of the greater
plasticity of young children in automatising new skills and internalising new
knowledge. Such aims are plausible. Why then the doubts and the reversals of policy
such as the on—off programmes found in the UK? Why the doubt, among pro-
fessional language educators as much as among administrators, that spending longer
teaching a language and starting earlier are not necessarily beneficial? How could
they not be?

Research into second-language learning suggests that there may be no optimum
age since adults can learn as efficiently as children and indeed more quickly. What
matters are local conditions. To illustrate the applied linguist’s insistence on the
need to take account of local conditions I refer to three very different contexts: an
Australian private girls’ school; the Nepal government school system; and French
immersion in Canada.

5.1 Presbyterian Ladies’ College (PLC)

This school, in Melbourne, is a large independent girls’ school (N=1200) with both
primary and secondary departments. It offers six languages at secondary (Years
7-12). One foreign language, French, is also offered in the primary school (Hill
etal. 1997).
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Observations by the language teachers had indicated that after two years in the
secondary school girls who had studied French in the primary school appeared to be
performing at the same level in all four skills as those who had begun French in the
secondary school. The only observed advantage for early starters was in pronun-
ciation. Differences of course there were, but these appeared to be individual rather
than group related.

The primary campus of PLC offers French from pre-Prep (three-year-olds) to
Grade 6 and the senior campus both Beginners” French and Continuing French in
Years 7 and 8 and then combines the two streams in Years 9—12.

The usual practice at PLC is to separate beginners from continuing learners in
order to maintain and develop the advanced skills of the more experienced learners.
As has been said, by the end of Year 8, in the view of the teachers, there is no longer
any need to keep the two strands separate. Both use the same textbooks in Years 7-8;
both start at the beginning of new texts in Year 7. It is, however, expected that the
continuing learners will treat the earlier parts of the textbooks as revision and move
faster than the beginners.

If the critical period hypothesis is correct, then we might expect those children
who start French early (in the primary school) to be at an advantage when they reach
the secondary school. They appear not to be. Teachers are sceptical (indeed second-
ary teachers are often sceptical of primary school language learning). They may be
wrong to be sceptical but to the applied linguist their scepticism is one factor in the
situation: it contributes to the ‘language problem’ as do the qualifications of teachers
in the primary and secondary department, the teaching materials used in both, the
measures used to determine progress and the aims of the French teaching programme
in the primary and the secondary schools, whether they are in harmony or not. It is
possible that what counts as doing well at French in the primary school (being
communicative in the spoken language for example) differs from doing well in the
secondary school (accuracy in the grammar of the written language, perhaps).

The situation of a private gitls’ school, with its own primary and secondary
departments, where there is keenness to learn French and resources are ample is
on the face of it an ideal setting for the critical period to operate. It appears not to.
For the applied linguist this is a problem that invites explanation and that neatly
combines theoretical interest and practical involvement.

5.2 English teaching in Nepal

Undil the early 1960s English was widely available in the Nepal school system; the
basic medium of instruction was Nepali but English was taught everywhere as a
foreign language and there were private schools in which English was the medium of
instruction. In the early 1970s Nepal withdrew from English for purposes of nation
building (it should be noted that Nepali, the national language, is itself a colonising
language, introduced only about 300 years ago). English medium schooling was
forbidden. But English did not go away. In the 1980s the ban was lifted, to avoid the
unfortunate situation whereby middle-class parents were procuring English for their
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children by sending them to English medium boarding schools in Darjeeling, itself
a Nepali-speaking enclave in India. It was decided by government that to avoid this
embarrassment English should be officially reintroduced. A Survey of English Teach-
ing by three applied linguists was commissioned in 1983. Its findings were disturbing
(Davies et al. 1984, Davies 1987).

No school teacher in the sample studied possessed adequate English proficiency
(by which was meant ability to read at an unsimplified level). For that reason, and
in order to avoid the huge waste of time and resource devoted to English for the
majority of children who drop out before they have gained any usable language skill,
the Survey’s recommendation was that English should begin in government schools
as late as possible, well up in the secondary school.

However, there were, as the Survey team acknowledged, counter-arguments
which were political rather than psychological, that is they were about the perceived
role of English in Nepal rather than about the critical period. The Ministry of
Education had to recognise the powerful local views on the need to entrench English
early: one of the King’s chief advisers stated that in his view English should start in
the first year of primary school. The fact that there were no qualified teachers (and
no prospect of any coming forward) was unimportant. The Ministry was of course
well aware of its own government’s acceptance of the local political imperative. In a
situation where English represents modernity and the key to professional advance-
ment, starting English in the secondary school would be seen as deliberately
penalising the children of the majority, most of whom never reach secondary school
(about 50 per cent of primary school entrants dropped out at the end of the first
year). It was essential, so government officials argued, for English to start as early
as possible, not primarily to teach English but to provide the appearance of equal
opportunity.

Making decisions about English teaching in Nepal is more than a language
problem. What the applied linguist is able to do is to clarify the choices and explain
the parameters of those choices, what t