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ABSTRACT 

Although master's degree programs in English as a Second Language (ESL) in 

the United States show a great variety in terms of the name of the degree, the length of 

the program, and the focus of the studies, among other things, a strong connection 

between language and culture is presumed to be central in second language teaching. 

However, a survey of four-semester programs shows that only 47 (51.6%)require a 

course on culture suggesting that it is not recognized universally as a priority. 

In the academic institutions where there is a course on culture, future ESOL 

teachers are learning under the implicit ideologies of their instructors as well as those of 

the institution they are attending. These ideologies respond to imperatives at the national 

and international level (Kramsch, 1993). The ideologies are rarely clearly articulated in 

the programs or the courses per se, and it is common to find that in the foreign language 

classroom many teachers are not entirely aware of the cultural nature of their discourse. 

The purpose of this investigation is to find out what systems, beliefs, and values 

underlie the courses that deal with 'culture' in four leading Master's programs in the 

United States, taken as representative of the field. These are investigated under four sub

categories; 1) the purpose of each program, implicit or explicit, 2) the views on the 

teaching of English held by both faculty and future teachers of English, i.e., the students 

in the program, 3) the content of the course that deals with culture, and 4) the concept of 

culture adopted in the program and the course. The findings are analyzed in the light of 
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the theories of Symbolic Violence of Bourdieu, Critical Pedagogy, in particular the works 

of Freire, Apple, and Pennycook, and Phillipson's theory of Linguistic Imperialism. 

The primary hoped-for application of these results is to help university teachers and 

future teachers of English as a second language become more aware of the inherently 

ideological nature of the field and help them reflect on how their own ideologies may 

have an effect on those they teach. 
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1. INTRODUCTION 

The master's degree programs in English as a Second Language (ESL) in the 

United States show a great variety in terms of the name of the degree, the length of the 

program, and the focus of the studies, among other things. Despite the presumed 

centrality of culture in second language teaching, when looking at the courses offered in 

these programs it appears that having a course on culture is not regarded as a priority for 

most of them (Atkinson, 1999). It seems that in most of these programs, understanding 

the answers to such questions as what the forces are behind the emergence of English as a 

global language, where the field of TESOL comes from, or the reasons behind the 

accepted pedagogical practice, is not a matter of great importance. Clifford Geertz in his 

book The Interpretation of Cultures (1973) states the following: 

"Our ideas, our values, our acts, even our emotions, are, like our nervous 
system itself, cultural products - products manufactured, indeed, out of 
tendencies, capacities, and dispositions with which we were bom, but 
manufactured nonetheless. Chartres is made of stone and glass; it is a 
cathedral, and not only a cathedral, but a particular cathedral built at a 
particular time by certain members of a particular society. To understand 
what it means, to perceive it for what it is, you need to know rather more 
than the generic properties of stone and glass and rather more than what is 
common to all cathedrals. You need to understand also - and, in my 
opinion, most critically - the specific concepts of the relations among 
God, man, and architecture that, since they have governed its creation, it 
consequently embodies. It is no different with men; they, too, every last 
one of them, are cultural artifacts." (Ibid.: 50-1) 

I cannot help but extend Geertz's analogy to the ESL field. In this field, we need to know 

the "stone and glass" of ESL, i.e., we need to understand how the language that we will 

be teaching works and we need also to examine the methodologies that are at our disposal 

to teach English. It is also important that we know what is "common to all cathedrals". 



i.e., we need to know and understand what it is like to learn a second language and how 

this process is different from learning the first language. But we need to understand, and 

I agree with Geertz, most critically, the concepts and relations "among God, man, and 

architecture", i.e., we need to understand the historical factors that have placed English 

where it is today, how this motivates people to learn the language, and how this has 

produced the field of TESOL. We need to understand how, in this time of globalization, 

English affects the lives of people all over the world. We need to understand that all 

teaching is a political act, and teaching a language is no different. We need be aware of 

the ideologies behind teaching this particular language, and we need to be critical about 

what we do, how we do it, and why we do it. 

1.1. STATEMENT OF THE PROBLEM 

It is a well-known fact English is the one truly global language today. However, a 

language has no independent existence and does not become global because of its 

intrinsic structural properties (Crystal, 1997). It exists within its users and can never be 

removed from its social, cultural, political, and discursive contexts (Pennycook, 1994). A 

language can become international because of the political power of its users/speakers, 

but an economically powerful force is needed to maintain and expand it. The power of a 

language resides in the domains of its use, the roles it can play, and above all, how others 

view its importance (Kachru, 1986). 

The English language has been at the center of economic developments which 

began to operate on a global scale during the twentieth century. These developments 
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have been supported by the new communication technologies which have, in time, 

fostered the emergence of massive multinational organizations. Any language at the 

heart of such a burst of international activity would certainly have found itself with a 

global status (Crystal, 1997). 

The benefits of having a global language are considerable. However, not 

everything that a global language entails is good. In the case of English, it has conquered 

a great deal of territory and domains, and it is exerting its dominance over other 

languages. This prevalent role of English is linked to governments and other institutions 

of established power throughout the world that promote the language at the expense of 

other languages and cultures around the world (Alatis & Straehle, 1997). 

For people in countries where English is the language used for everyday purposes, 

namely the United States, the United Kingdom, Canada, Ireland, Australia, and New 

Zealand, English is a commodity in every sense of the word. It is something useful and 

valued within their borders and by their citizens because it is the means of 

communication among them. It is also a convenience or an advantage for most of the 

people of these countries because it is not only their native language but also the global 

language. And it is, of course, an economic good since the products that are needed to 

teach English as a second language come from these same countries. These countries 

produce many of the texts used to teach the language, develop methodologies to 

implement the teaching, and train many of the professionals who do the teaching. In the 

United States alone there are more than 300 programs at the tertiary level which train 

people to teach English as a second or foreign language. 
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For the people in countries where English is not the first language, it is a 

commodity that not all enjoy. In these countries, knowledge of English is a means for the 

creation of social inequalities. Possession of a command of English not only helps 

people move up the economic ladder, it allows them to have access to many materials 

produced in English and to become members of global society, which in turn helps them 

widen their horizons and outlook on the world. English is a language of power. 

The power of English can be looked at from different perspectives, and the 

perspective I focus in this study is that of the systems, beliefs, and values that lie behind 

the courses that deal with 'culture' in the different Master's degree programs in TESOL 

in the United States. 

Schools and the mass media are the two main institutions that explicitly 

communicate ideological views to people in general (Tozer, Violas & Senese, 1995). 

According to Kramsch (1993: 177), 'it is a truism to say that teaching language is 

teaching culture" (her emphasis). Future ESOL teachers in academic institutions are 

learning under the implicit ideologies of their teachers as well as those of the institution 

they are attending. These ideologies, in turn, respond to imperatives at the national and 

international level (Kramsch, 1993). These ideologies are rarely clearly articulated in the 

programs or the courses per se, and it is common to find that in the foreign language 

classroom many teachers are not entirely aware of the cultural nature of their discourse. 
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1.2. RESEARCH QUESTIONS 

The purpose of this investigation is to find out what systems, beliefs, and values 

underlie the courses that deal with 'culture' in four representative Master's degree 

programs in the United States. These are investigated under four sub-categories; 1) the 

purpose of each program, implicit or explicit, 2) the views on the teaching of English 

held by both faculty and future teachers of EngUsh, i.e., the students in the program, 3) 

the content of the course that deals with culture, and 4) the concept of culture adopted in 

the program and the course. More specifically, the research questions that were posed to 

participants at each site were the following: 

1. What is the purpose of the program? Is the program designed for the 

formation of critical individuals or is it engaged in social reproduction? Does 

the mission of the program agree with what is taught? 

2. What do faculty and students think of their role as teachers of English? Do 

they think that the teaching of English is natural, neutral, and beneficial? Are 

there any political values involved in the teaching of the English language 

around the world? 

3. What are the expected outcomes of the course that deals with culture? How do 

these courses contribute to the formation of TESOL teachers? I would like to 

know what the faculty who teach these courses expect their students to 

achieve. I would also like to know what the students think of these courses, 

whether they are learning what they expect to learn, and if they feel that the 

course fulfills their expectations or if there is something else they would like 
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to know or learn about. Is the content of the courses aimed towards the 

analysis of speech acts? Is it aimed to the understanding of the other's 

culture? Is the course designed to help students understand and know the 

cultures of the English-speaking countries that need to be transmitted to future 

learners of English? 

4. What is the concept of culture adopted in the program and in this particular 

course? Is culture something that can and needs to be taught, or is it simply 

implicitly transmitted? What kind of culture is discussed in this course: ours 

(the one of the native speakers of English), theirs (the one of the learners of 

English) or that of the TESOL field? I would also like to know not only what 

cultural issues are discussed in these courses, but also what is left out and 

why. 

1.3.SIGNIFICANCE OF THE STUDY 

The primary hoped-for application of these results is to help university teachers and 

future teachers of English as a second language become more aware of the inherently 

ideological nature of the field and their own personal ideologies, and help them reflect on 

how these may have an effect on the people to whom they are giving instruction. 

This research also forms a contribution to the incipient body of literature that 

deals with culture in TESOL programs, to the professional development of ESOL 

program faculty by sensitizing them to a new range of important sociocultural and 
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geopolitical issues in the teaching of English, and to the enhancement of the educational 

and professional experiences of students in ESOL programs. 

1.4.THE0RETICAL OVERVIEW 

The approach I take in answering the research questions posed above draws from 

different analytical orientations and thematic areas of study. Informed by the works of 

Pierre Bourdieu and Jean Claude Passeron (1991) and their theory of symbolic violence, I 

focus on pedagogic actions, their legitimacy, and their cultural arbitrariness. From this 

perspective, I will try to answer what the purposes of the TESOL master's programs are, 

and what particular concept of culture is adopted in each of the programs, more 

specifically examining what is included and what is excluded from the courses. 

One social theory that I draw from is that of critical theory applied to pedagogy. 

Using this theory, I look at the pedagogical actions that take place in this course in 

particular, including how much say students have in the choice of content they have to 

learn, their participation in the classroom, and most importantly of all, their 

understanding of their roles as teachers of English, e.g., whether they see themselves as 

political subjects or as agents of social change. I draw mainly from the works of Paulo 

Freire (1970, 1992) and Michael Apple (1979), but I also acknowledge Alastair 

Pennycook's (1990, 1994, 2001) ideas as to what Critical Applied Linguistics can do to 

become more conscious of its impact around the world. 

I also draw on the works of Phillipson (1992) and his theory of linguistic 

imperialism and Pennycook and his work on the cultural and political implications of the 
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global spread of English to explore the nature of culture in Master's degree programs in 

TESOL. More specifically, I try to answer from this perspective how faculty see their 

roles as teachers and how students perceive themselves as teachers of English; what they 

think of the teaching of English, and what they think is involved in this task. 

1.4.1. Theory of Symbolic Violence 

The theory of symbolic violence was laid out by the French sociologists Pierre 

Bourdieu and Jean-Claude Passeron in their book Reproduction in Education, Society, 

and Culture first published in French in 1970 and in English in 1977 (Harker, 1990). In 

order to understand this theory, it is important that we understand first some concepts 

central to Bourdieu's work as well as his thoughts on education. 

1.4.1.1. Key Concepts 

The key concepts I focus on here are those of field, habitus, capital / cultural 

capital, and symbolic power. 

1.4.1.1.1. Field 

Bourdieu considers the concept of field not as a domain, but as a "field of forces" 

(Mahar, Harker & Wilkes, 1990: 8). For him, a field is a structure that is partially 

autonomous and dynamic, which he describes as an area of struggle (Bourdieu, 1991). 

The struggle is over some sort of capital, for example "the struggle for the definition of 

the legitimate principles of division of the field" (Bourdieu, 1991: 242). This struggle 
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comes from agents looking for positions within the field and also from efforts to conserve 

or transform it. As an area of struggle, a field then is defined by "the relations of power 

between the social positions which correspond to a system of objective relations between 

symbolic points" (Mahar, Harker, and Wilkes, 1990: 8). Bourdieu uses the metaphor of 

the game to describe the field and what happens in it. He explains that in a game, as in a 

field, the people who play know what game they are playing, its rules, and what is at 

stake (Mahar, Harker, and Wilkes, 1990). Also, the individuals and parties in a field have 

symbolic force which is dependent on their position in the field (Bourdieu, 1991: 242). 

Therefore, the existence and validation of a field implies a belief and an 

investment in it by all those that participate in the struggle. The structure of distribution 

of the capital and the profits of different fields define the structure of the social field 

(Bourdieu, 1991: 242). 

1.4.1.1.2. Habitus 

Habitus is defined by Bourdieu as "the product of internalization of the principles 

of a cultural arbitrary capable of perpetuating itself after pedagogical action has ceased 

and thereby of perpetuating in practices the principles of the internalized arbitrary" 

(Bourdieu, 1990: 31). The editor of Bourdieu's book Language and Symbolic Power 

(1991), John B. Thompson, characterizes this term "as a set of dispositions which incline 

agents to act and react in certain ways" (Ibid: 12). These dispositions are made known to 

people through experiences, training, and learning and become second nature; they are 

seen as "regular", "normal". These dispositions reflect the social conditions in which 
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they were acquired and help the individuals respond to the situations they encounter in 

their everyday lives. The habitus has very strong links with culture and according to 

Barnard (1990) is the sense in which Geertz uses culture. 

According to Mahar (1990), for Bourdieu it was not possible to make theory that 

was not related to practice; it could not exist in an "unreal and neutralized existence" 

(Ibid.: 30-1). This is why the concept of habitus is of prime importance within 

Bourdieu's theory of practice, because he says it lies embedded in the context of the real 

lives of the people, i.e., their habitus, as it happens in the different social fields where 

there is a struggle for domination. 

1.4.1.1.3. Capital and Cultural Capital 

Bourdieu borrowed some words such as "capital", "market", and "profit", from 

the language of economics, and adapted them to his analysis. Capital, in his view, 

includes immaterial (spiritual) and non-material things which are seen as cultural or 

symbolic capital. Both of these forms of capital have their roots in economic capital, but 

cannot be reduced to it. The different types of capital can be acquired, exchanged, and 

converted into other forms. He sees the struggle of the fields as the conflict for an 

increase of some sort of "capital" that could help maximize the "profits". 

Most cultural capital is passed on from parents to children and is represented by 

things such as family background, social class, linguistic and cultural competences, and 

the investment that someone has made in education that will contribute to educational 

success (Marshall, 1994). Success, in the field of education, is gained in relation to the 
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extent to which individuals have assimilated the dominant culture since those in power 

are the ones that have control over the form that culture capital can take (Abercrombie, 

Hill, and Turner, 1984). Also, cultural capital is represented by academic credentials and 

qualifications; it provides and represents power over a field. 

1.4.1.1.4. Symbolic Power 

Symbolic power is defined as "the power to impose the principles of the 

construction of reality - in particular, social reahty" (Bourdieu and Passeron, 1977: 165), 

cited in Harker (1990: 94). Bourdieu sees the law as "the form par excellence of the 

symbolic power of naming and classifying. The law creates the things, and particularly 

groups, by naming them (Bourdieu, 1987, cited in Mahar, Harker, and Wilkes, 1990:14). 

Also, the relations of communication are expressions of symbolic power because they 

imply relations of power between the speakers (Bourdieu, 1991). 

Symbolic power can only be exercised if it is recognized as the norm, but not 

recognized as arbitrary. It works because it happens in a relationship between those who 

exercise power and those that submit to it, and both of them have defined it as legitimate 

beforehand (Bourdieu, 1991). This means that symbolic power can only be exercised 

"with the complicity of those who do not want to know that they are subject to it or even 

that they themselves exercise it" (Ibid: 164). Bourdieu explains that words alone do not 

have the force to change anything, but when they are uttered by those who are believed to 

have the legitimacy to say them, words acquire the necessary value to maintain or change 

social order. 



1.4.1.2. Bourdieu on Education 

For Bourdieu, education is considered a cultural arbitrary. He sees education as a 

field with many subsystems in it, in which individuals struggle for credentials. This field 

is in a multidimensional social space in which the relationships with other fields, 

relatively autonomous, are present. Thus, the study of the field of education cannot be 

done in isolation (Harker, 1990). Individuals in the field of education trace their 

trajectories or paths depending on the amount of capital they hold that is related to the 

field. This, in turn, places them in particular relations with individuals of the dominant 

group. 

Richard Harker in an article entitled Bourdieu - Education and Reproduction 

(1990) explains that Bourdieu sees schools as centers of power and control in which 

social and cultural inequalities are reproduced. In Bourdieu's eyes, schools are artifacts 

of certain factions of the dominant social class because they are the ones that control the 

economic, social, and political resources. Thus, it is their culture that is transmitted and 

reproduced. 

This author also explains that when we see education as the transmission of 

culture from one generation to the next, the function of social reproduction that schools 

have is concealed. This happens because the tendency is then to look at culture as a 

heritage that is common to all rather than as the property of a group with the means to 

make it its own. Schools work within certain frames, particular habiti, which help the 

reproduction of culture. This reproduction, however, is neither mechanical, nor 

immediate, nor complete. It is not mechanical because schools react to external 
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conditions, be they economic, technological, or political, and change. It is not immediate 

because the implementation of changes takes time. And it is not complete because by the 

time it is accomplished, new changes are underway. To understand the lag better, it is 

important to look at the history of the relationship between fields of "education" and 

"production" at the time changes happened. 

Schools, like other institutions that have an established order, have a certain 

arbitrariness that is seen as natural by the individuals in the field. They have organized 

themselves around certain necessities of their own reproduction. Marshall (1994) gives 

the example of school assessment which looks natural and neutral, but that in reality 

legitimates economic inequality because it changes "socio-cultural competences into 

hierarchies of attainment which appear to be the outcome of inequalities of natural 

abilities" (Ibid: 104). 

The reproduction of schools follows its own logic. The field of education works 

in conjunction with the field of production to grant the formal qualifications for the jobs 

that the field of production needs. Schools form the structures that produce habitus 

through symbolic violence. Habitus then is the reproduction of the original structure. 

The dominant habitus of schools becomes cultural capital, and it is taken for granted by 

schools as groups, and by many of the individuals in the field. The idea is that 

individuals that acquire cultural capital, have the habitus, and are thus assimilated by the 

system. Different individuals or groups have different relationships to schools. These 

relationships depend on their trajectories in the field, on how much they have assimilated, 

and how they are perceived in relation to the dominant group. 
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For Bourdieu, cultural reproduction is the function of schools because schools 

tend to reproduce the culture of the dominant classes, thus ensuring their dominance in 

the future (Abercrombie, Hill, and Turner, 1984). The dominance that certain groups 

have over others is what Bourdieu calls symbolic power, and it is exercised through 

symbolic violence (Harker, 1990). 

1.4.1.3. Foundations of the Theory of SymboHc Violence 

The foundations of symbolic violence are explained by Bourdieu and Passeron in 

the first book of Reproduction in Education, Society and Culture (1977). Symbolic 

violence is exercised by individuals that have symbolic power. In the words of Bourdieu 

and Passeron, "every power to exert symbolic violence, i.e. every power which manages 

to impose meanings and to impose them as legitimate by concealing power relations 

which are the basis of its force, adds its own specifically symbolic force to those power 

relations" (Ibid.: 4). In the case of school systems, these are conceived as institutions that 

reproduce the legitimate culture; they also determine the way in which this is going to be 

introduced. These modes of introducing the academic culture are called pedagogic 

actions. 

1.4.1.3.1. Pedagogic Action 

Pedagogic action is seen as symbolic violence since it is the imposition of a 

cultural arbitrary by an arbitrary power. Although pedagogic actions cannot be imposed 

by force only, they constitute symbolic violence because power relations are the basis of 
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the arbitrary power. Pedagogic actions produce their own symboUc effect only to the 

extent that they take place within a relation of pedagogic communication. Pedagogic 

actions are also symbolic violence in the sense that they impose and inculcate certain 

meanings and exclude others as not worthy of being reproduced. 

Pedagogic actions correspond to the objective interests of the dominant groups or 

classes, and this can be felt both by the mode through which they are introduced and by 

their delimitation of what and on whom they are introduced. They are arbitrary both in 

the mode of imposition and in the content they seek to pass on. As for the content, this 

selection of meanings is important and necessary because culture is the product of the 

social conditions in which it takes place. 

Power relations are the basis of pedagogic actions since they determine the mode of 

imposition of different pedagogic actions. In different social formations, there are 

agencies and/or agents that claim the legitimate right to exercise the power of symbolic 

imposition. In doing so, they tend to claim the monopoly on legitimacy and necessarily 

enter into relations of competition with other agencies or agents. 

1.4.1.3.2. Pedagogic Authority 

The concept of pedagogic authority stems from pedagogic action because, by 

definition, every pedagogic action that is exerted commands pedagogic authority. 

Pedagogic authority is the power to exert symbolic violence, and it manifests itself in the 

form of a right to impose certain meanings legitimately. Pedagogic authority has the 

effect of ensuring the social value of pedagogic action. 
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Those with pedagogic authority, i.e., the transmitters of meanings, are from the 

outset designated as idoneous^ to communicate the information, part of the cultural 

capital, that they think is worthy of being transmitted. This transmission is conveyed by 

means of socially approved means, and their legitimacy, i.e. their pedagogic authority, 

conditions the reception of the information. On the other hand, the receivers are disposed 

from the start to recognize the legitimacy of the information transmitted and the 

pedagogic authority of the transmitters, hence to receive and internalize the message. 

For Bourdieu and Passeron, in any given social formation, the legitimate 

pedagogic action is the arbitrary imposition of the dominant cultural arbitrary. Pedagogic 

action, invested with pedagogic authority, tends to produce misrecognition of the 

objective truth of cultural arbitrariness. This is because pedagogic action is recognized as 

a legitimate agency of imposition, and it seeks to produce recognition of the cultural 

arbitrary it inculcates as legitimate culture. Pedagogic action tends to produce, in those 

who undergo it, a misrecognition of the objective truth that culture is a cultural arbitrary 

since it derives its pedagogic authority from a delegation of authority. 

1.4.1.3.3. Pedagogic Work 

The concept of pedagogic work is also central to Bourdieu and Passeron's theory 

of symbolic violence. Pedagogic work is defined as "the process of inculcation which 

must last long enough to produce a durable training, i.e. habitus" (Bourdieu and Passeron, 

1977: 31). Therefore, pedagogic work perpetuates the practices and the principles of the 

' According to the on-line Oxford EngUsh Dictionary, 2nd Ed. (1989), idoneous is a now rare word which 
means "apt, fit or suitable". 



30 

arbitrary that has been internalized. The conditions required for the performance of 

pedagogic work are embedded in structures that have been at work for a long time 

because pedagogic work "tends to reproduce the conditions in which the reproducers 

were produced" (Bourdieu & Passeron, 1977: 32). 

The specific productivity of pedagogic work, i.e., the degree to which it manages to 

inculcate to the legitimate addressees the cultural arbitrary which it is mandated to 

reproduce, is measured by the degree to which the habitus it produces is transposable, 

exhaustive and durable. Transposable means that these practices can be inculcated in a 

number of different fields. Exhaustive means the completeness with which it reproduces 

the principles of the cultural arbitrary of a group or class in the practices it generates. 

And durable means that it can generate practices that conform to the principles of the 

inculcated arbitrary. 

The pedagogic work through which the dominant pedagogic action is carried 

succeeds in imposing the legitimacy of the dominant culture when there is misrecognition 

of the dominant arbitrary not only on the legitimate addressers of the pedagogic action 

but also on the members of the dominated groups or classes. 

1.4.1.3.4. The Educational System 

Bourdieu and Passeron (1977) state that institutionalized educational systems 

have certain characteristics of structure and function that are proper to them. These 

characteristics aim at the production and reproduction of the conditions necessary for 

their "existence and persistence", i.e., the self-reproduction of the system. Institutions do 
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this so they can achieve their "essential function of inculcation" as well as that of 

"reproducing a cultural arbitrary". The reproduction of this cultural arbitrary "contributes 

to the reproduction of the relations between the groups or classes (social reproduction)" 

(Ibid.: 54). 

1.4.1.3.5. Importance of Symbolic Violence 

Duncan (1990) states that for Bourdieu it was very important to know the subject 

of knowledge, and in his work he tried to bring to light "those categories of thought" 

resting at the unconscious level of our beliefs. This is important because these categories, 

for Bourdieu, impose on individuals a limit on what is thinkable, contribute to 

predetermined thought, and "evoke the whole world of assumptions and presuppositions, 

the biases education makes us accept and the gaps it makes us ignore, 'tracing out that 

magical circle of impoverished complacency in which the schools of the elite wrap their 

chosen few' (LL:7)" (Ibid.: 182) 

The field of education has many institutionalized educational systems. The role 

of schools is to act as agents that reproduce or change cultural and social inequalities, 

although Bourdieu thinks of educational institutions as structured to favor those that 

possess cultural capital and that take the habitus of dominant groups as the natural and 

proper ones (Marker, 1990: 87). Educational systems are also the field for struggle 

among the different specialists in symbolic production. Their struggle is over some sort 

of capital. In their case, it is the struggle for the legitimate production of symbolic 

violence, that is, of the power to "inculcate the arbitrary instruments of knowledge and 
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expression (taxonomies) of social reality" (Bourdieu, 1991: 168). Those in a position of 

power are the ones that "define the field, determine its rules, and shape the language in 

which it is discussed and prosper" (Mahar, Harker, and Wilkes, 1990: 209). 

Each of these educational systems establishes the pedagogic actions that need to 

take place. This implies that they are the ones that delimit the content of what is to be 

inculcated, define the way in which the contents should be inculcated, and the length of 

the inculcation, i.e., the legitimate training period. The length of inculcation is what 

allows systems to define the degree of completion of the pedagogic work considered 

necessary and sufficient to produce a desirable form of the habitus, i.e., the degree of 

cultural achievement by which a group or class recognizes a person as proficient 

(credentialization). Therefore, for Bourdieu, agency is always constrained by the habitus 

of the group or class to which the individual belongs (Mahar, Harker, and Wilkes, 1990). 

Symbolic violence is exercised through pedagogic work which contributes towards 

producing and reproducing the intellectual and moral integration of the group or class on 

whose behalf it is carried on. One of the functions of pedagogic work is maintaining 

order, i.e., reproducing structures of power relations. When these structures of power 

relations are reproduced over and over, they are seen as "natural". Thus, pedagogic work 

leads to the misrecognition of cultural arbitrariness. Pedagogic work also leads to 

symbolic domination because it presupposes, on the part of those that submit to it, a form 

of complicity which is neither passive submission to external constraint nor a free 

adherence to values. 
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1.4.2. Critical Theory 

The origins of critical theory can be traced back to Hegel, who thought that 

human history should be a process of self-awareness in which human beings were 

constantly changing (Marshall, 1994). In spite of its name, critical theory is more than a 

critique or a negative judgment. Critical theory is concerned with the disclosing of 

hidden assumptions and the demystification of their power as well as simple fault finding 

(Torres, 1998). 

Critical theory can be applied to all realms of human activity (Abercrombie, Hill, 

& Turner, 1984) and researchers in this field encourage change by being part of the self-

consciousness of social groups that find themselves oppressed (Hoy & McCarthy, 1994). 

When applied to education, it is called critical pedagogy. 

Critical pedagogy is intended to be emancipatory. It is obviously concerned with 

knowledge in the content areas, but in particular with who chooses the contents, whose 

knowledge and interests are being passed on, in favor of or against whom or what, and 

how this is done (Torres, 1998; Freire, 1998, Apple, 1979). 

According to Giroux (1994), critical pedagogy seeks to find out how the 

relationships among "knowledge, authority, and power" are constructed. In order to do 

so, it looks at the relationships between "teachers and students, institutions and society, 

classrooms and community" in terms of "audience, voice, power, and evaluation" (Ibid.: 

30). 

Critical pedagogy serves several purposes. One of them is to promote change in 

the educational system as well as in culture. Another one of its goals is to help refute 
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"two educational myths of liberalism" (Torres, 1998). One of these notions is that 

education is a neutral activity and the other that education is an apolitical activity (Apple, 

1979; Freire, 1993a & 1993b; and Torres, 1998). To do this, critical researchers in 

education have examined the interaction of "political, cultural, and educational practices" 

in ways that are distinctive and new (Torres, 1998), but all of them reflect the view that 

education has to play a role in changing the world; education cannot be there just to 

transmit information. 

Critical pedagogy pays attention to all aspects of education at all levels. One of 

these important aspects is the practices and procedures used in teaching. I draw from the 

works of Paulo Freire and Michael Apple to discuss classroom practices and syllabus 

design respectively. 

1.4.2.1. Practices and Procedures - Freire's Critical Pedagogy 

Freire's pedagogical ideas are elucidated in his book Pedagogy of the Oppressed, 

originally written in 1970. These ideas come from his work with the marginalized 

classes of Brazil and Chile. These are the people he calls the "oppressed". While I do 

not think that students in ESL Master's programs in the United States can be seen as 

"oppressed" in Freire's sense, I believe that his educational proposals can be applied to 

any pedagogical situation. 

Freire's critical pedagogy takes its point of departure from the belief that this 

world is a problem that needs to be solved. He also believes that one of the intrinsic 

characteristics of human beings is to be a Subject (in opposition to object) who acts upon 
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the world to change it and by doing so s/he enriches not just his/her own personal life, but 

that of the collectivity too. Regardless of origin or educational background, we all have 

the ability to look at the world critically and act dialogically with others. In order to help 

individuals achieve this goal, Freire developed his Dialogical Theory of Action. 

1.4.2.1.1. Dialogical Theory of Action (DTA) 

Freire's DTA was developed in opposition to the Antidialogical Theory of Action 

(ATA). These two theories have four aspects each that work in opposition to each other. 

The aspects of both theories can only happen in praxis. These four aspects are 

cooperation, unity for liberation, organization, and cultural synthesis for the DTA, and 

their opposites conquest, divide and rule, manipulation, and cultural invasion 

respectively for the ATA. 

a. Cooperation for Freire is basically the act of communicating, of dialoguing, in 

an effort to disclose the world, to name it, and thus transform it. For cooperation to take 

place there needs to be dialogical action in which Subjects (educators and educands ) 

meet in a dialogical attitude. 

b. Unity for liberation means that Subjects need to be together in order to achieve 

liberation. In ATA, the minority elite group uses the instruments of power to separate 

themselves from the dominated majority. Also for the authoritarian educator in ATA, it 

is essential that the majority of the dominated people do not recognize themselves as a 

^ What Freire means by dialogical action is explained in section 1.5.3.1.3. 
^ Educand - s/he who receives education. 
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majority, but as a diluted part of a thin minority (Freire, 1993b). Unity implies that there 

is a cultural action in which Subjects get to know and understand the "why and how of 

their addition to reality" and to allow them to have the option to transform an unjust 

reality, that is, to "de-ideologize" the Subjects. 

c. Organization is the third aspect of DTA. Its opposite, manipulation, is used by 

the elites to try to make the masses conform to their objectives. This is usually done by 

the creation of a series of myths which are essential for the preservation of the 

domination. Organization is the development of the second aspect, unity. Organizing the 

people requires them to become witness of the fact that the conflict for liberation is a task 

that pertains to all. To organize people requires that all of them have a critical knowledge 

of the "current historical context", i.e., how people perceive the world, the contradictions 

of society, and the elements of these contradictions. Witnesses get to this point by means 

of dialogical and dialectical actions. 

d. Cultural synthesis happens when educators stop transmitting and/or teaching 

per se, and come to be integrated with the people. In Freire's words, "cultural actions 

either serve domination (consciously or unconsciously) or serve for the liberation of 

people". In cultural invasion people come to impose their own values and ideology. 

Freire's basic pedagogic principle is then clear. Pedagogy cannot be made or 

created/or the oppressed, but with the oppressed. It is not merely the act of explaining, 

but the act of dialoguing with the people about their actions. However, Freire warns 

educators that the pedagogy he proposes cannot be turned into a Freirean methodology. 

His framework is meant to be used by others to reinvent Freire', that is, to use his 
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principles within their context and that of the people they are working with (Torres, 

1998). 

1.4.2.1.2. Libertarian, Progressive Education 

What Freire proposes then is a libertarian, progressive education in which 

students can engage in critical thinking. The opposite concept to this libertarian, 

progressive education is what Freire has called banking education^. This latter type of 

pedagogy "stimulates the credulity of students, with the ideological intent (often not 

perceived by educators) of indoctrinating them to adapt to the world of oppression" 

(1993a: 59). It also requires students to be passive and to adapt to the purposes of 

oppression. Banking education looks at education as the exercise of domination. 

Libertarian, progressive education, on the other hand, helps students reach 

conscientizaqao^. Conscientizaqao comes from knowledge; a knowledge that can only 

come to light through "invention and re-invention", through the constant inquiry people 

engage "in the world, with the world, and with each other" (Freire, 1993a: 53). 

Concientiza§ao is not what makes reality, and it is not a reflection of reality (Freire, 

1998). Conscientizaqao in Freire's terms means the understanding of the mythologies that 

are predominant, to reach higher levels of awareness (particularly of oppression), to 

experience dialogue in order to become a Subject, and thus having the opportunity of 

" Freire's concept of banking education relates to educational systems in which teachers teach and students 
are taught; teachers know, but students do not; teachers talk and students listen; teachers choose the content 
and students adapt to it, teachers are the subjects of the learning process and students are mere objects. 
^ Concientiza^ao refers to the act of becoming conscious about something, or making someone be 
conscious of something. 
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changing the world. The above mentioned process is the first stage of Freire's pedagogy; 

when the oppressed discover how oppression works, and commit themselves to change 

this through praxis. In the second stage, it is realized that this pedagogy does not belong 

any longer to those that were oppressed; it becomes the pedagogy of all. 

1.4.2.1.3. Dialogical Action 

Libertarian, progressive education requires that educators be familiar with the 

problem-posing method where educators and educands can critically look at the world in 

which they live and how they relate to it. By doing this, education would not be seen as a 

static entity but as one that is constantly being remade. Problem-posing has to be imbued 

in dialogical action. Dialogical action has two dimensions, reflection and action. For 

Freire, true dialogue can only happen within certain conditions. These conditions are the 

following; 

(a) Neither of the people involved in the dialogue places him/herself above the 

other(s); doing the opposite implies that there is one that thinks his/her ideas are the true 

ones, (b) Those taking part in the dialogue have faith and hope in humanity; not having 

hope is a form of silence; it implies that there is a negation of the world, (c) For a 

dialogue to turn into real communication, those involved in it need to become involved in 

critical thinking. If there is no dialogue, there is no true education. 

Dialogue does not mean to impose anybody's ideas; it means to share them. 

Through cooperation, the Subjects involved in the dialogue can "focus their attention on 

the reality which mediates them and which—posed as a problem—challenges them. The 
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response to that challenge is the action of dialogical Subjects upon reality in order to 

transform it"(Freire, 1993a: 149). 

1.4.2.1.4. The Role of the Educator 

Freire wrote his Pedagogy of Hope: Reliving Pedagogy of the Oppressed in 1992, 

twenty years after his writing of Pedagogy of the Oppressed. In this new book, Freire 

reflects upon some of the experiences that led him to write the Pedagogy of the 

Oppressed. He also reflects upon some of the meetings he had with people from all over 

the world in which they discussed their own reality, the impact this first book had on 

them, and the pedagogic insights the book gave them. It shows that the kind of pedagogy 

he espouses is not only valid in Latin America, but all over the world, in first world 

countries and in developing countries as well. As the book unfolds, the role of educators 

becomes clear. 

He reminds us that education cannot be a neutral activity; it is directive and 

political in nature, but that educators have the ethical mission to show respect to their 

educands. Respect is shown by acknowledging the educands' ideas and positions without 

manipulating them. But it also means that educators have to share with the educands 

their dreams and positions and be coherent with them (1993b) on the one hand; and on 

the other, to show them the options they have as the teaching unfolds; to help the 

educands see the opportunities of hope in spite of the obstacles. 

It is important that educators understand that education is not just the knowledge 

of the contents of the subject areas. Education is the raison de etre of the economic. 
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social, political, ideological, and historical facts that can explain, to a certain extent, the 

"interdigao do corpo"^ consciousness in which we are immersed. In order to help 

educands achieve this, educators can challenge them with regards of their beliefs so they 

can then arrive at convincing arguments in their defense. They also need to teach them 

that they can learn to learn the why of the object of content. The perception of the why of 

the facts can help us move beyond our limited horizons and gain a global view of reality. 

Educators need to be tolerant, open, forthright, and critical. It is important to 

accept serious criticism since it is essential to the advancement of practice and theoretical 

reflection for the growth of the criticized subject (Freire, 1993b). In Freire's words, "No 

one is bom already made. We make ourselves as we evolve within the social practice of 

which we are a part" (Ibid.:88). 

1.4.2.2. The Content of the Areas of Study - Apple's Critical View 

It was stated in the introduction to this chapter that education has been seen as a 

neutral and apolitical activity; teacher education is no different. Teacher educators have 

been more concerned with teaching techniques and methods, and socialization 

effectiveness that can lead to a more efficient school practice than with issues such as the 

nature of teacher education curricula and that of the institutions in which they will be 

® Term coined by Ana Maria Araujo Freire, Paulo Freire's second wife, to refer to a certain ideology of 
domination used in Brazil during the conquest. This ideology was aimed at the "taming" of the indigenous 
population in order to favor and enrich the Portuguese Empire as well as the Jesuits. It was so successful 
that it was later adopted by the dominant class as one of the mechanisms that help reproduce the unequal 
society in which they live today. In this society there are a few people that know and have power, and a lot 
of people that are excluded from or forbiden to be, know, or have the power. A literal translation of the 
term could be "restriction of the body". 
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working (Beyer & Zeichner, 1987). Apple (1979) takes a look at curriculum and explains 

how, by analyzing it, we can gain insight into the impact that education has on sectors of 

our society and its role in the reproduction of inequality, as well as help us unveil the 

ideological content. It seems to me that his analysis of the bigger picture, i.e. the 

curriculum, can be applied to the smaller one, i.e. the syllabus. 

1.4.2.2.1.Curriculum and Practicahty 

Beyer & Zeichner, (1987) state that teacher education in the United States is 

basically geared toward a competence-based approach in which importance is given to 

the mastering of certain teaching skills and strategies. Furthermore, they say that 

education is looked at as a 'problem in human engineering' separated from 'its ethical, 

political, and moral roots' which can be solved with science and technology (Ibid.: 315), 

which is a very technocratic view of education. 

Van Mannen's article Linking Ways of Knowing with Ways of Being Practical 

(1977) talks about 'levels of rationality'. These levels of rationality can be applied to the 

criteria used in choosing different modes of practical action. According to Beyer & 

Zeichner, (1987) the first level, technocratic rationality, is the one most widely used in 

schools. Basically, this level of rationality deals with the application of technical 

knowledge for a given purpose; and for student teachers, curriculum knowledge becomes 

a group of pre-set activities that are worth learning to be applied in practice. The content 

of areas under study, as objects of knowledge, cannot be "taught, apprehended, learned. 
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or known" in a way in which they escape the poUtical-ideological implications from 

which they developed (Freire, 1998). Instead of thinking that being a teacher is just the 

mastering of some knowledge and skills, students must also learn the ideological and 

political implications of their practice. 

1.4.2.2.2. Curriculum and Ideology 

Apple (1979) asserts that "We are unused to looking at educational activity 

ethically, politically, and economically, not to say critically" (Ibid.: 12). In reaUty, 

teacher education is seen more as a technical career than one full of political and 

ideological ideas that need be debated in a critical environment. The way curriculum and 

research are driven, leads us to think that our job as teachers is economically and 

culturally neutral, and beneficial to all (Apple, 1979). However, higher education as well 

as elementary and secondary schools contribute as agents of the economic, social, and 

cultural reproduction of stratified societies (Bourdieu, 1973, Apple 1979). There is a 

tight relationship between education and economic structure, and these two are connected 

with knowledge and power since schools "process" people as well as knowledge (Apple, 

1979). 

1.4.2.2.3. Curriculum and Control & Power 

In spite of its neutral and apolitical appearance, "curriculum responds to and 

represents ideological and cultural resources that come from somewhere" (Apple & King 

(1979:46). Curriculum reflects the educational system to which it is hnked as well as the 
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social and economic orders to which it owes its existence (Lynch & Plunkett, 1973). 

Schools have cultural control, an important reproductive force, as well as knowledge 

which represents power, although usually for those who already have it. 

The power schools have is not always visible; sometimes it appears in the form of 

"legitimate knowledge" and at others in the form of help (Apple, 1979; 141). Since one 

of the purposes of schools is to influence people (i.e., the students) schools have the 

power to work as agents that legitimate the economic and social forms they are connected 

with (Apple, 1979). 

Teacher education is not value free, but it is usually presented as such. In the 

process of becoming teachers, people leam to see through the ideological frameworks 

schools provide to help them organize their world and think of them as neutral, although 

they are loaded with economic and ideological interests usually not visible to them. 

Teachers need to develop awareness of their own frameworks for a better understanding 

of the social forces that shape school cultures, curriculum design, and teacher 

expectations (Magalhaes Major and Celedon-Pattichis, 2001). 

1.4.2.2.4. Curriculum and Conflict 

According to Apple (1979) one problem with the way curriculum is designed is 

that it lacks conflict. Apple (1975, 1979) states that one assumption often made when 

designing curricula is that it is important to teach that society is basically a system of 

cooperation. Since it is cooperative, the idea of conflict is somehow excluded. However, 

conflict brings about new circumstances that at times cannot be understood in the light of 



previous assumptions. These new situations, however, can then be seen as stimuli for 

other norms of activity that could hopefully be more flexible and adaptable. Apple 

proposes using conflict as an objective foundation, a legitimate category of curriculum 

(1979: 98). 

Societies are held together by rules and assumptions which are usually not 

conscious, but are ideological in nature. Rules help make activities become organized 

and legitimate. Some of these rules are what Apple calls constitutive, i.e. they are broad 

in nature; they are the parameters, and the others are preference rules, i.e. choices we 

make within the constitutive rules. Apple says that many times when we see classrooms 

full of controversy and debate, what is discussed has to do with the preference rules, the 

choices within the parameters, but they rarely centered on the parameters themselves. 

1.4.2.2.5. A Critical Curriculum 

It has been argued that education, through the control and power it exerts, helps 

preserve the existing educational, social, and political forms (Apple, 1979; Beyer & 

Zeichner; 1987; and Pennycook, 1990). This is done by denying the political and 

ideological nature of education and in an effort to seem neutral, to look objective. This 

'objectivity' that is taught in schools leads students to think theirs is a career detached 

from political commitments. 

What critical pedagogy proposes then is to look at the relationship among science, 

ideology, and educational thought (Apple, 1979). It requires examining any subject 

matter of the curriculum in relation to its historical roots, understanding how it evolved, 



and why it is the way it is. Students need to know the content's contradictions and 

tendencies for the future, and make exphcit what has been implicit and taken for granted 

since these can mislead us and limit our thought and action. It also requires looking at 

contents not just from their well-known characteristics, but also by their not so obvious 

links to other factors' (Apple, 1979; Philips, 1998). 

We are all political beings; we cannot be neutral, and although there are no easy 

alternatives to the management and control of ideologies, we need to think of our 

ideological positions as researchers and educators since they have important implications 

for the future of many. 

1.4.2.3. Critical Applied Linguistics - Pennycook's View 

In his article "Towards a Critical Applied Linguistics for the 1990s", Pennycook 

states that applied linguistics is not different from other educational areas. This field also 

has a history of looking at language and education from an ahistorical and apolitical 

perspective, leaving little space for dealing with issues of power and inequality. Eleven 

years later, this same author published a book entitled Critical Applied Linguistics - A 

Critical Introduction (2001) in which he introduces and produces Critical Applied 

Linguistics (CAL). Pennycook defines applied linguistics as a field that deals with 

"language use in professional settings" (Ibid.: 3), and CAL, therefore, is concerned with 

ways of relating aspects of applied linguistics to broader social, cultural, and political 

domains. CAL goes beyond studying language in social contexts, it seeks to explore 

questions that have to do with 'power, access, desire, difference, and resistance', and the 
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role that people in applied linguistics can play in not only alleviating the inequalities, but 

making a real change in society (Ibid). 

The domains of CAL are several, i.e. critical discourse analysis and critical 

literacy, translation, language teaching, language testing, language planning and language 

rights, and language, literacy, and workplace settings. It is language teaching, however, 

that is of more concern to CAL since language teachers, in particular, teachers of English, 

are at the core of some of the most decisive educational, cultural, and political issues of 

the present time (Gee, 1994). 

1.4.2.3.1. Functionalist Approach to Applied Linguistics 

Pennycook (1990) discusses some of the problems applied linguistics has had due 

to its functionalist approach to language. One of the problems is that communicative 

competence had been overemphasized. This overemphasis in turn has led the field to be 

primarily concerned with the creation of activities and strategies to encourage language-

learning students to pass on their messages rather than being concerned with the 

pedagogical and social implications these activities and strategies may have. 

The second problem, closely related to the first one, is that this trivial view of 

language teaching prevents the addressing of cultural and political issues involved in 

language learning. In Pennycook's view, the way we look at second language learning 

today has more to do with assimilation than with empowerment; and teachers of English 

should be more worried about "how language shapes learner's subjectivities and how it is 

implicated in power and dominance" (Ibid: 14) 
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The third problem has to do with research that is being done in the field. 

Pennycook asserts that it has concentrated on proof and not on understanding, and still 

second language acquisition research has not done much to inform classroom language 

learning. More research should be done addressing the 'social, cultural, and political 

dynamics of second language classrooms" (Ibid; 16). An examples of this comes from 

Benesh (1996) who gives an example of this type of research when she shows how in the 

English for Academic Purposes (EAP) area the taxonomies are given as if they were 

natural categories, thus obscuring the ideologies of the people that created them. This 

author also states that in the needs analysis of this category, the social issues concerning 

the students in EAP have not been considered. 

These problems have arisen because of the way the field has looked at language. 

Pennycook explains that Western scholarship, in the context of modernity, has a very 

particular view of the world. Some of its tendencies, particularly in the field of economic 

development, and educational and technological aid, have been universalized. 

1.4.2.3.2. Critical Approach to Applied Linguistics 

Some people in CAL are trying to oppose the hegemony of Western scientific 

thought. Pennycook sees this as the possibility of emergence of new epistemologies: the 

possibility of "re-discovering, re-inventing, and creating new ways of looking at the 

world." (1990: 19). He explains how in fields other than applied Hnguistics there has 

been some rethinking of the notion of language. Pennycook (1990) cites Weedon (1987) 

who notes that "once language is understood in terms of competing discourses. 
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competing ways of giving meaning to the world, which imply differences in the 

organization of social power, then language becomes an important site of political 

struggle" (ibid: 24). Pennycook (1990) also states that if in other fields such as 

anthropology, education, and psychology, people are questioning themselves with issues 

of culture, cultural politics, power, forms of knowledge, etc., it is also time for applied 

linguistics to question itself about its own work. 

Pennycook (2001) proposes for CAL to be not a subdiscipline of applied 

linguistics, but for applied linguistics to view language in a way that acknowledges the 

political nature of language and knowledge, with an understanding of power in relation to 

questions of class, gender, ethnicity, etc. since in his view "language is productive as well 

as reflective of social relations" (Ibid: 167). CAL cannot be a set of techniques or 

methodologies either, but rather an attitude towards issues in language education, 

literacies, translation, or language use in the workplace from political and 

epistemological standpoints. 

What Pennycook suggests then is a change in attitudes and the way research is 

conducted in applied linguistics. He urges teachers, educators and researchers to 

understand themselves as people located in very specific cultural, social, and historical 

locations upon which we should reflect in order to understand what are our ideological 

biases. We also need to know that "all knowledge is interested" and should invite 

teachers to think about whom or what the knowledge we give serves. As for research, 

Pennycook suggests we drop the modes of inquiry that are asocial, apolitical, and 

ahistorical and think of language acquisition in terms of the social, political, and cultural 
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contexts in which it happens. Most of all, he urges us to understand the "cultural politics 

of language teaching" (1990: 26). This may not be an easy task, but it is certainly an 

essential one. 

1.4.3. Linguistic Imperialism 

Robert Phillipson wrote his book Linguistic Imperialism (1992) because in his 

mind, language pedagogy had been isolated from the social sciences for too long. His 

goal in writing his book was to expose some of the 'historical, political, and intellectual 

roots' of the field. He also acknowledges that his analysis inevitably reflects some of the 

biases he has acquired through the many years he has spent working in this field. 

Phillipson's theory of linguistic imperialism evolved from an earlier theory on 

imperiahsm developed by Johan Galtung in his book True Worlds (1980). Galtung's 

theory was conceived within economic and political perspectives, and Phillipson brought 

the main elements of this theory into his own theory of linguistic imperialism. Galtung 

states that a theory of imperialism is a particular case of a theory of dominance. 

Imperialism theory also implies that there are two societies, a developed one, the Center, 

and a developing one, the Periphery, which interact at a high level of social complexity. 

Phillipson compares Galtung's terms. Center and Periphery countries, with Kachru's 

(1986) "circles of English". The Inner Circle refers to those countries in which English is 

the first language of its people; in this category we have the US and the UK among 

others. The Outer Circle refers to those countries in which English is used as a second 

language; in this category are some of the Asian and African countries that were 
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colonized by the British. The Expanding Circle refers to those countries in which 

English is the most important foreign language; the rest of the world falls in this category. 

So, Kachru's Inner Circle is the equivalent of Galtung's Center and Kachru's Outer and 

Expanding Circles are the equivalent of Galtung's Periphery. 

In his analysis, Galtung distinguishes six different kinds of imperialism, 

depending on the division of labor between Center and Periphery nations. These types of 

imperialism are: economic, political, military, communicative, cultural, and social. These 

are all of the same importance and none of them precedes the others. Phillipson sees his 

theory of linguistic imperialism as a subset of cultural imperialism, but he also states that 

this form of imperialism permeates all types of imperialism. 

1.4.3.1. Definitions of Imperialism and Linguistic Imperialism 

The word imperialism can be seen as an economic or as a political term, therefore 

having two different meanings. Raymond Williams (1977) in his book Marxism and 

Literature explains the difference between the two: 

If imperialism, as normally defined in the late IQ"' century England, is 
primarily a political system in which colonies are governed from an 
imperial centre, for economic but also for other reasons held to be 
important, then the subsequent grant of independence or self-government 
to these colonies can be described, as indeed it widely has been, as 'the 
end of imperialism'. On the other hand, if imperialism is understood 
primarily as an economic system of external investment and the 
penetration and control of markets and sources of raw materials, political 
changes in the status of the colonies or former colonies will not greatly 
affect description of the continuing economic system as imperialist. In 
current political argument the ambiguity is often confusing. This is 
especially the case with 'American imperialism', where the primarily 
political reference is less relevant, especially if it carries the 19"^ century 
sense of direct government from an imperial centre, but where the 



primarily economic reference, with implications of consequent indirect or 
manipulated political and military control, is still exact. (Williams 1977: 
159) 

In his theory of Imperialism, Galtung (1980) looks at imperialism from the 

economic perspective and also states that it is "a special form of dominance". He 

conceives it to be "a type of relationship whereby one society (or collectivity in more 

general terms) can dominate another" (Ibid.: 107). He also sees it as a "general structure 

that may be filled with very concrete economic, political, military, social, cultural, and 

communicative content - slightly or in any combination." (Ibid.: 108). 

Philippson's (1992) definition of linguistic imperialism is that "the dominance of 

English is asserted and manifested by the establishment and continuous reconstitution of 

structural and cultural inequalities between English and other languages." For Phillipson, 

the legitimization of English linguistic imperialism makes use of two mechanisms, one 

with respect to language and culture, i.e. anglocentricity, and the other with respect to 

pedagogy, i.e. professionalism. 

The term anglocentricity specifically refers to the practice of judging languages 

and cultures from an English-speaking point of view. Also, this element of 

ethnocentricity in ESOL legitimizes English as a dominant language. The term 

professionalism refers to the methods and techniques used in the English Language 

Teaching (ELT) field which usually include the implicit legitimation of English as the 

dominant language. 



52 

1.4.3.2. The Dimensions of Imperiahsm 

Galtung conceives imperialism as a structure that works on four dimensions: 

exploitation, penetration, fragmentation, and marginalization. For Galtung, exploitation 

is the central element of imperialism; it helps produce inequities because the interaction 

between the Center and the Periphery is vertical, therefore, the two are not on equal 

terms. Penetration is a dimension that produces submissiveness, dependence and fear in 

the Periphery; it is done from the Center toward the Periphery by means of a 

"bridgehead" in the center of the Periphery, i.e. the Center helps create an elite in the 

center of the Periphery which identifies with the Center. The two of them together act as 

the "two pillars" that help maintain the structure of imperialism since they work in 

harmony to maintain the rest of the Periphery under their control. Fragmentation is a 

dimension based on the concept of "divide and conquer" within and between countries. 

It is this division between and within countries that helps support the structure of 

imperialism. Lastly, marginalization is a dimension that "drives a wedge" between the 

countries in the Center and those in the Periphery and defines the former as first world 

countries and the latter as second class or developing countries ("underdeveloped 

countries" in Phillipson's terms). Phillipson brings these dimensions into his theory of 

linguistic imperialism and sees them as mechanisms that help promote the spread of 

imperialism. 
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1.4.3.2.1. Exploitation 

Phillipson agrees with Galtung in saying that the most important of these 

mechanisms is that of exploitation. Exploitation began in colonial times when the 

colonizers brought their language into the conquered countries and has continued to the 

present. As mentioned before, exploitation involves an asymmetric relationship between 

the parts that exchange goods. 

Linguistic exploitation can be looked at from different perspectives. It can be 

seen as the positioning of the English language as the global language. How the language 

arrived at this state will be explained in the next dimension, penetration. However, for 

Phillipson, what is at stake in the promotion of the English language is not simply the 

endangerment and/or displacement of other languages, but also the imposition of "new 

mental structures" by means of the language. This act is not seen as such by the opposing 

parts, but as part of the "modernization" and "nation building process" that countries 

must go through in order to be a part of the global world. 

It can also be looked at from the perspective of the asymmetry in the relationship 

between Center and Periphery countries. The Center is the one that produces the 

teachers, most of the textbooks, and the pedagogy for the teaching of English, and the 

Periphery countries are the ones that provide the learners. In Phillipson's (1992) words, 

at the base of the professionalization of ELT was the assumption that British academics 

did not think in "terms of partnership or reciprocity in establishing a worldwide corps of 

English-teaching experts, nor that they appreciated that periphery countries should have a 
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decisive influence on what was required there" (ibid: 178). Basically, professionalism 

could only come from the Center. 

Today, interaction between the Center and the Periphery is mostly by means of 

international communication, and since language is the means for communicating ideas, 

we can see how linguistic imperialism works and permeates all types of imperialism. 

Galtung also states that elites in both the Center and the Periphery exploit the peripheries 

of their own circles. Phillipson claims that these elites are linked not just by commercial 

interests but also by language since the economic, military or linguistic norms are 

determined by the elite in the Center and internalized by the elites in the Periphery. 

1.4.3.2.2. Penetration 

Phillipson sees penetration of the English language in all realms and places. He 

sees it as the promotion of the English language by the UK since colonial times and by 

the US since WWII to its consequent position today as a global language. There are, 

obviously, governmental, academic, and economic interests attached to this promotion. 

Phillipson finds plenty of data that support the reproduction and dependency in education 

from the Periphery to the Center countries, citing the works of Dale (1982), Altbach, 

Amove, and Kelly (1982), and Treffgame (1984). 

In his book, Phillipson analyses the expansion of the English language both by the 

British and the Americans. The British created the British Council, a governmental 

entity, in 1934 not just to promote the language, but also to strengthen the links between 

economic and political leaders abroad. They also saw the teaching of English as 
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something more than fulfilling people's needs; they thought that the promotion of English 

would move people to have a desire to read books written in English, to talk to British 

people, and to learn more about the British life. Until WWII, the Americans had had 

some experience teaching English as a second language to immigrants, but did not have 

much experience with the expansion of the language abroad; basically their experience 

was with the introduction of the English language as a means of instruction in the 

Philippines. Also, many of the activities involving the teaching of English and the 

promotion of American culture that were taking place abroad were conducted by private 

agencies. However, in the 1980's both the American and British decided to work 

together on the promotion of their language under the assumption that it would be 

beneficial to both powers. Today, language promotion is a part of the American strategy 

at the global level. According to Phillipson, today, besides the many private institutions, 

there are several US governmental agencies involved in international English teaching 

activities, namely, the Department of State, the Agency for International Development, 

the Department of Education, the Department of Defense, and the Peace Corps. 

1.4.3.2.3. Fragmentation 

Fragmentation and marginalization as dimensions of the theory of imperialism are 

analyzed by Phillipson as language planning for underdeveloped countries. He mentions 

that the British have been involved in many in the educational planning of many of the 

colonized countries. He begins by looking at "The first conference of African Ministers 

of Education" held in Addis Ababa in 1960. He found that the concern of this meeting 
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was for attaining literacy, but they did not mention in which language that should happen. 

In fact, he states that in an overall view of the meeting, there was little mention of the 

language in which education should be done. A year later, the Commonwealth 

Conference on the Teaching of English as a Second Language was held in Makerere, 

Uganda, and it included the presence of members from the Center. The idea of the 

conference was to come up with better strategies for the teaching of English emanating 

from the needs and wishes of the people of the countries there represented, but instead, 

the conclusions of this conference were infused with Anglocentric attitudes. One of the 

most important outcomes of this conference was the tenets that served as the foundation 

for the professionalization of ELT. Soon after the conference, the British Council 

established the English-Teaching Information Centre (ETIC) in London. By this time, 

the Americans had already founded the Center for Applied Linguistics (CAL) based in 

Washington D.C. These two centers, located in Center countries, have been in charge of 

the gathering and diffusion of information about ELT. In many cases, this gathering and 

diffusion has been done in Periphery countries without taking into account the interests of 

Periphery countries which contributed to their fragmentation and marginalization 

(Phillipson, 1992) 

1.4.3.2.4. Marginalization 

Galtung sees marginalization as the opposite to participation. Marginalization 

implies that there are some countries that are integrated into a multilateral relation but 

others are not. Those that are not integrated are seen as second class and those that are as 
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first class. Galtung sees it as having an inner and an outer circle where the gravitational 

point stands in the middle of the Center circle leaving out the Periphery. Marginalization 

is clearly seen in the way we look at countries. The Center countries are those that 

provide the 'know-how', the teachers, and the textbooks for the learning of English; the 

Periphery countries are those that need and depend on the Center for the learning of the 

language. Marginalization and fragmentation are not the same, but in the case of 

linguistic imperialism they are combined. Hence, Periphery countries are marginalized 

because it is the Center that dictates the norms of what is worth being taught and how. 

They are the recipients of the teachings, but do not take an active role in what they want 

to be taught and how. 

1.4.3.3. Other Aspects of Linguistic Imperialism 

Besides these dimensions of imperialism, Phillipson discusses some of the 

negative aspects of ELT, namely, its detachment from culture, its anglocentrism, and its 

beneficial effects on the economy of mostly Center countries. 

Phillipson states that in ELT there is frequently no connection between culture 

and structure since ELT focuses mainly on language pedagogy and technical matters. 

Some scholars now argue that ELT professionals are not neutral, that they represent 

carriers of enormous cultural influence. These scholars assert that ELT students are not 

trained to see themselves as part of the ongoing structures of power, as the ELT 

curriculum concentrates on linguistics, psychology and education, paying little attention 

to international relations, politics, sociology, theories of culture and intercultural contact. 
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From such a perspective, ELT focuses exclusively on language pedagogy and technical 

matters, and the connections between culture and structure are left unexamined. 

One solution to the problem of linguistic imperialism is laid out by Alistair 

Pennycook (1994), who bases many of his assertions on Phillipson's work. Pennycook 

asserts that people have largely viewed the English language and its spread as natural, 

neutral, and beneficial. It is seen as natural because nowadays it is considered as being 

driven by inevitable global forces. The spread of English is also seen as neutral because 

it is assumed to be detached from its original cultural forces. This neutral view of 

language suggests that it can be free of cultural and political influences. It is seen as 

beneficial because it is thought of as happening on a cooperative and equitable footing. 

Pennycook agrees with Phillipson that in the last 50 years, the profession of English 

language teaching has grown considerably, and for most scholars in the field, the spread 

of English and TESOL has the characteristics mentioned above because ELT relies 

largely on applied linguistics which overlooks the larger cultural and social dimensions of 

language. 

Pennycook advocates for the implementation of a critical pedagogy (or 

pedagogies) in the teaching of English. For him, the term critical pedagogy means an 

inquisitive look at certain political and pedagogical issues. He argues that all education is 

political and the teaching of English is too. Schools are sites of cultural politics; 

therefore, neither the teaching of English itself nor the discourse of the ESOL field can be 

accepted as neutral, for both language and discourse always imply a politics. For him, to 

teach critically does not mean to teach from a certain political stance but to acknowledge 



the political nature of education, as well as to take into account the history of the 

imposition of English to some cultures as well as the current conditions and implications 

of its expansion. Ultimately, critical pedagogy should aim to help students deal with their 

struggles to make sense of their everyday lives and to help them change how lives are 

lived equitably. In Pennycook's view, teachers of English need to be critical educators. 

Critical educators are people personally and politically committed, people who 

understand themselves as specific individuals aware of their ideological background and 

engaged in both the local context and the global domain. They are also people who work 

with other critical educators and who listen to them while acknowledging the difficulties 

and partialities of those listening. 

Ethnocentrism is a term that refers to the "practice of judging other cultures by the 

standards of one's own", and anglocentrism, which is a particular form of ethnocentrism, 

refers to the "forms and functions of English, and the promise of what English represents 

or can lead to, as the norm by which all language activity or use should be measured" 

(Phillipson, 1992: 47-8). Anglocentricity legitimates English as the dominant language 

and contributes to the disparities between Center and Periphery countries. Within the 

frame of anglocentrism is the idea of modernization; and modernization also implies the 

idea of westernization. These two terms imply the western ideology of "development" 

from traditional to modem ideas in the economic, political, and social realms. Galtung 

(1980) states that what is most important is the Westem concepts of "progress", 

"modernization" and "development", according to which Center countries possess some 

superior kind of structure and culture for others to imitate. This, in turn, gives a special 
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aura of legitimacy to any idea stemming from the Center; their ideas are valid based on 

their origin, not necessarily because of their content. 

Closely related to the idea of anglocentrism is the idea of professionalization of 

ELT. The academics who established the foundations of the ELT field thought 

professionalism in this area could only be developed in English speaking countries. 

Phillipson refers to this aspect as the 'ethnocentrism of linguistic imperialism'. 

Out of this ethnocentric view, the ELT field has emerged as a marketable 

profession worldwide bringing a great deal of profit to Center countries. It seems that 

everywhere in the world there is a demand for material products such as books, jobs, and 

resources, as well as immaterial ones such as ideas and teaching principles; therefore 

there are very strong economical and ideological aspects linked to ELT. 

1.4.3.4. Linguistic Imperialism and Cultural Imperialism 

As stated before, linguistic imperialism permeates all other forms of imperialism 

since language is the main medium by which we share our ideas on the one hand, and on 

the other, the content of those ideas comes primarily from the Center countries to the 

Periphery ones. Linguistic imperialism is a major constituent of cultural imperialism. 

For Galtung (1980), cultural imperiaHsm is seen in how the Center is the one that 

provides the teachers and determines what should be taught, and the Periphery provides 

the learners. It is also seen when the Periphery asks the Center for advice or to teach 

them something, they are validating the Center and its culture as the model to follow. 
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The Center, in turn, feels this validation and continues creating and transmitting more 

culture. 

Schiller (1976) defines cultural imperialism as "the sum of processes by which a 

society is brought into the modem world system and how its dominating stratum is 

attracted, pressured, forced, and sometimes bribed into shaping social institutions to 

correspond to, or even promote, the values and structures of the dominating center of the 

system" (Ibid: 9). It is clear then that in cultural imperialism there is a culture that 

dominates, the Center, and another one that is dominated, the Periphery, under the 

assumption that one is superior to the other. 

1.4.3.4.1. Subtypes of Cultural Imperialism 

One of the main problems with these types of imperialism is that they are 

presented not as being in the interests of a narrow group of people, but rather for the most 

part as being in the best interests of the people in general, of the country. Phillipson 

(1992) looks at this problem from Gramci's (1992) idea of hegemony in which he states 

that the hegemonic group is the one that provides the "intellectual, moral, and 

philosophical leadership" and they are the ones that have the ability to legitimate 

themselves and their ideas and turn them into "material power". Within cultural 

imperialism there are several subtypes: scientific imperialism, media imperialism, and 

educational imperialism. 



62 

1.4.3.4.1.1. Scientific Imperialism 

For Phillipson (1992), scientific imperialism lies in the monopoly of scientific 

research which is done mainly in Center countries since they are the ones that have the 

money and the infrastructure needed to carry it out. Under this schema, the Center is the 

one that can constantly arrive at new discoveries and therefore, their ideas, theories, and 

experiences are constantly changing. The Periphery, on the other hand, does not have the 

resources needed to promote research, and thus remains dependent on the Center for 

technological and scientific advances. 

1.4.3.4.1.2. Media Imperiahsm 

Boyd-Barret (1977) says that media imperialism refers to the "process whereby 

the ownership, structure, distribution, or content of the media in any country are singly or 

together subject to substantial external pressures without proportionate reciprocation of 

influence by the country so affected."(Ibid: 117). 

Today, it seems that all forms of media - television, film, and music mainly - are 

concentrated in a few countries, the US being the one that dominates telecommunications 

and satellite communications worldwide (Phillipson, 1992). In this particular area, the 

flow of products is mainly from the Center to the Periphery; the products that come from 

the Periphery to the Center are just minimal by comparison. 

Phillipson (1992) also talks about cultural synchronization as another aspect of 

media imperialism. This term refers to the process by which the "Center cultural 

products serve as a model for the Periphery", and by which "many aspects of local 
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cultural creativity and social inventiveness, evolved over centuries, are thrown into 

confusion or destroyed" (Ibid.: 61). According to Phillipson, the new forms brought in 

from the Center are initially adopted in their original form and gradually transformed in 

the Periphery. 

1.4.3.4.1.3. Educational Imperialism 

The structure of educational imperialism is reinforced by media imperialism. 

Phillipson (1992) sees media imperialism as being felt within the educational field in 

three different ways. It can be seen in the "institutional transfer" in which the principles 

and practices of Center countries are brought to Periphery countries without analyzing 

whether some local solutions could be more appropriate. Also in the field of "training 

and education", the technology and professionalization of the Center are accepted as the 

proper ones by the Periphery. This is reinforced by the accessibility of cheap products, 

books in particular but also other reading matter, which help reproduce in the Periphery 

the ideas and ways of the Center; Altbach (1975) refers to this as 'literary colonialism'. 

The access to all these products from the Center countries in turn help the "diffusion of 

occupational ideologies." 

Phillipson (1992) also sees education as having three functions that serve the 

State. In particular, he looks at the case of ELT which is mostly funded and organized by 

the States in the Periphery and in the Center, or from the Center State to "serve" in the 

Periphery. Seen from this perspective, the learning of English is legitimized by the State 
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and qualifies people to function within a technology that English gives access to. This 

can be seen as an economic-reproductive function. 

Besides, since English is also associated with "modem ideas" such as 

technological advance, material advance, and efficiency, it has an ideological function. 

Lastly, he sees English as having a repressive function, since in many countries people do 

not have any choice other than to leam English to use it in classes since it is the medium 

of education for other subjects. 

Educational imperialism can be felt at all levels of education. English is the only 

foreign language mandated and/or offered at the K-12 levels in many Periphery countries 

and the reforms and innovations for this particular course are basically originated in 

Center countries which continues the dependence of the Periphery on the Center. A 

similar phenomenon occurs in higher education. College students are required to take 

English as the mandatory foreign language because in the course of their career they will 

be confronted with academic and technical texts written, for the most part, in English. In 

some countries where English is not the first language, English is the medium of 

instruction at the tertiary level. 

1.4.3.5. What Linguistic Imperialism Is Not 

Galtung (1980) states "imperialism is antidevelopment". It means that certainly 

there is growth and development, but only in the Center countries. According to Galtung, 

all statistics that show the growth of Center countries and how adequate their level of 

living is, are false because these figures have to be shown in conjunction with those of 
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other countries, the ones that they exploit. However, as Phillipson (1992) explains in his 

theory of linguistic imperialism, his is neither a reductionist theory nor a conspiracy. The 

events that happen in the Periphery are not solely determined by the Center. The interests 

of the Center do not always interlock with those of the Periphery, and the people in the 

Periphery have the freedom to decide whether they wish to accept the aid or influences 

from the Center. 

Phillipson believes that the majority of teachers and educational administrators of 

the Center do not mean to impose their language and culture on other people, but that 

they are motivated by good intentions and sincerely want to help people. 
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2. BACKGROUND OF THE STUDY 

2.1. INTRODUCTION 

I begin this chapter by examining the geographical-historical and socio-cultural 

reasons that have played a role in helping English become the first global language. 

Because a language in this position gives power to its users, I continue my 

examination by considering where this power is manifested as seen by an expert in the 

world's Englishes, Braj Kachru, who talks about the "range" and "depth" of languages 

and in particular of English. I also focus on three important areas in which English plays 

a dominant role: education, technology, and culture. I end the section discussing the 

future of English as a dominant world language. 

The second section of the chapter is devoted to the English language teaching 

profession (ELT) in the United States. I explain how ELT developed to become a 

profession following a path different from that of other professions. I also discuss how 

its anglocentricity, and its focus on language pedagogy and technical matters while 

excluding social, economic and political issues, have legitimized this profession and 

created a monopoly of ELT services. 

The last section of the chapter focuses on TESOL (Teaching English to Speakers 

of Other Languages). I begin with a short history of how and why the organization was 

founded, and then I continue further to examine the main three ways in which TESOL 

presents itself namely as profession, as a professional organization, and as a field of 

study. 
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2.2. ENGLISH AS A GLOBAL LANGUAGE 

Globalization entails the notion of an interdependent world in which capital, 

technology, people, ideas, and cultural influences move beyond borders and boundaries 

rather than being contained for most purposes within nation-states or regions (Holton, 

1997). The English language seems to be at the core of this changing process worldwide. 

At present, it appears that everyone wants/needs to learn English since it is, among other 

things, the language of international business, media, and academia, and a medium of 

popular culture. 

2.2.1. The Spread of English 

Braj Kachru (1985), a famous Indian-bom linguist residing in the United States, 

suggests that we think of the spread of English around the world as three concentric 

circles. In the innermost circle, the Inner Circle, there are the countries with traditional 

bases of English: the UK, the USA, Ireland, Canada, Australia, and New Zealand. The 

number of people living in these countries who speak English as their first language (LI) 

is estimated at between 320 and 380 million (Crystal, 1997). In the next circle, the Outer 

Circle, there are the countries in which English has spread in non-native settings, where 

the language has become one of the country's main assets and plays an important role as 

a second language. Some countries belonging to this circle are Singapore, India, Malawi, 

and another fifty territories. Many of the countries in which people speak English as a 

second language (L2) are former British colonies; the number of L2 speakers around the 

world is estimated to be between 150 and 300 million (Crystal, 1997). The external 
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circle, the Expanding Circle, involves nations that recognize the importance of English as 

an international language but do not have a history of colonization by the Inner Circle. In 

this circle are nations such as China, Russia, and another 75 territories. In these 

countries, English is taught as a foreign language (EFL). The number of people learning 

EFL has risen rapidly in the recent years, and the number of people who speak English as 

a foreign language is calculated at between 100 million and a billion (Crystal, 1997). The 

reason why these estimates vary enormously is due to the command of the language that 

counts for the measure. 

However, in many parts of the world there seems to be an ongoing shift in the 

status of English. In some of the countries in the Outer Circle, there is a trend to adopt 

English as the language of the home (Graddol, 1997). Also, some of the countries in the 

Expanding Circle are making the transition towards the Outer Circle; these include 

Sweden, Switzerland, the Netherlands, Denmark, and Nepal (Graddol, 1997). This shift, 

of course, will have a great impact on the future of the English language as a global 

language. 

There are two main reasons for English to have become the global language of 

today, and several authors (Kachru, 1986; Phillipson, 1992; Crystal, 1997; and Graddol, 

1997) agree on these. One reason is geographical-historical, and it is linked to the 

expansion of the British Empire. English started to spread around the world with the 

colonization of America towards the beginning of the seventeenth century. This 

expansion covered a vast part of the globe, and English became entrenched around the 

world as a result of British colonization (Phillipson, 1992). This extended period of 
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colonization gave support for the diffusion of English; once the language was adopted in 

a region it went through a "reincarnation" that was partly linguistic and partly cultural 

(Kachru, 1982). By the end of the nineteenth century England with its settlements of 

English speakers in all continents had established the pre-conditions for English to be a 

lingua franca. However, the role of English would have declined with the British Empire 

had it not been for the rise of the United States of America as the world superpower of 

the twentieth century (Graddol, 1997). 

The other reason for the expansion of English and its position as a global 

language today is socio-cultural. It is related to the way in which people have become 

dependent on English for their well-being. Since WWII, the role of the USA has been 

more important than that of Britain due to its economic and cultural power. This shift in 

power has also led to a change in the variety of English that is now more common. Thus, 

today the dominant world variety is American English. Nonetheless, regardless of which 

is the prevailing variety, English is now deeply rooted in the international domains of 

political life, business, safety, communication, entertainment, the media, and education 

(Graddol, 1997; Crystal, 1997; Phillipson, 1992). 

There is, however, another view with respect to the expansion of English as a 

global language. Phillipson (1992) and Pennycook (1994) assert that the expansion of the 

English language is not a mere result of inevitable global forces. They suggest that 

English is an integral part of the global structure of dependency, and that it has been a 

deliberate government policy in the English-speaking countries to promote the worldwide 

use of English for economic and political purposes. Thus, we need to look at the spread 
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of English as a global language in connection with social and economic power 

relationships within and between nations, as well as its connections with the expansion of 

various forms of culture and knowledge, and with the forces that are shaping the world 

today. 

2.2.2. The Power of English 

It is only recently that language specialists have become interested in the 

ideological aspect of language, i.e., in its use for legitimizing the power of a dominant or 

elite speech community, both nationally and internationally (Kachru, 1986; Phillipson, 

1992; Deneire, 1993). 

According to Crystal (1997), a global language is a language that has developed a 

special role that is recognized in every country, and this can be achieved in two different 

ways. On the one hand, it can be made the official language of a country, so that it would 

be used as a medium of communication in domains such as government, the law courts, 

the media, and the educational system. On the other hand, it can be made a priority in a 

country, and could be required as a foreign language in the schools, even though it has no 

official status. 

The fact that English has acquired unparalleled sociological and ideological 

proportions is now well recognized (Kachru, 1990). In all of linguistic history no other 

language has touched the lives of so many people, in so many cultures and continents, in 

so many practical and utilitarian roles and with so much prominence, as the English 

language since the 1930s (Kachru, 1990). English today has become the first global 
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language and belongs in a class of its own (Philippson, 1992), which confers on it a 

special power. The power of English can be looked at from different perspectives. 

English can be seen as an instrument that empowers people. Consequently, 

English is not only of concern to those who are in the Inner Circle; the pull of English is 

remarkably strong in the Expanding and Outer Circles, not only in elite circles that obtain 

clear benefits from their command of the English language, but also among the masses, 

who are aware that the language provides access to power and resources (Philippson, 

1992). Thus, in the developing world, English has become an essential tool of 

ideological and social change, and at the same time an object of immense controversy 

(Kachru, 1990). The English language is a tool of power, domination, elitist identity, and 

of communication across continents (Kachru, 1986), and we need to look at it in terms of 

the social, cultural, and ideological conditions in which people use the language 

(Pennycook, 1994). 

Another way to look at the power of English is to see it in the context in which 

power refers to the attainment of certain types of control, i.e., the control of knowledge, 

and the prestige that a language acquires as a result of its use in certain important 

domains. How this control is implemented, its process and the strategies used to impart it 

refer to the politics of language (Kachru, 1986). There are two important indicators of 

the power of English in the global context, and they are its "range" and "depth" (Kachru, 

1982). "Range" refers to the domains of function and the types of functions that the 

language has acquired around the world, i.e., the extension of English into various 

cultural, social, educational, and commercial contexts. According to Kachru (1986), at 
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present English dominates the largest possible functions in the widest possible range. 

The "depth" is viewed as the societal penetration of English, i.e., the societal and 

educational levels of the users of English. It is difficult to assess the depth of English in 

different environments, but there are two indicators for it: the pluricentricity of English, 

i.e., the many linguistic centers of English: Great Britain, the United States, Australia, 

South Africa, India, etc., and the development of varieties of English within an educated 

variety, particularly in the Outer Circle (Kachru, 1986). 

We can also analyze the power of English in terms of the four domains in which 

English manifests itself: linguistic, literary, attitudinal, and pedagogical (Kachru, 1986). 

Linguistic power can be felt in the modification of the linguistic behavior of speakers of 

other languages in one of the two following ways: (a) by adding codes to the linguistic 

repertoire of a speech community using one of the following power strategies: 

persuasion, regulation, inducement, and/or force (an illustration of linguistic power is 

Kahane's (1982) example; he mentions that one particular issue of the German weekly 

Der Spiegel (April 29, 1974) contained more that 160 Americanisms; of course, the 

German language is not the only one being affected by the influence of English); (b) by 

the suppression of a particular language variety and the elevation of another variety. This 

was clearly seen during the colonization period when the British imposed their language 

in all the colonized territories. English speakers have imposed their linguistic power in 

both ways and by making use of all the strategies mentioned. Linguistic power is also 

displayed in lexicographical research and in the choice of dictionary-worthy entries, since 

it is those in control who have the power to transcend their definitions. By having their 
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definitions accepted they appropriate more power. We are also experiencing the power 

of English at a global level in the way it is both replacing and displacing other languages 

(Philippson, 1992). English is replacing other languages when it takes the place of the 

mother tongue. Some countries in which this is happening are the African countries in 

which parents choose to raise their children with English as the LI so they can have 

better access to power (PhiHppson, 1992; Graddol, 1997). EngUsh is displacing other 

languages when it takes over specific domains such as computers or higher education, as 

is happening in the Scandinavian countries, the Netherlands, and some Asian and Latin 

American countries (Philippson, 1992, Acosta, 1998). 

The second aspect deals with the ethnocentric attitude toward literary creativity in 

the English language in the Outer Circle. This is expressed in subtle ways, and the 

authentication of non-native writers in English primarily depends on the Inner Circle. 

NgugT (1986) in his book Decolonising the Mind explains how in Kenya, English was 

more than a language: it was the language; it was also a measure of intelligence and 

ability in the arts, the sciences, and all the other fields of learning. In his view, language 

was "the most important vehicle through which that power fascinated and held the soul 

prisoner. The bullet was the means of physical subjugation. Language was the means of 

spiritual subjugation."(Ibid.: 9) English was the official vehicle and the magic formula to 

colonial elitedom. 

The third aspect is related to attitudinal, psychological, and sociological issues 

concerning the identities of individuals and speech communities. It is related to how 
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These attitudinal issues apply to the three circles. 

The last aspect is concerned with the teaching of English in global contexts. The 

power of teaching English is limited to a number of agencies in the Inner Circle who 

decide on the model of English to be taught and the methods used in teaching, the teacher 

training programs, the approaches and research paradigms for English for special 

purposes, and on how to assess proficiency in the language. 

The strength of English lies in its multicultural specificity, which can be seen in 

the formal and functional characteristics that English has acquired in different cultural 

environments. A large segment of the human population is involved in using English 

across nations. However, with the present difficulties of all capitalist economies and the 

resurgence of nationalism in many parts of the world brought to light, the social and 

political values associated with English and other languages are seen increasingly as a 

vehicle for the expression of Western domination and as an intrusion into their native 

cultures. National languages, on the other hand, are usually associated with notions of 

national identity and resistance to British and American imperialism (Deneire, 1993). 

2.2.3. The Uses of English 

Alatis and Strahele (1997) in the Inaugural Lecture at the Third 

International Conference of World Englishes in Hawai'i said, citing some of their 

colleagues, that the uses of English are the following: 

(1) It is the most commonly taught foreign language in schools of 
countries where it is not the mother tongue of its inhabitants. 
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(2) In the most significant technical and critical fields - science, education, 
commerce and trade, technology, engineering, medicine, international 
politics and journalism - there are more publications in English than in any 
other language. Two thirds of the world's scientists read in English. 

(3) English is the main language of the international media, including 
journalism, radio, and television. More books, newspapers, magazines, 
radio and television programs, records and tapes, and films are produced 
in English - and distributed more widely - than in any other single 
language. 

(4) English is the most commonly used language at international 
conferences. 

(5) English is the official language employed in international air traffic 
and international shipping. 

(6) Three fourths of the world's mail is written in English. 

(7) About 90 percent of all Internet communication takes place in English. 
(Ibid.: 2-3) 

2.2.3.1. Areas of Use of the Enghsh Language 

An examination of the areas of education, technology and culture show how 

prevalent this use is and the penalties that arise from this prevalence. 

2.2.3.1.1. Education 

Access to knowledge is the business of education and English is the medium of a 

great deal of the world's knowledge, especially in the areas of science and technology, 

since North America and Western Europe produce most of the world's science, publish 

most of the scientific and academic books, and do the bulk of academic and research 

(Crystal, 1997). Education has always been the cornerstone of nation-building in the 

modem State (Deneire, 1993), and many nations have in recent years made English an 
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official language or chosen it as the chief foreign language in schools. One of the most 

important reasons for this decision is educational - in the broadest sense (Crystal, 1997). 

The dominant model for tertiary education worldwide is that of the western 

universities in general, and of the US in particular (Altbach, 1989). Similarly, the 

international knowledge network is dominated by the West in general, and specifically by 

the English language. The move towards English-medium higher education accelerates 

and broadens the use of English in both developed and developing countries, creating a 

group of college graduates many of whom come to use English more extensively for 

social communication among themselves and some of whom raise their children speaking 

English as their LI; also, the growth of English-medium education has permitted rapid 

internationalization of education and allows developing countries to reposition 

themselves as exporters of educational services (Graddol, 1997). 

In order to be able to keep updated with the most recent advancements in all the 

areas of knowledge, many nations have chosen English as the chief foreign language in 

schools and institutions of higher education. In some countries, even if English has no 

official status, it has become the traditional medium for imparting advanced graduate 

courses (Crystal. 1997). The Netherlands is an example of this trend, but this does not 

happen only in Europe; in Asia and Latin America this trend is felt too (Altbach, 1989; 

Acosta, 1998 respectively). Even though many Asian countries have adopted their 

national languages as the medium of instruction, in countries such as Malaysia, the 

Philippines, India, Japan, and Thailand, English is still mandatory, especially for 

advanced graduate study and for academic careers in many fields including most of the 
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must face the generalized role of English, and they have started to introduce courses 

taught in English as a requisite for graduation in certain fields such as business 

administration (Acosta, 1998). According to Altbach (1989) and Acosta (1998), in both 

Asia and Latin America, academia revolves around English-speaking scholars, and in 

countries where publication in international journals is necessary for academic 

advancement, that publication is predominantly in English language journals since they 

are seen as the standards of excellence and the most respected sources of knowledge. 

Besides, scholars often publish in these journals to have access to the international 

knowledge network. English is not just the language of scientific communication and the 

medium of instruction; it also reflects a specific scientific culture. 

Yet, the role of English is important not only in the sense that it helps scholars 

keep current with the latest developments in their fields. English has a strong impact on 

students' and teachers' mobility also (Wagner & Schintzer, 1991). The majority of the 

world's foreign students study in English speaking countries. At the present time, 

universities have become more active in the global market and have started to form 

alliances with private businesses and other universities in different countries (Acosta, 

1998). Foreign training has become a particularly important factor. This trend also 

entails teachers' mobility since universities in Latin America and Asia can have access to 

international faculty by means of exchange and also by hiring them directly to teach 

courses in English to students in their own settings. Finally, textbooks of western origin 
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are used in all areas of higher education; some in English and some as translations into 

local languages (Crystal, 1997). 

There are many benefits that come from having a lingua franca. In the world of 

academia and scientific development, English offers the opportunity to communicate 

easily with colleagues. There are several European scientific organizations that work 

exclusively in English, such as the European Academy of Anesthesiology, the European 

Association of Fish Pathology, and the European Association for Cancer Research. In 

other organizations, English, if not the official language, is the chief auxiliary language, 

such as in the Andean Commission of Jurists, the German Anatomical Association, and 

the Arab Air Carriers Association (Crystal, 1997). The use of a lingua franca affords 

everyone access to information at more or less the same time so there is no need to wait 

for expensive time-consuming translations. 

However, there are also problems that attach to having a global language. The 

use of English only in the world of academia will contribute to the cultivation of an elite 

group of scholars. Native speakers of English will be at an advantage in having access, 

manipulating concepts, and working in their natural language. According to Crystal 

(1997), one third of the world's population speaks English either as the LI, L2, or FL. 

The fact that English is the global language in the world of education only reinforces the 

fact that there will be two thirds of the population who will be unable to exercise their 

right to access a certain level of education, thus effectively denying their access to certain 

kinds of jobs. This will only promote new sorts of haves and have-nots which will 

benefit just a few. Besides, making people believe that English will automatically open 
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the door of upward mobility amounts to the creation of pure illusion; capital ownership, 

social class, ethnicity, and often gender are at least equally important. English taught to 

lower-class students is both quantitatively and qualitatively insufficient for those who 

might want to apply for higher level jobs. The strict separation between English-medium 

schools and universities and those using regional languages helps maintain the separation 

between elites and masses (Deneire, 1993). 

2.2.3.1.2. Technology 

Another area in which English exerts great influence is that of technology. Ever 

since the industrial revolution English has benefited from a climate of experiment, 

inquiry, and discovery (Graddol, 1997). With the emergence of new communication 

technologies in this century that have been created and utilized by large multinational 

corporations of the West and particularly of the US, the need for a lingua franca has been 

felt more strongly. Technology and communication, and the requirement of a lingua 

franca that they entail, are at the core of the globalization process and are affecting the 

areas of work, education, and culture (Global English Newsletter, 1997). Today, English 

is the currency of science and technology worldwide (Graddol, 1997) and the domination 

of English in technical vocabulary makes other languages seem less functional (Kibbee, 

1993). English is also the dominant language in the Internet, which was invented in the 

US in the 1970s, and people must adapt to English or else not use many of the services 

that the Internet provides. 



80 

Yet, the technology which has made English global may ultimately weaken its 

predominant position as the global language (Graddol, 1997). Some countries such as 

France are working hard in developing technical vocabulary (Kibbee, 1993). The close 

linkage that once existed between English and computers has been broken; in these days 

the major growth of the Internet is in non-English speaking countries, particularly in Asia 

and Latin America. As access becomes easier, the demography of the Internet will look 

more like that of the global population, and the communicative functions served by the 

Internet will become more diverse (Graddol, 1997). 

Satellite TV is another key technology which is frequently regarded as a major 

driver of global English, but as satellite operators develop, they need to expand their 

audience by extending their reach into individual countries - this means going beyond 

English-speaking audiences. There will be two major waves that will dominate satellite 

broadcasting. One is that other major languages such as Hindi, Spanish and Arabic will 

expand their global reach, and the other is that large providers such as MTV or CNN will 

confine services by offering programming in regional languages. Both of these 

tendencies show a wider linguistic scenario for the next century (Graddol, 1997). 

2.2.3.1.3. Culture 

A third area deeply connected with education and technology is culture. 

Language and culture go hand in hand, and as long as the U.S. continues to be a 

superpower, its language and culture will be dominant too, since language has a dual 

character: it is a means of communication as well as a carrier of culture. Language as 
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communication and culture are then products of each other. Communication creates 

culture and culture includes the means of communication. Language conveys culture, 

and culture carries, especially by means of orature and literature, the total set of values by 

which we perceive ourselves and our place in the world (NgugT, 1986). 

Tsuda (1997) states that since language constitutes the core of cultural identity, 

the use of English generates a division especially in the personal identity of the speakers 

of English as a second language. This tension occurs because the two languages are 

always exerting pressure in the minds of the speakers. In order to resolve the tension, 

people make choices. Some people decide to use English alone, but the main issue in this 

case is whether they can or wish to continue to maintain their cultural identity. 

Moreover, if they choose to keep both languages, most of them will be attracted towards 

English, which is often seen as a language of modem life. 

There is also another kind of tension. In places today in which the people are in 

situations where they feel antagonistic toward or ambivalent about English, they reject 

the option of giving English a privileged status, either as an official language or as a 

foreign language. These arguments have to do with identity, and with language as the 

most immediate and universal symbol of that identity. In states where citizens feel that 

they are part of a political or cultural minority, language turns into their leading symbol 

of national defense (Kahane, 1982). The selection of language and the use that this 

language is given is central to a people's definition of themselves in relation to their 

natural environment, indeed the relation to their entire universe. This is why language has 

always been at the heart of two contending forces in many countries (NgugT, 1986). The 
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need for intelligibility and the need for identity often pull people — and nations — in 

opposite directions. The former motivates the learning of an international language, with 

English as the first choice in most of the cases; the latter motivates the promotion of 

ethnic language and culture. Conflict is the consequence when either position is 

promoted intensively (Crystal, 1997). 

The tension that these two forces exert on different nations and cultures can be 

appreciated in the different issues of the Global English Newsletter (1997-1998). In their 

first issue they report that the European Bureau of Lesser Used Languages claimed that 

parents in Europe choose not to pass on the minority language to their children since they 

may experience difficulties in the future in breaking into the new economic sectors. They 

also talk about German being more popular than English in Hungarian schools. In their 

second issue, they talk about how the Singapore and Malaysian government ministers 

have recently expressed their concern about the cultural impact of English on national 

identity, how Romania has adopted linguistic protection for their national language, and 

how 24 of the 124 English-medium secondary schools of Hong Kong have switched to 

Cantonese. In the third issue they talk about how English is establishing itself as the de 

facto language in Europe; English has been adopted in Swedish boardrooms, the official 

language of Louis Vuitton (a French conglomerate) is English, and banks in Switzerland 

use English at the senior level. In their last issue they talk about the use of the Internet by 

non-English speaking users; the estimate is that Internet users outside the US will 

overtake US users next year, therefore decreasing the use of English in the Internet. 
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2.2.4. The Future of English 

Today is the heyday of American English. The internationally dominant position 

of the United States has resulted in the expansion of its culture and language (Kahane, 

1982). This expansion has led English to take on a life of its own even with or without 

the assistance of explicit and implicit policies encouraging its spread (Kachru, 1990). At 

present, no one group or nation can claim sole ownership of the English language. An 

important consequence of this is that English will become open to linguistic change in 

totally unpredictable ways. The spread of English has given rise to new varieties of 

English in the different territories where the language has taken root (Crystal, 1997). The 

three circles. Inner, Expanding, and Outer, have given rise to several English languages; 

the world Englishes are the result of diverse socio-cultural contexts and diverse uses of 

the language in culturally distinct international contexts (Kachru, 1990). 

English in the future, as in the past, will be subject to three types of change. 

These changes are social in nature. Economic developments, technological innovations, 

and new social networks or demographic shifts are likely to give rise to language change. 

First, the language itself will change. There will be changes in pronunciation, 

vocabulary, grammar, and also in the range of text types and genres which employ 

English. These changes may come mainly from speakers in the Expanding and Outer 

Circles, i.e., those for whom English is the L2 or a FL, since they are becoming 

numerically dominant (Crystal, 1997). However, it is difficult to predict whether a single 

world standard English will develop, forming a supranational variety which must be 

learned by the global citizens of the next century (Graddol, 1997). 
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Second, there will be changes in status. In spite of the fact that there may not be 

anything to threaten the position of English as a global language in the coming years, it 

may be the case that, instead of English continuing to exercise its monopoly as the global 

language, there will be an "oligopoly," with each language having its particular areas of 

influence and its regional bases. Some of the languages with which English will share 

this dominant position are Chinese, Hindi/Urdu, Spanish, and Arabic (Graddol, 1997). 

Third, there will be quantitative changes such as the number of speakers. English 

is acquiring new LI speakers outside the conventional places, i.e., the Inner Circle. 

There are also other countries in transition from English as a FL status to English as an 

L2 status. These ongoing shifts in the status of English, which also have a great impact 

on the number of speakers, are largely undocumented and unquantified (Graddol, 1997). 

Nevertheless, they represent an important factor in the future of the language. 

Fishman and Rubal-Lopez (1992) conducted a cross-polity analysis of factors affecting 

the spread of English and found that linguistic heterogeneity had the highest correlation 

with the spread of English. Other major predictors are religious composition and 

educational and economic development. Statistics show the enormous amount of 

intellectual property being produced in English in an era where intellectual property is 

becoming increasingly valuable (Graddol, 1997). 

2.3. ENGLISH LANGUAGE TEACHING (ELT) IN THE UNITED STATES 

England made the first organized efforts to teach English to speakers of other 

languages. These efforts date from the 16^^ century, and they focused mainly on 



translation, and literature. During the late 19^^ century, there was a shift in this focus, and 

oral spontaneous speech gained importance. As the British Empire emerged as the 

Commonwealth, ELT became an important element of post-colonial education. At first, 

the methods for teaching English as a foreign language were similar to those used for 

English as a mother tongue. Later on, during the first half of the 20^*^ century, organized 

attempts to develop methods of language teaching were made. These attempts were 

based on of the principles of linguistic science (McArthur, 1992). 

2.3.1. Development of ELT as a Profession in the United States 

Within the overall frame, ELT is a young profession since the rise of most 

national professions and businesses in the US took place during the last quarter of the 

nineteenth century; they changed from having a locally oriented basis to having a 

nationally oriented one (Jencks and Riesman, 1968). However, ELT as an activity has a 

history that is deeply rooted in the historical and political accounts of this nation. 

The history of the US is founded upon the immigrants who have made this 

country their home. They have been coming to settle in this country for several centuries, 

and it has never been necessary for them to show proficiency in English in order to be 

admitted. However, once they settle in, if they are not proficient in English, these 

immigrants are confronted with the social, economic, and political effects that 

accompany or are occasioned by their lack of English (McKay & Wong, 2000). This 

happens because English is the language of primary use at all levels of communication 



although the Constitution says nothing about it being the official language of the country 

(McKay & Wong, 2000). 

The American government has had different policies towards minority languages 

throughout its history. Sometimes these policies have been lenient and tolerant, but at 

other times repressive and harsh (Crawford, 1991). During the 1770s and 1800s there 

was a tolerance-oriented policy and bilingual instruction was widely available, but 

between 1880 and 1950 language policy was restrictive. (Dicker, 2000). This was a 

period of Americanization. Organizations such as the YMCA began to offer adult 

instruction in English for the first time. During this period it was important not only to 

speak English fluently, but also to acquire American values (Crawford, 1991). Children 

attending public schools received all their instruction in English regardless of their 

linguistic background (Kreidler, 1987). 

In 1940, the University of Michigan opened the first program to train teachers of 

English as a foreign language (Kreidler, 1987), but it was not until the end of WWII that 

the teaching of English as a second language began to make its transition from being an 

activity to becoming a profession. This change was partially initiated by the fact that, 

after the war, the government viewed the learning of foreign languages as necessary for 

the country's defense. This governmental attitude eased the re-emergence of bilingual 

education in the United States (Williams, 1997). In 1964, the National Defense 

Education Act authorized programs for the training of teachers of English as a second 

language, and the number of university programs in ESL grew; by 1972 there were 36 

programs (Kreidler, 1987). 
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Other factors that influenced the change to ELT as a profession are the 

liberalization of immigration law, the Bilingual Education Act of 1968, and the creation 

of the TESOL organization. With the liberalization of immigration law in 1965 the flow 

of new immigrants of Asian and Latino origin began to grow, and teachers were 

confronted with an unprecedented ethnic and cultural diversity in their classrooms 

(McKay & Wong, 2000). This in turn brought the need for teachers to be better prepared 

to attend to the educational needs of their linguistically and culturally diverse students 

(Crawford, 1991). 

Three years later. President Johnson instituted the government's first attempt to 

commit to the needs of children with limited skills in English by signing the Bilingual 

Education Act in 1968. However, the turning point of ELT as a profession was marked 

by the creation of the TESOL organization in 1966 (Kreidler, 1987). 

2.3.2. The TESOL Organization 

TESOL stands for Teachers of English to Speakers of Other Languages and is 

today an organization whose influence is felt worldwide. 

2.3.2.1. Brief History of TESOL as an Organization 

The TESOL organization was created with the support of five professional 

organizations. These organizations were: the National Council of Teachers of English 

(NCTE), the National Association for Foreign Student Affairs (NAFSA), the Speech 

Association of America (SAA), the Modem Language Association (MLA), and the 
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Center for Applied Linguistics (CAL). In an interview given by James Alatis to Marilyn 

Rosenthal (2002), Alatis says that TESOL came into being [following a conference held 

in Tucson] due to a need felt by teachers and administrators of having just one single 

organization that could bind together all those who were involved in the teaching of 

English to speakers of other languages. At the beginning, the organization concentrated 

on North America, but during the 70's and the 80's it expanded to become the worldwide 

organization it is today (McArthur, 1992). TESOL began with 337 members (Rosenthal, 

2002), and in its 36 years of existence it has grown to have over 40,000 members from 

more than 122 different countries, counting those who belong to independent associations 

affiliated with TESOL (http://www.tesol.org). 

Today, the word TESOL stands for three different, but connected, ideas: a) the 

field itself, b) the name of the profession, i.e. that of teaching English to speakers of other 

languages, and c) the professional association 

(http://www.tesol.org/careers/counsel/whatistesol.html). 

a) As a field of study, TESOL requires professional preparation. In English-

speaking countries such as the United States, the United Kingdom, Australia, and Canada 

there are institutions that prepare people at various levels, e.g. certificate, endorsement, 

and bachelor's, master's, and doctoral degrees. There are also institutions in other 

countries around the world that fulfill the same purpose. These programs are geared to 

train native as well as non-native speakers of English to teach ESL and EFL 

(http://www.tesol.org/careers/counsel/whatistesol.html). 

http://www.tesol.org
http://www.tesol.org/careers/counsel/whatistesol.html
http://www.tesol.org/careers/counsel/whatistesol.html
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The TESOL association regards the TESOL profession as a "multifaceted, 

academic discipUne" that requires expertise and, therefore training in areas such as 

"linguistics, second language acquisition, language pedagogy, methodology, materials 

development, testing and research, curriculum and syllabus design, program 

administration, and cross-cultural communication" (http://www.tesol.org). 

b) TESOL professionals teach English in both the private and the public sector as 

well as in a great variety of settings including the primary, secondary, and tertiary levels 

of education in many places of the world; in English-speaking countries it is also taught 

to refugees and immigrants in adult education community programs and to international 

students in intensive and semi-intensive English language programs. 

When English is taught in countries where the dominant language is not English, 

it is called EFL (English as a Foreign Language), and when it is taught in countries where 

English is the dominant language, it is called ESL (English as a Second Language), and is 

regarded as a professional activity. Therefore, this professional activity requires 

specialized training (http://www.tesol.org/careers/counsel/whatistesol.html). 

To be a TESOL professional is different from being trained to give English 

instruction to native speakers. The primary foci of the TESOL profession are on 

"language and cultural practices in English-speaking countries, as opposed to English 

literature" (http://www.tesol.org/careers/counsel/whatistesol.html). 

In recent years there has been an increase in the teaching of English for specific 

purposes (ESP). The aim of teaching ESP is to enhance the language skills of students in 

http://www.tesol.org
http://www.tesol.org/careers/counsel/whatistesol.html
http://www.tesol.org/careers/counsel/whatistesol.html
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particular fields. Some of these fields are of an academic nature, e.g. medicine, nursing, 

law, etc., but they could also be directed at business and vocational fields. 

c) As a professional organization, TESOL has its headquarters located in 

Alexandria, VA, and its mission is "to develop the expertise of its members and others 

involved in teaching English to speakers of other languages to help them foster effective 

communication in diverse settings while respecting individuals' language rights" 

(http://www.tesol.org/careers/counsel/whatistesol.html). 

The TESOL association seeks to support all the professionals in the field, namely 

teachers, administrators, curriculum and materials designers, and researchers. To 

accomplish this, it is engaged in articulating standards for "professional preparation, 

continuing education, and student programs" 

(http://www.tesol.org/careers/counsel/whatistesol.html). Two examples of this support 

can be seen in the current "Guidelines for Certification and Preparation of Teachers of 

English to Speakers of Other Languages in the United States", reprinted in 1997 in the 

Directory of Professional Preparation Programs in TESOL in the United States and 

Canada 1997-1999 (Garshick, 1997), — although according to Ramanathan (2002) this 

was document was last revised in 1975 — which lists a set of "objectives and features of a 

teacher-education program in teaching English as a second language", and the Standards 

for the Accreditation of Initial Programs in P-12 ESL Teacher Education (2003) which 

address the need for consistency throughout the United States in how teachers are 

prepared to teach ESL to children in P-12 schools. 

http://www.tesol.org/careers/counsel/whatistesol.html
http://www.tesol.org/careers/counsel/whatistesol.html
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TESOL also aims to provide leadership and direction in the field by spreading and 

exchanging information and resources, enhancing communication among language 

specialists all over the world, producing quality programs, services, and products, and 

promoting "advocacy to further the profession" 

(http://www.tesol.org/careers/counsel/whatistesol.html). TESOL also promotes "access 

to and standards for English language instruction, professional preparation and 

employment" (McArthur, 1992: 1036). 

Aside from these, the TESOL association publishes a journal (TESOL Ouarterlv). 

a newsletter (TESOL Matters), an electronic bulletin board for employment opportunities 

(Placement E-Bulletin), and it publishes the biennial Directory of Professional 

Preparation Programs in TESOL in the United States and Canada, which is the book that 

became the starting point of this research project. Besides these regular publications, 

TESOL also publishes books that deal with theoretical and practical issues of the TESOL 

profession and handles the logistics of holding an annual convention. 

http://www.tesol.org/careers/counsel/whatistesol.html
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3. RESEARCH DESIGN AND PROCEDURES 

3.1. INTRODUCTION 

In this chapter I describe the process and the methods that were implemented in 

this study. First, I review the research questions, and then describe the ESL Master's 

degree programs in the United States in terms of their geographical location as well as in 

terms of some of their characteristics relevant for this study. I move next to describe the 

initial survey I made of 50 of the programs that I selected for further analysis and discuss 

the findings I arrived at from the documents received from them. I continue then to 

explain the rationale for the selection of the four programs that form this case study. 

Later I describe the research context of my inquiry. In this particular section I talk about 

the four chosen universities and their programs, and the individuals within the program 

who were the subjects of my research, namely the directors of the programs, the teachers 

of the course on culture, and the students in these courses. Finally, I give a detailed 

description of the research design in which I explain the data collection instruments and 

procedures employed to implement them. 

Four different methods for data gathering were planned to find the answers to the 

research questions for this study: document analysis, interviews with faculty, 

questionnaires for students, and classroom observations. The document analysis is based 

on the syllabi from the programs that require a course on culture, as well as the mission 

statements of these programs. The analysis of these syllabi is based on the aim of the 

courses as well as its content. After the selection of the programs for the case study, I 

conducted interviews with the teachers of the course on culture as well as the directors of 
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these selected programs. With the help of the teachers, I distributed some questionnaires 

for their students to answer, and I also had the opportunity to observe some of the classes 

on culture while I was visiting these programs. 

3.2. RESEARCH QUESTIONS 

The purpose of this investigation is to find out what systems, beliefs, and values 

underlie the courses that deal with 'culture' in four Master's degree programs in the 

United States. This is investigated under four sub-categories: 1) the purpose of each 

program, implicit or explicit, 2) the views on the teaching of English held by both faculty 

and future teachers of English, i.e., the students in the program, 3) the content of the 

course that deals with culture, and 4) the concept of culture adopted in the program and 

the course. Some of the features that form the basis for the analysis of the data in the 

respective categories are the following: 

(1) for program purpose: of each program: social reproduction of the 

formation of critical individuals. 

(2) for views on the teaching of English: natural, neutral, and/or 

beneficial. 

(3) for content of the course on culture: analysis of speech acts, 

understanding the others' culture, the knowledge of the cultures of 

English speaking countries that needs to be transmitted to learners of 

English, i.e. American culture in this particular case, and whether the 

course fulfills the expectations of both faculty and students. 
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(4) for the concept of culture adopted in the program or course: whether 

this is taught or simply implicitly transmitted, and whose culture is 

involved, ours, theirs, or the field's. Also examined is how each 

program deals with the linkage between culture and the teaching of 

English, and between culture and language in general. 

The research questions that guided this study are discussed in more detail in the 

following sections. 

3.2.1. Research Question #1 

What is the purpose of the program? Is the program designed for the 

formation of critical individuals or is it engaged in social reproduction? Does the 

mission of the program agree with what is taught? 

I used several approaches in attempting to answer this question. Several kinds of 

documents played a role in addressing this part of the study. I looked at the mission 

statement of the institution in general and of the program in particular, if these were 

available; however very few programs have a mission statement document; therefore, 

these could not be used in the study. In their absence, I looked at the goals of the 

program, or any other document available that could give hints as to what kind of people 

attended the program, or the kind of teachers the program expected to graduate. Also, the 

syllabi of the course on culture were important in answering this question. Looking at the 

tasks students are required to perform as well as the topics discussed in class, provided an 

idea as to what the teacher wanted students to learn. Also, the most important 



95 

information often came from the interviews with the directors of the programs and the 

teachers of the course on culture. 

3.1.2. Research Question #2 

What do faculty and students think of their role as teachers of English? Do they 

think that the teaching of English is natural, neutral, and beneficial? Are there any 

political values involved in the teaching of English around the world? 

The obvious way to find the answers to this question was to directly ask the 

people involved in this task. Accordingly, in the interviews with the directors of the 

program and the teachers of the course on culture, as well as in the students' 

questionnaire, there were questions geared to the answering of this research question. 

3.1.3. Research Question #3 

What are the expected outcomes of the course that deals with culture? How do 

these courses contribute to the formation ofTESOL teachers? 

In attempting to answer this question, the syllabi for the course on culture played 

an important role. But also by means of the questions in the interviews with the directors 

of the programs as well as with the teachers and also by means of the questions in the 

questionnaire, I wanted to find out what the faculty who teach these courses expect their 

students to leam. I also wanted to know what the students think of these courses, whether 

they are learning what they expect to leam, and if they feel that the course fulfills their 

expectations or if there is something else they would like to know or leam about. Is the 



96 

content of the course aimed towards the analysis of speech acts? Is it aimed to the 

understanding of the other's culture? Is the course designed to help students understand 

and know the cultures of the English-speaking countries that need to be transmitted to 

future learners of English? 

3.1.4. Research Question #4 

What is the concept of culture adopted in the program and in this particular 

course? Is culture something that can and needs to be taught, or is it simply implicitly 

transmitted? What kind of culture is discussed in this course: ours (the one of the native 

speakers of English), theirs (the one of the learners of English) or the field's culture? I 

also wanted to know not only what cultural issues are discussed in these courses, but also 

what is left out and why. Also, I investigated the linkage between culture and the 

teaching of English. 

3.3. TESOL PROGRAMS IN THE UNITED STATES 

I began this study by looking at the Directory of Professional Preparation 

Programs in TESOL in the United States and Canada, 1999-2001 (Garshick, 1999). "To 

be listed in the Directory, programs must offer college- or university-level education of 

teachers of English to speakers of other languages and must be part of (or be affiliated 

with) accredited U.S. or Canadian institutions of higher education." (Ellen Garshick, 

personal communication, June 2002). These institutions do not need to be affiliated with 

TESOL, and to be listed in the Directory they need only to meet the criteria Ms. Garshick 
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indicated. In spite of the fact that TESOL has a set of standards for programs that prepare 

teachers of English to speakers of other languages which are laid out in the Directory of 

Professional Preparation Programs in TESOL in the United States and Canada, 1995-

1997 (Garshick, 1995), the programs listed in this directory do not need to meet the 

standards. When I asked if TESOL exercised any selection of programs which applied to 

be published in the Directory, Garshick responded, ".. .The programs simply need to be 

part of an accredited institution of higher education and offer teacher education in 

ESOL." (Ellen Garshick, personal communication, June 2002). 

According to the TESOL Directory, there are more than 300 programs in TESOL 

offered in the United States. There are 29 doctoral programs, 194 master's programs, 46 

graduate certificate programs, and 81 undergraduate programs. These programs in 

general, and the Master's programs in particular, vary in many ways, i.e. the kind of 

degree, length of the program, courses offered (both required and elective), focus, etc. 

depending on the nature of the program. Some are aimed towards an endorsement or a 

certificate. Others are a specialization within the undergraduate and the graduate 

programs. Yet others are graduate programs geared towards a Master's or a Ph. D 

degree. The program that is most often offered is that for the Master's degree which is 

the one chosen as the focus of this investigation. 

3.3.1. Geographical Distribution of the Master's Programs in TESOL in the United States 

The Directory of Professional Preparation Programs in TESOL in the United 

States and Canada 1999-2001 (Garshick, 1999) divides the United States of America in 



eight geographical zones: New England, Mid-Atlantic, the South, Midwestern, the Great 

Plains, Mountain and Western States, the Southwest, and the West Coast and Pacific U.S. 

Of the 194 master's degree programs, there are a total of 16 programs in the New 

England region, which are distributed as follows: Connecticut, 2; Maine, 1; 

Massachusetts, 6; New Hampshire, 3; Rhode Island, 2; and Vermont 2. 

The Mid-Atlantic region offers 49 programs, as follows: New York, 20; New 

Jersey, 7; Pennsylvania, 7; the District of Columbia, 5; Virginia, 5; Maryland, 3; and 

Delaware, 2. 

The South offers 20 programs, with the following distribution: Alabama, 2; 

Florida, 4; Georgia, 2; Kentucky, 3; Mississippi, 1; North Carolina, 3; South Carohna, 2; 

Tennessee, 2; and West Virginia, 1. 

In the Midwest region 37 programs are offered. The majority of those programs 

are offered in Ohio and Illinois with 9 and 8 programs respectively; there are 4 in each 

Indiana, Iowa, and Minnesota; 3 in Michigan and Wisconsin, and 2 in Missouri. 

In the Great Plains region, Texas offers 14 programs; Kansas, 3, and 

Oklahoma, 2. 
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Fig. 3.1: Geographical Distribution of Master's Programs in ESL in the United States 

The Mountain and Western states region has 9 programs, with 3 in 3 each 

Colorado and Utah; and one each in Idaho, Montana, and Nevada. 

The Southwest, comprising only Arizona and New Mexico offers 7 programs, 5 

being in Arizona and the other 2 in New Mexico. 
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In the West Coast and Pacific U.S. region there are a total of 33 programs of 

which 20 are found in California. Of the remaining 13, 10 are in Washington, 2 in 

Oregon and one in Hawai'i. 

Besides these programs, there are four more programs that are offered at 

American universities outside the United States. Two programs are found in Puerto Rico, 

one in Mexico, and one in Egypt. 

There are seven states that do not offer any master's programs in TESOL. These 

states are: Alaska, Arkansas, Louisiana, Nebraska, North Dakota, South Dakota, and 

Wyoming. 

3.3.2. Characteristics of TESOL Master's Degree Programs in the United States 

These 194 Master's degree programs vary in many ways: their length, their focus as 

reflected in their final degree conferred, the courses offered (both required and optional), 

size of staff, requirements for admission, and graduation requirements. These last three 

ways in which these programs vary are not part of the focus of this study, therefore they 

will not be considered in the analysis. 

3.3.2.1. Length of Programs 

The length of these Master's degree programs varies between a year and three years, 

but most of the programs take between three and four semesters to complete. 
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Length of Programs 
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Length of Programs 

44 Sem Unknown 

Table 3.1: Length of Master's Degree Programs in TESOL in the United States 

3.2.2.2. Degrees Offered 

The degrees that can be obtained from the programs vary since the foci vary as well. 

The degrees offered are those of Master of Arts, Master of Science, and Master of 

Education. Most of these programs specify the field in which the master's degree is 

awarded. In most instances the title of the degree is a combination of the area (e.g. 

English, Linguistics, Education) and the field; they usually say in TESOL, ESOL, TESL, 

TEFL,EFLorESL. 



The most common degree is that of MA TESOL (38 programs), and it is also the 

combination most commonly used; these combinations are varied too, two being an MA 

in English with a concentration in TESOL and an MA in Education with a specialization 

in TESOL. The total of these combinations is 43 which added to the MAs in TESOL 

gives us a total of 81 (41%). The second most commonly used combination is that of 

TESL with 42 degrees (21%), followed by ESL combinations with 32 degrees (16%). 

Only two programs have a TEFL combination and four an ESOL combination. Three 

programs use a combination of labels; these are respectively, TESL/TEFL, ESL/EFL, and 

TEFL/TESOL. 

DEGREES OFFERED 

<D 30 

.0- o-

Table 3.2: Titles of Degrees Offered in TESOL Master's Programs in the US 
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There are also some programs listed in the Directory which offer degrees that do not 

seem to be specifically focused on the preparation of teachers of English to speakers of 

other languages; there are eight programs that offer an MA in Applied Linguistics, six in 

Linguistics, four in English, and two in Education. And there are eight other programs 

whose degrees seem to be even less clearly related such as the following: MA in 

Language Development, Master's degree in Multicultural Education, Multicultural MA, 

MA in Multicultural Studies, and MA in Adult Education and Training. 

3.3.2.3. Courses Offered 

These programs also vary in the courses that they offer. For some of the 

programs most of the courses are required, some have a combination of required and 

elective courses, and some other programs do not seem to require any particular course. 

Also, the number and type of courses that are required, as well as those that are offered as 

electives, vary too. 

3.3.2.3.L Courses on Culture 

Since the course on culture is the subject of this study, I decided to look at all the 

programs and see if they required a course on culture. A total of 102 (52.6%) programs 

require a course on culture, and 92 (47.4%) do not require it. Seen in this way, culture 

does not seem to be an important part of TESOL for nearly half of the Master's 

programs. 
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Length of Program 

Course on Culture 

TOTAL Length of Program Not Required Required TOTAL 

-4 semesters 53 47 100 

4+ semesters 39 55 94 

TOTAL 92 102 194 

TABLE 3.3: Distribution of the courses on culture in the ESL Master's programs 

3.4. PRELIMINARY SELECTION OF THE PROGRAMS 

The purpose of this preliminary selection was to determine to which institutions I 

would send a questionnaire and to request a copy of the syllabus of the course that deals 

with culture and a copy of the program's mission statement. Since this study is about 

Master's degree programs in ESL in the United States, the four programs outside the 

country were excluded, leaving then 190 programs to look at. 

The preliminary selection process was based on the same three characteristics that 

I paid attention to while looking at the programs in general. These criteria were the 

length of the program, the degree that can be obtained, and the fact that the program did 

require a course on culture. 

3.4.1. Length of Programs 
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I chose to look only at the programs that last at least four semesters. So, the first 

step taken for this research was to analyze the published information on Master's degree 

programs and select those programs that take four semesters or more for their completion. 

Of the 190 programs listed in the Directory of Professional Preparation Programs in 

TESOL in the United States and Canada 1999-2001 (1999) located in the United States, 

101 (53.1%) of them were found to meet the criterion and these were taken as the group 

for further analysis. As can be seen, this step narrowed the number of institutions to 

almost half of the original number. 

3.4.2. Degrees Offered 

The second step was to look at the programs that offer degrees in areas that are 

related to the TESOL field. Programs with degrees in Linguistics or English only (some 

of these programs only require courses in syntax, semantics, phonology, phonetics, etc. 

but none related to teaching), MAs in Language Development, MS in Education in 

general (these programs, as opposed to the ones that offered the degree in linguistics 

only, require courses on teaching methods, teaching materials, foundations of education, 

etc., but none in English language), or other degrees such as Master's in Multicultural 

Education or Multilingual MA (these programs do not require a single course related to 

the English language per se) that did not seem to be closely related to the teaching of 

English to speakers of other languages were excluded. The total of programs with these 

non-related degrees were seven (0.07%); the sample then comprised 94 programs. 

3.4.3. Required Courses 
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The third step was to look at another way in which these programs differed, i.e. in 

terms of the courses offered. Some courses are mandatory and some are elective, or the 

students can choose from a given list of courses depending on their particular interest. 

Since the aim of this investigation is to find out what the systems, beliefs, and values are 

of the programs that deal explicitly with culture, programs that did not offer a course 

related to culture were also excluded. Out of the 94 programs that last four semesters or 

more, and that offer a Master's in ESOL, TESOL, TESL, and/or ESL only 47 (51.6%) of 

them require their students to take a course in an area that deals with culture. Some of 

the names of the courses that deal with culture are: 

- Culture and Language 

-Teaching and Learning in Multicultural Contexts 

- Cultural Issues in the ESL/EFL Classroom 

- Sociolinguistics 

- American Culture 

- Developing Skills for Trans-cultural Communication 

- Cross-Cultural Education 

- American Culture 

- Impact of Cultural Differences in TESL 

- Social and Psychological Aspects of Language, and 

- Cultural Dimensions of Second Language Acquisition 

All of the chosen programs require their students to take at least one course on culture; 

there are three programs that require them to take two courses on culture, and one 
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program requires three courses. Also, there are two programs that require their students 

to take a course which seems to be a mixture of culture and something else, e.g. one 

entitled 'Language Acquisition and Cross-cultural Communication', and the other is 

'Social and Psychological Processes of Multicultural Experience'. 

The total of required courses for the 47 programs is 395, and the average per 

program is 8.2 courses. The courses were classified into 15 different categories: 

Practicum, Language Acquisition, Research, Methods and Materials, Testing and 

Assessment, Grammar and Linguistics, Teaching, TESL and Education: Theories and 

Foundations, Psychology, Applied Linguistics, Bilingualism, Comprehensive 

Exams/Thesis, Curriculum and Planning, Technology, and Miscellaneous. Under 

Miscellaneous there are courses with names such as Contrastive Analysis, Bible/ 

Theology, Values in School and Society, Statistics and Measurement, Advanced Studies 

on Individuals with Disabilities, Exploring Teaching, Inquiries into Teaching and 

Learning, Intro to Graduate Studies, and Rhetoric. There were also 31 courses that could 

have been classified into more than one category. The most common combination was 

that of Teaching and Theories & Foundations, with seven courses in this category. 
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TABLE 3.4: Required Courses 

The most frequently required courses (77) are those that concern the structure of 

the English Language, i.e. courses on linguistics, grammar, syntax, phonology, phonetics, 

semantics, etc. The second category is that of Teaching with 33 required courses; closely 

followed by Practicum with 32 required courses, and by Methods and Materials with 30 

required courses. The number of required courses drops down to 23 and 22 courses for 

Theories and Foundations of Language and Language Acquisition respectively. The 

number of required courses on Testing and Assessment is 19. Apart from the course on 

culture, which is the reason why these programs were chosen for analysis, there is not a 

single course in any category that is required by all 47 institutions. 
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After having selected these 47 programs, I also decided to include in the research 

three additional programs due to their importance in the field. The total sample then 

comprised 50 institutions. 

3.5. INITIAL APPROACH 

An introductory letter from my advisor (See Appendixes A and C) explaining my 

research, a short questionnaire (See Appendixes B and D) with an introductory note from 

me requesting the directors of these programs to answer the questionnaire and to include 

in their response the mission statement of the program as well as the syllabus/syllabi of 

the course(s) dealing with culture, was sent to all these 50 programs. 

The above-mentioned materials were sent during the spring semester, but due to 

the low initial response rate, the same materials were sent again to the programs that had 

not previously responded. This second request was sent early in the fall semester. 

3.5.1. Questionnaires 

Responses to the questionnaire were finally received from thirty (60%) of the fifty 

programs. Of those 30 programs, six had to be dropped from the survey since there was a 

discrepancy regarding the course on culture between what the TESOL Directory for 

1999-2001 (1999) stated and the answers in the questionnaire. The Directory places an 

asterisk (*) before the courses that are required, and all the programs listed as requiring 

the course on culture received the questionnaire. However, the responses to the 

questionnaires from these six programs stated that they did not require any courses on 
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culture; but these were electives. One other program listed a required course on culture, 

but the questionnaire revealed that it was a course on American culture required only for 

international students. 

The answers to the questionnaire given by the twenty-four remaining programs 

are described in the following paragraphs. The first two questions on the questionnaire 

were related to the programs' characteristics in general. Responses to the first question, 

which asked about the percentage of American and international students, revealed that 

programs on average have 66% Americans and 34% international students (One program 

did not provide the requested information and one reported having 100% international 

students). In general, and as expected, most of the programs have a majority of American 

students. 

The second question asked what these students do after graduating from the 

program. For this question no percentages were asked; the question only asked to check 

all the relevant possibilities. All programs reported that some graduates go to teach in an 

English-speaking country. Twenty-one (87.5%) reported that some graduates go to teach 

abroad, and nine (41.6%) reported that some of their graduates become teacher trainers. 

In fifteen (62.5%) of the programs some graduates pursue further education by entering 

into doctoral programs, and in a very few programs (3), some students go into curriculum 

development and program management, or continue taking some more credits to obtain 

the state endorsement to become K-12 teachers. Once again, as expected, most of the 

students in these programs, once they graduate, go out and teach English either in an 

English speaking country or elsewhere. A good number of them continue to expand their 
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education and enroll in doctoral programs, and a less frequent number of students become 

teacher trainers. As mentioned above, very few do other activities. 

The next seven questions were related to the course on culture in particular. The 

first question of this section asked for the title of the course. When these titles were 

compared with the titles given in the 1999-2001 TESOL Directory (1999), it was found 

that some did not match. The mismatch occurred in eight (33%) cases. 

The second question in this part asked about the year in which this course was 

initially offered. All but two questionnaires provided this information. The average year 

in which this course became a regular required course for the students in this program is 

1986. The earliest year was 1970 and the latest was 2001. However, this datum does not 

tell whether this course has always been a part of the curriculum or if it was just added 

later on due to some considerations that came up after the program had already been set 

up. Nor does the latest date tell us whether a course on culture, under a different title, 

might have been offered in the past. 

Questions number three and four are closely related, and a little bit more than half 

of the programs answered them in combination. These two questions asked for the 

considerations that led to offering the course on the one hand, and why it was made a 

requirement on the other. Fourteen (58%) programs stated that the considerations and the 

reasons for this course to be a requirement were the same. Two programs added this 

course for legal reasons: it was a state requirement. Two other programs added it because 

students showed interest or demanded it. Three other programs stated that language and 

culture go hand in hand and one cannot teach one without the other. The rest of the 
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programs argued reasons such as the need to introduce students to cultural awareness, the 

need to make them aware of problems of cross-cultural miscommunication and 

ethnocentricity and of variation in rules for speaking, to help them address discourse 

needs, to prepare them to teach pragmatic awareness to students or clients, and to explore 

native and target cultures in juxtaposition in the classroom. 

Nine (42%) programs presented different reasons for offering the course and 

making it a requirement. The most common answers to question number three, which 

asked about the reasons for offering this course, are that socio-cultural aspects have an 

impact in the acquisition of a second language and the belief that language is a part of 

culture and is embedded in it. Less frequent answers to this question are that students 

demanded it and that teachers need to understand their student's background whether 

they teach in this country or abroad. 

The reasons given as to why this particular course was a requirement of the 

program were also very varied and some of them overlap, as a whole, with the 

considerations for the offering of the course. Some of the reasons that overlap with the 

considerations are that language and culture cannot be separated from each other, that 

cultural factors play a role in the acquisition of a second language, and that teachers need 

to understand their students' cultural background. Other reasons given are that students 

need to be provided with a contrastive analysis of cultures, that the course provides 

knowledge, that students need to appreciate how language functions and varies cross-

culturally, that it is important to look at issues at the cross-cultural level, and that it is a 

state requirement. One university in particular answered that they believed it was 
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important for an international student to know about the country, i.e. the United States, 

and the culture they are living in for an extended period of time. All in all, it seems that 

there is a general concern among these programs, seventeen of them, about making their 

students aware of the role of culture in their teaching practice, and three of them stated 

that their students requested it. Only one program left the questions unanswered; and 

three programs stated only legal reasons for the presence of the course in their programs. 

The fifth question asked about the frequency with which the course is offered. 

Five (21%) programs offer this course every semester, sixteen programs (67%) offer it 

annually and of the remaining three (12.5%), one program offers it each semester and 

during the summer as well, another one offers annually and during the summer too; and 

one program offers this course every other year. 

Question number six asked whether this course was also a requirement for 

students in other programs. Eleven (46%) programs answered that no other program 

requires this course, although some of them said that it could be an elective for students 

in related areas. Thirteen (54%) programs stated that this course was also a requirement 

in other programs. It is a requirement mostly for students in other master's degree 

programs such as Linguistics, Applied Linguistics, Intercultural Studies, Language 

Development, Bilingual Education, Language Minority Education, Intercultural 

Communication, Communication Studies, and Foreign Language Education or a related 

master's degree program in TESOL. It is also a requirement for students in a few 

doctoral programs such as Second Language Acquisition (SLA) and Applied Linguistics. 

Sometimes it is a requirement for teachers seeking an endorsement, or for the 
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undergraduate teaching education program, and in one university it is required for 

English majors. The fact that this course is also a requirement in so many other programs 

also shows that the concern about the connection between culture and language is also 

felt in other programs and areas. 

The final question, seven, asked whether the program required its students to take 

one or more additional courses on culture. Sixteen programs (71%) answered they did 

not require any other courses on culture. However, some said that the topic of culture 

was present in all courses and others stated that students had the possibility of choosing 

additional courses with cultural components as electives. Eight of the programs (29%) 

stated that they do require other courses related to culture. Some of the titles of these 

courses are Sociolinguistics, Language and Culture, Contrastive Analysis, Cross-cultural 

Pragmatics, English Language Teaching I, Reading and Writing in the ESL/EFL 

Classroom, English Language Learner in the Regular Classroom, Principles and Practices 

of Bilingual Education, Foundations in Language Minority Education, Linguistics and 

Bilingualism, and seminars. Of these courses offered, only one did not match with what 

was said in the TESOL Directory (1999). 

3.5.2. Mission Statements and Other Documents 

Twelve programs (24%) of the fifty sent some form of document in response to 

the request for the mission statement of the program. Two of them could not be 

considered because the program director of one program explained that the program did 

not include a course on culture, and the other because the document was merely a 
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brochure that only listed the courses offered as well as some explanation about how to 

register for them. Only three programs had a mission statement and sent it. The other 

seven programs sent documents setting forth program values, objectives, purpose, and 

goals. The three programs with mission statements place emphasis on the fact that they 

train people to become teachers of English, and they seek to develop in their students the 

necessary skills to do their job well in different educational contexts. However, the 

sample of mission statements was very small and I decided to do a further search on the 

Internet for information similar to that included in these mission statements. Of the 

fourteen programs searched, ten had no relevant information, and four provided some 

general information about the programs. A total of thirteen documents were analyzed in 

terms of the foci, goals, or purposes of the programs. 

It was found that all the 13 programs which had information available (26%) 

mentioned their academic/theoretical focus. Some focused on their sound theoretical 

foundation and five continued on to mention the courses they offered which deal with 

language acquisition, linguistics, pedagogy, methodology, curriculum development, and 

testing. Other programs made no mention of their theoretical foundations, but 

emphasized their academic training in certain areas such as administration, training of 

other teachers, assessment of reading and writing difficulties, diagnosis and assessment 

of Limited English Proficiency (LEP) children, analysis, design, and development of 

instructional programs, and systematic operation, evaluation, and maintenance of courses. 

Yet still other programs mentioned their focus on TESOL, foreign language education, 

and bilingual/multicultural education, adult literacy and developmental education. Some 
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programs mentioned their focus on research. There were also some more general 

comments such as the program's enriching the professional preparation and expertise of 

its students, or the program's focus not being just on teaching language but including 

other areas such as non-verbal communication, conventions, and assumptions about how 

people leam and demonstrate learning. Only one mentioned that one of its goals was to 

"enable professional educators to broaden their understanding of the social, cultural and 

language factors that contribute to a person's ability to read and write in a first or second 

language". 

Eight programs commented on the practical focus of the program. They used 

expressions such as bringing theory to practice, preparing good teachers, focusing on 

practical aspects, preparing people to function successfully in bilingual/ESL programs, 

preparing international students to teach in their home country, preparing students to 

teach abroad, training people to supervise other ESL practitioners, providing students 

with in-class experience, and planning and managing a class. One included under 

"purpose" preparing their students for "the impact of culture in school performance." 

Seven programs mentioned state requirements and qualifications that students 

might satisfy in their programs, specifically the earning of an endorsement to teach 

English as a second language and/or bilingual education. Some also mentioned the levels 

(elementary, secondary or adult) their graduates would be certified to teach. One 

program stated that it aims to upgrade students' qualifications, and another mentioned 

that this particular program was considered a terminal degree. 
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Five programs specified what populations their students were being trained to 

teach. Two mentioned that they aimed to train teachers for pre-K through grade, two 

others mentioned that their program was directed to prepare people to teach in post-

secondary institutions, and one said it was designed to train supervisors of other ESL 

practitioners. 

Only three programs indicated what they expected of their students as individuals. 

One mentioned that they work on creating intercultural sensitivity in their students, 

another said that they expected their students to become decision makers and to develop 

skills in becoming change agents, and another mentioned that its students expected to 

acquire values and ethical standards in the field as well as expected to be influential in the 

field. The third program mentioned that it expected to promote spiritual passion to 

glorify God. 

The Directory of Professional Preparation Programs in TESOL in the United 

States and Canada 1995-1997 (Garshick, 1995) has a section entitled "Statement of Core 

Standards for Language and Professional Preparation Programs", which is not in the 1999 

edition. Under this section, there is a "statement of purpose and goals" for professional 

preparation programs which states that the programs' goals and purposes should agree 

with those of the institution under which they function. It is also expected that the 

programs may have a number of different orientations depending on their goals. They 

also expect these goals to be "readily available in a written statement which describes the 

purpose, scope, and nature of the program" (Ibid.: 282). This does not seem to be the 

case of many for the programs from which information was sought. 



118 

Also, in the 1999 edition of the TESOL Directory under the listing of each 

program there is a heading entitled "General". Here the programs indicate their 

orientation, the number of graduates in previous years, whether the university has a 

program to teach English to non-native speakers of English, whether they offer state 

accreditation, and other features. 

This General section in the Directory was analyzed for the 25 programs that 

answered the questionnaire and also had a course that dealt with culture. One of the 

items commonly seen in this section is the focus of the program. Two main foci are 

emphasized. Some programs look at their focus from the academic perspective, i.e. 

whether the program is practical or experiential or a balanced combination of both; 

whether it focuses more on other academic areas such as research, linguistics, the 

acquisition of computer skills or foundations in ESL instruction. Other programs look at 

their focus from the perspective of the target population which students are being 

prepared to teach. Some programs stress that their focus is to train teachers to teach 

adults, adolescents, or both, others focus on K-12, and others state that the program 

emphasizes advanced training and leadership development for TESOL professionals. 

Some programs also stress the opportunities their students have. One type of 

opportunity is the chance to teach and study abroad. Other programs mention having a 

great variety of populations needing ESL instruction within the area in which they are 

located. For example, a program in Los Angeles offers teaching opportunities with more 

than 150 cultural groups. Another offers teaching experience in a variety of programs: 

university ESL, grades 1 - 12 in public schools, and refugee and adult education 
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programs; another program collaborates with local and international K-12 ESOL 

programs; and other programs offer opportunities to teach linguistics, languages, and 

ESL to both children and adults. 

Some programs state that, in addition to the above mentioned opportunities, 

students also have the opportunity to plan lessons, observe classes, and design tests for 

English language classes as well as the opportunity to participate in research, and in 

administrative aspects of ESL programs. A few programs offer to tailor the program to 

individual students' needs. 

Thirteen programs mention that they offer or that the program can lead to state 

endorsement or certification to teach ESL/bilingual populations, and fifteen programs 

mentioned that the university they belong to has a center for teaching English to non-

native speakers of English. 

3.5.3. The Course on Culture; Syllabi 

Syllabi for the course on culture were received from 14 (28%) of the 50 programs 

from which they were requested. (Two programs sent syllabi for two different courses on 

culture; in both cases, one of those courses was not required but an elective.) The syllabi 

ranged from two to ten pages in length; and their organization and content also varied a 

great deal, one being based entirely on the analysis of movies. The majority of these 

courses were offered as a class; a few as a seminar. 
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In general, the syllabi received were from current or very recent classes. Only 

two were undated. Two syllabi were from the fall of 2000 and the remainder (10) were 

from 2001. 

For this analysis the title of the course, the intended participants of the course, the 

goals/description, and topics discussed were examined. 

3.5.3.1. Titles of the Course on Culture 

The course titles showed considerable variety. Three programs have courses 

entitled "Sociolinguistics" although two of them have something added to the title: one is 

"Sociolinguistics and Language Teaching", and the other is "Sociolinguistics and Second 

Languages". Some courses suggest the close relationship between language and culture, 

with titles such as "Cultural Issues in the ESL/EFL Classroom", "Cultural Dimensions of 

Second Language Acquisition", "Language and Culture", and "Culture and Second 

Language Acquisition". Other titles seem to suggest a concern for communication in 

diverse cultural/linguistic environments. Some of these titles are "Intercultural 

Communication", "Intercultural and Cross-Cultural Communication", and "Language & 

Communication Across Cultures". Yet other titles suggest the importance of recognizing 

cultural differences in educational contexts: "Cultural Diversity and Education", 

"Foundations of Multicultural Education", and "Cross-Cultural Education". One course, 

"English in its Social and Historical Setting" obliquely reflects these issues. 
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3.5.3.2. Intended Participants in the Course 

The courses in general were examined in terms of whom they were for. Two 

programs explicitly said that the course was for teachers and researchers; six syllabi 

stated that the course was designed for teachers and one indicated that it was designed for 

teachers of English in particular. One syllabus said it was for trainers of cross-cultural 

communication and five syllabi did not explicitly say whom the course was for; however, 

it could be assumed that it targets both populations teachers and researchers, because of 

the nature of the course. 

3.5.3.3. Goals, Descriptions, and Topics of the Culture Courses 

With respect to the aim of the course, four syllabi are sociolinguistic in nature; 

they explore varieties of English and speech communities, research methods in 

sociolinguistics, and the ethnography of communication. Three syllabi focus on the 

American educational system and the importance of being aware of the cultural 

heterogeneity of the people that are being educated in this country. Two syllabi stress the 

importance of culture in the classroom since cultural background affects success. Two 

other syllabi deal mainly with topics related to intercultural communication; one of them 

in particular stresses also the importance of Christian communication. Of the other three 

syllabi, one is mainly a survey course that deals with many topics without treating any 

one of them in depth, another is concerned with the training of cross-cultural trainers, and 

the remaining one focuses mainly on the English language and its role as a global 

language. 
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With respect to the effect that English may have on other languages and cultures, 

one syllabus addresses the issues of language and disadvantage, language planning, and 

language death, another deals with language ideology as well as endangered languages, 

language maintenance and language death, one syllabus addresses only the issue of 

language and power, and one more addresses language planning and language policy. 

The scope of culture as treated in these syllabi is very wide and can be interpreted 

in different ways depending on the needs of the program, the perceived needs of those 

taking the class, or, perhaps, on the teacher's perceptions of what is relevant. The 

foregoing discussion suggests the syllabi differ greatly from one another and there does 

not seem to be a consensus as to what should be some of the common topics to be taught 

in a course that deals with culture and language learning. 

3.6. SELECTION OF PROGRAMS AS CASES 

Although the most common selection procedure for case studies is random, 

according to Patton (1990), in the selection of programs as cases, the focus should be 

placed on diversity since qualitative methods can readily capture the differences among 

people and programs. Seidman (1998) talks about "purposeful sampling" (Ibid. 45) in 

which the selection of the participants is done in a way that allows readers to connect to 

what they are reading. Following these authors, I tried to choose the programs in a way 

that reflected their diversity in terms of geographical location, the type of institution in 

which the programs are housed, the degree offered, and the type of students in these 

programs, while recognizing at the same time that I had to pay close attention to the 



123 

content of the course on culture. The selection process took some time to take shape and 

I received useful help from the members of my committee. The final choice of four 

programs to study was dictated in part by practicalities of time and finances. 

Because of my in-depth experience with the program from which I received my 

master's degree in ESL, and since it has a required course on culture, I chose it as one of 

the programs to study. 

From my analysis of the content of the syllabi, I was able to identify one program 

for in-depth study in which the course on culture focused on language ideology, since this 

was precisely to be the focus of my study. 

The selection of the other two programs was a more difficult task. It was decided 

that the third program should be one at a leading prestigious university, since these are 

the programs other programs would tend to look at as exemplars, and that are likely to be 

influential in the field. 

For the selection of the last program, I decided to look at the one with the largest 

number of graduates per year. The reason behind this decision was that this program 

would have a significant impact since many of its graduates would join the profession 

each year. 

The four institutions chosen for this study are located in the following regions: 

Two are in the Midwestern region, one in the Mid-Atlantic region and one in the 

Southwest. Since the anonymity of the programs and the people involved in this project 

needs to be preserved, I have given pseudonyms to the institutions with pseudonyms 

based on the name of the region in which they are located. Thus I will talk about Mid-
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Atlantic University or Southwest University. But because two programs are located in 

the same region, one of them was designated Midwest University and the other Lakeside 

University. 

3.7. RESEARCH CONTEXT 

I consider it important to give here a brief description of the sites where 

this research took place as well as of the people — directors, teachers, and students — who 

participated in this study. 

3.7.1. The Sites 

As one of the interests of this research is to examine diversity by selecting the 

case studies from different geographical locations, this study was conducted in four 

different states. The four chosen programs which were part of this research belong to 

institutions that are all a little over one hundred years old. All are doctoral institutions, 

even though they belong in different tiers \ Two of them are second tier, one is third tier, 

and the other one is fourth tier. 

The data were taken from a U.S. News internet article written by Robert J. Morse and Samuel M. 

Flanigan which, according to the authors of the article, relies on quantitative methods and their view of 
what matters (most?) in education. The data from each college were analyzed using 16 indicators of 
academic excellence; each factor was assigned a weight according to the authors' judgment about how 
much a specific measure mattered. Academic quality was measured according to seven different 
categories: assessment by administrators at peer institutions, retention of students, faculty resources, 
student selectivity, financial resources, alumni giving, and (for national universities-doctoral and liberal arts 
colleges-bachelor's) "graduation rate performance," which is the difference between the proportion of 
students expected to graduate and the proportion who actually do. 
(http://www.usnews.com/usnews/edu/college/rankings/about/03rank.htm 
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There is also diversity as to where the programs are housed within their 

institutions. These programs are situated in four different colleges: College of Arts and 

Science, Colleges of Sciences and Humanities, College of Education, and College of 

Humanities. Two institutions have two different TESOL Master's programs with 

different degrees, and the six programs are housed in four departments: Department of 

Language and Foreign Studies, Department of Education, Department of English, and 

Department of Curriculum and Instruction. 

3.7.2. The Programs 

The degrees the programs offer and the number of required credits vary too. The 

names of the degrees are: MA; TESOL, MAT: ESOL, MA in TESOL and Linguistics, 

MEd with a concentration in ESL, and MA in ESL. The number of required credits 

ranges from 33 to 35. 

During the 1996-1997 year, these programs graduated the following number of 

students: 

Mid-Atlantic University, 10 

Midwestern University, 5 

Lakeside University, 90 

Southwest University 10 

As can be seen, there is a great variety with respect to the programs in general. 
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3.7.3. The Directors 

Two of the program directors are female and two are male^. At one university, 

the director of the program and the teacher of the course on culture were the same person. 

Three of the four directors hold PhDs. and the fourth was writing her dissertation at the 

time. All four are natives of the United States. Three of them teach in the programs they 

direct and seemed to be well versed in everything concerning the program in particular. 

The other director explained to me that although she was the director of the program, that 

was a position that rotated among the different people in the department and her specialty 

was not TESOL but literature. 

3.7.4. The Instructors 

Three of the instructors of the course on culture are female and one is male. All 

of them hold PhDs and have a great deal of experience teaching this particular course and 

enjoy teaching it. Three of them are from the United States and the fourth has lived in 

this country for many years but is originally from South America. Actually, one of the 

reasons this teacher from South America was asked to teach this course was the fact that 

she is not a native of the US, so it was thought that she would have a better understanding 

of the cultural differences the course is intended to make people aware of. 

^ I will use the pronoun "she" to refer to single individuals that participated in the study. 
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3.7.5. The Students 

The students in the culture course come from many different backgrounds, both 

ethnic and educational. The ethnic background of the students was not tracked per se, but 

since the programs all have a great variety of international students, ranging from 25 to 

80%, some degree of diversity is obvious. From the students who answered the 

questionnaire, it was found that some were taking this course to seek endorsement, others 

as part of their Master's requirement, and others are as part of their Ph.D. requirements. 

Some of the students in this class have had previous experience teaching EngHsh in the 

US and/or abroad, and some are new to the profession. 

3.7.6. The Courses 

The courses on culture in all four programs have different names. The titles of the 

four courses are: Cross-Cultural Education, Cultural Dimensions of Second Language 

Acquisition, Language and Culture, and Cultural Issues in the ESL/EFL Classroom. All 

these classes meet once a week. 

3.8. DESCRIPTION OF THE RESEARCH DESIGN 

3.8.1. Description of the Qualitative Data Procedures 

The present study is a qualitative research project. Therefore, I used a set of 

procedures and techniques in which the findings were not arrived at by statistical 

procedures or other means of quantification (Strauss & Corbin, 1998), but rather, most of 
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the analysis was interpretive. This interpretation of the data was carried out for the 

purpose of discovering concepts and relationships in raw data, i.e. interviews, 

questionnaires, and observations, and the organization of these into a systematic 

descriptive scheme. Qualitative research methods consist of three kinds of data 

collection: (1) in-depth open-ended interviews, (2) direct observation, and (3) document 

analysis (Patton, 1990). The data for qualitative research analysis come from the 

fieldwork, and working in the field means having direct personal contact with the people 

under study (Patton, 1990). The nature of the research problem calls for this kind of 

analysis since the purpose of this project is to find out what the concept of culture is in 

the four different ESOL Master's degree programs and its relationship with how faculty 

and students view the teaching of English as a worldwide language and their role in it. 

3.8.1.1. Interviews 

Interviews, whether formal or informal, can be considered a "conversation with 

a purpose" (Rossman & Rallis, 1998: 126); they are also seen as a means of gaining 

insight into issues (Seidman, 1998). In spite of the fact that interviews are labor intensive 

(Seidman, 1998), and at times costly, they provide a great level of in-depth information 

(Seliger & Shohamy, 1989) as well as a way of understanding the experiences of those 

people involved in a situation (Seidman, 1998). Interviews vary in the degree of 

explicitness and structure (Seliger & Shohamy, 1989). For this particular study, the 

interviews were a combination of an interview guide approach and an open-ended 

approach (Patton, 1990), or semi-open, i.e., there was a topic and there were specific core 
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questions that were determined in advance, but at the same time there was space for some 

elaboration (Seliger & Shohamy, 1989). Following Rossman & Rallis (1998), the people 

chosen for the interview portion of this study are considered experts, i.e., they are 

individuals who are considered influential and well-informed; therefore, valuable 

information could be obtained from them because of their position. One important aspect 

to consider about interviewing is that interviewees can project their personal experiences 

by responding in their own words (Patton, 1990). Following Patton (1990) and due to the 

limitations of the study i.e., the fact that the researcher had to travel to the sites where the 

people involved in this research were located, and the fact that the amount of time with 

each of the interviewees was limited, I chose to do semi-open interviews. Also having 

semi-open interviews allowed me to focus on the subject of research and thus time was 

used well; the instrument is the same for everybody and that allows an easier way to 

compare and contrast the answers. 

3.8.1.1.1. Interviews with the Directors 

The interview with the director of the program (See Appendix E) was shorter than 

the one with the teachers; this interview was meant to last 30 minutes, and, as required by 

The University of Arizona Human Subjects Committee, the participants were asked to 

read and sign the consent form prior to the interview. The purpose of this interview was, 

first of all, to confirm that the information I had from the Directory of Professional 

Preparation Programs in TESOL in the United States and Canada 1999-2001 (Garshick, 

1999) was correct. Secondly, I wanted to compare the perceptions of the instructor of the 
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culture course and the director with respect to the program in general. Further, I wanted 

to know how the teacher for this course was chosen and how much autonomy teachers 

had in dealing with this particular course. Besides, I wanted to know if the students had 

any say in the content of this course. The final three questions of the director's interview 

were the same as the last three questions in the instructors' interview and the purpose of 

the questions was the same. These interviews were also audiotaped and later transcribed 

for analysis. 

3.8.1.1.2. Interviews with the Instructors 

As the purpose of this study is to examine ESOL Master's degree programs and 

determine the belief systems that underlie the courses that deal with cultural issues, it was 

essential to carry out on-site semi-structured interviews with the faculty in charge of 

these courses (See Appendix F). These interviews were planned to last about 45 minutes, 

and took place after the teachers had signed the consent form. All were audiotaped and 

transcribed for analysis. The interviews had four main parts. The first part of the 

interview concerned the program in general, the aims of the program and what the 

program does to ensure these are met. The second section was somewhat more personal: 

I wanted to find out why these faculty members teach this class on culture, and determine 

how they look at education in general and at TESOL in particular. The third part of the 

interview, which was also the longest and most detailed, concentrated on the course on 

culture. With the questions in this section I sought to understand what the faculty 

members' personal views of culture are, and how they think culture is and should be 



131 

transmitted. I also wanted to know what they expected their students to acquire in this 

course, how and why the topics for this class were selected, as well as what is left out of 

the syllabus and why. With the last three questions of the interview, I wanted to find out 

what thoughts these instructors had with respect to how learning the English language 

can changes people's view on their own culture, and if there is, in their minds, a 

relationship between the teaching of English and the transmission of some cultural 

ideologies about or associated with language. Lastly, I wanted to know the teacher's 

perceptions of the role of the English language and teachers of English in the world and if 

they perceived this as beneficial or threatening. 

3.8.1.2. Questionnaires 

Questionnaires are another form of collecting data. They are similar to interviews 

in the sense that they are designed to gather information from people. However, they are 

different from interviews because they are often responded to anonymously, and are 

given in a written form (Seliger & Shohamy, 1989). Questionnaires offer some 

advantages over interviews; they are less expensive, they can be self-administered, and 

the data collected from them is usually uniform. Seliger & Shohamy (1989) point out 

that one problem with questionnaires is the low response rate when they are mailed 

although this was not always the case of this study because they were administered to the 

students through the instructors of the course on culture. However, I acknowledge that 

they are limited in the sense that they are not open to interactive clarification, and more 

likely to elicit normative/ideal responses. 
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3.8.1.2.1. Students' Questionnaires 

It was very difficult to interview the students in these classes principally due to 

the lack of time on my part during most site visits. Depending on the advice of the 

instructor, the students had the option of answering the questionnaire on the web by 

visiting a website that I had set up for this purpose, or they could also answer it directly 

on a printed form which I handed out to them and they could give to their instructor in a 

sealed envelope that I also provided (See Appendixes G and H). 

The aim of these questionnaires was to understand why these students considered 

it important to teach English to non-native speakers of English, and whether, in their 

view, English is neutral and beneficial and why. To reveal their understanding of their 

task as teachers of English, they were asked whether they consider themselves only as 

teachers of the English language or whether they consider themselves as teachers and 

transmitters of the culture of the language, too. In addition, I wanted to know if they 

were aware of the power of the language they teach and to find out whether they were 

aware of the possible social consequences of teaching English abroad. Finally, I wanted 

to learn whether the course fulfilled their expectations. 

3.8.1.3. Observations 

Observations are another way to collect data for qualitative analysis. In doing 

observations, the researcher can be either a participant observer, i.e. can experience the 

program or the activity as an insider (Patton, 1990), or a non-participant observer, i.e. can 
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observe and take notes on the activity without taking part in it (Seliger & Shohamy, 

1989). The purpose of the observation is to reconstruct an impression of what others are 

experiencing (Seliger & Shohamy, 1989) by describing the setting, the activities, and the 

people and their interaction (Patton, 1990). Rossman & Rallis (1998) note that it is 

important to distinguish two main components in observations: the running record, i.e. 

the descriptive data, and the observer comments. 

3.8.1.3.1. The Classroom Observations 

I was fortunate to be able to observe these classes in three of the four programs I 

visited; for these three classes I took the role of a non-participant observer. The class 

taught at Midwest University was the one I could not observe since the class took place 

on Wednesdays which conflicted with my schedule. During the observations, I paid 

particular attention to the students' interactions in the class and to the kinds of comments 

that were made as the class went on. 
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4. CASE STUDffiS OF THE COURSES ON CULTURE 

4.1. INTRODUCTION 

Since the ultimate purpose of qualitative research is to turn data into information, 

and different readers may use the information in different ways (Rossman & Rallis, 

1998), it is important to give a description not just of the course examined, but of the sites 

where this research took place as well as of the people - directors, instructors, and 

students -who participated in this study. I follow the same procedure for each of the 

courses and sites studied. 

I would like to express my sincere appreciation and gratitude to the directors, 

instructors, and students who took time to help me in this study. I hope that the 

assistance, data, and information they provided will prove useful to others. 

4.2. THE COURSE AT LAKESIDE UNIVERSITY 

4.2.1. The Site 

Lakeside University is a private fourth tier doctoral institution located in the Midwest. It 

had its beginnings as a college of education, and in the past decade made its transition to 

a university. This institution serves students on four different campuses, in addition to an 

academic center. It also has academic centers in six other states and two other countries. 
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4.2.2. The Program 

Lakeside University has three colleges, and the Language Minority Program is 

situated in the College of Education in the Department of Curriculum and Instruction. 

The degree it awards is an MEd with a concentration in ESL. The ESL specialization 

meets the state requirements for approval and endorsement in English as a Second 

Language as well as Bilingual Education for the state. To be admitted in the program it is 

not necessary to show competency in another language. This program requires 34 units 

of credit for completion. It has six required courses: Foundations of Language Minority 

Education, Methods and Materials for Teaching ESL, Assessment of Language Minority 

Students, Cross-Cultural Education, Bilingualism and Reading, and Methods and 

Materials for Teaching Bilingual Students (geared to the bilingual endorsement) and 

Introduction to Linguistics for TESOL (geared to the ESL endorsement); the rest of the 

courses are electives. A practicum, a thesis, or comprehensive exams are not required for 

this program. 

The coursework of the program is aligned to what the state requires to grant the 

endorsement to teachers. Although there is no written mission statement, the goal of the 

program is to provide elementary and secondary teachers with credentials to work with 

second language populations in public schools in the state in which the university is 

located. The program focuses on the educational needs of ESL/Bilingual teachers and the 

students they serve. However, students who come out of this program are also prepared 

to work in areas such as adult ESL programs, educational administration, literacy 

programs for both children and adults, and special programs in business or industry. 
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4.2.3. The Director 

The director of the program at this university was working on her dissertation at 

the time of the interview, but has had great experience in the program as a teacher and as 

director. She knows what goes on with the program in general and the course on culture 

in particular. 

As part of her duties as director of the program, she and a group of teachers revise 

the Master's curriculum every five years. She revises the syllabi for the different courses 

and this is one way in which the program can ensure that the goals it has set up are met. 

The director has input to what the teacher prepares, but she explained to me that she has 

never had to do that with the course on culture since it always runs very smoothly. She 

also meets with the adjunct faculty who teach the course on culture every term to talk 

about it, to discuss what needs to be changed, where they fit into the program, and to 

update the course. 

With regard to her viewpoint on whether the teaching of English either directly or 

indirectly supports American commercial interests and American imperialism, she said 

she had struggled with the idea in the past. Nevertheless, she has come to think that this 

is one the things that little can be done about since people want and need to learn English. 

She also agrees with the idea that English is a threat to minority languages, but she 

pointed out that Spanish is too, particularly with native languages of the Americas. 

However, she did not agree with the idea that English could be a threat to other cultures. 

In her opinion, people can be bi-cultural, and the threat is not the language per se, but the 

commercialism and materialism which have a strong impact on culture. 
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With respect to the program she directs, the students in the program are, or are in 

the process of becoming, US citizens. They plan to teach in the state mostly to 

immigrants who have to learn the language to survive and have to learn to understand the 

culture in which they are immersed. The problem she has wrestled with in this particular 

course is that in many cases the course on culture is thought of as fun, food, and frolic, 

i.e. the superficialities. In her opinion, what is important is to examine people's own 

cultural beliefs and ethics so when they are confronted with other cultures, they know 

how to deal with them. She believes that the faculty instructors she supervises for the 

course on culture are doing a good job in the way they implement the curriculum. 

4.2.4. The Instructor 

To be an instructor for the course on culture in this program, the person needs to 

have a Master's degree, and it is desirable that she be bilingual or bicultural since this 

will give her a better sense of what the course is about. Many new adjuncts are asked to 

teach this course because it does not require a linguistic background. According to the 

director, if an instructor wants to teach this course, she can volunteer for it, although the 

instructor I interviewed for this research said that she does not have much say in what she 

teaches. She also mentioned that this is a course which many new adjuncts teach because 

it is seen as an easy class to teach, but the instructor I interviewed mentioned that 

teaching this course is not easy because it is difficult sometimes to make people see how 

the different cultures operate. 
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The instructor of this course receives a Master's Course OutUne, just Uke she 

would for any other class taught at Lakeside, which guides her in the preparation of the 

syllabus for this class. Then she can set it up any way she wants to. At times there could 

be some restrictions on the preparation of the syllabus since there could be a required 

book for all the students taking this class in all campuses. The instructor I interviewed 

sees the texts, in general, as a unifying factor for the courses. 

This instructor is a native of Argentina. She holds a PhD from an American 

university, and one of the reasons she was asked to teach this course was the fact that she 

is not a native of the US, and it was thought that she would have a better understanding of 

the cultural differences the course is intended to make people aware of. She has taught 

this course at least six times. She mentioned that she loves teaching in general and she 

also likes to teach this class very much. When I asked her why she thought it was 

important to teach English, her answer was related to her perspective on the situation of 

her students and the students they teach; they need to learn English because that is the 

language spoken in the US. She thinks that although learning English is necessary, 

people should not equate it with success. For her it is important that in the process of 

learning English, people do not sacrifice their native language. She talks in her class of 

the importance of keeping the first language, and this issue seems to bring a lot of debate 

in her class because many of the parents of the children her students teach feel that they 

just want their children to learn English. 

This instructor is also a member of the committee that revises the syllabus for the 

course on culture. She thinks that it is very difficult to change the syllabus since it 
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appears that everybody in those meetings tends to have a consistent view as to which 

issues should be in the course, which she sees as part of the consistency of the program in 

terms of its goals. Sometimes problems arise when the accreditation board for the school 

of education, which they follow closely, uses statements such as "students will 

understand how to teach in a prejudiced environment" which poses a problem for the 

preparation of the syllabus since this seems to be an objective that is very difficult to 

assess. 

In spite of the fact that she is given a syllabus, which she follows, she personally 

revises it every time she teaches the course and likes to make some small changes to it 

because otherwise she would be bored teaching the same thing term after term. As she 

put it, "I have to be interested in order to keep the class interesting". She likes to change 

the required readings from one term to the next. She does it based on students' reactions 

to the text and also on what new materials she has read; her favorite book at the moment 

is Affirming Diversity: The Sociopolitical Context of Multicultural Education (3'^'^ Ed.) by 

Sonia Nieto (Boston: Addison-Wesley Pub Co., 1999). What she strives for in her course 

is for students to understand that the classes they teach have to be set in a peaceful 

environment where stereotypes have no place. Her idea of teaching culture is geared 

towards helping people understand how the American system works so people can 

benefit from the system and not be victims of it. For her, having impeccable 

pronunciation and grammar is useless if they are not used appropriately in any given 

context. 
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Her definition of culture is that it is something dynamic and you only notice it 

when another culture is around you and you have to interact; otherwise it is simply the 

way you do things. Therefore, she thinks that culture is something that needs to be taught 

because people need to be aware of it. On the other hand, she does not think students 

should have more required courses on culture. Part of the problem that she sees with this 

course is that the idea of culture has become a very stereotypical one; she mentioned that 

it is often seen as the "tourist culture" where people talk about Mexican enchiladas and 

things like that. Another problem, according to her, is that everybody has different 

expectations with respect to this course, but they do not know how to express them; 

added to that is the idea on the part of the administrators that this is a course that does not 

require specific training because it is an easy one. 

It seems that her students do not question why they have to take this course, but 

when she reads the students' evaluations of her class, sometimes she gets comments such 

as "I did not leam anything in this class; it was a waste of time". In her opinion, this is 

sad because the comment as such she sees as useless; for her it would be more 

constructive to mention what topics they would have liked to leam, or what in particular 

was a waste of time. 

A topic that is not included in the syllabus, but she considers of importance, is 

that of discrimination against other minority groups such as African Americans and 

Native Americans. This is not included in the syllabus because African Americans, at 

least, are not considered language minority students per se, but she considers this issue 

crucial and brings it up nevertheless. 
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One topic that does not change in essence, but changes as the politics of the state 

change is that of meeting the quality goals and standards of the state. She helps her 

students by bringing to class different activities they can do in their own class. While 

there are no topics that she intentionally leaves out, she thinks that homosexuality should 

be talked about more. She is starting to bring it up in her classes. 

In her class students do basically two different types of activities. One type of 

activity is related to the awareness that the students, like all people, are socially 

constructed and that they have stereotypes. The other type of activity is related to the 

activities that they can introduce and implement in the classroom that would help 

children feel more comfortable with themselves. 

There is always a great deal of participation in her class since all students have to 

make presentations on readings they have done. Also, after the presentation and the usual 

comments that arise from the content of the articles, students are also asked to make 

comments to the presenter about the presentation itself and how they felt about it. Many 

times during these discussions students raise issues about the way they have been 

discriminated against and how much that has made them suffer. She mentioned that the 

strongest comments to this respect come from US-bom students who are members of 

minority groups, such as some of the Latino students. In her opinion, foreign-bom 

students tend to be more careful. The students she calls "Caucasian", in her opinion, find 

it difficult to relate to these issues because they have never had to deal with anyone other 

than other members of the middle class, and also they sometimes feel offended because 

they take things personally. She thinks that African American students are the ones that 
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contribute more to the class because English is their first language and that helps them 

express themselves more easily, and they can relate to issues like discrimination. On the 

other hand, students who are themselves part of a minority group not only have first hand 

experience with cultural issues, but usually have movies and books that deal with these 

issues and share them with the class. They also have many different ideas for activities to 

do with students, so in that sense they are more helpful. 

The issues dealing with the benefits and drawbacks of learning a second language 

are dealt with in another course. Foundations. The course on culture that she teaches 

deals more with issues such as how we dismiss people because they have an accent or 

they look different. 

A problem, according to her, with teaching this course is that she gets students at 

different levels of the MA program. For some of them this is one of the first courses they 

take, for some others it is the last. So sometimes instructors have to repeat content from 

other courses to help students catch up. 

This teacher thinks that the spread of English worldwide is something inevitable; 

when a country is powerful economically, it always imposes its language on other 

nations. But in spite of this, she believes that the teaching of the English language alone 

is not to blame for supporting American commercial interests; the media and other 

economic forces have a lot of responsibility for this too. In her mind, there are more 

important things to worry about than losing a language or thinking of English as a threat. 

Arms proliferation and the extinction of much bio-diversity around the world are more 

important things to worry about. Also, if a person or group wants to oppose economic or 
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political policies of the United States, she argues that they can only do so after a thorough 

understanding of the culture and the English language. The problem, for her, is that in 

some cases, people who come to this country in search of a better life end up giving up 

their own languages; so in certain cases English could be seen as a threat to other 

languages and cultures. As for the cultural component, she finds it difficult to lose it all 

because it is very difficult to be one hundred percent immersed in a new culture. 

She thinks that teachers of English are not directly complicit in the threat that 

English can be to other languages and cultures because they usually are not aware of this 

threat. Nevertheless, since they are part of the machinery that helps and has helped 

English become the global language, they could be seen as accomplices. 

4.2.5. The Course 

The title of the course is Cross-Cultural Education. This course has been taught 

at Lakeside University for the past 20 years. It began to be offered because the state 

required it for approval of the ESL and bilingual endorsement since the program in 

general has been designed to fit the requirements of the state in terms of what is expected 

of teachers' education and requisites to get the endorsement. 

The course is offered every semester and is taken by students who are seeking 

endorsement as well as the MA degree in ESL. There is a master's course outline that all 

teachers of this course receive at the beginning of the semester, and then each teacher has 

autonomy to prepare her syllabus. There are no other required courses in this program 

that deal directly with culture. 
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4.2.6. The Syllabus 

Since this particular university has several campuses in which the same course is 

taught, it is important that instructors follow the master syllabus although they have some 

freedom in choosing the activities and some extra readings. Every individual syllabus 

needs the approval of the Department Chair and the Program Chair. 

The Master Course Outline for the course has seven sections. The first section 

gives general information about the course such as the course number, the course title, the 

hours a week they meet, which are three, and the required approvals. The second section 

is the catalog description in which the importance of culture in the American educational 

system is emphasized, particularly in grades K-12. It also tells about the need to pay 

attention to the way in which the different ethnolinguistic groups contribute to the 

dynamics of the classroom, and how during the course, students will deal with different 

learning styles and how teacher expectations have an effect on students' outcomes. The 

third section lists any pre-requisites for the course, which in this case are none. 

The fourth section of the syllabus deals with the objectives and competencies of 

the course. Participants in this course are expected to understand the importance of 

culture and how ethnolinguistic backgrounds have an effect on expectations, attitudes, 

and perceptions about the world in general and about learning in particular. Participants 

will also understand how cultural differences and attitudes shape the perceptual judgment 

of student behavior. They will also learn to incorporate in the classroom environment the 

different cultures of students in order to create a positive attitude in the students toward 
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multiculturalism. Participants will leam to evaluate students' behavior by means of 

procedures that avoid culturally biased perceptions, and to assess learning in relation to 

differing cultural norms and expectations. Participants will also leam to create a learning 

environment that suits all students' needs and promotes cooperative and collaborative 

learning, to structure classroom activities in ways that meet students' learning needs and 

to respond appropriately to intercultural differences among their students. 

The fifth section is about the content and sequence of the course. There are seven 

main topics to be addressed in this syllabus: Cultural Pluralism and Multicultural 

Education, Culture and Learning, Cross-Cultural Communication, Cultural Impact on 

Learning and Teaching Styles, Non-biased Assessment, Cultural Implications for 

Classroom Management, and Factors that Contribute to Effective Cultural Instruction. 

The sixth section is about the texts for the course. There is no required text for 

this course. However, there are six recommended texts. Cultural Pluralism in 

Education: Theoretical Foundations by Nicholas Appleton, Kinesics and Cross-Cultural 

Understanding by Genelle G. Morain, Cross-Cultural Understanding: Processes and 

Approaches for Foreign Language, English as a Second Language, and Bilingual 

Educators by Gail L. Robinson, Childrens' Ethnic Socialization : Pluralism and 

Development by Jean S. Phiney and Mary Jane Rotheram, Teaching Cultures by N. N. 

Seelye, and Perspectives: Sociolinguistics and TESOL by Nessa Wolfson. 

The seventh section is entitled Recommended Bibliography. There are 63 

different titles under this heading, both of books and articles. 
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4.2.7. The Students 

According to the questionnaire filled out by the director of this program, 20% of 

the students in the program are American-bom and 80% are international. However, the 

international students in this program are people settled in the state and have become or 

are in the process of becoming US citizens in order to be allowed to teach in this 

particular state. The majority of the students in this program pursue careers as 

elementary and secondary schoolteachers once they complete their degree. During the 

1996-1997 year, 90 students graduated from this program. 

The total number of questionnaires received from this institution was eight, of 

which five were randomly selected for analysis. Of the five respondents, three were 

working as teachers in elementary settings, two of whom mentioned that they teach 

American culture in their classes; the other two were not working in educational settings. 

Four of them are native speakers of English, and three reported being fluent in languages 

other than English, namely Spanish and Greek. 

The questionnaires that were returned from this institution were not all completely 

answered or in many cases had only brief responses. Some respondents did not answer 

all the questions and some others limited themselves to short "yes" or "no" answers with 

no further explanation or elaboration. 

Four students agree with the proposition that teaching has political implications. 

One person mentioned that these implications are seen in the content of what is taught. 

Another person interpreted this question in a different way; she said that it is always an 

issue for politicians because they allotted governmental funds based on the results they 
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see. But in spite of their belief that teaching has political implications, three of them do 

not view the teaching of the English language as political. Of the two people who think it 

is, one mentioned the English-Only movement and the other sees it as a way of 

assimilating immigrants into US culture. Four people say they discuss political issues in 

their classes because politics is in all aspects of life. 

Two students did not answer whether they thought there were important topics 

left out of the course. Two students thought the course was fine as it was, and the other 

person mentioned that it would have been interesting to know more about the history of 

immigrants to this country. Three people mentioned that they found the course useful, 

and one person mentioned that this was one of the best courses she had ever taken. Four 

of them said that the course changed the perspective they had on culture, but did not 

explain how, and the same number think that it has prepared them to be better ESL 

teachers. They mentioned that they have received encouragement and have been able to 

pick up good ideas and resources both from peers and the materials and texts used in the 

class. Another one mentioned that the course has helped her reflect on what she does in 

the classroom and why she does it. One mentioned she liked the fact that there was a lot 

of discussion in the classroom and that they felt free to express themselves. 

One respondent did answer that she thought the teaching of English to others 

changes them, another said she did not think so, and three think it does. One of the latter 

three thinks that she hopes this is not a change but an expansion of their culture. 

4.2.8. Classroom Observation 



148 

4.2.8. Classroom Observation 

This class meets on Saturdays from 9:30 a.m. to 3:30 p.m. The day I observed 

this class there were 23 students in the classroom and during the whole time students 

appeared to be very engaged in what was going on in the classroom. The class started 

with presentations done by groups of three or four students. These presentations are 

based on readings students had to do and that had also been previously assigned. The 

first presentation was on 'competitive individualism' and the second group presented on 

'massive education at universities and colleges'; after each presentation students made 

comments on the content of the presentation. When these two groups finished, the 

instructor made a comment on how the American higher education system differs from 

that of Europe. Then, three people stood up and made comments on the presentations. 

These comments were about how they felt during the presentation, and some personal 

comments that began with phrases such as "I liked.."I enjoyed that...", and then gave 

thanks to the presenters. 

The third group talked about 'education beyond the borders of schooling', and the 

fourth group about 'new immigrants and their educational challenges'. Again, after each 

of these presentations students made comments on the content of the presentations. Then 

they watched a clip from the movie "El Norte" and discussed some issues teachers need 

to aware of when teaching to children from diverse backgrounds. 

The class continued in the same manner for a long time. There was no break for 

lunch, but there was a table with food students had brought and everyone was encouraged 

to get up and pick something to eat when they felt like it. Other topics discussed in the 
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class were 'school violence', 'shared beliefs on language and culture', 'racial and ethnic 

relations in school', 'the history of education of minorities and immigrants in the US', 

and 'social class and education'. They also watched another clip from the movie "Lean 

on Me". In between the students' presentations, the teacher made some comments 

relevant to what was being discussed such as cultural capital and the difference between 

'equity' and 'equality'. She also made an announcement about a job fair for teachers. 

When the presentations were over, the teacher and the students engaged in a 

discussion about their learning experiences in this country and some movies and TV 

series that dealt with cultural issues. The last part of the class was devoted to students 

telling about their cultural experiences such as visits to museums and trips to other 

countries in which they discussed some of the customs and how these differ from their 

own. 

4.3. THE COURSE AT MID-ATLANTIC UNIVERSITY 

4.3.1. The Site 

Mid-Atlantic University is a second tier doctoral institution located on the East 

coast. In 1925 the College of Arts and Sciences was established and today it has 18 

different departments and schools. Both the School of Education and the Department of 

Language and Foreign Studies, which are the ones that house the ESL master's programs, 

belong in this college. 
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4.3.2. The Programs 

Mid-Atlantic University offers two different but related programs, the 

MA;TESOL and the MAT:ESOL. The MAT: ESOL program is housed in the College of 

Education. This program is designed for people with no background in education who 

seek to acquire teaching certification in English to Speakers of Other Languages. Non-

native speakers of English need to show proficiency in English to enter the program, and 

it is recommended that native English speakers be proficient in another language. The 

program requires 39 units of credit for its completion, 33 of which are coursework. 

There are 9 credits that are common to all students working on their MATs. These three 

courses are Foundations of Education, Foundations of Special Education for Exceptional 

Children or Overview of All Exceptionalities: The Arts in Special Education, and 

Theories of Educational Psychology and Human Development. The students in the 

ESOL track are required to complete 24 additional units of credit by taking the following 

courses: Principles of Linguistics, Theory and Practice of ELT I and II, Structure of 

English, Second Language Acquisition, Reading and Writing in the ESL/EFL Classroom, 

Cultural Issues in the ESL/EFL Classroom, and Language Teaching and Testing. The 

remaining 6 credits come from Student Teaching and Required Seminar. 

The MA:TESOL, housed in the Department of Language and Foreign Studies, 

was launched in the mid-60s. It requires 33 units of credit for completion. The required 

courses are: Principles of Linguistics, English Language Teaching I, II and III, Structure 

of English, Language Acquisition or Second Language Acquisition, Language 

Assessment, Teaching Grammar or Teaching Pronunciation. Students should also take 
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one of the following: Cultural Issues in the ESL/EFL Classroom, Topics in Language and 

Culture, or Topics in Public Anthropology: Anthropology of Education. Besides, they 

have to take three elective courses from TESOL offerings. Other requirements are the 

preparation of a portfolio and passing an oral comprehensive exam. 

The TESOL program offers a combination of coursework in linguistics and 

methodology, but more emphasis is placed on methodology. Thus, the goal of the 

program is to prepare mostly teachers although they are also engaged in some research. 

The program emphasizes the Communicative Approach to language teaching; they see 

language as a tool to help people achieve their goals and solve their problems in the real 

world. The program also stresses the importance of adapting the curriculum and class 

environment to students' needs. 

The MA: TESOL program recommends that native speakers of English have 

competence in another language. In the MAT: ESOL program, it is highly 

recommended. 

4.3.3. The Director and Instructor 

At Mid-Atlantic University, the person in charge of the MA: TESOL program and 

the teacher of the course on culture are the same person. She explained to me that the 

program aims at covering all the possible audiences that a TESOL instructor may be 

teaching. In the program, they ensure that the goals of the program are met in two 

different ways. On the one hand, they try to develop the syllabi so that they are sure that 

they do touch relevant concerns for all the different audiences; on the other, when they 
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give assignments, they try to design them typically as projects with maximum flexibility 

so that students can focus their assignments to fit the audiences they will be teaching in 

the future. 

The regular faculty of the program is made up of three people. When the time 

comes to decide who teaches what, it is done via consensus but primarily based on 

background. Adjuncts are hired through personal networks, but decisions are based on 

CVs and practical background. Faculty have a fair amount of autonomy in designing the 

syllabus for the courses they teach because they are designing and revising all the time, 

but since they are looking for consistency in the program, particularly for adjuncts, they 

hope that they will follow the prescribed program, and they are asked to teach the 

syllabus that the program has for any given subject. Also another way to know whether 

teachers are following the syllabus is by talking to the students, which is something that 

faculty do often because they make a fairly concerted effort to talk to students and keep 

their ears to the ground so if things are not going in a direction that particularly students 

are happy with, they get together and talk about it. 

The director mentioned that in the program they make a real commitment to listen 

to students. Every year, in the spring, they hold an event that is called The Meeting of the 

Minds which is an open forum where the faculty members begin by talking about changes 

that they might like to institute in the program and see to what extent the students like 

these or not. It is a time in which faculty members genuinely ask for student input and 

find out what they are happy about and what they are not. 
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With regards to the foreign language policy of the program, the director 

mentioned that she would like to find a way to require communicative competence in a 

second language because she feels it is not only a question of empathy, it is also a matter 

that if someone has to do business in another language, this person would have a much 

better sense of what it means to talk about the structure of the language; also people can 

have a better sense of their own language. But, as she expressed it, "Unfortunately this 

being the United States, if we insisted on that level of bilingualism, I am afraid that we 

would have trouble getting participants." 

With respect to this particular course, this is the fifth time that she has taught it. 

She thinks of this course as a very important one for the program and she teaches it 

because the program has increasingly taken a discourse approach to language learning. 

She thinks that teaching just the language is not enough; a person can produce completely 

well-formed sentences, but if it is out of context in terms of conventions and practices, 

the person will not be successful. She also explained that through the 1970's and through 

most of the 1980's, the basic attitude was that teaching the language was enough; her 

background is originally English for Specific Purposes and she can certainly see a change 

there. Furthermore, she said that in the old days a person would go out and find out what 

the target language performance was and that was all s/he needed. But since the language 

does not describe the behaviors and practices, it was not working. So, one of the 

important things they tried to do with the culture course is have their students realize that 

probably in order to be competent language teachers they also have to pay attention to the 
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conventions and behaviors that will allow the students to be successful in whatever they 

have to do. 

The director also explained to me that she did not think it was particularly 

important to teach English as a second language, but there are many people out there who 

do and, if there is a demand, they should help their students by meeting that. She 

explained that the reason to teach English to people is that they have decided that having 

that tool available to them will help them succeed in their goals. She also thinks that 

English really does seem to be some sort of a lingua franca, but does not see it as being 

particularly hegemonic or dominant. She thinks it can also be subversive in some way 

because if a person teaches the practices along with the language, s/he can also teach 

his/her students how to beat the system as much as s/he can teach them to be a part of the 

system. 

For her, a historical accident made English the lingua franca. It was a historical 

accident at two levels: a) it is just the way things developed, but also English, because of 

history, has become a language that has been very open to adaptation and maybe does not 

demand perfection as much as some other languages. It has been a language of traders 

and sea captains. It is a language that is spoken by most Americans and Canadians 

although they are not from England. She thinks that makes English a very utilitarian sort 

of language, and certainly the approach to teaching at Mid-Atlantic University is that they 

see English primarily as a tool of communication. As she put it, "I think it has been a 

truly historical accident, but the history of English has made it a language that is very 

open to be picked up by a lot of people." The director thinks that a language does not 
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switch in this respect. 

As the instructor for the course on culture, she revises her syllabus every year. 

Although she does not start from scratch every time, she always looks at it in the light of 

what she has learned in the previous year, but having in mind the new group of students 

since they do not always have the same needs. She mentioned that she finds this course 

extremely challenging in terms of structure because many people come to TESOL 

without a background in linguistics or foreign language, and many of them do not know 

traditional intercultural communication techniques and theory. For this reason, the first 

quarter of the class is devoted to introducing them very briefly to traditional intercultural 

communication theory, using the textbook written by Ronald Scollon and Suzanne 

Scollon entitled Intercultural Communication: A Discourse Approach (Cambridge, MA: 

Blackwell, 1995); then she moves to a discourse model and how to approach it. Later on 

they look at social literacies from a Vygotskian perspective towards apprenticeship and to 

new discourses. Finally, if they "are not in complete exhaustion at that point", as she put 

it, she tries to bring it back to practical uses in the classroom. In this last part of the 

course, they see how to adapt existing teaching language materials to enhance the cultural 

component and how to create their own cultural learning materials in the classroom. So, 

there is a great deal of material to cover all the different bases, and that means the reading 

packet is quite diverse. 

In her mind, it is important to know what the learners of English need from the 

language, that is, the program ought to be 'needs-based'. What is important is to think of 



what the learner needs to be successful in what s/he wants to do. Depending on that, the 

program will be a mix of grammar, pronunciation, pragmatics, etc. She gave the example 

of a person who just wanted to converse with an occasional tourist, in which case 

accuracy may not be such a major issue; but if someone needs to communicate quantum-

physics formulas, s/he may want to be very accurate in that particular medium. The mix 

is really going to be determined by learners' needs. In some ways the teacher needs to 

pay attention particularly to language use because language use is going to determine 

what s/he looks at in terms of language form and language meaning to teach. 

She thinks that new students coming into the program, and in TESOL in general, 

enter this profession having a "horror of ever imagining themselves as teachers", but 

what binds most of them together is that they really are fascinated by intercultural 

communication and how people interact. She thinks most people become TESOL 

teachers because this is a way in which they can continue working in an intercultural 

environment. As for the people in the program, she doubts that students come in with a 

notion that they should be working to ensure student success and are full bloom believers 

in the communicative approach; she believes that their primary interest is cultural. 

Choosing the topics for the course on culture is a difficult task. She begins with 

the idea that the discussion of cultural issues is central to the course, and then students 

must have some foundation in what, traditionally since the 70s at least, has been taught as 

intercultural communication theory. She gave the example of the value continuum and 

value orientation, which is something they include every year although she acknowledges 
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that this may be something not very much used these days in state-of-the-art-courses 

because they may lead to stereotypes. 

She thinks that it is also very important to have a discourse model of language 

learning. She quoted an unidentified author who said that "discourse is language plus all 

that other stuff. Therefore it is important that students pay attention to that "other stuff 

when they are teaching language. A discourse approach puts the pragmatic element to 

the forefront and makes it much more important. She explained how a discourse 

approach is relevant for international students attending American colleges, since besides 

knowing how to read and write in English, they also need to know how to participate in 

class, take notes, make sense of the syllabus, and many other conventions that have 

nothing to do with language. The real challenge lies in knowing the appropriate 

behavior. 

There are some topics that are always discussed in her class. These include the 

relation between text and context, politeness systems, and the notion of a utilitarian 

discourse system as part of the Western cultural mode of thinking. This latter topic is 

important and useful for people who are using English for international purposes or for 

intercultural purposes because people do not have become experts on American culture or 

British culture; they simply have to know the major outlines of the utilitarian discourse 

system. This system works very well right now for professional relationships such as 

attending professional conferences as well as in the fields of diplomacy, business, 

communications, and transportation, since all of that is professional communication. 
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Another topic of great relevance is literacy. Students need to understand that 

literacy is not just decoding symbols on a page, but that it is a matter of knowing the 

practices of discourse. Finally, she would hope that students would know how to scaffold 

and how to bring all these ideas into the classroom. 

With all these important topics to cover, there is not much room for changing 

topics from one year to the next. Basically, the idea is emphasize or deemphasize these 

topics according to the audience. She also thinks that more courses on culture should be 

offered. There is a course on sociolinguistics that is not offered as often as she would 

desire. She mentioned that sometimes the only traditional sociolinguistics that students 

receive is what has been squeezed into the course on culture. She also mentioned that she 

would like to have a course just on ESOL writing because the cultural elements of the 

discourse are very important, and also because if students see how discourse influences 

writing, that knowledge can be applied to other areas. For the course as it is being taught 

right now, so much time is spent on covering all these different theoretical aspects that 

there is not enough time for bringing them into the classroom and considering classroom 

applications. Another topic that she would like to have the time to include in the syllabus 

is that of the relationship between bilingualism and culture - whether it makes sense to 

talk about a person being multicultural, and whether cultural competence is one unified 

repertoire that constantly keeps growing. She also said it would be nice to be able to 

spend more time teaching students the elements of critical thinking so that they could do 

a better job of teaching it to their students. 
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There is no definition of culture that she likes, but she mentioned a point made by 

Scollon & Scollon (1995) that she has found handy. For them, culture is a discourse 

system that is defined in terms of nationality or ethnicity. She likes that because it means 

that it is just another level of all the different possible discourse systems and one can have 

a discourse system that is very constrained, for example the discourse system of 

American jazz musicians, or one much broader like this notion of a utilitarian discourse 

system. Another reason why she likes the Scollon & Scollon approach to culture is 

because she thinks that in life we move through different discourses during the day and if 

students look at culture from that standpoint, intercultural communication becomes much 

more accessible. Culture should not be looked at in terms of oppositions, but as passages 

through different discourse systems that probably people already know a little bit about, 

if not very much. 

One of her first goals is for students to understand the basics of intercultural 

communication and cross-cultural adaptation so that they would be good intercultural 

communicators. She gave the example of people who live on the border and can move 

easily back and forth, and extended the analogy to learners of English; they need to learn 

how to use the intercultural tools to help themselves communicate across cultures more 

effectively. 

The instructor also explained that another one of her goals is for her students to 

understand that their goal should never be teaching the English language for the English 

language's sake. It should be teaching language within the context of how that would 

help their students succeed in the context in which they want to use that language. 
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She commented that she has found in recent years that she has had to leave out the 

notion of learning styles due to lack of time and because she hopes it will be covered in 

other courses. She said that one of the challenges of the course is trying to get a little of 

everything in. 

There are three basic kinds of activities for the course. One is the 'postings' on 

the electronic course site blackboard. Each week there is a topic of discussion posted on 

the blackboard. These topics are controversial in nature and students comment on them 

by placing their postings on the blackboard for everyone to read. Students have to write a 

total of six postings during the semester. The primary purpose for the postings is that 

there is never enough time to have lengthy discussions in class, but if the students 

participate by posting their thoughts on the electronic site before class they can at least 

have a partial discussion. The electronic blackboard is a way for them to express their 

opinions and see what the opinions of their classmates are and, at times, it can take over 

the role of class discussion that the instructor has trouble squeezing in. Postings are then 

one of the main contributions that students make to the course, and their comments there 

often suggest the direction the instructor needs to take in presenting the material for the 

week. 

The next level of assignment, which the instructor arbitrarily calls 'homework', is 

assignments she asks students to do just to have the experience. Since the course on 

culture covers so many topics, it is important that students also deal with issues in a 

practical manner. Two examples of these assignments are the design of a lesson that 

incorporates idioms, and the description of an encounter students have recently had in 
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terms of politeness systems. Behind these assignments there is the idea that they apply 

the principles they are learning in class to very specific situations. These assignments are 

evaluated on a check (V) and a check-plus (V+) basis. A check means the student did the 

assignment, even if s/he failed completely or was completely off target. If the student did 

a particularly good job, s/he receives a plus. However, the difference between a check 

and a check-plus is very small when the instructor is doing the grading since a check is 

five points and a check-plus is six. What is important for the homework is that the 

students have the practical experience. 

The third kind of assignment is the tasks. Tasks are graded on a one to ten basis, 

and students are expected to make some effort and turn in a quality product. Tasks are 

not just experience, students are expected to do some minor field research, and show that 

they have done so by providing bibliographic citations. 

Besides the postings which are all shared by everyone enrolled in the course, the 

instructor also shares with the class a particularly well-done assignment made by a 

student. She also talks to students informally outside the class and tries to get their 

opinions on the how the course is going. 

The course is given in a lecture format partly because there is so much to cover. 

She commented that she also tries to be as Socratic as possible in method because she 

feels it is important that students bring in their experience and, particularly, because in 

her classes students come from multicultural international backgrounds. There are times 

in which conversations are a very important part of the class, for example when the 

discussion is around stereotypes. She also mentioned that she tries to bring to every class 
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an activity; sometimes it is a group project to do in class, at other times it is a relevant 

video. 

The instructor feels that there is a great deal of work to do with some international 

students, depending on their background, to introduce them to the discourse of 

intercultural communication. In terms of participation in class and raising their concerns, 

international students are seen by the instructor as just one different audience from the 

many that take this course. She explained that the people who plan to teach K-12 in the 

US have very different concerns from those that the people who are teaching higher 

education in the US have. These concerns in turn are also different from those of people 

who are working with adult immigrants. 

In the instructor's opinion, English is beneficial if it helps learners accomplish 

their goals in life. However, she questions at times mandatory instruction of English in 

countries as a foreign language because in many cases it could be that the average person 

in that particular culture/country might never have a particular need to communicate in 

English. She sees having people learn something that they are rather unlikely to use as a 

waste of time. Therefore, she finds it important that if English is mandatory from an 

early age, it should be as pragmatic as possible since most likely all that they would ever 

need is polite procedural language. Another reason for this, in her opinion, is that if 

people can see the meaning of what they are learning, it will be retained longer. Also she 

thinks that most people can see the value of knowing how to handle pragmatics, how to 

be able to greet people, how to be able to apologize when a mistake is made, how to be 

able to make requests, and so on. Although these issues are not directly discussed in 
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class, when the discussion is centered on international discourse and the expected 

behaviors, she talks about the notion of what should be taught in EFL environments. She 

also spends time talking about differences between native and nonnative-speaking 

English teachers, and ways in which interactions between native and nonnative-speaking 

teachers in EFL environments can be improved. 

Culture is something that needs to be taught if it is looked at from the utilitarian 

discourse approach that the program takes in relation to language. Since the only reason 

for learning a language is to be successful, the learner has to understand the conventions 

and behaviors that go with the language that is being learned. 

She also commented that English certainly has a potential to be hegemonic. The 

more people that learn English, the more people that are participating in that international 

business discourse. On the other hand, if while teaching people the behaviors and 

conventions of the language it is also emphasized that culture is not monolithic and that 

there are all sorts of acceptable variations possible, the teacher is also helping them to 

subvert the system. If there is an agreement with the notion that English is just a tool, not 

much of the ideology of English should be taught. For her, language is a tool that can 

help people subvert the ideology as well as sustain it. 

She thinks it is true that a number of languages today are threatened. They are 

threatened because of the globalization of the US economy. It is important that people 

make efforts to try to preserve those languages, although she is not optimistic about how 

much success they will have because she believes the expansion of English is not being 

forced on anyone. People are choosing to learn English. English could be a threat, but 
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there is nothing to be done about that; offering English instruction is simply in many 

cases responding to a demand, which is part of the capitalist system. 

The instructor stated that English is potentially a threat to other cultures, but 

teachers can work in opposition to that by simply insisting to students that culture is not 

monolithic since, as she had already said, a number of variations are possible. Teachers 

can also insist that the reason for learning the language is the particular interests learners 

might have. Teachers can also stress the notion of code switching for their students to get 

what they want or need. Students need to understand that, at times, it may be convenient 

to speak English and it may be convenient to participate in the behaviors that go with that 

discourse to be successful, but when they walk out the door afterwards, there is no reason 

to continue using them. This utilitarian notion of language is discussed in her class. 

She also thinks that if some of the international students who are here in the US 

learning English plan to stay for an extended period of time, the realization of some of 

their aspirations will be within the context of the American culture. Therefore, the 

teachers of English need to teach them the behaviors of the mainstream American culture 

so they can be able to succeed; otherwise, teachers are doing them a disservice. Although 

she also acknowledges that seen in this way, teachers of English are colonizing the 

students because they are telling them, "You have to be like us if you want to succeed 

within the system." It is very difficult to teach on the median line, the one that marks the 

difference between helping and colonizing students. In her mind, the only way to be sure 

one is on that median is looking at the lesson plan before every class and asking 

him/herself whether a balance has been achieved. 
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She mentioned that for teachers in the K-12 system their job is to educate, and to 

educate means to sociahze people into practices. Teachers need to make sure that their 

students understand school practices while at the same time respect the fact that there is 

variation outside the classroom. Teachers need to look carefully into what is expected of 

their students, and in the program at Mid-Atlantic University students are taught this so 

they can try to shortcut the system, i.e., teach their students what is expected of them so 

they can be ahead of the system, or at least perform well within it. 

The instructor finds that the importance given to standardized tests as a means to 

demonstrate knowledge in this country is disheartening. This issue has been brought up 

in her course on culture since it is part of the culture of a classroom, because different 

educational systems require students to demonstrate knowledge in different ways, and 

because it is important that international students have someone to clue them in as to 

how, in this culture, they have to demonstrate knowledge. 

4.3.4. The Course 

The title of the course is "Cultural Issues in the ESL/EFL Classroom". This 

course has been taught at Mid-Atlantic University since 1993. It began to be offered 

because it was considered important to introduce students to cross-cultural awareness. 

Other considerations were to help student-teachers address discourse needs, not just 

language needs, and to explore how classroom culture (and its juxtaposition with the 

native culture and target culture) can enhance language learning. Also, during my 

interview with the director of the program, she mentioned that a course much like this 
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one was required by the public school system of the state for accreditation and because it 

was required then for the MAT: ESOL, they also felt it was very important for the MA: 

TESOL and made it a requirement. 

The course is offered annually and is taken by students in both Master's 

programs. Another required course that is related to this course on culture is English 

Language Teaching I, an introduction to methods course, which introduces students to the 

importance of discourse analysis, the teaching of lessons on pragmatics, and the basic 

principles of multicultural classrooms. Also, the course entitled Reading and Writing in 

the ESL/EFL Classroom looks at these skills from both the perspective of contrastive 

analysis and that of discourse acquisition. 

The course fits into the program in the sense that it is important that K-12 teachers 

have some notion about the different discourses they will be dealing with when they 

teach; that it is not only mainstream discourse. For people going to teach abroad, 

obviously they have to have some sort of idea about what it is like to live in another 

country and teach in another educational culture. For international students who have 

come here, it is assumed that they want to at least to pick up some of the beliefs, values, 

and methodologies that are taught in the US. For these students, the challenge is to figure 

out which are the things that they can take back with them to practice at home. 

4.3.5. The Syllabus 

The syllabus of this course has five sections. The first section contains general 

information about the course; this class meets once a week for two and a half hours. The 
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second section is about the goals of the course. The questions that this course addresses 

deal with issues such as the need to teach culture with language, the fundamental 

elements of cultural knowledge, how to be successful when having interactions with 

people from other cultures, how to describe and identify certain discourse systems, how 

to identify and respond to students' expectations in the classroom, the effect of cultural 

background on school success, how to structure the culture of the classroom in an 

effective way, how to identify students' discourse participation needs, how to design 

culturally responsive lesson and curricula, and how to enhance cultural elements in 

Enghsh language lessons. 

The third section deals with the texts used in this particular course. The required 

texts are Intercultural Communication by Ronald and Suzanne Scollon (Cambridge, MA: 

Blackwell, 1995) and Social Linguistics and Literacies: Ideologies in Discourses, 2"'^ Ed. 

by James Paul Gee (London: Taylor & Francis Group, 1999) as well as a packet of 

assigned readings. There is also a suggested textbook; Teaching Language Minority 

Students in the Multicultural Classroom by Robin C. Scarcella (Englewood Cliffs, N.J.: 

Prentice Hall Regents, 1990). 

The fourth section is the longest one and has four sub-sections. The first one of 

these is devoted to the grading system to be used in the classroom, and the percentage of 

each item listed. Students are graded on their class participation, postings, homework, 

and tasks. Two of the other subsections are homework assignments and tasks. There are 

weekly assignments although students only have to turn in five. The subsection about 

tasks also has them listed on a weekly basis , but students only have to turn in four. The 
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purpose of the tasks is to develop the skills and materials that students will need to use as 

teachers and researchers. 

The last subsection, and the most interesting in my opinion, is that of the postings 

on the blackboard. The "Blackboard" is a web site for the course in which the teacher 

can post information concerning the course and it can also have links to all readings 

placed on reserve. The blackboard also has bulletin boards in which discussions among 

students can take place. For this particular course, the themes or questions have been 

planned ahead by the instructor and are also listed in the syllabus. There is a different 

theme every week. Through these discussions, it is expected that the students come out 

of class realizing that we do have to respect home cultures. Since students' own cultures 

are very important, to the extent that is possible, teachers should encourage the 

maintenance of those home cultures. Some of these themes placed on the bulletin board 

are: stereotypes, their meaning and value; suggestions for alternative activities that can be 

done in the classroom different from the typical ones of food, dress, and holidays of other 

cultures; prejudices, why are they bad and can people get rid of them; language and 

identity: if a person is learning a new language, is this person learning to him/herself in 

another language, or is the person taking on a new identity in the new language. There 

are also hypothetical cases to be discussed such as the following: "A Dane and a Thai 

meet hoping to do business together. Their shared language is English. Neither has 

studied the other's culture or language. What assumptions might they make about 

nonverbal communication, naming practices, negotiating techniques, etc.? What 

(culture?) would be the source of these assumptions?" 
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The last section of the syllabus is the class schedule. The main topics of the 

course are: 

- Foundations (fundamental concepts) 
- Why we have to teach culture and language 
- Culture and perceptions (pragmatics, how culture/language affects perception, 

inferences, perceiving and interpreting culture bumps) 
- Discourse, context, culture, and language (context and communication) 

Perceptions - beliefs, values, and cultural learning 
Cross-cultural adaptation - bi-culturalism? 
Face and Politeness systems 
Cohesion 
Discourse and face 

- Discourse systems (the utilitarian discourse system) 
- Intercultural Communication 

Identifying needs - Classroom expectations 
Discourse and language in the classroom 
Structuring the classroom 
Structuring lessons and materials 

- Applying it to the classroom, and 
Pumping up the cultural component. 

4.3.6. The Students 

Of the students enrolled in this program, 75% are American and the remaining 

25% are international students who come from many different countries. Most of the 

students that graduate from this program teach English in this country and abroad. 

The number of students in the entire program is around 110, 25 to 30 of whom are 

pursuing a teaching certificate. Of the rest, 45 to 50 are in the MA: TESOL and 30-35 in 

the MAT:ESOL. During the 1996-1997 year, 18 students graduated from the these two 

master's programs. 

The students in this class are a mix in the sense that they are all in different 

semesters in the program. Up until this year, the number of first and second year students 
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was about 50/50. At the time of the interview there were no new students enrolled in the 

course because this course was given on the same night as one of the beginner courses 

required for everyone. Up to now, the director has never heard of a student concerned as 

to why they have to take the course on culture. 

The total number of questionnaires received from this course was about twenty 

although only five of them were randomly chosen for the research due to constraints from 

the Human Subjects Committee. Of the five people, three are American-bom, one is an 

international student, and the other is a person who was bom in Peru but raised in the US. 

Three of the students were not currently teaching, one was working as assistant principal 

in a school, and the other was teaching ESL to Spanish-speaking students. All five 

students stated that they were taking this course because it was a requirement. 

Of the five students, two rated the course as very good, and the other three as 

good. The two reasons why the course did not get excellent ratings were that most of 

what they talk about in class is based on regular settings, i.e. university and high school, 

and little is presented on other educational settings such as charter schools; and that they 

did not focus enough on how to deal with multicultural issues in their classes or how to 

teach communication skills. The main reason why they liked this course was the content 

of it in general. They found the topics varied and interesting and commented that the 

reading materials provided them with good, detailed information on the topics that were 

further elaborated in the class. 

There is a direct correlation between the overall rating of the course and its 

usefulness in the worksite. All of the students found this course useful not only for them 
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as teachers but also as persons. The course could help them better understand their 

students and the discourse systems of different cultures, but also helped them to 

communicate better with other people, and to learn skills for life and travel. One student 

wrote, "While it is difficult to study the background of everyone we could potentially 

meet, we are taught to be open-minded and aware that differences do exist." 

While two students found that the assignments for the course were average 

because they were not discussed in class, they form a large part of the grade and, 

according to one student, most of them have to do them twice. The students commented 

that all the assignments are in the form of papers, there is no variety and no way to tap 

into different learning styles. Two students rated the assignments as good because the 

topics were interesting, they allow students to put together their own thoughts about the 

information they receive in class and from the readings, they directly relate to the topics 

under study, and help them develop the actual skills they need to carry out as language 

teachers. One person rated the assignments as very good because she thought they 

require critical thinking and analysis and they keep them aware of their surroundings. 

Besides, students are advised to talk to the professor about the assignments outside of 

class. 

What students found most interesting about the course were the books and the 

readings in general since they covered a wide variety of topics. They also commented 

that they had insight from comments other students had made in class. One student 

mentioned that the course has helped her gain understanding of situations she had already 

experienced but had not fully understood. 
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Some of the comments students made about what they did not like about this 

course were that the area of culture was very wide and there were too many topics to 

cover. One student mentioned she did not like the fact that the course was given in a 

lecture format and the teacher did most of the presentation; but another student 

mentioned that what she liked least about the course was that there were too many 

discussions and arguments in class. 

Although all students agreed that the topics discussed in class were interesting and 

necessary, and they did not feel any of them should have been left out, there were some 

comments as to what they would have liked to cover. These comments are obviously 

made from each student's particular perspective and interest. Two of the people 

mentioned that cultural issues pertaining to some of the ethnic groups of the area in 

which the university is located were not addressed and these were the people they thought 

they would be working with in the future. They also mentioned that they would have 

liked to leam more about the role of parents in their children's learning of a second 

language, how to incorporate cultural elements into specific EFL settings, and how to 

teach multiculturalism. 

Four out of the five students felt that students did contribute to the class. They 

liked to hear about other people's experiences since they found that these helped them 

leam about situations they might potentially have, or they could offer suggestions if they 

understood what the person telling them was going through. These stories also added 

meaning to the topics under study. Besides, each story has been told from the student's 



point of view and with a certain cultural style which also enriched those who were 

listening. 

The students who answered this questionnaire have different ideas as to whether 

debate was promoted in class. Two people thought it was, two people thought debates 

happened sometimes, and one person thought there were no debates at all. One person 

mentioned the debates were mainly through the blackboard. Some of the reasons why 

there were debates were the nature of the topics, the structure of the class which 

facilitated the differences of opinion since students appeared to be open-minded, and the 

different backgrounds students came from. 

Students in this course think the learning of English is very important. It gives 

people access to other cultures since many countries consider English to be the 

international language; it facilitates communication around the world. As a tool of 

communication, English allows people to share ideas, beliefs, and perspectives. 

Knowing English also provides people with the opportunity to accommodate to or 

assimilate into an English speaking community or culture. 

The drawbacks of learning English are not as obvious as the benefits. One 

student mentioned she did not see any. Three people said that drawbacks depended on 

factors such as whether there was first language attrition or there was a balance between 

the two languages, and whether the person lost touch with the native culture or thought it 

is not as valued as English culture. The person who answered that she sees drawbacks 

mentioned that people may feel that their native language is inadequate, and if they stop 

using their first language, they will lose it. 
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It can be said that culture, in general, is about people and groups of people, and 

should be taught. Some of the reasons why it needs to be taught are that people need to 

learn how to interact with persons from other cultures, need to learn about different 

discourse systems, and need to know that cultures vary from one place to another, from 

person to person. However, one person mentions that a word of caution is needed here 

because the person who teaches culture teaches it from her/his own perspective, and these 

perspectives can be skewed. Besides, culture can and should be approached from many 

different angles so students can look at different perspectives. 

One person thinks that the teaching of culture is unavoidable since language and 

culture are deeply intertwined. Learners of English need to learn more than just words; 

they need to learn the rules for social interaction, as well as the pragmatics and behaviors 

that go with it, in order to effectively communicate with someone from another culture or 

while being in a new culture. One student mentioned that teaching the culture of 

America or any other English speaking country can facilitate the understanding of the 

English language per se too. However, one student mentioned that, in relation with the 

teaching of culture, the teachers of English could only open the eyes of their students and 

guide them to their own discoveries and investigations into the similarities and 

differences between people in the world since any direct teaching of American culture 

will be unnecessarily politically oriented. 

Students have different opinions as to whether the teaching of English supports 

imperialism. One person said it definitely did, since by teaching English, the interests, 

beliefs, and ideology of English-speaking countries is being promoted. And along with 
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these mentioned issues comes the idea that somehow the people of these countries are 

superior. Three people think that this is done indirectly because the teaching of English 

enables the American economic system or commercial interests to be spread worldwide 

and become more productive, but it is not directly supportive of American economic 

hegemony. Another reason for this to be happening indirectly is that language learning 

also implies culture learning, and therefore it is understandable if it is seen as another 

way to spread American culture and cultural imperialism. And the third person said it 

depends on the individuals and how they let the language and the culture have an effect 

on them since what makes a language powerful is the context in which it is used. The 

person who answered that she did not think that the teaching of English helps support 

American imperialism, looked at it from the ESL perspective, i.e. the teaching of English 

to immigrants to this country, and views the teaching English as just a way to help 

learners survive in an English-speaking country. 

Two people think English is not a threat to other languages or cultures around the 

world. One person mentioned that no matter what, English could not take the place of 

other languages, and the other person mentioned that the languages and cultures that 

could be suffering today from the impact that English has on them, have also suffered in 

the past from attempts of domination by other languages. Two other people mentioned 

that English is partial threat since it is a language's nature to change over time upon 

interaction with other languages, but now the teaching of English is supporting this 

change. Another person mentioned that if people are living in the US, they need to leam 

English, and the threat would be the loss of the first language. 
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Four of the five people think that teachers of English are not complicit with this 

threat if they do not oppose it. A person mentioned that she does not believe teachers 

intend to threaten other cultures; they simply want to facilitate the communication that is 

taking place in a mutual language. Besides, if knowing how to speak English opens a 

further door to the world, why should teachers not support it? Two persons emphasized 

the idea that English is just a communication tool or a means for learners to achieve a 

goal. And another person mentioned that it takes more than a language to destroy 

cultures around the world. The person who thinks that teachers are complicit with the 

threat mentioned that teachers should be careful about what they teach and the 

importance they give to what they teach; besides, they should also be supportive of the 

students' first languages. 

4.3.7. Class Observation 

This class meets on Tuesdays from 5:30 to 8:00 p.m. and 28 students were present 

they day I observed it. The topic of the day was social literacy. The instructor began the 

class by doing some housekeeping. Then she shared with the class some of the 

assignments and postings that different students had turned in the previous week and that 

she thought were of particular interest for the class. 

The instructor then introduced the topic of the day and discussed the idea of 

utilitarian language and the fact that it is important to know more than just the right 

words. She then showed a short video of an English class and asked the students to look 

at students' participation and whether they knew what was expected of them. There was 
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a discussion afterwards about the behavior of some of the students who were using the 

right language, but were not displaying appropriate behaviors, as well as the teacher's 

behavior. They also talked about what was meant to be communicated, how neither the 

teacher nor the students succeeded in getting their points across, and what they (teacher 

and students) could have done to improve communication in that class. 

They moved then to read a tale entitled "The Alligator River Story" \ After the 

reading they discussed and evaluated the different characters' behaviors. The conclusion 

was that there is no right or wrong per se, but simply different ways to evaluate. 

The instructor then showed a cartoon in which a father was trying hard to do 

something that his little girl needed for school, but was obviously not succeeding. The 

comment of the little girl to her father was "You'll never make it as a kindergarten girl". 

The point the instructor wanted to illustrate was that moving across discourses is 

something that can happen in all directions. 

The instructor then talked about learning curves and the meaning of literacy. 

With the input from the students, she came up with a list of skills that are needed to be 

successful in reading and writing. The instructor then asked whether those skills were 

culturally derived, and suggested that the traditional notion of literacy should be 

expanded. 

' The Alligator River Story: "Once Upon a time there was a woman named Abigail who was in love with a man named Gregory. 

Gregory lived on the bank of a river. Abigail Uved on the opposite bank of the river. The river, which separated the two lovers, was 

teeming with man-eating alligators. Abigail wanted to cross the river to be with Gregory. Unfortunately, the bridge had been washed 

away in a storm. So she went to ask Sinbad, a river-boat captain, to take her across. He said he would be glad to, if she would go to 

bed with him before the trip. She promptly refused and went to a friend called Ivan to explain her plight. Ivan did not want to be 

involved at all in the situation. Abigail felt her only alternative was to accept Sinbad's terms. Sinbad fulfilled his promise to Abigail 

and delivered her into the arms of Gregory. When she told Gregory about her escapade in order to get across the river, Gregory cast 

her aside with disdain. Heartbroken and dejected, Abigail turned to Slug with her tale of woe. Slug, feehng compassion for Abigail, 

sought out Gregory and beat him brutally. Abigail was overjoyed at the sight of Gregory getting his due. As the sun was setting on the 

horizon, Abigail could be heard laughing at Gregory," (http://homepage,tinet,ie/~peacccorps/locaUse/localise5,html) 



178 

The students then read Pah's story. Pah is an Asian woman who came to the US 

and was not making progress in her learning of English because she did not know what to 

do and was very disruptive. They discussed Pah's problem and how she could have been 

helped. 

Based on all the previous examples, the instructor suggested that perhaps literacy 

is the "sort of things that lead to understanding", and then discussed some of its traits 

such as the fact the it is not neutral because it is based on relationships, cognitive 

techniques, and the way in which we approach problems, and it is full of the intricate 

values of communication, interaction, and those of the society as a whole. Literacy is a 

very ideological idea. 

The discussion moved to the idea of 'social literacy'. Learners also need to have 

"social literacy" if they want to succeed in academic settings. Social literacy is 

comprised of the skills and awareness needed to navigate a discourse system. Social 

literacy relates to school literacy. School literacy involves the skills to succeed 

academically, such as note-taking, test-taking, class participation, ability to do research, 

and others. But behind these academic skills are the social skills. Students need to know 

how to work in groups, to understand what is expected of them, to organize themselves 

and the things they present according to certain rules, and more. 

The instructor then explained that in this sense, literacy and discourse are related. 

Teachers need to make their students aware of what the literacy of the discourse is like in 

the setting they are in; the role each person is playing within the discourse, and the 
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socially defined conventions of the different roles. Learners will find that the activities 

they engage in are good if they understand the roles they play. 

Discourse groups are groups in which people associate with others like them. To 

belong to different discourse groups, people have to display membership by showing they 

have something the instructor called "an identity kit". This kit is the way we act, talk, 

write, create, produce, and reproduce things. The group provides the individual with 

opportunities to be a member and recognize others as members of the group. This was 

the practical part of the class. The instructor encouraged the students in her class to think 

about these issues when preparing and revising their lesson plans, and to think about 

whether what they were doing was something their students needed. 

The instructor concluded the class by saying that in natural discourse not 

everyone was given the rules, because if everybody knows the rules of the game, the 

group loses prestige. 

4.4. THE COURSE AT MIDWEST UNIVERSITY 

4.4.1. The Site 

Midwest University is a third tier doctoral institution which opened in 1899 as a 

normal school ^ and became a university in 1965. Today the university has eight colleges 

besides the Teachers College and offers a great variety of programs in the fields of 

science and humanities, fine arts, business, architecture, communication, and applied 

science and technology. 

^ A school that trains teachers. 
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4.4.2. The Programs 

Midwest University also offers two different programs, both housed in the 

Department of English in the College of Sciences and Humanities. One of them is an 

MA in TESOL and the other, a combined degree, an MA in TESOL and Linguistics. 

The MA in TESOL emphasizes reflective teaching, practical grounding in 

TESOL methods and second language acquisition, and an in-depth linguistic analysis of 

ESL materials and cross-cultural pragmatics. The MA program in TESOL and 

Linguistics seeks the same as the MA TESOL and in addition to that includes more 

refined linguistic knowledge. 

The goal of the programs is to produce outstanding professionals in both teaching 

and scholarship. Students in these programs are encouraged to participate in conference 

presentations, to publish articles, chapters, reviews, or pieces of creative writing, and to 

be active in professional organizations and projects. 

The MA in TESOL requires a total of 33 units of credit and the MA in TESOL 

and Linguistics requires 45 units of credit. Basically, the two programs have the same 

coursework, but the MA in TESOL and Linguistics requires 4 more courses. The courses 

that are common to the two programs are: Introduction to Linguistics, Theory and 

Research in TESOL, Methods and Materials in TESOL I and II, Approaches to Modem 

English Grammar, Linguistic Phonetics, Second Language Acquisition, Sociolinguistics, 

Language and Culture, Contrastive Analysis, and a Research Paper or a Creative Project. 

The four more courses required for the MA in TESOL and Linguistics are: Research in 
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English Studies (literature), Phonology, Syntax, and Historical Linguistics. The Master's 

program in TESOL and Linguistics does not require practice teaching, a thesis, nor a 

comprehensive examination. The programs also have exchanges with other universities 

abroad. The students in this program are required to have competence in another 

language. 

4.4.3. The Director 

The faculty in the English Department rotate administrative positions within the 

department. The present director of the graduate programs in the department is a 

literature professor and does not teach any TESOL courses, but administers all the 

programs of the English Department. She explained that the department governance is 

set up in a way in which every program or area determines the content of the courses they 

teach and require, and the graduate office oversees all the programs. 

She also explained that the goal of the program is to prepare students to teach 

English domestically or internationally since it is a practically oriented program. 

Besides, the faculty in the area of TESOL have a very clear sense of what is important 

and all of the courses are required; there is no flexibility. This is one way in which the 

program ensures that the goals of the program are met. 

There are five members in the linguistic faculty and only two of them teach 

TESOL courses. It is a small faculty and usually there are no problems or competition in 

deciding who teaches what. It has been decided according to the specialization of each 

person, and they have been teaching the same courses for years. 
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Faculty have a great deal of autonomy on how they teach their courses. The 

department has master syllabi for the courses. These are brief documents that describe 

the goals of the course and might mention a recommended text, although there is a 

tendency not to do that anymore because texts become outdated easily. When a new 

faculty member is assigned a course, the director of the program gives him/her a sense of 

how the course has been taught in the past, but there is a lot of flexibility for individual 

faculty on how to organize the course. 

Students in the program can have an input in deciding if they want courses added 

or removed. They have an organization called the Graduate Student Advisory Board and 

they also have representation on the Graduate Studies Committee — two students sit on 

the committee. If students would like to see new courses offered, or revisions made to 

current courses, those are the venues where they can make a case. The director 

commented that she thought students could have more success in getting new books or 

topics added to the courses than in changing the requirements, especially in the MA in 

TESOL, because it had been very fixed. She also said that students have outlets to make 

their cases; they can talk to teachers or the director, and they are also encouraged to write 

a proposal although, in the end, it is a faculty decision. Besides, she mentioned that 

graduate students do not often know how changes happen in the curriculum because it is 

a slow process. One more avenue students have to vent their concerns is the written 

evaluations they do at the end of every semester and to which faculty tend to be very 

responsive. If they see a pattern of a desire for a certain change, they pay attention to it. 

Faculty are always revising their courses in small ways based on those comments. 
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The director commented that she had never heard of Robert Phillipson and 

Alastair Pennycook, but she had certainly heard of their ideas in the field of literature. 

She agrees with the idea that the spread of English has supported the expansion of 

American economic imperialism and that somehow the teaching of English around the 

world supports this economic imperialism. She recognizes that this is a complicated 

matter and that part of the desire for English is economically driven which in turn 

signifies both US economic power and the submission to that power on the part of other 

countries. 

She also thinks that it is partially the case that English can be a threat culturally 

and linguistically to some major and minor languages in the world, and that the teaching 

of English outside its borders supports this threat. The idea of English is absolutely 

embedded in colonial history; it was important to eliminate the native languages in order 

to hold power; this is one of the basic principles of colonialism. She has done a great 

deal of work in literature from formerly colonized countries, some in the Caribbean and 

others in West Africa. From her work, she certainly sees that there are elements of 

language loss in formerly colonized countries and there is a sense of whole language loss 

of the African diaspora that you see in the Caribbean. She mentioned that this could also 

be seen in Irish literature. Since language does carry culture to some extent, the question 

is not just the loss of the language but also the loss of culture. She brought back the case 

of the Irish, one that she knows well, and explained that there was an attempt to enforce 

the teaching of Irish in young children; they were required to take Irish, but they did not 

really learn it or particularly care about it. 
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She also thinks that the teachers of English would be complicit with the threat that 

English can pose to other cultures to the extent that they are part of the system and 

complicit with it. 

As a final comment she said it would be interesting to know how much reflection 

is occurring in TESOL programs regarding the politics of what they are doing. In her 

department, more than half of the undergraduate English majors are also teaching majors 

and they are required to take a Language in Society course since this is seen as a crucial 

part of the teaching mission of the Department. For the Department, it is important that 

they know grammar, but it is even more important that all the majors start thinking about 

the politics of language. This course is also required for literature majors. 

4.4.4. The Instructor 

The instructor of this course has been teaching it for the past nine years. She was 

hired in the area of sociolinguistics since this is her area of expertise, and she teaches two 

courses, Sociolinguistics and Language and Culture. Occasionally, she teaches other two 

courses: Language and Gender, and Research Methods. She also mentioned that there 

are other courses that she would like to teach, but unfortunately never has the time. 

In her opinion, the program she is in trains students to be teachers of English. 

Although for many of them, mostly for international students, there is also the possibility 

to become trainers of teachers of English. The program ensures that the goals are met by 

requiring students to take all the courses in the program which cover a great deal of 



185 

language use study. There is also the opportunity to take extra elective courses, if they 

want, such as one on curriculum development being offered at the time of the interview. 

With respect to the language requirement of the programs, she said that it was not 

difficult for students to achieve it. Many of them are non-native English speakers and 

have met the requirement, and those who are native speakers have, for the most part, 

spent time in another country and have knowledge of another language. 

Students do not usually question why this course is required, but they do question 

the connection between certain topics and the acquisition of English as a second 

language. She explained that in this course, she always tries to have her students work on 

languages other than English, but there is a lot of resistance; they want English. 

There are several ways in which this course is related to the teaching of ESL. 

One of them is that they look at cross-cultural differences in communication norms and 

she highlights cross-cultural miscommunication and how easily it can occur. There are 

plenty of examples and students bring many personal experiences to illustrate this point. 

Students in this class also read about different languages, so they get an idea of linguistic 

relativity. Another point that is stressed in this course is that of language ideologies, 

issues of linguistic hegemony, and the standard versus the non-standard language because 

many of the students come in with very conservative notions about standard language and 

what is appropriate and what is not. Students need to understand how these issues are 

dealt with in their own language whether it is Arabic, or Japanese, or Korean, or Chinese, 

as well as in English and then see why this might be relevant to the teaching of English. 

With a better understanding of how their own language system works, they can have a 
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better understanding of different varieties of English and what those might or might not 

mean. 

When we addressed the topics of the course, she explained that she revises the 

syllabus each year and makes small changes to it; what she changes the most is the 

readings. These changes are motivated by how well the readings were received by the 

students of the previous course, and also based on how important she thinks a topic is. 

As an example she mentioned that she used to spend more time on diglossia and the 

speech community and, while she thinks those are important topics, she realized that she 

was very interested in the distinction between diglossia and bilingualism, but that 

distinction was really not that important for most students, so she did not emphasize it 

anymore. On the other hand, in the previous years she did not cover linguistic relativity 

and the Sapir-Whorf hypothesis because she assumed that everybody already knew that, 

but she found that that was not the case and now she spends time on it because it is a very 

important topic. Basically the preparation of a new syllabus every year is based on trial 

and error. 

Many of the topics remain the same. There is always something on code-

switching, power in communication, and language death. She has been spending more 

time on language ideology lately as well as on linguistic relativism. It also depends on 

what other teachers are covering in their courses. She explained that in the recent past 

there was another teacher who was covering in her discourse analysis course topics such 

as narrative structure and rhetorical structure, so she cut down her section on that topic in 
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the Language and Culture course. However, nobody is teaching that at the moment, so 

she reexpanded the topic in her course. 

She explained that she has had a hard time finding readings that she and the 

students like, which at the same time make concepts and arguments clear, and yet are not 

unbearably long or too technical. The class always has a mix of students, some of whom 

are PhD students with a sound background in linguistics who can follow very complex 

arguments, but there are also the MA TESOL students who really do not have much 

background in linguistics. With this wide range of backgrounds, she has to figure out 

how to make each topic she deals with understandable and clear, make her points, and 

make it relatively easy for them to read about. She has never found a text that she really 

likes for this course; it is usually based on a reading packet she puts together, but for the 

course she was presently teaching she had chosen a textbook edited by Richard Bauman 

and Joel Sherzer (1989), Explorations in the Ethnography of Speaking. 

She thinks that in the program at Midwest University students have the right 

number of courses that deal with cultural issues. Besides the Language and Culture 

course, they also take three other courses: Sociolinguistics, Cross-cultural Pragmatics, 

and Discourse. Culture is an extremely important issue. 

But in spite of the many courses that deal with language and culture, there are still 

topics that are not covered and she thinks she would like to add them to her course but 

there is never enough time for that. Some of these topics are Pidgins and Creoles, 

language contact phenomena. World Englishes, and bilingualism. In her course she 

stresses topics such as the ethnography of communication and language acquisition. She 
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tries to highlight how languages are rule-governed even at the discourse level, and so 

even which language you choose to use in a certain situation is not accidental or 

haphazard. In her opinion all topics dealing with culture are very interesting; there is 

nothing that she does not like. Some of the most controversial topics are related to 

standard dialects of English, and she thinks that the one that gives people most trouble 

might be language ideology and some of the work by Jane Hill on English and Spanish 

where the students, especially the native speakers, do not want to recognize that some of 

the ways in which we use language really do have this racist component to them. 

She mentioned that when talking about culture and how it is a part of language, 

the aspects of culture that are discussed the most are those within the context of cross-

cultural differences and norms such as the indirectness of the Malagasy. It appears that in 

this course, culture is not addressed in the traditional anthropological sense, but in a more 

oblique way. She thinks culture is something that needs to be taught. There is a 

definition of culture by Charles Frake that she particularly likes. She read it to me, but 

did not tell me where exactly it came from. It is as follows: 

"Culture is not simply a cognitive map that people acquire, in whole or in part, 
more or less accurately, and then learn or read. People are not just map-readers, 
they are map makers. People are cast out into imperfectly charted, continually 
revised sketched maps. Culture does not provide a cognitive map, but rather a set 
of principles for map making and navigation. Different cultures are like different 
schools of navigation designed to cope with different terrains and seas." 

In her class students do different things. Since they come from many different 

linguistic backgrounds, the data they collect are very diverse; they use these data when 

they work on address systems. For the section on the ethnography of communication, 

they all describe some kind of speech event, and again since their linguistic backgrounds 
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are different, some of them are very interesting; for example, this year there is a native 

Russian speaker and a student who speaks Belize Creole who brought up issues new to 

many students. 

The second paper they have to turn in is an analysis of a narrative they have 

recorded. This is done after they have analyzed Martin Luther King Jr's "I Have a 

Dream" speech in class. For this exercise they have to look at pauses and intonation, 

intonational contours and use of particles, and the actual structure of the narrative itself in 

terms of the way it is organized. There is a great deal of hands-on work besides the 

interaction and participation that naturally occurs in her class. 

All students are expected to participate during the seminar; and there is not a big 

difference between native and non-native speakers' participation. There are particular 

differences; for example, some non-native speakers of English are more interested in 

English, but that is not the case for everybody. Students bring many different examples 

to the class from their own experiences and the teacher thinks it is interesting for 

everybody. A difference in participation occurs in the Sociolinguistics course when they 

have to look at the different varieties of English since, obviously, non-native speakers are 

not going to hear all of the differences. A problem that arises in this course happens 

when she is covering language ideology since most of what they are looking at is for 

English and many of the international students do not have the cultural background to 

understand it in full; also due to this same reason, some of the readings are difficult for 

them to comprehend. 
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She thinks Enghsh is the global language, a lingua franca, and people from all 

over the world want to learn it. The purpose of programs like the one at Midwest 

University is to make it as easy as possible for those that want to learn English. She 

acknowledges that learning another language is always hard, but there is a great deal of 

motivation around the world to learn English. Political and economic factors are the 

main causes for English to have become the global language. Although it is difficult to 

predict how long English will remain in this privileged position, she thinks that in the 

future other languages such as Chinese, Russian, or Arabic could become more important 

than English. 

For her, the most relevant aspects of teaching English are obviously that learners 

of English have to learn the fundamentals of the language itself as well as a great deal of 

cultural material. She is of the opinion that more than being linguistically correct, it is 

important to be pragmatically correct; pronunciation is important insofar as it is not 

unintelligible. This idea is stressed in the program because she does not think that 

students necessarily come with that view, but they have so many courses that deal with 

cross-cultural miscommunication and pragmatic factors and communication, that she 

hopes that they come away from these courses with those ideas firmly implanted, 

although some of them at times come from very traditional rigid approaches to teaching 

language. 

This instructor thinks that probably the benefits of learning English are going to 

be economic for almost all people. And, as far as drawbacks, she thinks that knowledge 

of another language or culture is always a good thing. She added then that "I would 



191 

imagine that some people would think of Americanization of the planet in cultural terms, 

but part of that is also being in contact with the culture, having spent time here for the 

students that are here introduces them to what the culture is and they can bring that 

knowledge back to their own countries and contextualize what they are teaching a little 

bit and also what their students are seeing on television and in stores". She commented 

that she does not discuss these issues in her class since this is another area that she never 

has time for. 

She thinks students who are planning on becoming teachers of English should be 

conscious of the benefits and drawbacks of learning the language and this is discussed not 

only in her class but in other courses too since this is all in the context where students are 

all learning about teaching language and culture to their future students. But some of 

these potential drawbacks, involving cultural imperialism and the Anglophone society in 

general — all in the realm of language ideology — are not overtly discussed because she 

thinks that they are basically perceptions, and the perception of these issues changes from 

one place to another. 

With regards to the idea that the spread of English supports the expansion of 

American commercial interests, and that the teaching of English can be seen as 

supporting American economic imperialism, she thinks it is "the chicken and egg kind of 

thing" since obviously the economic expansion of the US is why people want to learn 

English, and so in this country we are dealing with people who are coming here because 

they want to learn English, and they perceive that there is a desire and motivation in their 

countries to learn English. In her opinion, the economic benefits are quite clear in many 
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cases and they are related to the economic expansion of the US and the globalization of 

US interests. The desire for learning English is out of the control of teachers. It has not 

been imposed on the people; they come with the desire. Some of the desire is driven by 

economic factors, but these have not been imposed on them either. 

She is not very sure whether English is a threat culturally, linguistically and 

economically to major and minor languages around the world, or that the teaching of 

English supports this threat. She said that this is an idea that has been around for some 

time, and gave the example of the French who have tried to stop the French people using 

Americanisms but have not succeeded. She also mentioned the example of the people in 

Mexico who have borrowed many terms from English as well as some aspects of the 

American culture. She thinks that some of these things may be negative, but she also said 

that she does not see a way of stopping this. 

In her opinion, English could be a threat although not the use of the language per 

se. The threat may come from the economic and the social importance of the US around 

the world, and the importance of the entertainment industry and movies in the United 

States, England, Canada, and Australia; those forces could be cultural threats. However, 

she does not see a way to oppose this except by going beyond the stereotypes and talking 

in more depth about US culture. 

She mentioned that her course actually began as one dealing with language and 

political economy. She tried to start with Pierre Bourdieu's and linguistic hegemony, but 

nobody in her class liked reading him, including her. She thinks that at times he 

oversimplifies ideas. She says that the resistance to the hegemony of a language comes 
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from the creation of non-standard dialects and other ways. She has included in her 

syllabus an article by Katherine Woolard (1997) entitled "Between friends: Gender, peer 

group structure, and bilingualism in urban Catalonia" (In Language and Society, 26:533-

60) in which she discusses in some detail political economy and language, but many 

students were not receptive to it because it dealt with languages other than English. So 

she has also included the Rosina Lippi-Green (1996, 79-103) article entitled "Teaching 

children how to discriminate", that deals with issues in standard and non-standard 

English. 

She ended the conversation by adding ".. .but, I think this is an important area 

where I have not really taken it to completely confront the issue of world English and the 

global economy and [its significance] for different cultures. I guess that might be a good 

area to actually address, but there is always only so much time in the semester; therefore 

it is hard to decide what to teach in this course." 

4.4.5 The course 

The name of the course on culture at Midwest University is entitled Language 

and Culture. It was first offered and became required around 1985 because it was 

considered important to introduce students to the problems of cross-cultural 

miscommunication and ethnosensitivity. This course is offered annually and is taken 

mostly by students in the MA in TESOL, MA in TESOL and Linguistics, as well as 

students in the PhD in Applied Linguistics. Besides this course on culture, students in the 

master's programs are required to take two other courses in which cultural issues are 
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discusses: Sociolinguistics and Contrastive Analysis (Cross-cultural Pragmatics). This 

course meets once a week, and unfortunately I could not observe the class because the 

day I visited the campus did not coincide with the day the class was taught. 

4.4.6. The Syllabus 

The syllabus for the course on culture starts with general information about the 

teacher and the course, a brief description of the course, and the required text: 

Explorations in the Ethnography of Speaking. The description indicates the general 

themes the course will cover. She also tells students that the course is conducted as a 

seminar, therefore active participation on the part of the students is expected. This 

section specifies what the requirements for the course are and the weight given to the 

assignments. For this course, the first paper students have to turn in is based on library 

research and the topic is language maintenance; it is worth 30% of the final grade. For 

the second paper, which is worth 50%, students can choose the theme but it has to include 

data collection and the analysis of a text, e.g. a narrative, a sermon, a joke, a political 

speech, etc. 

The topics to be discussed in the course are: forms of address, linguistic 

determinism, relativity, language ideology, ethnography of speaking, endangered 

languages, language maintenance and death; culture, performance and rhetorical 

structure; and code switching. For each of the topics students have to do several readings 

from sources other than the required text. Also, there is a class project every time they 

meet whose theme is in accordance with the topic of discussion of that class. 



195 

4.4.7. The Students 

There are 10 American and 20 international students enrolled in this program. 

After graduation, these students usually teach English abroad and in the US or other 

English speaking country, some of them become teacher trainers, and others enter into 

related PhD programs. During the 1996-1997 year, 5 students graduated from the MA in 

TESOL and Linguistics program and 15 from the MA in TESOL. 

In this particular class there were nine students enrolled, but only three answered 

the questionnaire. Of these three, two are international students and the other, the 

American-bom, is the only one currently teaching (EFL and ESP). They all think this is a 

very good course in itself and think it is useful for their careers as teachers since it helps 

them know about different cultures and the connections between culture and language. 

One student mentioned that there are things about culture that we are not aware of but 

that she thinks are relevant when learning another language. She mentions that she will 

use things such as forms of address and code-switching to help her learners discover their 

own language learning patterns. One of them also thinks it has helped her at the personal 

level because she feels that now she can communicate better with her American 

colleagues. 

The students acknowledged that many topics were covered, but one mentioned 

she expected to have to cover more on US culture and another wished they had done 

more fieldwork. They found that the creative projects they worked on are very useful 

because they allowed them to practice what they have learned and the results can be 

applied in the future. Even though two people mentioned topics they would have liked to 
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cover during the course, namely, dialectology, ethnoscience and body language as an 

expression of culture specific issues, they would not take out any of the other topics 

discussed in class. 

Two of the students mentioned that they liked the fact that there was a great of 

discussion in this class and since most of the people in it are international students, there 

was plenty of exchanging of interesting information concerning other languages and 

cultures. The other student mentioned that the syllabus had been given at the beginning 

of the semester and students were not invited to negotiate any of the topics. Although 

they thought they had many discussions, two of them felt they did not have time for 

debating on cultural issues. 

They all said that learning English is beneficial, but the extent of the benefit has to 

be measured depending on the learner's objectives for learning the language. One of 

them argued there are no drawbacks since it is always to the learner's benefit because it 

will help him/her understand the world better. Another student felt that there are 

potential drawbacks, but these lie in how the language is learned, not in the language per 

se. The other person could not think of any. 

All of them strongly agreed with the idea that culture needs to be taught. Only 

one person explained that this is because language does not exist in a vacuum, and that 

many of us are not aware of the impact that our own cultures have in our lives because 

we have not been made aware of it. With respect to the teaching of US culture, one of 

them stated that she thinks it is important that her students know how her English variety 

differs from others, and that there is no one way of speaking English. Another person 



mentioned that the knowledge of culture in general helps people be more tolerant, and 

knowing about the American culture will help students avoid culture clashes. 

Two of them believe that the teaching of English directly supports American 

imperialism; one said it is due in part to the large investments the US has in educational 

programs abroad, which is one way in which the US expand. The other one accepted that 

it does, but only indirectly since, in her mind, she sees it more as the expansion of the 

values of an international elitist middle class. 

The students saw the teaching of English as a threat if it is promoted as the only 

medium of learning and as the means for academic success, since in this way English is 

being promoted as superior to other languages in the community. They felt that it can 

also be a threat because its expansion contributes to the death of other minority 

languages. The one student who did not share this view of English said that the threat 

lies in the ideologies, not in the language itself, and the language could only be a threat if 

it is the medium for spreading ideologies. 

Two of the students think that teachers of English can be complicit with the threat 

that English can pose. One of them explains that in her case she tries to make learners 

aware of the value of their language and of some of the issues involved in the learning of 

English, and leaves it to them, as adults, to decide what to do with the information given. 

Another one says that what she would do is to compare and contrast native languages 

with English to highlight the advantages of both. The third person said that it could be 

that teachers are complicit, but more than changing the culture people change the 

language so culture is not as affected. 
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4.5. THE COURSE AT SOUTHWEST UNIVERSITY 

4.5.1. The Site 

This institution is a second tier doctoral university. It began in the late 1800s as a 

public, land-grant institution with only one college. Today this educational setting is 

dedicated not just to education, but also to research in diverse fields. 

4.5.2. The Program 

The program at Southwest University is part of the Department of English in the 

College of Humanities. Southwest University offers one degree, an MA in ESL and it 

requires 33 units of credit for its completion, 27 units of required courses and 6 units of 

electives. In the past, the program was an entry-level program which almost anyone 

could enroll in; the program regularly had 90 students. Later the focus of the program 

was changed to concentrate on leadership development, and enrollment was limited to 

around 25 students. Overall the general level of the courses was raised and they were 

made much more demanding. The program does not require students to be bilingual; it 

only requires knowledge of another language since it would be too restrictive if it 

required more from its students. 

4.5.3. The Director 

The position of director in this program rotates among the faculty of the program, 

and the current director of this program has held this position for the last 2 years. The 
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director explained to me that the program aims at the development of leadership in the 

field. In order to enter the program, people have to have previous teaching experience, 

and the selection of admittees is of key importance to the program; a basic characteristic 

they look for in the people they admit in the program is initiative. The term "leadership" 

is conceptualized in many different contexts and levels from moving to a higher position 

from the one the person held prior to entering the program, for example moving from 

being a classroom teacher to being in charge of curriculum development, to going into a 

PhD program in a related field. 

The program has a very collegial environment and, in part, faculty decide what 

they want to teach or mention that they would be interested in teaching a particular 

course. At times faculty are recruited for particular courses; such was the case of the 

course on culture with the teacher who had been doing this job for the past seven or eight 

years. 

The director explained to me that it is not her job to judge the syllabi from other 

faculty, therefore she does not revise them, and teachers have considerable autonomy in 

how they prepare the courses they teach. The major kind of restriction on autonomy 

would be whether there is some issue of articulation, i.e., when one class has to connect 

with another class in some way and there is the need to make sure that certain topics are 

covered in one course before students to get them in the other. 

Formal faculty meetings usually occur once a year. The director remains 

informed as to what is happening in the program in an informal way; she talks to faculty 

members about students and shares general information about the courses with them in 
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causal discussions. Also, when she finds something that could be of interest to any of her 

colleagues, she would mention it to the interested party in a casual form, such as an e-

mail. 

Students do have an input in what happens in the program although the results of 

their queries do not always show up immediately. One of the values that came out of the 

recent academic program review and the questions asked of people who have graduated 

from the program about their perceptions, was that some modifications took place, i.e., 

the comprehensive exam in turn was changed from an actual examination to a portfolio as 

a way of satisfying the graduate college requirement. Now the graduate college has made 

this too optional and the requirement has changed; students are required to write a 

reflective paper, and fill out an exit questionnaire. 

It seems that having a course on culture in the program is expected since no one 

has ever asked why it is a requirement. In general, students do not object to the courses. 

The director mentioned that there had been objections about a required course on testing 

for which students received only one credit; the course was dropped and now students 

have the opportunity to take a course on testing for three credits as an elective. Another 

example of how students' concerns are heard is that they wanted more electives and now 

they have two; in the past there was only one. She mentioned that one thing they struggle 

with is the difficulty of covering everything the program thinks is important within just 

33 units of credit and the problem of always having faculty with the background to teach 

certain courses. 
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The director of the program has a great deal of experience in the ESL field. When 

the names of Alaistair Pennycook and Robert Phillipson were mentioned, she said that 

she had not read them, but had heard of them and was familiar with their ideas and their 

orientation since these ideas have been a part of the ESL debate for many years. In her 

mind there is no doubt that the teaching of English supports the expansion of American 

commercial interests and has imperialistic connotations. She also said that before the 

Americans, the British, by means of the British Council, had set out to support the 

expansion of English and t British culture, which obviously had its economic 

implications. 

The United States has often presented the learning of English in foreign countries 

in a benign way, she explained. People in the US talk about technology transfer, enabling 

other countries to have access to knowledge through increasing competence in English, 

creating bi-national centers for teaching English, and developing an understanding of the 

American culture. The US wants to boost teacher training in order to increase in-country 

resources, so the country would not be dependent on the US. It is hoped that, with the 

country's own resources, they could generate an improved generation of teachers of 

English which presumably then would help them (this is the benign side) to improve the 

standard of living, to modernize. Modernization is always seen as good and when other 

countries become modernized, many of the commodities they buy come from the US. 

The director also mentioned that English could be a threat linguistically and 

culturally to some minor languages around the world although not to major ones. She 

mentioned a meeting she had recently attended to in which the proposal of Denmark and 
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the Netherlands to replace their native languages for English in higher education settings 

is a case in which a threat to minor languages can be perceived. These people feel the 

need to have access to higher education through a "language of wider communication"; 

although in her opinion it did not necessarily have to mean English; it could have been 

German or French. Obviously, other languages such as Chinese, Arabic, or Spanish 

could be the ones chosen in other geographical areas where the need to change the 

language of instruction would come. She does not see the English language posing a 

threat over major languages such as Spanish, Arabic, or Chinese. In fact, she mentioned 

that Spanish itself is a threat to many native languages of the Americas such as Quechua 

and Guarani. 

She thinks that the ESL field in the US has always had an ethnocentric, 

imperialistic attitude that she has always criticized. When they first started to setting up 

TEFL training programs in this country, the people who were attracted into those 

programs were people who, perhaps with all the good will in the world, thought they 

were helping other people through teaching English, but at some level, did not want to 

learn other languages; it was a one-way street. They thought they could go anywhere in 

the world and teach English, but they did not have to reciprocally learn the language of 

their students. A nationalistic hubris was involved in this attitude. 

This problem can also be felt within the US. ESL became opposed to bilingual 

education in the sense that bilingual education elevates the child's language to an equal 

status with English; this is one reason that it has been banned in California and practically 

in Arizona now. It is seen as a threat to elevate other languages to the same status as 
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English, at least in the school system and again she mentioned the case of Arizona in 

which teachers are forbidden to use the child's language. She said that this whole 

political dynamic within the country could be extrapolated at the international level. Yet 

not everything is bad since she thinks that at the individual level there has been a change 

in the character of the native speakers of English who come into ESL. Very often they 

come from another language background and are concerned with how to be better 

teachers. They usually think that it is important to have gone through the process of 

learning another language in order to teach one's native language to foreigners. 

In her opinion, it is necessary to take a longer historical view of the problem, to 

realize that there is a very shallow contact zone of people who have enough competence 

in whatever the lingua franca of the time is. She mentioned that the Roman Empire and 

France in the 19'*^ century were once in the same position that English is now. And in 

those times, as in this one, there are not many people in that contact zone. The mass of 

people is not affected by the power of English today unless they belong to a group that 

speaks one of the minor languages that have no place in the modem international 

economy. In fact, for her, English can never have a profound effect other than through 

loan words; in the past people borrowed from French, now they borrow from English. 

She thinks that English is going to survive as a lingua franca, but will not dominate. She 

sees Chinese as the next language of the world, and culture, for her, is not necessarily tied 

to language. She gave the example of discos in China. She said that there you can see 

the flashing lights and all the other American fads, even the music is Western in style, but 
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the words to the songs are in Chinese. Popular culture has escaped any connection with 

language and it is spreading as youth culture especially. 

For her, it is possible that teachers, through text, can transmit American values 

and culture because it is difficult to separate them. Nevertheless, she mentioned that in 

many countries there is a veneer of people oriented towards things European and Western 

in general, of which the US is a part. This is a phenomenon that occurred in the 20'** 

century and it is seen in the emergent international middle class which has acquired this 

cultural taste for European and Western things. This is transmitted everywhere with all 

the same expectations and a few minor local differences. So, one cannot exactly tie that 

cultural influence just to the United States; for it is also European and can be traced back 

to the French and the British expansions. 

The question, for her, is not whether texts influence people, but how much of that 

is to be related strictly to the US or British culture, and how much is the international. 

Western, middle class culture that the middle classes have been indoctrinated with 

through the school system. She acknowledges that English can have a minimal effect on 

cultures elsewhere, but the principal effect is most likely to be indirectly through 

translation rather than through the actual adoption or use of the language. She said that it 

is known, for example, that American rhetorical patterns are having influence on usages 

in other languages (these patterns being part of culture rather than part of language per 

se), both through direct translation and through training of professionals in various fields 

to write papers and articles in English, so that when they write in their native language, 

they are more likely to follow English models (even back-translating) than traditional 
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native models. The biggest influences are both more obvious and subtler, and though 

they may be expressed in or mediated through language, they do not necessarily represent 

an influence of English per se. She gave the example of rock bands in Yugoslavia which, 

apart from the fact that they were singing in Serbian and were protesting American 

bombing, could not be distinguished from those performances by American musicians. 

She also mentioned fashion malls in Istanbul and Ankara as being fancier and more 

modem than those in many cities in the US, but their being fancy and modem is not 

because of English. English may be the medium for the transmission of ideas of all sorts, 

and these may affect an influential minority in other countries, but initially at least, the 

"agents" of this influence are likely to be people who (a) either know English very well, 

probably having gone beyond what they could acquire from the educational system alone, 

or (b) are getting these ideas via translations. She thinks it would be rare to find teachers 

that have come to have an inordinate admiration for things English or American (or 

Australian, etc.) and who feel their own culture to be inferior, being complicit in really 

trying to change their own culture to be more like the others; this goes ideologically 

beyond the typical pragmatic reasons that are usually given by teachers for teaching 

English. In her opinion, usually only a small elite ever leams English well enough to 

have intellectual and other commerce with native English speakers. 

4.5.4. The Instmctor 

The instmctor for the course on culture has a background in anthropology and 

ESL and is very familiar with the program in general. She has been teaching this course 
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since 1993 and feels it is close to her own training, therefore she feels comfortable and 

knowledgeable teaching it. She feels that language and culture are a critical part of 

training for a language teacher since it is impossible to separate learners of English from 

the cultures they represent and a teacher has to have a good understanding of that. 

Another reason is that she likes to teach at the graduate level. She also mentioned that 

due to changes in the department, this was the last time she would be teaching this 

course. 

It is her understanding that the program aims at the training of students at the 

master's level to become leaders in the field; that its people do not just go out and use 

their degree to teach but use it at the administrative level, and that they write, publish, 

and set the stage for advances in the field. She thinks that faculty in the program have a 

sense that the program is more challenging and that teachers should expect from their 

students more than just getting a degree, that they can perform at a level of leadership in 

the field. It is her belief that all faculty in the program share this goal. 

The syllabus is revised every time she has taught the course, although these are 

not major revisions. The topics and the readings change. Two things have an impact on 

these changes, new things in the field and her experience. Every year there are new 

books and articles being published in the area of the course, and if she likes them and 

thinks they are pertinent, she includes them in the syllabus. An example of this is the 

book by Claire J. Kramsch (1993) Context and Culture in Language Teaching, which she 

had adopted as a text for the course for several years, although she prefers to make her 

own packet of readings. As for her experiences, she is now involved with the teaching of 
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English composition to non-native speakers of English and has learned a great deal about 

second language writing and the influence of people's culture on the way they write. 

She thinks of hers as a survey course for students to get a glimpse of what the area 

is like, and she considers the scope of topics touched upon is quite satisfactory. She does 

not think there are many other topics that she would like to add to the syllabus, but thinks 

that every topic in itself has the potential to be a course. Therefore, she is not of the 

opinion that there should be more courses on culture, but she would like to have this one 

extended over a year to have the time go into more depth on these topics and not always 

be flying through them. The one topic that she has been thinking of lately is racism. She 

has been reading more about it and notes there are people like Jane Hill who are doing 

interesting work in this area. She has not brought this topic in yet because she feels that 

still she is not very knowledgeable about it and she is still debating its importance in the 

ESL field, which makes her feel not comfortable about including it yet. 

When preparing the syllabus, she does not think much about the specific topics 

but of the areas or domains where culture touches language teaching/learning. What she 

thinks of is raising students' awareness of the connections between language and culture 

which are very wide in scope. She always touches upon pragmatics and speech acts 

because they seem to be the logical places where language and culture are connected. 

She also likes to discuss non-verbal behavior because she thinks no one else in the 

program does it, and language and socialization, which aims at having potential teachers 

look at what they have learned culturally along with language, i.e., how they were 

socialized in terms of language. 
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She finds ethnography and ethnographic research of great importance and tries to 

help students understand its value. The way she approaches it has changed from time to 

time, but she always stresses its importance for students' own research projects, its value, 

and how they can use it, do it, and integrate it into their own learning. 

A topic that she added to the syllabus in recent years is that of metaphor. She 

likes this topic very much and has found interesting articles on the developing of 

metaphorical competence in ESL students. 

There is no definition of culture that she really likes, but she has sometimes used 

one that came from the ethnosciences that says that "culture is knowledge of the rules 

that we have about certain things", which is basically a standard definition. In her course, 

she tries to have students generate their own definitions of culture once at the beginning 

of the semester and then again at the end. The purpose of this activity is for her students 

to see if they have adjusted their own ideas about what culture might be. And usually 

what happens is that they start with some sort of basic definition like "culture is a set of 

values or beliefs", and then at the end of the semester that definition has expanded. 

Besides the assigned tasks described in the syllabus, in class students do different 

activities, most of them in groups. Two examples of this are (1) an activity on metaphors 

in which students generate similes in English involving reference to animals, e.g., 

walking like a duck, eating like a pig, and then compare these cross-culturally, and (2) an 

activity at the beginning of the semester in which students are asked to define themselves 

culturally, to tell who they are and what they bring to the class. She also explained that 

she does not usually give tests. Sometimes she has given students mid-term take-home 
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exams. At times she also asks them to give presentations on some of the readings they 

have been assigned. 

Student participation depends on the make-up of the class and on the topic being 

discussed. She explained that at times some of the international students, mainly Chinese 

and Korean, do not feel comfortable with peer discussion and prefer to have the instructor 

lecture at all times rather than having that sort of interaction, but she feels more 

comfortable when there is interaction. She mentioned that speech acts are part of 

everybody's language, which makes it a topic that generates a great deal of discussion not 

just because of the topic, but because the students also talk about how to apply it in their 

teaching. She is not aware that any student has ever asked why this course is required. 

She also thinks it is part of her goal to convince them of the importance of her course. 

With regard to the teaching of English, she thinks that pragmatics is just as 

important as grammar and pronunciation. She also thinks that the teaching of pragmatics 

should start as soon as people start learning the language; there are some programs that 

delay the introduction of this aspect of the language until students have better 

communication skills. She is not sure whether her students share her ideas on the equal 

importance of all the components of language, but she hopes that by the end of the course 

students leave with an awareness of the importance of pragmatics in the learning of the 

language and this is why this course is a critical component in the teaching of ESL. It is 

not possible to teach English to international students leaving behind culture, pragmatics, 

and the social side of language. For her, there are two important dimensions in the 

teaching of English and culture. One is the teachers' own understanding of their own 
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culture and how they present themselves, and the other is to be able to understand the 

other side, the students' culture and where they are coming from. She knows that some 

people, her students among them, think that the cultural component is not as relevant in 

the classroom. 

English is the global language and she thinks it is important to teach it to those 

people that need it to reach their goals in life; it is important for people's careers, 

professions, and education in general. But if English does not fit within their goals, they 

do not need to learn it. English is the dominant language and she thinks that is the reason 

why it is so widely taught; it would be the same with any other language of global spread. 

She also thinks that there are some benefits and value in learning a second language, but 

for the learning of English in particular, it has to be linked with people's personal goals; 

besides, she thinks that if a person is not a native speaker of English, that would be the 

language to learn since it is the lingua franca and probably the one that would benefit this 

person the most in the future. But if Chinese were the lingua franca, the person should 

study Chinese. Besides, she is of the opinion that there are no drawbacks in learning 

another language; the drawbacks are for native English speakers who do not learn another 

language because the rest of the world speaks English. 

The benefits and drawbacks of learning another language, and English in 

particular, are not overtly discussed in her class, and she is not sure of how her students 

feel about this issue, but she thinks that they would not be pursuing their master's degree 

in ESL if they did not think there was some value in learning English. 
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The learning of the culture of a particular language is not always necessary. She 

is of the opinion that if a student is taking a foreign language to fulfill a requirement, but 

he or she is not going to use it much later on, culture should not be considered an 

important aspect of the learning of the language. But if a person is learning the language 

because there is a felt need to interact with native speakers of the language, the person 

should learn something about the culture. 

For the teachers of English in particular, she sees it as a must to have some 

training in what culture is, what it means, how it influences people, how it filters almost 

everything we do, and how students in their class are operating from a different cultural 

place than they are. If they do not, they are unprepared. An important part of teacher 

training is to have teachers understand themselves and their own culture. They should 

also have an equal understanding that the students might be coming from a very different 

place with very different cultural forces at work. This is the awareness that this instructor 

hopes to instill in her course and it also deals with knowing what culture are they going to 

teach. Perhaps they are not planning to teach, but they still need to be aware of culture, 

be considerate of it, and be knowledgeable about it. She is hopeful that she is not 

imposing her own values necessarily on anybody else, although everybody does it to 

some extent since it is difficult to escape who we are. 

She mentioned she had not read the works of Pennycook and Phillipson, but when 

their ideas were explained to her, she had mixed feelings towards their thinking. On the 

one hand she said she did not think it was imperialistic when somebody used the English 

language, but on the other, she mentioned that if a language was to be looked at from a 
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global perspective, it was imperialistic by default since the language brought along its 

values. She hopes this is not always the case. She also mentioned that she sees how the 

teaching of English could be a cultural, linguistic, and economic threat to other 

languages, but said she was not sure if there was anything that could be done about it. 

Whether it is a threat has to do with how it is perceived and implemented in the 

community and how the community with the other language perceives the relationship 

with English. This is why some languages are more threatened than others. Besides, it is 

not just the impact of the language alone, but also the globalization forces acting upon 

these communities which at certain points may be tied to language, but are not 

necessarily governed by language. 

She doubts that teachers of English could perceive themselves as complicit in the 

threat that English can pose to other languages and cultures if they do not oppose it. She 

thinks this is a very good argument for training them better in cultural matters. In this 

way, they do not unknowingly become a part of the threat, but are better aware of what 

they are doing, of the people to whom they are doing it, of they way they present 

language, as well as of the way they present themselves culturally. They also need to 

know they can be perceived as a threat and become more accepting of other ways of 

doing things and more aware of the cultures around them. They should perceive their 

teaching more like a blending or sharing and not as a domination issue. She thinks these 

are valuable issues to bring up, and if she were teaching this course again, she would 

probably want to talk about them in class. 



213 

4.5.5. The Course 

The title of the course is "Cultural Dimensions of Second Language Acquisition". 

This course has been taught at Southwest University since 1989. It began to be offered 

because language is a part of culture and it is important to teach language within the 

cultural matrix in which it is situated. Other considerations were to provide students with 

the necessary elements to carry out a contrastive analysis of the cultures that students 

came from and that of English. 

The class is partly delivered in a lecture format, but more or less half of the time 

is devoted to debates, discussions, and in-class activities. It is offered annually and is 

taken by students in the master's program as well as some in the PhD program. There are 

no other required courses on culture in this program although there is a course on critical 

pedagogy taught in another department which can be taken as an elective. 

The course fits into the program in the sense that it aims at the developing of 

awareness about culture and the variables that culture can bring to language teaching and 

language learning. 

4.5.6. The Syllabus 

The syllabus for this course is divided into five sections. The first section 

contains general information about the teacher, her office, office hours, etc., as well as 

the title of the course and its identification number in the English department. The 

second section describes this as an introduction to major issues dealing with language and 
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culture, and identifies the audience as those who will be teaching and/or learning about 

cultural differences in the context of a second or foreign language classroom. 

The third section covers the course requirements and the grading system used. 

Students in this class are expected to write three short papers. In the first paper students 

need to write a description of a communicative event, for the second one they need to 

work on a case study and describe, using an ethnographic approach, the cultural 

adjustment of a particular aspect of life of a person from a culture different from the 

student's. For the third short paper, students need to describe a brief non-verbal 

communicative event they have observed from an ethnographic perspective, addressing 

issues of time, space, proximity, silence, gender, age, and role differences (if applicable). 

Students also have to write ten abstracts and responses to readings; these need to be done 

in the style used by academic journals. They also need to work on a three-part project. 

The first part of this project requires a research paper on a topic on culture discussed in 

class; the goal of this paper is to do some original research in the area of language and 

culture as they relate to second language acquisition. Based on the information collected 

in the paper, students need to write a lesson plan which is the second part of the project. 

The third part is an oral presentation to the class of the paper and the lesson plan. 

The fourth section spedifies the course materials. This time there is no required 

textbook for this class; students have a packet of readings. The last section is a 

description of the topics to be discussed during the semester. The course is divided in 

four main themes: teachers as ethnographers, understanding the analysis of 
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communication, language use: communication and miscommunication, and culture in the 

classroom. 

The topics covered in unit one are: questions to ask about culture, understanding 

ethnography, ethnographic descriptions, language and socialization, ethnomethodology, 

and metaphors. The topics discussed in unit two are: the ethnography of communication, 

gender issues, and other related approaches. The topics in unit three are speech acts, 

apologies, Grice's analysis of speaker's meanings, politeness and issues of face, the 

Bulge theory, politeness in the classroom, cross-talk, non-verbal communication, silence, 

culture in conversation, and speech accommodation. The last unit is devoted to culture in 

the classroom, authentic texts, and the assessing of cultural materials. 

4.5.7. The Students 

Total enrollment in the program in recent years has been between 25 and 40 and 

the number of international students comprises 35-50% of the enrollment each year. 

During the 1996-1997 year, 10 students graduated from this program. 

Some MA/ESL graduates have gone on to further study in PhD programs. Others 

have found positions directing programs in adult learning, intensive English, and teacher 

training in the United States and in countries around the world. 

Five students answered the questionnaire. Four of them are not American-bom, 

and for three of them English is not their native language, their native languages are 

Romanian, Spanish, and Japanese. All five students are currently working with adults. 



Four of them work at the university in diverse ESL programs, and the other person 

teaches in the pubUc adult education sector. 

Four of these students agree that teaching has political implications. One person 

mentioned that everything we do has political implications and teaching is not different. 

Another student complemented the previous statement by saying that teachers have an 

influence on their students, and teachers' political views reveal themselves through the 

materials they choose, the comments they make on papers, and the activities and 

assignments they require their students to do. Besides, education in general is the "gate" 

that controls who has access to the resources of society and the way that modem societies 

condition and train people to be "productive members of society". Therefore, people 

who are poorly taught have limited opportunities. The institutions, namely the 

government and other large organizations, that have a vested interest in education, also 

have an interest in maintaining the status quo and are concemed with what is being taught 

to students. One student who stated that she did not think teaching had political 

implications said that because she had "never thought of it when teaching." 

This latter person also thinks that the teaching of English in not necessarily a 

political act, in opposition to the other four. These students think it is a political act 

because it is the language of the most powerful country in the world; it entails the 

globalization of the English language in detriment to some minority languages; English is 

the language of commerce, technology, and world culture which grants people access to 

better positions. Another person added that while teaching English, we are implicitly 
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instilling not just the teachers' political ideas, but also those of the country that the 

language comes from. 

Four of the five students thought that it was fairly difficult to suggest that the 

teaching of culture or language could ever be removed completely from political reality, 

which appears to cover the entirety of human interactions within or across cultural 

groups. Besides, students should be aware of some of the "side-effects" learning EngHsh 

may have on them, on their culture, on their language, and on the world at large, and 

apparently many learners of English do not necessarily make these connections 

themselves. These students thought it is important to raise learners' consciousness. The 

one person who said she did not, stated she did not know about politics, therefore she did 

not discuss those issues in her class. 

In general, students were very happy with the program in general because they 

prepared people both to teach since the courses were useful and to continue with a PhD. 

The curriculum was broad and covered many topics although none of them were fully 

developed, and one person added that she would have liked to have more links to 

practice. One person found the program very difficult, but acknowledges that it helped 

her improve her English skills. One person wrote, "the program, like most education 

programs, is what you make of it." 

Students were also happy with the courses in general, but different people found 

different courses more beneficial than others. Also different students mentioned different 

courses they would have liked to have taken such as the Psychology of Language, 

Sociopolitics of ELT, and Biliteracy; a student also mentioned that she would have liked 
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to see the program include seminars on topics related to language acquisition, e.g., 

learning strategies and styles, the role of affective factors, curriculum design and teaching 

adults with special needs. One of the non-native English speakers commented she would 

have liked a course on how non-native speakers of English can teach ESL well in the US 

or anywhere in the world. Also two people mentioned that they thought it would nice if 

the program would offer the possibility to choose between a specialization in a more 

teaching oriented program and one oriented towards research. But in the end, students 

should know what the program consists of before they join it and this program is clear 

from the start that it is a research-focused program rather than a pedagogy or culturally 

oriented one. One student mentioned that it is impossible to keep all students happy and 

that "being critical is a large part of being in graduate school." 

In regard to the course on culture, three students mentioned that they liked the 

variety of topics touched upon since they were useful and helped them see the large 

picture of culture. But when something is gained, something else is lost and seeing the 

bigger picture prevented them from looking at some important issues more in-depth. 

Another person mentioned she did not have any expectations and felt that she had already 

taken many courses in areas related to culture. The only reason for her to take this course 

was that it was a requirement. 

In spite of the fact that the course was generally liked and the topics were 

interesting, not everyone thought of the course as being very practical. Basically the 

course follows the orientation of the program which is theoretical in nature. Also, they 
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would have liked to touch upon the following topics: ethnographies of literacy, and 

literacy as a social practice 

For one non-native English speaking student, what affected her perspective on 

culture, more than the course itself, was living in the country and being in direct contact 

with the language and the culture. But for another international student, this course 

widened her personal definition of culture and provided her with invaluable insights for 

doctoral work. For another student, the course taught her the value of ethnographic 

research. And for another student, more than the course itself, the program has provided 

her with knowledge about the culture of academia in a large research oriented school. 

Not all the students who answered this questionnaire feel that this course in particular has 

better prepared them for research although most of them think the program in general 

has. 

For these students, culture is a theoretical entity, a shared system of beliefs, 

traditions, and ways of communicating by means of a common language in an agreed-

upon context and form. Therefore all of them find it very important that teachers of 

English know about their students' cultures and of the culture of the English-speaking 

country they represent. At the same time, it is also important for learners of English to 

know about American culture. Consequently, they all teach about aspects of the 

American culture in their classes. 

All but one of the students thought that the teaching of English modifies the 

learners' own cultures. The main reason for this is that education in general changes, or 

at least modifies, people's perspectives on the world. Another argument for this change 
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is that people are constantly changing as individuals, and learning English is just one 

more factor having an effect on who they are. They see these changes as something that 

works for the better because a person who knows about the cultures of other people is a 

much richer person, more open, more tolerant and understanding of possible cultural 

problems. The one person who was not in agreement wrote that she wished it were the 

case because from her experience at the moment of answering the questionnaire, she did 

not feel her Mexican students were making any changes in their culture at all in spite of 

the fact that they were in the United States and were learning English. For her, it takes 

more than just the learning of a language to change a person's culture. 

In the same way that the learning of English has an impact on individuals, the 

massive learning of English by people of a culture or nation has an effect on that culture 

or nation. But one of the students said that any interaction with people, be they from the 

same culture or not, affects culture. But in general, students think that the effect that 

English has on other cultures and languages is not necessarily for the better. 

4.5.8. Class Observation 

This class meets on Wednesdays from 4:00 to 6:30 p.m. There are fifteen 

students in the class and most of them are women. The topic to be discussed in class was 

that of speech accommodation and two students presented it. The first student worked on 

the practical side of it and asked her peers to do two different exercises. In the first 

exercise students had to answer in English and in their native language what they would 

say to someone who complimented them on their looks and on the shoes they were 
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wearing. They classified their answers according to different semantic formulas. In the 

last part of the exercise they had to compare their answers with those written by people 

coming from cultures different from their own. 

The second exercise consisted of a list of things they would do to help a friend, 

whose proficiency in the language was intermediate, to prepare for a test. The students 

shared their lists with the class, and then the presenter explained the dynamics of 

interaction between native speaker (NS) and non-native speaker (NNS) according to four 

different dimensions. 

The second student presented on the theoretical part of communication 

accommodation theory by explaining its roots, how and why it happens, how it affects 

communication, when it is appropriate and inappropriate, and some of the common 

strategies people use when accommodating. She also asked the students to do an 

exercise. This exercise was about the meaning of words which are part of the jargon 

frequently used by college students. This was a difficult exercise because only one 

student was familiar with that vocabulary. 

The instructor then posed a very interesting question. She asked the students what 

college students would think of their teachers if they heard them using this jargon. The 

discussion then moved to the differences between prototypes and stereotypes, and from 

them to how people accommodate and to how females are more prone to accommodate 

than males according to some studies done in the area. 

The instructor also commented on subjective and objective accommodation, the 

different varieties of English and how a person can use them to keep distance or to get 
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closer, to get a particular job. Besides these two kinds of accommodation there is also 

what is called 'perceived' accommodation and gave an example. 

She ended the class by talking about the Kluckhohn Model of Variations in Value 

Orientations and how there is a limitation as to what can be taught in terms of culture and 

in communicative competence in general. The students did an exercise following the 

Kluckhohn Model in which they had to identify the categories in which they perceived 

their native cultures to be. The conclusion of the exercise was that it was very difficult to 

categorize communities under the given categories since there were many variations and 

issues to take into account. 



223 

5. COMPARATIVE ANALYSIS OF INTERVIEWS WITH THE DIRECTORS OF THE 
PROGRAMS AND THE INSTRUCTORS OF THE COURSE ON CULTURE AND 
THE STUDENTS' QUESTIONNAIRES 

5.1. INTRODUCTION 

In the first two sections of this chapter I consoHdate and compare the answers to 

the in-depth interviews given by the directors of the four ESL programs, and do the same 

f or the responses given by the four instructors of the course on culture. The third part of 

the chapter deals with the answers to the questionnaires given to students in the course on 

culture. 

In the section devoted to the interviews with the program directors, the answers 

are separated into three sections. The first deals with questions related to the Directory. 

The second section concerns the ESL master's program in general. The third section 

discusses the directors' beliefs about the influence of the ELT profession on other 

languages and cultures. 

In the second part of the chapter, I discuss the answers to the questions for the 

instructors' interviews. This part is also divided into three sections. The first section 

deals with questions related to the program in general and how the course on culture fits 

within the program. The second part is geared towards the course on culture in 

particular. And in the last section, I discuss the teachers' behefs on the impact of the ELT 

profession on other languages and cultures. 

The third part of the chapter is devoted to the students' answers to a questionnaire 

that was sent to them since they were not interviewed. This section is divided into four 

subsections. The first part is devoted to general information about the students' 
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backgrounds and present activities in the TESOL field. The second part deals with their 

thoughts on culture, and in the third part I discuss their thoughts about the course on 

culture. The last section is devoted to their thoughts on the teaching and learning of 

English. 

The approach I take for the analysis of these data is called cross-case pattern 

analysis. This is a strategy used for analyzing standardized and semi-structured open-

ended interviews (Patton, 1990). Basically, the method consists of grouping the answers 

to the same question together or clustering them into topics from the interview guide, 

since all the relevant issues will not be found in the same part of each interview. 

5.2. COMPARATIVE ANALYSIS OF THE DIRECTORS' INTERVIEWS 

The interviews with the directors of the ESL Master's Programs took place during 

a two-month period and were conducted at the sites where they worked. The format of 

the open-ended interview for the directors had eleven questions. These questions were 

then grouped into three categories. 

5.2.1. The Directory 

The purpose of these first two questions was on the one hand to make sure that the 

information found in the Directory was accurate, and on the other to know why the 

program was listed in it. 
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5.2.1.1. Accuracy of the Information Found in the Directory 

In response to the first two questions of the interview, it was found that with all 

four institutions there were some mismatches between what the directors knew about the 

program and what the Directory said. Some of the changes had come into effect for the 

year 2001-2002, but some of it was outdated from before. Of course, as is stated in the 

Directory, any mistake in the information is not the Directory's fault since the 

information is printed as it is received. These mismatches and others found during the 

first stage of the research while requesting the syllabi on culture led me to think that not 

everyone pays attention to what is being published in this particular book. However, the 

information on the course on culture was correct for the four programs. 

5.2.1.2. Reasons for Having the Program Listed in the Directory 

The reasons for listing the programs in the Directory are varied, and most 

programs offered more than one explanation for doing so. In three of the programs it is 

seen as a recruiting tool; this was the most common answer. In addition, the directors 

also see it as a "regular thing," as one of the directors said, or as another one pointed out, 

"they invited us." Two directors mentioned their strong affiliation with TESOL and the 

importance of being a member of the organization. However, as Ellen Garshick, the 

editor the Directory, said to me in a personal e-mail, the programs listed in the Directory 

do not need to be affiliated with TESOL. Also, the director of one program commented 

that they have their program listed in the Directory to provide professional information. 
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and another director said to me that they have used the Directory to learn what other 

programs are doing when they have been in the process of revising theirs. 

5.2.2. About the Program 

The questions in this section were geared towards the program in general. The 

directors answered questions related to the aim of the program and what they do to ensure 

that its goals are met. They also talked about the process for selecting the instructors for 

the different courses of the program and in particular for the course on culture. Also in 

this section, the directors commented on the instructors' autonomy in creating the 

syllabus for the course on culture and the input students in the program had with respect 

to the program in general and the course on culture in particular. 

5.2.2.1. Aim of the Program 

When asked about the aim of the program, three of the directors mentioned 

teaching as their goal; however, they expressed it in different ways. One of them said 

they tried "to cover all the possible audiences that a TESOL instructor may be teaching;" 

another said their aim was "to provide public school teachers with the credentials to work 

with second language populations in public schools" and in a later question commented 

they were "purely state-driven." Another said they were geared to "get students 

prepared to go out and teach" and added, "It's a very practically oriented program." Only 

the director at Southwest University did not mention the program's interest in teaching 

per se, but said that they focus on "leadership development." She explained that 
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leadership could be at many levels: "It can be within a school or a school district." They 

also interpret leadership as a situation wherein someone goes from the classroom into a 

more responsible position, such as being in charge of the curriculum or eventually 

becoming a school principal, basically a position in which the person is required to make 

more informed decisions. Also, going from the Master's program into a PhD program is 

an example of movement toward leadership. 

5.2.2.2. Meeting Program Goals 

In response to question number five, which asked how they ensured the goals of 

the program were being met, again, three directors mentioned that the development of the 

curriculum/syllabi was the main means to ensure the goals were being met. Two of the 

directors gave an answer that matched the goals they had mentioned in the previous 

section. The director who had said they tried "to cover all the possible audiences that a 

TESOL instructor may be teaching" explained that through syllabi they make sure they 

"touch relevant concerns for all the different audiences," and that they carefully design 

the assignments to allow maximum flexibility to suit everybody's needs. 

Additionally, the director who mentioned that their program was purely "state-

driven" said that they had carefully planned their master's course outline to meet the state 

requirements; she also mentioned that they had very good teachers on whom they can 

rely to meet the goals of the program. The third director was not quite sure as to how 

they ensured that their goals were met, but mentioned that "if all the courses are 

absolutely required, and there is no flexibility" it is because they had taken time to select 
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carefully everything students needed to do in order to have them "prepared to go out and 

teach." Once again, the director at Southwest University mentioned something different. 

She said the assessment was done informally, "just talking to other faculty members, 

sometimes sharing information, questions, talking about students, but there is no formal 

process." 

5.2.2.3. Selection of Teachers for the Course on Culture 

When asked about the process for selecting the teacher for the course on culture, 

three of the directors answered that faculty volunteered to teach the course, and that it is 

usually based on their background and interest in the subject; they also mentioned that 

this process is more or less the same that is followed for all the other subjects. Two of 

them also mentioned that since they were a small program, there were no problems 

among them when deciding who was going to teach what. Only one program, the one at 

Lakeside University, had a different take on the teaching of the course on culture. They 

mentioned that the teacher of this course had to have a Master's degree, although some of 

them also had PhD's, and they also needed to have experience working with second-

language children; she said that they also found it preferable that these teachers were 

bilingual and/or bicultural. She said that for the most part the process is a combination of 

volunteering to teach the class and being picked to teach it. She also mentioned that this 

is usually the first course new adjuncts teach because "it does not require linguistic 

background or a lot of expertise in certain areas like some of the others [courses] do." 

Basically, at the universities where the programs are not so large, there is a collegial 
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atmosphere and the decision about who teaches which courses is based on faculty 

consensus on what courses they want to teach. However, in larger programs or when 

dealing with junior faculty members, some of these decisions are taken at a higher level 

and people are chosen to do the job. 

5.2.2.4. Teacher Autonomy 

When the directors were asked how much autonomy teachers had in preparing for 

these courses, the answers varied from moderate to considerable to complete autonomy. 

However, the directors of all four programs had different approaches to this issue. In the 

program in which faculty seem to have greatest autonomy, the director mentioned that the 

major restriction on autonomy would be whether there was some issue of articulation 

when one course connected with another in some way, but for other courses they relied 

on the faculty themselves. The director of this program did not mention having a course 

outline, but said that she did not request the syllabi from the teachers every semester; she 

mentioned that in the program there was a collegial atmosphere and everybody was 

equal. 

In another program with a great deal of autonomy, there was a master syllabus 

which was a one-page-long document in which the goals of every course were described; 

from there on, faculty could develop their syllabi in any way they wanted. 

The director of another of the programs mentioned that teacher autonomy 

depended on two things: One factor was if faculty were full time or adjunct, since 

adjuncts were expected to stick to the prescribed program and were provided with all the 
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materials and handouts, although they did not insist that people follow the syllabus 

"slavishly." The other constraint on autonomy would be if the course to be taught was a 

required, lower-level course, basically a prerequisite for another class; people teaching 

upper-level courses had more autonomy. 

Although the director described faculty as having "complete autonomy" she also 

stated that in certain curses the program had sometimes specified textbooks that 

instructors had to follow and they also revised the syllabi that instructors drafted. Also, 

instructors were evaluated every semester and if they noticed something, they talked to 

the instructors about it. She finally mentioned that every term they had a meeting with 

adjuncts to update the courses. However, there were never any problems with the course 

on culture; it ran very smoothly and they never had to interfere with how it was taught. 

5.2.2.5. Students' Voices 

When asked about the students and the students' concerns about the course on 

culture, the directors unanimously agreed that they had never had a problem coming from 

the students about this particular course. They mentioned that this was not the case with 

most of the other courses. Also, all the directors stated that in their institutions and 

programs, students had different avenues through which to raise their concerns about the 

program in general and the courses in particular. Some of the venues in which students 

could make comments about their concerns were the evaluations of the course at the end 

of the semester, talks with the instructor of the course and/or the director of the program 

as well as with boards or committees designed for this purpose. In one program there is 
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an annual meeting in which faculty and students get together and talk about coming 

changes and what their mutual feelings are about what is going on in the program. In 

another program students are encouraged to write a proposal for the desired changes. 

Also, two of the directors mentioned that in spite of their efforts and commitment 

to listen to students, changes take time to happen. Curriculum change is slow and for the 

most part, once an issue is raised and taken care of, the change comes into effect the next 

semester or year and generally does not affect the student(s) who raised the issue. 

5.2.3. Beliefs on the Impact of ELT on other Languages and Cultures 

In this section, I discuss the answers the directors of the programs gave to three 

questions about expansion of the English language and its relation to the support of the 

expansion of American commercial interests, the influence of the English language on 

other languages and cultures of the world, and the role of teachers of English as 

promoters of this expansion and possible threat. 

5.2.3.1. English and the Expansion of American Commercial Interests 

All the directors agreed, to different degrees, with the statements of Pennycook 

(1994) and Philippson (1992), who assert that the teaching of EngUsh directly or 

indirectly supports the expansion of American commercial interests, and who view this as 

a means of supporting American economic imperialism. Their comments went from "I 

would very much agree with that," to "teaching English certainly has a potential to be 
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hegemonic, there is no doubt about that," to "personally, I do," to "to some extent there is 

some truth to that." 

In later comments they expanded on their responses. One of the directors 

commented that English could also be taught in opposition to the system, meaning that 

one can actually teach students "all sorts of possible variations" to actually help them 

"subvert the system" because culture is not monolithic. Another director mentioned that 

learning English was something that people wanted and that one must try to present it in a 

way that is not offensive. 

Another director mentioned that part of the desire for learning English was 

economically driven, and thus it signified US economic power and the degree to which 

other countries are in submission to that power. One of the directors viewed English 

instrumentally, and thus teaching did not involve that much ideology. She saw English as 

"just a tool that can help you subvert that ideology as well as sustain it." The other three 

directors concurred that the teaching of English involved some sort of imperialism. 

One of the directors also explained that in their state, in order to become a 

schoolteacher in the public system, one has to be an American citizen and those who are 

not are given a six-year license to become citizens. She saw this as a form of 

imperialism. 

5.2.3.2. English as a Linguistic and Cultural Threat 

With respect to their opinion about English being a threat, culturally, 

linguistically, and economically to some major and minor languages around the world. 
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and whether they agreed that the teaching of English supported this threat, direcotrs' 

answers varied a great deal. One of them said that she thought it was true that a number 

of languages today are threatened; another one said, "yes and no, for minor languages, 

yes;" but certainly not for major languages. Another director said it was partially the 

case, and another one was not sure. 

In their explanation to this question, they all agreed that it was not the linguistic 

and cultural aspects of language alone that constituted a threat to some of the languages 

of the world but also the globalization of the American economy, the commercialism and 

materialism, as well as the fact that some people are subjugated to more powerful 

economies and languages. 

Some other issues that were brought up in the discussion of this particular 

question was the fact that there is a hierarchy of languages. Some languages are not seen 

as vital or important so their speakers choose to use a language of wider communication 

to educate themselves. The directors by and large agreed that the expansion of English 

has not been imposed on anyone; people are choosing to learn English. They see it more 

as a supply and demand issue about which they can do nothing. 

One of the directors also noted that she had been critical of the early ESL teaching 

movement in this country because of its ethnocentric and imperialistic attitude. When 

TEFL training programs were first set up in this country, "thepeople who were attracted 

to those programs were people who, perhaps with all the good will in the world, thought 

they were helping other people through teaching English, but at some level, did not want 

to learn other languages, so it was a one-way street." 
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The director who did not agree with the statement explained that she thought 

people could maintain their culture and their cultural identity and still be bilingual and 

even be bicultural. Then she added that in order to be bicultural one has to accommodate 

along the way, but that in general she knows many people who are very good in English 

and "maintain their culture fine." 

5.2.3.3. Teachers of English as Accomplices of the Threat 

This last question referred to the fact that if language and culture are closely tied, 

English could also be a threat to some cultures around the world, and that teachers of 

English can be accomplices in this threat if they do not oppose it. The responses to this 

question ranged from "it (English) is potentially a threat" and "it is a threat to some 

extent, basically in the ways that we are complicit with the system" to viewing this as "a 

very critical aspect of the teaching of English." One of the directors dubbed it "a tough 

question." 

One director suggested a solution to the apparent dilemma by insisting to students 

that culture is not monolithic. She explained that a great deal of variation is possible, and 

insisted that if students are learning English they are only doing so because they have an 

interest. Also, she mentioned that we should stress the notion of "code-switching 

culturally." She thought that there might be times when to get what one wants it might be 

convenient to speak English, and it might be convenient to participate in the behaviors 

that go with that discourse to be successful, but this did not require permanently adopting 

that behavior. 
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Another director offered a historical explanation. The expansion of English is 

embedded in colonial history. It was seen as necessary to eliminate the speaking of the 

native languages in order to hold power, which is one of the basic principles of 

colonialism. 

Yet another director argued that historically there has always been a "shallow 

contact zone" of people who have enough competence in whatever the lingua franca of 

the time is and gave the example of Latin during the Roman Empire and French in the 

19th century. Now English is in that position, yet there is still such a small number of 

people who are in that contact zone that the mass of people are not affected, unless they 

speak one of the smaller languages that has no place in the modem international 

economy. English can never have a profound effect other than through loan words and 

translation, or training of professionals in academic discourse structures. In the past 

people borrowed from French, now they borrow from English. She stated her belief that 

English was going to survive as a lingua franca for quite a long time, but she did not 

think it was going to come to dominate. Her belief was not that teachers would be 

complicit to the threat if they did not oppose it, but that the fundamental issue was the 

emergence of an international middle class. Much of its culture comes originally from 

Europe and is "transmitted everywhere with all the same expectations and a few minor 

local differences." 

Two of the directors reflected on how much master's programs in TESOL were 

doing about this, how much attention they were paying to the politics of language, and 

how much critical thinking was given to these issues. One of them added that it would be 
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interesting to bring criticism to the issues that texts for learning English deal with because 

she saw texts as a form of indoctrination or propaganda. She believes that we often just 

deal with the superficialities of culture instead of the deeper cultural beliefs and values 

underlying them. 

5.3. COMPARATIVE ANALYSIS OF THE INTERVIEWS WITH THE 

INSTRUCTORS OF THE COURSE ON CULTURE 

The interviews with the instructors of the course on culture took place at the same 

time as the director's interviews and were also carried out at the site where they worked. 

The interviews for the instructors followed the same open-ended format of the directors' 

interviews, but were longer. The instructors were asked a total of 34 questions. For the 

purposes of the analysis, these questions are also grouped in three general categories. 

The first set of questions is about the program in general and how the course on culture 

fits into the program. The second set of questions is about the course on culture; it deals 

with issues such as syllabus preparation, course activities, and student participation in 

class. The last section is the same as the last section for the directors' interviews and is 

about the answers the instructors gave me on their perception about the expansion of the 

English language and its relation to the support of the expansion of American commercial 

interests, the influence of the English language on other languages and cultures of the 

world and the role of teachers of English as promoters of this expansion. 



5.3.1. About the Program 

In this section I describe the answers given by the instructors with respect to the 

aim of the program, what the program does to meet its goals, the second language 

requirements for the students in the program, and how the course on culture fits within 

the larger picture of the program. 

5.3.1.1. Aim of the Program 

This first part of the interview asked three questions. The purpose of this section 

was to see whether the directors and the teachers shared the same view toward the aims 

of the program. In responding to this question, two of the instructors thought of the 

program as a teaching-oriented program; the aim of the program was to train teachers of 

English. Another instructor mentioned two different goals, one was to fulfill the state 

requirements for ESL and Bilingual Education and the other was to enhance the 

understanding of the students in the program. The instructor of the fourth program 

commented that the program aimed to help their students become leaders in the field by 

training them to do research and publish and also enabled them to work at the 

administrative level. 

5.3.1.2. Meeting Program Goals 

There were varied perceptions of the instructors as to how the program ensured 

that its goals were met. However, three of them said that the course and course syllabi 

development played a very important role in the reaching of the program's objectives; 
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one of them mentioned flexibility in the design of the assignments, another mentioned the 

time spent on language use study, and another one mentioned that the coursework was 

challenging and more elevated than in other programs of its kind. 

Two instructors mentioned the importance of having faculty know what the goals 

were and their working together to achieve them. They said that they had discussions in 

which they talked about these issues. Two other comments in one program were that 

since there was always more than one instructor teaching any given course, the required 

textbooks were a unifying factor that helped different instructors meet the program's 

goals; another instructor mentioned that in her program, faculty sent the message that 

they were expecting more of the students and that students got the message early in the 

program. 

5.3.1.3. Second Language Requirements 

The programs vary a great deal in their second language requirements, but none of 

these programs requires the students to be fully bilingual (except for the non-native 

English speakers, who must have high speaking and writing skills in English). The 

requirements range from required competence in another language, to recommended or 

highly recommended competence in another language having knowledge of another 

language, to having no second language requirement at all. This last mentioned program 

is the one at Lakeside University that goes by the state requirements, and the state does 

not have any second language requirements for ESL teachers, only for bilingual 

endorsement. (In this latter case, students need to pass a state test. The instructor at this 
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program felt it was unfortunate that the state did not have any second language 

requirements for the students in this kind of program because she knew that some of them 

had never been exposed to other languages or cultures). 

All the instructors agreed that at least some knowledge of another language was 

necessary to be an ESL/EFL teacher. They think empathy is necessary and knowledge of 

another language helps one relate better with students since the instructor has gone 

through a similar experience. Also, if one knows another language there is a better sense 

of one's own, and the understanding of another language is important to make the 

students good language teachers. However, as one of them pointed out, insisting on a 

high level of bilingualism by requiring native English-speaking students to have 

communicative competence in another language would cause the program difficulty in 

finding participants. Another instructor mentioned that in their program they had many 

students who were non-native speakers of English and so they already had fulfilled the 

second language requirement. Native English-speaking students, for the most part, have 

spent time in another country and usually have knowledge of another language. 

5.2.1.4. The Course on Culture and the ESL Program 

The instructors were asked how the course on culture fit into the program. One of 

the instructors mentioned that in her program all courses were considered equally 

important. Another instructor mentioned that the course fits in the sense that it is 

important that K-12 teachers have some notion that they are working with different 

discourses, that there is not one main-stream discourse. For those who teach abroad. 
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there should be some idea as to what it is like to live in another country and teach in 

another educational culture, and for international students who have come here, she 

assumed that since they had decided to come here to get their education that they wanted 

to "at least to pick up some of the beliefs, values, and methodologies that we teach here." 

So for them, the challenge is trying to help them figure out which of this they can take 

back and practice at home. 

5.2.2. About the Course on Culture 

In this section the instructors answered questions about their experience with this 

course and their reasons for teaching it. Some questions are aimed at the design of the 

course on culture in particular. These questions explore the rationale behind the 

instructors' choices of the topics they teach, what they leave out of the program and why, 

what their definition of culture is, the approaches they take in this course, the activities 

students do in class, and their view of the students they teach. 

5.3.2.1. Experience Teaching the Course on Culture 

In three of the programs this course is taught yearly and in the other it is taught 

each semester. The four instructors for this course on culture all have a great deal of 

experience in teaching this course, and the amount of experience they have is very 

similar. Two of them have taught this course six times, one of them seven, and another 

five. 
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5.3.2.2. Reasons for Teaching the Course on Culture 

All the instructors gave more than one explanation as to why they teach this 

course. Two of the instructors mentioned the importance of the course in the training of 

ESL teachers, and see the course as a means to make students realize that to be competent 

language teachers they have to pay attention not just to the language but to the 

conventions and behaviors that lead to success. Two other instructors mentioned their 

academic background as a reason for their teaching this course. One of them was hired 

because of her sociolinguistics expertise, and the other because her training in 

anthropology made her feel comfortable teaching language and culture. One of them 

explained she did not have much say in the courses she gives; in her program people 

rotated. She also mentioned that this course was usually given to teachers who did not 

have classroom experience, but in her case it was not unusual to be required to teach that 

course. Three instructors talked about their feelings. One of them said she loved 

teaching, another one said she liked what she did, and another one mentioned she liked to 

teach at the graduate level and thus enjoyed teaching this class. 

5.2.2.3. Syllabus Revision and Preparation 

The instructors unanimously stated that they revised the syllabus every time they 

taught the class and they always made changes to it. They explained they did not remake 

it from scratch, and every now and then some of them made major revisions. In one of 

the programs, the whole department put the syllabus together, but individual teachers 

could add things to it. Some of them focused mainly on the readings and others on the 
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activities in their changes. Some made the changes based on how well something went in 

the previous class, others in light of what they had learned in the previous year, the 

readings they had done, and sometimes based on personal experiences they had had and 

the things they had done in the field. Some also thought of the group of students they 

had, their needs and their backgrounds. Some of the changes were made based on how 

important they thought certain topics were or how readable and understandable the 

articles were. However, they all mentioned that some of the topics stayed and some 

tended to be changed from time to time. The instructor from Lakeside University who 

teaches this course each semester mentioned that she tended to get bored if she kept 

things the same, so she made some of the changes because she needed to keep herself 

interested in order to keep the class interesting. 

5.3.2.4. Choosing the Topics for the Course on Culture 

The answers to this question were incredibly diverse. One of the instructors 

commented that she had built her syllabus by trial and error; she would introduce one 

topic one year, and if it did not work, she would pull it out the next; however a lot of the 

topics remained the same. 

Another one commented that she had inherited the syllabus from the previous 

teacher and that she had built on it through the years; what she saw as important was to 

raise students' awareness as to what they were talking about when we talked about 

culture, and how it connects with language teaching. But in general, she considered her 

class a survey course and did not expect anyone to go into too much depth in it. 
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A third instructor commented that what was important for her was not the specific 

topics but the domains where culture and language teaching touched; it was important 

that students had this background. 

Someone else commented that she did not work on the syllabus alone, but that the 

faculty worked on the syllabus as a committee and they revise it in the same way. One of 

the difficult issues to deal with at those meetings, she commented, was that while 

everybody seems to be in agreement about which issues should be included, they have to 

follow the state guidelines and objectives very closely; therefore, there is not much room 

for changes or innovations. 

With respect to the topics that are always in the syllabus, some of the instructors 

mentioned them in a list form. The topics that they mentioned include: 

intercultural communication theory 

the value continuum and value orientation 

the discourse model of language learning with emphasis on pragmatics 

pragmatics and speech acts 

code-switching 

power in communication 

- language death 

linguistic relativism 

rhetorical structure 

verbal and non-verbal behavior 

politeness systems 
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the utiUtarian discourse system, and 

language ideology. 

As one of them put it when describing the topics of her course, "It is a huge range." 

They also went a little bit further and explained the reasons for some of the 

choices they made. Some of their explanations were: 

"The relation between text and context is important because there is so 
much in the context that is assumed and unless it is clear we will not be 
able to understand anybody. 

The concept that literacy is more than just decoding but knowing the 
practices of a discourse so teachers can learn how to scaffold and help 
their students become literate. 

The link between pragmatics and speech acts because that is kind of the 
logical point where culture and language are obviously connected. 

The non-verbal behavior part of the syllabus is always there because I do 
not think anyone else in the program does that and somebody needs to. 

Language and socialization is an important topic. Potential teachers can 
look at themselves and understand how they were socialized in terms of 
language. 

It is most important that teachers learn how to create a classroom that is 
independent from society in the sense that the stereotypes that we have 
cannot find a place in the classroom and thus children can feel safe. 

I consider it crucial that my students know of the struggles of minorities in 
the United States and how important it is for them to know their rights. 

The explanations for why they change topics in the course from one class to the 

next were all different too. One of the instructors explained that she did not change 

topics anymore, she only emphasized or de-emphasized them, depending on the students 

she gets in a particular year. Another instructor explained that she did not change the 

topics much, but did change the readings. She also explained that some of the changes in 
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them. Another explained that the changes in her topics depended on the current politics 

of the state at the time she is teaching the course. The fourth instructor explained that she 

has changed her ethnographic section a number of times, not the topic per se, but the 

focus she gives to it. One topic that she has been focusing on lately is that of metaphors, 

developing metaphorical competence in ESL students, which she thinks vaguely falls 

under ethno-methodology. 

5.3.2.5. Need for More Courses on Culture 

The answers to this question varied, depending on the program. One of the 

instructors thought there were enough courses on culture; they require four courses: 

language and culture, socio-linguistics, cross-cultural pragmatics, and discourse. Another 

instructor thought of the question more in terms of having the course extended over a 

year so she could go into more depth on the topics she already deals with. The instructor 

in another program thought that the approach to the course on culture was very much that 

of the tourist culture and that it did not prepare students for the challenges they faced day 

in and day out in the classroom. She thought that culture was extremely important, but 

with this approach to culture she thought it would not really help the students and 

therefore they should not be obliged to take more such courses. The last instructor to 

answer this question mentioned that they regularly offered a course in sociolinguisties 

and she would like to offer it more often because the only contact they had with 

sociolinguistics is what they got in the course on culture. She also mentioned that she 
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would like to teach a course on teaching writing that would take a discourse approach. 

She also observed that in the course as it is right now, they spent a great deal of time on 

theoretical aspects, and it was difficult to bring these to the classroom and see who they 

can be applied. 

5.3.2.6. What is Left Out of the Course on Culture 

All the instructors interviewed felt that there was something else they would like 

to include or to address in more depth. Basically, they concurred that the reason these 

themes/topics were not dealt with was time. As one of the teachers said, "... every topic 

in here could be a course," which made her feel as though she had to merely breezing 

through everything the course covered. 

Some of the topics that the teachers would like either to cover or treat in more 

depth were: writing, bilingualism and culture, critical thinking, applying theory in the 

classroom, pidgins and Creoles, world Englishes, and language contact phenomena. 

However, their versions of what they purposely decided not to deal with in the 

course on culture were of a different nature, and the reasons for not dealing with them 

were for the most part of a nature other than time. One instructor mentioned that she 

could not think of anything that she would leave out on purpose; she thought that most 

topics in this area were very interesting, but some of them were controversial and thus 

would give people some trouble. She specifically mentioned language ideology as the 

one that gave her students the most trouble, but she dealt with it in the classroom anyway. 
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Another instructor left out the topic of learning styles since she hoped it would be 

covered somewhere else. 

The other two instructors mentioned racism and homosexuality as topics they did 

not deal with because they did not feel comfortable discussing them in the classroom. 

However, their reasons for not dealing with these two topics varied. One of them 

mentioned that her discomfort in dealing with racism derived from her lack of knowledge 

about it, but mentioned that she would like to talk about it in the future. The reason the 

other instructor gave for not dealing with homosexuality was that she did not feel 

comfortable with it at a personal level on the one hand, and also because she thought it 

would be hard for the students to deal with this particular issue. 

5.3.2.7. Definition of Culture 

The instructors were asked if there was a definition of culture that they liked. 

Only one instructor gave a straightforward "yes" to the question and proceeded to read 

the definition. The definition she liked is by Charles Frake (1977) and it reads as follows. 

Culture is not simply a cognitive map that people acquire, in whole or in 
part, more or less accurately, and then learn or read. People are not just 
map readers, they are map makers. People are cast out into imperfectly 
charted, continually revised sketched maps. Culture does not provide a 
cognitive map, but rather a set of principles for map making and 
navigation. Different cultures are like different schools of navigation 
designed to cope with different terrains and seas. 

Another instructor gave her own perspective on culture. She asserted that culture 

is something dynamic and only noticeable when one enters in contact with a different 

culture. She said culture is the way you do things. The other two instructors stated that 
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they had not yet found a definition of culture that they liked. However, one of them said 

that she liked the point made by Scollon and Scollon (1995) about culture. She said that 

these authors described culture as "a discourse system that is defined in terms of 

nationality or ethnicity." She liked this definition because it allows for a wide range of 

possible discourse systems and she thought that people moved from one discourse system 

to another several times a day, permitting intercultural communication to be more 

accessible. Another instructor was more emphatic in not having found a definition of 

culture that she liked, but mentioned that she has sometimes used one given in the ethno-

sciences which says that "culture is a knowledge of the rules that we have about things." 

5.3.2.8. Approaches to Culture in the Classroom 

Instructors were asked whether culture was something that needed to be taught 

and what were the approaches to culture that they dealt with in the classroom. 

In response to the first question, three of the instructors responded with an 

emphatic "yes." One of them added that she thought so because of the utilitarian 

discourse approach she takes towards language teaching and that the only reason one 

learns a language is to be successful in what one is doing, and we have to teach culture 

because culture is the conventions, the behaviors, the things that go with language. If you 

do not know those, you will not be successful. Another instructor added that this is how 

we start making people aware. 

Only one instructor stated that she was not so sure about it. She explained that it 

depended on the goals for learning the language that the person had. She gave the 
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example of learning Spanish in college in the United States and mentioned that if the 

students were learning the language because they had to get through two years of foreign 

language and were never going to use it, she did not see that it mattered too much. But if 

they were going to learn Spanish and go to Spain or Mexico or South America, and 

interact with people and really wanted to be fluent, it would be better if they learned 

something about the culture of those places. It would be a huge error not to do that. 

However, she also mentioned that she would not want to send teachers of ESL into a 

class who do not have some training in what culture is, what it means, how it influences 

people, how it filters almost everything we do, and how students in a class are operating 

from a different perspective of culture. If we as teachers do not offer them any of that, 

the teacher is unprepared. 

This same instructor went on to explain that there is a difference between teaching 

culture and developing an awareness about culture. She said that when she is preparing 

teachers, she wants them to have an awareness of all the variables that culture can bring 

to language teaching. In her class, she asks her students to define themselves culturally 

because it is important to her, as part of teacher training, that teachers understand 

themselves and their own culture. She also explained that even if the purpose of a 

particular course had nothing to do with culture per se, a teacher needed to be aware of 

her culture and hopefully not impose her values on anybody else. She added, however, 

that this was to a degree unavoidable because we cannot escape who we are. 

In relation to the approaches to culture that they dealt with in the classroom, one 

teacher was not sure as to what her approach was. The other three mentioned different 
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approaches. One of them is basically concerned with what goes on in the school when 

teachers are confronted with children with different cultural backgrounds. For her, the 

most important thing is how to make the classroom safe for all children and this can be 

achieved by creating a new culture in the classroom. Another instructor said that her 

main concern is to highlight that languages are always ruled-govemed, even at the 

discourse level and that nothing is accidental or haphazard. The other instructor said that 

for her the main goal is that her students understand the basics of intercultural 

communication and cross-cultural adaptation. For this instructor, her concern is that one 

cannot stop at teaching language for the language's sake, but within a context in which it 

would help the learner succeed wherever they want to use that language. 

5.3.9. Activities for the Course on Culture 

The instructors were asked about the purpose of the activities their students had to 

do in the course on culture. They all responded that their students did many different 

activities and the purpose of those activities varied. In one course, there are three basic 

kinds of activities. One is the posting to the course site blackboard. This is an Internet 

site in which the students of a given course can have discussions. The purpose of this is 

to generate discussion on topics that are important but for which there is no time in class. 

By means of the virtual blackboard students can express their opinions and see what the 

opinions of others are. Another activity is homework. These are assignments designed 

for students to have experience on certain matters. And the last activity is what this 

instructor refers to as tasks. By doing this activity, students are no longer talking about 



251 

personal experiences but are expanding their experience by carrying out some field 

research. Another instructor commented that in her class students do many different 

things. Since her students are from many language backgrounds, they bring a lot of data 

to class and they look at them from different perspectives, depending on the topics they 

are dealing with at the time. They also have to analyze narratives. In class they analyze 

Martin Luther King, Jr.'s "I Have a Dream." Another instructor mentioned that her 

students did two kinds of activities, and that many of them are group work. One type of 

activity is directed to awaken their own cultural awareness. Another type of activity is 

about activities that they can do in the classroom to help children feel more comfortable 

with themselves. Another instructor mentioned that she did different things for each 

topic. She frequently gives her students a midterm which is usually a take-home, but 

does not give them a final test. Also, she requires them to write a research paper at the 

end of the semester. 

5.3.2.10. Students' Participation 

The instructors were asked whether students participated in class, if they noticed a 

difference between American and international students, and how much the international 

students contributed to the enrichment of the course. All instructors mentioned that there 

was discussion and participation in their classes. Only one said that she wished there 

were more time to engage in discussion. However, all pointed out that there are 

differences between American and international students. One instructor stated she had 

to work harder with international students since it would not be fair otherwise, because 
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they needed to keep up with American students. Nevertheless, she indicated that origin 

was just one way in which her students differed. She mentioned that students in her class 

have different concerns depending on the people they teach and these concerns also 

contribute to the discussion in her class. 

Another instructor said that it was generally the case that native English-speaking 

students were more interested in English, but that many of them had also lived abroad 

and they also brought up many other issues in the classroom. Another instructor showed 

a preference for international students. She said that in her case, most of the "Caucasian" 

students did not have much experience outside their own environment and for her it was 

nice to have African-American students because they contributed a lot to the class. She 

also mentioned that African-Americans participated more than international students 

because the latter sometimes did not say much. Another instructor stated that she felt that 

most international students thought that they were not getting their money's worth if the 

teacher did not lecture, but it was hard for her to lecture all the time so she always had 

time for discussion in her class. Also, students contribute to the enrichment of the course 

in many different ways. 

They also talked about different ways in which students contributed to the 

enrichment of the class regardless of their origin. One of the instructors indicated that 

she had a website for the class in which students regularly write postings. These postings 

usually determine the direction that she takes when presenting new material the following 

class period. She also stated that she shared meaningful contributions that particular 

students had made with the class. Another instructor said that, in spite of the fact that the 
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contributions made by the students in her class are balanced between native speakers of 

English and non-native speakers, there are a couple of areas she had had problems with. 

She pointed out that when the time came to study the dialects of English, native speakers 

of the language could hear all the differences, but non-natives could not. The other 

theme she had problems with was that of language ideology. She said that most of the 

themes and issues they are studying dealt with the English language, and international 

students just do not have the cultural background that sometimes is necessary to interpret 

and really understand these concepts. She indicated that they even have difficulty with 

some of the readings for the same reason. 

Another instructor mentioned that some native English speakers alluded to the 

fact that their ancestors came to this country as immigrants, and they learned the 

language, and they do not see why today's immigrants seem to have problems learning 

the language. For her, it is easier to deal with students who are part of a minority or are 

immigrants because they are more interested in reading about other cultures; they have 

seen movies that help enhance the understanding of the class content; they already come 

to the class with ideas, and in that sense they are more helpful. 

Another instructor said that she had made a change in her class recently. She 

explained that, instead of the lecturing all the time, all students presented readings from 

articles to the class. She mentioned she enjoyed the change, but she was not sure how the 

students felt about it. 
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5.3.2.11. Benefits and Drawbacks of Learning English 

The instructors were asked whether there were benefits and drawbacks in learning 

English, and whether they discussed these issues in their course on culture. 

They all brought up the benefits of learning another language, since having 

knowledge of another culture and another language is always a good thing in terms of 

building understanding between different cultures. Some of them mentioned that there 

were some benefits in learning English in particular. One of them said that the most 

obvious were the economic benefits. Another instructor indicated that for immigrants 

who live in the U.S., it is important to learn the language. That way they could 

communicate well, but she also hoped that the learning of the new language was not at 

the expense of their native language. And another instructor mentioned that, in principle, 

she could not be in this field and not think that there was some value in it, and then added 

that most of the world speaks English now, so one could argue that if you had to study a 

second language and English is not your first language, then it is probably a good one to 

study; but according to her, that is simply common sense. 

As for the drawbacks, the instructors expressed very different opinions. One of 

them mentioned that she could not really think of major drawbacks. She thought that 

some people would think of the Americanization of the planet in cultural terms, but part 

of that is also being in contact with the culture, having spent time in the United States. 

She also mentioned that one of the drawbacks would be a sense of cultural imperialism if 

the student is not from the US or Anglophone society, but these potential drawbacks, if 

they are drawbacks, would be perceived differently in different societies. For the 
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students who are here being trained as ESL/EFL teachers, it is important that they are 

introduced to what this culture is and later they can bring that knowledge back to their 

own countries and contextualize what they are teaching.. This could also have an effect 

on the understanding of what their students are seeing on television, the Internet, and in 

stores. Another instructor mentioned that there were no drawbacks in learning another 

language, and we all should learn four or five. She felt the drawback was for the U.S. 

because since everybody speaks English, people here do not have access to other 

languages. Another instructor mentioned that she pointed at the fact that English should 

be mandatory as a foreign language in many countries and that, in many cases, the 

average person in a particular country or culture might not ever have a particular need to 

communicate in English. She thinks that in countries where this is the case, English, at 

an early age, needs to be introduced as pragmatically as possible. 

However, not all of them discuss these issues in the classroom. Two of the 

instructors mentioned that they did not discuss these issues in class, but they see the 

importance of them. One of them mentioned that they discuss international discourse in 

class and the other said that these issues should come up in the context of language 

ideology, but that was not something she discussed in her class in an overt form. Another 

instructor said she was not sure whether she dealt with these issues, i.e., the benefits and 

drawbacks of learning English, in class, but thought that many people were not aware of 

this. And only one instructor stated that she discussed these issues with her students. She 

also said that along with these issues she also discusses the importance of keeping the 
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first language, but unfortunately many immigrants equate good English with success and 

only want their children to learn English. 

5.3.3. Beliefs on the Impact of ELT on other Languages and Cultures 

This last section of the instructors' interviews discusses the instructors' 

perceptions regarding the impact that the English language has on other languages and 

cultures, how the expansion of the language contributes to the expansion of American 

commercial interests around the world, whether English can be seen as a linguistic and 

cultural threat to other nations and cultures, and whether the teachers of English can be 

seen as accomplices of this threat. 

5.3.3.1. English and the Expansion of American Commercial Interests 

The instructors were asked first if they knew who Ali stair Pennycook and Robert 

Phillipson were, then were asked if they agreed with a statement in which these two 

authors suggest that English directly or indirectly supports the expansion of American 

commercial interests, so that the teaching of English could be seen as a means of 

supporting American economic imperialism. Two of the instructors mentioned they were 

familiar with theses authors and their ideas, another was not so sure, and the other one 

said she did not know who they were. As for their feelings towards the teaching of 

English and its support of American commercial interests, they had different responses. 

One of the instructors mentioned that there was no doubt that the teaching of English 

certainly has a potential to be hegemonic, and added that "the more people who learn 
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English in some ways, the more people who are participating in that international 

business discourse." But she also suggested that, on the other hand, if one is teaching 

people the behaviors and conventions and saying that culture is not monolithic and that 

there are all sorts of acceptable variations possible, you may actually be helping them to 

subvert the system. This is based on the idea that English is just a tool and that is does 

not carry that much ideology with it. Basically, she summarized by saying, "It's a tool 

that can help you subvert that ideology as well as sustain it." 

Another instructor mentioned that she sees this problem as a-chicken-and-egg 

one, since economic expansion of the US is the reason why many people want to learn 

English. People come to the United States because they want to learn English and they 

also perceive that there is a desire and motivation to learn English in their home 

countries. The economic benefits, she thinks, are quite clear in many cases, and they are 

related the globalization of US interests. However, she mentioned that she doubted that if 

English were not taught, people would not start using other languages and dealing with 

other countries. She said that it is not possible to control the desire people have to leam 

English; the motivation comes from them, it is not imposed. She also added that people 

who do know the language benefit from it. 

One instructor mentioned that "certainly these days the US is a very powerful 

country and that when a country is in that position, it can impose its language on others." 

She said that knowing English opens doors and people are able to work in more places if 

they have the language. However, she also mentioned the effects the media have on 
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other cultures, and continued describing how they portray Americans as very successful 

people and create the desire for others to learn the language and be like Americans. 

Finally, one instructor mentioned that she did not think there was an "intent in 

imperialism," but she also said that thinking in terms of global issues, where English 

goes, the values and other things too, and after a short reflection she added. "But the 

reality strikes me that they [Pennycook and Phillipson] probably are not too far off." 

5.3.3.2. English as a Linguistic and Cultural Threat 

The instructors were also asked whether they agreed with Phillipson and 

Pennycook's idea that English is a threat, culturally, linguistically, and economically to 

some major and minor languages around the world, and that the teaching of English 

supports this threat. Three of the instructors agreed with the statement, and the fourth 

was unsure about it. However, one of the instructors mentioned that a number of 

languages were threatened today because of the globalization of the US economy, but at 

the same time there were people making efforts to try to preserve those languages, even 

though she was not very optimistic about the success of their endeavor. She also 

mentioned that in spite of English's being a threat, it is something we are helpless about, 

since the learning of English is not being imposed on anybody, and the teaching of 

English around the world was just a simply response to a demand. However, she 

acknowledged that supply and demand are part of the capitalist system of the United 

States. 
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Another instructor seemed to agree with this one in that she felt there does not 

seem to be much that people can do about the expansion of English, but she also 

mentioned that the threat is in the eye of the beholder. Basically, what she meant is that 

the threat lies in how the implementation of English is perceived and put into practice in a 

given community and how this particular community perceives its relationship with 

English. She also mentioned that there are some languages that are more threatened than 

others and gave the example of Native American languages that are dying at a very fast 

rate, versus other languages such as Spanish, which no matter how much English 

influence its speakers may have, it is difficult to see any of the Spanish-speaking 

countries switching to English as a first/national language. She also mentioned that the 

globalization process has a lot to do with the impact English has on other cultures, and 

even though this process is tied to language to some extent, it is not necessarily governed 

by language. 

Another instructor said that the only way people can oppose economic policies or 

political views of the US is after they have learned and understood the English language 

well. The only thing she said she would regret is that in this process they would end up 

giving up their own languages, even though she is also of the opinion that a person can 

never be one hundred percent immersed in a new culture. She also mentioned that the 

problem per se is not new. It has happened in the past with other powerful countries such 

as France and its language, but the problem today has an added ingredient and that is the 

media not only in the form of radio and TV, but also movies, Internet, and new forms of 

communication, as well as improvements in transportation, which makes the influence of 
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the language much more pervasive. And, in spite of understanding that the problem is 

serious, she thinks that there are bigger problems in the world such as arms proliferation 

and the decrease in biodiversity that outweigh the language issue; she also thinks that the 

blame cannot be placed on only one country, namely the US, since the elites of other 

countries are ready to do whatever it takes if that brings them material benefits. 

Lastly, one instructor mentioned that this problem is not new, since the French 

have tried for years to stop Americanisms from entering the language to no avail. But 

she acknowledges that it is not just the terms that enter the language, but also that cultural 

aspects are being borrowed by communities all over the world. However, in her eyes, 

this is something that cannot be stopped. She says that the English language per se is not 

the threat; it needs to be linked to economic and social forces not only from the US but 

also from England, Canada, and Australia. 

5.3.3.3. Teachers of English as Accomplices of the Threat 

This last question of the interview asked the instructors whether language is 

closely tied to culture, and if the English language posed a threat to some cultures around 

the world, teachers of English would be complicit in this threat if they did not oppose it. 

One of the instructors mentioned that since teachers were part of the machinery, they 

should be directly complicit; however, she also thinks that the teachers do not see 

themselves as complicit in this process. She thinks that problem is something that has 

happened before in history and that it is what inevitably happens when a country becomes 

powerful. 



261 

Another instructor commented that variations are possible; she stated that if 

people are learning English; they are doing so because they have an interest. However, 

she mentioned that students could be taught that opposition can be accomplished by 

understanding that culture is not monolithic since there is an assortment of variations in 

the language, and by stressing the notion of code-switching because on many occasions, 

to get what you want, it may be convenient to speak English, and it may be convenient to 

participate in the behaviors that go with that discourse to be successful, but when one 

walks out the door afterwards, one does not have to continue doing it. She also thought 

that the expression "if they do not oppose it" was an interesting addition to the question, 

and added that it could be a potential threat. She also mentioned that these aspects of 

learning English are taught and emphasized in her class. However, she believes that if a 

person is in the school system, her job is to educate, and to educate means to socialize 

people into practice. A teacher needs to make sure that students understand school 

practices while respecting students as individuals and respecting the fact that they have 

variation outside the classroom; they have different cultures just as all teachers do. For 

her, the job is very clear; it is socialization, and it is successful when we respect and 

understand the fact that not everyone is coming from the same background. She also 

thinks that there are no easy solutions, but we have to look carefully into what is expected 

of students and try to find the essence of that and try to teach that to ESOL students so we 

can try to shortcut the system. It is maybe very optimistic to think that we can do that, 

but we at least have to try. 
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Another instructor commented that she was not sure she agreed with the first part 

of the question, i.e. that Enghsh is a threat, since in her view there are many other factors 

causing the spread of cultural elements from the Anglo culture. She also expressed the 

view that she found it difficult for teachers to oppose this threat except by going beyond 

the stereotypes and talking in more depth about US culture. 

Finally, another instructor said she found it hard to think that teachers would think 

of themselves in those terms. However, she also mentioned that teachers needed to be 

trained in cultural aspects in more depth since they need to be aware of what they are 

doing and to whom they are doing it. They also need to be aware of the way they present 

language and how they present themselves culturally. Teachers of English do not 

necessarily perceive English as threat; some of them may see it as something neutral, but 

the fact is that they need to know that they may be perceived as a threat at times. So, for 

these teachers whose personal goal is to remain as neutral as possible, they will have to 

back off on how they present themselves as teachers and as speakers of English, and also 

they will need to be more accepting of other ways of looking at things and doing them. 

They will also need to be more aware of the cultures around them so that their teaching 

style is more of a blending or sharing and not a domination issue. 

5.4. COMPARATIVE ANALYSIS OF STUDENT QUESTIONNAIRES FROM THE 

CLASS ON CULTURE 

Two slightly different questionnaires were designed for the students to elicit a 

broader range of responses. Mid-Atlantic University and Mid-West University received 
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version A of the questionnaire, and Lakeside University and Southwest University 

received version B. These questionnaires were posted on the World Wide Web, but also 

print copies were given to the instructors in case they would be more suitable. Three of 

the four institutions chose the printed version. Students filled out the questionnaires, put 

them in an envelope, and gave them to the instructor who mailed them back to me. 

The questionnaires have four sections. The first section deals with information on 

the students, and the second section is about culture in general. The third section deals 

with issues pertaining to the course on culture, and the program in general. The fourth 

section is about the learning and teaching of English. Unfortunately, not all the 

questionnaires were answered in full, nor did everyone respond fully to the questions 

asked. 

The rate of response varied greatly among institutions. The lowest number of 

questionnaires received was 3 (out of 9 students enrolled in the course on culture; 33%) 

from Midwest University. I received 6 (out of 15; 40%) and 8 (out of 23; 34 %) from 

Southwest University and Lakeside University respectively. The highest number and 

percentage of responses came from Mid-Atlantic University with 20 (out of 28; 71%). 

So as not to let the differential response rates affect the analysis by giving greater 

weight to one group of students, I chose to use the three questionnaires from Midwest 

University and five questionnaires from each of the other institutions. The questionnaires 

were randomly selected, still in their sealed envelopes, by my committee chair. The total 

number of questionnaires used for this analysis was thus eighteen. 
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5.4.1. General Questions 

This section asked questions such as whether they were international students, the 

expected graduation date, and whether these students were currently teaching and in 

which setting. 

Of the eighteen students, 8 are international students, 9 are American, and one 

person said she was raised here and in a South American country and did not identify 

with either group. With respect to their graduation date, four students from one 

university did not answer. Of the other fourteen, the average year of graduation is 2002. 

Eleven of the 18 students work. Their work settings are varied. One of them is 

doing her practicum in ESL at a local high school, another student teaches English in a 

public adult education setting, another teaches ESL to native Spanish speakers, one more 

teaches English for Special Purposes, three students work in elementary school settings 

and the last four in college settings. Of those teaching at the college level, three teach 

ESL and the other teaches English composition to non-native English speakers. 

5.4.2. About Culture 

The main purpose of this section was to find out whether students thought culture 

was something that needed to be taught, and if so, what aspects of culture they thought 

were important to teach and if they did so in their practice as teachers. Most of the 

students think that culture is something that needs to be taught although there are 

differences in the degree to which they assert this. Some students have very strong 

opinions and made comments such as "most definitely", "it is unavoidable", and "no 
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doubt about it", but other students, while agreeing with the statement, were more cautious 

and made comments such as "yes, but carefully" and "yes, but to an extent". Some of the 

comments expressed in relation to the importance of the teaching of culture were: a) a 

language is more than just words; it also includes social interaction, pragmatics, and 

behaviors that go with it, b) languages do not exist in a vacuum; they are nourished and 

starved by cultures depending on the societies within which they exist, c) culture, 

language, and language learning are deeply intertwined, d) teaching the culture of the US 

or any other English-speaking country can facilitate the understanding of the English 

language, and e) knowledge of culture helps in being more tolerant, and communicating 

more effectively; it helps to avoid culture clashes. Two people did not answer the 

question, and one person said she did not think culture needed to be taught, but did not 

add any comments to the statement. 

As for the aspects of culture that they thought were relevant to teach, many 

students did not answer the question. The ones who did answer have differing opinions. 

Since they are currently teaching in US settings, they consider it important to teach their 

students about the community they live in and how to survive in the environment in 

which they find themselves, the cultural norms and etiquette of the country they are in, 

and the discourse systems that are used in the different types of communication. 

There were other interesting comments made by students about culture. One 

person said that whatever we, as teachers, do in class reflects our own culture and it is 

transmitted whether we realize it or not; and another one added that since we teach 

through our own perspective, the teaching of culture can be skewed. Another person 
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mentioned that she thought culture should be an integral part of other subjects/courses 

such as geography, communication, philosophy, and any other applicable course because 

of the many ways culture can be approached. 

As for whether they teach culture in their classes, one person said not everyday 

and that she does it mostly in "transition" courses (employment class); a couple of people 

think they are not doing enough about the teaching of culture; but one also added that she 

hopes to improve on this particular aspect now that this course has broadened her 

knowledge about it. Another student mentioned that if she saw that people were 

interested, she let students in small cooperative-learning groups engage in cultural 

activities. Another student said that she works with cultural issues in all her classes, 

namely. Math and Language Arts and that she works on topics such as self-awareness, 

life skills, communication, intercultural communication, and cultural awareness. One 

more student explained that she teaches ESL students about the culture of the country she 

represents because she thinks it is important for them to know how English varieties 

differ from one another. She explains that they need to know that there is no one-correct 

way of speaking English. Another student added that as a teacher, she can only open 

students' eyes and guide them to their own discoveries and investigations into the 

similarities and differences between people in the world because in her mind any direct 

teaching of American culture will be unnecessarily politically oriented. One last person 

added that she thinks the most important thing to teach about culture is that it varies from 

place to place and from person to person and thus teachers cannot teach what to expect 
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from a person of a particular culture since everyone is first and foremost an individual 

and what may apply to one person of a certain culture may not apply to another. 

5.4.3. About the Course on Culture 

Most of the students who answered this questionnaire stated that the reason for 

taking this course on culture is that it is a requirement for the program they are in. Two 

people gave different reasons; one said that it looked interesting and another one that she 

wanted to study some peculiarities of the US culture. 

Many of the students think that this course is interesting and good; two people 

added the adverb "very" to these two adjectives, and three rated it as excellent. One 

person simply rated it as adequate, two said, "so, so", and one was not quite sure about 

the course. Some of the reasons why they gave the course an average rating have to do 

their particular expectations. One person said it was based on academic settings, i.e. 

universities and high school and little on other educational settings such as charter 

schools. Another person mentioned that the course does not focus enough on how to deal 

with multicultural issues in classes or how to teach communication skills. One more 

person feels that extensive fieldwork would have made many of the issues more 

immediately relevant, and another expected the course to focus more on American 

culture. Another person, a non-native English speaker, mentioned that she has found 

more interesting than the course on culture the fact that she is experiencing a different 

culture personally and most of her insights come from first-hand experiences. 
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Since there are international students in each of the courses, the discussions and 

debates that emerge, in the courses that allow them, are interesting in many ways. On the 

one hand there is the topic being discussed, but on the other students bring their own 

points of view on certain cultural styles into class discussion and some students 

mentioned how interesting it was to notice the different ways in which people from other 

cultures interact and exchange information, and also to leam from them about the 

peculiarities of the languages they speak and cultures they represent. 

On the other hand, some of the comments made that explain why the course is 

good were that topics were insightful and informative. The comment made most often 

was that this course would help them communicate better with peers and students, and 

within and between cultures. This course has helped them to be more open-minded and 

more aware of differences in general and particularly in the classroom. These two 

perspectives have been gained not only because of the readings, but also through the 

participation and contribution of other members of the class and the fact that the very 

classroom is a mixture of cultures. 

Several students mentioned that it was fun to leam about other cultures and 

customs, as well as the connections between language and culture in other cultures and 

languages, not just British and US culture. Another person mentioned that in this class 

she has learned skills for life and travel, another that she now has a better understanding 

of discourse systems and another one mentioned that this course would enable her to help 

her learners discover their own language leaming patterns. 
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It also happened that the same issue, namely, the number of topics covered in the 

course, was what one person liked best because it showed her the larger picture (in her 

opinion, other courses go into a lot of depth on one topic and lose perspective), but what 

another person liked this feature least; she would have preferred to have covered fewer 

topics in more depth. 

Students also feel that it is not just the topics that make the course motivating, but 

they find the readings interesting and relevant. They have also benefitted from their 

peers' comments and insights, and the assignments that students find meaningful and 

help them build knowledge in the content area contribute to the success of the course. 

One student mentioned that she really liked having to write responses to the readings 

because it made her think about them; it went beyond just skimming for detail. However, 

some did not find the assignments varied enough, and others thought that they were long. 

Obviously, since the culture courses at the different institutions have different 

aims, students think of the course in terms of how it suited their particular needs. In one 

program, for example the course is theoretically and research oriented, and is aimed at 

improving research skills such as data collection, and the handling and analysis of these 

data. In this program, the students that are particularly interested in research find the 

course to be helpful, but some who are not really interested in doing research would have 

preferred a more practical course, i.e. one that dealt with cultural issues that could show 

up in the classroom. The format of the course also affects the way students perceive it. 

The course at another program had a lecture format and some of the students complained 
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that there was not enough time to discuss and debate issues that they considered 

important. 

All in all, very few students thought the course was fine as presented and did not 

see the need to change anything. The overall list of topics students in all programs 

wished they had touched upon (but did not because these were not part of the syllabus) is 

long and would require at last another course to cover. These topics are: different 

cultural groups in different cultural settings; ESL students placed in classrooms other 

than the regular ones of the school systems; in-depth understanding of the cultures that 

are primarily found in the area, such as African-American, Hispanic, African, and Indian; 

exploring the role of parents in their children's second language acquisition; how to 

incorporate cultural elements into a specific EFL setting; how to teach multiculturalism; 

the applications of this course in ESL settings and other classes of the K-12 school 

system; dialectology and ethnoscience (methodology); body language as an expression of 

culture specific issues; sociopolitics of ELT; ethnographies of literacy; literacy as a social 

practice; psychology of language; and biliteracy. Many of these topics suggest that the 

students did not have a clear idea of the nature of culture and its relevance to ELT. 

Only one person mentioned that in her opinion there was a topic that was 

overemphasized; culture shock. Another person mentioned that the syllabus was given at 

the beginning of the semester, but students had no say in it nor were they offered the 

opportunity to negotiate any of the topics. Someone else mentioned that she would have 

liked to see some seminars on specific topics being offered, and she mentioned some of 

the ones she would have liked: learning strategies and styles, the role of affective factors, 
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curriculum design and teaching adults with special needs. Again, these are not all 

directly related to culture. 

5.4.4, About Learning/Teaching English 

All students agreed that learning English is beneficial. They felt that since 

English is considered to be the principal international language of communication, it is an 

important tool for communication not just with native English speakers, but also with 

members of other societies whose ideas, beliefs, and perspectives are important to learn 

about and understand. Besides, knowing English gives people access to better 

opportunities and facilitates cooperation among people. Today, English enables people 

to feel like citizens of the world, particularly when they are exposed to other cultures. 

A1 the same time, they mentioned that the learning of English might have its 

drawbacks, although this depends on the learner. Some respondents mentioned the 

importance of maintaining a balance between the native language and English. If people 

are learning English because they live in an English-speaking country, they may lose part 

of their home culture even if they try hard to preserve it; some may stop their learning 

process and progress in their native language; and others may feel or see their native 

language as inferior to English or somehow inadequate. 

The students who answered this questionnaire acknowledged that the teaching of 

a language cannot be circumscribed to vocabulary and grammar rules. The learning of a 

language puts people in contact with the culture of the people who speak this language. 

Thus, being in contact with another language and culture necessarily modifies that of the 
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learner. Students of English leam that what is valued in one culture is not necessarily the 

same in another and, if a person is immersed in an English speaking culture, s/he may 

lose or change some of the values of the native culture for those of English. One student 

also mentioned that not even one's culture ever stays the same, so it is not necessarily the 

learning of English that promotes this change on one's own views on culture. Basically 

this what education does regardless of the subject; it changes or modifies people's 

perspectives on the world. 

Some students believe that the teaching of English does change other people's 

culture, but for the better. Knowing about other people and culture enriches us as human 

beings, as one student said, "hopefully not changing their culture, but expanding it." 

Being familiar with another language and culture (not necessarily English) makes people 

more open, more tolerant and understanding of possible cultural problems. A potential 

problem, some students pointed out, would lie in the fact that some people are too willing 

to adopt the language and culture they are learning and abandon theirs. 

One person responded that she thought that to change someone's culture, it takes 

more than just being in contact with another culture. She teaches English to immigrants 

and she thinks that, to her dismay, they are not changing their culture much. 

Seeing English as a threat was not a shared thought. Some of the responses given 

were analyzed within the frame some of these people work in. Those who teach English 

as a second language to immigrants to this country see the learning of English as a must; 

it is a way to help learners survive in an English-speaking country. Another set of 

respondents were more radical in their thoughts and expressed the belief that teaching 
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about US culture adversely affects "host" cultures. For example, one American student 

wrote, "By teaching our language, we indirectly promote our interests, beliefs, and 

ideology. It almost promotes our idea of superiority." These respondents view the 

teaching of English as something that enables the expansion of the US economic system 

and commercial interests worldwide since, according to one of them, the US invests 

considerable amounts in educational institutions abroad. One even mentioned that she 

thought that part of her job as an ESL teacher was "to do some 'damage control' in 

regards to the overwhelmingly invasive consumerist culture that is exported from 

America." 

Other students seem to have a more moderate view. One thinks that the teaching 

of English indirectly expands American commercial interests, and another said that since 

language learning also implies culture learning, it is understandable if others view the 

teaching of English as yet another way to spread American culture. And yet another 

student said that she does not see it so much as expanding American interests, but more 

as expanding an elitist middle-class set of values. 

Some students think that teaching and learning English can be imperialistic if the 

person does not acknowledge the value and importance of his or her own language or 

variety. Besides, some of the students say that other languages have changed and even 

died in the past due to the influence of other more powerful languages; it is a natural 

phenomenon and English just happens to be the language that is promoting those changes 

today. And they seem to think that the status that English enjoys today is something that 

just happened, and that the use of English can be used to promote American imperialism 
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as well as a means to subvert it. One more person even added that "no matter how 

wide[ly] English is taught around the world, English can never take the place of other 

languages." 

Only three of the people that answered this questionnaire do not regard teaching 

as a political act, one of them because she does not think of it while she is teaching. 

Everyone else agrees that politics are pervasive in all human actions, including education 

and the teaching of English. Two people mentioned the English-Only movement as part 

of the politics of this nation. Two more mentioned that whether we like it or not, we can 

influence our students to think like us and to adopt some of our beliefs, and that our 

political views will become obvious through the materials we select, comments we make 

on papers, assignments we design, etc. Additionally, what we teach our students might 

help them in their future, or may cause them to believe in their abilities. Others also 

mentioned the political nature of the fact that English is the language of commerce, 

technology, and "world culture" and the fact that it is those who know English who can 

have access to these worlds. Thus, some of the respondents suggest that learners of 

English should be made aware of the "side effects" of learning English, i.e. the impact it 

will have on them, their culture, on their language, and on the world at large, and also 

that teachers of English as well as students in this kind of Master's degree program 

should be open and critical of what they teach and what they are being taught. Two more 

students mentioned how education and the teaching of English are issues for governments 

and politicians that have an interest in maintaining the status quo. 
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Some of the students think that being a teacher of English is just a way to help 

other people meet their goals and facilitate communication and understanding on a larger 

scale. Others think they are aware of what they do in their jobs and feel that in order to 

be ethical they try to make learners aware of the value of their language and linguistic 

varieties and to make learners aware of these issues, so that they, as adult learners, can 

decide how to use that information. One other respondent mentioned that her concern as 

a teacher of English to foreign students sent by their respective governments is different 

from that of the learners and their sponsors. 
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6. FINDINGS 

6.1. INTRODUCTION 

This chapter is devoted to the answering of the research questions in the light of 

the theories discussed in chapter one, namely the theory of symbolic violence developed 

by Bourdieu and Passeron, critical theory from the perspectives of, mainly, Freire and 

Apple, and the linguistic imperialism theory of Phillipson. 

The first part of the chapter (6.2) is concerned with examining the purpose of the 

four master's programs in TESOL dealt with in this study and how they approach the 

formation of their students. The second part (6.3) deals with the views that the directors 

of the respective programs, the instructors of the course on culture, and the students in the 

programs have about their role as teachers of English as a second language, and their 

attitudes with respect to the function and consequences of their teaching. The third 

section (6.4) deals with the course on culture in these four programs and the students' 

expectations, and the fourth section (6.5) with the meaning of culture that emerges from 

each course. 

6.2. THE PURPOSE OF THE MASTER'S PROGRAMS IN ESL 

6.2.1. Aim of the Programs 

All four programs are obviously engaged in the formation of professionals in the 

TESOL field, although the areas of specialization within the field are not the same for all 
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the programs. For three of the programs (Lakeside University, Mid-Atlantic University, 

and Midwest University) the main purpose is the preparation of teachers of English as a 

second language, i.e. they have a primarily pedagogical orientation. In the programs at 

Mid-Atlantic University and Midwest University, students are trained to teach all 

possible audiences of TESOL. These audiences vary in age range (from children to 

adults), in settings (schools, colleges, universities, and adult education programs), and in 

contexts (EFL and ESL). The purpose of the program at Lakeside University is 

somewhat narrower; its aim is the formation of ESOL teachers to work in schools in the 

city where the university is located. The program at Southwest University, although it 

also trains its students to be teachers, has as its main goal the formation of leaders in 

TESOL. 

In the light of the theory of Symbolic Violence, the pedagogic actions exercised 

by the institutions can have two purposes. One of them is to "diffuse education", i.e., 

their pedagogic actions are "exerted by a group of educated members" (Bourdieu & 

Passeron, 1977: 5) who belong in the institution or program; and the other is 

"institutionalized education", i.e., their pedagogic actions are "explicitly mandated for 

this purpose by an institution directly or indirectly, exclusively or partially educative in 

function" (Bourdieu & Passeron, 1977: 5). 

Looking at the aims of the programs from this standpoint, it can be said that the 

purpose of the program at Lakeside University, which is "purely state-driven" as the 

director of the program said in the interview, is mostly that of "institutionalized 

education". The faculty in this program have chosen to meet the state requirements for 
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teachers to get the credentials required to work with second language populations in 

public schools in the city where the institution is located. This is consistent with 

Bourdieu & Boltanski (1981), who state that the organization of schools following the 

parameters given by an external institution is not entirely mechanical; it responds to 

external conditions (economical, political and technological) of the community as well as 

to conditions determined by its own habitus. 

The purpose of the pedagogic actions of the programs at Midwest University and 

Southwest University is to "diffuse education" since their curricula have been designed 

by faculty in the program to prepare students in the manner they think is best. The 

purpose of the program at Mid-Atlantic University is mostly to "diffuse education" 

although the addition of the course on culture to the program was due to the fact that it 

was a requirement by the state department of education for accreditation which could be 

seen as an instance of "institutionalized education". 

6.2.2. The Formation of Teachers 

Ramanathan (2002) states that "little or no attention has been paid to making 

teachers critically aware of how they contribute to maintaining the discursive practices 

and culture of their discipline even as they are being socialized by the culture 

themselves" (Ibid.:3-4). This author also states that people in the field have not worked 

hard enough to help teachers become aware of how factors in their immediate 

environment as well as factors in the field shape them. 
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In the case of the immediate environment of ESL master's programs, 

departmental and community concerns as well as teacher availability and budget 

constraints influence the emphasis of particular L2 skills over others. In the larger field 

of TESOL, the knowledge of what is included and/or excluded means that intricate 

political, social, historical, and cultural forces and gaps are at play. The knowledge that 

emerges from this game of forces is then known as official knowledge, and although 

according to Ramanathan (2002) there is evidence that dominant cultural groups manage 

to impose their values over others, people in the field rarely question these "truths". 

Ramanathan (2002) asserts that it could be argued that teachers get some of this 

awareness as they become active members in the field, but this is not enough since they 

also need to be provided with the critical skills that will help them respond appropriately 

to the issues that need to be changed. 

The instructors for the course on culture exercise their symbolic power "which, by 

definition, is never reducible to the imposition of force" (Bourdieu & Passeron, 1977: 7), 

and design their pedagogic actions which generate their "own specifically symbolic 

effect" (Ibid.: 7) in an environment of "pedagogic communication" (Ibid.: 7). However, 

they do it, to different extents, within the frame of critical pedagogy; the instructors are 

concerned with the "empowerment" of learners, if only in some cases through increasing 

their knowledge and understanding of culture. 

According to Johnston (2003: 60) there are three ways to help learners become 

critical individuals. One way is for the program to be devoted to listening to "student 
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voices" (Ibid.), another is by helping them understand that all knowledge is "interested", 

and the third one is through the process of "conscientization". 

6.2.2.1. Student Voices 

With the exception of the program at Lakeside University, all the other programs 

mentioned having avenues for listening to their students. The director of the program at 

Lakeside University said that students rarely have complaints about the courses, and did 

not mention any way for students to raise them if they had them. Besides, since the 

program at this institution follows closely the state requirements for the endorsement of 

teachers, I am inclined to think there is little room for changes in the program unless 

these are promoted by the State Department of Education. 

The director of the program at Mid-West University explained to me that students 

have an organization called the Graduate Student Advisory Board and they also have 

representation on the Graduate Studies Committee. These two are the avenues students 

have to raise their concerns and make their cases. However, she mentioned that with 

respect to the requirements of the program it would be difficult for students to bring 

about changes because the program is "very fixed". In her opinion, students can have 

better success in having new books or new topics offered. In her words, "we do have 

outlets for the students to make a case. However, it is a faculty decision." 

The faculty in the program at Southwest University also makes an effort to listen 

to their students. When I asked the director of the program, "Are their [the students'] 

comments taken into account? She replied with a "Yes. Definitely," and explained that 
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one of the values that came out of the academic program review they had recently 

conducted was asking people who have graduated about their perceptions about the 

program. Based on this, they made some modifications. One example of this is that the 

program changed the required comprehensive exam because they found out students saw 

it as dysfunctional and traumatizing besides the fact that they thought it did not 

accomplish anything. Today students are required to write a reflective paper, and fill out 

an exit questionnaire. The downside of this method is that, as the director mentioned, 

"the evidence [of the changes due to students' suggestions] may not always show up 

immediately," so the students who suggested the changes do not enjoy their 

implementation, and the students that 'benefit' from these changes do not necessarily 

perceive them as advantages or accomplishments on their side. 

The director of the program at Mid-Atlantic declared that, "In our program we 

make a real commitment to listen to our students," and mentioned two ways in which this 

is achieved by the faculty in the program. They have an annual event, which is an open 

forum, where faculty tell the students about changes they would like to implement; in this 

forum, "we really open it up and very genuinely ask for student input and find out what 

they are happy about and what they are not". In this program, according to the director, 

faculty make a "fairly concerted effort to talk to students and keep our ears to the ground 

so if things are not going in a direction that particularly students are happy with, we get 

together and talk about it." 

Nevertheless, the voice students have in the programs is limited to comments and 

suggestions, but it is the faculty that in the end make the final decisions. For Freire 
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(1997), co-intentional education is what helps make students feel committed and 

involved in the re-creation of knowledge. This co-intentional education happens when 

instructors and students are both Subjects, i.e. they work together to "attain this 

knowledge of reality through common reflection and action" (Ibid. 51). 

6.2.2.2. Understanding That Knowledge Is "Interested" 

Another way to help students become critical is to engage them in the process of 

understanding that the "knowledge" they are taught, or that they will teach, at schools "is 

not necessarily objective and neutral but 'interested', i.e. politically charged, and socially 

constructed" (Johnston, 2003: 60) and instructors can lead students to become 

"producers' of knowledge, not to remain mere "consumers" of it. From the analysis of 

the interviews and the questionnaires, it is not obvious that any of the programs is 

engaged in both aspects of this proposition. 

The program at Southwest University is overtly interested in having its students 

become "producers of knowledge". As mentioned before, the program aims at the 

development of leaders in the field. One respondent commented, "[it is] pretty clear from 

the start that it is research-focused rather than a pedagogy or culturally-oriented 

program". The program in general encourages students to become critical about the 

issues they are interested in by having them do research and find out for themselves the 

answers to their queries. However, from the syllabus of the course on culture it may be 

gathered that the understanding of "knowledge" as something "interested", i.e. politically 

charged, and not "neutral" is not a matter of concern. Faculty in the program are 
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interested in other aspects of culture related to and from the standpoint of research such 

as "understanding the analysis of communication, language use: communication and 

miscommunication, teachers as ethnographers, and culture in the classroom." 

As opposed to the program at Southwest University, the program at Mid-West 

University is more interested in the process of helping their students understand how 

knowledge is socially constructed and interested. For the program, this is an important 

issue and students in this program are required to take, besides the course on culture, 

three more courses in which cultural issues are discussed, namely, Sociolinguistics, 

Cross-cultural Pragmatics, and Discourse. The instructor of the course on culture said, 

"... yes, I do think it [culture] is extremely important, but I think that in this program we 

have about the right number of classes to cover it." 

In the program at Mid-West University it is also stressed that communication is 

very important, and although this is a view that not all the students that enter the program 

have because as the instructor of the course on culture said, ".. .they come sometimes 

from very traditional rigid approaches to teaching language", " it is certainly one that the 

faculty in the program hope the master's students acquire; this is the reason they have so 

many courses that deal with culture and communication and stress communication in 

other courses such as those on TESOL methodologies. 

Besides, the instructor of the course on culture deals with issues such as language 

ideologies, linguistic hegemony, standard vs. non-standard dialects, power in 

communication, and language death, all of them controversial topics that "give people 

trouble" as the instructor said, because students, and in particular native speakers of 
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English, do not want to recognize that some of these approaches, some of the ways in 

which people use language, have racist or imperialistic components. Since this course is 

given in the form of seminar, all students are expected to reflect, participate and discuss 

in order to contribute to the making of the class. In Freire's (1972) words, the instructor 

at Mid-West University is "making students aware ... of the political dimension of their 

situation" (Ibid.: 5). 

6.2.2.3. Conscientization 

A third means of making students critically aware is to promote class activities that 

lead to the "conscientization" (concientizagdo, in Freire's words) of the students 

(Johnston, 2003: 50). To this end, the instructors of the courses on culture in the 

programs at Lakeside University, Mid-Atlantic University, and Mid-West University 

have activities that lead students to reflect on different aspects of their profession. 

At Mid-Atlantic University most of these activities are carried out by means of 

"blackboard postings". These questions and situations posed activities that were, as the 

instructor pointed out, controversial in nature and the space was provided to have 

discussions and debates because the class was given in a lecture format and time for 

discussions was limited. One respondent wrote, "... since the class structure was not that 

communicative, debates were seldom," but another respondent acknowledged that the 

blackboard postings were the arena for the debate by writing, "We debated mostly 

through our internet postings of our answers to the posted questions [her emphasis]". 

Some examples of the controversial topics discussed were: a) "Is learning a new language 
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a question of learning to be yourself in a different language or taking on a new identity in 

the other language?" b) "We have to respect our students' home cultures. ESOL teachers 

have no right to 'colonize' these students to socialize them into American values and 

social practices;" c) "What is the value of stereotypes? Are they necessary? Is there a way 

we can tell when stereotypes go bad?" and d) "If prejudices are bad why do people have 

them (are there valid psychological reasons)? What do you think —can anyone claim to be 

completely free of prejudices (even if they succeed in not acting on them)?" 

The instructor of the course on culture at Mid-West University uses pedagogical 

activities that request her students "to be open about their political views and engaged in 

political activity," (Johnston, 2003: 60). Political activity, in the context of critical 

pedagogy, means to be aware of the ways in which power works and take action to help 

remedy some of the imbalances. In Freire's (1972) words, the instructor is "making 

students aware of the political dimension of their situation" (Ibid.: 5) although since I did 

not observe this class, I cannot tell whether the instructor is also making students aware 

of "their capacity for action on that situation politically and working toward a vision of a 

better world" (Ibid.: 5). One of the activities for the course on culture is called the "class 

project". For each class, students have to work on one class project assigned by the 

instructor. The class projects are related to the topics being discussed in each particular 

class and are of different natures. I found two that are clearly related to the idea of 

conscientization of students. For one project students had to collect examples of how 

linguistic hegemony is perpetuated in the US and elsewhere, and for the other, students 

had to work on the separate status of language, culture, and ethnicity. Also, one of the 
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papers students had to write for this course was on language maintenance (Irish, Yiddish, 

Catalan, American Indian languages, etc.) which is a very political issue. Many of the 

readings for this course also were along the same line. Some examples of these readings 

are; "Technical, emotional, and ideological issues in reversing language shift: examples 

from Southeast Alaska" by Nora Marks Dauenhauer and Richard Dauenhauer (1998), 

"Teaching children how to discriminate" by Rosina Lippi-Green, (1996), "Status of 

Native American Language Endangerment" by Michael Krauss (1996), and "Purism vs. 

compromise in language revitalization and language revival" by Nancy C. Dorian (1994). 

The following statement was taken from the syllabus for the course on culture at 

Lakeside University, ''Participants examine behavioral expectations and learning styles 

of students of different cultural backgrounds as well as how teacher expectations can 

affect perceptual judgments of individual students [my emphasis]." During the class I 

observed, students did most of the talking. They presented the readings they had done to 

the class, and after each presentation there was a discussion on the topic. These 

discussions were about the readings themselves, but also about how students related to 

them and their own experiences. The day I observed the class, students discussed many 

interesting and relevant topics that made them reflect on their role as teachers and how 

the school system affected the students they already have or might have in the future. 

The topics they discussed were 'school violence', 'shared beliefs on language and 

culture', 'racial and ethnic relations in school', 'the history of education of minorities and 

immigrants in the US', and 'social class and education'. The instructor in this class, 

although she did not state it overtly, strives for the formation of critical educators when 
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she asks them to "reflect upon pedagogic practices" (Freire, 1998: 110), to acknowledge 

"the political dimension of education" (Johnston, 2003: 60), and to understand "the 

centrality of politics and power in our understanding of how schools work" (McLaren, 

1989: 159) by means of the readings she asks them to do and the debates that she leads 

them in. 

Marker (1990) states that within Bourdieu's theory of symbolic violence, 

"education is a field in which agents struggle for capital" (Ibid.: 99), i.e., the credentials 

they need to be able to practice what they were trained for. Students in the ESL Master's 

programs struggle for their credentials too. However, their agency will most likely be as 

Bourdieu states: "confined to the constraints of habitus which embodies the history of the 

group or class to which the agent belongs" (Marker, Mahar, Wilkes, 1990: 204). Students 

in the program at Southwest University will become critical agents who, through their 

pedagogic actions, will reproduce the cultural arbitrary of the dominant classes, i.e. those 

that produce research and are leaders in the field. And the students at the other three 

programs will hopefully become critical agents in a more Freirean way, i.e. they will 

have the "concientizagdo" needed to go beyond the understanding of the content of what 

they teach, but are also able to make the connections with and give "the raison d'etre of 

the economic, social, political, ideological, and historical facts that explain to greater or 

lesser extent de 'interdagao do corpo'" (Ibid.: 1998:102). 
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6.2.3. The Programs and Their Mission Statements 

Since none of the programs has a mission statement, the answer to this question 

could not be addressed directly; I had to rely on other documents. The closest document 

to a mission statement was the one the programs at Mid-Atlantic University have, which 

is entitled "Program Values". This document tells of the balance the programs seek to 

have between linguistics and methodology, of bringing theory into practice, of preparing 

good teachers and providing good teaching, and of the discourse orientation towards 

language learning. This document also talks about the importance of not just learning the 

language, but "all the other stuff as they put it, i.e. non-verbal behavior, conventions, 

assumptions, and how people leam and demonstrate learning. 

Some of these values, i.e., bringing theory into practice, good teaching, and 

discourse orientation, are in accordance with the nature of the course on culture. The 

assignments and postings in the syllabus show the effort to bring theory into practice as 

can be seen in the following examples from the postings: a) "Is learning a new language a 

question of learning to be yourself in a different language or taking on a new identity in 

the other language?" and b) "A simplification of Kaplan's notion of contrastive rhetoric 

says (i) all information in a piece of writing for English speakers relates directly to the 

point, (ii) Semitic cultures present ideas in parallel, holding no idea more important than 

the other, (iii) Oriental writing tends to be circular, (iv) Russian and Romance Language 

writers tend to digress a great deal. Does this seem reasonable?" and these two examples 

from the homework section: a) "Choose any sort piece of writing (a page in length). 

Describe its organization (e.g. temporal narrative, problem-solution, inductive argument) 
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and the techniques it uses to achieve cohesion (e.g., discourse markers, reference, ellipsis, 

parallel structure)," and b) "Observe and record (your careful notes, audio tape, perhaps 

someone else's teaching video) looking for examples of scaffolding. Using Faltis or other 

models, explicitly characterize the scaffolding practices used." 

Two of the students who answered the questionnaire rated the course as "very 

good" (the highest rating) and the other three as "good". The syllabus is long and 

explains in detail what is expected of each student every step of the way, the assignments 

and readings are varied, and the class I observed was interesting, diverse, and promoted 

student input. 

During the interview with the director/instructor, the orientation of the program 

towards second language learning and usage surfaced more than once. She mentioned 

that language was a tool several times, and explained that learners of a second language 

do not have to incorporate the norms of the language into their everyday lives; they need 

to know them and know when to use them. This 'utilitarian discourse' idea of language 

also showed up in some of the students' questionnaires. 

From the Internet, I was able to locate two excerpts, one from Southwest 

University and the other from Lakeside University, that tell something about their 

programs. The excerpt from the program at Southwest University reads as follows: 

"MA/ESL graduates have gone on to further study in such Ph.D. programs as Linguistics, 

Second Language Acquisition and Teaching (SLAT), Rhetoric, Composition, and the 

Teaching of English (RCTE), and Language, Reading and Culture (LRC). Others have 

found positions directing programs in adult learning, intensive English, and teacher 
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training in the United States and in countries around the world." This excerpt talks about 

"leading" positions students that graduate from this program might have, which is in 

accordance with what the director of the program and the instructor of the course on 

culture said when asked about the aim of the program. The course on culture is also 

designed for students to learn to do research in this field. 

The excerpt from the program at Lakeside University is the following: "... 

Meeting this need requires teachers who are well prepared in the theory and best practices 

of English as a Second Language and Bilingual Education. Teachers must provide 

learners with the language and cross-cultural skills they need to succeed in school and in 

life. The [program name] at [university name] focuses on the educational needs of 

ESL/Bilingual teachers and the students they serve." The course on culture at this 

institution, as described in the syllabus, is for participants to "examine behavioral 

expectations and learning styles of students of different cultural backgrounds as well as 

how teacher expectations can affect perceptual judgments of individual students. 

Suggestions are also given on how to promote learning through effective multicultural 

classroom management." Also, the competencies the instructor of the course on culture 

expects her students to achieve are: 

1. Participants will understand the importance of culture and how students' 
expectations, attitudes and perceptions are influenced by their ethno-linguistic 
backgrounds. 
2. Participants will be able to examine attitudes toward cultural differences and 
how these attitudes shape the perceptual judgment of student behavior. 
3. Participants will learn to incorporate cultural differences within the school 
environment thus forming a "positive student and teacher attitude toward 
multiculturalism''. 
4. Participants will learn to evaluate student behavior through assessment 
procedures which eliminate culturally biased perceptions. 
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5. Participants will be able to assess learning in relation to differing cultural 
norms and expectations. 
6. Participants will be able to respond appropriately to intercultural differences 
among the students. 
7. Participants will be able to structure classroom activities to meet students' 
learning needs 
8. Participants will be able to create a learning environment in which cultural 
synergy allows for cooperative and combined learning. 

It is clear from this that the course on culture aims at providing future teachers on 

English with the tools they need to serve and understand their students. The instructor's 

efforts in helping her students achieve these goals/competencies were noticeable during 

the observation I made of this class. 

I could not find any documents from or related to the program at Mid-West 

University that could give me a hint in answering this particular question. But the 

director of the program said that crucial to the teaching mission of the Department is that 

they are not only interested in having their students learn grammar, but what is important 

for all undergraduate majors is that they start thinking about the politics of language. 

Consequently, not only English majors (most of whom also major in teaching) but also 

literature majors have to take a course called "Language in Society". This interest is also 

felt in the MA TESOL programs at this university since they are required to take three 

courses that deal with cultural issues. She also mentioned that theirs is known as "the 

teaching university" of the state, so if students in the state want to be a high school or 

elementary school teacher they would be most likely to come to this institution. 
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6.3. THE ROLE OF THE TEACHER OF ENGLISH 

The second question sought to answer what faculty and students thought their role 

as teachers of English was. I also wanted to find out whether they regarded their activity 

as a political one or if they thought of the teaching of English as a natural, neutral, and 

beneficial activity as Pennycook (1994) has asserted is the common view teachers of 

English have of their profession. 

6.3.1. Thoughts on the Role of Being a Teacher of English 

Pennycook (1994) asserts that teachers of English in general have had little help 

in trying to understand their work in all its complexity since, according to Johnston 

(2003), "ELT has been especially concerned with language learning as a psycholinguistic 

matter and language teaching as a matter of techniques, activities, and methods." (Ibid.: 

16-17) and draws particularly from the field of applied linguistics which has a "limited 

view of the world." (Pennycook, 1994: 13). 

The instructors of the course on culture at the four institutions think the teaching 

of English is important, and they think of the ELT activity as a humanitarian one, i.e., 

devoted to the promotion of human welfare; ELT is important because people need to 

leam English. The instructor at Mid-West University said, "people from all over the 

world want leam it [English], so we are trying to make that as easy as possible for them." 

This perspective is similar to that Naysmith (1987) describes as the prevalent 

assumption of those involved in ELT: "ELT is somehow a 'good' thing, a positive force 

by its very nature" (Ibid.: 3). And it is also similar to what Pennycook (1994) calls the 
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"natural spread of English" since, although the instructors acknowledge the intervention 

of some economic forces in the making of English as a lingua franca, they also think that 

"learning another language is always hard, but there is a lot of motivation around the 

world to leam English so... we kind of help them," as it was best put by the instructor at 

Mid-West University. Also, the instructors at Mid-Atlantic University and Mid-West 

University look at the teaching of English from a supply-demand perspective; they think 

that the teaching of English happens because "there is a demand". As the instructor at 

Mid-Atlantic University said, "We teach it [English] to people because they have decided 

that having that tool available to them will help them succeed in their goals", and also 

because "that is what the students want" as the instructor at Mid-West University said, 

since English is the lingua franca. Therefore, they help prepare future teachers of English 

to meet that demand. Besides this idea of demand and supply there is also the idea of 

submission to something inevitable as stated by the instructor at Mid-West University, 

"so if there is a desire, that is something that you really cannot control. How can you 

motivate a Native American Canadian to want to retain his/her language? How can you 

motivate some people in Saudi Arabia to not want to leam English? This is something 

that is coming from them. It is not being imposed." 

Besides this perspective, the instructor at Mid-Atlantic looks at the teaching of 

English from a utilitarian perspective; she sees English as a "tool for communication" 

and thinks that, in her view, teaching English is not so important, but acknowledges that 

many people do. The instructor at Southwest University also sees the teaching of English 

from a utilitarian perspective. For her, the teaching of English should only happen if that 
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is what the learners need and if that fits their goals in life. This utilitarian view of the 

language regards the use of language as something external to the individuals who use it; 

thus it has little or no effect on who they are, on their first language, or on their culture. 

Johnston (2003) asserts that ELT "involves efforts to change people; we assume 

that such change is meant to be for the better, and thus it is a moral endeavor" (Ibid.: 18). 

This is the stance that the instructor at Lakeside University takes in relation to the 

teaching of English. For her, learning English is a matter of survival since she looks at 

this issue from the perspective of the program, i.e., it serves the needs of the immigrants 

who have settled in the area. Johnston (2003) also asserts that in the case of immigrants 

and refugees, a large part of what ESL entails is to "explain, justify, and engage" 

(Ibid.:64) the students with the cultural customs and habits of the new country, thus the 

instructor is particularly concerned with what she thinks is the most important part of 

learning a language: "that people understand the culture". 

The students also think that teaching and learning English is important. In the 

questionnaires they explained the benefits of learning English. They see the teaching of 

English as a means for enabling their students to communicate better with people from all 

over the world and thus have better access to the knowledge or experience of other 

cultures which in turn will enrich them as individuals and help them feel themselves to be 

citizens of the world. One student even mentioned the "opportunity to accommodate to 

or assimilate into an English speaking community or culture" as a positive value of 

knowing English. Like her, other students only see the benign side of this change; they 

think they are changing their "culture, but for the better!" as one student said. This 
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standpoint may come from the fact that EngHsh language teachers are seldom required to 

think "on the broader sociopolitical context in which they work" (Johnston, 2003: 52). 

According to Johnston (2003), when teachers are required to think about the 

meaning of their work and reflect upon it, they are faced "with a conflict of values" 

(Ibid.: 56). This is the case of the students who acknowledge and worry about some of 

the drawbacks that the learning of English entails. Some students mentioned that one 

drawback may be that learners of English may feel that their native language is 

inadequate; the corollary of this is that these learners may stop their progress in the first 

language, or may even lose their first language as well as part of their native culture. 

This conflict places the students in a difficult situation because on the one hand 

they think it is good for people to learn English, and on the other, they do respect their 

students' first language, culture, and values and do not want them to lose them. They 

struggle with the idea that they have "to maintain a balance between English and their 

[the students'] native language." This concern is also acknowledged by Johnston (2003) 

who states that ESL teachers are always facing the problem of balancing respect for the 

'home cultures' with the responsibilities teachers have to help students integrate to the 

cultural environment of the language. 

This situation is what Edge (1996) calls the "Paradox of the sociopolitical 

context", which is the conflict between the values of the "TESOL culture" and the 

differing values of the broader educational context in which they happen to be teaching. 

For him, the values that members of the TESOL culture share are: recognition and value 

of diversity, value and encouragement of inquiry for learners and practitioners alike. 
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value of cooperation among learners and between learners and teachers, and respect for 

difference. These values conflict with those of some educational systems whose general 

aim is the standardization of education so people can fit into the social market. In this 

way, teaching is seen as a "technical delivery system" (Ibid.: 13) which requires both 

teachers and students to assume a passive educational role. 

Few students (only two out of eighteen) mentioned going beyond reflection; they 

took action. One said that she "believes teaching about US culture adversely affects the 

host culture" and part of her job as an ESL teacher is to "do some 'damage control'" in 

regards to the overwhelmingly invasive consumerist culture that is exported from 

America." Sadly enough, she did not mention specific examples of this action since it 

remains to be seen if hers is a pedagogy with her students ox for her students. 

6.3.2. Standpoints on the Teaching of Enghsh 

Applied linguistics has most often regarded classrooms as "neutral sites of 

pedagogical transaction" where teachers worry about setting the conditions for learning 

and the transmission of knowledge (Pennycook, 2001). Auerbach (1995) gives us a list 

of pedagogical choices, ideological in nature, that have an impact on teaching practice, 

such as "curriculum development, content, materials, classroom processes, and language 

use" (Ibid.: 9). Besides, in daily practice, teachers usually find themselves confronted 

with the problem of "presenting, explaining, and, in many cases, justifying cultural 

practices" that they perceive to be either superior or inferior to those of the students' 

culture" (Johnston, 2003: 19). 
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Nevertheless, many teachers do not see themselves as political agents, but even if 

they choose not to discuss matters such as power relations or other sociopolitical issues, 

they are taking a stand and making a political decision. Benesch (1993) asserts that 

teachers who choose not discuss these issues are not being apolitical, they are just placing 

more weight on the value of noninterference than on other actions. 

This position of "noninterference" seems to be the one taken by most of the 

programs. The directors of the programs recognized the potential for English to be 

hegemonic, the impact that the learning of English can have on people's lives and on 

other cultures, the fact that part of the desire to learn English is economically driven 

which in turn signifies both US economic power and then the degree to which other 

countries are in submission to that power. However, these topics do not seem to be part 

of the content of the course of culture with the exception of the one at Mid-West 

University. 

The director at Southwest University, a person who is knowledgable about these 

matters since she herself has taken part in the making of the history of TESOL in the US, 

has lived and taught abroad, and has accumulated a great deal of experience in all matters 

related to TESOL, has a collegial attitude and shows respect to the instructor of the 

culture course by not interfering with her decisions on what topics are worth teaching. 

Since there is no master syllabus, the instructor alone chooses what to teach. Her attitude 

makes me wonder if she has weighed the value of her collegial attitude vis-a-vis the 

importance for the students in the program to be informed of these issues that are central 

to their career. 
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The instructor of the course on culture at this same institution stated she was 

aware of the fact that where English goes, the values of the language go, but she is not so 

sure about the imperialistic view that Pennycook and Phillipson have about the English 

language. She thinks the threat lies in how these issues are perceived and implemented in 

the community and how this same community places itself in relation to the English-

speaking community. She also asserts that there are some communities that are more 

threatened than others. For her, the whole process of globalization, which at certain 

points may be tied to language, is not necessarily governed by language. However, in 

spite of her knowledge and awareness about these issues, in her course none of these 

issues are addressed or discussed. She also thinks that students who are going into the 

field of ELT see themselves as complicit in the threat that this language inherently brings 

to its learners and their cultures. Her approach to culture and to the field in general is that 

of mainstream applied linguistics, in which there is an acceptance of the canon of 

received norms and ideas and which is concerned with the theory and its application to 

different contexts (Pennycook, 2001). 

All but one of the students at Southwest University who answered the 

questionnaire show awareness that teaching is a political act, and so is the teaching of 

English. They also acknowledge that they are changing people's minds while teaching 

the language. Yet, they also found mitigating reasons to lessen the burden of this 

responsibility. One said that so does any form of education, another explained that 

culture is not static and it would always be changing with or without English, another 

said that she likes to think of this change in terms of modification, a less radical term, and 
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the last one said that if she knew her pupils were abandoning their native language and 

culture for English, she would rather not teach at all. Only one student was skeptical that 

culture could change that easily because of the language since that has not been her 

experience with the Mexican immigrants she teaches. 

I found it surprising that, in spite of the fact that the teacher of the course on 

culture had not addressed these issues in her class, four out of five students were so aware 

of their political role as teachers of English; therefore they see their profession as 

interested, i.e., not natural or neutral, but beneficial. This political view of language 

teaching could be due to the fact that they are receiving this information in another 

course, or that they have entered the program with those ideas already acquired. 

The director/instructor at Mid-Atlantic University has, as previously mentioned, 

an instrumental vision of language. She believes that within this instrumental approach 

to language, the ideological status of English does not have much of a place. Language is 

"a tool that can help you subvert that ideology as well as sustain it," she said. However, 

this seems to leave unanswered the question, if there is no place for considering ideology 

in this approach, of how can learners can be aware that there is an ideology to subvert or 

how to subvert it. She also acknowledges that English can be a threat to some languages, 

but in spite of some efforts to preserve them, she does not think these will succeed; 

English is a threat that we can do nothing about. For her, the way in which teachers do 

not become complicit with this threat is by insisting to their students that culture is not 

monolithic since there are many variations, and by reminding them that they are learning 

English because they have an interest. She thinks of speaking English and the pragmatics 
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of the language as one more role of the many we have in life - one that we adopt when 

the circumstances require it and we need in order to reach our goals, but that we do not 

have to adopt at all times. 

This approach, although practical, leaves aside the importance of understanding 

how the social structure in which we use language "profoundly affect[s] how people 

think." (Pennycook, 2001: 119), and leaves unexamined the political and socioeconomic 

forces which determine the habitus in which language choices are made. 

The students at Mid-Atlantic University think that the teaching of English is not 

natural; it obeys interests driven primarily by economic factors. Four of the five students 

stated that the teaching of English promotes imperialism. Although all four mentioned 

commercial and economic American interests, only two mentioned the impact that the 

teaching of English has on other cultures, and how the teaching of English promotes the 

spread of American culture. Only one student chose to look at it from a positive 

perspective and mentioned that the teaching of English helps learners survive in the new 

environment. 

In spite of the students' belief that the teaching of English promotes imperialism, 

none of them think the language is a threat to other languages or cultures. They do not 

think that teachers of English are complicit in the threat that English can be to other 

languages. In their view, teachers have to be careful as to how they present culture on the 

one hand, and on the other, they can accomplish this by looking at language as a tool that 

will help them reach their goals. That is, they see the teaching of English as beneficial 
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although not neutral, and they see themselves as the agents who promote this benefit 

around the world. 

The director at Lakeside University believes that the teaching of English has an 

"imperialistic part to it," that it is a threat to other languages, but not a threat to other 

cultures. In her opinion, people can be bilingual and bicultural, and she acknowledges 

that bicultural people have accommodated to the language. She stated that the profession 

as a whole would benefit from some critical thinking about these issues since everything 

in the profession has a "very American slant to it", i.e., the texts, the issues on which the 

teachers focus, and the methods. Yet, she thinks that the instructors at her institution are 

doing a good job with the course on culture by going beyond the superficialities of 

culture and helping their students examine their own cultural beliefs and ethics. This MA 

TESOL program is guided by local exigencies and conditions that influence its general 

direction, but as Ramanathan (2003) states, teachers of English should not only be aware 

of the way in which local factors shape their evolution as ESL teachers, but they should 

also recognize how the knowledges and expertise of other practitioners in the field 

diverge from theirs, which is a way of developing meta-awareness about disciplinary 

issues. 

The instructor of the course on culture at Lakeside University stated that the 

economically powerful have always imposed their language, and that this is the case of 

English today. She also considered that it would be a tragedy for anyone to lose his/her 

language and culture, but thought one's culture could never be entirely lost. She feels 

that the issue of English being a threat to other languages should not be a serious 
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concerned compared to more substantive problems in the world. She did not considered 

the US to blame for this threat since she saw many governments as being ready to sell the 

language and culture of their people for material benefits. She acknowledge that teachers 

are accomplices of the threat English poses to other languages because they are part of 

the machinery, but felt that they are not aware of the threat. 

It is indeed true that if teachers are not aware of the threat, it may be because no 

one has ever brought this up. These issues are not brought up because for a very long 

time language classrooms have been seen as not "political" places, but as sites where 

people are just learning a language which is "at worst is neutral and at best positively 

benign." (Johnston, 2003: 52). Thus teachers of English can only think of the benefits 

their profession brings to the people they teach. 

Regrettably, the students at this institution did not provide me with enough 

comments on the issues raised in the questionnaire. However, the ones who did, showed 

that they are aware of the political nature of the teaching of English and the impact that 

issues related to this, such as the English Only Movement, have in their lives, and they 

see the teaching of English as a way of assimilating immigrants to US culture. Their 

general view is that the politics involved in the teaching of English is confined to 

politicians and legislating which, as Johnston (2003) asserts, is a narrow understanding of 

the word. A broader meaning of politics involves "anything that has to do with power 

and the control of resources of every conceivable kind" (Ibid.: 52), which is what makes 

the teaching of English political in nature and a matter worth studying in depth. 
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Despite the fact that she is not a speciaHst in TESOL, but rather in Uterature, the 

director of the program at Mid-West University is familiar with the ideas that Phillipson 

and Pennycook have about English and the view of the spread of the language as 

imperialistic. However, her position as director does not influence what is taught in the 

program. She acknowledged that teachers of English are complicit, to some extent, in the 

linguistic and cultural threat English poses to other languages and cultures because they 

are part of the system, and thought it would be interesting to find out how much 

reflection TESOL programs are engaging in about the politics of what they are doing. 

The instructor of the course on culture at Mid-West University said that the 

economic expansion and globalization of US interests have an impact on the desire that 

people have to learn English, but the threat that English can pose to other languages and 

cultures comes from the entertainment and the movie industry in English-speaking 

countries, not from the language per se. Since she does not think that the language is a 

threat, she does not think teachers of English can be complicit in any threat. In her 

course, she has students look at issues of power when dealing with standard vs. non

standard dialects, but she has confronted the issue of world English and the global 

economy and its significance for different cultures, though she thinks it might be a good 

idea to do so. 

The students from Mid-West University who answered this questionnaire have 

different opinions as to whether the teaching of English supports imperialism. Some 

students agreed with the statement, but one sees it more as the expansion of an elitist 

middle class set of values. Some think English is a threat to other cultures and languages. 
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but one does not. Part of the threat comes from making it look superior to other 

languages in the community because it is the medium of education. One said the 

ideology is the threat, not the language. But they agree that teachers are complicit in this 

threat. However, one takes a Freirean approach to counteract this by helping her students 

become aware of the value of their own language and linguistic varieties. 

The case of the students at Mid-West University is similar to that at the other 

institutions: many, though not all, are aware of their political role, but very few do 

anything about it. This could be due to the fact that most of them believe the classroom 

is not a place where political issues should be discussed, or because they want to avoid 

conflict, or, most likely in my opinion, the system does not openly leave a space for these 

discussions. According to Johnston (2003), the trend of the communicative approach to 

language teaching supports the avoidance of these issues because the materials and 

activities it promotes deal with topics such as family, hobbies, and work, and what is 

stressed is not so much what students think, but that there is "communication", i.e., that 

language is being used regardless of the content. 

As for the directors and instructors, it is difficult to know exactly why they have 

chosen not to include these topics in the programs/courses. The reasons are undoubtedly 

different. According to Johnston (2003), the acceptance of the idea that ELT is a highly 

political activity is the most significant development in the field in the past decade. 

However, the bottom line is, as Johnston (2003) says, teachers are not usually stimulated 

to think about the "broader sociopolitical context in which they work" (Ibid.: 52). 
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6.4. THE OUTCOMES OF THE COURSES ON CULTURE 

The third question dealt with the course on culture in particular. I wanted to find 

out what the course aimed at and if the expected outcomes were fulfilled, and how these 

courses contribute to the formation of TESOL teachers. I also sought to discover what 

the students' expectations of the course were and whether these were fulfilled. 

6.4.1. Aims of the Course on Culture 

The instructors about the course on culture all gave a different view of the 

purpose of the course. For the instructor at Southwest University, it is a survey course 

that gives the students an overview of what the area is like. At Lakeside University, the 

instructor is concerned with making her students understand how important it is to "live 

together in the classroom". The instructor at Mid-West University seeks to highlight 

some aspects of communication. And at Mid-Atlantic University the instructor wants her 

students to know that there are different discourses. Therefore, it is not possible to arrive 

at a common underlying goal although there are some commonalities in terms of what the 

courses do not aim at. 

Three of the instructors of the course on culture mentioned how difficult it was to 

choose the topics for this course. The main reason for this difficulty, according to them, 

is the breadth of the topic, and the instructor at Mid-Atlantic also mentioned the 

importance of fulfilling the students' needs in terms of their jobs, i.e., working within the 

school system of the US, teaching abroad, or teaching adults, as well as the needs of 

international students studying in the US interested in learning about the beliefs, values. 
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and methods taught here. However, as Freire (1998) states, choosing the content for what 

is going to be taught is a political problem tinted with ideological hues. That, in my 

opinion, is another issue worth considering for the course on culture. The instructors 

should take into account in favor of whom or against whom and in favor of what and 

against what the teaching will be and involve his/her students in the questioning of these 

issues (Ibid.: 110). Nevertheless, this did not seem to be an issue for any of the 

instructors. 

Only one of the instructors of the courses on culture mentioned as important 

having class discussion of the commonsense practices and values of education as aspects 

of hegemony (Apple, 1981: 159). The students who take this course may or may not be 

aware of how the configuration of the political and economic systems function as aspects 

of hegemony. This lack of awareness fails to help people think structurally or 

relationally (Apple, 1981: 159). The instructor at Mid-West University talked about 

including in her class topics such as language ideologies, issues of linguistic hegemony, 

and standard vs. non-standard varieties to help her students see why these might be 

relevant to teaching English. 

The instructors mentioned that they revise the syllabus on a regular basis and 

make some changes in it from one year/class to the next. These changes are based on 

different factors, one of them being the students. Basically, the changes are made due to 

the students' evaluations of readings and topics at the end of the course, but do not take 

into account the feelings and ideas of the new group of students. This brings to mind 

how two related ideas central to the concept of "banking education" are at work, namely. 
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teachers choose and enforce their choices, and students submit to that; and teachers 

choose the course content, and students (who were not consulted) adapt to it. (Freire, 

1997: 54). To Freire (1997), the concept of banking education does not help develop 

critical consciousness since students accept to take the passive role that has been assigned 

to them. These two ideas are also closely related to Bourdieu's concept of habitus. From 

the responses to the questions, it seems that the instructors as well as the students have 

internalized well how the system works through the many years they have spent being a 

part of the school system at the different levels. This internalization makes them see the 

system as normal and prevents them from feeling the need to make major changes in it or 

challenge it. 

Pennycook (2001) asserts that the way we look at and understand applied 

linguistics is influenced by the way we understand the relationships among politics, 

knowledge, and language. However, there are still many people in this field who fail to 

see the connection between general political views and the production of knowledge. 

Although some of the instructors of the course on culture acknowledge this connection, 

they do not make it evident in the syllabus. Thus some of the students of the master's 

programs are not made aware of this important issue. 

Since politics has to do with issues of power, it is of great importance to 

understand "how power operates on and through people in the ongoing tasks of teaching, 

learning languages, [and] translating" (Pennycook, 2001:28). Instructors and students 

need to work together to reveal this reality "which is the object of their transformation 
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??? action" (Freire, 1997:39), so students can enter into this reality and get to know it and 

understand it critically. 

The ELT field has its own culture and the people in the field are its creators as 

well as the products of the system and conditions in which they were formed and now 

work. Students need to understand how the culture of the field operates. They need to 

take a critical look at the ideas and assumptions that seem natural and are not questioned 

(Pennycook, 2001). This does not mean that everyone has to have the same political 

views toward education; it means understanding what the differences are. It means to 

reflect on the reasons, the significance, and the implications of how language is used in 

different social contexts (Pennycook, 2001: 43). 

The instructors of the course on culture agreed that culture is an important part of 

language learning. Three of them said it is more important to be correct pragmatically 

than grammatically. They concur this course is just as important as a course on English 

linguistics or teaching methods. The importance of the relationship between language 

and culture is obvious, but what is not so obvious is the importance of the relationship 

between the culture of the field and praxis. This is an issue that has been receiving 

growing attention in recent years, and hopefully more courses will come to include it. 

Johnston (2003) states, even if "one's views are firm and strong", it is difficult to know 

what the right course of action is. (Ibid.: 57). 
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6.4.2. Students' Perceptions of the Course on Culture 

Although not everyone perceived the course on culture as interesting, all the 

students found it useful in one way or another. For some students, the course was what 

they expected and they could not think of adding or removing anything. Culture is 

difficult to define and scholars have not been able to agree on one definition, but one 

thing they all agree upon is how vast this area is. In accordance with this, some students, 

in spite of recognizing the usefulness of what they learned in the course, said that they 

would have liked to see other topics included but they would not take anything out; only 

one student stated that one topic, culture shock, was overemphasized. 

Since the students in the master's degree programs come from different 

backgrounds, not all them are aware of the cultural issues that the respective programs 

deem as relevant. Some students stated that they took this course because it was a 

requisite, but did not expect much from it. One student mentioned having taken courses 

in anthropology, sociology, and political science, plus having taught in both ESL and 

EFL settings, and felt s/he was culturally aware. Other students stated that the course 

widened their perspective on culture and gave them a new viewpoint on many cultural 

aspects they were not aware of. 

The students in these programs seem to be well adapted to norms of the 

educational setting. In this sense, they are like the "oppressed" that Freire (1997) talks 

about. He says that they have become accustomed to the structures of domination and 

passively submit to them, and the students seem to either like the syllabus as it is, or think 

that they would have liked something else but chose not to do anything about it. The way 
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in which students have adapted to the system can also be looked at from the standpoint of 

Symbolic Violence theory. The students have assimilated the way schools work and it 

has become a habitus to them; prima facie evidence of this the fact that they are doing 

graduate work because the have been 'successful' in the system. One aspect of students' 

habitus is to recognize and accept the instructors' pedagogic authority. In this sense, 

students expect their instructors to exert their pedagogic authority in the way the course is 

structured and conform to it without thinking much about what their preferences or 

interests could be. It is not expected that students question the instructors' pedagogic 

work since it is usually performed under similar conditions to those under which the 

students are used to working and have assimilated to on the one hand; and on the other, 

since these conditions have been established for a long time, they are taken for granted by 

the students. Perhaps, they think, as one student mentioned, that "people consented to the 

curriculum when they began participating in it" and it is not for them to promote changes. 

These students also seem to have accepted the idea of the banking concept of 

education, which distinguishes two phases in the action of the teacher. The first one in 

which s/he chooses the object of the lessons, and the second one when s/he explains in 

detail this object to his/her students (Freire, 1987), and they learn about this object. The 

one student who said, "the syllabus was given at the beginning and no offer was made to 

negotiate the topics," did not think that if the offer had not come from the teacher, 

perhaps she could have brought the issue up; she accepted it as it was. 
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6.5. THE CONCEPT OF CULTURE 

There are many standpoints from which people can look at and make sense out of 

the social world. Each of these ways has its own logic of organization and "valuative 

assumptions" (Apple: 1979: 93) underneath, and this is the case of the concept of culture 

in this study. I found it impossible to come up with only one definition for the concept of 

culture that could emerge from this study, although this was not the aim of the research. 

The approach the courses take to culture is perhaps best described as "eclectic" (Gilmore, 

1992: 409), as the approach sociology in general takes in this matter. All four programs 

look at culture from different points of view and thus have different concepts implicit or 

explicit in them. But each course has been organized according to the underlying 

assumptions that guide the respective programs. I continue now to discuss the concept of 

culture that each program has and the reasoning behind it. 

6.5.1. Lakeside University: Culture is What Happens in the Classroom 

Lakeside University has a program oriented to serve the needs of K-12 schools of 

the city in which this university is located. In order to achieve this, the program follows 

all the state requirements and guidelines. The primary concern of the program, the 

advisor, the instructor, and the students is in relation to the classroom, and more 

particularly, to the population of students found in the city's schools. In this course, the 

emphasis is placed on pluralism and diversity as integral parts of the American school 

system. The culture course focuses on understanding how the different cultures that 

children come from have an impact on how they communicate, leam, and behave. The 
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course on culture strives to help teachers become aware of these differences and how they 

influence classroom management. It encourages teachers to create a positive 

multicultural environment that can support effective and positive cultural instruction, and 

to contend for a non-biased assessment. Basically, the idea of culture is centered around 

the microcosm of the school and the classroom in a multiethnic/multicultural urban 

context, and stresses instrumental relevance to improve pedagogical success. But 

nowhere does the course interrogate this concept. 

The approach this course and program take to culture is that of "cultural 

relativism", which refers to the attitude that one should not judge the ways of other 

people without first understanding their culture, and it also refers to a doctrine which 

discourages the judgment of another culture. This perspective on culture contrasts with 

that of ethnocentrism. In ethnocentrism there is a conviction that the values, beliefs, 

norms, and customs of one's own culture are superior to those of other groups and that 

they are the norm against which all other belief systems should be measured (Magill, 

1995: 283). 

The instructor sees culture as something that we notice only when we are out of 

our own like the proverbial fish out of water, and see differences in behavior. Obviously, 

the awareness that this program tries to awake in its students towards others' cultures is 

something that needs to be raised, if they are to intelligently interpret and respond 

appropriately (and empathetically) to cultural differences among students in their own 

(future) classrooms. 
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6.5.2. Mid-Atlantic University: Culture is the Know-How to Use the Language Tool 

The course at Mid-Atlantic University stresses cultural issues in the classroom 

and their effect on classroom management, but also covers some issues on language use. 

Throughout my interview with the director/instructor, the idea that language is a tool 

emerged over and over. This idea is also well instilled in the students in this program 

since they also brought it up in the answers they gave in the questionnaires. Since 

language is a seen as a tool, learners of the language are seen as needing to know how to 

use it properly (i.e., to know the pragmatics of language). Basically, this cultural 

awareness is what is stressed throughout the programs by also stressing the importance of 

communicative competence as a means of language instruction. 

Students in this program are well aware of the importance of knowing the 

pragmatics of language and of the possibility of changing discourse style and structure 

from one situation to another. The instructor and students placed emphasis on the 

utilitarian approach to discourse. This utilitarian approach to discourse in rooted in the 

ideas of the IS''" century philosophers Jeremy Bentham, who coined the term 

"utilitarianism", and John S. Mill (Scollon & Scollon, 1995). According to Scollon and 

Scollon, this utilitarian discourse system is the one that is used as the 'standard' in 

international discourse and is also presented as 'self-evident' to professional 

communicators. However, they also warn us that in spite of the dominance of the 

utilitarian discourse system, there are other systems and sub-systems of communication, 

and 'cultural sensitivity' and 'pragmatic effectiveness' are needed in order to have 

successful communication. Therefore, it is also important to reflect upon communicative 
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competence. It is important to think of the possibilities it brings, what it excludes, and 

how it functions. Otherwise there is a dissociation between "performance and critical 

reflection" (Kramsch, 2003). 

For the people in the program, culture is seen as something that needs to be taught 

because within the utilitarian discourse approach the program takes towards language, 

what is important is to be successful when using the language, and the only way of being 

successful is by knowing the conventions and behaviors that native speakers know and 

use. However, there is no attention to how language might be used to subvert and 

challenge these conventions. 

6.5.3. Midwest University: Culture is the Map We Make and Use to Sail Life 

Of the four programs studied, those at Midwest University are the ones that place 

most weight on the cultural component. The students in these programs usually become 

teachers or teacher trainers. They have to take four courses that deal with cultural issues; 

therefore it is inferred that the programs' faculty see the topic of culture as important to 

be taught at different levels. This course examined here, "Language and Culture", 

emphasizes the idea that all aspects of languages are rule-govemed even at the discourse 

level and the choice of a particular language to be used in a certain situation; when 

dealing with language, almost nothing is accidental or haphazard. 

The course also aims to help students recognize that some approaches to teaching 

language, and some of the ways in which we use language, have a discriminatory 
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component. It also aims to help prospective teachers understand some of the ideologies 

behind the teaching of English. 

This course is the closest of the four to what Pennycook sees as the ideal of the 

field, although it is not fully achieved here. In the course students analyze some of the 

relations between language and the social and political issues that embody it. This is 

what Pennycook calls "emancipatory modernism". Looking at language from this 

perspective is limiting since determinism and the belief that emancipation is possible are 

implicit in this view, and are not made implicit. The ideal that Pennycook seeks is called 

"problematizing practices". This view sees language as political and analyzes social 

issues through language; it also seeks to account for the politics of knowledge in explicit 

terms. This can be done from "post" positions such as postcolonialism, 

poststructuralism, and postmodernism. 

6.5.4. Southwest University: Culture is a Matter of Research 

The program at Southwest University, as well as the course on culture, place most 

of the emphasis on research. The course focuses on the value and scope of ethnographic 

research while stressing the importance of quality in research. 

This course helps students understand that they can actually do research, use it, 

and integrate it into their own teaching. Research is an important part of the students' 

own learning. Students need to be guided in this process, and therefore, the different 

aspects of culture that could be researched need to be discussed. 



316 

The idea of culture exhibited in this program is that it is an area of study in which 

the relation between language and culture is central, but the connection between the 

politics of language and applied linguistics is not included. This position is what 

Pennycook (2001) calls "liberal ostrichism", and identifies as the traditional view of the 

field of applied linguistics. This position denies the politics of the field and the politics 

of language "as a set of dispositions which incline agents to act and react in certain ways" 

(Ibid: 12). Viewed from the framework of Bourdieu's (1990) theory of symbohc 

violence, the "liberal ostrichism" position is what has been the habitus of the field. This 

can be seen in the fact most of the topics of the course are those that have long been 

uncontroversially "normal". 
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7. CONCLUSIONS AND RECOMMENDATIONS 

7.1. INTRODUCTION 

In this chapter I discuss first how two of the theories presented in the first chapter, 

namely the theory of symbolic power and the theory of linguistic imperialism, can help 

us understand how teacher preparation programs work and what the place of culture 

should be in a program. Then I will suggest how critical pedagogy can be used as a 

frame of reference incorporating the preceding two theories to provide guidelines for 

changing and improving the traditional paradigm of teaching about culture in the MA-

TESOL program. I end the chapter with a general recommendation for the course on 

culture. 

7.2. THEORY OF SYMBOLIC VIOLENCE 

Bourdieu and Passeron's theory of Symbolic Violence helps explain the basis for 

the organization of TESOL - and most teacher - preparation programs. Nowadays, a 

struggle in the field is felt in the way some individuals are aiming to transform it by 

means of highlighting the political nature of the field in their research and publications 

while others may consciously or unconsciously be working to negate this view by not 

recognizing or discussing the issue. 

Those in charge of teacher preparation programs establish the content of what is 

to be taught, define the ways in which the content will be taught, and the length of the 

training period, i.e., they determine what it takes for students to obtain the credentials and 
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qualifications that certify them as members of the ESL field (some of these requirements 

may be determined at the next higher, i.e., state, level). Faculty and students in a 

program recognize and understand the "power relations" in which the programs take 

place, and have largely conformed to the norms imposed by the system. 

Typically all those involved in such programs conform to the idea of what symbolic 

power entails. On the one hand, faculty exercise their symbolic power by choosing the 

contents of the course on culture and stipulating the way in which the course is carried 

out by means of their pedagogic actions. Bourdieu and Passeron (1990) claim that, by 

doing so, the agents, i.e. the instructors, claim the monopoly on legitimacy of the contents 

they teach. The selection of the content of the course on culture is arbitrary and obeys the 

social conditions in which it occurs. Students, on the other hand, recognize this power as 

legitimate and conform to it. 

It is part of the instructors' habitus to know they have and can exercise their 

symbolic power in the way they handle their courses, and it is also part of the students' 

habitus to recognize and accept the symbolic power their instructors have. Students have 

internalized this concept and misrecognize it as legitimate, i.e. it is already part of their 

habitus and thus they do not overtly react to it. 

It is also part of students' habitus to recognize the pedagogic actions exerted by 

instructors as legitimate and thus they misrecognize seeing them as cultural arbitrary. 

This habitus is so internalized that, although a program may be clear about its goals, if the 

curriculum comes as a surprise or is disappointing to a student, it is usually because the 
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individual failed to discuss the program before entering and thus failed to follow the rules 

of the prevailing academic culture. 

7.3. LINGUISTIC IMPERIALISM 

Historically the teaching of English in non-English speaking countries was 

officially promoted by the British and American governments, and unofficially supported 

by academic and commercial interests. The theory of Linguistic Imperialism helps us 

understand why there has been and there still is a strong anglocentric orientation in the 

TESOL field. Those in the field are aware of the importance of English, and recognize 

that it has a (not always positive) impact on other languages, particularly on languages 

that are not widely spoken. While some are concerned about the possibly negative 

influence that the English language and the (American) culture may have on other 

languages and cultures, the more pervasive perspective is that the world needs/wants 

English and participants in the ESL field are there to provide a means to fulfill this felt 

need. Thus for the most part, these issues of language power, influence and effects on 

other languages and cultures, and the economic and political aspects of teaching English 

receive little discussion in teacher preparation programs, thus contributing to perpetuating 

the anglocentricity of the field. 

Participants in the TESOL field mainly think of theirs as a profession in which 

they are helping others succeed in life, since in many contexts a knowledge of English 

helps non-native English speaking people move up the social and economic ladder. 

Obviously, along with the language come the forms of discourse that are deemed 
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appropriate to communicate effectively. These forms of discourse and socialization are 

seen as optimal, natural and necessary for success, but the people who teach them usually 

do not recognize that they have been constructed through a historic process to arrive at 

the hegemonic position in which they stand today. The language, forms of discourse, and 

teaching methods originated in the Center and the recipients of these teachings usually do 

not have an active role in determining their content and how they are taught. The 

marginalization which learners of English show in terms of their lack of involvement in 

how they might like to be taught is similar to that of students in teacher preparation; it is 

part of the internalized habitus of being a student. 

7.4. CRITICAL PEDAGOGY 

Critical pedagogy serves us as a means to move from the traditional paradigm of 

the TESOL field to a more conscious and critical approach to viewing the teaching of 

English as a second language. This approach to pedagogy requires learners to be 

Subjects, in the Freirean sense, of their own learning process. The course on culture in 

particular could be a good starting point to allow students to know more about the nature 

of the field they are/want to be a part of, its politics, and its present struggles. 

Looking at the field and at ourselves as members of the field from this critical 

perspective requires us to look at it and ask about its institutional practices, inquire how 

the ideologies of the field shape our cognition and view of the world, and find out what 

the things we see as normal and neutral are and wonder about their nature. As applied to 

individuals, critical pedagogy requires us to be critical about what we do as professionals 
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in the ESL field, whether in countries at the English-speaking Center or in the Periphery, 

and to think of how our actions affect other peoples' lives, not just those of the learners of 

English as a Second Language, but also those who are training to be teachers of ESL. 

To understand what the social practices of the field are and how we as individuals 

fit in these practices is of major importance in the training of ESL teachers. Luckily, 

nowadays there is a great deal of books and articles in which researchers acknowledge 

the political nature of the profession and propose alternatives which challenge or at least 

problematize the old paradigms of the field (See bibliography section). Programs should 

consider expanding the course on culture or at least devote some time to the discussion of 

these matters, or if no such course in required, provide an assured venue where these 

issues can be considered. 

The prevailing omission of such topics often follows from the traditional 

perspective that the teaching of English is politically neutral, a position that the field at 

large has had since its beginnings. However, as mentioned earlier, there seems to be a 

conscientization in this regard and the articles and books that began to appear in the early 

1990s are changing the way we view ourselves as members of the field, and the field 

itself. This critical way of looking at the field nevertheless , as this study shows, has not 

made its full impact in teacher preparation programs. 

According to Apple (1979), one of the purposes of critical pedagogy is to look at 

the relationship among science, ideology and educational thought. The course on culture 

presents itself as the perfect arena for the examination of the historical roots of the field, 

understanding how it has evolved, and how it is positioned today. Knowing these aspects 
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of the field would enable future ESL teachers to see what the contradictions of the field 

are as well as what the tendencies are for its future. Not recognizing what is implicit or 

taken for granted in the field is limiting in thought and action and can also be misleading. 

Within the frame of critical pedagogy, instructors can seek to understand what the 

experiences and needs of the students are and help them achieve the fulfillment of these 

needs once they have been expressed. This means that instructors might start by asking -

not by assuming - that they know what students need based on the comments and 

reactions of those in a previous class. Obviously, there needs to be balance between what 

students think they need and what the course is oriented to or can offer students in 

general. It would be too chaotic and at times impossible to start from scratch every single 

time a course is given. 

7.5. CONCLUSION 

The purpose of this research was not to come up with a list of themes and 

readings that should be appropriate to teach in a course on culture, but to find out what 

the course on culture in ESL master's programs was about. In the first chapter, I stated 

that I hoped that the results of this research would help instructors of the course on 

culture at university levels become better aware of their own ideologies and how these 

have an impact on those they are giving instruction to. 

As I got more involved in this project, I began to realize that not only the 

instructors' ideologies needed to be taken into account. The shape of the course on 

culture is also affected by the ideologies of the programs, departments, colleges, and 
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universities in which it is housed. These ideologies, the instructors' and the programs', 

are what make the course on culture in each program unique. 

If the four programs which were subjects of this study could be taken as broadly 

representative of what happens in ESL teacher preparation in general, it could be 

concluded that Master's programs in TESOL interpret the term culture differently, and 

that the interpretation in each program is generally a fairly narrow one. Thus there is no 

general uniformity in what having this course requirement entails in terms of outcomes of 

knowledge or understanding. Programs tailor the course on culture to fit their own 

individual goals. In particular, the broader implication of the concept of culture in 

relation to the field, if it is dealt with at all, is discussed in only a minority of the 

programs. 

However, the one thing that all programs have in common is their relation to the 

field as a whole. In this way, the ESL field also has an influence on the programs in 

general. At a concrete level, it provides the programs with a set of guidelines for the 

preparation of ESL teachers although it does not impose them by force. In this set of 

guidelines for the preparation and certification of ESL teachers in the United States the 

importance of culture is addressed. Nevertheless, only half of the overall programs listed 

in the TESOL Directory (1999) included a required course on culture as part of their 

curriculum. 

At an ideological level, the ESL field at large has contributed to maintain the 

awareness of the inherently political nature of English teaching at the margin and has 

resisted bringing it to a conscious attention. Recently, this apolitical stance started to 
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change. I endorse Pennycook's (2001) advocacy for a critical self-awareness that does 

not become mainstream and fixed, but rather maintains itself as a dynamic approach in 

which questions about language, education, power and inequality are at the base, not just 

of a course, but of the whole program since central to the formation of professionals in 

the TESOL field should be an awareness of their own habitus, and an understanding of 

the micro and macro effects of English instruction, its relation to other political, cultural, 

and socioeconomic realities, and its own politics. It seems to me that the course on 

culture is the perfect locus to begin promoting a critical approach to the field and to our 

praxis, to question our own ideologies and how they are affected by the environment in 

which we move, and most of all, how all this affects those we teach. 
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APPENDIX A 
First Introductory Letter from my Advisor 

THE UNIVERSITY OF 

Department of English ARIZONA Modem Languages Building #67 PO Box 

210067 
TUCSON ARIZONA Tucson, Arizona 85721-0067 (520) 621-

1836 
FAX (520) 621-7397 

March 20, 2001 

To: Director, M.A. Program in TESOL/ Applied Linguistics 

Subject: Request for assistance 

I am writing to request your assistance in completing the enclosed questionnaire, 
which has been developed by Rosa Maria Mejia as part of a research project she is now 
conducting on the teaching of culture in M.A. programs in TESOL/Applied Linguistics in 
this country. 

Her research will examine how teaching about culture is incorporated into an 
M.A.. program, as well as the approach taken to the consideration of culture within L2 
teaching. It is a topic which many of us have taken for granted for many years, without 
perhaps reflecting on some of the larger ramifications of the relation of culture and 
language teaching. Her research has already caused us to begin to reconsider the issue 
within our own program (of which she is a graduate), and I feel that her findings have the 
potential for national impact on the field. 

Because I believe that this study has such important significance, as a fellow 
director of an M.A. program, I am asking for your help so that the results will reflect the 
national picture as fully and accurately as possible. 
Thanks in advance for your valuable assistance. 

Rudolph C. Troike 
Director, MA/ESL Program 
University of Arizona 
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APPENDIX B 
First Introductory Questionnaire 

Tucson, April 10'*^, 2001 

Dear Program Director, 
I am conducting a survey of M.A. programs in TESOL/Applied Linguistics to 

discover what is being taught about culture in various programs, and whether a course on 
the subject is required. As part of the initial information-gathering stage, I am asking 
your help in taking a few moments to fill out the short questionnaire below. 

I am enclosing a stamped envelope for you to return the questionnaire in, and if 
you have any available syllabus for a course on culture offered in you program, I would 
appreciate your enclosing it as well. If your program has a mission statement, it would be 
helpful if you include that also. 

As alternative methods of response, you could fax the questionnaire at (520) 621-
9180, or e-mail me at rmm@u.arizona.edu. Should you have any questions, do not 
hesitate to contact me by e-mail. 

I will be very grateful for you taking the time to help with this survey. 

Appreciatively, 

Rosa Maria Mejfa 
rmm@u.arizona.edu 
Second Language Acquisition and Teaching Ph.D. Program 
The University of Arizona 

QUESTIONNAIRE 

Regarding your ESL/Applied Linguistics M.A. Program: 

1. Of the students actually enrolled in this program, what percent are U.S What 
percent are international? 

2. After graduation, do your students usually (check all relevant); 
a. teach English abroad 
b. teach English in the US or other English speaking country 
c. become teacher trainers 
d. go into a related Ph.D. program 
e. other 

mailto:rmm@u.arizona.edu
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In relation to the course concerning culture which is required for the students in your 
program: 

1. What is the title of the course? 

2. When was the course initially offered? 

3. What considerations led to offering it? 

4. Why is this course required? (Answer may be the same as #3). 

5. How often is this course offered? 
Every semester Annualy 
Other 

6. Is this course only for the students in your Master's program, or is it required for 
students in other programs as well? If so, which programs? 

7. Are there any other courses related to this one that are also required? If so, which 
ones ? 

Any additional comments on the significance of this course topic to your program, or any 
plans to revise it, will be welcome. Thank you very much for your help with this survey. 
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APPENDIX C 
Second Introductory Letter from my Advisor 

THE UNIVERSITY OF 

Department of English ARIZONA Modem Languages Building #67 PO Box 210067 

TUCSON ARIZONA Tucson, Arizona 85721 -0067 (520) 621-
1836 

FAX (520) 621-7397 

September 5,2001 

To: Director, M.A. Program in TESOIV Applied Linguistics 

Subject: Request for assistance 

I am writing to request your assistance in completing the enclosed questionnaire, 
which has been developed by Rosa Maria Mejia as part of a research project she is now 
conducting on the teaching of culture in M.A. Programs in TESOL/ Applied Linguistics 
in this country. 

Her research will examine how teaching about culture is incorporated into an 
M.A. program, as well as the approach taken to the consideration of culture within L2 
teaching. It is a topic which many of us have taken for granted for many years, without 
perhaps reflecting on some of the larger ramifications of the relation of culture and 
language teaching. Her research has already caused us to begin to reconsider the issue 
within our own program (of which she is a graduate), and I feel that her findings have the 
potential for national impact on the field. 

Because I believe that this study has such important significance, as a fellow 
director of an M.A. program, I am asking for you help so that the results will reflect the 
national picture as fully and accurately as possible. 

Thanks in advance for your valuable assistance. 

Rudolph C. Troike, Professor 
Director, MA/ESL Program 
The University of Arizona 
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APPENDIX D 
Second Introductory Questionnaire 

September 7,2001 

Dear Program Director: 

I am conducting a survey for my dissertation and last April I sent out a short 
questionnaire and a request for a syllabus on the course on culture and the mission 
statement of the program. Also included in the envelope was a letter from Dr. Rudolph 
Troike requesting your assistance in this important matter to me. 

There were some institutions that did not respond to my request. Since this project is of 
great relevance to me, I am asking again for your help in assisting me with this research. 
Basically this is a survey of M.A. Programs in TESOL/Applied Linguistics in which I 
seek to discover what is being taught about culture in various programs, and whether or 
not a course on the subject is required. This project is in its initial information-gathering 
stage. Please take a few minutes to fill out the attached questionnaire. 

I am enclosing a stamped envelope for you to return the questionnaire in. I would also 
appreciate it if you could enclose a copy of the syllabus for the course on culture offered 
in your program as well as the mission statement for the program, if there is one. 

As an alternative method of response, you could e-mail this information at 
rmm@u.arizona.edu. You can also write to me telling me the web address at which I can 
find syllabus and/or the mission statement. Should you have any questions, do not 
hesitate to contact me bye-mail. 

I will be very thankful for your taking the time to help me with this survey. 

Appreciatively, 

Rosa Maria Mejia 
rmm @ arizona.edu 
Second Language Acquisition and Teaching Ph.D. Program 
The University of Arizona - Tucson 

mailto:rmm@u.arizona.edu


330 

QUESTIONNAIRE 

In relation to the ESL Master's program offered at your university, I would like to know 
the following: 

1. Of the students are actually enrolled in this program, how many of them are 
American? How many of them are international? 

2. After graduation, what do your students usually do? (check all relevant): 
a. teach English abroad 
b. teach English in the US or other English speaking country 
c. become teacher trainers 
d. go in a related Ph.D. program 
e. other 

In relation to the course concerning culture which is required for the students in your 
program: 

1. What is the title of the course? 

2. When was this course initially offered? 

3. What considerations led to offering it? 

4. Why is this course required? (Answer may be the same as #3) 

5. How often is this course offered? 
Every semester Annually Other 

6. Is this course only for the students in your Master's program, or is it required for 
students in other programs as well? If so, which programs? 

7. Are there any other courses related to this one that are also required? If so, which 
ones? 

Any additional comments on the significance of this course topic to your program, or any 
plans to revise it, will be welcome. Thank again for your help in this survey. 
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APPENDIX E 
Interview with the Director of the Program 

1. Here is the information on your program that was pubUshed in the TESOL directory; 
could you read it and tell me how accurate it is? 

2. Have you made changes in the program from what was published? If so, are they 
described anywhere? If you have, can I keep a copy of those changes? 

3. Why do you have your program listed in this book? 

4. In your opinion, what do you think this program aims at? What I mean is what does 
the program expect from its students once they graduate and go out to teach English as a 
second language? 

5. What do you think the program does to ensure this goal is reached? I would like to 
know this in terms of the required courses, the practicum, how they are supervised, etc. 

6. How do you choose the teacher for his course? Is it something that you do, that a 
teacher volunteers for, that someone with a particular interest in this field does, or any 
other thing? 

7. How much autonomy do teachers have in preparing their courses? Do you review the 
syllabi of the required courses? How do you ensure that goals are met? Do you have any 
input on this class? 

8. How about the students? Do your students ever question why this course is required? 
Do they ask why other courses are required? Do they have any saying in this? 

THREE MORE QUESTIONS 

9. There are certain writers, such as Pennycook and Philipson, who suggest that the 
spread of English directly or indirectly supports the expansion of American commercial 
interest, so that the teaching of English can be seen as supporting American economic 
imperialism. Do you agree with this view? Why or why not? 

10. These writers also state that English is a threat, culturally, linguistically, and 
economically, to major and minor languages around the world (e.g., French, Spanish, 
German, minority languages like Dutch or Indian languages in Colombia), and teaching 
English supports this threat. Do you support this view? Why or why not? 
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11. It is said that language is closely tied to culture. If that is so, then the spread of 
English is also a threat to cultures around the world, and English teachers are complicit in 
this threat if they don't oppose it. Is this statement true or false? Why? 
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APPENDIX F 
Interview with the Course Teacher 

ABOUT THE PROGRAM IN GENERAL 

1. In your opinion, what do you think this program aims at? What I mean is what does 
the program expect from its students once they graduate and go out to teach English as a 
second language? 

2. What do you think the program does to ensure this/these goal(s) is/are reached? I 
would like to know this in terms of the required courses, the practicum, how they are 
supervised, etc. If you do not know about the program in general, what do you in 
particular do in this class to ensure that the goal(s) are attained? 

3. Do you require your students to be bilingual? Just to have certain knowledge of 
another language? Or just to have gone through some second language learning, or none 
of the above? Why? 

PERSONAL 

4. Why do you teach this class? 

5. For how many years have you taught it? 

6. Why do you think it is so important to teach English? 

7. If English is the global language, i.e. it is the dominant international language. What 
has made it so? Do you think there will be a shift in the coming years? Do you think 
there is another language that could take up this place? If so, which? Do we teach 
English because it is the dominant language and therefore that is what will help people in 
their future, or do we teach it to keep it as the dominant language? 

ABOUT THE COURSE 

8. How often do you revise your syllabus? 

9. Based on what do you make changes to it? 

10. What is your preferred text to use in this class? One that you have liked to use for an 
extended period of time. If there isn't any, based on what do you choose them? Why do 
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you change them? Or, why is there not a text for this course? Why do you prefer 
readings from so many different sources? 
11. What do you think are the most important/relevant aspects of teaching Enghsh? 
What I mean is what are the relevant aspects of the language that need to be emphasized 
when teaching English? Do learners need to be able to communicate regardless of the 
proper use of grammar or pronunciation? Do they need to know and use grammar 
correctly?, How important is pronunciation?. How about the pragmatics?. Do they need 
to know about the social rules to address people of different status?, etc? How much of 
these aspects does a teacher need to be aware of? 

12. Do your students, the future teachers of English, share this view? What I mean, do 
they think that what you think is important is important for them too? 

13. Do your students ever question why this course is required? 

14. How does this course in particular relate to the teaching of English in general? 

15. How do choose the topics for this class on culture? What ideas do you have in mind 
when you prepare the syllabus? 

16. What are the topics that you always touch? Why? 

17. What are the topics that you tend to change from one year to the next? Why? 

18. Is culture so important that in your opinion there should be more required courses on 
culture? Why? Why not? Why? 

19. What things/topics do you always want to touch upon but never have the time to? 

20. Is there a definition of culture that you like? Which? Is this definition the basis for 
your approach to culture in this class? Or, why isn't there any? 

21. What are the approaches to culture that you deal with in the classroom? What are the 
aspects do you stress the most? Why? 

22. What are the topics that you intentionally leave out or choose not to deal with? 
Why? 

23. What kind of activities do your students have to do in this course? (tasks, 
assignments? What are the purposes of these activities? 

24. Is there a lot of comments and active participation of students in the classroom? 
What kind of issues do they raise? How are these discussions held? 
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25. Do you think that there is a difference in the responses, approaches, the issues that 
they hke to deal with, between the international and the American students? If so, what 
are those differences? 

26. How do students contribute to the enrichment of the course? Do you notice any 
differences between American and international students? If so, how do their 
contributions differ? 

27. What benefits do you think the learning of English brings to its learners? Are there 
any drawbacks? 

28. Is this particular issue discussed in your class? By issue I mean the benefits and the 
drawbacks that the learning of English may entail. How is it discussed? 

29. Should students be aware of the benefits and concerned with the drawbacks? How do 
you ensure this in your class? 

30. How does your course fit into the program? 

31. Is culture something that can and needs to be taught? Is that why you teach this 
course? 

THREE MORE QUESTIONS 

32. There are certain writers, such as Pennycook and Philipson, who suggest that the 
spread of English directly or indirectly supports the expansion of American commercial 
interest, so that the teaching of English can be seen as supporting American economic 
imperialism. Do you agree with this view? Why or why not? 

33. These writers also state that English is a threat, culturally, linguistically, and 
economically, to major and minor languages around the world (e.g., French, Spanish, 
German, minority languages like Dutch or Indian languages in Colombia), and teaching 
English supports this threat. Do you support this view? Why or why not? 

34. It is said that language is closely tied to culture. If that is so, then the spread of 
English is also a threat to cultures around the world, and English teachers are complicit in 
this threat if they don't oppose it. Is this statement true or false? Why? 
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APPENDIX G 
Questionnaire for the Students - Form A 

Demographics 

1. Name of the university: 

2. Year in which you will get your degree: 

3. Are you an international student, i.e. were you raised in a country other than the 

USA? yes no 

4. Are you currently working as a teacher of English as a second language? 

yes no 

5. Are you teaching in the USA? yes no If not, where are you teaching? 

6. What is the age range of the students you teach? 

7. Are you a native speaker of English? 

8. If not, what is your native language? 

9. If you are a native speaker of English, are you fluent in any other language? 

Which? 

About the program 

10. Why did you decide to attend this program? 

11. How would you rate this program in general? 

12. Do you think the required courses were beneficial in your learning? 

13. Do you think the required courses are useful in your everyday practice? 
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14. Do you think the required courses meet the expectations of course requirements? 

15. Are there any courses/themes/topics that you think should no be required? Which 

ones? Why? 

16. Are there any courses/themes/topics that you think should be required? Which? 

Why? 

About the course on culture 

17. How long ago did you take this class? 

18. Why did you take this class? 

19. How would you rate this course in terms of its content? Why? 

Excellent Very Good Good Average Poor 

20. How would you rate this course in terms of its usefulness in you working life? 

Why? 

Excellent Very Good Good Average Poor 
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21. How would you rate the assignments that you had to do for this course? Why? 

Excellent Very Good Good Average Poor 

22. What have you found most useful from this course? Why?, 

23. What have you found less useful? Why?. 

24. Were there topics/issues that you think were left out? Which?. 

25. Were there topics/issues that need not be there? Which? 

26. In your opinion, did the students contribute to the making of the course? How? 

How not? 

27. In your opinion, was this class a place for the promotion of debate on different 

ideas about culture? How? How not? 
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28. Do you think this course prepared you better for research in the field, for practice 

in the classroom, or for both? Why? 

About the Teaching of EngUsh 

29. What benefits do you think the learning of English brings to its learners? 

30. Are the any drawbacks for the learner in the learning of English? Explain. 

31. Do you think that a teacher of English needs to teach about the culture of the 

English speaking country s/he represents or the institution s/he works is affiliated 

with? Why 

32. Do you teach culture in your everyday practice? 

33. If so, what do you teach? Name some of the topics that you work on. 



340 

34. Do you think the teaching of Enghsh directly or indirectly supports the expansion 

of American commercial interest, so that the teaching of English can be seen as 

supporting American economic imperialism. Why? Why not? 

35. Do you think that English is a threat, culturally, linguistically, and economically, 

to major and minor languages around the world (e.g., French, Spanish, German, 

minority languages like Dutch or Indian languages in Latin American countries), 

and that teaching English supports this threat? Why? Why not? 

36. Do you think that by teaching English you are changing/modifying people's 

perspectives of the world, and thus changing their culture? 

37. Do you think that by teaching English and about the American culture in places 

other than the US, you are changing/modifying the culture and the language of the 

place in general? 

38. Do you agree with the idea that language is closely tied to culture. If that is so, 

then the spread of English is also a threat to cultures around the world, and 

English teachers are complicit in this threat if they don't oppose it? Why? Why 

not? 
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Opinions about culture 

39. Do you have a definition of culture? Which one is it? 

40. How important is it to have knowledge of your student's cultures? 

41. Do you think that there is a culture for the ESL field? 

42. If so, how would you describe this culture? 
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APPENDIX H 
Questionnaire for the Students - Form B 

Demographics 

1. Name of the University 

2. Year of graduation 

3. Gender Male Female 

4. If you are still a student, what are you planning to do when you graduate? 

5. Are you currently teaching English as a Second Language? 

6. Are you teaching in the United States or abroad? 

7. Are you a native speaker of English? yes no 

8. If not, what is your native language? 

9. If you are a native English speaker, are you fluent in any other language? 

yes no If yes, which? 

10. If you are native speaker of English, have you ever taught abroad? 

11. In what setting do you teach? 

Opinions about Teaching English 

12. Do you think that teaching, in general, has political implications? Explain why or 

why not. 

13. Do you regard the teaching of English as a political act? Explain why or why not.. 

14. Do you think that political issues should be discussed in the EFL classroom? Explain 

why or why not. 
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About the Program 

15. How would you rate this program in general? 

Excellent Very Good Good Average Poor 

16. Do you think the required courses were useful? Why? 

17. Do you think the required courses were beneficial in your learning? Why? 

18. Are there any topics/subjects/courses that are not required but you think should be? 

Which one (s) and why? 

19 Do you think the course on culture met your expectations? Why or why not? 

20. Do you think that the topics discussed in this course gave you practical insights for 

your teaching practice? Why or why not? 
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21. Are there any topics (on culture) that you think are crucial in the training of ESL/EFL 

teachers that were not discussed in this course? Which ones? 

22. Did the course affect your perspective on the nature of culture, If so, how? 

23. Do you think this course prepared you better for research in this ESL field or for 

practice in the classroom? If so, explain in what way. 

Opinions about Culture 

24. Do you have a definition of culture? What is it? 

25. How important is it to have knowledge of your students' culture? 

26. How important is it for students to have knowledge of the cultures of English 

speakers? 



345 

27. How important is it for the teacher to have knowledge of the culture of English 

speakers? 

28. How important is it for the learner to have knowledge of the culture of English 

speakers ? 

29. Do you teach about US American culture in your classes? If so, what do you teach? 

30. Do you think that the ESL field constitutes a subculture? Explain. 

31. Do you think that by teaching English you are changing/modifying people's 

perspectives on the world, and thus changing their culture? Why or why not? 

32. Do you think that by teaching English and about American culture in places other 

than the US, you are affecting the culture and the language of the place in general? Why 

or why not? 
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