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From the President

It is a great privilege to read this compilation of papers given at the 23rd IATEFL-
Hungary conference in Budapest in October 2013. Throughout the long history
of our association, we have always aimed at offering various opportunities for
professional development for our members. In the past year only, we have met
regularly at the Creative Café afternoons; at the incredibly popular Orszagh
competition; at professional literary workshops dedicated to Shakespeare or St
Patrick’s Day; we have offered training for teachers of language learners with
dyslexia; and invited all our members and friends to sing with us in our choir,
resulting in an extraordinary Christmas performance at the G6dollé Castle. This
publication is yet another opportunity for all of us to think, share, discuss, and
change.

We strongly believe that members of our association are dedicated teachers of
English, who love their profession and are ready to step out of their every-day
routine for self-development. With the 24th annual conference approaching, we
are proud to offer the possibility for speakers to publish their work again, and for
those who cannot be with us in Veszprém, to follow the events online during the
conference, and hopefully read the next volume next year.

| am very grateful to everyone who made the publication of a selection of papers
from the 23rd annual IATEFL-Hungary conference possible. In particular, Eva lllés
and Jasmina Sazdovska made all the efforts to produce a highly professional
compilation of articles that we hope to be relevant and useful not only for
educational researchers but also for practising language teachers. Thanks are
due to all the contributors as well for their hard work to share their presentations
in this journal.

| wish you all a very pleasant read.

Néra Németh







Introduction

This is the first of what we hope will become a regular publication of IATEFL-
Hungary. For a quarter of a century, IATEFL-Hungary has been organising various
events and annual conferences with the aim of providing teachers with support
and opportunities for professional development. The conferences have served
as an important venue for teachers to exchange ideas, participate in practical
workshops and learn about recent developments in English language teaching.

Due to their heavy teaching load as well as other pressures, few teachers have
the time or opportunity to engage in educational research. On the other hand,
since educational researchers view the teaching process from their own
perspective, the findings of their research do not necessarily always feed back
directly into the classroom. It would, however, be mutually beneficial if both
parties worked more closely together. This would enable the practice and
research of language teaching to progress more rapidly.

The present compilation aims to bridge the gap between the two groups of
professionals through providing a forum for researchers who teach and teachers
who do research to share their work. We hope that the prospect of this
publication opportunity will motivate ELT professionals who engage in both the
practice and research of the teaching of English to come forward and participate
more actively in the IATEFL-Hungary conferences. We also hope that a union of
research and practice will put IATEFL-Hungary on the cutting edge of the
professional development of English language teachers.

We would like to thank Frank Prescott, who meticulously proofread the
manuscript and spotted typos that escaped our attention. We are also grateful to
our colleagues Kata Csizér, Karolina Kalocsai, Kinga Kaludy, Edit Kontra, Krisztina
Karoly, Péter Medgyes, Marianne Nikolov and Uwe Pohl for reviewing the articles
and providing much needed and much appreciated feedback to the authors.

We are thankful to the Regional English Language Office (RELO) at the Embassy
of the United States of America for their generous support of the publication.

Eva lllés and Jasmina Sazdovska







English as a lingua franca in the practice of ELT
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1. Introduction

Explorations into English as a lingua franca (ELF) were prompted by pedagogical
concerns, by the contradiction between the fact that whereas the majority of
English speakers are non-native (Graddol, 1997), in ELT English is seen as the
property of native speakers who have exclusive authority to decide what is
correct and appropriate in the language (Seidlhofer, 1999). Seidlhofer (2001)
summed up this paradox as follows: “it is highly problematic to discuss aspects
of global English, however critically, while at the same time passing native
speaker judgements as to what is appropriate usage in ELF contexts” (p. 137).
This lack of interest in non-native speakers created a gap in English language
research as well. While native and regional varieties in Asia and Africa were
studied extensively (see, for example, the British National Corpus (BNC, 2007) or
the International Corpus of English (ICE, 2013)), what the largest group of
speakers who have learnt English as a foreign language and use it as a lingua
franca with other non-native speakers do with the language did not seem to
concern researchers until the end of the last century.

The turning point came at the start of the new millennium, and since then there
has been a surge of studies, including corpora such as the Vienna Oxford Corpus
of International English (VOICE, 2013) and English as a Lingua Franca in
Academic Settings (ELFA, 2008) investigating the dominant use of English,
mostly in European contexts. Each of the two ELF corpora contains about 1
million words of spoken data (ELFA, 2008; VOICE, 2013). The pedagogical
impetus and the resulting wealth of research (Jenkins, 2006; Jenkins, Cogo &
Dewey, 2011) led to pedagogic recommendations which focused on form
initially. One such suggestion was that non-standard language forms that
usually receive much attention in ELT but do not hinder understanding in ELF
contexts, for example, omitting the third person -s in present tense verbs
(Seidlhofer, 2001; Seidlhofer, 2004) should not “constitute a focus for
production teaching for those learners who intend to use English mainly in
international settings. Acting on these insights can free up valuable teaching
time for more general language awareness and communication strategies”
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(Seidlhofer, 2005, p. 340). However, recent developments in the research of ELF,
which go beyond the surface level, have highlighted the complexity of the issue
at hand and, as a consequence, applied linguists have become more cautious
and attempt to present the pedagogical implications of ELF research in more
general terms, leaving decisions regarding particular teaching contexts with
those who have first-hand experience of teaching the language (Jenkins et al.,
2011; Seidlhofer, 2011).

It seems that changes necessary for an ELF-oriented teaching approach relate to
two major issues. One such question is the reconsideration of the objectives of
ELT, that is, that the unattainable goal of native-speaker competence should be
replaced with a more realistic goal, such as the ability to use English effectively
in international contexts of communication. Secondly, the focus should be
shifted from the product (native-speaker norms) to the process of learning:

What really matters is that the language should engage learners’ reality
and activate the learning process. Any kind of language that is taught in
order to achieve this effect is appropriate, and this will always be a
matter of local decision. So what is crucial is not so much what language
is presented as input but what learners make of it, and how they make
use of it to develop the capability for languaging. (Seidlhofer, 2011,
p.198)

The concern of this paper therefore is not the particular kind of English that
teachers should choose and teach but, rather, the methods and techniques that
make it possible to achieve the goals outlined above. In what follows, possible
ways of implementing an ELF-oriented approach to the teaching of English are
offered.

2.Theoretical background

2.1 English as a lingua franca

The first findings of the VOICE corpus (2013) suggested that there may be
features which are specific to ELF use. Since the majority of speakers in the
project were from Europe, the existence of Euro-English, a possible variety in its
own right, was hypothesised (Jenkins, Modiano & Seidlhofer, 2001). Apart from
the omission of —s in the third person singular of present tense verbs, the
grammatical features of Euro-English seemed to include using who and which
interchangeably, isn’t it? or right? as universal question tags as well as deviating
from Standard English rules in the use of definite and indefinite articles (Jenkins
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et al,, 2001; Seidlhofer, 2001). In phonology, features which are necessary for
international intelligibility have been identified in the Lingua Franca Core (LFC)
(Jenkins, 2000; Jenkins et al., 2001). It was proposed that the teaching of
pronunciation in ELT should focus on what has been included in the LFC, rather
than forcing the accent of an idealised native-speaker on the students. et al.,
2001; Seidlhofer, 2001). In phonology, features which are necessary for
international intelligibility have been identified in the Lingua Franca Core (LFC)
(Jenkins, 2000; Jenkins et al.,, 2001). It was proposed that the teaching of
pronunciation in ELT should focus on what has been included in the LFC, rather
than forcing the accent of an idealised native-speaker on the students.

However, further research has revealed that what were seen as typical ELF forms
can, in fact, be found in both native and post-colonial varieties of English
(Jenkins, 2012; Sewell, 2013). This finding and the high “online’ variability” as
well as the contextual, hybrid and emergent nature of ELF communication
(Sewell, 2013) have led to the suggestion that “ELF cannot be conceptualised as
a language variety” (Jenkins, 2012, p. 490). In the study of ELF this has resulted in
a shift of attention from form to function and the definition of ELF in terms of
language use and not as a particular language variety (Canagarajah, 2007;
Sewell, 2013). As a consequence, ELF is seen as a “specific communication
context” where English is used as “the common language of choice, among
speakers who come from different linguacultural backgrounds” (Jenkins, 2009a,
p. 200). In a similar vein, Seidlhofer (2011) relates ELF to its speakers when she
defines it “as any use of English among speakers of different first languages for
whom English is the communicative medium of choice, and often the only
option” (p. 7).

Despite this new take on ELF, the debate about ELF as a (potential) variety has
not abated. Interestingly, sometimes it is the use of terms by leading ELF
researchers that sparks a lively discussion. The fact that the opening page of the
VOICE project refers to ELF as “an additional language” which serves as a means
of communication between speakers of different mother tongues (VOICE, 2013)
was picked up by Berns (2009), who commented on the inconsistency of the use
of terminology in ELF research. The reference made by Cogo (2012), an
otherwise ardent advocate of a function-oriented approach, to ELF as “a natural
language” was quickly noted (fairly critically) by Sewell (2013). This led to a harsh
tit for tat response by Dewey (2013), another prominent ELF figure, who
defended Cogo. He lambasted Sewell for misrepresenting Cogo’s
conceptualisation of ELF in an argument which was based on partial quoting
rather than the context of the article.
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In addition, in spite of the mainstream function-oriented perception of ELF,
some ELF researchers still claim that with an evolving European identity, a
distinguishable variety of English is emerging as a result of English functioning
as a second language in mainland Europe (Modiano, 2009). Others put the
emergence of an ELF variety in a wider context and view “usage events in ELF as
the conduit for an evolving variety of English in the long run” (Cem Alptekin,
email communication). They argue that “given sufficient time, it may be possible
for ELF to gradually become a language variety with a linguistic identity on its
own” (Alptekin, 2013, p. 201). Despite dominant functional definitions of ELF,
“the hope of codification has not been completely abandoned” (Jenkins, et al.
2011, p. 304) by well-known representatives of the ELF movement either.

How ELF unfolds will remain the subject of inquiry in the foreseeable future. For
the time being and for the purposes of this paper, however, the definition of ELF
as a particular communication context where English is used as the common
language in the interaction of speakers with different linguacultural
backgrounds provides a suitable starting point. Since participants in ELF
communication often draw on a very different knowledge of language and the
world when they engage in communication with other speakers of English, ELF
contexts are characterised by diversity and fluidity, and represent “continuously
negotiated, hybrid ways of speaking” (Seidlhofer, 2011, p. 4). It should be noted,
however, that any language use can be described in similar terms as “situated,
variable, and subject to hybridizing influences” (Sewell, 2013, p. 6). The
difference between native-speaker and ELF language use therefore is not a
matter of nature but of degree, the extent to which a particular type of language
use displays the above features.

2.2 Pragmatics

The definition of ELF as context implies the adoption of a pragmatic rather than
a linguistic approach. The concern of pragmatics — and of many ELF researchers
- is language use in context, that is, how language obtains and conveys

meaning in actual instances of communication.

As the following example illustrates, knowledge of the language is not enough
to understand what words mean in a particular context:

Virginia: Do you like my new hat?
Mary: It's pink!

(Stillwell Peccei, 1999, p. 25)
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Even though it is relatively easy to understand the meaning of the sentences in
the above exchange, outsiders to this dialogue cannot say for certain whether
Mary likes Virginia's hat or not. In order to be able to establish this fact, the
witness to this conversation needs to know more about Mary and her
relationship with Virginia, whether Mary likes pink or detests it, whether she
thinks the colour suits the occasion or not, and so on. In addition, the
participants in this exchange draw on their knowledge of the conventions of the
community in which they use the language. This knowledge may include what
hats are for, when they are worn or what associations are triggered by the colour
pink. In other words, to identify what words mean in a particular situation,
language users have to activate not only their linguistic knowledge but their
knowledge of the world, that is, their schematic knowledge, as well (Widdowson,
2007). The more schematic knowledge participants in an exchange share, the
less need there is for language; in fact, in some cases a glance or a gesture will
do.

What seems to distinguish ELF situations from interactions where the
participants are native speakers of the same language and come from the same
speech community is that the area of shared knowledge is smaller in ELF
contexts where speakers of English often come from very different linguacultural
backgrounds. The difference may be illustrated as follows.

Native speaker — native speaker communication:

ELF speaker — ELF speaker communication:

Figure 1. Area of shared knowledge (based on Widdowson, 2007, p. 54).
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It is because of the smaller amount of shared linguistic and schematic
knowledge that in ELF contexts the co-construction of meaning and the
exploitation of communication strategies as well as any available linguistic
resources are more important for the success of communication than in
situations where the participants have more in common. If, therefore, teachers
wish to prepare their learners to function in ELF contexts, which are more
diverse and less predictable than communication with an idealised native
speaker, they have to create classroom conditions where students can
experience the kind of language processing and negotiation of meaning which
characterises interactions with other non-native speakers.

There are at least two implications in this regard. Firstly, learners have to engage
both linguistically and schematically when they use the target language.
Secondly, in so doing, learners should not adopt an idealised native speaker’s
language and worldview, but should aim to develop their own ELF speaker
schemata and their own idiolect (which will necessarily bring to bear the
influence of their first language). The language classroom should not, therefore,
be the venue of rehearsing future exchanges with native speakers but, rather,
the place where students engage on their own terms. To use Widdowson’s
(1978) terminology, there should be a shift from the practice of teaching
language for communication to teaching language as communication. In fact,
the latter approach seems to provide more suitable conditions for second
language acquisition (SLA): “[ilt is not that you learn something and then you
use it; neither is it that you use something and learn it. Instead, it is in using that
you learn - they are inseparable” (Larsen-Freeman, 2007, p. 783).

Since mainstream Communicative Language Teaching prepares learners of
English for communication with native-speakers, it is not particularly suitable for
an ELF-oriented approach to the teaching of the language (lllés, 2011). For the
kind of process-orientedness that Seidlhofer (2011) refers to in the quote above,
a shift in the pragmatics of ELT is needed. Thus, in an ELF-oriented approach,
the learning process rather than predicted future contexts of use should take
precedence and English should be learnt through use, as suggested by
Widdowson (1978) and Larsen-Freeman (2007).

In what follows, | will recommend ways in which learners of English can be
prepared for ELF communication in the language classroom. In so doing, | will
not propose anything radically new. In fact, quite the opposite. | will, rather,
highlight how discarded old ideas, such as the teaching of literature and
translation as well as using the classroom as a venue of genuine communication,
can promote a process-oriented teaching of English when re-introduced with
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some changes. In other words, | will draw on and link up notions and methods
which have been around for a long time - Widdowson's (1978) model of
teaching language as communication is one example - in order to offer
solutions to a new problem, the implications of the widespread lingua franca use
of English for language pedagogy.

3. ELF in the language classroom

3.1 Varieties of English

What often transpires from English language coursebooks is that there exists a
correct and proper variety of English used by the majority of native speakers.
The only distinction that appears to be made in the classroom is the explication
of the difference between British and American English. A study investigating
authentic real texts in advanced ELT coursebooks has found that the dominant
variety in these ELT materials is still British English. Even texts originally written
by American authors have often been modified to resemble the British variety
(Clavel-Arroitia & Fuster-Marquez, 2014).

However, this perception of the English language could not be further from the
truth. The kind of English that is usually taught in most EFL classrooms is
Standard English (SE) and Received Pronunciation (RP). And there’s the rub.
Neither SE, nor RP represent the most widely used variety or accent. “In Britain
Standard English is spoken by 12-15 per cent of the population, of whom 9-12
per cent speak it with a regional accent” (Jenkins, 2009b, p. 36). RP, the most
prestigious accent, is spoken by only 3 per cent of the population in England
(Wardhaugh, 2002).

These statistics do not necessitate a change in the variety chosen for language
teaching purposes; they should merely serve to debunk the myth of English as a
monolithic variety best represented by SE and RP. In the classroom a more
realistic view of the English language can be developed if students are made
aware of the fact that what is called English is no more than an umbrella term for
the many varieties that are used in different parts of the world. Although these
varieties can be quite different from SE, they are equally effective in serving the
communicative purposes of their speakers. They have been shaped to
accommodate their users’ particular reality. As the African writer, Chinua Achebe
putit:
| feel that the English language will be able to carry the weight of my
African experience [..] But it will have to be a new English, still in
communion with its ancestral home but altered to suit its new African
surroundings. (Achebe as cited in Widdowson, 2003, p. 42)

11
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Through exposure to different native and non-native varieties as well as being
shown how speakers of English, native or non-native, shape and mould the
language, students can learn how to appropriate English and develop their own
idiolect which can then enable them not only to effectively communicate but to
express their identity as well (Jenkins, 2007; Quifang, 2012).

3.2 ELF and the teaching of literature

Moving from language into the realm of pragmatics, there is a long-forgotten
outcast in ELT which, by its very nature, generates communication that requires
individual engagement through the involvement of the readers’/learners’
schematic and linguistic reality. In literature, using Seidlhofer’s terms (2011),
what matters is what the students make of the linguistic input rather than the
unconditional acceptance of prescribed meanings and interpretations:

What is distinctive about literary texts [...], is that they provoke diversity
by their very generic design in that they do not directly refer to social
and institutionalized versions of reality but represent an alternative
order that can only be individually apprehended. They focus [...] not on
the social contours but on personal meanings. (Widdowson, 2003,
p. 135)

By projecting an alternative, unexpected and often out-of-the-ordinary view of
the world, as well as by presenting creative language use, literature provides
situations which bear a close resemblance to the diversity and unpredictability
of ELF interactions. Because of its unconventional nature, literature poses
challenges, problems which often require the exploitation of many of the
resources that are available to the reader. As a result, when trying to make sense
of literary texts, students, too, are often forced to make more effort and activate
not only their linguistic and schematic knowledge but various meaning-making
strategies as well.

Fortunately for teachers, literary texts do not have to be long and complex, and
can be manageable by less proficient speakers of the target language as well.
Often a few words, an unusual combination of ordinary things and places can
produce the puzzle that makes the reader move beyond the usual constraints of
everyday communication, as can be seen in the case of the following poem:

12
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Last night in London Airport
| saw a wooden bin
Labelled UNWANTED LITERATURE
IS TO BE PLACED HEREIN.
So | wrote a poem
And popped itin.
(Christopher Logue, “London Airport”)

In order to make sense of the poem, the reader has to activate and combine two
schemata that do not usually mix: writing a poem and dropping litter in a bin.
Even if the language does not pose much of a problem, the poem - similarly to
communication in international contexts of use - presents something other and
different from the reader’s everyday experiences.

Apart from literary pieces, coursebooks containing well-written texts which
resemble works of art can also be used to prepare learners for the kind of
language processing that characterises ELF communication. One such series,
Access to English, which was published in the 1970s, is still used in some schools
in Hungary (lllés, 2009). The main advantage of this old coursebook series lies in
the fact that it is like a soap opera (a genre to which students can easily relate
these days) with an excellent storyline and well-written and engaging texts. It
makes use of literary devices such as suspense, sudden twists and humour, and
creates a three-dimensional antihero-turned-hero - features which make Access
to English a captivating book that students remember fondly even many years
later (lllés, 2009).

3.3 Translation

Another outcast of communicative language teaching, translation can also be
used in an ELF-oriented classroom for several reasons. First, there are
considerable similarities between ELF and translation. Both serve as bridges
between different languages and cultures, and both are concerned with “what
works for actual speakers in specific circumstances” (Cook, 2012, p. 247). Like ELF
use, translation is carried out with the needs of a particular audience in mind
who not only speak a different language but often hold very differing cultural
assumptions as well. Therefore, in both ELF and translation what should be said
or written and how requires “an enhanced awareness of the contextual and
interactional dimensions of language use” (Canagarajah, 2007, p. 924). Thus,
translation, unless it is to practise vocabulary and/or grammatical structures,
necessarily goes beyond the conversion of words from one language into
another and functions at the pragmatic level as well.

13
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Secondly, as in the research of ELF use, in the study of translation there has been
a shift of focus from the product to the process. In contrast to translation theory
which focuses on the text and the extent to which a translation is equivalent to
the original, translation studies have moved towards “the process of translation
in its social and political context. [...] from a preoccupation with what a text
means to what is meant by its speaker/writer, and what it might mean to its
listener/reader” (Cook, 2012, p. 245).

Third, the move away from static products to the process of meaning making
implies choice and decisions ELF users and translators have to make in order to
communicate their meanings successfully. Since there are no pre-determined
correct answers formulated in absolute terms in either context, the success of
communication is always relative to the requirements of a particular situation
which are not given but have to be assessed by the participants of ELF
interactions or the translators (Cook, 2012).

In ELT, applying translation as a process can reveal what contextual factors need
to be taken into consideration in order to make intercultural communication
appropriate and effective for a particular audience. The discussion of relatively
simple texts, such as public notices or tourist brochures can highlight the
problems translators may have and the decisions they have to make. The
comparison of the original and the translation of the information provided in
taxis in Budapest below is a case in point.

Minositett budapesti taxi y
Licensed Budapest taxi

Ami 70 450

Percdij (Ft/perc) 70
Time-based fare unit (HUF/min) \_ ] B

B 280
Distance-based fare unit (HUF/km)

=

F val kapcsol a ki iy tehet
File @ complaint at the fallowing locationsoffices:

Budapest Féviros KmménTNmah Fogyasztovidaelmi Feld
qy i Iroda | 1052 Bud Vireshaz utca 7.

BKK Zrt. Ogyfélzolgilata | 1075 Budapest, Rumbach Sebestyén utca 19-21,,
blkepbki.hu, +36 13 255 255

BubasizPest ==

Figure 2. Fares displayed in taxis in Budapest (Févarosi Kozgydlés, 2013).
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While the English equivalent of alapdij (translated as base fare) may make sense
to visitors, the translation of percdij and kilométerdij as time-based fare unit and
distance-based fare unit may pose problems of intelligibility for native or non-
native English speakers unfamiliar with the system of charging for taxi services in
Budapest. What is missing in the English translation is the explication of the
difference between the two charges. In other words, in what circumstances do
they apply? The sign next to percdij showing the number 15 in a circle is again
understandable for only those who know that when the speed at which the taxi
travels goes below 15km per hour, the fare changes and the passenger is
charged depending on how many minutes have been spent in the car rather
than the distance that has been covered. In fact, this background knowledge is
necessary even if speakers of Hungarian try to make sense of what percdij or
kilométerdij mean. Therefore, regardless of the language, understanding the
meaning these words obtain in the particular context of licensed Budapest cabs
will always be a matter of possessing the necessary schematic knowledge. If the
translator correctly assumes that foreign visitors do not know how taxis charge
for their services in the Hungarian capital, they may have to opt for other than a
word-for-word translation and include additional information that enables the
target group of native and non-native speakers of English to work out the
amount they have to pay.

The text also raises issues of politeness and the rendering of intentions. While
the Hungarian version is worded as you may file a complaint, the English
translation uses the less polite imperative and therefore turns a request into an
order or instruction - hardly the original intent of the writer of the text.

3.4 Classroom communication

As with literature and translation, | suggest that the role of classroom interaction
should be reconsidered.

The perception of classroom communication as not real or genuine still holds
strongly in ELT. The main reason for this is the fact that classroom
communication is seen as very different from the kind of language use that
prevails outside the school walls. First of all, the purpose of communication
differs in the two contexts: while interactions outside the classroom have some
real-life objective (e.g., conveying information or establishing rapport), the main
aim of classroom communication is pedagogical. Secondly, classroom
interaction seems to lack features such as open-endedness or being jointly
negotiated, and typically displays patterns of the IRF cycle, that is, teacher
initiation-learner response-teacher follow-up (Seedhouse, 1996).
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When highlighting the limitations of these arguments, Seedhouse (1996) points
out that the genuineness of classroom interaction is usually measured against
the notion of conversation or everyday talk, which represents only one particular
type among the many other kinds of discourse in language use. Seedhouse
(1996) also claims that the IRF cycle can be found in parent-child interaction, the
goal of which, apart from being pedagogical, is often communicative as well.
However, despite its obvious similarities with classroom talk, parent-child
interaction is not seen as ‘non-natural’.

As a consequence, classroom interaction should be seen as “a variety of
institutional discourse” (Seedhouse, 1996, p. 22) which has its own constraints
and interactional features. Widdowson professes a similar view when he argues
as follows: “It seems to me that we need to recognize that the classroom is a
social construct and as such, like any other, has its contexts and purposes, its
own legitimate reality” (Widdowson 2003, p. 113). Classroom communication,
therefore, is as real and genuine as other types of interaction within and outside
the school walls.

Taking this argument further, it can be suggested that the context of the
classroom can, in fact, provide a venue for interaction that closely resembles
language use outside the classroom. In the lesson, too, participants have to
handle both symmetrical (student-student) and asymmetrical (teacher-student)
relationships and often have to engage on their own terms both schematically
and linguistically. Such pragmatic involvement can then create opportunities for
learning through use, or teaching language as communication (Widdowson,
1978). As a consequence, what is generally called real-life or genuine
communication can, in fact, be replicated in the classroom if teachers allow for
off-topic conversations, asides, cheeky repartees and comments as well as puns
that are often seen as a waste of time when pressed to cover the planned
material. These acts of communication are similar to ELF interactions in that they
are instantaneous and unpredictable, and require online meaning making. They
are contextually bound and may not necessarily conform to native speaker
norms of correctness. In addition, interactions with individual engagement often
bear testimony to creative language use, reflecting highly effective exploitation
of target language resources.

The following examples were recorded as part of a project which involved
prospective teachers during their teaching practice (lllés & Szatzker, 2013). They
are exchanges from the lessons of one of the future teachers who encouraged
humour and repartee in her classes.
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1. T: No test today?
S: Yes test.
2. T:1s heill?

S: Yes, he's got test fever.

3. T (eliciting meaning): What do people do when they suffocate?
S: Suffer.

The novel language forms ‘yes test’ and ‘test fever’ in the student replies in
exchanges 1. and 2. have been generated by the particular Hungarian school
setting and are therefore appropriate as well as highly effective even if they may
not exist in native speaker varieties. They provide evidence of successful
exploitation of the potential of the language - a feature of the “dynamics of ELF
usage” (Seidlhofer, 2011, p. 98). In exchange 3, on the other hand, the student
uses a word which alliterates with ‘suffocate’, and which indicates indirectly that
the meaning of the English word is clear. Such instances of creative language
supply counterevidence to Medgyes’s claim (1992) that “non-native speakers
can never be as creative and original as those whom they have learnt to copy”
(p. 343).

A second implication of viewing the classroom as a legitimate context with its
own reality is the recognition of the fact that the target language is not the only
language that needs to be taken into account in the foreign language classroom.
Learners’ first languages are also present, whether teachers or other ELT
professionals approve of it or not. When students start learning a foreign
language, they are already fluent in at least one other language and have
developed communication skills as well (Budai, 2013). Since learning takes place
when new knowledge is connected to something familiar (Budai, 2013;
Widdowson, 2003), and in language teaching this means relating the new
language to the learners’ mother tongue, being able to draw on their L1
provides a powerful learning source and tool for students.

Features of classroom communication such as the ability to exploit all available
linguistic resources including the L1, and the use of repetition, paraphrasing or
code-switching facilitate mutual intelligibility not only in the language class but
in ELF contexts of use as well (Seidlhofer, 2011). Allowing languages other than
English into the classroom and letting students code-switch for various
communicative and pedagogical purposes may help them prepare for the
demands of ELF communication in the outside world.
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According to Carless (2008), the three main reasons why students use their L1 in
the foreign language class are “to express meaning, identity or humour” (p. 333).
The following exchange taken from one of the lessons of the above mentioned
prospective teacher illustrates how the understanding and admission of the
student’s own mistake is communicated with a touch of humourin the L1.

S:1have a cold.
T: You don’t look sick to me.
S (after a short pause): Na jo, akkor fazom. [All right then, | am cold.]

The teacher watched one of the students getting up and changing seats. She
looked at the student questioningly, to which the student responded in English,
not realising that his message did not convey the intended meaning. The
teacher’s reaction made the misunderstanding created by using the wrong
phrase obvious and led to the correction of the mistake in the L1. Apart from the
humorous effect, the student’'s Hungarian reply is more revealing than a
correction in English would have been since it shows the thinking behind the
choice of expressions. As in ELF communication, in this exchange too, there is an
increased need for negotiation of meaning so that the misunderstanding can be
clarified.

4, Conclusion

The prevalence of ELF communication in interactions conducted in the English
language necessitates a reconsideration of the objectives and focus of ELT.
Rather than preparing learners to use English with idealised native speakers, the
teaching of English should set effective participation in ELF contexts as its aim.
This requires a shift in focus from the product of language learning, that is,
native speaker correctness and appropriateness, to the process of online
negotiation of meaning in situations where the contextual parameters are less
predictable and stable. Such an approach entails engaging learners on their own
terms both linguistically and schematically, which can be achieved if English is
taught as communication (Widdowson,1978) where language learning and
language use take place simultaneously (Larsen-Freeman, 2007).

It has been suggested that some of the outcasts of communicative language
teaching can create favourable conditions for genuine language use within the
classroom. Contrary to popular belief, the teaching of literature and translation
as well as the reconsideration of the role of classroom communication can cater
for the students’ current learning needs and promote an ELF-oriented approach
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to ELT. The question of whether recycling old techniques for new purposes
works can only be answered by those at the chalkface. This paper has only
attempted to provide some food for thought for the endeavour.
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What interpreter trainees were never taught
in the language classroom

Esther Gutiérrez Eugenio

1. Introduction

During my training as a conference interpreter, | always had the impression that
the intertwinedness of the processes involved in language learning and in
translation and interpreting were to some extent misunderstood and
underestimated by professionals and academics in both fields. Later on, when |
started collaborating as an interpreter trainer, | had the chance to observe again
the struggle of the interpreter trainees to cope with the specialised terminology
and the development of the relevant interpreting skills, while trying to upgrade
their language knowledge and skills to the level required to become successful
professional interpreters. This observation confirmed my own personal
experience and motivated the launching of this study to explore in more depth
the linguistic difficulties faced by interpreter trainees. Considering that English
has become the language in which most international communication takes
place (Holliday, 2005, 2009; Seidlhofer, 2001, 2005, 2011; Widdowson, 1994,
1997), it is logical to think that it will also be the most common language from
and into which translation and interpreting happens. The results from this study
may, therefore, be of considerable relevance to inform the design of future
English courses and linguistic curricula both in everyday contexts and as part of
translation and interpreting courses.

Despite the recent renewed interest in including translation in language
learning (Carreres, 2006; G. Cook, 2007, 2010; Duff, 1989; Malmkjaer, 1997;
Popovic, 2001; Stoddart, 2000), there still seems to exist an important gap in the
literature concerning the role of language learning before, during and after
translator and interpreter training. This study aims to contribute to the
understanding of this common ground between language learning, translation
and, particularly, interpreting, by exploring the language learning processes that
take place during professional interpreting courses, with a focus on the specific
language deficiencies that trainees identify as hindering their development as
confident and efficient professional interpreters.

In the paragraphs that follow, the aim will be to present the theoretical and
research framework within which this study articulates itself. First, | will offer
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definitions for the activities of translating and interpreting, as well as for some
related terms such as conference interpreting, interpreter trainee or interpreter
training programmes. Second, | will review previous literature and research
studies that aim to bridge to some extent the existing gap between the fields of
second language pedagogy and translation studies, with a focus on language
learning and interpreter training. This discussion will lead to the main aim of this
study: an exploration of the language difficulties that interpreter trainees
identify during their interpreter training and that could have been addressed
during their general language education.

2. Literature review

2.1 Translation and interpreting: definition of main terms

In this paper, a number of terms are used that come from Translation Studies
(the field that studies the processes involved in both translation and
interpreting) and whose meaning needs to be defined. In the context of this
paper, translation and interpreting are defined as activities that can occur both
in a professional and an academic context, either as part of specialised translator
and interpreter training programmes or as simple elements in language learning
courses. Translation is the activity of reproducing a text in a different language in
written form, while interpreting refers to the same activity but with both the
original and the final texts (more commonly referred to as speeches) expressed
in oral form. In both cases, the message, style, register and function of the
original text must generally be maintained in the target text (Gile, 2009; Hurtado
Albir, 1988, 1996; Klaudy, 2003; Malmkjaer, 1997). Despite the fact that both the
activities of translating and interpreting involve a significant amount of
intrinsically similar processes (message and context analysis, linguistic decoding
and recoding), they have long been considered as separate activities on the
basis of the very different abilities and skills that they require from the individual
(Gile, 2004, 2009).

There exist several modes of interpreting (consecutive, simultaneous, liaison,
chuchotage, etc.), which differ from each other mainly according to the type of
work and effort that they require from the interpreter (e.g., taking notes,
whispering, summarising) and on the context where they are generally used
(e.g., social services, private meetings, international conferences). This study
particularly focuses on conference interpreting, used as an overarching term to
include modes of interpretation that aim at “rendering a message from one
language into another, naturally and fluently, adopting the delivery, tone and
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convictions of the speaker and speaking in the first person” (Directorate General
for Interpretation, SCIC, online).

In interpreting, as well as in translation sometimes, it is common to talk about
the A, B and C languages of each individual. As defined by the International
Association of Conference Interpreters (AllC,1982) and by the European
Commission’s Directorate General for Interpretation (SCIC, online), an A language
is the mother tongue of the individual, a B language is a language mastered well
enough for the individual to provide an acceptable interpretation both from and
into this language, and a C language is a language that the individual only has a
passive knowledge of and therefore can only interpret from but not into. The
working languages or language combination of an interpreter refers to the
languages they can interpret from and into. While this classification is strictly
adhered in conference interpreting, it becomes somewhat more flexible when
the interpreters work in other contexts, such as private meetings or the social
services.

In contrast with the situation a few decades ago, when interpreters had to train
themselves and, very often, learn by doing, nowadays there exists a large
number of interpreting programmes all around the world where thousands of
students are trained every year (AlIC, online). These programmes cover a large
number of interpreting modes, and usually specialise in one particular type of
interpreting (conference, court, medical, liaison, etc.). Students enrolled for these
programmes are commonly referred to as interpreter trainees, and they
constitute the main focus of attention for this study.

2.2 The role of translation and interpreting in second languegeing

Translation is a common point of debate amongst teachers and experts in
second language pedagogy, and has long been excluded from the language
classroom on the basis of its allegedly detrimental effects for the development
of the learners’ communicative competence in the target language. However, in
the last few years there has been an important number of academics both in the
field of translation studies (e.g., Hurtado Albir, 1988; Malmkjaer, 1997; Vermes,
2010) and in the field of second language pedagogy (e.g., G. Cook, 2007, 2010;
Duff, 1989; Popovic, 2001) who have strongly argued for the reincorporation of
translation into language courses. Following this trend, some have even
conducted some small-scale studies to evaluate the students’ attitudes towards
translation activities (e.g., Carreres, 2006; Sanchez Cuadrado, 2011; Takimoto &
Hashimoto, 2010) and suggested different ways in which these activities can be
incorporated into communicative teaching approaches (e.g., G. Cook, 2010; Duff,
1989; lllés, 201 1b; Stoddart, 2000; Vazquez Marifo, 2012).
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Considerably less has been written about the potential of interpreting in the
foreign language classroom, although some authors in second language
pedagogy tend to include interpreting activities under the heading of
translation (see, for example, the pedagogical suggestions in G. Cook, 2010). A
search for studies that incorporate interpreting activities into language teaching
yields very limited results. Amongst these scarce examples, it is worth
mentioning La Sala (2008), who describes how her optional module on liaison
interpreting (a simplified mode of consecutive interpreting) in the last year of
Italian studies at a UK university helped students become more confident and
accurate users of the language. Prieto Arranz (2002) explains his experience
using liaison interpreting as a teaching technique with a 4®"-year group of
English Philology students at a university in Spain, and argues for the inclusion
of these kinds of activities in the foreign language classroom. Takimoto and
Hashimoto (2010) also conducted a study about students’ attitudes towards
translation and interpreting activities as part of language courses, and
concluded by arguing for the inclusion of these activities to promote a greater
understanding of the target language.

2.3 The role of second language learning in translation and interpreting

Advanced proficiency in at least one foreign language is a logical and
indispensable pre-requisite for translator and interpreter training. Yet, linguistic
deficiencies are the most important reason why students fail their final
professional examinations (Keiser, 1978). Gile (2009) explains how, for a number
of reasons, institutions are sometimes forced to accept students without the
required mastery of their languages. In order to help these weaker students,
some of the training programmes include language enhancement courses (llg,
1978, 1980). However, other institutions, such as the one where the present
study was conducted, consider that language learning should take place before
starting interpreter training, and that students are responsible for addressing
any linguistic deficiencies intuitively and autonomously along their interpreter
training. Trainers working in these programmes do provide feedback to the
trainees on linguistic aspects, but it is left entirely to the trainees’ judgement to
decide how to tackle these problems.

Apart from the basic linguistic comments given to the students as part of the
feedback on their performance, interpreter training courses do not tend to
assume any responsibility in helping students improve their language skills.
Certainly, there exist a number of publications focused on how language courses
can help students develop the skills necessary for later training in translation
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(Beeby, 2004; Berenguer, 1996, 1999; Bowen, 1989; Brehm Cripps & Hurtado
Albir, 1999; Malmkjaer, 1998). However, Zannirato (2008) has been the only
researcher to date who has looked at including second language pedagogy
principles into interpreter training in an effort to better support the trainees’
linguistic and overall development. This lack of literature is evidence of the
interpreter trainers’ lack of knowledge of trainees’ linguistic difficulties, and
encourages the conducting of exploratory research studies such as this one.

3. Aims of the study and research questions

As stated above, this study was motivated mainly by my own personal interest in
exploring the language learning processes that take place in interpreter training
courses. My collaboration as an interpreter trainer at a postgraduate conference
interpreting programme provided an excellent opportunity to observe and
investigate in detail the language learning processes that | was so curious about.
In the framework of a broader case study, this paper focuses on discovering and
identifying which aspects of the trainee’s previous language learning could have
been improved and developed in order to prepare them more efficiently for
their interpreter training and work. The study only aimed to answer the
following research question:

What language difficulties do interpreter trainees identify during interpreter training
that could have been ideally addressed during the previous stages of language
learning?

4. Research methods

The exploratory nature of this study fits within the qualitative paradigm of
research. Within this paradigm, a case study research design seemed the most
appropriate way to explore specific issues that occur within a small sample in a
determinate context (Creswell, 1998).

4.1 Participants

The participants in this research study were ten interpreter trainees at a
renowned interpreter training institution in Budapest enrolled in a 10-month
full-time conference interpreting course. At the end of this course, the trainees
have to sit a professional examination organised by an EU institution where their
interpreting ability is tested against professional benchmarks. The participants’
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mother tongue was Hungarian in all cases, and they had a mixture of language
combinations, as shown in Table 1. Participation in this study was voluntary. In
exchange for their participation, the trainees were only offered a snack during
the group interviews and the enjoyable possibility to discuss and share the
language learning issues they were encountering during their training.

All the interpreter trainees had an advanced command of English, despite their
different B languages. Five of the participants had attended bilingual English-
Hungarian secondary schools, three of them had participated in school schemes
that involved an increased number of English language lessons across their
years at secondary school, and the remaining two attended mainstream
secondary schools with an average of 4-5 English language lessons per week. All
the interpreter trainees majored in their B languages from different Hungarian
universities, and some of them had completed a two-year master’s level degree
in translation and interpreting prior to enrolment in this specialised conference
interpreting course. Their C languages had been learnt through a combination
of formal instruction at school and at university, and through stays in the foreign
country and professional or personal contact with the language.

Table 1.Language Participant Alanguage  Blanguage C Languages
Combmatfo.n of Participant 1 Hungarian English French,
each participant. Spanish
Participant 2 Hungarian English French,
Spanish
Participant 3 Hungarian English Italian
Participant 4 Hungarian English Spanish
Participant 5 Hungarian English French,
German
Participant 6 Hungarian English French
Participant 7 Hungarian English French
Participant 8 Hungarian English German
Participant 9 Hungarian French English,
Italian
Participant 10 Hungarian Spanish English
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4.2 Data collection: instruments

4.2.1 Observation

Thanks to my involvement as an interpreter trainer in the Spanish section of this
interpreting programme, | had the chance to act as a participant-observer. |
participated in about 8 hours of practice sessions per week for 25 weeks, during
which | had the chance to interact with the participants, listen to their
performances and offer both linguistic and technical feedback. Although | was
primarily working with the Spanish B trainees (only one of whom felt
comfortable enough in English to participate in this study), in the practice
sessions speeches were rendered in all the trainees’ working languages and
each booth could decide into which language they wanted to interpret. This
allowed me to acquire a good understanding of each trainee’s difficulties, as well
as to develop a friendly rapport with them that would prove very positive at the
interview stage.

4.2.2 Feedback notes on trainees’ interpreting performance

The feedback notes were a valuable research instrument in this study. They
consisted of all the notes and annotations | had taken while listening to the
trainees’ renditions of the speeches. The notes served as the basis for the oral
feedback that the trainees’ received after each training session, and included all
kinds of signs, remarks and annotations about both the interpreting technique
and the linguistic quality of the trainees’ performance. These notes were stored
over the whole academic year, and their analysis helped identify specific
linguistic issues that could later be discussed with the participants during the
group interviews, especially in the case of the Spanish B trainee but also with the
English and French B participants.

4.2.3 Semi-structured focus group interviews

The most important part of the data was obtained through two semi-structured
focus group interviews. As Dornyei (2007) explains, this method allows
collecting a considerable amount of data while yielding a rich, insightful
discussion between the participants around the explored issue. | acted as a
moderator by introducing the research study and the questions, making sure
that every participant had the chance to express their viewpoint and
encouraging discussion of each other’s contributions. Participants were asked to
discuss the following main questions, which constituted the interview guide:

AWhat linguistic difficulties have you encountered in your working languages since
you started your training?

AWhat aspects of your language learning should have been different and in which
walys in order to prepare you better for interpreter training and work?
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4.3 Data collection: procedures

The feedback notes were collected during the whole academic year and used to
guide the questions during the focus group interviews. Observation also played
an important role as continuous contact with the participants contributed to a
relaxed, cooperative atmosphere during the interviews. Both the feedback notes
and the observation helped me gain a deeper understanding of each
participant’s stage of linguistic development, which in turn was very valuable to
trigger insightful answers from the trainees at the interviews and to later make
sense of the data collected.

The group interviews took place during the Easter holidays in 2013. For practical
reasons, | decided to organise two parallel sessions of about one hour each: the
first session with only four trainees (participants 3, 5, 8 and 9), the second
session with six (participants 1, 2, 4, 6, 7 and 10). The sessions were video-
recorded with the participants’ permission to facilitate later verbatim
transcription.

The sessions were conducted in English as this was the only language | had in
common with the trainees. All the participants understood the importance of
feeling comfortable expressing their views in English, and were offered the
possibility to switch to Spanish, French or Hungarian if necessary at any point
during the interviews, although eventually this was not necessary.

4.4 Methods of data analysis

Qualitative data analysis methods were used in this study. Before the interviews,
| analysed the feedback notes to identify linguistic difficulties in each participant.
These notes were taken to the interviews and used as probes for further
discussion among the participants. After the interviews, | personally transcribed
the recordings, assigned a code to each participant and, after several readings,
started to identify recurring themes and to establish the categories presented in
the next section (Coffey & Atkinson, 1996; Maykut & Morehouse, 1994).
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5. Findings and discussion

The aim of this paper was to identify the languagedifficulties that interpreter
trainees identified during their interpreter training and that could have been
addressed throughout their previous language education. The analysis of the
data uncovered a number of interesting issues that led to the creation of the
categories listed below. Despite the reduced number of participants, and
therefore maybe the incompleteness of these results, the findings do offer some
thought-provoking insights into the deficiencies of current language courses as
well as suggestions to overcome these deficiencies in the future.

5.1 Gaps in language knowledge

Participants expressed several times how their training had helped them gain a
more realistic perception of their language knowledge. Most of them arrived at
this programme with the belief that their mastery of their languages was
exceptional, only to realise that in some cases they had very basic gaps in all or
some of their languages. For example, the parts of the body, colours, and large
figures or percentages seemed to be recurrent problematic areas for all the
participants throughout the training course.

Participants also agreed on the difficulty of avoiding communication and
language learning strategies commonly used in the language classroom, such as
paraphrasing or the use of a general term (Chesterman, 1997; Oxford, 1990).
Instead, precision and contextual accuracy were necessary to maintain the level
of linguistic sophistication required by the speeches. As one of the participants
explains in the quote below, using the language for one’s personal
communicative purposes allows greater linguistic freedom, letting the speaker
decide what exactly they want to say and what linguistic resources they will use
to transmit this message. In contrast, using the language for interpreting means,
first of all, that the language production occurs under very constraining
conditions of time and pressure, which significantly limit the interpreter's
possibilities to apply communication strategies such as asking for clarification,
restarting the sentence or rephrasing an idea. Furthermore, the focus when
using the language in interpreting is not only on transmitting the message
faithfully, but also on other linguistic and non-linguistic factors, such as the style,
register, context or the relationship between the original speaker and the
intended audience.
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In real life you want to express your feelings and you find the way to do
it, in a (sic) way or another... If you can’t think of the right expression,
well, maybe you use a similar word or explain with a sentence, but in the
linterpreting] [ lou that. you always need to

, Which means that you can't use any

( 6)

to the one of the main their

interpreter training and language courses was the kind of
used and the of the language . In language
the participants that with a
focus on literary texts and listening activities by native speakers a
speed for the students. In and in

interpreting, the focus is on current and therefore a
specialised terminology in a number of is necessary. As the
participant below there seems to be a between the use of
these literary texts and in the classroom, and the kinds of
and that students are most to ona basis in real
and also in interpreting:

I at university we had to studya  of very
texts, learn all those words, but | think they are very
in life
and all that, they about about the
about the .Ithink learning about this would have been
more even if | want to be an interpreter
what you when you putthe  on. ( 1)

real in the are by
native and trainees have to to an of

and in the of English and its
as an franca , 2009; Seidlhofer, 2001,

, 2011; , 1994, 1997, 2003). As two of the participants
below, most of the speakers at conferences around the
world are non-native speakers with very and a

of English, which only makes the
more and if the interpreter has been
to English native speakers.




