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Abstract 

 

The changing role of English as a lingua franca (ELF) has triggered a debate on 

whether or not English teaching should conform consistently to native-speaker Standard 

English or should it value the pedagogical implications of ELF. This study investigates the 

implementation of China’s Business English Program from an ELF perspective and explores 

the practicality of incorporating ELF-informed teaching in context by comparing what is 

being taught in the classroom with what is being used in the workplace. The comparison is 

made through the key concepts involved in the debate over the practicality of ELF-informed 

teaching, such as language ownership, linguistic and cultural diversity, language authority 

and authenticity. 

This study used an in-depth, inquiry-based case study research approach to investigate 

the cases of two Business English Programs. The sources of evidence include curriculum 

documents, coursebook analysis, classroom observations, questionnaires and interviews. The 

evidence was obtained through a three-phase inquiry using both quantitative and qualitative 

data collection methods. Phase 1 involved a content analysis of three curriculum documents, 

including the National Principles of Teaching Quality for Undergraduate Business English 

Majors (The National Principles of BE) and the two institutional curricula. Phase 2 started 

with an analysis of business English coursebooks followed by a series of classroom 

observations. This phase of enquiry along with document analyses at phase 1 provide 

substantial evidence regarding what ‘English’ is being taught - an ENL variety through an 

‘monolithic’ approach or ELF through a ‘pluricentric’ approach. Phase 3 investigated 

stakeholders’ (teachers, learners, graduates) attitudes and perceptions towards native-speaker 

Standard English and ENL-based teaching, ELF and ELF-informed teaching.  
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The findings revealed that the curriculum documents do not indicate a preference for 

native-speaker Standard English, ELF or Chinese-English. However, the coursebooks 

analysed in this study suggested a strong orientation towards native-speaker Standard 

English, its users and cultures and also, a lack of real-life ELF scenarios. This lack of ELF 

scenarios was not addressed in the use of the coursebooks as evidenced in the classroom 

observations. While the concept of English as a lingua franca was understood and discussed, 

how English is actually used as a lingua franca was not exemplified or analysed. In addition, 

teachers, learners and graduates have different perceptions towards what should be taught in 

classroom. The interviews with business English teachers indicate one main conflict and 

three subsidiary conflicts regarding the practicality of ELF-informed teaching in the Business 

English Program. The main conflict is between teachers’ general awareness of ELF and their 

preference for ENL-based teaching. The three subsidiary conflicts are between: 1) learning 

ENL and teaching ELF; 2) English for test and English for use; and 3) intervention and 

innovation. Meanwhile, learners’ perceptions towards what should be taught in classroom 

were found to be influenced by three factors: 1) the communicative effectiveness of the 

‘English’; 2) the social value of the ‘English’; and 3) the applicability of ‘English’ in China’s 

higher education system. Different from business English teachers and learners, graduates 

expressed more positive attitudes towards ELF and called for an inclusion of real-life ELF 

scenarios, an introduction of EMI business courses, and classroom practices that encourage 

bi/multilingualism.  

In the light of the above findings, the gaps between what is being taught in the 

classroom and what is being used in the workplace were summarized. Also, a total of seven 

factors at individual, institutional, and socio-cultural levels were identified as the most 

prominent barriers to the effective implementation of ELF-informed teaching in the Business 

English Program. These barriers formed the basis of the ultimate proposal for an evaluative 
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framework that conceptualizes the most prominent components needed for consideration by a 

local institution in order to explore the practicality of ELF-informed teaching. The framework 

could be used to detect, discuss, and defeat the barriers impeding its effective implementation 

of ELF-informed teaching.  

Overall, by unveiling a dynamic interplay of policy, contexts, and stakeholders in the 

implementation of Business English Program, the findings from the present study are of 

empirical and practical value to those involved or interested in the fields of English language 

policy, English language teaching in China, and ELF. This study makes original contributions 

to the literature through illuminating: a) the extent to which ELF-informed teaching is 

implemented in China’s Business English Program; b) the existing and potential barriers 

impeding the effective implementation of ELF-informed teaching; c)  the gaps between what 

is taught in business English classrooms and what is used in workplace; and d) key elements 

to assist  Business English Programs in overcoming these barriers and bridging the gaps. In 

addition, with a specific focus on China’s Business English Program, this study enriches the 

literature on stakeholders’ perceptions on ELF and the implementation of ELF-informed 

teaching in the countries in the Expanding Circle and thus, adds empirical evidence into the 

debate over the practicality of ELF-informed teaching in these contexts.  

 

Key words: English as a lingua franca, ELF-informed teaching, the Business English 

Program in China, English in China’s workplace 
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  INTRODUCTION 

1.1  Foreword 

My research interest in this study comes from my personal learning and research 

experience of English. In 2009, I attended China’s gaokao (the National Higher Education 

Entrance Examination), and then enrolled in the English Language and Literature Program in 

a Chinese university and became an English major. This was the wish of my father. In the 

mid-1980s, when my father was in senior high school preparing for his gaokao, English 

officially became one of its mandatory tests. Growing up in a small and remote village, my 

father had not learnt English and had not even known the 26 letters of the English alphabet 

before he attended senior high school. Therefore, according to him, he spent nearly a month 

learning the very first sentence in his English coursebook, i.e. ‘Karl Marx is from Germany’. 

With the English course moving rapidly to an advanced level, his motivation and confidence 

faded away. Consequently, my father lost his opportunity to go to one of the top universities 

due to his poor performance in the gaokao English test. This life-changing experience made 

him believe in the importance of English.  To avoid the same fate for me, as I was growing 

up, he kept emphasizing how important this language was, is, and will be. Finally, he 

convinced me to choose English as my major.  

In the English Language and Literature program, we focused our study on the four 

skills, listening, reading, writing, and speaking, as well as on introductory linguistics and 

British/American literary works. We used British or American publications as our teaching 

materials, listened to audiotapes recorded by native English speakers, imitated their accent, 

and admired their English proficiency. In the four-years of training, no one ever questioned 

the goal of acquiring native English, although few of us had attained near-native English 

proficiency by the time we graduated.  
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After graduation, I took a master’s program in applied linguistics, where I noticed that 

the huge pressure of being published in international peer-reviewed journals forced Chinese 

English teachers and English language teaching (ELT) researchers to react quickly to new 

ideas, theories, and frameworks so that they could interpret local phenomena from novel 

perspectives. However, research on English as a Lingua Franca (ELF) was an exception. This 

emerging field of research was not widely embraced in the Chinese context. Of most interest 

to me was the fact that it proposed a pluricentric view towards language teaching and 

learning, which was quite different from my English learning experience in the English 

Language and Literature Program.  

Some Chinese practitioners and researchers insist that the English Language and 

Literature Program has a responsibility to maintain the disciplinary and academic integrity of 

English as a foreign language (EFL) and English as a second language (ESL) (Chen, 2018), 

which basically takes a monolithic view towards English language teaching. Putting aside the 

controversies around whether the English Language and Literature Program should serve this 

purpose, what interests me is whether or not English language teaching to learners who are 

expected to use English as a lingua franca is and should be conducted in a similar way as the 

English Language and Literature Program. If so, then is there a better way for ELT to better 

prepare these English learners to communicate in the global context considering how much 

importance is attached to the English language by millions of Chinese English learners and 

their parents?  

Taking this as a point of departure, I started an inquiry into the practicality of 

introducing ELF-informed teaching in the Chinese context. The sections that follow will 

introduce the research context, key research questions, as well as the aims and significance of 

this study.  
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1.2 Research context  

This research was situated within the Business English Programs in Chinese 

universities. The notion of business English teaching was introduced into China at the time 

that the Opening up and Reform policy was implemented around 1978 (Zhang & Yan, 2012). 

However, at that time the English Language and Literature Program had just been established 

and was struggling to position itself as an independent discipline due to a lack of well-

organized curricula, qualified teachers and localised teaching theories and methods. 

Therefore, the teaching of business English was not a priority.  

Two decades after the Opening up and Reform, an unprecedented amount of foreign 

investment was seen in China, resulting in a need for business English users. In this context, 

business-related courses were added into some institutional curricula of the English Language 

and Literature Program, with ‘Business English Writing’ being the most popular. Also, some 

teachers tried to include business genres in teaching materials to increase Chinese English 

learners’ familiarity with business discourse and contexts (Weng & Xin, 2012).  

With China’s increasing involvement in international business communication in the 

last decade, Chinese brands and products made in China have already reached nearly every 

corner of the world and a high demand for business English users is therefore required by 

international and local employers. This explains the establishment of the Business English 

Program. In 2007, the Ministry of Education permitted the trial of the first Business English 

Program at the University of International Business and Economics in Beijing. Since then, 

the number of Business English Programs has rapidly increased. It is has become a four-year 

nation-wide bachelor program, offered by more than 140 universities and institutions.  

The establishment of the Business English Program could be seen a proactive action 

towards the global spread of English in the business community where English now 

indisputably serves as a lingua franca. This strong connection between the Business English 
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Program and ELF makes the Business English Program an appropriate context to consider the 

pedagogical potential and implications of ELF.  

1.3 Statement of the problem 

The global spread of English has been interpreted conceptually and empirically 

investigated from different research frameworks, among which are World ‘Englishes’ (WE) 

and English as a Lingua Franca (ELF). As early as the 1980s, Kachru (1985) conceptualized 

the distribution of English worldwide using the ‘three circles’ model, namely, the Inner 

Circle (where English is a native language, such as in the USA and the UK), the Outer Circle 

(where English is a second language, such as in India and Singapore) and the Expanding 

Circle (where English is a foreign language, such as in China and Japan). Since the proposal 

of the ‘three circles’ model, WE research has made great advances in unpacking how English 

is institutionalized and nativized in the Outer and Expanding Circle countries (D’Angelo, 

2005; Kirkpatrick & Xu, 2002; Ma & Xu, 2017; Pingali, 2009; Tan & Low, 2014). However, 

now English is used both within and outside the three circles and serves as a lingua franca, or 

“any use of English among speakers of different first languages for whom English is the 

communication medium of choice, and often the only option” (Seidlhofer, 2011, p. 7). 

It has been argued that ELF users are able to convey meaning through ways that are 

different from native English speakers’ (NESs) use of English (e.g., Björkman, 2017; 

Breiteneder, 2009a, 2009b; Cogo & Dewey, 2012; Kaur, 2009; Kirkpatrick, 2012; Low, 

2016; Mauranen, 2012) and adapt their ‘Englishes’ to meet their own communication needs 

(Deterding, 2013; Seidlhofer, 2011; Walkinshaw & Kirkpatrick, 2014; Watterson, 2008). 

This supports the argument that English is owned and developed by all English users (Davies, 

2003; Park, 2012; Sung, 2015; Widdowson, 1994) and challenges the monolithic view of 

English in ELT. The research collectively underpins ELF-informed teaching and has 

problematized English as a Native Language (ENL)-informed teaching.  
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In contrast to ENL-based teaching, where learners are expected to make errors, as 

defined by the use of nonstandard forms in the process of attempting to approximate idealized 

native speakers, ELF-informed teaching regards ‘errors’ as possible variants (De Costa & 

Crowther, 2018). Instead of an exclusive focus on native-speaker Standard English, 

represented by American English and British English in ENL-based teaching, ELF-informed 

teaching is grounded in a pluricentric view of English and accentuates the importance of 

linguistic and cultural diversity (Galloway, 2017; Jenkins, 2006b, 2012; Kirkpatrick, 2012). 

The emergence of ELF as an independent school of research sparked a debate over 

whether English teaching should consistently conform to ENL-based teaching or should 

consider the value of ELF-informed teaching (Canagarajah, 2011; Leung & Street, 2012; 

Leung, 2013; Prodromou, 2007; Sewell, 2012; Swan, 2012, 2013; Widdowson, 2012, 2013), 

especially in the countries in the Expanding circle where English teaching is traditionally 

norm-dependent. Kachru (1985) distinguished English users worldwide with reference to the 

three circles model where users in the Inner and Outer circles are norm providing or 

developing, and those in the Expanding circle are norm dependent. Accordingly, ELT in the 

Expanding Circle was believed to depend on norms provided by users in the Inner Circle or 

native English speakers (NESs) (Bolton, 2004).  

Wright and Zheng (2017, p. 515) argued that the movement in ELT in the last decades 

“only changed the ‘how’ of what was to be learnt not the ‘what’”. ELF-informed teaching, 

which tends to change ‘what’ should be taught and learnt, has naturally caused tensions and 

concerns over what should be presented to English learners in ELT. In a situation where the 

traditional ENL-based teaching has been challenged, but the practicality of the new ELF-

informed teaching is still in debate, pedagogical decisions are dependent on a particular 

linguistic and cultural context (Dewey, 2012).  
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Taking the Business English Program into consideration, this debate gives rise to a 

series of critical questions:  

• Has ELF-informed-pedagogy been incorporated into the Business English 

Program?  

o If so, how and through what ways?  

o If not, how does the Business English Program prepare its learners to 

communicate in the global context?  

• How do teachers and learners in the Business English Program perceive native-

speaker Standard English and ELF?  

• How do their perceptions affect their teaching and learning?  

• How do graduates from the Business English Program perceive the role of English 

in their workplace? 

• How do graduates reflect on what they have learned in the Business English 

Program?  

 

This study aims to provide empirical evidence to help answer these critical questions.  

1.4 Research aims 

This research investigates the implementation of China’s Business English Program 

from an ELF perspective and explores the future directions of incorporating ELF-informed 

teaching in context by comparing what and how ‘English’ is being taught in the classroom 

with what and how ‘English’ is being used in the workplace. A comparison is made through 

the key concepts involved in the debate over the practicality of ELF-informed teaching, such 

as language ownership, linguistic and cultural diversity, language authority and authenticity. 

Ultimately, this research aims to: 

1) to find out what ‘English’ is being taught - ENL variety through an ‘monolithic’ 

approach or ELF through a ‘pluricentric’ approach or some combination of them; 

2) to investigate the attitudes and perceptions of business English teachers and 

learners towards native-speaker Standard English and ENL-based teaching, ELF 

and ELF-informed teaching; 

3) to explore the use of English in selected workplaces in China; 

4) to understand the attitudes and perceptions of graduates from the Business English 

Program towards native-speaker Standard English and ENL-based teaching, ELF 

and ELF-informed teaching; 

5) to find possible barriers that ELF-informed teaching might face in the Chinese 

context and also provide practical recommendations to enable the Business 
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English Program to better prepare its learners to communicate in the global 

context.  

1.5 Significance of the study 

This study is directly relevant to the debate on the practicality of incorporating ELF-

informed teaching in China at a time when English is used primarily as a lingua franca, 

especially in the business context. Therefore, it is expected that Chinese stakeholders could 

directly benefit from the results of this study. The present study provides a profile of how 

English is taught currently in business English programmes and secondly, whether adopting 

an ELF approach might be feasible. It lays a foundation for understanding the realities of ELF 

in ELT in the China’s context.  

One component of this study invited graduates from the Business English Program to 

reflect critically on their English learning and usage experience: specifically; whether ELF is 

related to their working context and how well the Business English Program prepared them to 

use English as a lingua franca. The results of the study point out areas where the Business 

English Program has done well, and as well as suggest appropriate improvements and future 

directions. For future business English learners and teachers, the results of this study will 

provide reliable resources that they can refer to in connecting the English used in the business 

community with the English taught in the English classroom. For the surveyed institutions, 

the results will allow a rethink on whether ELF should be perceived and incorporated in the 

Business English Program.  

This study also investigated comparative perspectives on what is being taught in the 

classroom and what is being used in real contexts.  Doing so facilitates the ability to point out 

the attitudes, barriers, possibilities, and ways of introducing ELF-informed teaching in the 

Chinese context. Therefore, this study may serve as a starting point for the future 

development of ELF-informed teaching in the Chinese context.  
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Additionally, through a comprehensive analysis of the Business English Program, this 

study aimed to contribute to an improved understanding of the intricate interplay of national 

curriculum, institutionalized curriculum, materials, teachers, students, and social needs in the 

implementation of Business English Programs. It is expected that such findings could inform 

curricula design and implementation of other ESP (English for Specific Purposes) programs 

in the Chinese context.  

1.6  Structure of the thesis  

This thesis comprises nine chapters.  Chapter One provides a general introduction to 

the study by discussing its background, identifying research foci, and presenting its aims and 

significance. Chapter Two presents an historical overview of China’s English language 

education policy. Next, a discussion on reconstructing ELT in China which informs the 

context of this study is developed.  Chapter Three reviews current ELF and ELF-informed 

teaching literature. A definition of ELF-informed teaching, its rationale, and controversies are 

provided.  Critical discussion of research on ELF-informed teaching in the Chinese context 

informs the reader of the current perspectives on the topic. This leads to a summary of 

research gaps that this study aims to address. Chapter Four presents the research questions 

and discusses the research design, including sampling strategy, data collection instruments, 

and data analysis methods. , The findings of Stage 1 of the study, that is the findings from the 

document analysis of National Principles of Teaching Quality for Undergraduate Business 

English Majors and the two institutional curricula, are presented in Chapter Five  whilst , the 

findings of Stage 2 of the inquiry, as well as an account of Business English Programs’ 

content are reported in Chapter Six. Firstly, a series of business English coursebooks from 

an ELF perspective is analysed. This is followed by a discussion about findings from 

business English classroom observations. Finally, business English teachers’ and learners’ 

attitudes and perceptions towards ELF and ELF-informed teaching are reported. Chapter 
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Seven explores the use of English in selected settings of China’s business arena, and 

discusses graduates’ reflections towards their English language learning experiences in 

Business English Programs and their experience of English usage.  Chapter Eight 

summarizes the gaps between what is being taught in the classroom and what is being used in 

the workplace, as well as the key factors in discussing the practicality of ELF-informed 

teaching in the Business English Program. An evaluative framework that can be used to 

explore the practicality of ELF-informed teaching or to detect, discuss, and defeat the barriers 

impeding its effective implementation of ELF-informed teaching is proposed.  Chapter Nine 

summarizes the main findings, explores the potential implications, and points out directions 

for future research. 
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ENGLISH AND ENGLISH LANGUAGE 

EDUCATION IN CHINA 

This chapter first provides an overview of historical and political movements that 

have affected China’s English language education policies. Next, various interpretations of 

the ‘yong’ (utility) of English at different stages, an important factor in understanding ELT in 

China, is discussed. Following this, ELT in China’s higher education is considered and ELT’s 

changing realities that highlight the need for restructuring ELT programs are discussed.  

2.1  English language education in China: A historical overview 

English language teaching in China is believed to date back to the late Qing dynasty 

(Lam, 2002). Since then, the relationship between the English language and Chinese society 

has been marked by ambivalence. Adamson (2002) states: 

At different times, English has been associated in China with military aggressors, barbarians, and 

virulent anti-Communists. But English is also a principal language of trade partners, academics, 

technical experts, advisers, tourists and popular culture.  At worst, the language has been perceived as a 

threat to national integrity. At best, it has been seen as a conduit for strengthening China’s position in 

the world community. (p. 231) 

This ambivalence has caused swings in English language education policies in the 

Chinese context, reflecting the different status and functions ascribed to the English language 

at different historical stages. Starting from the two Opium Wars to the Opening up and 

Reform, the following sections map the historical background to English language education 

in China.  

2.1.1 The two Opium Wars and the Self-strengthening Movement (1840-1919) 

When European countries sought access to Chinese territory in the 18th century, 

China was governed by a highly centralised political entity: The Qing Empire. The reigning 
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Power believed in the economic, political, and cultural superiority of the Chinese nation and 

viewed minorities and foreigners as barbarians (夷, yi) and the languages they were using as 

barbarian languages. These condescending attitudes led to a belief that it was unnecessary 

and even demeaning to learn English. However, Pidgin English as a lingua franca emerged at 

this time as a communication tool between compradors (买办, maiban, local businessmen 

who were authorized to do business with foreigners) and European merchants (Yun & Jia, 

2003).  

With the consecutive failures in the two Opium Wars (the first Opium War: 1839-

1842; the Second Opium War: 1856-1860), the emperor and Chinese officials, albeit 

reluctantly, admitted the need to study from the West. In this context, the ‘Self-strengthening 

Movement’ (洋务运动, Yangwu Yundong) was launched, with an aim to strengthen the 

nation and protect the nation’s political and cultural integrity. This movement leaves legacies 

that have far-reaching influences on English language education in China.  

First, the first government-run English language school, 同文馆 (Tongwen Guan), an 

institute of translation, was established in Beijing. This institution was the predecessor of 京

师大学堂 (Jingshi Daxuetang), on which Peking University was established. The Tongwen 

Guan set a model for many other English language schools, such as 馆方言 (Guan Fangyan) 

in Shanghai (Adamson, 2002). In these language schools, applied disciplines such as natural 

sciences, English language, and law were incorporated into school curricula, which laid a 

foundation for the establishment of the modern education system in China.  

Second, the 体 (ti, essence) – 用 (yong, utility) dilemma emerged with the adoption of 

learning English and a westernised curriculum, as Gao (2009) explained: 



12 

 

Following the Chinese tradition of separating internal essence and external utility, the government 

adopted the principle proposed by the official Zhang Zhidong (1837-1909), ‘Chinese learning for 

essence (ti); Western learning for utility (yong)’. (p. 60)  

The ‘yong’ of English language, that is, learning English for economic, scientific, and 

technological advancement was valued in this movement. The cultural representations of 

English language were avoided intentionally in order to prevent any ‘ti’ conflicts, especially 

the loss of Chinese cultural identity (Yang, 2000). Thereafter, this ti - yong tension has 

recurred as an important and constant issue in China’s English language education.  

Thirdly, the top-down model of English language education was established. This 

meant that what should be taught, who should be enrolled as English learners and who should 

be enrolled as English teachers were controlled strictly by the central government (Teng & 

Fairbank, 1979). In this top-down model, English language and education resources were 

controlled by a small group of political and social elites. This, on one hand, allowed correct 

political ideology to be taught through English language education, but on the other hand, 

prevented English being taught to people of lower social status. This ‘unknown’ aspect of 

English language education and its functions, to some extent, increased “the antiforeign 

sentiments for the unorganized masses — the peasants, workers, students and merchants” 

(Liao, 1990, p.3). The sentiment culminated in the Boxer Rebellion (义和团运动, Yihetuan 

Yundong), which threw the Qing dynasty into turmoil. In 1912, the Qing dynasty was 

overthrown and was succeeded by the Republic of China.  

2.1.2 The Republican era (1912-1949) 

In the republican era, the ruling party Kuomintang (KMT) or the Nationalist Party of 

China, sought support from the US government, in which the English language played a wide 

and important role in diplomatic, military, and economic fields. Therefore, the ‘yong’ of 
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English was continuously taken as a priority (Gao, 2009). Also, as a result of the adoption of 

a top-down model, new schools and institutions were established.  

This period witnessed a considerable increase in foreign academics and missionaries 

as well as Chinese academics who had the experience of living and studying abroad teaching 

in foreign, urban institutions. As Yang (2000) stated:  

Of the total of 4890 faculty and administrators of the 41 colleges and universities registered with the 

Ministry of Education in 1934, as many as 3544 people held advanced degrees from foreign academic 

institutions and were quite at ease in a foreign-language environment.  (p. 6) 

Meanwhile, the ‘yong’ of English was increasingly appreciated by individuals for 

social and educational advancement. A growing number of urban citizens, especially those 

from rich families, had realized the need to learn English. This created a new westernised 

group of elites, who took speaking English and knowing cultures of English-speaking 

countries as a symbol of their identity (Yeh, 1990). Typical representatives were the three 

Song sisters, Song Ailing — who married Kung Hsiang-hsi, a highly influential banker, Song 

Meiling — who married Chiang Kai-shek, the leader of the KMT, and Song Chingling — 

who married Sun Yat-sen, the founding father of the Republic of China. The English 

proficiency of Song Meiling was highly praised due to her well-known English speech in the 

US congress to seek political and economic support in 1943.  

2.1.3 Sino-Soviet ally (1949-1956) and Sino-Soviet split (1956-1965) 

In 1949 the KMT retreated to Taiwan as the Community Party of China (CPC) 

established a new China: The People’s Republic of China (PRC). The new country was in 

great turmoil after the destructive anti-Japanese war (1937-1945) and the following civil war 

(1945-1949). Facing the internal economic regression and external tensions caused by the 

Cold War, the chairman of the CPC, Mao Zedong sought support from the United Soviet 

Socialist Republic (USSR) and proposed the ‘lean to one side’ policy. This led to the USSR’s 
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political, economic, and educational models being adopted by China. Meanwhile, due to the 

US policy to back the KMT in the civil war and an economic blockade imposed by the US 

during the Korean War (1950-1953), the CPC launched a national anti-US campaign, in 

which English language was classified as “the language of American imperialism” (Pride & 

Liu, 1988, p. 42). Consequently, the status of the USSR (now Russia) was boosted and the 

English language fell from favour.  

However, this trend did not last long. In the mid-1950s, China had a series of disputes 

with the Soviet Union, which led to the Sino-Soviet split in the late 1950s (Adamson, 2004). 

The well-known slogan “Learn from the Soviet Union” (向苏联学习)was changed 

accordingly to “Learn from all the advanced experience of the world” （向世界的先进经验

学习） (Dzau, 1990, p.19). Then, English gradually overtook Russian as the most important 

foreign language in schools. In 1964, the Seven-year Guideline for Foreign Language 

Education was issued by the Ministry of Education (MoE), in which “English was designated 

to be the first foreign language in China” (Yang, 2000, p. 10).  

2.1.4 The Cultural Revolution (1966-1976) 

The status of English education fluctuated again with the coming of the Cultural 

Revolution launched by Chairman Mao in 1966. Adamson (2004, p. 107) argued that Mao’s 

intention was to “re-establish class struggle as the main thrust of policy and social action, to 

eradicate feudal customs, culture and ideas, and to place the country under his supreme 

leadership”. In the Cultural Revolution, political and ideological correctness was applied 

mercilessly (Lam, 2005). Slogans such as “the correctness and incorrectness of the 

ideological and political line decides everything” and “ideology and politics are the 

commander of the soul” (Cleverley, 1985, p. 186) encouraged the Red Guards (红卫兵, 

hongweibing), mostly students, farmers, and workers to criticise, repudiate and eradicate any 



15 

bourgeois thoughts, products and behaviours. The English language, as the symbol of the 

foreign bourgeoisie, was scorned in the early stages of the movement. Many English teachers, 

accused of being poisoned by bourgeois thoughts, were mentally and physically abused by 

the Red Guards.  

English language education was thus stigmatized until Chairman Mao told the Red 

Guards at Peking University in 1968 that he regretted he had not learned English in his early 

life. His words alleviated social resistance towards the English language and English started 

to reappear in schools and universities (Adamson, 2004). However, English coursebooks 

were still heavily politicized. Yang (2000, p. 13) listed lessons from the Middle School 

English Book I (1974) to demonstrate the politicization of coursebooks, thus providing a good 

glimpse of English teaching materials in the Cultural Revolution: 

• Lesson 1 Long Live Chairman Mao

• Lesson 2 The English Alphabet

• Lesson 3 We Wish Chairman Mao a Long, Long Life

• Lesson 4 Our National Flag

• Lesson 5 China

• Lesson 6 The Red Sun

• Lesson 7 Workers and Peasants Work for the Revolution

• Lesson 8 The Best Weapon is Mao Tse-tung Thought

• Lesson 9 Our Party

• Lesson 10 Mao Tse-tung Thought is the Beacon Light

• Lesson 11 Learn from the Working Class

• Lesson 12 Good Fighters of Chairman Mao

• Lesson 13 We are Chairman Mao’s Red Guards

In summary: during this period, the ‘yong’ of English was first stigmatized and then 

restored as a tool for political propaganda as indicated in the lesson headings of the above 

list.  
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2.1.5 The national embrace of English since 1978 

With the termination of the Cultural Revolution and the demise of Chairman Mao, the 

new leader of the CPC, Deng Xiaoping, adopted the Open Up and Reform policy in 1978, a 

process that unleashed China’s economic dynamo. Thereafter, China passed through rapid 

economic expansion and development. Le Yucheng, former Director General of the Policy 

Planning Department of the Chinese Ministry of Foreign Affairs, described the instrumental 

role of English as follows:  

Here are two statistics: the first is that 400 million Chinese people have been lifted out of poverty over 

the past 30 years. The second is that 400 million Chinese have learned English in these 30 years.  

At first, it might seem that the two figures are unrelated. But I believe there are close links between the 

two. Without learning from the west, we could not have raised so many people out of poverty, at least 

not so fast.  

China Daily (24 June 2011)  

In this statement, Le associated the prosperity of China with learning from the West, 

in which English had played a vital role. The national embrace of English in China can be 

seen both as a reason for and also as a result of China’s economic development in the last 

decades. From 1978 onwards, with a high status ascribed to English, more attention has been 

paid to the ‘yong’ of English, most notably to making informed educational choices towards 

different needs for the ‘yong’ of English.  

2.2 The ‘yong’ of English: Current issues in English language teaching in China 

In 2001, the Chinese Ministry of Education issued an English language policy which 

required the teaching of English from primary school level (Hu, 2008). English hereafter has 

become a compulsory subject from primary school to higher education. A Chinese student 

must learn English for three years in primary school, six years in secondary school, the first 

two years in his/her undergraduate and one more year if he/she decides to do postgraduate 

studies. With the penetration of English into the Chinese education system, China is thought 
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to have the largest number of English learners worldwide (Bolton, 2006; Crystal, 2008). Wen 

(2012) estimated that there were 163.71 million Grade 3 through to undergraduate students 

learning English in China. The total number of people who have learnt English is said to have 

reached 400 million (Wei & Su, 2015), roughly the same as the total number of native 

English speakers worldwide (Seargeant, 2012). In teaching this large number of English 

learners, the ‘yong’ of English and ELT has been interpreted and practised differently. The 

following sections provide a window into different interpretations and practices of the ‘yong’ 

of English and ELT.   

2.2.1 The ‘yong’ of English: For higher education access and for English 

communication 

The basis for understanding ELT in China is to understand the central overriding 

feature that affects its implementation. This central feature is that ELT in China is conducted 

in a context where admissions, placements, and graduations are all dependent on tests 

(Kirkpatrick, 2011). Chinese English tests in gate-keeping examinations, controlled and 

designed by the Ministry of Education (MoE) and local educational departments, are 

characterized by their high-stakes nature. Chinese English learners’ performance in these 

English tests is key to their access to higher education.  

In 1985, the central committee of the CPC issued a document, Decisions on the 

Reform of China’s Education System, which envisaged the goal of implementing nine-year 

compulsory education. The goal was legalized in the Law for Compulsory Education issued 

in 1986, stating that “all the children 6 years of age have the right to schooling regardless of 

their gender, ethnicity, and race” (Zhang & Zhao, 2006, p. 263). After nine years of 

compulsory education, as shown in Figure 2.1, admission decisions are made on students’ 

performance in a series of gate-keeping exams. If a student wants to go to senior high school, 
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he or she has to attend Senior High School Entrance Examination (zhongkao or 中考), where 

English is a main mandatory test, along with Chinese and Mathematics.   

 

 

Figure 2.1 English in China’s education system 

Similarly, in the National Higher Education Entrance Examination (gaokao or 高考), 

English is equally important. The exam is so competitive that even one mark may decide 

whether a student gets the chance to enter the higher education system and only top-

performing students in every province may be enrolled into the highly prestigious 

universities. Therefore, for Chinese English learners in secondary education, English is a 

major subject in which students need to achieve as many marks as they can. The belief that 

one more mark/s could change a student’s life motivates Chinese English learners to register 

in extra-curriculum English lessons organized by private English education institutions. This 

situation boosts the Chinese ELT industry (Feng, 2012). Therefore, it is safe to assume that 

the ‘yong’ of English, at this phase, is primarily interpreted and practised as an instrument to 

access higher education.  



19 

Once at university, the need for passing English tests does not diminish, and all 

students at university in China, irrespective of their major areas of study, are required to 

study English. Those majoring in subjects other than English (college English learners or 

non-English majors) are required to study English in the first two years and attain the College 

English Test Band 4 (CET4) and Band 6 (CET 4). In some universities and institutions, a 

CET certificate has become a graduation requirement for an academic degree (Cheng, 2008). 

Those majoring in English (learners in the English-medium programs) need to attain the Test 

for English Majors Band 4 (TEM 4) and Band 8 (TEM 8). At the institutional level, the 

passing rate on the CET and TEM is often regarded as one of the criteria to evaluate the 

quality of ELT in an institution. Most institutions thus impose the pressure of improving the 

passing rate to English teachers. In addition, if a student wants to pursue a master’s or a 

doctoral degree, he or she must pass the English tests in the National Entrance Test for 

MA/MS Candidates (kaoyan, 考研) and the National Entrance Test for Doctoral Candidates 

(kaobo, 考博).  

Meanwhile, the ‘yong’ of English for communication has been boosted progressively 

over the last decade. First, the increasing number of international events held in China present 

Chinese English learners with greater opportunities to use English as a lingua franca. Starting 

from the Beijing Summer Olympic Games in 2008, the Shanghai Expo in 2010, the 

Guangzhou Asian Games in 2012, the Nanjing Summer Youth Olympic Games in 2014, the 

Hangzhou G20 Summit in 2016, the 9th BRICS summit in Xiamen in 2017, the China 

International Import Expo in Shanghai in 2018, which since will be held annually, to the 

Beijing Winter Olympic Games coming in 2022, English has reached an even larger number 

of Chinese English learners. Second, in the fast globalising China of today, both international 

and local employers prefer people with well-developed English communication competence 

plus knowledge in specific fields and disciplinary knowledge (Ai, Kostogriz, Wen & Wang, 
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2018). Third, Chinese English learners, especially those with STEM (Science, Technology, 

Engineering and Mathematics) backgrounds, are motivated to publicize their works in 

international journals and conferences where English is mostly the only medium of choice 

(Mauranen, Hynninen & Ranta, 2010). This need is highlighted in an ongoing important 

project initiated by the MoE, Creating World-class Universities. The project provides 

preferential policies and financial incentives to push Chinese universities to improve their 

international rankings, with international publicity as one of the key indicators (Song, 2018).  

Currently, this growing demand for people with both English skills and disciplinary 

and subject knowledge (‘English plus’ talents) has led to increasing pressure on restructuring 

ELT in China, in which the objective of ELT for English majors attracts most attention.  

2.2.2 The ‘ti’ - ‘yong’ dilemma in ELT for English majors 

The research literature has for many years debated the relationship between 

humanism and instrumentalism in ELT for English majors (Cheng, 2002; Dai, 2012; Qu, 

2012). Gao (2009) explained the debate as a new-century extension of the ti - yong dilemma. 

Traditionally, ‘English majors’ has referred to learners in the English Language and 

Literature Program, but now it can be used to describe all learners in English-medium 

programs, namely, the English Language and Literature Program, the Translation Program, 

and the Business English Program. The dilemma between humanistic English education and 

instrumental English education started with the implementation of the English Language and 

Literature Program. It has affected the positioning of the Business English Program and is 

now being highlighted again in the discussion on restructuring ELT to meet the growing 

demand for ‘English plus’ talents.  

The current literature review suggested China is the only context where studies or 

discussions on the humanistic education in the English Language and Literature Program 

have been carried out to any great extent. Although there seems no clear definition of 
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‘humanistic English education’ (Gao, 2018), many Chinese researchers believed that it is 

realized through humanistic English courses, including British and American Literature, 

Linguistics and General Introduction to Britain and America (Cheng, 2002; Hu & Sung, 

2006; Jiang, 2018; Liu, 2007; H. Zhang, 2018). Certainly, the belief among these researchers 

is that humanism is the ‘ti’ of the English language education and thus ‘humanistic English 

education’ should be viewed as the core of the English Language and Literature Program. 

This deeply-rooted belief is a potential cause for concern over proposals of dropping 

humanistic English courses, adding non-literary courses, and establishing ‘English plus’ 

programs (English plus other subjects or disciplinary skills). For instance, Hu (2002, p. 7) 

asked a series of questions to express his concern about dropping humanistic English courses: 

‘Who will be the interpreters for government officials and the UN? Who will translate 

Shakespeare, Dickens and Mark Twain into Chinese? Who will translate Li Bai, Du Fu, and 

Lao She into English?’. In a similar vein, Liu (2007) argued that ‘English plus’ programs 

trivialize education by reducing them to vocational training. Agreeing with Liu (2007), H. 

Zhang (2018, p.47) cited a 19th century British philosopher, John Stuart Mill (1867), to 

emphasize his resistance to non-literary courses and composite English programs, 

“Universities are not intended to teach knowledge required to fit men for some special mood 

of gaining their livelihood. Their object is not to make skilful lawyers, or physicians, or 

engineers, but capable cultivated human beings”.  

Seemingly, humanism, the ‘ti’ of the English language education, is believed to 

represent the identity and purpose of English-medium programs and there is a great potential 

that this ‘ti’ would be damaged if other subjects or discipline skills were introduced into the 

programs (Liu, 2007; H. Zhang, 2018). In this context, the Business English Program, the 

most influential and largest ‘English-plus’ and English-medium program in China, was 

categorized into the Foreign Language and Literature Catalogue by the Ministry of Education 
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(MoE) in 2012. This imposed humanistic English education on the Business English 

Program, with an aim to avoid the loss of the ‘ti’ in its implementation. However, this did not 

resolve all the controversies.   

On 6th November 2018, Cai Jigang (蔡基刚), a well-known ELT researcher and a 

powerful English language education policy maker from Fudan University, published a 

critique, Is the English Major a Poor Choice? A Fudan Researcher Says Yes (英语专业是否

是 “对不起良心的专业” ？复旦学者: “病得不轻”), in Weihui newspaper (文汇报). This 

critique highlighted the inconsistency between the belief in humanism as the ‘ti’ of the 

English language education and the need for prioritizing the ‘yong’ of English in the fast 

globalizing China today. This incurred many counterattacks by scholars who believed in 

humanism as the ‘ti’ and sparked tension over whether instrumentalism should replace 

humanism as the ‘ti’ of the English language education. Ultimately, the debate led to the 

leading question on how ELT in China could be reconstructed to achieve the ‘ti’- ‘yong’ 

balance.  

Figure 2.2 demonstrates the key points in this debate. It consists of two parts: the left-

hand side depicts issues around ELT for English majors compared with the right-hand 

depiction of issues around ELT for non-English majors. As shown in Figure 2.2, there is a 

general consensus in the debate that the expansion of ELT for English majors has been 

excessive over  the last two decades (represented by the bigger oval with solid outline on the 

left) and thus needs to be narrowed down (represented by the smaller oval with dotted outline 

on the left). In the critique, Cai claimed that this massive expansion of English-medium 

programs has resulted in a significant over-supply of English majors. Statistically, in 2015, 

amongst 1448 universities and institutions in China, over 1000 have established English-

medium programs, producing over 200,000 English majors each year (J. Wang, 2015). 

Meanwhile, due to pressures in the job market, the majority these English majors have no 
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intention of, or opportunity to, pursue linguistics or literature as their careers which is 

emphasized as the ‘ti’ of English-medium programs (Qu, 2012). This scenario has led to a 

crisis of confidence in ELT for English majors. By contrast, ELT for non-English majors in 

the current situation (represented by the smaller oval with solid outline on the right) cannot 

meet the increasing need for ‘English plus’ talents satisfactorily, especially with STEM 

backgrounds. As a result, a massive gap between what ELT for non-English majors can offer 

and what society needs exists. Consequently, there is a need for major expansion and 

restructuring ELT methods in China (represented by the bigger oval with dotted outline on 

the right).  

Figure 2.2 Restructuring ELT in China 

To restructure ELT in China, Cai (2018) suggested redesigning most English-medium 

programs to ESP programs for non-English majors and only keeping those that are now at the 

forefront of English studies (approach 1). According to Cai, this approach will not only 

optimize ELT for English majors but will also be a practical way to bridge the massive gap in 

ELT for non-English majors.  

In arguing against Cai (2018), many scholars claimed that any English major who 

masters English as a humanistic discipline will have no difficulty in using English for specific 

purposes if immersed in the specific context for a while (e.g. W. Zhang, 2018; Zheng & Lin, 

2018). Therefore, the crisis should not be blamed on humanistic English education. Rather, 

than restructuring ELT for English majors, these scholars call for administrative actions 
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(approach 2) and propose that the Ministry of Education (MoE) should periodically evaluate 

the quality of humanistic English education in every English-medium program and revise or 

close down those programmes that are not performing. Agreeing on the demand for more 

space for interdisciplinary courses but worrying about “the shortage of personnel competent 

in both English and other disciplines” (Gao, 2009, p. 67), others proposed collaboration with 

‘neighbouring’ disciplines, such as anthropology and country and regional studies (Cheng, 

2002; Gao, 2018; Liu, 2018; Xu, 2018). They believed that this interdisciplinary 

collaboration would enhance humanistic English education and help reconstructing ELT 

curriculum for English majors (approach 3).  

To restructure ELT for non-English majors, adding EMI (English as a medium of 

instruction) courses as a supplement to college English has been argued to be an appropriate 

choice (approach 2) ((Botha, 2014; Fang, 2018; Hu & Lei, 2014). Also, the 

internationalization of higher education (HE) in the Chinese context is viewed as a great 

opportunity to restructure ELT for non-English majors (approach 3) (Botha, 2016). The 

internationalization of HE might, on the one hand, increase the number of international 

teachers, which enables EMI courses to be widely implemented. On the other hand, it places 

non-English majors into multilingual and multicultural groups which facilitates their use of 

English on a daily basis (Jenkins, 2011).  

As a graduate of the English Language and Literature Program, I propose that the 

debate about whether ELT should be humanistic or instrumental is flawed. The instrumental 

role of the English language is to communicate and to access knowledge, through which one 

might critically approach the world, obtain information of the history and culture of different 

nations, and develop into a rational human being. Thus, the argument here is that the aim of 

humanistic education is to fulfil the instrumental role outlined.  This contention concurs with 

that of Gao (2018): that humanism and instrumentalism are intricately intertwined in ELT.  
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What is clear from current research is that in thinking of reconstructing ELT for 

English majors, most efforts are directed towards reconciling the relationship between the 

English language and the other discipline, knowledge, or skill.  In many aspects, the key 

issues in deciding the future of ELT in China - the spread of English in China’s education 

system, the role of English in the professional world in China, internationalization of higher 

education, and the rise of EMI - are all closely related to the changing role of English as a 

lingua franca. However, little information is known about how this changing role of English 

as a lingua franca has affected ELT in China or how it could shed light on redesigning ELT in 

this context. Part of the reason for this may be that the instrumental role of English as a 

lingua franca is in conflict with the belief in humanistic English education.  

In addition, since English language research in China is confined predominantly to the 

educational domain, little is known about the sociolinguistic realities of the English language 

in workplaces in China. Consequently, research comparing the reality of English language 

learning by Chinese English learners in the classroom and the reality of the English language 

employed by Chinese English users in the professional world is in short supply. Against these 

situational backgrounds, an investigation of the practicality of ELF-informed teaching in the 

Chinese context is necessary. This gap in the research literature forms the essence of that 

which this study aims to fill.  

2.3 Conclusion 

This chapter introduced the context in which this research was conducted. It discussed 

socio-cultural and socio-political aspects that are fundamental to understanding English in 

relation to the ideology and identity debate in the Chinese context. This chapter described the 

influence of political movements and intentions on the role and status ascribed to English. A 

low status was ascribed by these political movements when English language education was 

viewed as a socio-cultural and socio-political threat while a high status was ascribed when 
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English language education was viewed as an approach to gain economic and technological 

benefits (Adamson, 2004). The tension behind the swings between contrasting perspectives 

on English Language education in China embodies the ideological ambivalence between ‘ti’ 

and ‘yong’. 

This chapter revisited the ‘ti’- ‘yong’ dilemma of the English language education at a 

crucial turning point, as ELT in China faces the need for restructuring. This chapter 

demonstrated that although issues led by the changing role of English as a lingua franca are 

well observed, how to address the issues by taking ELF and its pedagogical implications into 

consideration has largely been ignored. This condition calls for research on the practicality of 

ELF-informed teaching in the Chinese context.  
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 ENGLIGH AS A LINGUA FRANCA (ELF) AND 

ELF-INFORMED TEACHING 

This chapter reviews current literature on teaching English as a lingua franca (ELF). It 

begins with an overview of research on ELF followed by the rationale for introducing ELF-

informed teaching, including comparisons between ENL (English as a native language)-based 

and ELF-informed teaching. Subsequently, concrete proposals of how to incorporate ELF-

informed teaching into classrooms are presented. Next, controversies in the debate on 

whether ENL-based teaching or ELF-informed teaching is more suitable are summarized. 

The chapter notes that concerns raised by EFL practitioners and researchers are mainly 

related to a lack of published textbooks, ELF-informed assessment, and qualified teachers. 

Recent publications dealing with these controversies are discussed, followed by a critical 

examination of the research on ELF-informed teaching in the Chinese context. This chapter 

concludes with the theoretical and empirical considerations that inform this study.  

3.1 Researching ELF 

Firth (1996, p. 240) defined ELF as a “contact language between people who share 

neither a common native tongue nor a common (national) culture, and for whom English is 

the chosen foreign language of communication”. Similarly, House (1999, p. 74) defined ELF 

as the “interaction between members of two or more different linguacultures in English, for 

none of whom English is the mother tongue”. These two definitions exclude native English 

speakers (NESs) and treat ELF as a communicative option among non-native English 

speakers (NNESs). Arguing against Firth and House, Seidlhofer (2011, p. 7) referred ELF to 

“any use of English among speakers of different first languages for whom English is the 

communicative medium of choice, and often the only option”. In this definition, NESs are 

included as speakers of any kind of English as well as those who need to adjust their use of 
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English to facilitate communication using ELF, although people usually and mistakenly take 

for granted that Englishes used by NESs are perfectly appropriate and intelligible. There is 

now a general consensus that users of ELF could include both NESs and NNESs.  

The earliest research on ELF communication focused mainly, if not exclusively, on 

forms. This was influenced by research on World Englishes (WE), which established its 

disciplinary independence through describing and legitimizing nativized Englishes in the 

countries in the Outer circle (Section 1.3). Therefore, many ELF researchers in the 2000s 

believed that it would be possible to describe and eventually legitimize ELF varieties. Such 

varieties were believed to consist of common features among ELF users with different 

linguacultural backgrounds and specific English features related to each mother tongue, such 

as Chinese-English or German-English (Wen, 2012b).  A representative proposal is a ‘Lingua 

Franca Core’ (LFC), a small set of phonological features’ accurate use of which particular 

feature is necessary to ensure mutual intelligibility in ELF communication (Jenkins, 2000). 

Other ‘non-native’ phonological features were named as ‘non-core’ in that they do not play a 

key role in respect of mutual intelligibility. Although Jenkins (2015, p. 53) claimed that the 

LFC “was never intended as a model, let alone a monolithic model, or even a fixed ‘core’”, 

the proposal of the LFC was followed by research on codifying common lexicogrammar 

features (Mauranen, 2012; Seidlhofer, 2001, 2004). The features include:  

• coinage (e.g., lifting, wellness, handy)

• third person zero

• interchangeable use of the relative pronouns: who and which

• non-standard use of tag questions (e.g., right? or ok? rather than shouldn’t they?)

• frequently omitting both definite and indefinite articles

• redundant propositions (e.g., we have to study about)

• preference for high semantic generality verbs (e.g., have, do, make)

Descriptive research on linguistic features of ELF users accumulated with the 

establishment of VOICE (Vienna-Oxford International Corpus of English, available at   

https://www.univie.ac.at/voice), ELFA (English as a Lingua Franca in Academic Settings 

https://www.univie.ac.at/voice
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available at http://www.helsinki.fi/englanti/elfa/elfacorpus), and ACE (Asian Corpus of 

English available at http://corpus.ied.edu.hk/ace). It is the presence of these corpora that 

enables ELF research to identify the problem of overemphasizing forms. As Seidlhofer 

(2009, p. 242) argued, although there are “observed regularities”, the “inherent fluidity… in 

the ad hoc, situated negotiation” needs further theorizing and conceptualizing. This called for 

a shift from researching forms to exploring how ELF users achieve communication success 

through the use of these variable forms.  

Research on variability that investigates the “process of variation itself, on what 

motivates the variable use of linguistic resources in the achievement of communicative 

purposes in different contexts of use” is central in this shift (Widdowson, 2015, p. 363). 

Seidlhofer (2011) referred to the concept of ‘virtual language’ to approach the process of 

variation. She proposed that ELF users in communication exploit whatever resources are 

available, arguing that there should be “some underlying abstract set of rules” guiding the 

exploitation of the resources (p. 112). Drawing from the Complexity Theory, Baird, Baker 

and Kitazawa (2014) viewed the learning of language patterns as “repeated participation in 

contextualised communication” (p. 182) and ELF “as a communication involving a number 

of interrelated complex systems” (p. 183). Baird, Baker and Kitazawa (2014) thus assumed 

that the resources to which ELF users can refer are not just abstract rules as Seidlhofer (2011) 

suggested. The resources, in face, include some social experiences, such as English learning 

experience at school and English using experience in other contexts. In this vein, variability 

in social experiences may lead to variability in communication.  

Facing the particular variability in ELF communication, pragmatically, users of ELF 

have to be adept in order to achieve communication success (Cogo & House, 2017). Studies 

on the pragmatics of ELF have explored accommodation processes and uncovered the use of 

accommodation strategies, including ‘let it pass’, ‘repetition’, ‘paraphrase’, ‘topic change’, 

http://www.helsinki.fi/englanti/elfa/elfacorpus
http://corpus.ied.edu.hk/ace
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‘spelling out’, ‘self-repair’, ‘clarification’ (e.g. Björkman, 2017; Cogo & Dewey, 2012; 

House, 2013, 2014; Kaur, 2009; Mauranen, 2012). Early research on ELF pragmatics, such as 

Firth (1996), confirmed that ELF users “have a remarkable ability and willingness to tolerate 

anomalous usage and marked linguistic behavior even in the face of what appears to be usage 

that is at times acutely opaque” (p. 247). Later research on ELF pragmatics explained the 

pragmatic abilities that ELF users possess in order to achieve mutual understanding. For 

instance, Kaur (2009) and Mauranen (2012) reported the use of self-repair as an effective 

strategy to enhance explicitness and prevent misunderstanding. Cogo (2009) and House 

(2010) noted that repetition, both self-repetition and other-repetition, is frequently employed 

to draw interlocutors’ attention to a potential communication breakdown and to address the 

breakdown afterwards. Rogerson-Revell (2010) explored interlocutors’ awareness of the need 

for accommodation and their use of accommodation strategies by analyzing and observing a 

series of international business meetings in the context of the European Union (EU). The 

findings suggested an overall awareness of the need to accommodate linguistic difference 

during international interactions. The awareness could be seen in an array of interactive 

strategies and resources that interlocutors employ to accommodate linguistic differences and 

difficulties. The accommodation strategies were categorized into two main groups, namely 

normalization mechanism (‘let it pass’ and ‘making linguistic limitations explicit’) and 

convergence processes (‘procedural formality’, ‘linguistic formality’, and ‘careful speech 

style’). Kirkpatrick (2010) listed a range of pragmatic strategies that ELF users adopt in 

ASEAN (Association of Southeast Asian Nations) contexts, including ‘spelling out the 

word’, ‘signal topic change explicitly’ and ‘avoid using local or idiomatic terms’, which also 

demonstrate the cooperative atmosphere in ELF communication.   

Apart from the research on the ‘E’ of ELF, the multilingual nature of ELF has been 

well noted by researchers (e.g. Cogo & House, 2017; Kirkpatrick, 2010, 2012, 2014; 
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Seidlhofer, 2017), although Cook (2013, p. 37) criticized the fact that ELF “seems to be 

treated in isolation, perpetuating the traditional monolingual conception of bilinguals as being 

two monolinguals rather than different people from monolinguals in L1”. 

To foreground ELF research on ‘multilingual repertoires’ (e.g. Flores, Hou & Diao, 

2018; Seidlhofer, 2017), ‘multilingual practice’ (e.g. Cogo, 2012, 2015; Pullin, 2015), and 

‘intercultural awareness’ (e.g. Baker, 2015; Liu & Fang, 2017), Jenkins (2015) suggested 

positioning ELF in the frame of multilingualism or English as a multilingual franca where 

multilingualism is the superordinate and languages other than English may present and 

influence the use of English. In her attempt to reconceptualize ELF as English as a 

multilingual franca, Jenkins (2015) suggested replacing the notion of ‘multilingual 

repertoires’ with ‘repertoires in flux’ and that of ‘community of practice’ (CoP) with ‘contact 

zones’. She argued that ‘repertoires in flux’ better indicates the emergent nature of ELF and 

emphasizes a dynamic and constructive interaction process through which a multilingual 

interlocutor’s language repertoire might be expanded or changed. Meanwhile, ‘contact zone’ 

or encounters “between speakers of different origins, experiences, and characteristics” 

(García & Li, 2014, p. 9) enables a change of focus from “the more homogeneous notions of 

community, shared practices, and mutual engagement towards greater heterogeneity and ‘ad 

hoc-ness’ in metaphorical zones or ‘spaces’” (Jenkins, 2015, p. 77).  

Cenoz (2019) stated that similarities between ELF and multilingualism are three-fold. 

First, in both ELF and multilingualism, the communitive competence of a multilingual 

speaker is not measured against an ideal native speaker of each involved language (Cook, 

2010; Kirkpatrick, 2011). Second, in terms of linguistic repertoire, multilingualism argues 

against treating languages as self-bounded fixed systems and proposed soft boundaries 

between languages. This concept is related to the notion of translanguaging or “the ability of 

multilingual speakers to shuttle between languages, treating the diverse languages that from 
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their repertoire as an integrated system” (Canagarajah, 2011, p. 401).  This idea is shared in 

ELF where meaning construction is argued to be flexible and fluidic (Cogo, 2015; 

Hülmbauer, 2013). Third, both ELF and multilingualism are interested in languages in the 

social context and take a dynamic approach to naturally occurring speech.  

Li (2016) explained translanguaging in China by examining new forms of English that 

have distinctive Chinese features, which serve a variety of communicative purposes in the 

Chinese context. For instance, ‘You ask me, me ask who?’ (Don’t ask me for suggestions. I 

have no idea), a frequently used expression among young Chinese, is a direct translation of 

‘你问我，我问谁?’. This expression indicates the distress and helplessness among young 

people and is often used by Chinese netizens, as well as among intimate friends.  

Collectively, this discussion of ELF research has proposed a pluricentric view of the 

English language. It has served as underpinnings of ELF-informed teaching. This topic is 

discussed in the following sections.   

3.2  What ELF-informed teaching is and why it matters 

ELF-informed teaching was generally defined by its comparison to ENL-based 

teaching (Charles, 2007; Jenkins, 2006a; Swan, 2012). Table 3.1, adapted from Charles 

(2007, p. 266), shows differences between ENL-based teaching and ELF-informed teaching. 

Native-English based teaching is generally practised in teaching English as a foreign 

language (EFL), where the ultimate goal of language learning is to attain native-like English 

(Jenkins, 2006a). In ENL-based teaching, NESs are regarded as providers of norms and 

owners of English (Seidlhofer, 2011). The differences of language production between NESs 

and NNESs are treated as errors that have resulted from “incomplete L2 acquisition and that 

require remediation” (Jenkins, 2006a, p. 139). Thus, teaching materials are from British and 

American publications that embody native-speaker Standard English and represent cultures 

of NESs. Meanwhile, with the native-speakerism belief that “‘native-speaker’ teachers 
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represent a ‘Western culture’ from which spring the ideals both of the English language and 

of English language teaching methodology” (Holliday, 2005, p. 6), the ideal English teachers 

are NESs.  

However, with the argument that ENL is neither ideal nor relevant to ELF 

communication (Jenkins, 2012; Seidlhofer, 2011), EFL-informed teaching aims to facilitate 

learners to communicate in English in multilingual contexts rather than to imitate NESs. 

Contrary to the monolithic focus on native-speaker Standard English norms and its cultures, 

teaching materials in ELF-informed teaching are suggested because they emphasize linguistic 

and cultural diversity (Chan, 2014; Galloway, 2017; Galloway & Rose, 2014, 2017; Matsuda, 

2003; Matsuda & Friedrich, 2011; Sung, 2014). These materials could enable learners to 

understand how non-standard forms function in real communication (Seidlhofer, 2011) and 

establish “a sphere of interculturality,” that is, learners’ ability to reflect on their own culture 

by comparing it with other cultures (McKay, 2002, p. 82). Also, it has been argued that ideal 

teachers in ELF-informed teaching are local multilinguals (Kirkpatrick, 2012; Llurda, 2017), 

which supports earlier recognition that an ideal teacher does not necessarily have to be a 

native English speaker (Jenkins, 2000; Phillipson, 1992).  
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Table 3.1 Comparison between ENL-based and ELF-informed teaching1 

Categories ENL-based ELF-informed 

successful communication native-like English use appropriate language use fulfilling 

requirements of communication 

needs 

main cause of communication 

breakdowns 

inadequate language skills inadequate communication skills 

ownership NESs everybody 

research aims to reduce the non-standard use of 

English by comparing the 

linguistic performance between 

NESs and NNESs 

to understand the use of English as 

a lingua franca and identify 

effective communication 

strategies 

objectives native-like English use capable ELF users 

teaching materials British or American publications materials representing linguistic 

and cultural diversity 

ideal teachers NESs local multilinguals 

 

The justifications for ELF-informed teaching are mainly four-fold. First, native-

speaker Standard English is not necessarily relevant or appropriate in many contexts where 

English serves as a lingua franca (Wang & Jenkins, 2016). The global spread of English 

means that NNESs far outnumber NESs (Crystal, 2006). A large body of research has proved 

that in real-life multilingual settings, people from different linguacultural backgrounds use 

English as a lingua franca for their own purposes and in their own ways (Baker, 2015; Cogo 

& Dewey, 2012; Mauranen, 2012). This is different from communication that happens in 

idealized monolingual native-English speech communities (Seidlhofer, 2011). If language 

teaching is supposed to be based on the current use of English, the exclusive focus on native 

speakers’ English would by no means reflect the use of English in multilingual settings and 

therefore is inappropriate (Galloway & Rose, 2014).  

Secondly, the concept of Standard English is by its nature problematic (Seidlhofer, 

2011). There is no general consensus on what Standard English is (Trudgill, 1999), and this 

is evident from the fact that the definitions of Standard English vary from one dictionary to 

another. The two definitions of Standard English exemplified below are from Longman 

Dictionary of Contemporary English (LDCE) and The Macquarie Concise Dictionary (MCD) 

 
1 Table 3.1 is adapted from Charles (2007, p. 226).  
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respectively. In LDCE, Standard English is equivalent to British English while in MCD, 

Standard English only exists in the written form.  

The definition of Standard English in LDEC: BrE, the form of English, spelling and pronunciation that 

most people in Britain use and that is not limited to one area or group of people.  

The definition of Standard English in MCD: That form of written English characterized by the 

spelling, syntax and morphology which educated writers of all English dialects adopt with only minor 

variation.  

(as cited in Li, 2004, p. 186) 

Hall (2014, p. 377) argued that “Standard English is not the language itself” and 

considering the prevalence of the unstandardized use of English among both NESs and 

NNESs, Standard English does not “reflect the linguistic competence and performance of 

most NES and NNES users and uses” adequately. 

Thirdly, even if native-speaker Standard English was adopted, few NNESs can 

achieve native-like English (Kirkpatrick, 2007). It has been argued by not only ELF 

researchers, but also cognitive linguists, sociolinguists, and even second language acquisition 

scholars, that it is impossible for adult English learners to acquire native-like English in a 

non-native speaking country, no matter what type of teaching method is adopted (Pennycook, 

2014). Therefore, for example, among China’s 163.71 million English learners (Wen, 2012a), 

the ability to speak English like an American or a Briton is rare.  

Finally, ELF-informed teaching is beneficial to non-native English teachers. ELF 

researchers claim that ELF-informed teaching could liberate non-native teachers from the 

feeling that they are teaching a model which they do not speak themselves (Blair, 2015; 

Canagarajah, 1999; Kirkpatrick, 2012). In other words, in ELF-informed teaching, non-native 

English teachers will not be constantly gauged against native-speaker Standard English that 

they have not acquired. More importantly, non-native English teachers might be better 

equipped than native English teachers to understand the difficulties that English learners 
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encounter in English learning and communication (Kirkpatrick, 2006). For instance, McNeil 

(2005) found that Chinese English teachers were very skilled at predicting the difficulties that 

Cantonese-speaking English learners might encounter in understanding the meaning of 

words. 

3.3 Attitudinal research on ELF and ELF-informed teaching 

With suggestions to moving from ENL-based to ELF-informed teaching, attitudinal 

research on stakeholders’ perceptions towards ELF and ELF-informed teaching has been 

conducted extensively (e.g. Decke-Cornill, 2003; Jenkins, 2007; Luo, 2014; Maley, 2009; 

Ranta, 2010). For instance, in a study on German English teachers’ views towards ELF-

informed teaching, Decke-Cornill (2003) found that teachers who did not have a university 

degree and were teaching in lower-level schools had more positive attitudes towards ELF-

related teaching than those who had a university degree teaching qualification and were 

teaching in higher level schools. In other words, teachers’ educational backgrounds and the 

level of students that they are teaching might influence their perceptions towards ELF-

informed teaching. Jenkins (2007) conducted a questionnaire survey to seek Expanding 

Circle English speakers’ attitudes towards various English accents. The results suggested a 

deeply-rooted belief in the need for learners to approximate ‘standard’ Inner Circle English 

accents. Therefore, the author argued that ENL-based teaching remains popular among 

NNESs in the Expanding Circle, even though they learn English to communicate primarily 

with other NNESs. Apart from the belief in ‘nativeness’ and ‘standards’, Ranta (2010) argued 

that educational authorities’ preferences towards ENL-based teaching could also exert a 

negative influence on the implementation of ELF-informed teaching. The author found that 

that in Finland, secondary school English teachers’ awareness of ELF had not led to the 

change of teaching practice, due to teachers’ reluctance to make any changes which 

countered the views of authorities.  
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These studies often concluded by noting the conflict between awareness of the 

changing role of English as a lingua franca and the resistance to the shift from ENL-based to 

ELF-informed teaching. Although ELF researchers’ enthusiastic promotion of pedagogical 

implications of ELF research has, to date, failed to persuade many ELT practitioners, it is not 

hard to see that educators’ scepticism, to a large extent, lies on how to incorporate ELF-

informed into ELT classrooms rather than ELT informed teaching itself. The following 

statement, although related to teaching English as an international language (EIL), 

encapsulates the demanding situation of ELF-informed teaching.  

The task of implementing teaching based on EIL would be enormous for it would require the re-tooling 

of teachers worldwide so that they became expert users of EIL, putting aside their years of effort in 

teaching a standard variety. It would involve turning around the oil tanker of vested interests in 

international examinations, in textbook publishing, in teacher training provision, in quality-control 

bodies and so on.  

(Maley, 2006, p. 5)  

To resolve this demanding situation, concrete proposals for incorporating ELF-

informed teaching have been presented, which will be reviewed in the following sections. 

Meanwhile, discussions of the key controversies around ELF-informed teaching, namely the 

availability of teaching materials, qualified teachers, and an assessment approach, as 

mentioned by Maley (2006), shed new light on how to incorporate ELF-informed teaching.  

3.4 Proposals for ELF-informed teaching in various contexts 

Under the general framework of ELF-informed teaching, researchers have presented 

concrete proposals to be implemented in various contexts (Dewey, 2012; Kirkpatrick, 2012; 

Kohn, 2015; Louhiala-Salminen & Kankaanranta, 2011; Wen, 2012b, 2016). Geographically, 

studies on the implementation of ELF-informed teaching have been carried out largely in 

European and Asian contexts. In a UK-based investigation, Dewey (2012) proposed a 

framework that facilitate teachers to decide “whether/to what extent/which (if any) language 
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norms are relevant to their immediate teaching contexts” (p.166). It foregrounds the 

construction of “classroom-oriented theories of language and communication” and 

“generate[s] location-specific, classroom oriented innovative language models” 

(Kumaravadivelu, 1994, p. 29, as cited in Dewey, 2012, p. 166). This approach highlights the 

importance of teachers’ self-reflection with respect to current teaching model(s) to which 

they are referring. The self-reflection needs teachers’ active involvement in ELF research, 

which is necessary to evaluate which model is the most relevant in a local context. Reflection 

enables teachers to make informed choices on language forms applicable to their classrooms 

and possibly realize the relevance of ELF-informed teaching to their own teaching contexts.  

Moving a step forward, Kohn (2015) proposed a three-dimensional ELF teaching 

scheme and suggested a possible way to incorporate ELF into classrooms. This scheme 

consists of awareness raising, comprehension, and production activities. The awareness-

raising activities expose learners to authentic ELF manifestations, thus preparing them to 

address characteristics, possibilities, and challenges of ELF communication as well as 

enhance their linguistic and cultural tolerance. The comprehension activities offer learners 

skills to deal with, for example, “unfamiliar pronunciation, unclear meanings or weak 

coherence” (Kohn, 2015, p. 61). The production activities emphasize the pragmatic skills that 

students might employ in future ELF communication.  

Another noteworthy model, Global Communicative Competence (GCC), is situated in 

a specific context, the global business community, and could serve as a benchmark for 

curriculum design in teaching English as business lingua franca (BELF) (Louhiala-Salminen 

& Kankaanranta, 2011). This model stems from the research on BELF (Louhiala-Salminen, 

Charles, & Kankaanranta, 2005; Kankaanranta, Louhiala-Salminen, & Karhunen, 2015). 

Figure 3.1 illustrates that “Global Communicative Competence” is at the centre of four 

circles, representing “Multicultural Competence,” “Competence in BELF”, and “Business 
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Knowhow” respectively. “Multicultural Competence” refers to “the knowledge and skills in 

managing communicative situations with representatives of different national, organizational 

and professional cultures” (Louhiala-Salminen & Kankaanranta, 2011, p. 28). “Competence 

in BELF” is necessary to fulfil the two main tasks of BELF communication, namely, getting 

meaning across and maintaining rapport. It is interpreted as competence “in the English core, 

business-specific genres, and communication strategies focusing on clarity, brevity, 

directness and politeness” (Louhiala-Salminen & Kankaanranta, 2011, p. 28). It recognizes 

the dynamic, hybrid use of English in multilingual settings where the ability to employ 

effective communication strategies identified in EFL and BELF research is highlighted. The 

outmost circle is named as “Business Knowhow” and depicts the holistic context in which to 

interpret the model of GCC. “Business Knowhow” is an embodiment of business-specific 

knowledge, in which “the particular domain of use and the wider, overall goals, norms and 

strategies of business shared by business community” (Louhiala-Salminen & Kankaanranta, 

2011, p. 28) are equally crucial. 

 

 

Figure 3.1 The model of Global Communicative Competence (GCC)2 

 
2 Figure 3.1 is adapted from Louhiala-Salminen and Kankaanranta (2011, p. 28) 
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Moving to the Asian context, Kirkpatrick (2012) proposed a Lingua Franca Approach 

for developing English teaching curricula in ASEAN (Association of Southeast Asian 

Nations) contexts. The key points of this approach are summarized as follows:  

(1) The goal: use English successfully in multilingual ELF contexts rather than sound

like native speakers

(2) The curriculum: include regional/local literature and regional/local cultures

(3) The activities: enable learners to critically approach their own cultures and

express their cultural values in English

(4) The materials: include linguistic diversity, especially “the speech styles and

pronunciation of their fellow Asian multilingual users of English as a lingua

franca” (p. 40).

This model clarifies what should be included in an ELF-informed curriculum and 

underscores the importance of including cultural and linguistic diversity. Much content in this 

approach, such as the fourth criterion for selecting materials, is in line with the statement in 

Kohn’s (2015) three-dimensional scheme.  

Wen (2016) presented a hypothetical solution for the dilemma concerning cultural 

content in English teaching in the Asian context. The dilemma is whether practitioners should 

teach English “native speakers’ cultures (NECs) or the ELF learners’ home culture (HC) or 

the cultures of other ELF learners’ (OCs), or all of them” (p. 156). Inspired by Risager’s 

(2007) model of languaculture, Wen (2016) came up with a model of “languature”. She 

explained four dimensions of languature, namely: topical; discoursal; situational; and 

linguistic, which could be placed from more ‘separable’ to less ‘separable’ on a continuum 

(See Figure 3.2, adapted from Wen, 2016, p. 167).  

Figure 3.2 The relationship between explicitness and separability and languature3 

3 Figure 3.2 is adapted from Wen (2016, p. 167) 
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The four dimensions were drawn from Levelt’s speaking model (1989), which 

hypothesizes that a speaker needs to go through three phases, namely conceptualizing, 

formulating and articulating before speaking. These three phases make use of four 

dimensions of knowledge, namely topical, discoursal, situational and linguistic. The 

conceptualizing phase is assumed to be pre-verbal and requires the speaker to retrieve topical, 

discoursal and situational knowledge. The formulating phase requires linguistic knowledge at 

the speaker’s disposal for the purpose of expressing his/her thoughts. The articulating phase 

involves employing the speaker’s speech organs to produce the corresponding linguistic 

expressions and sounds. 

Wen (2016, p. 167) suggested that “when languature is more implicit for English 

native speakers, it is less separable from the English language”; “when languature is more 

explicit for English native speakers, it is more separable from the English language”. 

Specifically, implicit linguature knowledge is acquired by native speakers of English along 

with their socialization and maturation while explicit linguature knowledge is acquired 

through formal instruction. For instance, the topical dimension is more explicit for NESs, it is 

thus more separable from the English language. In contrast, the linguistic dimension is less 

explicit for NESs, and thus is less separable from the English language. Therefore, Wen 

(2016) concluded that the solution for the dilemma is that “the more separable, the more 

multi-languatural; the less separable, the less multi-languatural” (p. 174).  

In the same vein, Hino and Oda (2015) developed an approach called Integrated 

Practice in Teaching English as an International Language (IPTEIL), which they had 

successfully practised in a Japanese university. This approach employs authentic real-time 

news as teaching materials and clarifies necessary steps that teachers could follow in 

classroom operations (See p. 2015, p. 38). Although there are still some problems with 

respect to ELF ideas, including that some intra-national news resources in use are more 



42 

appropriate in teaching World Englishes and not ELF, this approach did provide some useful 

knowledge about how to incorporate ELF into classrooms.  

The above research is mainly on a conceptual level and provides general guidance for 

teachers to consider the relevance of ELF-informed teaching to their own classrooms. There 

is a lack of classroom-level research showing how ELF-informed teaching could be 

implemented (Galloway & Rose, 2017). This situation could be attributed to many ELF 

researchers’ belief that it was practitioners’ responsibility to decide whether ELF-informed 

teaching was relevant to their classrooms and how to apply it in a specific context (e.g., 

Seidlhofer, 2011). However, with continuing research on ELF, Jenkins (2017a) argued that it 

is the time for ELF researchers to pass ELF findings to practitioners.  

3.5 Situated controversies 

Since ELF-informed teaching has been justified and ENL-based English teaching has 

been problematized, ELF-informed teaching, in theory, should have been readily accepted by 

practitioners. However, the reality is rather the opposite. The availability of teaching 

materials, qualified teachers, and an assessment approach have all caused great concerns for 

researchers and practitioners. 

3.5.1 Teaching materials 

ELT materials are major sources of language input in classrooms (Richards, 2001) 

and are “often seen as being the core of a particular program” (McDonough, Shaw, & 

Masuhara, 2012, p. 51). ELF-informed materials have been defined through their comparison 

with ENL-based materials from the perspectives of language ownership, language exposure, 

language activities, and cultural content (Galloway, 2017). As shown in Table 3.2, ENL-

based materials assume NESs are the owners of English and thus regard them as illustrating 

the ideal language models for English learners. ENL-based materials also assume that 

language learning is a process of approximating NES use of language and that English 
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learners are going to make errors in their attempts to approximate NES use of language. 

Thus, ideal language exposure is thought to be native varieties of English with language 

activities designed to prepare learners to use English like NESs. For the same reason, the 

cultural representations in ENL-based materials reflect the cultures of native English-

speaking countries.  

Table 3.2 The differences between ENL-based and ELF-informed teaching materials4 

Teaching materials ENL-based ELF-informed 

language ownership native English speakers all English users 

language exposure native-speaker Standard 

English 

a wide range of varieties of 

English 

language activities Accuracy-oriented Communication-oriented 

cultural content monolithic pluricentric 

The use of ENL-based materials has been challenged in the following ways: 

1. The ideal NESs presented in ENL-based materials are inappropriate models for

most English communication. English communication now happens more often

between NNESs than between NESs and NNESs (Jenkins, 2012.).

2. ENL-based materials over-emphasize native-speaker Standard English. Standards

and norms prescribed from NES use of language that constitute native-speaker

Standard English do not reflect the ways that most NESs and NNESs use English

adequately (Hall, 2014).

3. Due to the over-representation of NESs and their cultures, ENL-based materials

promote the belief of native-speakerism (Holliday, 2005, p. 6). This creates a false

dichotomy between native English teachers and non-native English teachers, and

also a problematic causal relationship between English language proficiency and

English teaching practices.

4. ENL-based materials marginalize a learner’s first language and home culture,

which should be seen as a ‘‘badge’ of linguistic cultural heritage and identity’

instead of a ‘‘‘baggage’ of burden and negativity” (Xu 2017, p. 704).

4 Table 3.2 is a self-designed table. 
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To address these challenges, ELF researchers have suggested a move from using 

ENL-based to ELF-informed materials (Galloway, 2017). ELF-informed materials accentuate 

the importance of exposing learners to authentic ELF scenarios. Notably, although the 

exposure provides examples of non-standard use of English, teaching linguistic features of 

ELF users is not the aim. The exposure is to raise learners’ awareness about how English is 

used both creatively and productively. Likewise, the essence of ELF-informed activities is 

not to exemplify the ‘non-standard’ forms of English, but to inspire learners to think how 

‘non-standard’ forms of English function in real communication (Seidlhofer, 2015). ELF-

informed activities are to “allow learners to achieve outcomes by using whatever strategies 

work for them, drawing on the resources of their own language where this seems a natural 

thing to do, without constraining them to linguistic accuracy” (Seidlhofer, 2015, p. 26). In 

addition, ELF-informed materials underscore the incorporation of native English speakers’ 

cultures (NESCs), learners’ home cultures (HCs), and other non-native English speakers’ 

cultures (NNESC).  A broader inclusion of cultures aims to raise learners’ awareness of 

cultural diversity and strengthen their ability to approach diversity critically which is crucial 

for successful communication in the use of ELF (Wen, 2016).  

However, researchers noted that ELT materials still orientate towards native-speaker 

Standard English, its users, and cultures (Baker, 2015; Galloway & Rose, 2015; Jenkins, 

2012; Siqueira, 2015; Song, 2013). For instance, Rai and Deng (2016) found that cultures of 

the UK and the USA are dominant in four of the most popular English textbooks in mainland 

China. In a similar vein, Wen (2012a) stated that people involved in college English teaching 

in China, including policy makers, curriculum editors, applied linguists, and teachers, all 

recognize the disparity between the changing role of English as a lingua franca and the 

deficiency of non-native Englishes and cultures of non-native speakers in materials. 

However, as she mentioned: “the native variety is still used as the only source of learning 
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materials, except for a very few textbooks which have made pioneering efforts in enriching 

cultural content” (Wen, 2012a, p. 85) as there is no concrete framework that informs how 

ELF-informed materials could be incorporated if native varieties are abandoned.  

To address this issue, some ELF researchers have proposed the use of well-developed 

ELF corpora to design ELF-informed teaching materials (Flowerdew, 2012; Kohn, 2015; 

Pedrazzini, 2015). Taking McDonough et al.’s (2013) three-stage process of materials 

evaluation and Tomlinson’s (2010) checklist for effective materials development into 

consideration, Galloway (2017, p. 475) designed a pioneering framework to explore “how 

materials can be designed and evaluated to ensure that they are effective in preparing learners 

to use ELF.” Figure 3.3 was drawn according to Galloway’s descriptions of the framework. 

At the first stage, a quick glance at the introduction and the table of contents should convey 

the basic principles against which the textbook is compiled, including the aim of English 

learning, the ownership of English, and attitudes towards learners’ language. The second 

stage requires an in-depth exploration of the content of the textbook to understand how the 

teaching materials prepare learners to use ELF. The last stage involves a reflection on the 

suitability of the textbook to students in the targeted context. This framework provides a clear 

reference for researchers and practitioners in their process of evaluating and designing ELF-

informed teaching materials.  
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Figure 3.3 Materials development and evaluation for ELF-informed teaching5 

3.5.2 Language assessment 

Apart from teaching materials, the issue of how to conduct an ELF-informed test 

warrants serious attention. Harding and McNamara (2017) argued that ELF challenges 

language assessment from two perspectives: 1) native English norms should not serve as 

standards; 2) language assessment should not be conducted against a stable variety of 

language. As Harding and McNamara (2017) suggested, to some extent the first challenge is 

similar to the advocacy of researchers in the field of WE (e.g., Brown, 2014; Davies, Hamp‐ 

Lyons, & Kemp, 2003). Since native-speaker Standard English has been problematized (Hall, 

2014), using native English norms as standards is seen as a problem of existing testing 

criteria or international tests (Jenkin & Leung, 2013; Jenkins, 2015; McNamara, 2011, 2012, 

2014; Pitzl, 2015; Toh, 2016). For instance, Pitzl (2015) argued that the portrait of 

intercultural communication in the Common European Framework of Reference CEFR is 

deficient because of its dependence on certain presumptions, such as mistakes gauged against 

5 Figure 3.3 is a self-designed figure based on Galloway (2017). 
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native English equates to misunderstandings in communication. Much ELF research has 

argued that non-native norms do not necessarily cause communication breakdowns and that 

learners’ ability to employ accommodation strategies to address communication breakdowns 

should be included in assessment (Baker, 2015; Jenkins, 2012; Seidlhofer, 2011). The second 

challenge resulted from the ad hoc nature of ELF communications. The fluid and dynamic 

features of ELF communication determine that language performance cannot be judged 

against “a stable variety” of English (Jenkins & Leung, 2013, p. 4), which subsequently 

complicates issues including testing materials (Abeywickrama, 2013), proficiency 

measurement, (Canagarajah, 2006; Lowenberg, 2000, 2002) and rating (Zhang & Elder, 

2011). ELF researchers have to face the fact that currently there are no ELF-informed tests at 

hand (Jenkins & Leung, 2014).  

Seidlhofer (2015, p. 26) argued that the absence of ELF-informed tests does not 

prevent the incorporation of ELF-informed activities into classrooms unequivocally. This 

incorporation could enable learners to relate “the English they are learning to the experience 

of their own language” as well as to be aware of “how linguistic forms are in general 

determined by communication functions.” The real issue is how much time the activities 

could take up in some exam-oriented contexts where the main focus of a large number of 

English teachers and students is on how to obtain more marks in native-English based exams. 

Ranta (2010), in her research on Finnish teachers’ perceptions of ELF, found that teachers 

were not willing to make changes against the views of examination boards, despite being 

aware of the changing role of English as a lingua franca in the real world. Undeniably, the 

washback of tests on teaching is strong (e.g., Cheng, 2004). This is why over ten years ago, 

Jenkins (2006) noted that it was crucial for exam designers to engage with ELF. A similar 

statement was also made by McNamara (2012), who called assessment an urgent topic in 

ELF research (See also Jenkins, et al., 2011):  
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The articulation of the construct of English as a lingua franca communication is a complex task but an 

urgent one if assessment is to play its part in ELF education and in policies in which language 

competence features. (p. 202) 

Significantly, pioneering works in thinking about assessing ELF have begun to 

emerge recently. Shohamy (2017) connected ELF with Critical Language Testing (CLT), 

which is a framework that explores questions about test validity. CLT provides a theoretical 

and conceptual approach to scrutinize whether tests reflect an updated knowledge of 

constructs, that is, what is being tested. Thus, it questions current testing theories and tests 

that are based on stable and fixed constructs in the light of ELF research. The author pointed 

out some directions for designing ELF tests, such as “using academic-content texts in ELF” 

and “writing in ELF but focusing on messages, hybrids” (p. 590). Harding (2012) presented a 

set of competences for developing constructs in assessing ELF and argued for the necessity of 

a purpose-built assessment task to assess ELF constructs. Harding and McNamara (2017) 

explained a trial of a purpose-built assessment task, in which features of a purpose-built ELF 

assessment task are summarized and a holistic rubric for rating is presented. It is one of the 

few studies that provides operationalized suggestions to assess ELF. Chopin (2015) proposed 

a radical solution to address difficulties in building ELF constructs in the discussion of the 

Test of Oral English Proficiency for Academic Staff administered in a Danish university (See 

also Newbold, 2015). Her solution ignores constructs and moves language testing from 

focusing on forms towards factors in determining successful ELF communication attested in 

ELF research. This thesis maintains that assessing the factors mentioned by Chopin is as 

difficult as building ELF constructs. No matter which direction is adopted, much research on 

operationalized ELF tests is needed. 



49 

3.5.3 Teachers’ language awareness 

The above research revealed that the role teachers play in closing the gap between 

ELF implication and ELF application in classrooms cannot be overemphasized. In the context 

where norms-oriented teaching is practised widely by teachers, how to inform teachers to 

recognize, understand, accept, and implement ELF-informed teaching is a key to dismiss all 

controversies (Bayyurt & Sifakis, 2015; Dewey, 2012; Snow, Kamhi-Stein, & Brinton, 

2006). Figure 3.3 depicts the influence of the prevalence of native-English-based teaching 

(Wen, 2012a) and the possible solutions that ELF researchers have proposed. 

Figure 3.4 Issues in ELF-aware education6 

In pre-service teacher training programs such as The English Language and English 

Language Education in China, trainees not only learn teaching theories and methodologies, 

but also learn English at the same time. Conducting pre-service teacher training programs 

against an ENL-based teaching paradigm simultaneously would facilitate trainers to conduct 

ENL-based teaching. Since pre-service training has long influenced teachers’ teaching beliefs 

(Peacock, 2001), trainees who develop their professional knowledge in ENL-based teaching 

context are most likely to favour ENL-based teaching. After graduation, presumably, most of 

6 Figure 3.4 is a self-designed figure. 
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these trainees will be teachers and some of them will go on to work as trainers after receiving 

higher-level education. The outcomes point to ENL-based teaching being grounded and 

circulated in the English teaching context. Two noteworthy projects investigated ways to 

break the cycle. Dewey and Patsko (2017) reported the inclusion of ELF and/or Global 

Englishes in the syllabus and guidelines in two internationally-recognized teacher education 

programs, which leaves space for incorporating ELF introduction sessions into the programs 

(See also Dewey, 2015). It is a promising development that proves the practicality of 

introducing ELF-informed sections into pre-service teacher training programs. The authors 

emphasized the importance of introducing ELF-informed sessions at the beginning of the 

program. By doing so, trainees will be provided with necessary time and knowledge to reflect 

on ELF and ELF-informed teaching. Furthermore, this ELF introduction also provides some 

approaches, such as blogging (e.g., ELF Pronunciation available at 

http://elfpron.wordpress.com/), online discussion forums (e.g., ELFReN available at 

www.english-lingua-franca.org/forum/index), as well as conference and seminar events (e.g., 

The Conference of English as a Lingua Franca), through which in-service teachers could 

engage with ELF.  

Sifakis (2014a, 2014b) suggested a transformative approach which he practised in 

Turkish and Greek contexts. The framework was believed to “go beyond merely exposing 

teachers to the principles and criteria of ELF and promote them to critically consider and 

ultimate transform their deeper convictions” about various aspects of English teaching 

(Sifakis, 2014b, p.317). Sifakis and Bayyurt (2017) gave a more detailed description on how 

to carry out ELF-aware teacher education from a transformative perspective. The authors 

defined three phases of ELF-aware teacher education: 1) extensively expose teachers to ELF 

interactions to facilitate their awareness of “the complexity of English-medium 

communication in today’s globalized world” (p. 460); 2) critically reflect on what they have 

http://elfpron.wordpress.com/
http://www.english-lingua-franca.org/forum/index
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learned in phase one in their own teaching contexts; and 3) develop instructional activities 

according to the work in the previous two phases and the needs analysis of their own learners.  

As also shown in Figure 3.3, the ELF-aware teacher education discussion generally 

overlooks the issue of teacher educators’ availability no matter whether in pre-service teacher 

training or in ongoing professional development. In Dewey and Patsko’s research (2017), 

some trainers refused to deliver ELF-informed sessions and passed them on to other more 

ELF-aware trainers. There is a primary need for ELF researchers to consider how to 

communicate their findings to teacher educators, how to organize a training program if only a 

few trainers are capable of delivering ELF-informed sessions, and how to alleviate possible 

tensions between ELF-aware trainers and those who are unaware. 

3.6 ELF-informed teaching in the Chinese context 

Research on ELF teaching, although controversial in some areas, is inspiring scholars 

to begin to rethink the appropriateness of native-English-based teaching in the Chinese 

context. Gao (2015) commented that ELF-informed teaching, although controversial in some 

aspects, could inspire stakeholders to rethink the practicality of ENL-based teaching. In the 

context of China, which is often cited as a representative country within countries in the 

Expanding Circle (Zheng, 2013), a body of research on ELF-informed teaching has been 

conducted (e.g., Gao, 2015; Wang, 2015a, 2015b, 2016; Wang & Jenkins, 2016; Wen, 2012a, 

2012b). Markedly, in the English language education policies issued by the Ministry of 

Education (MoE), “Standard English” is a neutral term which does not affiliate to any 

specific country and culture. As commented by Pan (2015, p. 86), “it is worth pointing out 

that at all levels of the policy regulation, primary, secondary and tertiary, Chinese 

institutional policies do not grant clear privilege to any type or variety of English.” Instead, 

English is generalized as the language in English-speaking countries. The issue is that 

English should not be regarded as “the language” in English-speaking countries when it is 
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learned and used by people from other countries. However, the dominance of ENL (English 

as a native language), in classrooms, represented by American English and British English, is 

obvious (Liu, 2016). 

Wang conducted a series of studies on Chinese students’ perceptions towards NESs 

(Wang, 2016) and nativeness and intelligibility (Wang & Jenkins, 2016) and their awareness 

of ELF (Wang, 2015a, 2015b), which unpack Chinese students’ language perceptions. Wang 

(2013) claimed that Chinese university students’ perceptions towards ENL norms were 

complicated. On the one hand, they continually refer to ENL norms and regard English as a 

fixed language. On the other hand, they acknowledge the functions of non-conformity norms 

in achieving communicative success and protecting their Chinese identity. Wang (2015a, 

2015b) highlighted the importance of raising Chinese students’ awareness of ELF by 

introducing ELF-informed literature, incorporating authentic ELF data and guiding learners 

to analyse and reflect on ELF communications in real-life situations.  

Deterding (2010) investigated the possibilities of teacher pronunciation based on the 

Lingua Franca Core in China. The Lingua Franca Core (LFC) proposed by Jenkins (2000) 

consists of a series of phonological features “intended to guarantee the mutual intelligibility 

of accents” (Jenkins, 2003, p. 126). Inspired by LFC, Deterding (2010) summarized some 

phonological features that “typically occur with speakers from China” (p. 3). Similar to 

Jenkins, he argued that the attested phonological features which do not inhibit 

communication should be excluded in teaching English pronunciation to Chinese students.  

Apart from the teaching of pronunciation in an ELF paradigm, attention was also paid 

to communicative competence. Wen (2012a) outlined a model comprising linguistic, cultural, 

and pragmatic components for teaching college English. She stated that the linguistic 

component should include native varieties, non-native varieties, and localized features and 

should be presented consecutively in relation to learners’ proficiency. In other words, young 
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beginners should not receive non-native varieties or localized features until they become 

intermediate-advanced learners. But students could simultaneously be exposed to target 

language cultures, non-native language cultures, and the local culture in order to raise their 

awareness of cultural differences. The author emphasized “sensitivity, tolerance and 

flexibility” to cultural differences in teaching, given that the cultures the English learners are 

facing are numerous and unpredictable (Wen, 2012a, p. 88-90). The pragmatic section in this 

model consists of universal, native language and non-native language communicative rules. It 

should include and reflect communicative strategies in the three groups mentioned in order to 

facilitate expression. Qian (2015) discussed the value of ELF in teaching interpersonally-

oriented relation rituals. This idea refers to “relational action constructed in interaction 

through pre-existing patterns” (Kadar, 2013, p. 1) and could be adopted to construct, 

reinforce, and maintain an interpersonal relationship among interlocutors from various 

cultures. According to Qian (2015), teachers need to define interpersonally-oriented relation 

rituals first and explain their usage with examples. Next, video and audio materials should be 

presented to examine whether students are able to find examples of relation rituals. Thirdly, 

teachers are asked to create simulated contexts to lead students to use relation rituals. In the 

last phase, students are required to collect examples of the use of relation rituals in cross-

cultural communication. Wu (2016) acknowledged the value of research on BELF, 

introduced the GCC model, and argued for its relevance to the Chinese Business English 

Program. 

3.7 Conclusion 

Generally speaking, China’s linguistic research, both theoretically and technically, has 

kept pace with the development of the research in the linguistic community worldwide. 

However, the research on English as a lingua franca (ELF) is an exception. Drawing from the 

limited number of studies on ELF in the Chinese context, this newly-emerging school of 
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research is not embraced widely by Chinese linguists. One of the more interesting aspects is 

that many researchers who study ELF teaching in China are either non-Chinese researchers 

(e.g., Deterding, 2010) or Chinese researchers working in countries other than China (e.g., 

Fang, 2015; Liu, 2016; Wang, 2012). Therefore, it is recommended that domestic researchers 

and practitioners should become more active participants in topics related to ELF and ELT in 

China. 

As research on ELF and ELF-informed teaching in China is developing at a relatively 

slow pace, recommendations for ELF-informed teaching should not be targeted towards all 

English learners. The enormous task of exploring the practicality of ELF-informed teaching, 

should start with programs where learners have greatest opportunities to use English in ELF 

contexts, such as the Business English Program.  

Previous studies that addressed the practicality of ELF-informed teaching specifically, 

are mainly attitudinal studies which investigated how teachers and students perceive ELF and 

ELF-informed teaching. Attitudinal research is highlighted because “the changing linguistic 

landscapes observed have a closer connection with people’s thinking and practices than with 

the language forms themselves” (Baird & Baird, 2017, p. 531). Therefore, it is necessary to 

understand how stakeholders perceive ELF and ELF-informed teaching before making any 

recommendations. However, the perceptions of stakeholders can only inform what ‘English’ 

is currently being taught in classrooms and why to a partial extent. To fully uncover this 

issue, it is necessary to explore an intricate interplay of ‘English’ in national policy, ‘English’ 

in institutional policy, ‘English’ in coursebooks, ‘English’ in the classroom, and also 

‘English’ in the perceptions of the stakeholders. This issue is one of the aims of this study 

In addition, much research has focused on evaluating English teaching practices and 

programs by eliciting their pre-service learners’ ideas and perceptions. Little is known about 
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how English learners in the professional world perceive the English program that they have 

attended with respect to preparing them to use English in their workplaces.   

Against this theoretical and empirical background, the present research was designed 

to examine the implementation of China’s Business English Program from an ELF 

perspective. It aimed to explore the future prospects for incorporating ELF-informed teaching 

in contexts by comparing what and how ‘English’ is being taught in the classroom with what 

and how ‘English’ is being used in the workplace. 
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  METHODOLOGY 

This chapter sets out the research methodology and methods undertaken in this study 

in order to explore the research questions discussed in Chapters 2 and 3. Section 4.1 provides 

an overview of case study research, followed by a discussion of the rationale for using it as an 

approach of inquiry. Section 4.2 presents the research questions that inform this research 

design which is described in Section 4.3. The research setting and the sampling strategies are 

introduced in Section 4.4. Section 4.5 explains the three-phase data collection and data 

analysis procedures. Following this, an explanatory framework that combines and synthesizes 

three phases of data is provided in Section 4.6. Finally, Section 4.7 reports on the reliability 

of this research design and the research design is summarized in Section 4.8.  

4.1 Case study as the research methodology  

This study takes in-depth case study research as the approach of inquiry. It is worth 

pointing out that ‘methodology’ in this study refers to the philosophical and theoretical 

foundations through which the researcher views and conducts the investigation, while 

‘method(s)’ refers to techniques, or procedures, employed for collecting data (Mills, 2014).  

Although case study methodology and case study method are sometimes used 

interchangeably (Harrison, Birks, Franklin & Mills, 2017), this study takes ‘case study’ as a 

research methodology by defining its ontological and epistemological assumptions, and 

research methods that align with these assumptions.  

Historically, conventional wisdom questioned the status of case study as a scientific 

approach of inquiry. Flyvbjerg (2006) examined five common misunderstandings in the 

conventional wisdom: 

1. General, theoretical (context-independent) knowledge is more valuable than concrete, practical 

(context-dependent) knowledge; 
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2. One cannot generalize on the basis of an individual case; therefore, the case study cannot contribute 

to scientific development; 

3. The case study is most useful for generating hypotheses; that is, in the first stage of a total research 

process, whereas other methods are more suitable for hypotheses testing and theory building; 

4. The case study contains a bias toward verification, that is, a tendency to confirm the researcher’s 

preconceived notions; 

5. It is often difficult to summarize and develop general propositions and theories on the basis of 

specific case studies. (p. 221) 

These five misunderstandings were defined generally within the positivist paradigm, a 

popular research paradigm in social science in the late 1940s and 1950s (Denzin & Lincoln, 

2011). As a result, research methods such as experiments and close-ended surveys which 

generated context-independent knowledge in quantitative designs were favoured over 

interviews and observations which produced context-dependent knowledge anchored in 

qualitative approaches (Misunderstanding 1). With the continuing popularity of positivism in 

the 1960s and 1970s, case study research was often criticized for its inability to get 

generalizable results and thus was considered to result in a lack of validity (Harrison, Birks, 

Franklin & Mills, 2017), leading to the second and the fifth misunderstandings. Meanwhile, 

case study research during this period was believed to be useful only at the preliminary stage 

of quantitative designs, as a descriptive approach to generate hypotheses (Merriam, 2009), 

which resulted in the third misunderstanding. Regarding the issue of verifying a researcher’s 

preconceived notions (Misunderstanding 4), it is applicable that all research methodologies 

and case study research embody no greater bias towards verifying a researcher’s 

preconceived thoughts than other research methodologies (Flyvbjerg, 2006).  

These misunderstandings or resistance to case study research are similar to criticism 

levelled at qualitative research in the ‘hard science’ era. A philosophical debate between 

researchers supporting a positivism paradigm and quantitative approaches and those 

supporting an interpretivist paradigm and qualitative approaches emerged after the birth of 
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interpretivist qualitative research at the beginning of the 20th century (Denzin & Lincoln, 

2011). Despite incurring many attacks from conventional wisdom, qualitative research is now 

regarded as a legitimate approach of enquiry. Becker (1986) argued that both quantitative and 

qualitative researchers should recognize that their colleagues from the other side know 

something about society worth telling, although they might employ different forms, media, 

and means to communicate their ideas and findings.   

The status of case study research as a rigorous methodology has now been established 

along with the recognition of qualitative research as a legitimate approach enquiry in its own 

right. It has become a popular way to conduct qualitative inquiries (Stake, 2000). The most 

common definitions of case study research are from Merriam (2009), Stake (1995, 2006), and 

Yin (2014). Merriam (2009, p. 40) defined case study research as “… an in-depth description 

and analysis of a bounded system”. Like Marriam (2009), Stake (1995, p. xi) referred to case 

study research as “the study of the particularity and complexity of a single case, coming to 

understand its activity within important circumstances”. Yin (2014) provided a two-part 

definition. He (2014, p. 16) first defined the scope of case study research: 

A case study is an empirical study that investigates a contemporary phenomenon (the “case”) in depth 

and within its real-word context, especially when the boundaries between phenomenon and context 

may not be clearly evident. (p. 16) 

Yin (2014) went on to describe its features as follows: 

A case study inquiry copes with the technically distinctive situations where there will be many more 

variables of interests than data points, and as one result relies on multiple sources of evidence, with 

data that need to converge in a triangulating fashion, and as another result benefits from the prior 

development of the theoretical propositions to guide data collection and analysis. (p. 17) 

These definitions collectively present the advantages and features of case study 

research. It can, according to Sturman (1997, p. 62), provide “a rich description of the case 
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and an understanding of it, in particular the relationship of its parts” or capture “the holistic 

and meaningful characteristics of real-life events” (Burns, 1999, p. 460).  

There are two popular paradigms in case study research. One is situated in the 

constructivism paradigm (Merriam, 2009; Stake, 1995) while the other is in the post-

positivism paradigm (Yin, 2014).  

● The constructivism paradigm 

The constructivism paradigm is grounded in a relativist ontology, a subjectivist 

epistemology and a hermeneutical methodology (Lincoln, Lynham & Guba, 2011). 

Acknowledging the constructive nature of case study research, (Stake, 2006, p. 2) 

believed that to explore a case “requires experiencing the activity of the case as it 

occurs in its context and in its particular situation”, where the researcher plays an 

interpretive role, a similar proposition occupied by Merriam (2009). In constructive 

case study research, multiple data collection methods, both quantitative and 

qualitative, are used to obtain insightful constructions or meanings of the case and 

thus to generate inductive reasoning and interpretation (Hyett, Kenny & Dickson-

Swift, 2014). 

● The post-positivism paradigm  

The post-positivism paradigm adopts realist ontology, modified objectivist 

epistemology and modified experimental or manipulative methodology (Lincoln, 

Lynham & Guba, 2011). Glasser and Strauss (1967) are pioneering qualitative post-

positivist researchers, who “merged qualitative field study methods from the Chicago 

School of Sociology with quantitative methods of data analysis” (Johannsson, 2003, 

p.8) and proposed grounded theory methodology, an inductive reasoning based on 

systematic and rigorous procedures of data analysis. Yin (2014), followed Glasser and 
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Strauss (1976), in presenting a systematic outline for designing and undertaking case 

study research which is guided by hypothesis or theory. Coming from the realist 

ontology, Yin’s approach to case study research, despite being qualitative and 

inductive, was argued to be deterministic in nature due to its emphasis on causal 

relations and testing theories (Hyett, Kenny & Dickson-Swift, 2014). 

The case study research reported in this thesis is situated in the constructivist 

paradigm with the belief that reality is socially and contextually constructed and can be 

understood through investigation of socially and experientially based meanings. This research 

aims to investigate the practicality of ELF-informed teaching in China’s Business English 

Program, rather than to test some theories or find out causal relationships. The constructivism 

paradigm allows an in-depth exploration of what ‘English’ is being taught: 

• an ENL variety through a ‘monolithic’ approach, or ELF through a ‘pluricentric’ 

approach;  

• stakeholders’ attitudes and perceptions towards native-speaker Standard English 

and ENL-based teaching,  

• ELF and ELF-informed teaching;  

• the use of English in selected workplaces in China;  

In the light of these findings, this research examines possible barriers that ELF-

informed teaching might face in the Chinese context and provides recommendations to enable 

the Business English Program to better prepare its learners to communicate in the global 

business community.  

4.2 Research questions 

The present study addresses the following three sets of questions:  

Research question 1:  

How do the business English programs prepare learners to communicate in the 

global context?  
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1.1 How do the curricula documents stipulate the teaching of ‘English’ and culture, 

native-speaker Standard English through a monolithic approach or ELF through a 

pluricentric approach?  

1.2 What ‘English’ and cultures are incorporated in teaching materials, a native-

speaker Standard English and ‘Anglo’ culture through a monolithic approach, or 

ELF and diverse cultures through a pluricentric approach? And how? 

1.3 What ‘English’ and cultures are presented or promoted in classroom, native-

speaker Standard English through a monolithic approach or ELF through a 

pluricentric approach?  And how? 

1.4 How do teachers perceive native English and native-English based teaching and 

how do they perceive ELF and ELF-based teaching? 

1.5 How do learners perceive native English and native-English based teaching and 

how do they perceive ELF and ELF-based teaching?  

Research question 2: 

How is English used in the workplace?  

2.1 What role does English play in business English graduates’ workplaces?  

2.2 How do business English graduates perceive native-speaker Standard English and 

      ELF?  

Research question 3: 

How could, or could not, ELF-informed teaching be incorporated into China’s 

Business English Program?  

4.3 Research design 

Burns (1999) proposed four main steps in designing case study research. The first step 

is to develop an initial research question. In this study, the initial question revolved around 

the researcher’s interest in a pluricentic approach to ELT in the Expanding Circle countries. 
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The second step is to develop a more concrete study proposition that will enable the idea 

from the first step to be further developed. In this study, the succinct proposition is the 

practicality of ELF-informed teaching in China’s Business English Program. The third step is 

to work out the unit of analysis, determining “the actual context, person or event” (Burns, 

1999, p. 464). In the light of the proposition, this study determines business English 

teachers’, business English learners’ attitudes and perceptions towards the ‘English’ they are 

learning and teaching, and graduates’ English learning and using experiences as units of 

analysis. The fourth step is to interpret findings by linking data to different propositions and 

criteria. This study interprets the current teaching practices in the Business English Program 

by examining the key issues in the debate over the practicality of ELF-informed teaching, 

including ownership, linguistic and cultural diversity, language authority, and authenticity 

(See Section 3.2 What ELF-informed teaching is and why it matters).  

This case study research encompasses multiple resources of evidence, which 

inevitably requires extra time and effort to collect and analyze data, generalize results and 

write a report. Therefore, it employed the simplest multiple-case design with the selection of 

only two cases to control the workload while still achieving the objectives of this study. 

4.4 Research settings and the participants 

I took two considerations into account when identifying the most appropriate cases: 1) 

the cases which “will most likely to illuminate the research questions”; and 2) the cases from 

which I could get “sufficient access to the potential data, whether to interview people, review 

documents or records, or make observations in the field” (Yin, 2009, p. 27).  

In the light of the research questions, a purposive sampling approach was employed. 

The following criteria were compiled to underpin this purposive sampling: 

• The Business English Programs had to possess by the Ministry of Education’s (MoE) 

approval; 
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• The Business English Programs had to have established institutionalized curricula;  

• The Business English Programs needed to have significant experience in business 

English teaching- being established more than four years and enrolling more than 

100 new learners each year; 

• The Business English Programs had to be offered at key universities.  

Following the above criteria, five Business English Programs in Chinese universities 

were considered for selection as appropriate cases.  

To ensure that I could get sufficient access to the potential data, the potential pool of 

the Business English Programs was narrowed down to two Business English Programs 

located in Anhui and Jiangsu provinces respectively. This is because I once studied in the 

English Language and Literature Program in a university in Anhui province and then did a 

master’s program in Foreign Linguistics and Applied Linguistics in a university in Jiangsu 

province. From these experiences, I gained a professional network in the two provinces and 

am familiar with the two English language education contexts, which allowed me to reach out 

to authentic, in-depth, and rich data.  

Program A is offered by a university which has strong disciplines in finance and 

economics and is located in Anhui Province in the middle-eastern region of PRC (See Figure 

4.1), while Program B is offered by a normal university that has a good reputation for teacher 

training and is located in Jiangsu Province, bordering  Anhui province to the west. Program A 

was established in 2011, while Program B was established 3 years later.  

I visited program A at the end of August 2017 and attended one of the teaching 

preparation meetings in which the coordinator of the Business English Program introduced 

me to other business English teachers. I presented a small seminar during the meeting to 

introduce my research purpose and design. Next, I contacted the business English teachers 

who had indicated interest in participating in this project to arrange time for conducting 

questionnaires, interviews, and classroom observations. During classroom observations, I 
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approached business English learners and obtained their consent to participate in this project. 

Then, business English teachers and learners offered their help in locating and contacting 

business English graduates.  I visited program B in October 2017 and employed a similar 

approach to seek permissions and contacts with participants.  

Figure 4.1 The map of the PRC 

4.5 Data collection and analysis 

The sources of data in this study consist of curricula documents, coursebook analysis, 

classroom observations, questionnaires, and interviews. The evidence was obtained through a 

three-phase inquiry using both quantitative and qualitative data collection methods. The 

following sections describe the data collection instruments and data analysis methods 

employed at each phase of the inquiry.  
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4.5.1 Phase 1: Curricula documents 

Document analysis, a frequently used method in qualitative case study, is a systematic 

procedure for reviewing or evaluating written and electronic texts or images that are usually 

found on the research site and compiled without the intervention of the researcher (Bowen, 

2009). It can inform the context where the research is conducted and thus provide 

supplementary research data (Corbin & Strauss, 2008; Patton 2002). According to Rapley 

(2007, p. 112), document analysis “depends as much on focusing on what is said - and how a 

specific argument, idea or concept is developed - as well as focusing on what is not said”. 

This allows a comparative analysis between what the programs claimed to offer and what 

they did in reality.  

In the present study, I collected three curricula documents: the National Principles of 

Teaching Quality for Undergraduate Business English Majors issued by the Ministry of 

Education (MoE); the institutional curriculum designed and employed at University A; and 

the institutional curriculum designed and employed at University B. These documents were 

collected to serve the following purposes: 1) to provide background information on the two 

Business English Programs including introductions, course titles, and course descriptions; 2) 

to understand whether a monolithic or pluricentic view of English was adopted in designing 

the curricula to prepare business English learners to communicate in the global business 

community. A thematic analysis was conducted of the curricula documents. The detailed 

procedures for doing the thematic analysis are described in section 4.5.3.2.  

4.5.2 Phase 2: Coursebook analysis and classroom observation 

Phase 2 started with the business English coursebook analysis, followed by a series of 

classroom observations. This phase of enquiry along with document analyses at phase 1 

provide substantial evidence regarding what ‘English’ is being taught, that is, ENL variety 

through an ‘monolithic’ approach or ELF through a ‘pluricentric’ approach.  
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● Coursebook Analysis  

A content analysis of a series of 5 business English coursebooks used in the two 

Business English Programs was undertaken. The series called Market Leader Pre-

Intermediate Business English Course Book: Comprehensive Course (2nd edition). have been 

endorsed as ‘National Planning Materials’ by the MoE, which guarantees their wide use in 

China. The preface suggests that coursebooks 1-4 were edited originally by four NESs and 

were re-edited by a Chinese re-edition committee before being introduced into the Chinese 

context. This committee consists of 29 Chinese business English teachers from leading 

Chinese universities offering the Business English Program. These teachers are also active 

researchers in business English language teaching and learning and have published widely in 

Chinese linguistic journals (e.g. Wang, 2015; Weng, 2014). The first edition was issued in 

2005 with a new section, Glossary and Notes, being added by the committee to explain 

business terms and words. Then, in 2011, the second edition was published. In the second 

edition, the committee updated most reading and listening materials and case studies to 

reflect the fast-changing business world, added and changed some grammar and vocabulary 

in volume 1 and volume 2, and introduced a new volume: volume 5 for advanced business 

English learners.   

In the second edition, each coursebook has 12-14 units and each unit consists of seven 

main parts, namely: ‘Starting Up’; ‘Vocabulary’; ‘Reading’; ‘Listening’; ‘Language Review’; 

‘Skills;’ and ‘Case Study’. Each part is divided into several sections, labelled in alphabetical 

order. The content of each unit was reviewed, organized, and analysed according to four 

categories representing the four key issues in the debate over ENL and ELF-informed 

materials (Galloway, 2017).  
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Category 1: Language ownership 

This category explores the representations of business English users in the 

coursebooks by combining the context of each business communication as well as images of 

business English users, if any, in the context. The three representations investigated in this 

study are NESs, Chinese, and other NNESs. 

Category 2: Language exposure 

This category explores whether the written texts are extracted from publications in 

native English-speaking countries or from those in non-native English-speaking countries. It 

also investigates the ‘English’ presented in each oral business scenario by reviewing,  

Scenario 1:  

native English speakers using English in business settings; 

Scenario 2:  

businesspeople with different mother tongues using English in business settings;

Scenario 3:  

businesspeople coping with communication breakdowns in business settings. 

Category 3: Language activity 

As shown in Figure 4.2, this category examines whether a language activity is 

accuracy-oriented or communication-oriented. All language activities to improve learners’ 

language accuracy against NESs such as ‘meaning match’, ‘listen and check’, and ‘complete 

sentences with correct words’ are viewed as accuracy-oriented. In accuracy-oriented 

activities, what learners read, or listen to are all produced by NESs and learners are expected 

to understand and imitate NES use of English. The activities that engage learners to 

communicate, such as ‘role play’ or ‘group discussion’ are categorized as ‘communication-

oriented’. In the communication-oriented activities, further investigations establish whether 
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each activity is conducted in a general context or in a simulated business context. If in a 

simulated business context, as shown in Figure 4.2, it examines:  

1 Contextually, whether the activity is situated in a simulated BELF (English as 

business lingua franca) context;  

2 Discursively, whether the activity entails ELF exposure;  

3 Pragmatically, whether the activity demonstrates how English functions as a lingua 

franca.  

 

 
 

Figure 4.2 An analytical schema of language activity 

Only if the activity meets the three parameters, namely: situated in a simulated BELF 

context; exposing learners with the use of ELF; and presenting them with accommodation 

strategies, will it be viewed as ELF-informed.  

Category 4: Cultural representation 

This category examines whether the cultural content reflects native English speakers’ 

cultures (NESC), Chinese culture, or other non-native English speakers’ cultures (NNESC). 

Materials are defined as referring to one culture when there is a mention or depiction of a 

product, a place, or a person that has obvious or explicit connection to that culture (Yuen, 

2011). For example, a mention of an Apple mobile phone is considered to be an entry of the 

‘product’ category in NESC due to its original connection to the USA. In the same vein, 

Confucius is a representative ‘person’ in the Chinese culture and Tokyo represents a ‘place’ 

in NNESC.  
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It is worth pointing out that in the analysis, a section of material might cut across 

categories. For instance, a telephone call made by two British businesspeople will be 

categorised into ‘Scenario 1’ in ‘language exposure’. In this scenario, the representations of 

business English users are NESs, which accordingly takes an entry under ‘NESs’ in 

‘language ownership’.  If students were asked, for example, to listen to the phone call and 

imitate the speakers’ use of English, this activity will be put into ‘accuracy-oriented’ under 

‘language activities. Also, if there were a product, a place, or a person that has explicit 

connection to a culture being mentioned by the two speakers, corresponding entries will be 

taken into ‘cultural representation’.  This way of analyzing was applied to written texts, 

images, and listening materials. The frequency of phenomena in each category (and 

subcategories) was then entered into an Excel worksheet to organize the analysis as a whole. 

● Classroom Observations

An observation protocol was designed by the researcher to capture linguistic and 

cultural diversity in an English classroom. This protocol used both timing sampling and event 

sampling in that the focus of the observation was the phenomena in the key categories in the 

debate over ELF-informed teaching, as well as the proportion of time that each category took 

up. Five categories were investigated:  

1) what ‘English’ is taught, native, nativized or ELF, or some combination of these;

2) whether native-speaker Standard English is used to evaluate learners’ linguistic

performance and, if so, how teachers comment on learners’ standard and non-

standard use of English;

3) whether accommodation strategies are introduced. If so, what they are;

4) what ‘culture’ is taught -- native English speakers’ cultures (NESCs), learners’

home. culture (HC), other ELF learners’ home culture (OCs) or some

combination of these;
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5) whether a sphere of interculturality is intended to be established. If so, through 

what methods. 

Drawing on the literature discussing the five key categories, as mentioned in Chapter 

3, a checklist of 17 items consisting of possible options in each category was compiled. Each 

item was coded in accordance with the category to which it belongs. All the categories and 

codes were listed at the far left of the protocol table (See Appendix I).  The rest of the table 

was divided into five columns to record the teaching practice over every ten minutes. Every 

time an item was mentioned or taught by the teacher, the researcher wrote down its 

corresponding code and time.  Meanwhile, the researcher took notes in the margins of the 

protocol page to record her preliminary thoughts on linguistic and cultural diversity in the 

classroom. The classroom observations were conducted over a four-week period at each 

university. During observation, to minimize her obtrusiveness, the researcher sat quietly at 

the back of the classroom and did not participate in any activities in the classroom. In total, 

six fifty-minute sessions were observed at each university. All the observed sessions were 

audio recorded so that the researcher could double check the accuracy of her notes. 

4.5.3 Phase 3: Questionnaires and interviews 

In phase 3, questionnaires and conducted semi-structured interviews with business 

English teachers, learners, and users were employed. In the following paragraphs, firstly, the 

instruments for collecting data are introduced. Then, the procedures for analysing the data 

collected at this phase are presented. 

4.5.3.1 Data collection at phase 3  

● Questionnaires  

Questionnaires, as instruments to elicit respondents’ reactions or attitudes to a series 

of statements or questions about a topical issue, enable the researcher to collect a large 
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amount of information in a short period of time (Creswell, 2012). Due to the absence of 

interviewer effects, Bryman (2012) notes that employing questionnaires reduces interviewer 

bias and thus increases the reliability of evidence.  

In the light of these advantages, this study employed three questionnaires to examine 

stakeholders’ attitudes and perceptions towards native-speaker Standard English and ENL-

based teaching, ELF and ELF-informed teaching. The first two questionnaires target business 

English teachers and learners respectively. The third questionnaire targeted graduates from 

the Business English Program and examined graduates’ use of English in their workplaces, 

their attitudes and perceptions towards native-speaker Standard English and ENL-based 

teaching, ELF and ELF-informed teaching, as well as their reflections towards their English 

learning and using experiences. To answer the questionnaires, the three groups of respondents 

were asked to rank the statements, from one to five, ranging from ‘strongly agree’, ‘agree’, 

‘no opinion’, ‘disagree’ to ‘strongly disagree’.  For open-ended questions, they were 

encouraged to write down anything they thought relevant to the questions.  All the 

questionnaires were developed in English and then translated by the researcher and double 

checked by other two Chinese and English bilingual speakers to ensure consistency. The English 

versions of the questionnaires were used in reporting results while the Chinese versions were 

administered to respondents.  The following paragraphs provide detailed descriptions of the 

three questionnaires.  

Questionnaire 1 (see Appendix II) 

Questionnaire 1 targets business English teachers and comprises five sections, among 

which the first four sections contain 32 statements while the last section includes a multiple-

choice question and an open-ended question. Section 1 includes eight statements to elicit 

business English teachers’ attitudes and perceptions towards various aspects of the role of 

English, including: i) the role of English in the global business community; ii) intelligibility 
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with accent;  iii) the necessity of having native-like English proficiency; iv) English accents 

and Chinese identity; v) the intelligibility of Chinese-influenced English accent; and vi) the 

majority of English speakers in communication,  NESs,  or NNESs.  

Section 2 contains nine statements seeking teachers’ perceptions towards the goals 

and aims of business English teaching, that is, to acquire native-speaker Standard English 

represented by American and British English or to be able to adapt Englishes in the learners’ 

own ways to achieve their own communicative purposes.  

Section 3 comprises a set of nine statements on linguistic and cultural diversity in 

business English coursebooks that teachers use, which align with the key issues that were 

investigated in the coursebook analyses and classroom observations. The first three 

statements relate to the types of English used in the coursebooks followed by three statements 

on the inclusion of ELF. In the final three statements, teachers were asked about their 

perceptions towards cultural diversity in coursebooks.   

Section 4 consists of six statements: four statements for eliciting responses about the 

teachers’ familiarity with and knowledge about ELF and ELF-informed teaching; and two 

seeking their opinions on the relevance of ELF, and ELF-informed teaching to the Business 

English Program.  

Section 5 begins with a brief description of the debate over ENL, ELF, and WE-

informed teaching, followed by questions seeking business English teachers’ attitudes 

towards the debate.  

Fifty-three business English teachers participated in this questionnaire survey and all 

the fifty-three questionnaires completed by the business English teachers were accepted for 

data analysis after screening. 
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Questionnaire 2 (see Appendix III) 

Questionnaire 2 targets business English learners and is composed of four sections. 

Statements in Sections 1, 2, and 3 in Questionnaire 2 are similar to those in Questionnaire 1. 

The last section contains a closed-ended, multiple-choice question to elicit learners’ 

perceptions towards the ideal business English teachers. This is also followed by an open-

ended question where students were asked to explain their choice.   

In total, 216 business English learners returned the questionnaires. After screening, 

207 (around 96%) questionnaires targeted at business English learners were accepted for 

analysis, while nine were excluded due to incomplete answers.  

Questionnaire 3 (see Appendix IV) 

Questionnaire 3 targets business English graduates and contains two parts. Part 1 

consists of five sections. Section 1 elicits business English graduates’ perceptions towards the 

importance of Putonghua (the spoken form of modern standard Chinese), written Chinese, 

spoken English and written English. Section 2 captures business graduates’ language choices 

in written and spoken communication, their frequency of using English in the workplace, and 

perceptions towards the importance of English. Section 3 explores the frequency of using 

English in the workplace. Sections 4 and 5 are similar to Sections 1 and 2 in the two 

questionnaires that target business English teachers and learners respectively. The two 

sections aim to understand business English graduates’ perceptions towards ELF and English 

practices in the workplace.  

Part 2 consists of six open-ended questions designed to explore business English 

users’ reflections towards native-speaker Standard English and ENL-based teaching, ELF, 

and ELF-informed teaching in light of their English usage experiences in their workplaces. 

Open-ended questions instead of semi-structured interviews were employed at the request of 

the respondents. They preferred surveys rather than face-to-face interactions so that they 
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could have enough space and time to reflect on what happened in their business English 

classroom a few years ago. 130 business English graduates returned Part 1 of the 

questionnaire with 22 completing Part 2. The rate of return was around 17%.  

● Interviews  

While questionnaires are able to elicit evidence from a large number of potential 

respondents, interviews can probe more deeply into the stakeholders’ perceptions and 

attitudes and address issues that cannot be fully explored through questionnaires (Creswell, 

2012). The questionnaire survey to business English teachers and learners was followed by a 

series of semi-structured interviews. In total, 12 business English teachers participated in the 

one-to-one interviews, coded from interviewee T1 to interviewee T12. They had varied 

teaching experiences ranging from five years to fifteen years. Given that they had taught in 

the Business English Program for at least five years, the researcher assumed that they had had 

rich experience in teaching business English and were familiar with the context in which they 

were working. All held bachelor’s degrees in English Language and Literature, although they 

had different majors in their master’s degrees. Only three had working experience in the 

international business arena while the other nine had been working as teachers since 

graduation. Life history interviews were conducted with a focus on these business English 

teachers’ learning, teaching, research. and working experience. All these experiences were 

considered as crucial to teachers’ attitudes and perceptions towards ELF. and ELF-informed 

teaching (Decke-Cornill, 2003; Illés, 2016; Ranta, 2010).  

Apart from business English teachers, 15 business English learners participated in 

interviews. Three interviews were one-to-one and 12 were focus-group interviews. The 

number of interviewees in each focus group varied from two to seven. The interviewees were 

numbered from S1 to S15.  
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All of the interviews were loosely guided by a number of pre-set questions. The 

interviews were conducted in Chinese Mandarin as this is the shared mother tongue of both 

interviewers and interviewees. 

4.5.3.2 Data analysis at phase 3 

● Analysis of quantitative data – Descriptive and inferential statistics

The close-ended statements/questions in the three questionnaires were analysed with 

the aid of SPSS 22.0. First, percentages of frequency for each item and the means of all items 

were calculated within each group of respondents. Then, the multivariate analysis of variance 

(MANOVA) was conducted to examine whether there were significant differences among the 

three group of respondents’ attitudes and perceptions towards the same statements.  

● Analysis of qualitative data –Thematic analysis

Thematic analysis (TA), a method “for identifying, analysing and reporting patterns 

(themes) within data” (Krippendorff, 2004, p. 18), was employed to analyse qualitative data 

obtained at this phase, including written statements in the opened-ended questions and the 

semi-structured interviews. This research followed a reflexive TA approach, which 

emphasizes the interpretation of the multiple realties embedded in the data dependent on 

contextual factors as well as the active role of the researcher in the process of constructing 

meaning (Terry, Hayfield, Clarke & Braun 2017). This followed the six-phase approach 

developed by Braun and Clarke (2006, 2012, 2013), as presented in the following table 

adapted from Braun and Clarke (2006, p. 87).  
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Table 4.1 A ‘six-phase’ TA approach 

Procedures Things to Do 

familiarisation sort out questionnaire responses into a text dataset; 

transcribe the interview data; 

immerse in the data and reflect on them. 

generating codes code meanings in the dataset through a succinct and systematic 

approach; 

organize the data around the codes. 

constructing themes collate codes into prototypes or candidate themes. 

revising themes review prototypes in relation to the codes and the dataset; 

generate a ‘thematic map’ to clarify the relationships among themes. 

defining themes define the scope and the core of each theme. 

producing the report compile a scholarly report of the analysis by connecting the codes and 

themes to the literature and the research questions. 

This TA approach was conducted with data gathered through open-ended questions in 

the three questionnaire surveys and interview data as well as the curricula documents at phase 

1.  

A final synthesis to connect the three phases of inquiry and integrate the data into an 

exploratory framework is presented in Figure 4.3. It can be seen from the figure that the 

three-phase inquiry is aligned with the research aims and research questions of this study. In 

terms of the ‘English’ being taught in the Business English Program, the document analysis 

at phase one pertains to questions related to the goals and design principles of the curricula in 

terms of English learning. The coursebook analysis and classroom observations at phase two 

provide on-the-ground evidence in respect of business teaching practice in classroom. 

Questionnaires and interviews to business English and teachers and learners seek their 

attitudes and perceptions towards ENL and ENL-based teaching and ELF and ELF-informed 

teaching. The three-phase of inquiry in the two Business English Programs presents evidence 

with reference to what and how ‘English’ is being taught – an ENL variety through an 

‘monolithic’ approach or ELF through a ‘pluricentric’ approach.  
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Figure 4.3 Connecting the three phases of inquiry 

Meanwhile, the two-part questionnaire conducted with business English users 

generates rich data about the role of English in the selected workplaces - how often, on what 

occasions and with whom English is used and whether ‘English’ works well in the 

workplaces. It also obtains business English users’ reflections towards the efficacy of the 

Business English Program in preparing them to use English in the global business 

community.  

Comparing the data obtained from the two case universities with that from workplaces 

enable an exploration of the potential gaps between the ‘English’ taught in classroom and 

‘English’ used in workplaces, how ELF-informed teaching could be incorporated into 

China’s Business English Program and how ELF-informed teaching could help restructuring 

ELT in China to achieve the ‘ti’- ‘yong’ balance to meet the changing contexts. 

4.6 Reliability of the research design 

In the present study, two main approaches were employed to enhance the reliability of 

the research methodology, namely: prolonged engagement and persistent observation; and 

triangulation.  
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Prolonged engagement and persistent observation require case study researchers to 

spend sufficient time at case-study sites to gain full understanding of the central phenomena 

being explored (Lincoln & Guba,1985). In the present study, I spent about four weeks in each 

case-study site, visited business English classrooms, conducted observations and talked to 

business English teachers and learners and ensured sufficiently rich data had been collected 

before I left the two sites.  

Data triangulation is also highlighted in enhancing the reliability of case study 

research (Houghton, Casey, Shaw & Murphy, 2013). According to Creswell (2012), 

triangulation is “the process of corroborating evidence from different individuals (e.g., a 

principal and a student), types of data (e.g. observational field notes and interviews) or 

methods of data collection (e.g., documents and interviews) in descriptions and themes” (p. 

259). In this study, multiple sources of evidence were collected through different methods, 

including document analysis, coursebook analysis, classroom observations, questionnaires 

and interviews. Both quantitative and qualitative data was gathered and corroborated from 

three groups of individuals, business English teachers, learners and users. 

4.7 Conclusion  

This chapter has provided detailed descriptions of the three-phase inquiry in the 

present study, including the research methodology, the research design, research settings and 

participants, and data collection and analysis, Table 4.2 presents a summary of the approach 

of inquiry.  
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Table 4.2 Summary of the approach of inquiry 

Research questions 

Sources of 

evidence 

Types of 

evidence 

Analysis 

1. How do the business English programs 

prepare learners to communicate in the 

global context?  

 

   

1.1 How do the curricula documents 

stipulate the teaching of ‘English’ and 

culture, native-speaker Standard English 

through a monolithic approach or ELF 

through a pluricentric approach?  

 

Phase 1: 

documents 

Qualitative Thematic analysis 

1.2 What ‘English’ and culture are 

incorporated in teaching materials, native-

speaker Standard English through a 

monolithic approach or ELF through a 

pluricentric approach? And how? 

 

Phase 2: 

coursebooks 

Quantitative Descriptive analysis 

with the aid of Excel 

1.3 What ‘English’ and culture are 

presented or promoted in classroom, 

native-speaker Standard English through a 

monolithic approach or ELF through a 

pluricentric approach? And how? 

 

Phase 2: 

observations 

Quantitative and 

qualitative 

Quantitative: 

descriptive analysis 

with the aid of Excel 

Qualitative: thematic 

analysis 

1.4 How do teachers perceive native 

English and native-English based teaching 

and how do they perceive ELF and ELF-

based teaching?  

 

1.5 How do learners perceive native 

English and native-English based teaching 

and how do they perceive ELF and ELF-

based teaching?  

 

Phase 3: 

questionnaires and 

interviews 

Quantitative and 

qualitative 

Quantitative: 

descriptive and 

inferential analysis 

with the aid of SPSS 

Qualitative: thematic 

analysis 

2. How is English used in the workplace?  

 

 

   

2.1 What role does English play in business 

English graduates’ workplaces?  

 

Phase 3: 

questionnaires 

Quantitative Descriptive and 

inferential analysis 

2.2 How do business English graduates 

perceive native-speaker Standard English 

through a monolithic approach or ELF 

through a pluricentric approach?  

 

Phase 3: 

questionnaires 

Qualitative Thematic analysis 

3. How could, or could not, ELF-informed 

teaching be incorporated into China’s 

Business English Program?  

 

Connecting the three phases 
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 OVERVIEW OF THE BUSINESS ENGLISH 

PROGRAMS: THE ‘ENGLISH’, ITS USERS, AND CULTURES 

IN CURRICULA DOCUMENTS 

This chapter provides a window into the ‘English’ of business English programs’ 

curricula documents, its cultures, and users. Firstly, an overview of the National Principles of 

Teaching Quality for Undergraduate Business English Majors (hereafter the National 

Principles of BE), a document issued by the Ministry of Education (MoE) in 2018 to guide 

the implementation of the Business English Program is presented. The interpretation of this 

document is also informed by the National Principles of Teaching Quality for Undergraduate 

Foreign Language and Literature Programs (hereafter the National Principles of FLL), 

issued by the MoE in 2018 and applicable to all foreign language BA programs, including the 

Business English Program. The National Principles of FLL describes key concepts, such as 

‘intercultural communication competence’ and ‘English teacher proficiency’ in detail and 

thus facilitates the understanding of the National Principles of BE.  

This is followed by an analysis of the institutional curricula designed by and used in 

the two case-study programs. This reveals the convergences and divergences between the 

National Principles of BE and the two institutional curricula, as well as the ‘English’, its 

cultures, and users embodied in the two institutional curricula.  

5.1 A document to fit all: The National Principles of BE 

The National Principles of BE was compiled by a group of ELT policymakers who 

held leading positions in business English research and teaching or English language 

education and curriculum design in prestigious Chinese universities, such as Guangdong 

University of Foreign Studies in Guangzhou and the University of International Business and 

Economics in Beijing. It prescribes a top-down imposition of the implementation of the 
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Business English Program at institutional level and outlines the position, the aims, and the 

knowledge bases of the program.  

5.1.1 The positioning of the Business English Program 

In the document, the Business English Program is positioned as one of the three 

national English-medium programs, along with the English Language and Literature Program 

and the Translation Program, as mentioned in Section 2.2.2. I argue that this positioning 

determines humanistic English education as the ‘ti’ of the Business English Program with the 

business knowledge and skills as the ‘yong’ of it. In the similar vein, Zhong, Zhang and He 

(2015), proposed eight principles to explain the positioning and identity of the Business 

English Program: “English focused, business framed, synergy effective, Sino-foreign 

combined, both knowledge and skills included, individualized, dynamically driven and 

market oriented” (p. 7-8). This proposal well reflects the similarities and differences between 

the Business English Program and the other two English-medium programs, as evidenced in 

Table 5.1. 

 

Table 5.1 The three English-medium programs: Similarities and differences, adapted from 

Wang & Ge (2015) 

 
 

 
 

The English 

language and 

Literature Program 

The Translation 

Program 

The Business 

English 

Program 

Similarity Core 

 

English English English 

 

Differences 

Interdisciplinary No No Yes 

ESP-focused No No Yes 

Market-oriented No No Yes 

 

As shown in the table, all three programs take the English language as their core. This 

prioritizes courses that are to improve learners’ English language proficiency. It also 

determines that the three programs are all offered by the School of Languages and Foreign 

Studies of the respective universities.  
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The differences among the three programs are clear. First, the Business English 

Program is positioned as an interdisciplinary program with ‘English’ plus ‘Business’, while 

the other two programs could be safely categorised into the discipline of English language 

studies, with no salient interdisciplinary features. Second, the Business English Program is 

positioned as ESP-focused, aiming to equip its learners with international business 

communication skills and knowledge. By contrast, the other two programs feature English for 

general purposes without a clear orientation towards a particular speciality. Third, the 

Business English Program is positioned as market-oriented (Zhong, et al., 2015), which 

highlights the instrumental role of English language education. The other two programs, 

especially the English Language and Literature Program, as discussed earlier in section 2.2.2, 

possess strong orientation towards humanism and has a generally negative attitude towards 

instrumental motivation.  

5.1.2 The aims of the Business English Program  

The National Principles of BE describes the aims of the Business English Program as 

following:  

The Business English Program is to educate ‘English plus’ talents who have solid English language 

foundation, broad international vision and high humanistic attainment. The students are expected to 

command theories and knowledge in the fields of linguistics, economics, management, international 

trade law and be familiar with rules and rituals of international business. They are also expected to 

have the competencies of using English in the business arena, conducting intercultural English 

communication and will have the ability to think critically and learn independently. This knowledge 

and these abilities allow them to be successful ‘English plus’ participants in the international business 

arena. (My translation) 

 

Considering that this document is issued to guide the implementation of all the 

Business English Programs in the Chinese context, the aims listed in the document are very 
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broad, even vague. For example, it is not made clear what a ‘solid English language 

foundation’ means.  

This description of the aims puts an emphasis on the career prospects of business 

English learners, indicating the program should have a high awareness of the responsibility to 

meet the demand of business English users in the fast globalizing China today and to enhance 

the employability of its graduates. The document envisages that these career prospects could 

be achieved through synthesizing business knowledge and skills with a solid foundation of 

the English language. This issue of career prospects will be discussed in detail in Chapter 7 

which explores the extent to which graduates from the Business English Program have been 

equipped with the knowledge and competencies projected by the document designer and to 

what extent they have achieved the prospects envisaged in the document.  

5.1.3 The knowledge bases of the Business English Program 

To achieve the aims stated above, the National Principles of BE designed five 

knowledge bases accordingly. They are, as shown in Figure 5.1, ‘language knowledge’, 

‘business knowledge’, ‘intercultural communication knowledge’, ‘humanities and social 

sciences knowledge’ and ‘interdisciplinary knowledge’. Further detailed definition or 

interpretation of the five knowledge bases is not provided.  
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Figure 5.1 The knowledge bases of the Business English Program 

 

To enable business English learners to build these knowledge bases, the National 

Principles of BE stipulates that the Business English Program curriculum should be 

composed of five types of courses: public; core; specialized; practical; and thesis writing. 

● Public courses 

Public courses in the Business English Programs are similar to those in other BA 

programs in China’s higher education. They include:  

o Basic Principles of Marxism, a political education course on Marxism philosophy 

and its development in the Chinese context;  

o Information Technology, a course on computer science, especially the use of 

Microsoft office skills; 

o College Chinese, a course on Chinese literary works; 

o Health and Physical Education, a course that guides students to participate in 

physical exercise;  

o Career Planning, a course that helps students to gain a holistic understanding of 

their strengths, motivations, values and occupational interests. 

 

● Core courses 

Core courses, as shown in Figure 5.2, are composed of four modules, namely, 

‘English knowledge and skill’, ‘business knowledge and skill’, ‘intercultural communication’ 
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and ‘humanistic attainment’. As shown in the figure, courses in the ‘English knowledge and 

skill’ module are recommended to take the largest proportion, at 50% to 60% followed by 

modules in the ‘business knowledge and skill’ which are to take a further 25% to 35%. 

Courses in the other two modules, ‘intercultural communication’, and ‘humanistic 

attainment’, make up 5% to 10% each.  

 

 

Figure 5.2 The proportion of the four modules in the core courses 

Giving priority to the ‘English knowledge and skill’ module accords with the 

positioning and the identity of the Business English Program. In this module, the suggested 

courses are, English Phonetics; English Grammar; Comprehensive Business English; 

Business English Listening and Speaking; Business English Reading; Business English 

Writing; and Business English Translation. These courses are designed in respect of the four 

macro skills, Reading; Listening; Speaking; and Writing but with a focus on the business 

genre.  

To familiarize business English learners with the international business community, 

courses in the ‘business knowledge and skills’ module include: Economics; Management; 

International Commercial Law; International Marketing; International Trade Practice; 

50-60%25-35%

5-10%
5-10%

English knowledge and skills Business knowledge and skills

Intercultural communication Humanistic attainment



86 

International Business Negotiation and E-commerce. The document suggests that these 

courses should be delivered through either Chinese or Chinese and English bilingually. Also, 

the document stipulates that business English majors should be encouraged to study Business 

or Economics as minors, thus, fostering their business knowledge to graduate with a second 

BA degree as well.  

Apart from an intention to build business English learners’ knowledge bases in 

English and business, the National Principles of BE also emphasized the importance of 

intercultural communication competence. Hence, two courses are recommended, namely, 

Intercultural Business Communication and English Public Speaking.     

The last module, ‘humanistic attainment’, reflects the humanistic tradition of the 

English-medium programs which aim to educate well-rounded and rational people. In this 

module, the recommended courses are: General Introduction to Britain and America; 

European and American Culture; and British and American Literature. These are the same 

courses as the humanistic courses offered in the English Language and Literature Program, as 

discussed in Chapter 2.  

● Specialized courses

The document provides a succinct description of specialized courses: 

Specialized courses should be arranged as either compulsory or elective with an emphasis on business 

knowledge and skill, intercultural business communication, and humanistic attainment. An individual 

institution has full rights to design these courses according to its size, features, and needs analysis to 

adjust the courses as necessary. (My translation) 

It therefore appears that the specialized courses are supplementary to the core courses 

in the modules of ‘business knowledge and skill’, ‘intercultural communication’ and 

‘humanistic attainment’. However, unlike the detailed description of the core courses, the 

document does not recommend any specialized course that a Business English Program could 
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consider offering. It takes differences in local institutions into consideration and merely 

makes suggestions. Consequently, the definition of specialized courses is both broad and 

vague, and subject to the institutions’ own interpretations.   

● Practical courses 

Coupled with an emphasis on knowledge and theories, the document highlights the 

importance of bridging the gap between theory and practice, and between the business 

English classroom and the business community in particular. According to the document, 

practical courses consist of three parts. The first one is ‘practical training’, which is taught in 

simulated business practice rooms to enable learners to familiarize themselves with the 

business context and the procedures of international trade and international marketing and 

finance. The second one is ‘business practice’, which is conducted through participating in 

extra-curriculum activities such as various business practice contests, as well as through 

taking part in international business activities, such as business negotiation and business 

expo. The third one is ‘business intern’, which places students as interns in selected co-

operating companies or industry.  

● Thesis writing  

The document also stipulates the submission of an English thesis of over 5000 words 

as a prerequisite for the degree. This could be either a business report or an academic thesis. 

The document stresses that business English learners who choose to write up an investigation 

of a business project should be supervised and assessed by businesspeople working in the 

relevant industry.  

5.1.4 Discussion: The ‘English’, its users, and cultures in the National Principles 

The curriculum document does not state whether native-speaker Standard English and 

ENL-based teaching or ELF and ELF-informed teaching should be adopted in the Business 

English Program. The requirement for English learning stipulated in this document is to build 
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a solid English language foundation without any specification of what ‘English’ should be 

taught to build this solid foundation. There is no suggestion that native-speaker Standard 

English should be the ‘English’ that the Business English Program should teach, nor does it 

mention inner circle varieties of English, such as American English or British English. 

Despite recommending English Grammar and English phonetics as core courses in the 

module of ‘English knowledge and skill’, the document does not suggest whether a 

monolithic or a pluricentric approach should be employed to teach these courses. 

Consequently, it is difficult to determine whether the aim of including these courses in the 

curriculum, is to enhance business English learners’ belief in ‘nativeness’ and ‘correctness’ 

or to raise their awareness of linguistic diversity. 

At the same time, the document avoids mention of China English. One possible 

reason is that Chinese policymakers implicitly promote native-speaker Standard English. 

However, this belief in native-speakerism is not expressed explicitly or reflected in the 

document. This echoes Pan’s (2015) finding, that at all levels of ELT, policies have not given 

precedence to any kind or variety of English and thus have made “no attempt to impose 

linguistic hierarchies” (p. 86). Although the pedagogical role of China English has not been 

mentioned in this document and has been questioned by many ELT researchers (e.g. Wen, 

2012; Yang & Zhang, 2015), this study argues that, in an ELT classroom where both teachers 

and learners are native Chinese speakers, China English inevitably will play an indispensable 

role in teaching practices. This will be further discussed in Chapter 6.  

Also, the developing role of English as a lingua franca and its pedagogical 

implications are not mentioned or discussed in the document. However, it is worth noting that 

many recommended core courses start with the word ‘international’, such as International 

Trade Practice and International Business Negotiation, which implicitly indicates the role of 

English as a lingua franca in international business activities. However, due to a concern 
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about the shortage of a sustainable supply of Chinese-English bilingual teachers who are able 

to teach business knowledge and skill through English (Liu & Song, 2019), the document 

legitimizes the teaching of these ‘international’ courses through Chinese. As a result, business 

English learners may face fewer opportunities to explore the use of English as a lingua franca 

in international business. Interestingly, both Wang Lifei, the director of the China National 

Committee for the Business English Program under the MoE and Liu Fasong, the vice 

director of the Committee, who led the compilation of the National Principles of BE, once 

argued against teaching these ‘international’ courses through Chinese monolingually and 

supported the Chinese-English bilingual approach (Liu & Song, 2019; Shao, 2018). However, 

the monolingual Chinese option is still included in the document.  

Regarding the ownership of the English language, there is no information explicitly 

clarifying whether English is considered the sole property of NESs or owned and developed 

by all English users. Rather, the emphasis is on the role of Chinese business English users in 

respect of educating business English learners about the business community. Seemingly, 

successful Chinese business English users are not treated as role models of business English 

learning or as sources of linguistic norms. Rather, they are argued to be useful in building 

learners’ business knowledge and skills (Wang, 2015). This raises two important questions 

about the aims of institution-industry collaboration in the Business English Program, namely: 

whether business English users in industry should be viewed only as information providers of 

what business knowledge is needed? or should they also be treated as successful local 

bilinguals, providing linguistic benchmarks against which business English learners are 

measured? as suggested by Kirkpatrick (2011). To treat Chinese business English users as 

successful local bilinguals requires replacing a “normative mindset” with an understanding 

that norms are “continually shifting and changing” (Seidlhofer, 2008, p. 33-34). This 
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pluricentric view towards the ownership of the English language is not mentioned in the 

document at all.  

The issue of the ownership of the English language is also pertinent to the concern 

over the dichotomy between native and non-native English teachers. Even though the 

dichotomy has been challenged by some applied linguists as being prejudiced, hierarchical 

and offensive (Phillipson, 1992), it is still prevalent in the field of ELT (Pinner, 2014).  The 

preference towards native-speakerness and native speaker English teachers has been 

conceptualized as native-speakerism by Holliday (2006, p. 385), referring to the phenomenon 

that NESs “represent a ‘Western culture’ from which spring the ideals both of the English 

language and of English language teaching methodology”. Without mentioning the 

native/non-native dichotomy, the National Principles for FLL outlines the same criteria for 

both Chinese and non-Chinese business English teachers, among which the language criterion 

is generalized as having a solid language foundation without specifying any preference for 

any particular variety of the language. Other criteria are: 

• Having a higher research degree in foreign language and literature disciplines;  

• Having solid knowledge bases in language teaching, learning theory and methods, and a sound 

knowledge pedagogy and psychology;  

• Having a solid foundation in teaching planning and practice, classroom management, modern 

education technology and techniques, and being able to teach reflectively and innovatively; 

• Having a clear research focus and high research ability. (My translation) 

 

The criteria demonstrate a comprehensive view of the construct of teacher 

proficiency. Freeman, Katz, Gomez, and Burns (2015, p. 129) argued for a 

reconceptualization of teacher language proficiency, “not as general English proficiency but 

as a specialized subset of language skills required to prepare and teach lessons”. They 

included a wide range of teachers’ abilities into teacher language proficiency, such as 
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managing the classroom, understanding and delivering lesson content, and assessing learners 

and giving corresponding feedback. From this standpoint, the criteria proposed in the 

document are appropriate by requiring both Chinese and non-Chinese business English 

teachers, either native or non-native, to achieve a similar level and amount of training and 

practice.  

In terms of cultural learning in the Business English Program, the document 

highlights the importance of intercultural communication and stipulates it as one of the 

knowledge bases. In the National Principles for Foreign Language and Literature Programs, 

intercultural communication competence is defined as following,  

• Respecting cultural diversity around the world and having intercultural sympathy and a critical 

awareness of approaching cultures; 

• Acquiring introductory intercultural theories and research methodology and understanding 

features of Chinese culture and foreign cultures, and their similarities and differences; 

• Being able to explain and evaluate cultural phenomena, discourse and artefacts; 

• Being able to conduct intercultural communication effectively and appropriately; 

• Being able to help people with different cultural backgrounds to effectively communicate. (My 

translation) 

 

This definition echoes Byram’s (1997) notion of intercultural communicative 

competence (ICC) in that they both place emphasis on knowledge about one’s own culture 

and other cultures. Both emphasize the willingness to accept and respect differences between 

cultures and demonstrate the ability to approach the differences critically. Ultimately, they 

concur on the ability to achieve communicative success in multicultural settings.  

The definition also possesses similarities to Baker’s (2011, 2015, 2017) proposal of 

intercultural awareness (ICA), an attempt to incorporate research on ELF and intercultural 

communication in an amalgamation of necessary skills, knowledge, and attitudes in 

successful intercultural communication through ELF. ELF is by its nature intercultural as 
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inevitably it involves interlocutors with different linguacultural backgrounds. Drawing on 

fluid and dynamic features of languages and cultures reflected in intercultural communication 

and highlighted in ELF research, Baker (2011) explained three levels of cultural awareness, 

moving from basic to advanced. Level 1, basic cultural awareness (CA), represents an 

understanding of cultures at a very general level. This is followed by Level 2, a process of 

moving away from essentialist views and understanding the fluid and dynamic nature of 

cultures. Level 3 reaches ICA and represents a recognition that “cultural references and 

communicative practices in intercultural communication may or may not be related to 

specific cultures” (Baker, 20011, p. 205) or an emergent nature of intercultural 

communication through ELF. The definition in the document covers the three types of 

cultural awareness despite not placing them into a hierarchical structure.   

To develop and enhance learners’ intercultural communication competence, the 

document recommends the teaching of three courses, namely General Introduction to Britain 

and America, European and American Culture, and British and American Literature. 

Overall, the names of the three courses indicate the belief in the importance of teaching 

cultures of inner circle countries in developing learners’ intercultural communication 

competence. It is clear that the focus is on Anglo-American cultures and non-Western 

cultures are not included.  

To develop ICA or the ability to approach cultural differences in ELT critically, it has 

been suggested that learners should be exposed to both Western and non-Western cultures or 

NESs’ cultures, NNESs’ cultures and learners’ home culture (e.g. McKay, 2018; Liu & Fang, 

2017; Wen, 2012). The focus on courses about Western cultures either reflects the 

policymakers’ belief in the superiority of Western cultures and the inferiority of the Chinese 

culture and other non-Western cultures or it reflects a belief in an inextricable link between 

English and Western culture without recognising Englishes represent a wide range of 
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different cultures. At the same time, it manifests a conflict between the theoretical definition 

and the practical suggestion. In other words, the focus on courses about Western cultures is 

not only pedagogically ill-advised for developing business English learners’ intercultural 

communication competence within this Chinese context, but also represents a fundamental 

inconsistency in the construction of the curriculum document.   

5.1.5 Conclusion: The content and features of the National Principles of BE 

To summarize, this analysis reveals several features of the National Curriculum of 

BE. First, it is a one-size-fits-all document. On the one hand, this might be helpful to avoid 

unwanted inconsistent and incoherent practices within and among institutions. On the other 

hand, the proposed aims are very broad and vague. As a consequence, institutions may need 

well-established institutional curricula to ensure the effective and sustainable implementation 

of the National Principles of BE. Second, it serves as a top-down document while making 

suggestions. Institutions are expected to abide by the regulations stated in document, but at 

the same time are endowed with autonomy to adapt the National Principles of BE by taking 

their own teaching contexts into consideration. I believe this is a good example of the 

complicated mechanism of higher education in the Chinese context. I agree with Yang, 

Vidovich and Currie (2007) that Chinese higher education is dancing in the case or features 

with regulated autonomy with a shift from state-controlled model to a state-supervised model 

and would argue that the National Principles of BE represents the ‘case’ that regulates the 

Business English Program. However, given that the regulations in the National Principles of 

BE, as well as other China’s top-down ELT policies, are very broad, the shape of the case is 

flexible and subject to institutional interpretations. This is well embodied in a Chinese idiom, 

‘where there are policies from above, there are countermeasures from below’ (上有政策，下

有对策). This idiom epitomizes scepticism towards the effectiveness of top-down policies as 
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well as dissatisfaction towards their poor-implementation in local contexts. Therefore, I take 

an open attitude to criticising the broadness or vagueness of China’s ELT policy documents. 

In a top-down model, broadness or vagueness which leaves institutions autonomy is not 

necessarily a bad thing. The National Principles of BE, in my understanding, aims to avoid 

poor implementation of the Business English Program by sketching out its framework, while, 

at the same time, ensuring the effectiveness of this policy document by leaving institutions 

with some autonomy.  

 

Table 5.2 The 'English', its users and cultures in the National Principles of BE 

   

 

The ‘English’ 

Native-speaker Standard English No preference 

ELF 

China English 

 

 

Users 

NESs Potential English teachers 

Other ELF users Potential English teachers 

Chinese business English users 

 

Potential institution-industry collaboration 

partners 

 

Cultures 

NESCs Intercultural communication competence 

NNESCs No mentioning 

Chinese culture No mentioning 

 

The broadness of the concepts, as shown in Table 5.2, means there is no explicit 

ideological orientation towards native-speaker Standard English, ELF, or China English. The 

National Principles of BE does not privilege NESs as potential business English teachers. 

Instead, it outlines similar language criteria for hiring both native and non-native business 

English teachers. Similarly, it does not stipulate whether NESs or local bilinguals should be 

viewed as role models of business English learners. In terms of cultural learning, however, 

NESCs are emphasized particularly in building business English learners’ intercultural 

communication competence. In addition, the National Principles of BE recommends no 

courses that make it explicit in their titles or content descriptions that they are relevant to the 

teaching of NNESCs and Chinese culture. This is in conflict with the great importance 

attached to cultural diversity and intercultural awareness in developing and enhancing 
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learners’ intercultural communication competence, as stated in the National Principles of 

FLL.  

The next section further explores the notion of ‘English’, its users, and cultures in the 

two institutional curricula 

5.2 The ‘English’, its users, and cultures in the two institutionalized curricula  

It should be noted that the National Principles of BE and the National Principles of 

FLL were issued in 2018 while the institutional curriculum for each program was issued in 

2016 and accessible in 2017. Although the National Principles of BE encourages institutions 

to design their own curricula, the two Business English Programs have not compiled new 

curricula or adjusted their current curricula in the light of the National Principles of BE. 

Although in my discussion with the coordinators of the two programs in March 2019, they 

both stressed that they would probably adjust their curricula in the future, they were not sure 

about what, when, how, or why the curricula would be adjusted. One reason might be that 

designing or revising a teaching curriculum is an enormous task, involving meticulous 

advance planning. Another possible reason, which will be explained in the next sections, is 

that there are no major or significant differences between the National Principles of BE and 

the two institutional curricula. Consequently, revising the current curricula is not considered 

an urgent matter.  

5.2.1 The ‘English’ in the two institutional curricula 

Overall, the two institutional curricula describe ‘building a solid English language 

foundation’ as the aim of business English teaching. In the curriculum designed and 

implemented in Program A (the Curriculum A hereafter), the aim is presented as: 

• Having solid English language foundation in listening, speaking, reading, writing and translation

and therefore being able to use English appropriately;

• Having the ability to use English to get the job done in the business arena. (My translation)
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While in the curriculum designed and implemented in Program B (the Curriculum B 

hereafter), the aim is described as: 

• Having solid English language foundation in phonetics, grammar and vocabulary; 

• Having the ability to correctly and fluently complete English listening, speaking, reading, writing 

and translating tasks in general and business contexts.  (My translation) 

 

It could be seen from the two excerpts that the two curricula do not grant clear 

privilege to any variety of English. This resonates strongly with the National Principles of BE 

that does not indicate a preference for a particular variety of English.  

Specifically, the Curriculum A takes ‘get the job done’ in the business arena as the 

aim of business English teaching and learning. This is echoed by the goal of interactions in 

the global business community which was argued for in the model of Global Communication 

Competence (GCC) (Louhiala-Salminen & Kankaanranta, 2011). In the model, ‘get the job 

done’ demands successful communication among businesspeople of different national, 

organizational and professional cultures, which requires knowledge and skills in managing a 

dynamic and hybrid use of English (Louhiala-Salminen & Kankaanranta, 2011). However, 

this recognition of the dynamic, hybrid use of English in multilingual BELF (English as 

business lingua franca) settings is not addressed in the Curriculum A. 

Similarly, the Curriculum B also acknowledges the importance of completing tasks 

through English in the business domain. Different from the National Principles of BE and the 

Curriculum A that do not specify what category or variety of English is needed, the 

Curriculum B points out the necessity of acquiring ‘correct’ English. The concept of ‘correct 

English’ is often taken to mean an idealised native-speaker standard of it (Wang & Jenkins, 

2016). This is corroborated by the description of listening courses in the Curriculum B where 

learners are expected to be able to understand British Received Pronunciation (RP) in the 
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BBC (British Broadcast Corporation) news and General American accent in the VOA (Voice 

of America).  

The analysis also shows consistency in the English courses that are offered in the two 

programs, including Comprehensive English; Comprehensive Business English; English 

Grammar; English Reading; English Listening; English Writing; and Oral English. These 

courses correspond with the core English courses recommended in the National Principles of 

BE.  

5.2.2 English users in the two institutional curricula 

As with the National Principles of BE, there are no attempts to define the ownership 

of the English language in the two institutional curricula, or to discuss whether it is owned by 

NESs or owned and developed by all English users. However, unlike the National Principles 

of BE that foregrounds the role of Chinese business users in educating business English 

learners about the business community, the two institutional curricula place little emphasis on 

the role of Chinese business English users. It seems that the importance of industry-institution 

collaboration underscored in the National Principles of BE is played down in the two 

curricula. In this case, the responsibility of educating business English learners about the 

business community falls on the shoulders of the teaching staff. During my visit to the two 

programs, I noticed that the two programs have established a strong partnership with the 

School of Business rather than with industry or business partners. In doing so, business 

English learners learn business knowledge and skill through attending courses offered by the 

School of Business. It is worth pointing out that the business courses in the two programs are 

delivered in the Chinese language.  

In the Curriculum A, two business courses, namely, International Investment and 

Finance of International Trade, are listed as being taught through English and Chinese 

bilingually. However, they are taught, in fact, through Chinese monolingually due to a lack of 
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suitably qualified bilingual teachers. In the Curriculum B, none of courses that have 

‘international’ in the title are listed as EMI courses.  This presents a potential dilemma in the 

Business English Program that neither teachers from the School of Foreign Language Studies 

or from the School of Business are ready to teach EMI business courses. The consequence of 

the dilemma is that, despite envisaging that successful business English users should be 

equipped with well synthesised English and business knowledge and skills, the teaching of 

business knowledge and skills through Chinese makes the synthesis of English with business 

difficult. In this situation, business English learners may not be well aware of how business 

English users use English to work in international business activities when working in 

international business contexts. The courses of action needed to address this gap in English 

language courses will be discussed in Chapter 7.  

5.2.3 Cultures in the two institutional curricula 

The two curricula consistently prescribe the importance of the teaching of cultures, 

and foreground cultures of English-speaking countries, as evidenced in the following excerpts 

that stipulates the aims of the teaching of cultures:  

• Having a good command of the socio-cultural knowledge of English-speaking countries and having

intercultural awareness. (My translation)

• Having a good command of the socio-cultural knowledge of English-speaking countries, as well as

their geographical, political and economic realities and having a solid knowledge base in English

language and its cultures, English literature and linguistics. (My translation)

Apart from the above excerpts, the two curricula give no further definition or 

interpretation of ‘English-speaking countries’. In Kachru’s (1990) three circles model, 

countries in the Inner Circle (e.g. the USA and the UK) and those in the Outer Circle (e.g. 

India and Singapore) could be safely conceptualised as English-speaking countries. Countries 

in the Expanding Circle, such as China, where English is not passed across generations 
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naturally but is taught and learnt in schools and is used mostly in international 

communication, can be categorized safely as countries in which certain people speak English. 

Pedagogically, in ELT that implements ENL-based teaching using a monolingual approach, 

English-speaking countries may be interpreted only as Inner Circle countries (Hu & Jiang, 

2011). As a result, a one for one correlation between English and the cultures of Inner Circle 

countries is established and embraced (Phillipson, 2010). However, in ELT that implements 

ELF-informed teaching through a pluricentric approach, the correlation between English and 

cultures of Inner Circle countries is too exclusive (Kramsch, 2011). More importantly, 

cultural communication through ELF is not geographically-based in that ELF is used cross-

culturally and transnationally (Cogo, 2018). Consequently, cultures of Inner Circle countries 

may, in certain contexts, be irrelevant for communication through ELF, which is intercultural 

in nature and highlights the dynamic and fluid nature of culture, rather than the fixed and 

national notion of culture (Canagarajah, 2013). A recognition of cultural diversity in ELT is 

needed (Galloway, 2017).  

Pan (2015) explained that ‘English-speaking countries’ in China’s ELT policies is a 

purposeful generalization of the status of the English language, which avoids imposing 

linguistic and cultural hierarchies on ELT. This explanation might be tenable if the courses in 

the cultural module in the two curriculum documents incorporated cultural diversity. 

However, neither addresses cultural diversity.  

Table 5.3 shows the way ‘English’, its users, and cultures are treated in the two 

institutional curricula. The convergences and divergences between the two curricula and the 

National Principles of BE are also indicated.  

As evident in Table 5.3, neither curriculum indicates a preference for native-speaker 

Standard English, ELF, or China English. Specifically, Curriculum A, despite emphasizing 

the role of English to ‘get the job done’, pays no attention to the dynamic and creative nature 
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of English in getting the job done in the global business world. In contrast, Curriculum B 

stresses the need for ‘correct English’, which is often bound to the belief in ‘nativeness’ and 

native-speaker standards. I therefore argue that Curriculum B, in fact, promotes a native 

speaker variety of English.  

Also, as with the National Principles of BE, there is no attempt to define the 

ownership of the English language in the two institutional curricula. An identifiable 

difference is that the role of Chinese business English speakers in the institutional curricula is 

not emphasized as much as it is in the National Principles of BE.  The rare involvement of 

Chinese business English users and the lack of bilingual teachers leaves the two Business 

English Programs with no choice but to offer courses that are supposed to inform learners 

about the roles and functions of English in international business activities through Chinese. 

 

Table 5.3 The 'English', its users and cultures in the two institutional curricula and the 

National Principles of BE 

 The Curriculum A The Curriculum B The National Principles of BE 

 

The 

‘English’ 

 

no preference for native-

speaker Standard English, 

ELF and China English 

English that gets the job 

done 

 

no preference for native-speaker 

Standard English, ELF and 

China English 

Correct English 

 

no preference for native-

speaker Standard English, ELF 

and China English 

 

 

Users 

no attempt in defining the 

ownership of the English 

language 

no attempt in defining the 

ownership of the English 

language 

no attempt in defining the 

ownership of the English 

language 

a lack of bilingual 

teachers to offer EMI 

business courses 

a lack of bilingual teachers to 

offer EMI business courses 

an emphasis on the role of 

Chinese business English users 

 

Cultures 

 

the cultures of English-

speaking countries 

 

the cultures of English-speaking 

countries 

intercultural communication 

competence and the cultures of 

inner circle countries 

 

In addition, the socio-cultural aspects of English-speaking countries are emphasised in 

the two institutional curricula. The use of ‘English-speaking countries’ in the curricula 

seemingly suggests a wider range of English users and their cultures. However, the English-
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speaking countries are translated as inner circle countries in designing courses. This 

manifests no difference with the National Principles of BE which also highlights the teaching 

of cultures of inner circle countries despite showing high awareness of the importance of 

intercultural communication competence.  

5.3 Conclusion: The ‘English’ and ‘culture’ in the curricula documents - Answers to 

RQ 1.1  

In this section, I employ a framework that conceptualizes the designing of a 

curriculum proposed by Richards (2013) to summarize the findings of this chapter in relation 

to RQ 1.1.  

Richards (2013) presented three approaches in developing a curriculum (See Figure 

5.3, adapted from Richards, 2016, p. 8), namely: the forward design (organizing input, 

process, output in a linear fashion); the central design (starting with process and then 

determining input and output based on the process); and the backward design (starting from 

outputs and then addressing issues relating to input and process).  

Figure 5.3 Three approaches in developing a curriculum, adapted from Richards (2013) 
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In this figure, ‘input’ refers to the content of a course or what to teach, ‘process’ 

means the methodology in language teaching or how to teach, and outputs represents learning 

outcomes or what learners are able to do with the language after a period of learning.  

In the light of this framework, the National Principles of BE and the two institutional 

curricula are examples of the backward design. They all begin with a specification of the 

desired learning outcomes, to build a solid English language foundation and have a good 

command of English and business knowledge and skills. On the basis of the outcomes, the 

input - an array of English and business courses, and the process - the procedures of 

accumulating English and business knowledge and skills are developed.  

According to Richards (2013), the designing principles and procedures should be 

closely related to beliefs and perceptions regarding the nature of the English language and of 

English language learning. What the three curriculum documents have in common, however, 

is the lack of a clear statement of beliefs or theories underlining the desired outcomes.  

Taking each curriculum document into consideration, findings in relation to the 

RQ1.1 unfold as follows: 

1. In terms of the ‘English’, none of the three curricula mention the role of English 

as a lingua franca and its pedagogical implications. Apart from a lack of 

recognition of ELF, the National Principles of BE and the Curriculum A do not 

privilege native-speaker Standard English or other varieties of nativized 

Englishes. In contrast, the Curriculum B promotes a native speaker variety of 

English through its stress on ‘correct English’. In addition, the teaching of English 

knowledge and skills is largely carried out by the English faculty while the 

teaching of business knowledge and skills is largely carried out by the business 

faculty. In Program A, the EMI business courses originally designed in the 

curriculum were taught in Chinese monolingually due to a lack of bilingual 
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teachers. This manifests a discrepancy between the design and the 

implementation. In Program B, courses meant to inform learners about the use of 

English in international business activities were all taught through Chinese. 

Consequently, the input in the curricula does not consider the roles and functions 

of English in the business world.  

2. In terms of the ‘culture’, all the three curricula attach great importance to the 

teaching of cultures. The National Principles of BE, despite emphasizing 

intercultural communication competence, promote the cultures of inner circle 

countries. This reflects an essentialist view towards the relationship between 

language and culture. Compared with the National Principles of BE, the two 

institutional curricula seem to suggest teaching a wider range of cultures by 

including all the cultures of English-speaking countries. The term, ‘English-

speaking countries’, however, is likely to mean different countries to different 

teaching practitioners. For practitioners holding a monolithic view, the term may 

refer to inner circle countries only, while for those holding a pluricentric view, it 

may include countries in the Outer Circle and even the Expanding Circle. 

Considering the cultural input designed in the curricula, cultures of English-

speaking countries are interpreted as cultures of Western countries with the 

cultures of Britain and America comprising the greatest majority of the 

curriculum.  

The lack of clear statements of the beliefs and theories in relation to the nature of the 

English language and its teaching practices has thus made the process and the outcomes of 

the implementation of the Business English Program unpredictable. This poses a series of 

critical questions including:  
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1) What are the shared views of the nature of the English language and the English

language teaching among stakeholders in the Business English Program? Do they

take a monolithic or pluricentric view towards the English language? And how do

their views influence the implementation of the curricula?

2) Has the lack of clear statements of beliefs and theories resulted in great

discrepancies regarding what English and culture is being taught from classroom

to classroom? If so, what are the discrepancies?

3) Does the lack of clear statements of beliefs and theories leave teachers with

enough autonomy to translate their understanding of the nature of the English

language and English language teaching into classroom? What institutional, and

contextual factors facilitate or inhibit the translation?

The next chapter addresses these questions in detail as it reports on the analyses of 

classroom observations as well as the interviews with business English teachers and students. 
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 THE CURRENT SITUATION: WHAT IS BEING 

TAUGHT IN THE BUSINESS ENGLISH PROGRAM 

Chapter 5 provided a review and discussion of national and institutional language 

policies that underpin the implementation of the Business English Program. This chapter 

continues to address research question RQ1: How do the business English programs prepare 

learners to communicate in the global context? This chapter begins with reporting the 

analysis of the five business coursebooks - Market Leader Intermediate Business English 

Couse Books (Section 6.1), followed by a discussion of the findings obtained from classroom 

observations in which I explored linguistic and cultural diversity in four business English 

classrooms (Section 6.2). Then, in Sections 6.3 and 6.4, business English teachers and 

learners’ perceptions and attitudes towards ENL and ENL-based teaching, and ELF and ELF-

informed teaching are presented.  

The four sections are organized in accordance with the sources of data that have been 

written up in each section. Collectively, these sections describe the complex and integrated 

nature of English teaching in the Chinese context. It is therefore not suggested that any 

section should be treated alone but rather as complementary parts necessary for a full 

understanding of an intricate relationship among English language policies, practices, and 

perceptions.  

A further note is that studies on teaching ELF in Expanding Circle countries often 

generate a common finding - a conflict between an awareness of ELF but a preference for 

ENL (Seidlhofer, 2015). This conflict is also explored in this study. Despite a common lag 

between new theories and new applications, the journey from EFL to ELF in Expanding 

Circle countries seems to be extremely long and controversial (Walker, 2019). This chapter 

addresses the controversy through illuminating the factors leading to it. By doing so, it 



106 

 

provides readers, practitioners, and learners a chance to understand what is needed or needs 

to be revised if ELF-informed teaching were to be successfully implemented in the Business 

English Program.  

6.1 ‘English’ and ‘culture’ in coursebooks 

In order to incorporate ELF-informed teaching, it is imperative to unpack how 

teaching materials present ‘English’ and ‘culture’ as well as the types of language activities 

that are included. This section provides, from an ELF perspective, an analysis of business 

English coursebooks employed in the two Business English Programs.  

Drawing from Galloway (2017), Chapter Four proposed four analytic categories 

which are revisited here (See section 4.5.2 Phase 2: Coursebook analysis and classroom 

observation):  

1. The first category, ‘language ownership’, explores the representations of business 

English users in the coursebooks, whether they are NESs, Chinese, or other NNESs. 

The representation is determined by considering the context of each business 

communication and the images of business English users, if any, in the context.  

2. The second category, ‘language exposure’, examines whether the written and oral 

input is ENL or ELF-informed.  For written input, I examined whether it has been 

extracted from publications in native English-speaking countries or from those in non-

native English-speaking countries. For oral input, I examined whether it has been 

constructed by NESs through native-English Standard English (Scenario 1) or by 

businesspeople with different mother tongues through ELF (Scenario 2) and whether 

it demonstrated the use of accommodation strategies (Scenario 3).  

3. The third category, ‘language activity’, investigates whether a language activity is 

accuracy-oriented or communication-oriented (See Figure 4.2 An analytical schema 
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of language activity). In this category, all language activities to improve learners’ 

language accuracy against NESs are viewed as accuracy-oriented. By contrast, those 

that are designed to help learners to communicate are categorized as ‘communication-

oriented’. The communication-oriented activities are analyzed further to determine if 

they are ELF-informed activities. Only activities that situate in a simulated business 

context, expose learners to the use of ELF, and present them with accommodation 

strategies are viewed as ELF-informed.  

4. The last category is ‘cultural representation’. This category explores whether the

cultural content embodies native English speakers’ cultures (NESCs), Chinese 

culture, or other non-native English speakers’ cultures (NNESCs). Three parameters, 

namely: ‘product’; ‘place’; and ‘people’ have been employed to define the cultural 

representations (Yuen, 2011). 

6.1.1 Owners of English 

Table 6.1 shows the frequency of NESs, Chinese and other NNESs which appear in 

the five coursebooks. The vast majority of business English users depicted in the coursebooks 

are NESs, which appear 669 times in total. The dominance of NESs echoes the findings from 

other ELT coursebooks (Matsuda, 2002; Vettorel & Lopriore, 2013). It seems that the belief 

in NESs as owners of English and providers of norms remains entrenched deeply within the 

coursebooks.  

Table 6.1 The frequency of NESs, Chinese and other NNESs 

category sub-category frequency 

language ownership 

NESs 669 

Chinese 4 

other NNESs 134 
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In addition to the 669 NES, 138 business English users were NNESs with only four 

being Chinese. The low frequency of Chinese business users indicates that Chinese business 

English users are not regarded as role models for Chinese business English learners. Notably, 

in coursebooks that are adapted for Chinese business English learners, Chinese business 

English users are referenced rarely. As will be argued in Section 6.4, the rare reference of 

Chinese business English users can leave learners feeling estranged as well as demotivated. A 

case study called Visitors from China demonstrating these feelings appears in Unit 7, Volume 

3 of these books (See Figure 6.1). This case study presents a picture about a meeting between 

two Chinese businesspeople and a non-Chinese white businessman. This is the only time that 

Chinese businesspeople are portrayed in the coursebooks. Following the picture, no 

information regarding what and how the Chinese businesspeople say to their non-Chinese 

colleague is presented. Instead, Chinese business English learners are requested to imagine 

they are from countries other than China before proceeding with the case study. It’s also odd 

that the picture shows a Chinese male and female, yet the task refers to males. 

The recordings show that among the 138 NNESs, 87 use English like NESs while 47 

have immediately perceivable non-native English accents. Except for their accents, the 47 

NNESs’ use of English is very standard. That is to say, none of the speakers who featured in 

the recordings represent how English users use English from the places described (including 

Spain, Germany and Sweden). In addition, nearly all the non-native business English users 

who appeared in the coursebooks are from European countries. This scenario represents a 

geographical imbalance in the representation of English users.  

The number of NESs, Chinese and NESSs respectively suggests that the idea that 

English is owned by NESs is reflected and incorporated throughout the five coursebooks. 
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Figure 6.1 Case study: Visitors from China 
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6.1.2 The dominance of native-speaker Standard English 

All the written texts, as shown in Table 6.2, are from newspapers and websites 

originating in native English-speaking countries, except for one from Benjarong Magazine, 

Thailand. This exception, although it cannot be proven that it was written by a NES, 

conforms to native-speaker Standard English. There is a strong preference for British 

newspapers, with 46 written texts from the Financial Times and 9 from the Guardian.  

Table 6.2 The frequency of written and oral input 

category sub-category frequency 

language 

exposure 

written from native English-speaking countries 69 

from non-native English-speaking countries 1 

oral 

scenario 1 267 

scenario 2 69 

scenario 3 0 

The source of all the written texts is noted clearly at the end of each text to indicate its 

authenticity. This suggests that publications from native English-speaking countries are 

regarded as authentic materials and also that ‘authentic’ English comprises native varieties of 

English. The prestigious status of native varieties of English is strengthened by the 267 oral 

scenarios among NESs (scenario 1), taking up the vast majority of oral scenarios in the 

coursebooks. There are only 69 scenarios featuring businesspeople with different first 

languages (scenario 2) but none depicts how businesspeople cope with communication 

breakdowns in business settings (scenario 3). In the 69 cases of scenario 2, all 134 NNESs 

speak Standard English despite 47 having non-native accents, as mentioned before. This 

indicates that language exposure, both written and oral, is grounded in native-speaker 

Standard English. 
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6.1.3 No consideration for ELF-informed activities 

Table 6.3 shows that the majority of language activities are accuracy-oriented with 

emphasis on vocabulary and grammar. There are at least two activities or tasks on vocabulary 

and grammar in each unit to ensure that learners are able to use the vocabulary and grammar 

as accurately as possible (See an example in Figure 6.2). Given that the business-specific 

vocabulary is crucial in business communication, but, with which pre-service business 

English learners may not be familiar, the inclusion of the business-specific vocabulary seems 

reasonable.  

Table 6.3 The frequency of accuracy and communication-oriented language activity 

category sub-category frequency 

language 

activity 

accuracy-oriented    / 1118 

communication-oriented  

in a general context  422 

in a business context 239 

contextually ELF-informed 117 

discursively ELF-informed 0 

pragmatically ELF-informed 0 

Figure 6.2 Examples of vocabulary tasks 
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The emphasis on grammatical accuracy reflects a deeply grounded belief in the need 

for accurate, correct and standard English. In contrast, the number of the communication-

oriented activities represents about half of the accuracy-oriented activities. The topics or 

themes of the communication-oriented activities cover almost every aspect of a business 

activity, indicating their connection to the business community outside the language 

classroom. However, the number of activities in a simulated business context is as few as 

239, a limited number when compared to those in a general context. The activities in a 

simulated BELF context are even fewer, only 117. However, the activities in a simulated 

BELF context neither provide ELF exposure nor demonstrate how English functions as a 

business lingua franca. Therefore, none of the activities could be considered as ELF-

informed. 

6.1.4 Limited representations of Chinese culture 

The number of NESC representations and that of NNESC representations are quite 

similar (See Table 6.4) unlike the foregrounding of the prestige status of native varieties of 

English in the coursebooks. This reflects the reality of the business world, a mobile and 

globalizing community where products, places, and people are closely connected, and the use 

of English is the only communication option. Nevertheless, there are much fewer mentions of 

Chinese culture despite the coursebook being aimed exclusively at Chinese business English 

learners. The lack of the Chinese culture in ELT materials has been remarked upon 

previously (e.g. Wen, 2012).  

Table 6.4 The representation of cultures 

category sub-category frequency 

cultural representation 

native English speakers’ cultures (NESC) 690 

Chinese culture 47 

non-native English speakers’ cultures 

(NNESC) 

539 
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Specifically, ‘product’, as shown in Figure 6.3, is the most depicted representation of 

NESC, followed by ‘place’ and ‘person’ while in NNSEC, ‘place’ is the most mentioned 

cultural aspect before ‘product’ and ‘person’. The distributions of ‘product’, ‘place’ and 

‘person’ in the two categories, NESC and NNESC, although different, well depict business 

activities within each category and between categories. However, the content on the Chinese 

culture is very limited and fragmented. There are some mentions of Chinese places, but many 

of these are the same place, such as Shanghai and Hangzhou appearing more than once in 

different units. There are very few introductions or descriptions of Chinese products and 

Chinese people. 

Figure 6.3 The frequency of ‘product’, ‘place’ and ‘person’ 

6.1.5 Discussion 

This analysis has shown how language ownership, language exposure, language 

activity and cultural representations are incorporated in the coursebooks. The findings 

provide a lens for viewing and understanding linguistic and cultural diversity in ELT 

materials and the ideological dichotomy between China and the West reinforced by a 
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monolithic approach to English and culture. This indicates that adapting or replacing existing 

ENL-based materials is necessary.  

6.1.5.1 Linguistic and cultural diversity in the coursebooks 

The analysis revealed, as also evidenced in other coursebook analyses (e.g. Tomlinson 

& Masuhara, 2013), an orientation towards NESs as representatives of English users. 

Matsuda (2002, p. 19) argued that this orientation might influence learners’ perceptions 

towards English ownership and lead to ‘a limited view of the language’ that ‘will not prepare 

students adequately to use English in the future with other non-native speakers of English’. 

Although the audio recordings do feature some European English accents, most 

communication is among NESs or between NESs and NNESs and these NNESs “speak and 

write with the same educated, English, middle-class, native-speaker voices”, as noted by 

Tomlinson and Masuhara (p. 244). This implies that only if business English learners can use 

English in a correct and standard way, will they survive in the global business world. This 

belief in ‘correctness’ and ‘standards’ constantly emerged in the interviews with business 

English learners and will be further discussed in Section 6.4.  

The attempt to include NNESs is important but their portrayal like NESs did not 

illustrate how ELF users communicate successfully. This is key to learners’ perceptions 

towards the ownership of English. The analysis also discovered a paucity of Chinese business 

English users. This is likely to deprive learners of any sense of identity as well as the 

opportunity to learn how Chinese businesspeople use English in the global business 

community, such as: the difficulties they might encounter in their communication with other 

businesspeople and how they address the difficulties. The over-orientation towards NESs, the 

flawed portrayal of NNESs and the rare reference to Chinese business English users fails to 

demonstrate even the most basic characteristic of ELF-informed materials, i.e. English as a 

language owned and developed by all English users.  
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The analysis reported that the language exposure foregrounds native-speaker 

Standard English. This exposure, as indicated in the preface of the coursebooks, was taken as 

‘authentic’ in reference to the use of English in the global business community. Wallace 

(1992, p. 145) claimed that authentic language exposure is “[…] real-life texts, not written for 

pedagogical purposes”. From this perspective, written texts, extracted from publications in 

native English- speaking countries including: newspapers; webpages; radio programs; and 

interviews are indeed authentic. However, research on ELF and BELF has complicated the 

issue of authenticity. A body of literature has argued that BELF users can achieve 

communicative success through the different ways that NES use English (Kankaanranta & 

Planken, 2010). From this perspective, the language exposure in the coursebooks, with a 

focus on native-speaker Standard English, does not reflect the reality in the business world 

adequately. It is acceptable if editors and publishers claim that their coursebooks 

authentically demonstrate the use of English by NESs if they adopt ENL-based materials. 

However, they should be cautious about claiming that their coursebooks authentically present 

the international or global use of English. Similarly, all English teachers and learners, when 

selecting and evaluating their own coursebooks should be aware of the just how authentic that 

‘authentic’ exposure claimed in the introduction and the ‘authentic’ exposure incorporated in 

coursebooks is.  

The analysis also revealed a focus on accuracy-oriented activities, emphasizing 

correct and standard NS norms. It may well be the case that these accuracy-oriented activities 

will develop and enhance learners’ belief in native-speaker Standard English (Matsuda, 

2002). Meanwhile, it is worth considering how the belief in native-speaker Standard English 

presented in these accuracy-oriented activities might impact the implementation of those 

communication activities in classrooms. As will be argued in Section 6.2, with this belief the 

communication activities in simulated multilingual business contexts might turn into error-
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correction exercises quite easily, leaving little space to discuss pragmatic accommodation 

strategies. This raises a question about whether coursebooks that include only a small 

proportion of ELF-informed activities or introduce ELF as an individual unit along with other 

ENL-based units could support learners sufficiently to create their own meanings in their own 

ways. In other words, it is important to consider whether ELF should be additional to ENL or 

should completely replace it. The former seems less radical to practitioners who have been 

teaching with ENL-based teaching materials for a long time. It is also more economical for 

publishers who just need to make some minor revisions to their published coursebooks. 

However, its effectiveness, as discussed above, is questionable. The latter could better 

prepare learners to use English as a lingua franca in the multilingual business community but 

may be subject to the practicality of designing and implementing ELF-informed coursebooks 

in a specific context. The choice starts with practitioners’ understanding of ELF-informed 

teaching materials and the awareness of their students’ needs. It is important for practitioners 

to make an informed choice applicable to their own teaching context. Therefore, Lopriore and 

Vettorel (2018) proposed revisiting English teacher education in the light of a pluricentric 

approach to teaching. They suggested pre-service teachers be guided to investigate “the 

plurilithic nature of Englishes and its lingua franca role at present, and in what measures and 

in what ways they are developed” (p. 99), and by doing so, to foster a critical approach to 

ELT materials and lay foundation to adapt pre-existing materials whenever needed. In this 

vein, the four categories proposed and employed in this coursebook analysis could be 

identified as criteria that may be used to guide pre-service as well as in-service teachers to 

evaluate teaching materials so as to apply them or adapt them in ELF-informed teaching 

whenever needed.  

This study found a relatively equal number of representations between NESC and 

NNESC, which is different from the dominance of NESC reported in other coursebook 
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analyses. For instance, Yuen (2011) pointed out that in ELT coursebooks used by Hong Kong 

secondary schools, representation favoured the cultures of English-speaking countries. The 

relative equal number of representations in these five coursebooks well reflects the fluidity 

and flexibility of the global business world where ELF connects NESCs and NNESCs. 

Unfortunately, without corresponding ELF exposure and ELF-informed activities, this 

cultural representation merely implies ELF as a cultural and linguistic phenomenon. It neither 

facilitates learners’ understanding of the cultural and linguistic diversity in ELF settings nor 

guides them to handle the diversity. Meanwhile, despite some activities inviting comparisons 

between cultures, insufficient attempt has been made to incorporate Chinese culture. It is not 

surprising that, in a series of coursebooks that targets a global market, the number of Chinese 

cultural representations is limited. It is unfortunate that the content of the Chinese culture was 

not enriched during the process of the reediting by Chinese researchers and practitioners. 

Unlike the controversies over whether Chinese English users could be treated as role models 

for Chinese English learners, there is a general consensus on the importance of Chinese 

culture in teaching English in the Chinese context (Wen, 2016). It is important, therefore, for 

those Chinese editors to explore to what extent and how explicitly Chinese culture has been 

incorporated in the original series of the coursebooks and then take proactive action 

accordingly. Practitioners should be aware of the potential lack of their home culture in an 

international English coursebook and include some or invite learners to approach the 

sameness and differences between their home culture and other cultures critically. 

6.1.5.2 Cultures, China-Western dichotomy and ELT materials 

As mentioned earlier, the coursebooks analysed in this study have been endorsed as 

the ‘National Planning’ materials for business English teaching by the Ministry of Education. 

This is an endorsement for which all coursebook publishers and editors contest, in that it is 

like a ‘green pass’ in the market. Due to the lack of transparency in governance in the 
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Chinese context (Bolton & Graddol, 2012), it is hard to know what criteria were applied to 

screen and approve the materials. Nevertheless, what is clear is that the lack of Chinese 

culture in the coursebooks does not impede the official recognition. It is worth remembering 

that ELT in China has been facing the ‘ti’ - ‘yong’ dilemma since its introduction, in which 

the fear of cultural erosion as a result of English education seems constant. In these 

circumstances, ELT materials could provide examples from Chinese culture and thus cover 

up some, if not all, cracks caused by the ‘ti’ - ‘yong’ dilemma, through incorporating Chinese 

culture and cultural diversity.  

The aim of incorporating Chinese culture and cultural diversity in ELT materials is to 

invite critical discussion about values and ideologies and ultimately develop learners’ 

criticality and interculturality (McKay, 2018). To explain the importance of this in the 

Chinese context, I review the constant clash between public intellectuals (Gongzhi, 公知) and 

the fifty-cent army (Wumao, 五毛), also known as little pink guards (Xiaofenghong, 小粉红), 

as an example.  

Public intellectuals, in recent years, have left many Chinese netizens with an 

impression that these intellectuals are overly pro-Western, especially pro-America. The 

‘Fifty-cent army’ refers to state-sponsored commentators who, it is rumoured, are awarded 

fifty cents every time they post a pro-government comment. They, sometimes, are also called 

‘little pink guards’, a name that originated from the little red guards in the Cultural 

Revolution for their intention and enthusiasm to defend the political system. In my 

experience, the ability to access and comprehend English news published in the native 

English-speaking countries, especially America and Britain, has become an important aspect 

in determining whether a netizen is a public intellectual or a little pink guard. The public 

intellectuals have been defamed for their absolute support for Western values, sometimes 
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leading to illogical statements (Han, 2018) while little pink guards are sometimes ridiculed as 

Shitizen (shit + citizen, an example of translanguaging, playing on the similar pronunciation 

and meaning between ‘shit’ in English and ‘shi’ in Chinese) due to their ignorance of the 

West (Li, 2016). Evidently, the binary view of the West and China has led to a monolithic 

view towards the world. Primarily, the view may not be caused necessarily by the 

prominence of NESs and the lack of Chinese culture in ELT materials and ELT. 

Nevertheless, the lack of Chinese culture in ELT has downplayed the function of ELT in 

enabling learners to establish interculturality so as to approach different values and ideologies 

in a rational and logical way. In this sense, knowledge and activities in relation to Chinese 

culture, cultural diversity, and interculturality is crucial for overcoming the West-China 

dichotomy. This may not only relieve the constant clash between the two antagonistic groups, 

but also, to some extent, ease the worry about losing Chinese cultural identity in the ‘ti’ - 

‘yong’ dilemma.  

6.1.5.3 The adaptation of pre-existing ENL-based materials 

The lack of an ELF-aware perspective in the coursebooks, both linguistically and 

culturally, raises an important pedagogical question, that is, how to implement ELF-informed 

teaching practice by departing from pre-existing ENL-based materials. Considering this, 

Guerra and Gavalfeiro (2018) pointed out a variety of resources for the adaptation of ENL-

based materials in ELF-informed teaching. Taking the Chinese context into consideration, the 

resources comprise: 

1. audio-visual materials made by well-known Chinese and NNESs such as actors 

and actress (e.g. Aamir Khan, Audrey Tautou, Jackie Chen, Michelle Yeoh, Sofia 

Vergara), supermodels (e.g. Irina Shayk, Gisele Bündchen, Wen Liu), athletes 

(e.g. Ming Yao, Na Li, Rafael Nadal), politicians (e.g. Angela Merkel, Emmanuel 
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Macron, Shinzō Abe, Ying Fu) and business people (e.g. Donatella Versace, Jack 

Ma, Terry Gou, Masayoshi Son);  

2. online ELF corpora, including VOICE (Vienna-Oxford International Corpus of

English, available at https://www.univie.ac.at/voice/), ACE (Asian Corpus of

English available at http://corpus.ied.edu.hk/ace/) and ELFA (English as a Lingua

Franca in Academic Settings available at

http://www.helsinki.fi/englanti/elfa/elfacorpus);

3. digital media that report events, politics, life and culture in different regions of

the world, such as the China Daily (available at http://www.chinadaily.com.cn),

AllAfrica.com (available at http://allafrica.com) and TED Talks (available at

http://www.ted.com);

4. academic journals and books that analyse and conceptualize the dynamic use of

English as a lingua franca and its pedagogical implications.

Lopriore and Vettorel (2018) exemplified how pre-service teachers are guided to 

adapt coursebooks from an ELF perspective, as shown, for example, in Table 6.5 (adapted 

from Lopriore & Vettorel, 2018, p. 108).  

This is a ‘listen and complete’ task that requires learners to listen to a conversation 

among a group of five European students, which is, by definition, an ELF context. Then, 

learners need to complete the conversation with correct words. After reviewing the task, pre-

service teachers were guided to reflect and comment on the task, such as the authenticity of 

the English in the recording, the authenticity of resources and the practicality of the task. 

https://www.univie.ac.at/voice/
http://corpus.ied.edu.hk/ace/
http://www.helsinki.fi/englanti/elfa/elfacorpus
http://www.chinadaily.com.cn/
http://allafrica.com/
http://www.ted.com/
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Table 6.5 An example of an ENL-based task 

Task Listen and complete: Listen to a group of five Europeans talking about their countries’ most famous 

food and drinks. Complete the text with the words below 

onions chocolate chicken Austria cheese German rice 

beer Spain drink healthy salad cake French 

jam       

M. Hi, I am Marlene. I’m (1) _____, from Berlin. Guess what our most common _____is? 

C. Hi, Marlene. Nice to meet you. I’m Christelle, and I bet your favourite drink is (3) ____, as it is in my country, 

Belgium. I’m from Brussels. Our most popular dish is (4) _____ fries. 

R. Hi, everybody! I’m Rose. I’m from Vienna. (5) ____’s most famous dessert is Sacher Torte. It’s a (6) ____ 

made with (7) _____ and some apricot (8) ______ have you ever tried it? 

P. I have, and I love it! Hello, I’m Pedro, from Seville. The most renowned dish in (9) ____ is paella. It is made 

with lots of things like (10) ____, fish, and (11) ____ They are very (12) _____ ingredients. 

C. I love paella, too! Hi, everybody! My name is Giril. I am from Patras. One of Greece’s local dishes is Greek 

(13) ____ 

P. What’s in it? What do you put in it? 

C. it’s made with tomatoes, some (14) ______ cucumber, peppers, and some (15) _____ a Greek type called Feta. 

It’s very healthy dish.  

 

In the light of the above research and the four evaluation criteria employed in this 

study, comments and adaptations of the case study mentioned in Section 6.1.1, are offered 

below. 

• Comment 1: Language ownership 

The ‘background’ implicitly suggests the case study is situated in a multilingual 

context. However, the ‘English’ appearing in the multilingual contexts is native 

speaker Standard English rather than ELF.  This suggests a mismatch between the 

‘English’ in the case study and the ‘English’ in the business world.  

Suggestion: add information in relation to the role of English in a multinational 

company and present a scenario that English functions as a lingua franca across 

subsidiaries of the multinational company. 
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• Comment 2: Language exposure 

The ‘background’ is set up deliberately and conforms to native-speaker Standard 

English. It is unknown where the Chinese business culture expert comes from, but she 

speaks with an RP accent. The talk given by the expert on Chinese business culture 

sounds fake as well.  

Suggestion: add examples of speeches given Chinese businesspeople or events where 

businesspeople coming from different linguacultural backgrounds use their own 

English to communicate.  

• Comment 3: Language activity 

The case study is self-contained and constrained in that no other sources of 

information are available to the learners. There is a lack of connectedness to the real 

business world. The ‘role play’ is devised in an odd way, imagining the participant is 

not Chinese but needs to entertain a group of Chinese businesspeople. 

Suggestion: reorganize the activity as a planning task for the visit of businesspeople 

from other places and invite learners to look through audio-visual materials regarding 

doing business with the country before drafting the plan.  

• Comment 4: Cultural representation  

There are some cultural points in relation to establishing a relationship and trust with 

Chinese businesspeople. 

Suggestion: have follow-up questions about establishing relationships and trust with 

businesspeople from other places.  

6.1.6 Conclusion  

The role of English in the world is changing and the role of English in the Chinese 

context is changing as well. Far from being a language mainly taught for accessing scientific 

and technological knowledge, English now plays a crucial role in introducing the World to 
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China as well as introducing China to the World, by means of two-way interaction. This is 

likely to be of the most relevance and of the most importance to Chinese learners of English 

and provides a reason to reconsider the urgent need for ELF-informed materials in the 

Chinese context.  

The lack of ELF-informed materials has been argued to be the main concern in 

implementing ELF-informed teaching (Seidlhofer, 2001). As Wen (2012, p. 85) commented, 

in ELT in China, “the native variety is still used as the only source of learning materials, 

except for a very few textbooks which have made pioneering efforts in enriching cultural 

content” as no one has explicitly stated what should be taught if native-speaker Standard 

English is abandoned. However, as has been pointed out, the accumulating body of research 

on ELF-informed teaching materials has, to date, provided many innovative ways to design 

new ELF-informed teaching materials or to adapt pre-existing ENL-based materials. The 

research has argued explicitly for ELF as an alternative or supplement to native-speaker 

Standard English in ELT materials.  

This analysis has illuminated the ‘English’ and ‘culture’ in the coursebooks employed 

in the two Business English Programs. More importantly, it provided business English 

practitioners with ways of investigating what ‘English’ and ‘culture’ are incorporated in their 

coursebooks. At the same time, this section has also discussed the adaptation of the five 

business English coursebooks in a way whereby business English teachers and learners are 

empowered to discuss critically linguistic and cultural diversity in the global business world. 

6.2  ‘English’ and ‘culture’ in the classroom 

To examine ‘English’ and ‘culture’ in the classroom, I undertook four 50-minute 

sessions of non-participatory classroom observations at each Business English Program. For 

each program, I visited and observed two classrooms taught by two different teachers. The 

classrooms in Program A were labelled Classroom A1 and Classroom A2 and teachers who 
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taught in the two classrooms were named TA1 and TA2 respectively. Similarly, the two 

classrooms in Program B were labelled Classroom B1 and Classroom B2 and the teachers 

were named TB1 and TB2. The observation protocol, as detailed in Chapter 4, recorded 

linguistic and cultural diversity in the classroom. Following each observation, I wrote a 

synopsis detailing what I had observed.  

6.2.1  ‘English’ in the classroom 

In the four classrooms, teachers consistently used English as the language of 

instruction. The classroom language, ‘the language of interaction between teacher and 

students and among students in the classroom’ (Xu, 2014, p. 218), was also mainly English. 

This indicates teachers’ preference for the English only policy, which is, however, not 

suggested in the institutional curricula documents.  

The observations found that ELT materials incorporated native-speaker Standard 

English while teacher talk was nativized. As can be seen in Table 6.6, the vast majority of 

time in the four classrooms was devoted to teaching native-speaker Standard English. This is 

in line with the findings in the coursebook analysis where language exposure, both written 

and oral, is grounded in native-speaker Standard English. Apart from native-speaker Standard 

English, the proportions of nativized Englishes in the four classrooms was noticeable as well. 

However, this does not mean that the lack of examples of how English is nativized in local 

contexts in the coursebooks was addressed in the classroom. Indeed, none of the teachers 

gave such examples. The proportion of nativized Englishes was high only because the four 

business English teachers who had learned and taught English in the Chinese context for at 

least 10 years, naturally spoke Chinese-influenced English, especially at the phonological 

level. At the same time, non-standard nativized lexico-grammatical forms were frequently 

seen in lecturing, such as the use of the parallel structure (e.g. ‘too young, too simple’) and 

the mixed use of pronouns ‘he’ and ‘she’. That is to say, what the teachers aimed to teach or 
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what was incorporated in teaching materials was native-speaker Standard English while the 

language that teachers used to deliver lectures was nativized Englishes.  

Table 6.6 Linguistic diversity in the observed classrooms 

native-speaker 

Standard English 

nativized 

Englishes 

ELF accommodation 

strategies 

Time (min.) 

classroom A1 40.05 32.15 0 0 

classroom A2 50.26 23.25 0 0 

classroom B1 48. 06 28.06 0 0 

classroom B2 50.50 27.35 0 0 

Likewise, learners’ Englishes also indicated strong influence from regional Chinese 

dialects. For instance, some learners pronounced /l/ as [n] or /l/ as [n] due to the mixed use of 

/l/ and [n] in their dialects. The salient influence of regional Chinese dialects on the 

pronunciation of English was confirmed by Hung (2002)’s study that summarized phonetic 

features of Chinese English learners from 10 Chinese dialect groups, namely Beijing, Tianjin, 

Northeast, Northwest, Yue (Cantonese), Wu, Min (Fukien), Kejia (Hakka), Gan (Jiangxi) and 

Xiang (Hunan). This mixed use of /l/ and [n] was prevalent in the speech of Chinese English 

learners and users from southern dialect groups, such as Wu and Xiang. Therefore, I argue 

that both the instruction language and the classroom language are Chinese English. In other 

words, native-speaker Standard English is explicitly embodied in coursebooks while learners 

were exposed to non-standard nativized Englishes in the process of English teaching and 

learning. This raises an interesting question over the relationship between native-speaker 

Standard English and nativized Englishes in ELT classrooms. This study suggests that they 

co-exist and co-contribute to the teaching practice. However, native-speaker Standard 

English and nativized Englishes generally are seen as in tension in the disciplines of SLA 

(Second Language Acquisition) /EFL (English as a Foreign Language) and WE (World 

Englishes) (Gass, 2018) and in teaching practice as well. 
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Interestingly, despite speaking non-standard Chinese-influenced English, TA1 and 

TA2 claimed that their English accents orient to the British accent. Besides, all four teachers 

pointed out that they were continually polishing their accents and English through listening to 

audio-visual materials made by NESs. Seemingly, ‘nativeness’ was emphasized by all 

business English teachers, indicating their conceptualization of professional identity as non-

native English-speaking teachers (NNESTs). This conceptualization confirms teachers’ 

deeply entrenched belief in native-speakerism. The native and non-native divide led by this 

belief indicates NNESTs are less competent English teachers and results in a causal 

relationship between the ‘nativeness’ of a teachers’ English language and effects of his or her 

pedagogical practices (Braine, 2010).  

Teachers’ desire to improve their language proficiency to enhance their pedagogical 

practices has positive effects on their professional development (Pennington & Richards, 

2015). Nevertheless, all the observed teachers, in their self-improvement, had fallen into the 

‘trap’ of the native-speaker fallacy (Phillipson, 1992). First, the causal relationship between 

the ‘nativeness’ of the English language and pedagogical effects is discriminatory and false in 

that both NNESTs and NESTs need to be trained to become effective in the classroom (Selvi, 

2011). Second, since there is no notion of a native speaker of written English, NESTs also 

need to be trained to become competent to teach writing skills (Kirkpatrick, 2014). Teachers’ 

preoccupation with whether they phonetically and phonologically sound like NESs might 

“have overshadowed the importance that should be attached to written English, an area where 

they are likely to be on a par with native speaker teachers” (Nguyen, 2017, p. 93). This is 

exactly what happened in the observed classrooms with traditions and conventions of English 

writing in the business genre being accorded much less importance.  

In addition, while the concept of ELF was understood, there was no analysis of, or 

examples given, of how English is actually used as a lingua franca. Specifically, TA1 and 

https://journals.sagepub.com/doi/full/10.1177/0033688217690066
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TB1 explicitly mentioned the role of English as a lingua franca in the business world, which 

is, in their understanding, one reason why their learners should choose English as their major. 

TA2 and TB2, despite not referring to the term ELF in their classrooms, both recalled their 

experience in using English to communicate with English users from different linguacultural 

backgrounds. It seems that it is the function of English as a lingua franca rather than how 

English functions as a lingua franca that was highlighted in the classrooms. This aligns with 

the content of the coursebooks which merely implies ELF as being a linguistic and cultural 

phenomenon instead of taking it as a linguistic and cultural resource for the teaching of 

English.  

6.2.2 ‘Culture’ in the classroom 

In contrast to the consistent emphasis on native-speaker Standard English, the 

teaching of cultures varied among the four classrooms. As can been seen in Table 6.7, the 

proportion of NESCs, Chinese culture and NNESCs in Classroom A1 differs significantly 

from that in the other three classrooms. In Classroom A1, Chinese culture made up the largest 

proportion, followed by NESCs and NNESCs. By contrast, in Classroom A2, B1 and B2, 

NESCs made up the largest, followed by NNESCs, while there was no reference to Chinese 

culture.  

Table 6.7 Cultural diversity in the observed classrooms 

NESCs Chinese culture NNESCs Interculturality 

Time (min.) 

Classroom A1 10.15 18.20 1.50 12.16 

Classroom A2 15.50 0 3.45 0 

Classroom B1 26.40 0 2.50 0 

Classroom B2 20.40 0 4.00 0 

Within NESCs, American culture, represented by Hollywood products and American 

mass media, is discussed frequently. In an essentialist view of English and culture, English is 

associated with cultures of native English-speaking countries. Nevertheless, it has been 
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argued that an emphasis on American culture consistently ignores the fact that English is the 

native language of other Inner Circle countries including Australia, New Zealand and Canada 

(Nault, 2006). The globalization of American culture seems to have marginalized cultures of 

other native English-speaking countries in ELT and has fixated a US-centric viewpoint of 

cultural teaching. The influence of American culture manifests in its easy accessibility in the 

Chinese context, which makes it easier for teachers to exploit in the classroom. Despite 

restricted access to foreign media, websites that provide updated American movies and TV 

programs are on the rise and have won the hearts of Chinese English teachers and learners. 

Qiang, et al. (2007) pointed out that the use of American films as an approach to English 

teaching has increased markedly in recent years in China. In Classroom A2, for instance, the 

scripts of the Star Wars films were printed out as supplementary materials for an expansion 

of vocabulary in daily communication, as well as providing an understanding of American 

culture.  

In addition, teachers often referred to their travelling and living experience in native 

English-speaking countries in the classroom. TA1 and TA2 once spent a year at an American 

university as visiting scholars through a university funded program, while TB1 once stayed in 

America for half a year and TB2 in Australia for three months through a government funded 

program. It seems that teachers’ intercultural communication experience provided them with 

first-hand cultural resources that could be employed readily in their teaching of NESCs. Not 

surprisingly, the teachers who had visited the US were happy to share their cultural 

experiences in the country while the teacher who had gone to Australia rarely talked about 

the Australian culture.  

As evidenced in Table 6.7, Chinese culture made up the highest proportion in 

Classroom A1 but did not appear in Classrooms A2, B1 and B2. It seems that the teaching of 

Chinese culture largely depends on teachers’ perceptions, willingness, and efforts due to a 
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lack of statements regarding the role of Chinese culture in the curricula and a lack of Chinese 

culture in coursebooks. TA1, in contrast to the other three teachers, preferred employing 

Chinese cultural concepts to enhance learners’ understanding towards English words and 

expressions. For instance, in discussing the word ‘conscience’, he introduced a famous 

Chinese philosopher, Wang Yangming (王阳明), his thoughts on conscience (致良知), and 

his influence at home and abroad. The use of local cultural concepts has been argued to be an 

effective way in developing language competence while promoting features of a local culture 

(Kanoksilapatham & Channuan, 2018).  

In addition, the rare reference of NNESCs indicates little importance was attached to 

NNESCs as well as teachers’ lack of a deep understanding of cultural diversity and richness 

in the global spread of English. Even though it would be unrealistic to expect teachers to 

predict and teach all possible cultural representations that their learners may encounter, the 

knowledge that culture is “diverse and goes beyond the mainstream US/UK culture, 

combined with the ability to use various intercultural communication strategies”, has been 

argued to be critical for successful English communication in the business world (Matsuda, 

2018, p. 30). 

Without discussion of Chinese culture, teaching practices that engage with 

interculturality were absent in Classroom A2, B1 and B2. In Classroom A1, on the other 

hand, TA1 often referred to his visiting and living experience in America and then expressed 

his opinions about Chinese-American cultural differences to inspire learners to reflect on the 

similarities and differences between the two cultures. For instance, he mentioned his 

experience about helping his son prepare for school in America in order to inspire students to 

consider differences in school cultures between America and China.  
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6.2.3 Teachers’ feedback  

The classroom observations also recorded teachers’ feedback on learners’ 

performance, as displayed in Table 6.8. Overall, the general level of positive and negative 

teacher feedback was low, occurring on average approximately 4% of the whole teaching 

time. Although giving positive or negative feedback depends on a teacher’s personality, their 

teaching style, and perceptions towards the effectiveness of feedback to enhance learning, 

negative feedback consistently took longer than positive feedback in the four classrooms.  

 

Table 6.8 Teachers’ feedback to learners’ performance 

 positive feedback negative feedback 

Time (min.) 

classroom A1 1.20 3.26 

classroom A2 0.58 2.55 
classroom B1 0.80 3.45 

classroom B2 0.75 3.35 

 

As can be seen in Figure 6.4 below, teachers’ feedback recorded in this study centers 

on five main aspects: pronunciation; vocabulary; sentence complexity; fluency; and 

authenticity. One main consideration was ‘pronunciation’: teachers evaluated whether a 

learner’s pronunciation was correct against native-speaker Standard English and gave 

feedback accordingly. Meanwhile, teachers paid attention to the size of a learner’s 

vocabulary. Interestingly, feedback related to this aspect is positive in general. Teachers 

praised their learners if they used  words that were believed to be beyond average vocabulary 

size. Also, teachers were keen on giving judgmental feedback on sentence accuracy (largely 

subject-verb agreement) and sentence complexity (whether learners were able to produce 

well-formed compound and complex sentences). In addition, consideration was also given to 

‘fluency’: teachers evaluated whether learners were able to express themselves without long 

hesitations. The last aspect was concerned with authenticity which examines learners’ 
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knowledge of idiomatic expressions. Similar to feedback on vocabulary, feedback on 

idiomaticity was positive as well. Seemingly, a command of a relatively large vocabulary and 

idiomatic NES use of English was well regarded.  

Figure 6.4 Evaluation criteria employed by the teachers 

All negative feedback recorded in the four classrooms was corrective feedback 

occurring when the teacher initiated repair, including “an indication that an error has been 

committed, provision of the correct target language form and metalinguistic information 

about the nature of the error, or any combination of these” (Ellis, 2009, p. 4). Native-speaker 

Standard English was employed to evaluate learners’ linguistic performance and any 

deviations were taken as errors that needed to be corrected. As a consequence, the feedback 

was ENL-based. Ellis and Sheen (2006) argued that corrective feedback events consist of a 

‘trigger’, ‘the feedback move’ and optionally, ‘uptake’, as in the following example, where 
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TA1 pointed out a student’s pronunciation containing some errors and then reread the words 

with ‘correct’ pronunciation resulting in all the students taking the correction,  

TA1: S1, could you please read through this paragraph? 

(S1 stood up and read the paragraph; TA1 interrupted S1’s reading to point out pronunciation mistakes) 

After reading 

TA1: OK, sit down please, when you are previewing the class, previewing the lesson, try to consult 

your dictionary, find out, um, try to look after the words in your dictionary, find out how pronounce the 

words. Do not take it for granted because some words may be hard to pronounce. For example, 

manoeuvre (S1 pronounced it as [mə`nju:və]) 

TA1 pronounced [mə`nuvə] 

The whole class repeated [mə`nuvə]. 

As mentioned earlier, learners’ Englishes are influenced by their first languages. 

Therefore, deviations from native-speaker Standard English are seen in their performance 

frequently. Considering the time devoted to negative feedback was very limited, teachers did 

not give negative feedback on most occasions where a deviation occurred. One possible 

reason is that the teachers were facing classrooms with over forty learners. Considering the 

high frequency of deviations, it was impossible for teachers to give corrective feedback every 

time that a deviation occurred.  But when they did, errors were corrected against native 

speaker norms.  

6.2.4 Discussion and implications 

The classroom observations have provided a window to a deep understanding of what 

and how English and culture is being taught in business English classroom. Despite the 

manifestation of differences, all the four classrooms were constructed through interdependent 

factors: 

• ENL and its nativized use, ELF and its manifestation;
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• cultures of native English-speaking countries and teachers’ experience and

interpretation of them;

• Chinese culture and its importance;

• teachers’ evaluation of both self and their learners in relation to the ‘nativeness’

of the English language.

These factors provide the explanation and reasons for why the specific ‘English’ and 

‘culture’ are being taught.  

6.2.4.1 ENL and ELF in classroom 

The findings of these classroom observations conform to previous studies that there is 

no obvious movement from ENL to ELF-informed teaching in ELT classrooms (Cogo, 2018). 

With all teachers and learners being native Chinese, this study echoes an often-mentioned 

obstacle in implementing ELF-informed teaching, that is, the lack of ELF context in the 

classroom (Luo, 2017). One possible solution might emerge with the move to 

internationalization across higher education (HE), which will naturally make ‘universities 

represent settings par excellence of English as a (n academic) lingua franca’, as argued by 

(Jenkins, 2011, p. 927). Two foreseeable changes that have resulted from the move to the 

internationalisation of HE are the increase of non-Chinese learners and teachers, and EMI 

(English as a medium of instruction) courses. It is worth pointing out that the increase of non-

Chinese learners on campus may increase business English learners’ opportunities to use 

English as a lingua franca, but essentially, it may not change their English classroom to a 

naturally ELF-informed context. Most international learners in China are attracted to 

programs such as Chinese, medicine, business, and engineering (Fang, 2018) rather than 

English. Although the Business Program might attract international students, this does not 

mean necessarily that the business English classroom will change. 



134 

The Business Program is offered by the School of Business while the Business 

English Program is offered by the School of Foreign Language Studies. Since the two schools 

are dependent, international students in the Business Program it should not be presupposed 

that they enter into the classroom of the Business English Program. Meanwhile, the increase 

of EMI courses could increase business English learners’ opportunities to attend EMI 

business courses. The issue is that ‘English’ in EMI almost always refers to ENL, which 

ignores the role of English as a lingua franca (Kirkpatrick, 2014). Fang (2018, p. 36) agrees, 

envisaging that to be widely implemented in the Chinese context, EMI should be 

‘implemented against the backdrop of multilingualism with an understanding of ELF in order 

to better fit different settings. It is thus worth investigating in the future, how the three 

interconnected issues, the internationalization of HE, EMI, and ELF, might affect the 

implementation of ELF-informed teaching in China’s Business English Program. Chapter 8 

returns to this discussion.  

In teachers’ efforts to teach ENL, an important but overlooked issue, is learners’ 

diverse linguistic and cultural repertoires. “China is a multi-ethnic and multilingual country 

with a complex heterogeneous linguistic context” (Li, 2018, p. 3). Learners in the observed 

classrooms are from different regions and are able to speak different dialects and dialect-

influenced Englishes representing different regional cultures and identities. Therefore, the 

argument here is that their diverse repertoires constitute parallel resources to explain key 

concepts in ELF-informed teaching, such as the different linguacultural backgrounds of 

English users and the fluid and hybrid nature of English, to raise their awareness of their 

repertoires as resources in ELF communication and to exemplify the function of 

accommodation strategies in negotiating understanding with other ELF users.  

The way that teachers gave feedback suggests a prevalent belief in ‘nativeness’ and 

‘standards’ among non-native English teachers (Luo, 2017). Two common factors reported to 
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shape this belief are: 1) the deeply-rooted Standard English ideology in which standard and 

correct use of English is attached to positive social values including better employment 

prospects and better English learners and users; and 2) teachers’ personal experience in 

learning, teaching, and using English. These two factors highlight the importance of raising 

teachers’ awareness of linguistic and cultural diversity based on an understanding of English 

as a lingua franca. This could be achieved through ELF-aware teacher education 

(Widdowson, 2012) and teachers’ own intercultural communication experience through ELF 

(Nguyen, 2017). At the time of data collection, the teachers had not attended any kind of 

ELF-aware teacher education program. Therefore, the efficacy of an ELF-aware teacher 

program in reshaping their perceptions towards ENL and ELF is unknown but leaves room 

for future discussion on incorporating ELF into teacher education. In relation to teachers’ 

own intercultural communication experience, their living and studying experience in Inner 

Circle countries was often referred to in the classrooms, providing a reinforcement of the 

belief in ENL, its cultures, and users.  

6.2.4.2 Teacher training, Inner Circle countries and ELT  

The fact that the observed teachers had all been sent to Inner Circle countries 

coincides with an increasingly popular social and educational phenomenon, which I call ‘gold 

plating’, whereby English teachers seek professional training in Inner Circle countries with 

an expectation of knowledge and skill development and more importantly, better employment 

or career prospects (Li & Edwards, 2014). As evidenced in classroom observations, the 

teachers’ experience in learning and living in Inner Circle countries provided them with 

opportunities to be immersed in Anglophone cultures, which facilitated their interpretations 

of NESCs. Despite teachers’ frequent reference to their experience with NESCs in Inner 

Circle countries, ‘gold-plating’ initiatives have not ruled out the possibility of understanding 

ELF and ELF-informed teaching. This is because some Inner-Circle TESOL teacher 

https://www.sciencedirect.com/topics/social-sciences/teacher-education
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education programs have offered ELF-aware education (e.g. Dewey, 2015). In addition, 

considering that many leading ELF researchers are native English speakers, being exposed to 

an Anglophone milieu does not necessarily lead to a reinforcement of the belief in ENL, its 

cultures and users. However, I believe that the major point of ‘gold-plating’ initiatives is to 

enable Chinese ELT practitioners to be more ENL-based, both linguistically and culturally.  

It is commonplace to assume that English language proficiency equals English teacher 

competence and the best way to improve proficiency and competence is to go to where the 

language is used as a native language. In many cases, however, the two assumptions, are not 

true. First, ELT is “a professional skill, to be acquired through training and experience, and 

not the preserve of any particular group” (Clark & Paran, 2007, p. 410). In the same vein, 

language teacher competence is a complex subject matter, comprising of pedagogical 

competence (knowledge and skills of teaching preparation, classroom management and 

assessment), language awareness (the awareness of the role of the English language and the 

ability to make pedagogical choices accordingly) and language competence (knowledge and 

skills of the language system and use) (Thomas, 1987). Therefore, neither NNESs nor NESs 

automatically become competent ELT practitioners and a causal relationship between 

language proficiency and teacher competence is problematic (Maum, 2002). One important 

implication of this is a non-discriminatory environment for ELT practitioners regardless of 

their native language, places of birth and places where they receive professional training. 

Nevertheless, in the Chinese context, the social and education preference for NESTs is as 

strong as that in other contexts despite the fact that the majority of English teachers are 

NNESs (Selvi, 2011).  

Many have argued that sending English teachers to places where English is used as a 

lingua franca may be far more beneficial than sending them to Inner Circle countries. 

Kirkpatrick (2018) gave an example that supports this argument: 

https://www.sciencedirect.com/topics/social-sciences/teacher-education
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A tertiary institution in Asia has a relationship with a British university and routinely sends its third-

year students there for 10 weeks to develop their proficiency in England. The British university in 

question is in a part of English where the local variety of English is heavily accented and difficult to 

understand - even for English speakers from other parts of England. The Asian students are unlikely to 

make progress in their English by communicating with the locals. (p. 257) 

Although the example elaborates on the experience of a group of third-year students, 

teachers would meet the same problems if they were placed in the same context. Kirkpatrick 

(2018) explained that in training programs in Inner Circle countries, trainees’ multilingual 

backgrounds were often viewed as a problem instead of a resource, and thus, they feel 

embarrassed to participate in classroom activities. This feeling may either push them to 

engage with fellow international trainees or keep them silent in classroom (Liddicoat et al, 

2003). Therefore, if sending teachers to Inner Circle countries has the aim of improving 

teachers’ language proficiency, consideration should also be given to places where English is 

used as a lingua franca, such as Singapore, Hong Kong and Malaysia. One great advantage 

for Chinese institutions and educational authorities is that such sites are reported to be more 

cost-effective than the popular but more expensive Inner-Circle destinations (Kobayashi, 

2011).  

6.2.4.3 Cultural globalization, Englishization and ELT 

The high proportion of NESCs, especially in Classroom A2, B1 and B2, suggests a 

pedagogical view that English teaching should be conducted with reference to the cultural 

norms and values of native English-speaking countries (Alptekin, 1984). This monolithic 

view of language and culture in ELT poses an important question regarding the risk of losing 

local cultural identity in the embrace of English along with cultural globalization.  

The global spread of English is believed to be to the reason and the consequence of 

cultural globalization, which highlights the prestigious status of NESCs in everyday life and 
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in ELT. ‘Cultural globalization’ refers to how “contacts between people and their cultures – 

their ideas, their values, their way of life – have been growing and deepening in 

unprecedented ways” (Human Development Report, 1999, p.33). There are arguably three 

schools of thought interpreting cultural globalization, namely: homogenization; 

heterogenization; and glocalization (Kumaravadivelu, 2008). ‘Homogenization’ refers to the 

supremacy and dominance of the American culture of consumerism with the rise of English 

as a global language. The idea of ‘homogenization’ is illustrated in the following equation, 

“Globalization=Westernization=Americanisation=McDonaldization” (Kumaravadivelu, 

2008, p. 39). The spread of western values and lifestyles through the English language is 

called ‘Westernization’, in which the American culture, particularly the Hollywood pop 

culture, has the strongest influence, that is, Americanisation. Coming with Americanisation is 

‘McDonaldization’, known as a standardised process of seeking maximum efficiency (Ritzer, 

1993). In my understanding, the embrace of ENL and its cultures in the classrooms is a result 

of cultural homogenization. The homogenization has brought considerable economic benefits 

to NESs but disadvantaged local ELT practitioners. Cultural homogenization influences 

international publishers, which aim to sell ELT materials worldwide. This hardly prepares 

local ELT practitioners to teach local cultural concepts. At the same time, NESTs, who are 

portrayed as language models in ELT materials, are treated as authorities and this 

subsequently makes Inner Circle countries seen to be ideal places for English teacher 

training, which has now become a prolific and highly profitable industry.  

By contrast, ‘heterogenization’ represents the reinforcement of local cultural identities 

as a response to potential threats posed by cultural globalization. In ELT, it entails a potential 

conflict between linguistic imperialism and the local language and culture. Arguing against 

linguistic imperialism, Niu and Woolf (2005) expressed their worries over the threats posed 

by China’s national embrace of English:  
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China has embraced English with unparalleled fever, but in doing so, it has also subjected itself to the 

monolanguage and monoculture predicted and disdained by Marx and Engels… Legions of 

approximately 150,000 foreign EFL teachers (Niu Qiang & Martin Wolff, 2003) and more than 

1,000,000 Chinese English teachers (McArthur, 2004), are currently teaching English to over 600 

million Chinese at any given moment, twice the population of the United States of America. This army 

of English teachers unavoidably brings with it a simultaneous invasion of Western culture. (p. 56) 

This worry about the invasion of Western culture and the loss of Chinese cultural 

identity in the national embrace of English had once sparked discussions about reforming the 

gaokao - lowering the weight given to English and increasing the importance given to the 

Chinese language. The reform was expected to cool down the English fever. However, this 

reform has not been conducted in any cities or provinces due to divided public attitudes 

(Wang & Li, 2014). Do English teachers in China constitute an army that is invading Chinese 

culture through ELT? My answer is no. In my view, this overstates the English teachers’ 

influence and embodies a static view of learners’ cultural identity in language learning. This 

does not mean that the dominance of ENL and its cultures in ELT does not endorse 

homogenization; nor does it mean that it does not affect Chinese culture. Rather, it is the over 

emphasis on NESCs and marginalization of Chinese culture, as evidenced in the observed 

classrooms, that poses a potential threat to learners’ local cultural identity not necessarily 

English language teachers per se.  

By and large, this threat could be balanced if Englishization is viewed as “a two-way 

process in which cultures in contact shape and reshape each other directly or indirectly” 

(Kumaravadivelu, 2008, p. 44) or ‘glocalization’. In this vein, Classroom A1, with its 

emphasis on integrating Chinese cultural concepts in ELT, provided an environment that 

facilitated intercultural awareness, through which learners were able to deepen their 

understanding of the local culture while shaping and reshaping their international cultural 
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identity (Baker, 2018). As a consequence, ELT does not necessarily invade local cultural 

identity if it does not enforce English cultural homogenization.  

6.2.5 Conclusion 

When Grundy (1999) lamented the fact that after 30 years in the ELT profession, he 

still did not know the best way of teaching, many researchers and practitioners showed great 

sympathy in that they felt exactly the same way (Sowden, 2007). ELT is indeed a 

combination of theoretical processing and artistic creation, which is dependent on teachers’ 

attitudes, personalities, experience and their working contexts and requires meticulous 

planning. Without a doubt, teachers must teach what the curriculum/university/policy tells 

them to teach. By and large, what they teach, however, is expected to be relevant and real for 

the learners. This legitimizes considerations of implementing ELF-informed teaching in 

classroom - an approach which presents learners with linguistic and cultural diversity in the 

exposure of English which is relevant and real for them (Seidlhofer & Widdowson, 2018).  

This section has provided a glimpse into ‘English’ and ‘culture’ in four business 

English classroom and on the basis of the discussion, explored linguistic and cultural 

diversity in ELT practices. The discussion contributes to further research on incorporating 

ELF into classroom in and beyond the Chinese context in the way that illuminates what 

appears in classroom and the sociocultural factors behind it.  

6.3 Teachers’ perceptions towards what should be taught: Decisions made in 

uncertainty towards ELF-informed pedagogical innovations 

This section presents and discusses teachers’ perceptions towards ELF and the 

practicality of ELF-informed teaching in the Business English Program. The findings are 

based on two data collection sources: the questionnaire delivered to 57 business English 

teachers and the semi-structured interviews with 12 of the teachers.  
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6.3.1 Questionnaire data  

As shown in Table 6.9, business English teachers show complete agreement regarding 

the role of English as a lingua franca in the business world (Q1). Also, there is a consistently 

high level of agreement in relation to intelligibility with accents (Q2). This is similar to the 

level of agreement business English teachers regarding the intelligibility of English with a 

Chinese accent (Q3). In addition, the majority (over 80%) acknowledged that Chinese 

businesspeople communicate more frequently with NNESs than NESs (Q4). Nevertheless, 

over 80% said that they do not have rich experience in using English as business lingua 

franca, indicating a potential lack of experience in intercultural communication through ELF 

(Q5). Regarding teachers’ perceptions towards their own English, about 90% said that their 

English was not native-like (Q6). Despite agreement on the ‘non-nativeness’ of their English, 

the majority did not view their English as China English (Q7). This suggests teachers’ 

uncertainty about the legitimacy of China English. At the same time, about 95% of business 

English teachers wanted to be identified as Chinese even if they could use English like NESs 

(Q8). This indicates a strong sense of preserving national identity while teaching and using 

English. 

Table 6.9 Teachers’ perceptions towards ELF 

 Rank   

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q1 80.70 19.30 0 0 0 1.19 0.30 

Q2 73.68 12.28 14.03 0 0 1.40 0.73 

Q3 52.63 21.05 26.31 0 0 1.74 0.86 

Q4 71.92 10.52 17.54 0 0 1.46 0.78 

Q5 0 12.28 3.51 36.84 47.37 4.19 0.99 

Q6 0 1.74 0 36.84 61.40 4.58 0.60 

Q7 0 5.25 12.28 59.65 22.81 4.00 0.77 

Q8 45.61 49.12 5.26 0 0 1.60 0.59 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q1, ‘In 

business settings, English is now the main communication tool among speakers with different first languages’; 

Q2, ‘In business English settings, intelligibility with accent is acceptable for oral English’; Q3, ‘In business 

settings, English with Chinese accent can be understood by both native English speakers and non-native English 

speakers’; Q4, ‘In business settings, Chinese business people communicate more frequently with non-native 

English speakers than with native English speakers’; Q5, ‘I have rich experience in using English in the global 

business community’; Q6, ‘My English is native-like English’; Q7, ‘My English is China English’; Q8, ‘Even if 

I can speak native-like English, I still want to be identified as a Chinese’.  
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Table 6.10 below displays teachers’ perceptions towards linguistic and cultural 

diversity in English communication in the business world. They showed complete agreement 

regarding the importance of accommodating language (Q9) and negotiating meaning to 

ensure communicative success (Q10). While the majority support intelligibility with non-

native accents (Q2), as evidenced in Table 6.9, over 75% believed in the importance of 

speaking authentic British or American English (Q11).  

Teachers appear divided when it comes to the nature of the English language. Asked 

whether English is ad hoc in nature, a tie emerged in their answers with approximately 40% 

choosing ‘strongly agree’ or ‘agree’ and approximately 40% reporting ‘disagree’ and 

‘strongly disagree’ (Q12). One reason for the division might be teachers’ lack of experience 

in using English as business lingua franca (Q5), as reported in Table 6.9. Despite a sharp 

division on the nature of the English language, teachers reached an agreement on the 

importance of having high tolerance towards cultural differences (Q13) as well as non-

standard use of English (Q14).  

 

Table 6.10 Teachers’ perceptions towards linguistic and cultural diversity 

 Rank   

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q9 89.47 10.34 0 0 0 1.11 0.31 

Q10 89.47 10.34 0 0 0 1.11 0.31 

Q11 61.40 15.79 10.02 15.79 0 1.77 1.13 

Q12 15.80 24.56 12.28 33.33 14.04 3.05 1.34 

Q13 89.47 10.34 0 0 0 1.11 0.31 

Q14 36.84 63.16 0 0 0 1.63 0.49 

Q15 59.65 29.82 10.52 0 0 1.51 0.69 

Q16 36.84 42.11 8.77 8.77 3.51 2.00 1.07 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q9, 

‘Being able to accommodate the language when communicating with different English speakers is important’; 

Q10, ‘Being able to negotiate meanings when communication breakdowns happen is important’; Q11, ‘Being 

able to speak authentic British or American English is important’; Q12, ‘English is ad hoc in nature in 

communication’; Q13, ‘Having high acceptance to cultural differences is important’; Q14, ‘Having high 

acceptance to non-standard use of English is important’; Q15, ‘I try to avoid non-standard use of English in 

classroom’; Q16, ‘I encourage my students to learn American or British English’. 
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Interestingly, while agreeing on the importance of having high acceptance of non-

standard use of English (Q14), approximately 90% pointed out that they try to avoid non-

standard use of English in the classroom (Q15). Similarly, teachers, who encourage their 

students to learn American or British English, make up nearly 80% (Q16).   

Overall, despite possessing divided perceptions towards the nature of English in 

communication, teachers expressed strong support for high acceptance and tolerance towards 

linguistic and cultural diversity. However, they, at the same time, held a strong belief in the 

Standard English ideology in ELT. This suggests a discrepancy between English in 

communication and English in the classroom. The reasons for the discrepancy will be 

discussed in Section 6.3.2.  

Table 6.11 shows teachers’ perceptions towards linguistic and cultural diversity in 

teaching materials. As can be seen from the Table, teachers had a consistently high level of 

agreement on the dominance of American and British English in teaching materials (Q17). 

Also, the majority reported on the absence of China English (Q18) and other varieties of 

nativized English (Q19). In general, their perceptions towards the proportion of native 

varieties of English, China English and other nativized varieties of English accord with 

findings in the coursebook analysis.  

Meanwhile, over 70% said that teaching materials comprise cases and examples 

demonstrating the use of English with different linguacultural backgrounds (Q20). The figure 

decreased by 60% when it came to the issue of linguistic diversity, i.e. whether the cases and 

examples incorporate linguistic features different from those in British and American English 

(Q21). The two figures align with the finding of coursebook analysis and classroom 

observation – treating ELF as a phenomenon instead of a valuable linguistic resource in 

organizing language input.  
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Table 6.11 Teachers’ perceptions towards 'English' and 'culture' in coursebooks 

 Rank   

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q17 73.68 22.81 3.51 0 0 1.30 0.53 

Q18 0 7.02 1.75 50.88 40.35 4.25 0.81 

Q19 1.75 5.26 1.75 40.35 50.88 4.33 0.89 

Q20 52.63 19.30 1.75 19.30 7.02 2.09 1.41 

Q21 1.75 10.53 5.26 24.56 57.89 4.26 1.08 

Q22 31.58 24.56 0 35.09 8.77 2.65 1.46 

Q23 59.65 40.35 0 0 0 1.40 0.50 

Q24 19.30 29.82 10.52 33.33 7.02 2.79 1.30 

Q25 14.06 19.30 29.82 19.30 17.54 3.07 1.29 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q17, 

‘British and American English are the major varieties of English in our coursebooks’; Q18, ‘China English has 

been incorporated into our coursebooks’; Q19, ‘Other varieties of nativized English exist in our coursebooks’; 

Q20, ‘Cases and examples in our coursebooks include people with different mother tongues using English in 

business English settings’; Q21, ‘Cases and examples in our coursebooks include linguistic features different 

from British and American English being employed in business English settings’; Q22, ‘Cases and examples in 

our coursebooks include how to cope with communication breakdowns in business settings’; Q23, ‘Our 

coursebooks well reflect cultures of native English speaking countries’; Q24, ‘Our coursebooks well reflect 

Chinese culture’; Q25, ‘Our coursebooks well reflect cultures of other non-native English speaking countries’.  

In addition, approximately 55% of the teachers stated that cases and examples in their 

teaching materials include how to cope with communication breakdowns while about 45% 

say the opposite (Q22). Regarding cultural diversity, teachers agreed on how well cultures of 

native English-speaking countries were incorporated (Q23). A sharp division, however, is 

seen on the incorporation of Chinese culture with approximately half reporting positively 

while 40% reported the opposite (Q24). Similarly, teachers were sharply divided over 

whether teaching materials well reflect cultures of other non-native English-speaking 

countries. Teachers who believed cultures of non-native English-speaking countries were 

well incorporated make up 33.36% while those who did not reach 36.90% (Q25). 

 

Table 6.12 Teachers’ knowledge of ELF and ELF-informed teaching 

 Rank   

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q26 84.21 8.77 3.51 3.51 0 1.26 0.70 

Q27 0 5.26 8.77 50.88 35.09 4.16 0,.80 

Q28 40.35 17.54 24.56 14.04 3.51 2.23 1.22 

Q29 61.40 33.33 5.26 5.26 0 1.58 0.82 

Q30 0 0 8.77 21.05 70.18 4.61 0.67 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q26, ‘I 

have heard of English as a lingua franca (ELF)’; Q27, ‘I have read extensively on ELF’; Q28, ‘I am interested in 

ELF-informed research topics’; Q29, ‘I think ELF has significance in business English teaching’; Q30, ‘I have 

already implemented ELF-informed teaching in my classroom’.  
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Table 6.12 illustrates teachers’ perceptions towards their knowledge of ELF and ELF-

informed teaching. The majority (over 90%) said that they had heard of ELF (Q26) while the 

figure shrunk sharply to around 5% in relation to their knowledge of ELF (Q27). Despite 

their limited knowledge, approximately 60% stated an interest in ELF-informed research 

topics, far more than those who did not, less than 20% (Q28). In addition, by a wide 95.5 

percent margin, teachers chose ‘agree’ on the significance of ELF in business English 

teaching over ‘disagree’ (Q29). However, none reported the implementation of ELF-informed 

teaching in classroom (Q30).  

As can be seen in Figure 6.5, there is a high level of agreement over what should be 

taught in the classroom. By a wide 55.2 percent margin, business English teachers preferred 

ENL-based teaching rather than ELF-informed teaching. The margin suggests a conflict 

between teachers’ awareness of ELF in the Business English Program and their preference 

for ENL-based teaching. This conflict will be discussed in detail in the following Section 

6.3.2.  

 

Figure 6.5 Teachers’ preference for ENL-based and ELF-informed teaching 

6.3.2 Interview data  

The following sections present four pairs of conflicting categories which emerged in 

data analysis with one main conflict and three subsidiary conflicts. The main conflict is 
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between teachers’ awareness of the relevance of ELF to the Business English Program and 

preference for ENL-based teaching. The other three subsidiary conflicts indicate contributory 

causes to the main conflict. The first subsidiary conflict indicates a mismatch between ENL-

based pre-service teacher education and ELF-informed teaching. The second subsidiary 

conflict relates to the washback of ENL-based tests to ELT practices. The third subsidiary 

conflict entails concerns over top-down innovation while making pedagogical innovations.  

6.3.2.1 The Main Conflict: The Relevance of ELF to the Business English Program 

versus the Preference for Native-English Based Teaching 

Overall, interviewees were found to have realized the changing role of English as a 

lingua franca in the business arena and recognized the relevance of ELF to the Business 

English Program. For instance, T5 stated that:  

Excerpt 1 

T5: Graduates from business English programs might encounter businesspeople from America, Japan, 

Germany and many other countries. Only they are able to use English to communicate with 

businesspeople with different first languages. Therefore, they are qualified for their jobs. Successful 

cultivation of capable English users in multilingual settings is both the aim and foundation of the 

Business English Program. That’s why we are different from the English Program and the Translation 

Program.  

In this excerpt, T5 clearly explained the role of ELF in business settings or English as 

business lingua franca (BELF) as a neutral and shared code in the multilingual business 

community (Kankaanranta et al., 2015). Similar explanations were also made by other 

interviewees in this study. T5 also explained the relevance of ELF to the Business English 

Program by referring to the positioning and the aim of the Business English Program. As 

mentioned by T5, since the Business English Program is positioned as an English-medium 

program, the “E” (English) domain serves as the core of this program (Wang et al., 2015). 
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Considering the multilingual nature of the global business world, the ‘E’ was defined as 

English as a lingua franca by T5 as well as other interviewees.  

Interestingly, although all interviewees believed that ELF is relevant to the Business 

English Program, they consistently expressed preference for ENL-based teaching. For 

instance,  

Excerpt 2 

T8: I use the native speaker model. It represents standard and authentic English. 

Excerpt 3 

T10: I need to teach correct, authentic and standard English. Therefore, the native speaker model of 

teaching is my choice.  

In the above excerpts, native varieties of English were equalized to ‘standard’, 

‘authentic’ and ‘correct’ English by T8 and T10, which indicates their deeply-rooted belief in 

native-speaker Standard English. As a consequence, they had rarely, if at all, considered the 

ELF-informed teaching paradigm. Such a belief in native-speaker Standard English led to a 

conflict between teachers’ awareness of the role of English as a lingua franca in the real 

world and their reluctance in shifting their teaching from EFL to ELF in classroom.  

The conflict emerging in the study has been repeatedly reported in other studies on the 

practicality of ELF-informed teaching (Ranta, 2010). One reason was argued to be ELT 

practitioners’ mistaken interpretations of ELF research and ELF-informed teaching 

(Seidlhofer, 2015). This study, however, found a more likely reason: practitioners’ limited 

knowledge of what ELF-informed teaching is. Nearly all interviewees, such as T7 and T12, 

found it hard to define what ELF-informed teaching means. Consequently, they were unable 
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to make a reasonable choice between ENL and ELF-informed teaching, let alone translate 

ELF-informed teaching into the classroom.   

Excerpt 4 

T7: I am not sure what ELF-informed teaching is. To be honest, I do not see there are big differences 

between the native speaker model of teaching and the ELF model of teaching.  

Excerpt 5 

T12: I think ELF-informed teaching should be different from native-English based teaching. However, 

I do not know much about what it means exactly.  

As evidenced in the above two excerpts, although interviewees may well be aware of 

the changing role of English as a lingua franca, they do not necessarily understand what ELF-

informed teaching is. Given that teachers obviously cannot teach something they are unclear 

about, the limited knowledge of ELF-informed teaching could partially explain the conflict 

between teachers’ awareness of the relevance of ELF to the Business English Program and 

their preference towards ENL-based teaching.  

6.3.2.2 Subsidiary conflict 1: Learning ENL versus teaching ELF 

The first subsidiary conflict suggests a mismatch between teachers’ experience in 

learning English under an ENL-based paradigm in pre-service teacher education and ELF-

informed teaching. All teachers in this study hold a bachelor’s degree of English Language 

and Literature having four-years of training in the English Language and Literature Program. 

This program was viewed as genuinely ENL-based by interviewees. As T4, pointed out,  

Excerpt 6 

T4: When I was an undergraduate student, the only English-medium program was English Language 

and English Language Education. The program is ENL-based without a doubt. The materials were 
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from British or American publications. Our English was evaluated against native varieties of English. 

To some extent, a British or American accent was one of the most important signs of successful 

English learners.  

 

Sharing a similar experience to T4, T9 estimated that “more than 85% of in-service 

teachers in the Business English Program had graduated from the English Language and 

Literature Program.” This estimation is in line with an investigation of business English 

teachers’ educational backgrounds conducted by Weng (2014). Consequently, the same 

educational background possessed by teacher interviewees in this study is not a coincidence. 

Rather, it accurately represents the demographic information of in-service business English 

teachers.   

Unsurprisingly, this ENL-based pre-service training program does not prepare 

teachers to teach ELF. Indeed, it leaves them with a deeply entrenched belief in native-

speaker Standard English and ENL-based teaching. Consequently, their teaching is grounded 

in the Standard English ideology and organized against ENL-based teaching. With a 

description of her intolerance towards non-native accents, T5 explained how her ENL-based 

pre-service training experience affected her teaching.  

Excerpt 7 

T5: I cannot help making negative comments on students’ Chinese accents or other non-native accents 

that appear in the classroom although I know my comments might decrease students’ tolerance to 

linguistic and cultural diversities. But this is what I have learnt about what to teach and how to teach.  

 

Similar to T5, interviewees all agreed that their ENL-based pre-service training 

experience has enhanced their belief in ENL-based teaching as the only legitimate teaching 

approach that can be and should be practiced in the ELT classroom. Therefore, while facing 

ELF-informed teaching, a different approach from what they have learned and what they are 
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accustomed to (Dewey, 2015), a conflict between learning ENL and teaching ELF, naturally 

comes into being.  

It is noteworthy that this conflict brings forward psychological uncertainty, leading to 

teachers’ concerns over their professional integrity, as evidenced in the following excerpt.  

Excerpt 8 

T11: We sometimes feel uncomfortable when we have to face new teaching theories and paradigms 

proposed by ELT researchers. This is especially true in reference to ELF-informed teaching, which 

challenges our current belief about what should be taught in classrooms and goes far out of our comfort 

zone. 

 

According to T11, ELF-informed teaching confronts her convictions about language 

teaching and thus causes discomfort. Although the last decades witnessed ELT pedagogy 

gradually moving to communicative language teaching, the move “only changed the ‘how’ of 

what was to be learnt not the ‘what’” (Wright & Zheng, 2018, p.515). The newly proposed 

ELF-informed teaching, which aims to change ‘what was to be learnt’, does mean “a radical 

departure from widely accepted beliefs about good practice” (Dewey, 2015, p.176). I strongly 

believe that ELF-informed teaching could liberate teachers from the feeling that they are 

teaching a model which they do not speak themselves (Kirkpatrick, 2019). However, I can 

feel in my conversations with Chinese ELT practitioners, at the same time, the discomfort of 

teachers in facing a new teaching approach that is contradictory to what they have learned 

and practiced for a long time. Since teachers’ beliefs established early during pre-service 

training are difficult to change and could influence teaching practice for decades (Peacock, 

2001), the transition from ENL to ELF-informed teaching will be extremely painful as long 

as the pre-service English teacher education remains ENL-based.  
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6.3.2.3 Subsidiary conflict 2: English for test versus English for use 

The second subsidiary conflict found in this study is between the ‘English’ for tests 

and the ‘English’ for use. Anyone who is familiar with English education in China should not 

be surprised at the influence of tests on English teaching that emerged in this study. Almost 

exclusively, English teaching in China is conducted in a test-oriented context (Pan and Block 

2011). In this context, ENL-based teaching is reinforced due to educational authorities’ 

emphasis on standards and correctness of English (Kirkpatrick & Xu, 2002). Even though the 

Business English Program is assumed to reflect the use of English in the real world (Wang et 

al., 2015), its actual implementation is still heavily affected by ENL-based tests. An example 

given by interviewees is the washback of the Test for English Majors-Band 8 (TEM8) on 

English teaching, a nationwide test organized by the English Language Teaching Advisory 

Board under the MoE. As students’ performance in the test determined institutional 

evaluations against teachers, interviewees all agreed that they needed to adjust their teaching 

plan to help learners prepare for the test.  

Excerpt 9 

T1: TEM8, is the most important test for students in English-based programs. I think it is a native-

English based test. In this test, you could easily find questions about cultural or geographic knowledge 

of native-English speaking countries. Therefore, I have to subject my teaching to the native-English 

focus of the test. If native-English based tests could be replaced by ELF-informed tests, it might be a 

totally different situation.  

The above excerpt substantiates that in a test-oriented context, what is tested to a large 

extent determines what is taught rather than vice versa (Jenkins, 2006). A similar statement 

was also made by Ranta (2010) in her investigation towards Finnish stakeholders’ perception 

towards ELF-informed teaching. 
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To introduce ELF-informed teaching in this test-oriented context, one effective way is 

to administer ELF-informed testing, as suggested by T8.  

Excerpt 10 

T8: How many marks students could achieve in these native-English texts is very important to Chinese 

English teachers. For example, students’ performance in TEM 8 is regarded as an indicator of the 

quality of teaching by institutions. I think, in an exam-centered context, if tests were changed, teaching 

foci would be changed accordingly.  

 

The idea of introducing ELF-informed tests resonates with calls for the development 

of ELF-informed tests (McNamara, 2012). Jenkins (2006, p. 42) pointed out that the 

implementation of ELF-informed teaching “will first require a substantial overhaul of English 

language testing given that teachers and students are reluctant to embrace any curriculum 

change that is not reflected in the target set by the major examination boards.” An ELF-

informed test challenges the current approach to language assessment as it does not regard 

NS norms as standard and cannot be conducted against a stable variety of English and thus 

requires a substantial rework of constructs (Elder & Davies, 2006; Harding & McNamara, 

2018). Therefore, although there are pioneering studies exploring the possibility of ELF-

informed tests (e.g. Harding & McNamara, 2018), there are no well-recognized ELF-

informed tests available at present (Jenkins & Leung, 2013).  

The absence of ELF-informed tests, also claimed by interviewees in this study, does 

not necessarily mean that ELF-informed teaching which aims to “activate the strategic 

processes making communicative use of linguistic resources” are not in use (Seidlhofer, 

2015, p. 27). The real issue is how much time ELF-informed teaching could take up in an 

ELT classroom when the focus of teachers and students is on how to obtain more marks in 

ENL-based tests. I therefore agree with T8 that ELF-informed teaching in the Chinese 
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context might have a good prospect of success if the content of tests were revised to be more 

ELF geared.  

In the current situation, trials of ELF-informed tests could start from institutions 

before necessary changes happen to national English tests. To develop an ELF-informed test, 

Harding and McNamara (2018) suggested that an ELF-informed test should flow “naturally 

from deep understanding of the communicative demands of particular language domains” 

(2018, p. 579). Seemingly, a deep understanding of communication demands in BELF 

settings is the prerequisite for developing an ELF-informed test applicable in the Business 

English Program. However, T9, who once worked in a multinational company (MNC), is 

confident that “there are very few teachers in the Business English Program having working 

experience in the business world before”. Her statement coincides with the demographic 

information of this study, with only three out of twelve interviewees having work experience 

in the business field. If ELF experience is bound to teachers’ understanding of 

communicative demands in ELF settings (Wang & Jenkins, 2016), their lack of ELF 

experience in the business world could surely be an obstacle in developing ELF-informed 

tests.  

6.3.2.4 Subsidiary conflict 3: Intervention versus innovation  

The third subsidiary conflict, between top-down intervention and pedagogical 

innovation, relates to issues about teachers’ autonomy. According to McGrath (2000), teacher 

autonomy is concerned with a teachers’ own professional freedom in the implementation of 

the key aspects of a curriculum, including materials design, lesson planning and assessment. 

As such, teacher autonomy is closely related to a specific teaching context, particularly how 

much independence or control teachers have in addressing key aspects. Teacher autonomy 

has been conceptualised from two interrelated factors, the professional freedom that is 

dependent on a specific teaching context (Hyslop-Margison & Sears, 2010) and the internal 
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capacity that is built upon the teacher’s knowledge and abilities to seek professional 

development in the specific context, especially a constraining one (Gu, 2014).  

In the Chinese context, higher education is now following a state-supervised model or 

the Confucian model where the central government has an active role in shaping executive 

agendas and educational priorities, which manifests a potential for state interference in 

institutional and individual autonomy (Marginson, 2011). In addition to less transparency in 

governance in China (Bolton & Graddol, 2012), there is a potential difficulty in locating the 

bottom line while making pedagogical innovations to change the status quo, as suggested by 

T11, 

Excerpt 11 

T11: If it is a radical change, I have to think more than twice. You never know what people from the 

top want. Sometimes, good intentions lead to unwanted outcomes. I am happy to play safe cards and I 

am happy with ENL-based teaching.  

Since whether the educational authorities like the radical change resulting from ELF-

informed teaching is unknown, T11 attributes ENL-based teaching as the ‘safe cards’ to play 

in the top-down model. Importantly, I shall reiterate here that, in the top-down model, 

teachers have voices and control of classroom practices but with uncertainty about potential 

consequences that result from power imbalance. In this circumstance, many ELT 

practitioners may act like T11, who prefers to stay within the boundaries of ENL-based 

teaching and lacks confidence to face confrontations.  Agreeing with T11, T9 further 

explained the degree of autonomy he is institutionally allowed over his engagement in 

teaching practice.  

Excerpt 12 

T9: Our school designates a textbook for each course. Usually, teachers in the same course will discuss 

and decide what sections in the textbook we should teach in collaborative lesson preparation. Under 
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this circumstance, teaching ENL-based coursebooks takes the majority of time in classrooms. Teachers 

could supplement some other materials. But the supplemented materials are usually related to the 

content of the textbook. Teachers are very cautious to supplement materials that are not connected to or 

even contradictory to the textbook, which consequently marginalizes ELF.   

 

According to T9, although teachers always have freedom to choose, delete or 

supplement other teaching materials, the employment of designated ENL-based coursebooks 

leaves little space for ELF-informed teaching. That is to say, T9 believed that the lack of 

autonomy in choosing coursebooks impairs ELF-informed pedagogical innovations in 

classroom. As also pointed out by T9, teaching in China features a heavy emphasis on teacher 

collaboration – a traditional context-based activity in which teachers who teach different 

classes of the same course work together to prepare what should be taught (Xu, 2015). One 

foreseeable advantage of such collaboration is that teachers might feel supported by 

colleagues when facing challenges that may otherwise have to be addressed alone. 

Meanwhile, it may hamper teacher’ autonomy in making pedagogical innovations in that in 

initiating a pedagogical change, it is normally hard to reach consensus. Therefore, teachers, 

as suggested by T9, are cautious to introduce ELF-informed teaching that has not been agreed 

upon in the teaching collaboration activity.  

The above two excerpts embody challenges embedded in the Chinese culture of 

teaching. The most important contextual constraint to ELF-informed pedagogical innovation 

lies in culturally rooted assumptions that implementing a new teaching approach runs risk of 

endangering interpersonal relationships with educational authorities as well as colleagues. 

This might make Chinese teachers’ adaptation of new teaching approaches, such as ELF-

informed teaching, a much more demanding challenge (Gu, 2014).  
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6.3.2.5 Discussion and implications  

The interviews with business English teachers have suggested one main conflict and 

three subsidiary conflicts regarding business English teachers’ perceptions towards the 

practicality of ELF-informed teaching in China’s Business English Program. Collectively, the 

four conflicts demonstrate that introducing ELF-informed teaching in the Chinese context 

would be a very complex matter. The main conflict is between the teachers’ awareness of the 

relevance of ELF to the Business English Program and their reluctance in shifting their 

teaching from ENL to ELF-informed. It reveals that the Business English Program is facing a 

frequently mentioned mismatch between what should be taught and what is being taught. 

Although the business English teachers recognized that ELF is more relevant to the Business 

English Program, they still attached great importance to nativeness, standards, NES norms 

and native-speaker Standard English. The finding substantiates that ELT practitioners hold 

strong beliefs about what is ‘correct’ and ‘appropriate’, which is especially true in the 

countries in the Expanding Circle where English teaching is largely norm-dependent 

(Kirkpatrick, 2019).  

The three subsidiary conflicts lay between what teachers are expected to do and what 

they are ready to do. It has been claimed to be the responsibility of teachers to critically 

approach ELF research and to decide whether it is applicable to their own teaching contexts 

(Illés, 2016), whether to actively get involved in developing and adopting ELF-informed 

teaching materials (Galloway, 2018), or whether to design and organize ELF-informed tests 

(Harding & McNamara, 2018). However, the three subsidiary conflicts suggest that within 

the context of the Chinese Business English Program, teachers are not ready to take on these 

responsibilities. They are neither professionally prepared nor contextually supported. 

Subsidiary Conflict 1 suggests that interviewees are not professionally prepared in 

implementing ELF-informed teaching. With all interviewees being trained in the ENL-based 



157 

pre-service training program, they have a strong belief in the exclusive legitimacy of ENL-

based teaching. It confirms that adopting ELF-informed teaching is more complex than 

adopting any kind of new approach to the language classroom since it requires teachers “to 

adopt a profoundly different perspective on language than probably most teachers have been 

accustomed to” (Dewey, 2015, p. 176). Since business English teachers were not trained to 

teach ELF, they have a very limited knowledge of what ELF-informed teaching is and thus 

fail to critically approach ELF and its pedagogical implications. This highlights the 

importance of ELF-aware teacher education.  

Subsidiary Conflict 2 manifests that interviewees are neither contextually supported in 

terms of the prevalence of ENL-based tests and nor are they professionally prepared in terms 

of BELF experiences. Interviewees claimed that nationwide English tests in China are 

normally ENL-based. Given that the results of the tests are crucial to both teachers and 

learners, they have strong backwash effect upon what is being taught in classroom. In other 

words, to align their teaching with ENL-based tests, they have no option but to adopt ENL-

based teaching. It thus substantiates that in test-oriented contexts, such as China, what is 

tested to a larger extent determines what is taught, rather than vice versa (Jenkins, 2006). 

Although some interviewees suggested the introduction of ELF-informed tests at an 

institutional level, the initiative might be impaired by teachers’ lack of ELF experiences in 

the global business world. Remember that in the questionnaire, about 85% report the lack of 

experience in using English as business lingua franca. The unsustainable supply of teachers 

with BELF experience constitutes another key issue in discussing the practicality of ELF-

informed teaching in the Business English Program.  

Subsidiary Conflict 3 suggests that teachers might not be contextually supported due 

to potential top-down interventions in implementing ELF-informed pedagogical innovations. 

Although teachers play an active role in pedagogical innovation (Fullan, 2001), they tend to 
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be passive implementers in a top-down model of education (Hu & McGrath, 2011). This has 

several implications. First, to create a teaching community of support and trust is a crucial 

factor in transforming teachers’ role from passive to active implementer in pedagogical 

innovations in contexts such as China. It is, thus, necessary for an institution to establish 

trustworthiness in the teaching community before introducing ELF-informed pedagogical 

innovations. Second, Chinese teacher training programs, particularly for those which are 

offering training in relation to teaching management and pedagogical innovation, should pay 

attention on how to enable trainees to deal with interpersonal relations with colleagues and 

school administrators in the Chinese culture of teaching. This prepares teachers to recognize 

and understand largely unspoken interests, intentions and values that are all concerned with 

initiating any pedagogical innovation. In addition, knowledge can enhance teachers’ feelings 

of power and also increases their feeling of autonomy (Dierking & Fox, 2013). Therefore, 

apart from knowledge regarding the Chinese culture of teaching, teachers’ knowledge of 

ELF-informed teaching also empowers them to act against constraints. This again highlights 

the importance of ELF-aware teacher education.   

The three subsidiary conflicts have collectively demonstrated four interrelated barriers 

in implementing ELF-informed teaching in China’s Business English Program: 

• English use experience (richness of experience in using English as a lingua franca 

in the global business world); 

• English learning experience (experience in learning how to teach English in an 

ENL-based pre-service teacher training program); 

• the centralized democracy (fear of top-down intervention while making 

pedagogical innovations); 

•  a test-oriented context (a possible mismatch between English for use and English 

for test).  
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The four barriers embody two interrelated factors that affect teachers’ perceptions 

towards the practicality of ELF-informed teaching. The two factors are BELF experience and 

ELF pedagogy. To deal with the barriers, the following courses of action are suggested.  

1. BELF Experience 

1) Cooperation with Multinational Companies 

The first course of action is to establish cooperation with multinational companies 

(MNCs). Chinese institutions have a long tradition of establishing long-term cooperation with 

MNCs so that they can provide intern opportunities for third or fourth year business English 

learners. By doing so, business English learners are expected to get familiar with the global 

business world as well as the use of English in it. The industry-institution collaboration is 

also emphasised in the two Business English Programs, with internships in selected 

collaborative companies being stipulated as a key component in teaching curricula.  

The same kind of initiative could benefit teachers as well given that more ELF 

experience could contribute to deeper understanding of how English works as a lingua franca 

(Wang & Jenkins, 2016). As the number of in-service teachers who have work experience in 

the business world is very limited, teachers should also be included in institution-to-industry 

cooperation. This initiative could naturally raise teachers’ awareness of the role of English as 

a business lingua franca in MNCs and enable them to approach ELF critically.  

Another benefit of institution-to-industry cooperation is that institutions could obtain 

some authentic BELF materials from MNCs. If possible, MNCs could provide BELF 

materials such as internal briefings, meeting minutes, press releases, email correspondence 

and video recordings of negotiations or other commercial activities, thus alleviating teachers’ 

challenges of identifying authentic BELF teaching materials.   

2) Hiring Teachers with Global Business Communication Backgrounds 
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To have more teachers with BELF experience, institutions could also make a change 

in the requirement for hiring new Chinese English teachers. Two groups of people could be 

considered as prospective English teachers in the Business English Program. The first 

comprises graduates majoring in International Corporation Communication or intercultural 

communication in international business schools. They will not have received intensive ENL-

based training and thus will not have deeply rooted beliefs in the Standard English ideology. 

In addition, their knowledge of the global business community area should be suitable to the 

Business English Program. Although few Chinese universities offer International Corporate 

Communication or can be regarded as international universities, the number of graduates in 

the category should more than adequately meet the demand, with a large number of Chinese 

students studying the two majors abroad. To take Australia as an example, in the higher 

education sector, Chinese learners rank first in the top five sources in Australia’s enrolment 

of international universities (AIE, 2019) and many study in business-related programs. 

According to a statistic published in China Daily (March 2019), the number of Chinese 

students returning home after graduation reached 519,400 in 2018, up 8 percent from 2017. 

With an increasing number of students returning to China after graduation abroad, hiring 

qualified graduates majoring in International Corporation Communication or intercultural 

communication in international business schools should not be difficult.  

The other suitable group comprises of graduates from the Business English Program 

who are now working in MNCs and could be invited as guest teachers or speakers. One 

noteworthy issue is that the Business English Programs often do not have much contact with 

their alumni, who are familiar with the teaching and learning context, as well as with the 

global business community. Details about what business graduates do and what kind of 

challenges they encounter in their everyday communication in the workplace can be valuable 

information for the Business English Program to make contacts between what is being taught 
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in the classroom and what is being used in workplace and thus assess the applicability and 

effectiveness of their curricula. It is therefore beneficial for the Business English Program to 

maintain professional contact with their graduates. 

2. ELF Pedagogy

1) Providing ELF-aware Teacher Education

The findings of this study highlight the necessity of ELF-aware teacher education. 

Seemingly, for teachers who have practised ENL-based teaching for a long time and have 

less ELF or BELF experience, their cognitive movement from an awareness of the role of 

English as a lingua franca to an understanding of ELF-informed teaching cannot possibly 

happen without receiving ELF-aware education. Considering the long influence of pre-

service training on teachers’ teaching beliefs (Peacock, 2001), I agree with Dewey (2015) 

that ELF-aware teacher education should begin at the early stage of teachers’ professional 

training.  

Various approaches have been proposed to conduct ELF-aware teacher education. 

Blair (2015) suggested post-native sociolinguistic and ELF positions in teacher education, 

including more focus on sociolinguistic and sociocultural perspectives of the English 

language, more prominence given to the pragmatic analysis of English in use and an explicit 

recognition of linguistic and cultural diversity in educational contexts. Sifakis (2014) 

proposed a transformative perspective that invites teachers to “look inward and attempt to 

understand and change the individual” (p. 326). In a transformative perspective, reading ELF 

research, as well as critical pedagogy lays a foundation to inspire teachers to connect ELF 

with their own teaching knowledge, experience and context. This is the first phase. Then, in 

phase two, with the knowledge built on ELF-informed teaching practices and critical 

pedagogy, teachers should be encouraged to engage in action research that invites them to 

critically “reassess practices in their own specific, situated teaching contexts, and incorporate 
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changes in approach in whatever ways and to whatever extent is most appropriate” (Jenkins 

et al. 2011, p. 306). Lopriore and Vettorel (2018) discussed the evaluation, adaptation and 

design of ELF-informed materials in pre-service teacher education. The authors described 

sample activities and tasks that were developed to guide pre-service teachers to critically 

analyse ELT materials from an ELF perspective and empower them to adapt pre-existing 

ENL-based teaching materials for the purpose of ELF-informed teaching.  

Despite a number of approaches, the difficulty in conducting ELF-aware teacher 

education still lies in the fact that the majority of teacher educators might not know how to 

implement the approach. To address this issue, I think the publication of two kinds of videos, 

the first demonstrating how to conduct ELF-aware education and the second how to provide 

ELF-informed teaching respectively, are necessary. Therefore, teacher educators could have 

practical resources to draw from as well as written descriptions of ongoing ELF-aware 

education programs. If researchers or teacher educators in ongoing ELF-aware education 

programs could generously release some video clips about how they organize ELF-aware 

education programs, teacher educators might more efficiently grasp the gist of ELF-informed 

teaching. Meanwhile, as a number of researchers and practitioners have reported the use of 

ELF resources in classrooms (Kankaanranta et al., 2015), they could post the video 

recordings of these classrooms as well. The videos could provide some reference points about 

how to practise ELF-informed teaching, for other teachers to draw on. Although teachers’ 

beliefs and knowledge of ELF-informed teaching cannot fully contribute to pedagogical 

change, their deep understanding of it could at least enable them to make objective and 

reasonable judgments about whether ELF-informed teaching is relevant to their teaching 

contexts. If the answer is yes, ELF-aware teacher education also could enable them to 

translate ELF-informed teaching into classrooms.  

2) Introducing a task-based ELF-informed test
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The washback of tests to ELT in China has revealed the necessity of introducing an 

ELF-informed test. Similar to the washback of ENL-based tests to current English teaching, a 

test that is based on learners’ communication needs of English as business lingua franca is 

likely to generate ELF-informed washback. Within the context of the Business English 

Program, a task-based approach was suggested by interviewees.  

A task-based approach starts at the needs analysis of the target language use (TLU) 

domain where students are expected to use English, which would help to identify test tasks 

(Newbold, 2015). Specifically, in the Business English Program, the TLU domain is where 

business English learners are supposed to use English to communicate. Since business 

English teachers have reached an agreement on the role of English as business lingua franca, 

the TLU is undoubtedly the global business world.  

In relation to the communicative needs in the global business world, Louhiala-

Salminen and Kankaanranta, (2011, p. 28) proposed Global Communicative Competence 

(GCC), including ‘Multicultural Competence’ (“the knowledge and skills in managing 

communicative situations with representatives of different national, organizational and 

professional cultures”), ‘Competence in BELF” (competence “in the English core, business-

specific genres, and communication strategies focusing on clarity, brevity, directness and 

politeness”) and  ‘Business Knowhow’ (knowledge in overall business goals, norms and 

strategies shared by the business community).   

In line with the three layers of communicative needs, the informed tasks could be any 

activity that informs learners about the dynamic nature of English as business lingua franca, 

exemplifies how English is productively and creatively used to achieve communicative 

success, invites learners to critically approach linguistic and cultural diversity in the context 

and engages them to actively participate. The activities could include, but not be limited to 

small talk, negotiation, press releases and conferences.  
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In this task-based ELF-informed test, a checklist of competencies proposed by 

Harding (2012) can serve as assessment yardsticks. The checklist is comprised of, 

• the ability to tolerate and comprehend different varieties of English 

• the ability to negotiate meaning when ambiguity occurs  

• the ability to use English with intelligibility  

• the ability to employ appropriate pragmatic strategies 

• the ability to accommodate the English language whenever is necessary 

• the ability to notice and repair communicative breakdowns 

6.3.2.6 Conclusion 

Discussions on the practicality of ELF-informed teaching come with radical changes 

in the way we think about the English language and ELT. This kind of change has put ELF 

into controversy and is believed to invite criticism from ‘anti-ELFers’, as Jenkins (2018, p. 

597) argued, 

These ‘anti-ELFers’ divide broadly into two camps, one who dislike the phenomenon of ELF because 

of its threat to Standard English (whatever they mean by this ambiguous term), and the other who 

(mistakenly) see the ELF research paradigm as proposing a new monolithic kind of English: a new 

global standard. The first tend to be ELT professionals and the second to be World Englishes scholars, 

although this is, of necessity, a simplification as there have been published attacks on ELF from those 

of various other ideological persuasions including Marxism, as well as those who simply object to the 

global spread of English in any guise… 

 

Following this argument, the business English teachers seemingly could be 

categorized as the first type of ‘anti-ELFers’. However, this categorization may be 

oversimplified. This study has pointed out that teachers’ preference for native-speaker 

Standard English is not the only reason that they oppose ELF-informed teaching but one of 

consequences of their limited knowledge of ELF and ELF-informed teaching. Therefore, 
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among ELT professionals, those who know nothing about ELF-informed teaching and only 

have Standard English as the option are supposed to be as many as or even more than those 

who know well about ELF-informed teaching but insist on Standard English.  

In addition, putting ideas into practice is a far more complex process. Thus, business 

English teachers, as implementers of the current ELN-informed teaching approach and the 

agents of future ELF-informed pedagogical change, appear overwhelmed with the ‘what’ and 

‘how’ of change. In this circumstance, on the one hand, ELF-aware teacher education is 

necessary to inform them about the values, goals and operationalized frameworks associated 

with ELF-informed pedagogical changes, and on the other hand, knowledge about making 

pedagogical innovations involving a dynamic interaction of a teaching context, a teaching 

culture and teachers’ autonomy should also be incorporated in teacher professional education. 

By doing so, teachers will be empowered with necessary knowledge of what ELF-informed 

teaching changes, and how it can be best accomplished, while realizing that the ‘what of 

change’ and ‘how of change’ constantly reshape each other in the teaching context.  

6.4 Learners’ perceptions towards what should be taught: Decisions made through 

pragmatism  

This section presents business English learners’ perceptions towards what should be 

taught. The findings reported in this section area based on two sources of data: the 

questionnaire delivered to 207 business English learners and the semi-structured interviews 

with 16 of the learners.  
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6.4.1 Questionnaire data 

Table 6.13 Learners’ perceptions towards ELF 

Rank 

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q1 73.91 22.71 2.90 0.48 0 1.30 0.55 

Q2 84.54 14.98 0.48 0 0 1.16 0.38 

Q3 60.87 10.14 10.14 7.73 11.11 1.98 0.89 

Q4 55.56 23.19 18.36 2.42 0.48 1.69 0.89 

Q5 0 0 1.93 33.82 64.25 4.62 0.52 

Q6 0 0.97 19.32 24.15 55.56 4.34 0.82 

Q7 18.38 55.07 22.22 3.86 0.48 2.13 0.77 

Q8 34.78 54.59 8.70 0.48 1.45 1.79 0.74 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q1, ‘In 

business settings, English is now the main communication tool among speakers with different first languages’; 

Q2, ‘In business English settings, intelligibility with accent is acceptable for oral English’; Q3, ‘In business 

settings, English with Chinese accent can be understood by both native English speakers and non-native English 

speakers’; Q4, ‘In business settings, Chinese business people communicate more frequently with non-native 

English speakers than with native English speakers’; Q5, ‘I have rich experience in using English in the global 

business community’; Q6, ‘My English is native-like English’; Q7, ‘My English is China English’; Q8, ‘Even if 

I can speak native-like English, I still want to be identified as a Chinese’. 

Table 6.13 presents details of learners’ perceptions towards the role of English in the 

business world. As evidenced in the table, 96.62% said that English is now the main 

communicative tool among speakers with different linguacultural backgrounds (Q1). 

Likewise, learners who agree that intelligibility with accent is acceptable for oral English 

reached 99.5% (Q2). However, the agreement rate decreased 70% when it came to the 

intelligibility of English with a Chinese accent (Q3). Approximately 78% believed that 

Chinese businesspeople communicate more frequently with NNESs than with NESs while 

about 18% remained ‘no opinion’ (Q4). This noticeably high figure of ‘no opinion’ could 

possibly be explained by learners’ lack of experience in using English in the business world – 

over 98% (Q5).  In addition, about 80% reported that they could not use English like NESs 

(Q6) while over 70% thought their English is China English (Q7). By a wide 89.37-1.93 

margin, learners preferred to be identified as Chinese even if they can speak native-like 

English (Q8).  
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Table 6.14 Learners’ perceptions towards linguistic and cultural diversity 

Rank 

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q9 60.37 32.37 7.76 0.48 0 1.47 0.65 

Q10 76.81 19.32 3.86 0 0 1.27 0.53 

Q11 36.71 45.41 5.31 8.21 4.35 1.98 1.07 

Q12 10.63 27.05 44.44 14.01 3.86 2.73 0.96 

Q13 66.18 23.67 9.66 0.48 0 1.44 0.69 

Q14 13.53 39.61 28.02 18.84 0 2.52 0.95 

Q15 14.01 41.06 28.99 15.94 0 2.47 0.92 

Q16 21.26 17.87 14.01 20.2 26.57 3.13 1.51 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q9, 

‘Being able to accommodate the language when communicating with different English speakers is important’; 

Q10, ‘Being able to negotiate meanings when communication breakdowns happen is important’; Q11, ‘Being 

able to speak authentic British or American English is important’; Q12, ‘English is ad hoc in nature in 

communication’; Q13, ‘Having high acceptance to cultural differences is important’; Q14, ‘Having high 

acceptance to non-standard use of English is important’; Q15, ‘I try to avoid non-standard use of English in 

communication’; Q16, ‘I am encouraged to learn American or British English by my teacher’. 

Table 6.14 demonstrates learners’ perceptions towards linguistic and cultural diversity 

in the use of English. As can been seen in the table, learners showed a high level of 

agreement regarding the importance of being able to accommodate language (Q9) and 

negotiate meanings (Q10). Despite this, above 80% recognized the importance of being able 

to speak authentic British or American English, indicating a belief in native-speaker Standard 

English (Q11).  Although the vast majority (over 87%) expressed support for having high 

acceptance towards cultural diversity ((Q13), fewer (about 50%) showed high acceptance 

towards non-Standard use of English (Q14). Similarly, about 50% said that they try to avoid 

non-standard use of English in communication (Q15). The preference for native-speaker 

Standard English might result from learners’ uncertainty about the ad hoc nature of English in 

communication, hitting over 44% (Q12) or from teachers’ encouragement to learn British or 

American English, reaching about 38% (Q16). 



168 

 

Table 6.15 Learners’ perceptions towards ‘English’ and ‘culture’ in teaching materials 

 Rank   

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q17 82.12 13.04 4.83 0 0 1.23 0.52 

Q18 0.48 6.76 22.70 24.63 45.41 4.08 0.99 

Q19 0.96 7.72 19.80 27.53 43.96 4.06 1.02 

Q20 7.71 13.52 23.18 24.63 30.91 3.57 1.27 

Q21 0 0 9.66 28.98 61.53 4.52 0.67 

Q22 4.83 12.56 25.60 26.08 30.91 3.66 1.18 

Q23 66.18 23.18 10.14 0.48 0 1.45 0.69 

Q24 3.38 13.04 24.63 33.81 25.12 3.64 1.10 

Q25 1.44 11.11 25.60 29.46 32.36 3.80 1.06 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q17, 

‘British and American English are the major varieties of English in our coursebooks’; Q18, ‘China English has 

been incorporated into our coursebooks’; Q19, ‘Other varieties of nativized English exist in our coursebooks’; 

Q20, ‘Cases and examples in our coursebooks include people with different mother tongues using English in 

business English settings’; Q21, ‘Cases and examples in our coursebooks include linguistic features different 

from British and American English being employed in business English settings’; Q22, ‘Cases and examples in 

our coursebooks include how to cope with communication breakdowns in business settings’; Q23, ‘Our 

coursebooks well reflect cultures of native English speaking countries’; Q24, ‘Our coursebooks well reflect 

Chinese culture’; Q25, ‘Our coursebooks well reflect cultures of other non-native English-speaking countries’.  

 

As shown in Table 6.15, more than 95% of learners either strongly agreed or agreed 

that British and American were the major varieties of English in their learning materials 

(Q17) while fewer than 10% thought that China English (Q18) or other varieties of English 

(Q19) had been incorporated in the materials. This suggests that most respondents believe 

their learning materials are ENL-based. Besides, only around 20% believed that their learning 

materials include cases and examples where businesspeople with different mother tongues 

use English, while over 55% expressed the opposite idea (Q20). In addition, respondents’ 

perceptions towards the existence of linguistic features other than British and American 

English were convergent, with over 90% choosing ‘disagree’ or ‘strongly disagree’ (Q21). 

Also, fewer than 20% thought that their learning materials exemplify how to cope with 

communication breakdowns, while over half held the opposite opinion (Q22).  

Regarding cultural diversity, the vast majority believed that the materials strongly 

reflected cultures of native English-speaking countries (Q23). The figure decreased to around 

16% and 12% when it came to Chinese culture (Q24) and cultures of other non-native 

English-speaking countries respectively (Q25). The figures suggest that the cultures of Inner 
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Circle countries dominate the materials (supporting Lee, 2009; Matsuda, 2002) while Chinese 

culture and cultures of other non-native speaking countries are marginalized (supporting Liu 

& Fang, 2017). The questionnaire results illustrated in the table suggest that, in learners’ 

perceptions, there is no significant move to include linguistic and cultural diversity. In 

general, learners viewed the materials as ENL-based with rare references to ELF.  

Figure 6.6 demonstrates learners’ perceptions towards ideal English teachers. The 

options that learners could choose from were native English speaker teachers (NESTs), 

Chinese English teachers, non-native English speaker teachers (NNESTs) who are not 

Chinese or some combination of these.  

 

 

Figure 6.6 Learners’ perceptions towards ideal teachers  

 

As can be seen from the figure, the majority believed that English should be taught by 

both NESTs and NNESTs (Chinese), supporting the belief that a combination of both 

Chinese English teachers and NESTs is preferable in the Chinese context (Jin, 2005). The 

reason behind learners’ support for this combination are that learners can benefit from the 
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strengths of both types of teachers (He & Miller, 2011). According to Sung (2014), learners 

believe that the strength of NESTs lies in their ability to create a casual learning environment, 

their familiarity with cultures of native English-speaking countries and more importantly, the 

‘nativeness’ of their English.  This explains why 38 learners thought English should be taught 

completely by NESTs. The importance attached to the ‘nativeness’ of non-Chinese English 

teachers’ English also explains why none believed that English should be taught completely 

by NNESTs (non-Chinese) or by a combination of Chinese English teachers and NNESTs 

(non-Chinese) although 23 learners thought that business English should be taught by NESTs 

and NNESTs (non-Chinese). Compared to NESTs, Chinese English teachers are more 

familiar with the educational and cultural role expected of the teacher and the learner in the 

Chinese context and more importantly, they share the same first language with learners and 

are thus able to predict learners’ difficulties in English learning and use and make 

pedagogical choices accordingly (Kirkpatrick, 2002). Possibly for these reasons, 22 learners 

considered that English should be taught exclusively by Chinese English teachers.  

6.4.2 The interview data 

Interviews with business English learners were framed in relation to their concerns 

over the goals of English learning and indicate what learners want to be able to do and who 

they want to become through English language learning. Collectively, the four concerns, 

namely, the communicative effectives of ‘my’ English, the social value of ‘my’ English, the 

applicability of ‘my’ English and my culture and cultural diversity manifest learners’ 

interpretation of the power and authenticity of Englishes and the construction of their 

professional identity.  
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6.4.2.1 The communicative effectiveness of ‘my’ English 

In interviews, all business English learners claimed to take communicative 

effectiveness as the priority of English learning, as stated by S2 and S14: 

Excerpt 1 

S2: English is a communication tool and thus, communitive effectiveness is important. Um, my English 

can be understood by others and I can understand their English. That’s it. That is my goal of English 

learning.  

 

Excerpt 2 

S14: What I want more than anything is to achieve communicative effectiveness in communication, 

you know, with mutual intelligibility.  

 

To achieve communicative effectiveness, business English learners believed that 

native-speaker Standard English is necessary in that it is most intelligible. For instance,  

Excerpt 3 

S1: I do not like the Chinese accent at all. In communications, the more standard your English is, the 

easier that your English is understood. 

R: Do you think that American English and British English have the highest intelligibility? 

S1: Yes, absolutely. British and American English have the highest intelligibility on every occasion. 

Non-native varieties of English, such as Indian English, make me feel uncomfortable. It is hard to 

understand it. However, it is much easier to understand American English or British English due to 

their high intelligibility. Personally, I prefer the American accent than the British accent as the British 

accent is too flat.  

S2: Um, I think so. There are some problems about my accent. Since we are learning Standard English, 

we are familiar with it and are thus able to understand it. I like American English and I am working 

hard to sound like an American person. 
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In this excerpt, interviewees state that native-speaker Standard English is the most 

intelligible and non-native linguistic features impede intelligibility in communication. They 

regarded NESs as providers of the most intelligible English and expressed negative attitudes 

towards non-native accents and also non-native varieties of Englishes, including China 

English. Meanwhile, they perceived American English as a prestige variety of English and 

took its speakers as learning models. Despite convincing arguments on the creative use of 

English (Cogo & Dewey, 2012; Li, 2016; Pitzl, 2018), this study, as well as many others, 

have consistently reported bias against the intelligibility of ‘non-native’ varieties of English 

(Chan, 2018; He & Zhang, 2010; Jenkins, 2007; Mckenzie, 2008).  

Two emerging factors that lead to the bias are that there are few ELF contacts in the 

classroom and few ELF contacts outside the classroom. The first factor emerged in the 

dominance of native-speaker Standard English in ELT, as revealed in the coursebook analysis 

and classroom observations. Since intelligibility is largely a matter of people’s understanding 

of what is or is not intelligible, the dominance of native-speaker Standard English in ELT 

serves as a mechanism to develop and reinforce learners’ belief in the intelligibility of native-

speaker Standard English and also affects their understanding of the intelligibility of ‘non-

native’ English. The limited exposure to ELF contacts in the classroom was described in the 

following excerpt.  

Excerpt 4  

 R: Do cases and examples in the learning materials include people with different mother tongues using 

English to communicate? 

S4: Well, only a few in listening courses. Our teacher once presented us with a video of people with 

different first languages using English to communicate. We thought their accents were funny and 

laughed. We did not consider and take the scenario seriously. We should have thought that there are 

many different varieties of English and English is a not always the same as we have learned in 

classrooms.  
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S5: Um, I want to know how people with different mother tongues use English to communicate but I 

do not know how I can make it.  

S3: yes, if our school does not offer the related knowledge, it is hard for us to get informed.  

In this excerpt, S4 recalled a scenario where ELF-informed listening materials were 

employed in a listening lecture. However, as S4 suggested, the ELF-informed listening 

materials were used and received for entertainment purposes. S5 and S3 continued the 

dialogue by raising their concerns about a lack of other linguistic and para-linguistic ELF-

informed knowledge in addition to ‘accents’.  

The second factor, ‘few ELF contacts outside the classroom’, echoes with learners’ 

lack of experience in using English as a lingua franca reported in the questionnaire survey. 

Importantly, learners’ few contacts with ELF outside the classroom are not in conflict with 

the undisputable role of English as a lingua franca outside the classroom. Although China 

was argued to be the key context determining the future of English as a global language 

(Graddol, 2006) and English has been learned by an increasing number of Chinese English 

learners, to use English in the business world rarely happens to pre-service business English 

learners, as voiced by S9: 

Excerpt 5 

S9: There are few occasions where we have opportunities to use English in the business world, maybe, 

once every year or in two years. For instance, to volunteer for an international business event held by 

the local government, we have gone through rounds of eliminations.  

S9’s delight of standing out as a volunteer vanished soon after stressing out in this 

volunteering event. He recalled, 

Excerpt 6 

S9: I worked as an assistant in an informal business meeting with speakers who speak differently from 
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what I have learnt in classroom. I hardly understood them and felt embarrassed and stressful. I know 

my English is not native enough. So does their English. That’s why we cannot communicate 

effectively. 

 

S9 attributed the communicative ineffectiveness to the non-nativeness of both his 

English and that of other non-native English speakers. This lack of ELF contact outside the 

classroom, in turn, affects learners’ use of business case studies in the classroom. 

Interviewees pointed out that, with limited knowledge of how English is used in the business 

world, they are connecting imaginary links between the business English classroom and the 

business English world. For instance,  

Excerpt 7 

S5: In every chapter in our business English textbook, there are group work and case studies to 

simulate the business contexts…I think in a real business context, the accuracy of grammar is very 

important… We just imagined what they should look like. For instance, we do not how businesspeople 

from a specific country use English to communicate in a business meeting. We do not have references.  

 

In this excerpt, S5 expressed difficulty in conducting group work and case studies due 

to the lack of references to how English really works as a lingua franca in the business world. 

According to S5, the rare references to ELF not only impeded interviewees’ effective use of 

the activities but enhanced their belief in the importance of grammatical accuracy in ELF 

settings.  

6.4.2.2 The values of ‘my’ English  

As suggested in the following two excerpts, interviewees believed that speaking 

native-like English is a way to express their identities as better English learners and speakers 

than non-English majors.  
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Excerpt 8 

S15: I think accent does not necessarily influence communication. However, we are English majors. It 

is better to speak like native speakers… Our English has to be better than non-English majors to prove 

our identity as English majors.   

 

Excerpt 9 

S7: I think as our English should be better than non-English majors. We should let people feel that we 

English majors by standardizing and polishing our English. By doing so, it would be easier for us to 

find jobs.  

 

In these excerpts, S15 intended to ‘speak like native speakers’ to prove her identity 

and S7 mentioned ‘standardizing and polishing’ his English to indicate that he is an English 

major. Since the time English became a compulsory subject from primary school (Hu, 2008), 

a Chinese student has learnt English for at least nine years before he/she enters the higher 

education system (Wen, 2012). As a consequence, China has a large number of English 

learners, the majority of whom are non-English majors. To compete with these non-English 

majors, interviewees, as English majors, were more likely to aspire to NS norms. In the above 

two excerpts, acquiring native-like English was believed necessary to secure their identity as 

English majors. 

Interestingly, it is the global spread of English that has provided the catalyst for 

studies of ELF, which have problematized the prestigious status of ENL in ELT (Jenkins, 

2012; Kirkpatrick, 2006; Ortega, 2014). It is also the global spread of English that has 

contributed to the unprecedented status of English in China (Gil & Adamson, 2011). This has 

raised the ‘standards’ bar of being English majors and consequently reinforced the prestigious 

status of ENL among English majors.   

Meanwhile, by associating ENL with better employment, the excerpt from S7 
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supports ENL “as the socially preferred English” (Wang, 2013, p. 270-271). It seems that 

how a local context values different variety of English, and how it evaluates the performance 

of English learners and English majors influences learners’ attitudes towards what they 

should learn in the classroom and what should be included in their learning materials.  

The other factor associated with the issue of identity is the national pride or 

embarrassment of being Chinese English learners. In the following excerpt, S4, supported by 

S3, expressed support of teaching other varieties of English including China English, but not 

before learners had learnt American English or British English well.  

Excerpt 10 

S4: Given that we have not acquired British English or American English well, it is not the time for 

China English to be included in learning materials.  

S3: Um, I think we need to learn American English or British English first to build a solid foundation 

although I have a high acceptance to China English or other non-native varieties of English.    

Interviewees’ statements resonate with Wen’s (2012) argument about the choice of 

linguistic variety in reference to learners’ proficiency. Wen (2012) stipulated that native 

varieties, non-native varieties and the local variety of English should be offered to learners 

sequentially in relation to their English proficiency. By doing so, learners will be able to 

comprehend the common core, native varieties of English before they are able to use 

nativized features. To incorporate nativized features of China English into learning materials, 

He and Li (2009) underscored the importance of research that codifies salient linguistic 

features of China English. Ma and Xu (2018) argued that the progressive codification of the 

linguistic features of China English has proved that China English is developing to become a 

dynamic nativized variety of English. However, considering the complexity of pedagogical 

choices in countries in the Expanding Circle, the inclusion of China English into learning 
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materials needs more than linguistic codifications. As Kirkpatrick (2006, p.71) argued, the 

pedagogical choices are based on “political and ideological grounds” as well as linguistic 

considerations. 

One sociopolitical aspect, suggested by S3 in the following excerpt, is the power and 

influence of China. The interviewee emphasized that whether China English should be taught 

depends on the status of China English, which is determined by China’s economic 

advancement.  

Excerpt 11 

S3: I think whether China English should be included depends on the economic development of China. 

We have so many people learning English. I think, if China becomes stronger and stronger, China 

English would be widely accepted. The reason why English is used as a lingua franca is that America is 

a superpower country. If China is more influential, Chinese would be used as lingua franca, not just 

China English.  

 

Despite envisaging a promising prospect of China English with the growing influence 

of China, this excerpt points to the inequalities of different varieties of English. Although in 

the academic literature of WE, researchers have been fighting for equality among different 

varieties of English (Kirkpatrick, 2010), bias seems unavoidable in the sociocultural 

landscape. Park and Wee (2009) approached the bias and inequalities with the notion of the 

linguistic market. They contended that in the linguistic market, different varieties of English 

are attributed hierarchical values with ‘Inner Circle’ varieties having the highest values, 

followed by ‘Outer Circle’ and ‘Expanding Circle’ varieties. This argument is echoed in this 

excerpt with the interviewee attributing American English, a representative of ‘’Inner Circle’ 

varieties of English higher value than China English, a representative of ‘Expanding Circle’ 

varieties. It seems that the learners’ understanding of inequalities among Englishes reinforces 

their belief in ENL and ENL-based teaching.  
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6.4.2.3 The applicability of ‘my’ English  

Another important theme that emerged in interviews was learners’ concerns over the 

applicability of the English. Their concerns were two-fold, namely whether they would be 

able to graduate and whether they would be able to transfer what they have learnt to the 

professional world.  

The first concern is related to the relationship between the performance in nationwide 

tests and the conferral of a bachelor’s degree. Although neither programs stipulates what kind 

of English that learners should command before a bachelor’s degree is conferred, the 

conferral might be influenced by their performance in the Test for English Majors. Therefore, 

learners believed that what is being taught in the classroom should accord with what is being 

tested in TEM, as evidenced in the following excerpt, 

Excerpt 12 

S10: There is a fear among us that we will not be conferred a bachelor’s degree if we are not awarded 

the TEM4 certificate. The teacher tells us it is a new institutional policy. Although not being 

implemented yet, it motivates us to learn for the test.  

 

TEM consists of two levels: TEM-4 administered at the end of the second year, and 

TEM-8 at the end of the fourth year in their undergraduate program. In TEM 4 and TEM8, 

test takers achieving 60 or above out of 100 receive a certificate on which their level of 

performance is reported, including ‘excellent’ (80 or above), ‘good’ (between 70 and 79) and 

‘pass’ (between 60 and 69).  

According to Jin and Fan (2011), some institutions, contrary to test developers’ 

intentions, have already adopted the TEM 4 certificate as the mandatory criterion for the 

conferral of a bachelor’s degree. Although the policy has not yet been implemented in the two 

Business English Programs, S10 worried that unsatisfactory performance in TEM could put 
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the conferral of his degree at risk if the policy were implemented in the future. 

Table 6.16 TEM4: What is being tested 

Task Input % Time (min.) 

Writing:  Composition A topic, chart or graph 15 35 

Writing:  Note-taking Written prompts 10 10 

Listening: Dictation A text of about 150 words 15 15 

Listening: 30 MCQs Statements, conversations and news 15 20 

Cloze: 20 MCQs A text of about 250 words 10 15 

Grammar & Vocabulary: 30 MCQs 30 sentences 15 15 

Reading: 15 MCQs 4-5 texts about 1800 words 25 25 

Table 6.17 TEM8: What is being tested 

Task Input % Time 

(min.) 

Listening: gap-filling Mini-lecture 10 10 

Listening: 10 MCQs Conversations and news 10 25 

Reading: 

14 MCQs and 8 short answers 

4-5 texts of about 3000 words 30 40 

Proofreading 

Error identification and correction 

A text of about 250 words 10 25 

Translation: Chinese to English A text of about 150 Chinese words 10 30 

Translation: English to Chinese A text of about 150 English words 10 30 

Writing: A text of 400 words A topic and prompts 20 45 

TEM is a norm-dependent test with an overwhelming emphasis on correctness and 

accuracy. Its dependence on the norms and cultures of NESs can been seen from the content 

and format of TEM listed in the following two tables, adapted from Xu and Liu (2018). As 

evidenced in Table 6.16 and 6.17, objective items of multiple-choice questions (MCQs) that 

are marked against one correct answer by machines take up 60% in TEM4 and 40% in 

TEM8. Also, learners’ knowledge of grammar and vocabulary that are evaluated against 

native-speaker Standard English are highlighted in both tests, despite being different formats, 

MCQs in TEM4 and proof-reading in TEM8. The emphasis on correctness and accuracy is 

also reflected in the marking criteria of subjective tasks. For dictation in TEM4 and mini-

lecture in TEM 8, zero point five or one score will be deducted if test takers misuse a 

punctuation or misspell a word. Moreover, correctness of language use takes up 50% in 
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marking writing plus 50% for arguments and 40% in marking translation in addition to 60% 

for faithfulness.  

S3’s frustration reflects a tension between her English learning practice and her 

unfamiliarity with the business know-how in the global business world. The tension caused 

her uncertainty about the transferability of what she was currently learning. In the same vein, 

S7 expressed a sense of inadequacy due to the difficulty of processing business genres. 

Similarly, S11 worried that the unsatisfactory synthesis of English and business would lead to 

unsuccessful performance. The interviewees’ uncertainty echoes with a dilemma that the 

Business English Program is facing. With an unstainable supply of teachers that are able to 

offer EMI business courses, the teaching of business and that of English are conducted 

separately. As a consequence, learners are learning business and English rather than business 

English. In addition to their unfamiliarity with the business world, their concerns over 

transferability have been reinforced.  

Bhatia and Bremner (2012) argued that the gap between classroom activities and 

business practices has been widening in that “business and corporate practices, and the 

culture within which such practices are embedded, are undergoing rapid and dynamic 

changes” (p. 436). The widely discussed changes in the literature include the increase of 

intercultural and transcultural communication (Baker, 2018), the use of English as a business 

lingua franca (Louhiala-Salminen & Kankaanranta, 2011), the explosion of multimedia 

discourse (Du-Babcock, 2006) and the need to do more in less time (Gimenez, 2013). These 

changes have increased the difficulty of learners’ transition to the professional world.  

To address the changes, many have suggested the use of case study (e.g. Esteban & 

Canado, 2004). Although it is a very popular choice for many business English practitioners, 

business English learners in this study questioned its efficacy in exemplifying the authentic 

use of English as business lingua franca. This requires a revisiting of case study materials in 
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relation to the issue of authenticity. Another frequently mentioned suggestion was 

establishing collaboration with the business community in order to understand how and why 

professionals communicate in the way they do. For instance, Zhang (2013) invited 

international business professionals to review business English learners’ writing, to assess 

their genre knowledge, to understand their writing competence of business English learners 

and the level they are expected to achieve.  

It seems that the two suggestions should be implemented concurrently. The case study 

bridges the gap between classroom and workplace and enriches learners’ knowledge of the 

business community while the collaboration informs learners about what is needed in the 

business community and facilitates the learning of case study in the classroom. Therefore, to 

address transferability, the two suggestions need to be considered simultaneously.  

6.4.2.4 My culture and cultural diversity 

Interviewees unanimously agreed that cultural diversity was important. In the 

following excerpt, the interviewee emphasized the importance of Chinese culture, which she 

felt takes up a much smaller proportion than American and British cultures.  

Excerpt 18 

S1: Our textbooks mainly represent American and British cultures. I think knowledge about Chinese 

culture is too limited. Chinese culture should enrich the textbooks. There is nothing about Chinese 

culture in the last two textbooks that I have studied. Chinese culture is very important, especially at the 

time when China is actively involved in globalization.  

The lack of Chinese culture in the classroom may be the result of so-called ‘Chinese 

Culture Aphasia’ (中国文化失语症) (Wen, 2016). The phrase refers to Chinese English 

users’ failure to properly explain Chinese cultural concepts in English in intercultural 

communication (Xue & He, 2010). As early as the beginning of this century, Cong (2000) 
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declared that, with the dominance of American and British cultures, Chinese culture was 

generally absent in ELT materials. This situation seems not to have changed, even though the 

need for the promotion of Chinese culture and learners’ intercultural competence have been 

frequently mentioned in the last two decades (Hu & Mckay, 2012). 

Moreover, interviewees highlighted the necessity to connect foreign cultures to 

Chinese culture.    

Excerpt 19 

S5: culture learning is as important as language learning. It would be more interesting to include 

different cultures. 

Excerpt 20 

S3: yeah, for example, the first unit in our textbook is about the life of freshmen in universities in 

America. We were once freshmen. But it does not inform us how they get enrolled in a university and 

what the differences between them and us are…I am still confused. We learned a story and then the 

lecture finished.  

Excerpt 21 

S4: Um, articles in the textbook used in our Comprehensive English are all written by foreigners, who 

barely know what we are thinking about.  

In the above excerpt, S5 accentuated the importance of cultural learning and 

suggested the inclusion of cultural diversity. Her suggestion was supported by S3, who 

identified the failure to highlight differences between American culture and Chinese culture. 

S4 attributed the failure to the exclusiveness of literature written by non-Chinese writers. 

What is emphasized here is similar to the concept of interculturality that refers to “learners’ 

ability to reflect on their own culture by comparing it with other cultures” (Mckay, 2002, p. 
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82). 

Interestingly, despite interviewees’ aspiration for ENL, they dissociated the English 

language from its Anglo-American cultural roots. This manifests a straightforward clash 

between a linguistic attachment to ENL and a cultural detachment from the traditional native-

English speaking countries. It suggests the possibility and practicality of enriching cultural 

content in learning materials which represent cultural diversity and could in turn enhance 

learners’ understanding about linguistic diversity.  

6.4.3 Discussion and implications 

The questionnaire and interview data triangulate the popularity of ENL-based 

teaching remains and further confirm no significant change in the incorporation of ELF-

informed teaching. The data suggest two important aspects behind learners’ perceptions 

towards ENL and ELF-informed materials, i.e. the power and the authenticity the ‘English’ 

represents.  It also uncovers how learners’ concerns over what and how ‘English’ and 

‘culture’ are being taught affect the construction of professional identity.  

6.4.3.1 English, power and authenticity 

Business English learners attributed the power of a particular variety of English to the 

power of the nation that speaks this variety of English. As American English, a representative 

of ENL, was regarded as powerful as America, they expressed their particular preference for 

American English and ENL. As Bolton (2018, p.10) commented, “the power of the US 

variety of English continues to parallel the continuing economic, cultural, military and 

political power of the United States in many other spheres worldwide.” The power of ENL 

manifests in its social preference in the Chinese context where it is expected that English 

majors would acquire better English than non-English majors. This explains why business 

English learners defined acquiring ‘better English’ as acquiring native-like English, as they 
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felt that this would empower them to compete successfully against non-English majors in the 

job market. The power of ENL was also used by interviewees to measure the status of 

emerging varieties of English and thus to determine whether they should be taught in 

classroom.  

Despite interviewees’ aspiration for ENL and preference for ENL-based, this study 

among other recent studies has suggested a promising prospect of incorporating China 

English into ELT (He, 2017). A positive attitude can be seen through interviewees’ 

suggestions to incorporate China English at the advanced level. However, this positive 

attitude is not due to the interviewees’ awareness of the equality among different varieties of 

English. It is due to interviewees’ perception that the power of China English is increasing 

with the growing influence of China. In other words, they thought that China English should 

not be incorporated into learning materials until they have learnt ENL well and/or until China 

English is as powerful as ENL.  

It is interesting to note that interviewees defined both English majors’ English and 

China English in relational terms: how English majors’ English stands in contrast with that of 

non-English majors’ and how China English stands in contrast with ENL. The two relational 

terms suggest the prestige status of ENL and also bias towards other varieties of English. 

Their perceptions towards imbalanced power among different varieties of English embody 

the “language ideology that constitutes and reflects the biases people have toward linguistic 

varieties and speakers’ race/ethnicity, which was argued to be an obstacle in a pluricentric 

approach of English teaching (Kubota, 2018, p. 97).  

The other noteworthy aspect is the issue of authenticity. The lack of ELF contacts in 

and outside the classroom has made learners equate ENL with authenticity. Research on ELF 

has complicated the issue of authenticity and brought new perspectives to the ‘authenticity’ 

debate (Mishan, 2005). Although the ‘authenticity’ of English is a shared concern of both 
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EFL and ELF researchers, they interpret it differently. In SLA/EFL, the term ‘authenticity’ is 

often employed to refer to ENL, its speakers and cultures. Thus, authentic materials are ENL-

based materials (Lowe & Pinner, 2016), as also suggested by some interviewees in this study. 

However, ELF researchers argued that authentic materials should be defined in reference to 

the use of language in bi/multilingual situations where English is used differently from 

standardized ENL but is able to achieve communicative success (Galloway, 2018). As Pinner 

(2016) noted, it is problematic to equate ENL with authenticity, and the traditional way of 

“mak[ing] specific reference to English native speakers as a measure for sociopragmatic 

communicative competence” should be revisited (p. 88). In teaching business English, 

‘authenticity’ has another layer of meaning. To narrow the gap between the classroom and the 

workplace, what is being taught in the classroom should not only inform learners with the 

authentic use of English as business lingua franca, but also enable them to become familiar 

with the authentic business genre and the sociocultural structures that the English language is 

embedded in.  

6.4.3.2 Concerns over the construction of professional identity  

The findings also contribute to the understanding of the construction of professional 

identity in business English learning. Language learning is a process of identity construction, 

as stated by Wenger (1998), 

Because learning transforms who we are and what we can do, it is an experience of identity. It is not 

just an accumulation of skills and information, but a process of becoming – to become a certain person 

or, conversely, to avoid becoming a certain person. (p. 215) 

 

For business English learners, learning the English language goes beyond knowing 

the English itself and involves goals to participate in English-mediated business practices and 

enhance their identity as business English professionals (Zhang, 2017). In this study, the 
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construction of professional identity has been described in terms of three constitutive factors, 

namely the national pride/embarrassment of being Chinese English learners/users, being 

English majors and having business know-how, as displayed in Figure 6.7. The three factors 

affect learners’ negotiations of their professional identities as well as investment in classroom 

and community practices.  

Figure 6.7 Business English learners’ concerns over the construction of professional identity 

In their process of learning, business English learners developed a sense of belonging 

as Chinese English learners, that enabled them to conceptualize the advantages/disadvantages 

of the belonging and articulate a vision for the future of English in the Chinese context – 

whether it is legitimately different from native varieties of English, mistakenly different from 

them, or entirely independent on them, considering, for example, the comment made by made 

S3 in the following excerpt, 

Excerpt 11 

S3: I think whether China English should be included depends on the economic development of China. 

We have so many people learning English. I think, if China becomes stronger and stronger, China 

English would be widely accepted. The reason why English is used as a lingua franca is that America is 
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a superpower country. If China is more influential, Chinese would be used as lingua franca, not just 

China English.  

 

The rising global status of China is improving the recognition of Chinese English 

learners/users and then will enhance national pride in being Chinese English learners. In this 

vein, learners are likely to recognize Chinese business English users as legitimate role 

models. Conversely, it is reasonable to argue that, if learners feel embarrassed by being 

identified as Chinese English learners and users, they might invest more in learning ENL  

At the same time, business English learners expressed a strong sense of being English 

majors, which has been enhanced in China’s national embrace of English. In general, being 

able to achieve communicative effectiveness is considered of great importance. However, 

learners’ lack of ELF contact in classroom and community practices leaves them with a false 

impression that ENL is a guarantee for communicative effectiveness in the global business 

community. In addition to the social value associated with ENL and ENL-based tests, many 

business English learners believe that ENL and ENL-based teaching is necessary to shape 

their identity of being English majors.  

Also, for business English learners, English is not only associated with cultures of 

native English-speaking countries and Chinese culture, but also an imagined community of 

‘global business’. This imagined community is shaped by learners’ experience in those 

practices which in turn affect learners’ investment in those practices. Specifically, due to the 

separate teaching of business and English, learners feel uncertain about synthesizing business 

knowledge and skills with English knowledge skills. The uncertainty is reinforced by their 

lack of contact with the global business world and leads to confusion about the meaning of 

business know-how. This study thus argues that learners’ investment in classroom and 
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community practices are complementary in shaping learners’ perceptions towards ENL, 

ENL-based teaching and ELF and ELF-informed teaching.  

6.4.4 Conclusion 

The above findings lend support to other studies of business English learners towards 

what should be taught in the classroom and add to the literature with important implications 

for Business English teaching. The business English voices provide valuable insights into 

their expectations towards business English learning, pointing to some key issues related to 

the practicality of ELF-informed teaching in the Business English Program. The issues are,  

• a test-oriented context (a possible mismatch between English for use and English 

for test); 

• English using experience (richness of experience in using English as business 

lingua franca); 

• the global status of China (the national pride or embarrassment of being identified 

as a Chinese English speaker/learner); 

• the social value of English (concerns towards ENL as socially preferred English); 

• the identity (fear of losing identity of being Chinese business English majors).  

6.5 What is being taught in the Business English Program - Answers to RQ1 

The chapter has contributed insights that are directly relevant to current teaching 

practices in the Business English Program and how business English teachers and learners 

perceive the practices. Based on the insights, findings in relation to RQ1 unfold as follows. 

By employing four self-designed analytic categories, namely language ownership, 

language exposure, language activity and cultural representation, this study found that the 

five coursebooks incorporate an over orientation towards NESs, the inaccurate portrayal of 

NNESs and only rare reference to Chinese business English users, which fails to demonstrate 
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the underpinning of ELF-informed materials, i.e. English as a language owned and developed 

by all English users. Meanwhile, language exposure, both written and oral, is grounded in 

native-speaker Standard English. The dominance of native-speaker Standard English leads to 

the incorporation of a large number of accuracy-oriented activities, in which learners’ 

performance is evaluated against NESs use of English. Also, around half of communication-

oriented activities are situated in a simulated business context and over a half are contextually 

ELF-informed but none provides ELF exposure nor demonstrates how English functions as a 

business lingua franca. In relation to cultural diversity, the number of NESC representations 

and that of NNESC representations are quite similar, reflecting the reality of the business 

world. Nevertheless, there are fewer mentions of Chinese culture despite the coursebook 

being aimed exclusively at Chinese business English learners. Consequently, it is to safe to 

assume that the five coursebooks indicate no salient movement from ENL to ELF. This study 

argues that the dominance of ENL, its users and cultures reflect a monolithic view of the 

English language that will not prepare students adequately to use English in the global 

business world. Importantly, the lack of Chinese culture in ELT materials reported here and 

elsewhere has undermined the function of ELT in facilitating learners to handle different 

values and ideologies in a rational and logical way. Considering the lack of an ELF-aware 

perspective in the coursebooks, both linguistically and culturally, section 6.1 further 

discussed how to implement ELF-informed teaching practice by departing from pre-existing 

ENL-based materials. In the light of the four analytic categories, comments and adaptations 

of a case study extracted from one of the five coursebooks were also presented.  

The lack of ELF scenarios in the materials was not addressed, as evidenced in the 

classroom observations and reported in section 6.2. While the concept of English as a lingua 

franca was understood, there was no analysis of, nor examples given, of how English is, in 

fact, used as a lingua franca. The pedagogical methods in the four observed classrooms were 
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text-centred and input-based. In other words, the four teachers consistently took “the text as 

an end rather than as a means, and input-processing is the major learning task” (Wen, 2018, 

p. 527). With the dominance of ENL in texts, a monolithic approach of teaching was adopted 

in the four classrooms. However, to process the texts, teachers need to present, explain, 

instruct and also invite learners to engage in the texts, and this is the time when China 

English plays an important role. That is to say, two types of input, ENL and China English, 

coexist in the processing of texts. This indicates a neglected distinction between English in 

ELT materials (what ‘English’ is intended to be taught) and English in the classroom (what 

‘English’ is used in the process of teaching). The neglect suggests a misconception that using 

ENL-based materials means an ENL-based classroom, which downplays teachers’ and 

learner’ nativized Englishes in constructing classroom discourse. The observations also found 

out that NESCs were given priority status in all classrooms except Classroom A1. In the 

teaching of cultures, teachers’ experience in living and studying in native English-speaking 

countries provided them with ready-to-use resources to interpret concepts and representations 

of NESCs.  At the same time, due to the lack of clear statements regarding the role of Chinese 

culture in ELT in curricula documents, teaching Chinese culture was left in the hands of 

teachers, leading to an inconsistent position of Chinese culture from classroom to classroom.  

Based on questionnaires with fifty-seven business English teachers and interviews 

with twelve of them, one main conflict and three subsidiary conflicts regarding the 

implementation of ELF-informed teaching in the Business English Program have been 

discussed in section 6.3. The main conflict is between teachers’ general awareness of ELF 

and their preference for ENL-based teaching. The three subsidiary conflicts are between 1) 

ENL-based learning and ELF-informed teaching; 2) English for test and English for use; 3) 

innovation and intervention. Following this, four barriers that impede the implementation of 

ELF-informed teaching were summarized. They are, English use experience (richness of 
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experience in using English as a lingua franca in the global business world); English learning 

experience (experience in learning how to teach English in an ENL-based pre-service teacher 

training program); the centralized democracy (fear of top-down intervention while making 

pedagogical innovations) and a test-oriented context (a possible mismatch between English 

for use and English for test). To deal with the barriers, courses of action in relation teachers’ 

BELF experience and ELF-aware teacher education were suggested. The key barriers and the 

corresponding course of action discussed in this study provide local Chinese universities with 

a potential tool to diagnose and improve their practices. It can be used as a list of key 

checkpoints when discussing, developing and implementing ELF-informed teaching, which 

will be provided in Chapter 8. 

Apart from teachers’ attitudes and perceptions, learners’ perceptions towards what 

should be taught were reported in section 6.4. The perceptions had been explored based on 

questionnaires with 207 business English learners and interviews with 16 of them. As can be 

seem from Figure 6.8, learners’ and teachers’ responses are quite similar in relation to the 

role of English in the business world, with mean differences lower than zero point five, 

except for Q7, providing high variability. The variability suggests that learners are much 

more comfortable than teachers in terms of categorizing their English as China English. The 

interview data also unpack a positive attitude regarding the legitimacy of China English along 

with the growing influence of China.  
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Figure 6.8 The comparison between learners’ and teachers’ perceptions towards the role of 

English 

As for their responses to linguistic and cultural diversity in the use of English (See 

Figure 6.9), the largest variability falls at Q14, followed by Q16. Specifically, the mean of 

3.43 can be interpreted as learners being between ‘neutral’ and ‘disagree’ in relation to 

having high acceptance to non-standard use of English. This echoes with learners’ comments 

in interviews on standards and correctness. At the same time, learners rated themselves above 

mid-point level (3.0), between neutral and disagree, when it comes to teachers’ engagement 

in encouraging them to learn native varieties of English (Q16). Interestingly, rating 

themselves at a lower point (2.0), teachers seem to be confident in their importance in 

promoting native varieties of English (Q16). The interview data reveal that learners do prefer 

native varieties of English. The preference results from their misconceptions towards the 

communicative effectiveness and more importantly the intelligibility of native varieties of 
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English rather than from teachers’ encouragement. Despite unanimous support for native 

varieties of English, teachers focus on what they can teach with knowledge and resources at 

hand while learners focus on what they can do with what they are learning and have learnt. 

Therefore, as for business English teachers, the barriers of implementing ELF-informed 

teaching is largely socio-institutional; however, for business English learners, the barriers for 

implementing ELF-informed teaching are largely due to their distance from the global 

business world.  

Figure 6.9 The comparison between learners’ and teachers’ perceptions towards linguistic 

and cultural diversity in the use of English 

As for linguistic and cultural diversity in coursebooks (See Figure 6.10), learners 

share similar perceptions with teachers in five aspects, the dominance of British and 

American English (Q17), the absence of China English (Q18), the absence of other nativized 

Englishes (Q19), the absence of ‘non-native’ features (Q20) and the dominance of NESCs 

(Q23). Except for the five aspects, learners’ responses are all above 3.5, higher than that of 
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teachers, indicating a relative negative attitude towards the inclusion of linguistic and cultural 

diversity in coursebooks.   

 

 

Figure 6.10 The comparison between learners’ and teachers’ perceptions towards linguistic 

and cultural diversity in coursebooks  

The interview data also suggest that business English learners’ goals of learning are 

shaped by sociocultural and power relations manifested in their learning context and 

embedded in their imagined community. For business English learners, then, the learning of 

English represents a cognitive process of the discourse practices in the imagined global 

business world, in which relations of power, authenticity and identity were constantly 

negotiated and contested. What is being taught in the classroom thus affects their knowledge 

of the global business world and the cognition, in turn, affects their investment in the 

classroom. This highlights the importance of narrowing the gap between what is being taught 
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in the classroom and what is being used in the workplace, which will be further explored in 

Chapters 7 and 8.  
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 ENGLISH IN CHINA’S WORKPLACES: 

VOICES OF GRADUATES FROM THE BUSINESS ENGLISH 

PROGRAM 

This research has so far investigated ‘English’ and ‘culture’ in curriculum documents, 

ELT materials, the classroom and the business English teachers’ and learners’ perceptions 

towards the ‘English’ and ‘culture’ that they are teaching and learning. The investigation of 

these aspects has provided insights into ELT in the Business English Program at the practice 

and ideological level, as well as revealing the barriers of implementing ELF-informed 

teaching in this context. This chapter turns to reporting findings on business English 

graduates’ perceptions towards English in their workplaces, and also their reflections towards 

what they have learnt and what they feel should be taught in the Business English Program.  

‘English’ in China’s workplace is little researched, but deserves attention as “a more 

detailed, finer-grained body of sociolinguistic research” in China is evidently needed to 

understand the current use and impact of English in the professional area (Bolton & Graddol, 

2012, p. 7). In the context of Mainland China, the most related work has been that of He 

(2017) and Kankaanranta and Lu (2013). He (2017) conducted a large-scale survey with 2247 

professionals from three types of organization, namely government, public service and 

business, covering 35 industries across China. According to the survey, with less than 25 

percent of the professionals using English sometimes or frequently, the use of English in the 

randomly selected industries is not dominant. The percentage, despite not being high, 

suggests, however, a large English-using population, considering the overall number of 

Chinese employed by these organisations. He also reported that professionals use English 

frequently in international communicative occasions including email exchange, advertising 

materials, formal meetings, negotiations and seminars. More particularly, professionals 
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working in companies reported a more frequent use of English and attached greater 

importance to English in their workplaces than those in government and public services. 

Therefore, the author concluded that business professionals are the major users of English in 

China’s workplaces and are thus playing an important role in shaping the use of English. 

Kankaanranta and Lu (2013) explored the in/directness of English communication of Chinese 

professionals in subsidiaries of a Finnish multinational company located in Beijing. 

Conventional wisdom states that Chinese oral communication is indirect and implicit and is 

shaped by ‘face’ considerations and is associated with values of respect for the aged and 

those of higher status (Ding, 2006; Li & Liu; Worm & Frankenstein, 2000). Such features, 

Kankaanranta and Lu (2013) argue, cannot be directly applied to Chinese international 

business professionals who use English as a lingua franca with their business partners. 

Rather, the communicative features of Chinese BELF users are affected by the age of the 

professionals and the culture of the working context. On the basis of the dynamic nature of 

Chinese BELF communication, the authors envisaged increasing directness in English 

communication by younger generations of Chinese business professionals who are working 

in less hierarchical contexts and feel at ease with English communication.  

In her study of the language situation in the workplace in Hong Kong and Malaysia, 

Briguglio (2005) argued that in Hong Kong, English is used in a great deal of written 

communication with email as the main medium while Cantonese and sometimes Putonghua 

are used in much internal and external oral communication. In general, spoken English is 

rarely used unless there is an English speaker present and this makes it difficult for Hong 

Kong business professionals to achieve fluency through the use of English in the workplace. 

This is significantly different from English in Malaysian workplaces. In the Malaysian 

multinational company, both written and spoken English were accorded great importance and 

face-to-face communication was highly valued and featured various accents and varieties of 
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English. The author then raised a number of questions concerning business communication in 

English including, “are we targeting the sorts of skills that higher education students will 

need in real multinational workplaces?”, “how do we prepare students with email 

communication, an extremely dynamic medium reflecting elements of both written and 

spoken language?” and “what can we do to prepare higher education students, whether L1 or 

L2 speakers of English, for greater tolerance of the different accents and varieties of English 

which they will inevitably meet in the global marketplace?”.  These questions have been 

discussed in Chapters 5 and 6 and will be further addressed in this chapter. Apart from 

Briguglio (2005), Evans (2010, 2012, 2013a, 2013b, 2014) also conducted wide-ranging 

investigations into the use of English in the professional world in Hong Kong. Supporting 

Briguglio’s (2005) findings, Evans (2010) pointed out that spoken English played a less 

important role than written English and highlighted a clear functional demarcation between 

English and Cantonese. According to a questionnaire survey of over 2000 business 

professionals, the demarcation was noticeable in particular in meetings and discussions which 

were largely conducted in Cantonese but reported in English, and oral presentations which 

were delivered in Cantonese but on the basis of information in English reports and proposals. 

Considering the importance of written communication, Evans (2012) investigated the nature 

of communication tasks through email before discussing implications for designing email 

tasks for business English learners. Given that emails are intricately interwoven with other 

written discourses, including messages in the email chain and related reports and proposals as 

well as spoken discourse such as phone calls, discussions and meetings, emails tasks should 

be embedded in a series of interdependent tasks that orient to the same goal and integrate 

speaking, listening, reading and writing. Also, business professionals were found to need to 

write emails at various points in a chain, which requires the ability to process the purpose of 

the messages and then decide what to include in their emails. Therefore, an email writing 
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tasks should avoid being overly scripted that which tell learners “who they are, what they 

think, what they have to do”. (Evans, 2012, p. 211). Rather, according to Evans (2012), tasks 

should show learners how to analyse authentic written and spoken discourse and then decide 

what and how to write in response to the texts they have read or heard.  

Findings of these studies all indicate that English in the workplace in China and Hong 

Kong SAR plays an important role. However, there seems to be a wide gap between what is 

being taught in the classroom and the English being used in workplaces. The research 

reviewed above has been undertaken among Chinese business professionals in general 

without considering in any specific way professionals who had graduated from the Business 

English Program. Since the Business English Program is supposed to provide the main body 

of Chinese business English users, it is worthwhile investigating how graduates from the 

Business English Program perceive the roles and functions of English in their workplaces and 

thereby provide an empirical basis for narrowing potential gaps between what is being taught 

in the classroom and what is being used in workplaces.  

This part of the thesis will therefore report the findings of the second set of research 

questions: 

How is English used in the workplace?  

2.1. What role does English play in business English graduates’ workplaces?  

2.2. How do business English graduates perceive native-speaker Standard 

English and ELF?  

The quantitative data reported in this chapter were elicited from the first part of 

Questionnaire 3. In this part of the survey, respondents were asked to report how often, with 

whom and on what occasions that they use English. The qualitative data were from open-

ended questions in the second part of Questionnaire 3, which explored graduates’ perceptions 
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and reflections towards ENL and ENL-based teaching and ELF and ELF-informed teaching, 

in light of their English using experiences in the business world.  

7.1 A linguistic profile, English in selected workplaces 

The first part of the questionnaire was administered to 130 graduates from the two 

Business English Programs. Using a snowball sampling strategy, I asked teachers and 

learners in the Business English Programs to help distribute the questionnaire to alumni who 

again approached their classmates and friends to complete the questionnaire. Of 130 

graduates, 37 worked in business management, 28 in trading, 16 in business services and 15 

in financial services. Graduates from the four industries made up 73.88% while those from 

event services, insurance, logistics, tourism, publishing, public services, hospitality and 

marketing contributed less than 30% (See Table 7.1).  

Table 7.1 The distribution by employment of respondents of Part I 

Industries Number Percentage 

Business management 37 28.46 

Trading 28 21.54 

Business services 16 12.31 

Financial services 15 11.56 

Event services 8 6.15 

Insurance 7 5.38 

Logistics 5 3.85 

Tourism 4 3.08 

Publishing 3 2.31 

Public services 3 2.31 

Hospitality 2 1.54 

Marketing 2 1.54 

The quantitative data provided by the 130 graduates underwent descriptive analyses in 

terms of frequencies, using SPSS. The results contribute to understanding the language 

choice in China’s workplaces and shed light on the use of English in these contexts.  
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7.1.1 Language choice and use 

In the first section, respondents were asked to rate the importance of Putonghua (the 

spoken form of modern standard Chinese), written Chinese, spoken English and written 

English on a five-point Likert scale, with 1 indicating ‘completely unimportant’ and 5 

indicating ‘very important’. Table 7.2 shows there is complete agreement on the importance 

of Putonghua. As for written Chinese, about 95% considered it important or very important. 

With regard to spoken and written English, the importance rates reach over 95% as well. 

These figures suggest that the languages were all accorded considerable importance. That is 

to say, business English graduates need to engage with both Chinese and English in the 

workplaces. It is worth mentioning that both spoken and written English were actually 

considered more important than Putonghua and written Chinese, albeit marginally so.  

Table 7.2 The importance of languages in the workplace 

Completely 

Unimportant 

Unimportant Of some 

importance 

Important Very important 

Putonghua 0 0 0 5.85 96.15 

Written Chinese 0 0 5.38 5.38 89.23 

Spoken English 0 0 0.77 1.54 97.69 

Written English 0 0 1.54 7.69 90.77 

The second section of the questionnaire (See Appendix IV) centred on the relative 

importance of English and Chinese in the workplace, and was adapted from Section 2 of 

Language Use in the Professional World developed by Evans (2011). In the original 

questionnaire, the section consisted of 22 items. I kept all the items but replaced ‘Cantonese’ 

with ‘Putonghua’ whenever necessary so that they were relevant to the Mainland China 

context. To this end, respondents were asked to indicate on a 5-likert point scale ranging from 

1 (always English) to 5 (always Chinese). The language they generally use when reading or 

writing twelve types of texts or speaking or listening during nine communicative situations. A 
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mean between 1.00 to 2.50 suggests an orientation towards English while a mean above 3.50 

indicates a tendency to Chinese.  

Figure 7.1 Language choices in written communication 

As can be seen in Figure 7.1, the top five types of texts the graduates choose to write 

or read in English are: external email messages (1.55), professional journals/magazines 

(1.61), websites (1.91), letters (2.17) and promotional materials (2.52). The top five types are 

similar to those found in He’s (2017) study but in a different sequence. In his study, 

‘professional journals/ magazines’ ranked at the top, followed by websites, external email 

messages, promotional materials and letters. Given that English serves as an academic lingua 

franca (Mauranen, Hynninen & Ranta, 2010), Chinese business professionals have to use 

English to read or write to professional journals/magazines. This is why business 

professionals reported the frequent use of English in relation to this category in both studies. 

In my study, English was rated as the most frequently used in external email messages, and 

this is consistent with the finding in Briguglio (2005). At the same time, English plays an 

important role in accessing websites, reading and writing letters and promotional materials. 
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This confirms the crucial role of English as business lingua franca in the global business 

world.  

While the lowest mean was for ‘external email messages’ (1.55), the highest mean 

was for legal documents (4.96). This suggests the centrality of written Chinese in the legal 

domain. At the same time, the means for ‘circulars/newsletters’ (3.93), minutes (3.92), 

internal email messages (3.85) and memos (hard copy) indicate a clear orientation towards 

Chinese, while the means for ‘reports’ (3.51) and faxes (3.56) suggests that English and 

Chinese are considered equally important. Despite China’s economic integration with the 

global business world, written Chinese clearly plays an important role alongside with English 

in the workplace. This finding is different from Evans’ (2012) finding for Hong Kong, where 

English was found to be the unmarked medium of written communication and written 

Chinese played a very limited role.  

Figure 7.2 Language choices in speaking and listening situations 

Figure 7.2 displays business English graduates’ language choice in speaking and 

listening situations. As can be seen from the figure, all means are under 3.00, ranging from 

1.28 to 2.92, which indicates an orientation towards English. Overall, the use of English in 
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listening and speaking occupies a greater proportion than that in reading and writing. 

Importantly, the figures do not necessarily prove that English is the dominant medium of oral 

communication in all workplaces. It must be remembered that the professionals in this study 

are all graduates from the Business English Program who were hired precisely because they 

were supposed to be able to use English in the workplace. This explains why these subjects 

reported that English was the medium of communication in so many situations as well as why 

the frequency of English-medium communicative situations is much higher than in He’s 

(2017) study, which targeted Chinese professionals in general. Nevertheless, despite these 

different types of respondents, both this study and He’s (2017) study found that the majority 

of all respondents suggested that they were ‘most likely’ to use English in ‘job interviews’.  

The subjects reported that English was most important for job interviews (1.28). 

Following job interviews, the top four situations were: presentations (1.35), conferences 

(1.61), formal meetings and negotiations (1.61), and seminars (1.99). The importance of 

English in such occasions might be due to the fact that non-Chinese speakers are likely to be 

present, making it essential to use English as a lingua franca. 

 

 

Figure 7.3 Frequency of English use in the workplace 
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In relation to the frequency of English use in workplaces, 98% said that they use 

English every day while only 2% reported that they only used it once or twice a week (See 

Figure 7.3). Again, the high frequency could be attributed to the identity of the respondents – 

being graduates from the Business English Program. The figure echoes the important role of 

English in business English graduates’ professional lives, and supports the positioning of the 

Business English Program as an English-medium program.  

7.1.2 Perceptions towards ELF  

When asked about the role of English in the global business world, all graduates said 

that English is now the main communication tool among speakers with different first 

languages (Q1) (See Table 7.3). Similarly, they all expressed agreement that accents were 

fine as long as they were intelligible (Q2). This included a Chinese accent (Q3). Meanwhile, 

all users claimed that Chinese businesspeople communicate more frequently with non-native 

English speakers than with native English speakers (Q4). This claim is supported by their rich 

experience in using English in the global business world (Q5).  

Regarding users’ perceptions towards their own English, there was a high level of 

agreement (over 90%) on the non-nativeness of their English (Q6). However, a sharp division 

can be seen over recognizing their English as China English with 44.61% choosing ‘strongly 

agree’ or ‘agree’, 25.38% having ‘no opinion’ and 30% saying ‘disagree’ or ‘strongly 

disagree’ (Q7).  This indicates users’ uncertainty towards recognizing China English as a 

legitimate variety of English in its own right. Despite of the uncertainty, the vast majority 

claimed that they still wanted to be identified as Chinese even if they could speak native-like 

English (Q8).  
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Table 7.3 Business English graduates’ perceptions towards ELF 

Rank 

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q1 97.69 2.31 0 0 0 1.02 0.15 

Q2 89.23 10.77 0 0 0 1.11 0.31 

Q3 49.23 43.08 6.92 0.77 0 1.59 0.66 

Q4 90.77 9.23 0 0 0 1.09 0.29 

Q5 28.46 56.15 15.38 0 0 1.87 0.65 

Q6 0 0 7.69 52.31 40.00 4.32 0.61 

Q7 7.69 36.92 25.38 26.92 3.08 2.81 1.02 

Q8 82.31 15.38 2.31 0 0 1.20 0.46 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q1, ‘In 

the global business world, English is now the main communication tool among speakers with different first 

languages’; Q2, ‘In business English settings, intelligibility with accent is acceptable for oral English’; Q3, ‘In 

business settings, English with Chinese accent can be understood by both native English speakers and non-

native English speakers’; Q4, ‘In business settings, Chinese business people communicate more frequently with 

non-native English speakers than with native English speakers’; Q5, ‘I have rich experience in using English in 

the global business world’; Q6, ‘My English is native-like English’; Q7, ‘My English is China English’; Q8, 

‘Even if I can speak native-like English, I still want to be identified as a Chinese’.  

7.1.3 The ‘English’ in use 

As can be seen in Table 7.4, there is complete agreement on the importance of being 

able to accommodate when communicating with different English speakers, as well as the 

importance of being able to negotiate meaning when communication breakdowns happen. 

This complete agreement indicates a good understanding of the linguistic diversity in the 

global business world. 

Table 7.4 Business English graduates’ perceptions towards linguistic and cultural diversity 

Rank 

Statement 1(%) 2(%) 3(%) 4(%) 5(%) Mean SD 

Q9 88.46 11.54 0 0 0 1.12 0.32 

Q10 93.85 6.15 0 0 0 1.06 0.24 

Q11 18.46 16.15 22.31 32.31 10.77 3.01 1.29 

Q12 74.62 21.54 3.85 0 0 1.29 0.54 

Q13 93.08 6.15 0.77 0 0 1.08 0.30 

Q14 96.92 3.08 0 0 0 1.03 0.17 

Q15 72.31 23.85 3.84 0 0 1.32 0.54 

Note: 1 = ‘strongly agree’, 2 = ‘agree’, 3 = ‘no opinion’, 4 = ‘disagree’, 5 = ‘strongly disagree’. Q9, 

‘Being able to accommodate the language when communicating with different English speakers is important’; 

Q10, ‘Being able to negotiate meanings when communication breakdowns happen is important’; Q11, ‘Being 

able to speak authentic British or American English is important’; Q12, ‘English is ad hoc in nature in 

communication’; Q13, ‘Having high acceptance to cultural differences is important’; Q14, ‘Having high 

acceptance to non-standard use of English is important’; Q15, ‘I try to avoid non-standard use of English in 

communication’.  
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Despite this understanding, respondents were sharply divided over the importance of 

being able to speak authentic British or American English, with over 34.61% saying they 

strongly ‘agree’ or ‘agree’, 22.31% having ‘no opinion’ and 43.08% stating ‘disagree’ or 

‘strongly disagree’. With regard to the ad hoc nature of English in communication, the 

majority (over 95%) expressed agreement. Also, the vast majority (over 99%) recognized the 

importance of having a high acceptance of cultural differences. Interestingly, all respondents 

were aware of the importance of having high acceptance of the non-standard use of English 

while the majority (over 95%) stated that they tried to avoid the non-standard use of English 

in communication. It seems that the business English graduates have a clear picture of 

linguistic and cultural diversity in the global business world. They, however, have ambivalent 

perceptions towards linguistic and cultural diversity. On the one hand, they display high 

tolerance towards the linguistic and cultural diversity. On the other hand, they believe using 

standard and correct English is advantageous. With this belief, Standard English ideology 

seems deeply grounded in the workplace. These ambivalent perceptions will be further 

discussed in Section 7.2.  

7.1.4 Discussion and implications 

The business professionals in this study, as graduates from the Business English 

Program, are different from the respondents in other studies (e.g. He, 2017) in that they were 

recruited by employers with an expectation of using English to facilitate business activities in 

the global business world. This expectation entails several noteworthy features of the role of 

English in China’s professional world. First, not all business professionals are able to use 

English. A well-known example is Leijun, the founder and CEO of Xiaomi Inc, one of the 

world’s largest tech giants. Lei has been ridiculed for some time due to his struggle to present 

the company’s new smartphone in English in New Delhi (available at 

https://www.youtube.com/watch?v=rKT-169biQw). In the presentation, Lei stumbled over 

https://www.youtube.com/watch?v=rKT-169biQw
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his English words and repetitively shouted ‘Are you Ok?’ to his Indian fans. The sentence 

‘Are you Ok?’ then went viral on China’s social media and even triggered a debate over 

whether Chinese executives should be expected to be able to speak English (South China 

Morning Post, April 2015). Lei might think that speaking English shows respect to his Indian 

customers and thus is beneficial for his company. However, his and many other Chinese 

business professionals’ English seems to be not good enough to accomplish business 

activities where English is needed. Therefore, a company, with international business 

connections, has to hire people with satisfactory English proficiency to facilitate the 

connections. That is to say, graduates from the Business English Program have to take a 

bilingual role. They, on the one hand, take the main responsibility of conducting English 

communication with businesspeople from different linguacultural backgrounds. However, on 

the other hand, they need to use Chinese to ensure that their Chinese colleagues who are 

unable to engage in English communication understand the messages, and then help them to 

respond in a proper way. This explains why Putonghua, written Chinese, spoken English and 

written English were all accorded great importance by the graduates. In this circumstance, the 

functional language – the language that appears “in major organizational documents (e.g., 

minutes of board meetings), used in major events (e.g., senior management forums), and 

required from managerial personnel as a prerequisite for hire” could be in both English and 

Chinese (Luo & Shenkar, 2017, p. 65-66). This highlights the importance of being familiar 

with business genres in both Chinese and English., a point which is not mentioned in the two 

institutional curriculum documents and is also likely to be neglected by pre-service business 

English learners.  

Second, the use of English in the workplace has an international purpose. This feature 

is well reflected in graduates’ language choices, as displayed in Figure 7.1 and 7.2. As has 

been discussed, English is reported to be used as the medium of communication when it is 



209 

 

likely non-Chinese businesspeople will be present. This requires knowledge of international 

business, such as its theories, concepts, strategies, and cultural, political and legal knowledge 

(Tian, 2016). The two Business English Programs, as indicated in their curricula, seemingly 

have attached great importance to the required knowledge and thereby have offered a number 

of courses on international business including International Economics, International Trade 

and International Management. The courses, however, are exclusively delivered in Chinese, 

which downplays the role of English in international business. Also, the bilingual role raises 

ethical issues over how to convey messages and information in a truthful and faithful way 

and more importantly, how to deal with different cultures, values and standards appropriately 

(Iyer, 2000). Within the Chinese context, “the role of guanxi, wide wage differences, an 

uncertain rule of law in some areas, official and public attitudes to corruption, environmental 

concerns and intellectual property protection” (Whitla, 2011, p. 169), are potential resources 

of ethical issues that business English learners should be well aware of. To avoid ethical 

conflicts, learners should be cognizant of these local issues. They also should understand that 

there is no single standard way to be ethical. That is to say, an action, which might be taken 

as ethical in intranational communication, might be viewed as unethical in international 

communication. Only if professionals are well prepared to address these potential dilemmas, 

will they be able to accomplish the bilingual role in an ethical way. This echoes the call for 

including ethics as one of key knowledge bases in business English teaching (Zimmerman & 

Fey, 2001).  

Third, there is the reality of a multilingual world (Charles, 1998). In my study, the 

graduates have reported the frequent use of English in communication with customers and 

markets where English is not the native language. They also seem to be aware of linguistic 

and cultural diversity resulting from the multilingual realty. Their awareness brings forward 

an interesting question, whether exposure to multilingual reality leads to salient differences 
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between graduates’ and learners’ perceptions towards the role of English, as well as linguistic 

and cultural diversity in the use of English.  

Figure 7.4 below compares graduates’7 and learners’ perceptions towards the role of 

English in the professional world. The greatest discrepancy unsurprisingly occurred in the 

experience in using English in the global business world (Q5). The mean rated by the 

graduates was 1.87 and that rated by the learners was 4.62, leading to a 2.75 margin. 

Considering that ‘1’ represents strongly agree while ‘5’ means strongly disagree, the two 

means indicate graduates’ rich experience and learners’ less experience in using English in 

the global business world.  

With their rich experience, graduates appeared relatively confident about the role of 

English as a lingua franca in the context. The confidence is reflected in the means in Q1, Q2, 

Q3 and Q4 rated by graduates which were lower than that of learners, indicating that 

graduates have better understanding of how English functions as business lingua franca than 

learners. However, in relation to the recognition of China English (Q7), the mean rated by 

graduates was higher than that by learners. It appears that the rich experience in using English 

as a lingua franca does not necessarily enhance recognition towards a nativized variety of 

English. In addition, there was very little discrepancy in rating whether their English was 

native-like English. Seemingly, neither groups believed that they were able to use English 

like native English speakers. 

As seen in Figure 7.5, graduates’ and learners’ ratings for Q9, Q10, Q13, were lower 

than 2.0, indicating similarly high acceptance of linguistic and cultural diversity. 

Discrepancies, however, can be clearly seen in Q11, Q12, Q14 and Q15. The mean of Q11 

was rated as 3.01 by the graduates, which was 1.0 higher than that given by the learners. The 

7 The graduates here refer to those who have graduated from the Business English Program and now 

working in business  
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discrepancy seems to suggest that graduates are more likely to be sceptical of the importance 

of being able to speak authentic British or American English. This scepticism appeared to 

match their understanding of the ad hoc nature of English in communication (Q12) and the 

importance of having high acceptance of non-standard use of English (Q14). However, the 

mean rated by the graduates in Q15 (I try to avoid non-standard use of English) is 1.15 lower 

than the rating given by the learners, indicating the graduates’ stronger adherence to Standard 

English.  

 

 
Figure 7.4 The comparison between graduates’ and learners’ perceptions towards the role of 
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Figure 7.5 The comparison between graduates’ and learners’ perceptions towards linguistic 

and cultural diversity in the use of English  

The findings in the two figures show that the increasing experience in using English 

as a lingua franca in the global business world may enhance business English graduates’ 

understanding of the ad hoc nature of ELF and increase tolerance towards non-standard use 

of English. However, it does not necessarily shift their pre-set belief in native-speaker 

Standard English. Otsu (2019) explained that business English graduates’ former learning 

experience as EFL (English as a foreign language) learners and the belief in the benefit of 

speaking ‘standard’ and ‘correct’ English developed and enhanced in English learning both 

lead to a deeply grounded Standard English ideology in the workplace. This again 

foregrounds the debate over whether English language teaching should consistently conform 

to native-speaker Standard English or whether it should value the pedagogical implications of 

ELF (Kirkpatrick, 2018). Since what business English graduates learn in pre-service 

education has long-lasting effects on their perceptions of the English language, its users and 

cultures, it is crucial to ensure that what they learnt in pre-service education is in line with 

1.47

1.27

1.98

2.73

1.44

2.52

2.47

1.12

1.06

3.01

1.29

1.08

1.03

1.32

0 0.5 1 1.5 2 2.5 3 3.5

Q9 Being able to accommodate language when

communicating with different English speakers is important

Q10 Being able to negotiate meanings when cpmmunication

breadowns happen is important

Q11 Being able to speak authentic British or American English

is important

Q12 English is ad hoc in nature in communication

Q13 Having high acceptance to cultural differences is

important

Q14 having high acceptance to non-standard use of English is

important

Q15 I try to avoid non-standard use of English

Mean

It
em

graduates learners



213 

what they need to use in the workplace. In the two Business English Programs, learners are 

taught ENL in the classroom while they need to use ELF in the workplaces. The discrepancy 

leaves in-service business English users with ambivalent feelings towards and contradictory 

attitudes towards English, its users and cultures, which will be discussed in detail in section 

7.2.  

7.1.5 Conclusion 

It is not surprising that English is used as a lingua franca for international 

communication in the workplace. Although ELF is seen as very important, it is not the only 

language of the workplace. Compared to the international uses of the English language, the 

Chinese language is mainly employed in intranational communication and also plays a crucial 

role in the construction of professional discourses. This indicates that the graduates have to 

operate as bilinguals and use the language that would suit best the interactional context.  

The multilingual reality in relation to the use of English as a lingua franca in the 

workplace underlines the linguistic and cultural diversity of the business world and the need 

to accept this diversity. This reality also highlights the importance of the relationship between 

English language policy and English language practice in the workplace, especially in 

complex language environments such as multinational companies (MNCs) and as such, this 

warrants further research.  

The findings in the questionnaire survey highlight graduates’ ambivalence in 

perceiving the roles and functions of languages in the workplace. On the one hand, they 

reported high acceptance for the non-standard use of English as well as awareness of the ad 

hoc nature of English as a lingua franca. Acknowledging that in business settings, Chinese 

businesspeople communicate more frequently with non-native English speakers than with 

native English speakers, they prioritised the communicative function of English.  On the 

other hand, they indicated a strong preference for Standard English. The preference appears 
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even stronger than pre-service business English learners, who reported a lack of experience in 

using English as a lingua franca in multilingual business settings. We have noted above, how 

hard it is to change the Standard English ideology once developed in pre-service education. 

The graduates’ shifting perceptions towards English will be further discussed in the following 

section.  

7.2 Business English graduate’ perceptions towards what should be taught: Decisions 

made through experience 

The findings reported in this section are based on six open-ended questions in the 

second part of Questionnaire 3, which was delivered to 22 graduates from the two Business 

English Programs. The questions explore how the graduates perceive and interpret the role of 

English in their workplaces and how their perceptions and interpretations might shed light on 

English teaching in the Business English Program. Of 22 graduates, six are now working in 

the field of trading while five are in financial services. Half of the graduate came from these 

two fields. The remaining respondents were scattered over business management (two), 

business services (two) and event services (two) while, of the remaining five one each was in 

insurance, logistics, tourism, public services and marketing.  The respondents were coded 

from G1 to G22 following the sequence in which they returned the questionnaire.  

The average length of each answer provided by the respondents was about 200 

Chinese words. All were typed into a Word document, consolidated into the project database 

and prepared for thematic analysis (See 4.5.3.2 for the explanation of the use of thematic 

analysis in the study).  
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Table 7.5 The industry distribution of respondents of Part II 

 

 

 

 

 

 

Industries Number Percentage 

Business management 2 9.09 

Trading 6 27.27 

Business services 2 9.09 

Financial services 5 22.73 

Event services 2 9.09 

Insurance 1 4.55 

Logistics 1 4.55 

Tourism 1 4.55 

Publishing 0 0 

Public services 1 4.55 

Hospitality 0 0 

Marketing 1 4.55 

 

7.2.1 Knowing ELF and reconceptualizing ENL 

Overall, respondents reported the frequent use of English as a lingua franca. For 

example, G3 used English as lingua franca on a daily basis with customers from India and 

Southeast Asia.  

Excerpt 1 

G3: English is now the lingua franca. For example, I use English to email our India customers. I have 

several email contacts with them every day. I also use English to organize business trips to my 

colleagues who need to travel to Southeast Asia on a weekly basis. Sometimes, I travel with them and 

work as an English-Chinese translator. Therefore, I conduct English communication with 

businesspeople from Vietnam, Thailand, Brunei and such. It is multicultural and interesting.  

 

Likewise, G11 who worked as an assistant to a regional representative from Brazil 

perceived that English was the only option for communication with her boss.  

Excerpt 2 

G11: I work as an assistant to a regional representative of a multinational company. He is from Brazil 

and thus his mother tongue is Portuguese. Since I cannot speak Portuguese and he cannot speak 

Chinese, English becomes the only communicative option. I once doubted why they do not hire 

someone who are able to speak Portuguese, which seemed to be more reasonable to work with a 

Portuguese-speaking person. Now, I realize that speaking Portuguese is not a prerequisite but speaking 
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English is. More importantly, English works well between us and among me and other non-Chinese 

businesspeople.  

In the above excerpts, G3 and G11 clearly explain the role of English as business 

lingua franca (BELF) or as a shared code in a multilingual and multicultural business world 

(Kankaanranta, et al., 2015). This supports the role of English as business lingual franca in 

the professional world (Nickerson, 2015). As Jenkins et al. (2011, p. 298) commented, “in the 

past few decades, it has become widely accepted that the lingua franca of international 

business is English”. The straightforward reference to BELF or the description of the use of 

BELF emerged in G3’ and G11’s as well as other respondents’ statements and indicates 

business English graduates’ high level of awareness of the role of English as business lingua 

franca. This is congruent with the complete agreement regarding the role of English as the 

main communication tool among speakers with different first languages, which was reported 

in Q1 in the first part of Questionnaire 3. In other words, ELF has high relevance for the 

respondents.  

In explaining this relevance, G5 made a remark that the role of BELF was the reason 

for his recruitment as well as the key factor to his professional value.  

Excerpt 3 

G5: In my understanding, English is a lingua franca in workplaces. This is probably why I was 

recruited. It may not be the only reason but an important one. I am afraid that I will not be able to work 

in the financial sector if English is not so important in international communication. My job is to 

facilitate English communication. It is, kind of, my value.  

A similar point was also made by G18 who linked the role of BELF to the 

employability of graduates from the Business English Program.  
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Excerpt 4 

G18: English is the lingua franca in the professional world. However, not everyone in Chinese 

workplaces can speak English. This is a noteworthy point. We are hired because of our competence in 

using English workplaces instead of our competence in business. In my workplaces, I use Chinese to 

communicate with my Chinese colleagues while use English to communicate with non-Chinese 

colleagues or business partners. I know some business knowledge, but it is not enough to work as a 

business professional. I, therefore, treat myself as a language professional. Consequently, I and other 

English majors are now benefited from the English language dividend, which might considerably 

shrink when the majority of Chinese people are able to use English as good as us.  

 

A very interesting idea proposed by G18 is the ‘English language dividend’. This 

recalls the idea of the ‘demographic dividend’. Demographic transition theory argues that in 

the transition from an agricultural to an industrial society, a surplus labour force in 

agriculture will be transferred to industrial sector without substantial rise of wages (Wei & 

Hao, 2010), which creates the demographic dividend. Such a dividend drives economic 

growth until “the labour demand succeeds growth of labour supply and further labour transfer 

requires increase in unskilled workers’ wage rate” (Cai, 2010, p. 107). Following G18’s 

description, the English language dividend shares commonalities with the demographic 

dividend on the assumption of economic growth and social changes due to the unbalanced 

relationship between demand and supply. G18’s statement embodies two assumptions, 1) 

English as a lingua franca plays an important role in China’s workplaces and thus there is a 

high demand for business English users 2) a large number of business professionals are not 

ready to be business English users. The discrepancy between the two assumptions thus 

creates the English language dividend. G18 envisaged that English majors might be losing 

their advantage from the English language dividend with the growth of English-Chinese 

bilinguals. This echoes business English learners’ concerns about the advantages of English 

majors in the national embrace of English, as discussed in Section 6.4.  



218 

 

With an awareness of BELF, a reconceptualization of the role and function of English 

as a native language (ENL) emerged. G4, for instance, recalled the ‘unusual’ communicative 

scenarios she encountered at the beginning of her career, which have caused her belief in 

ENL to vacillate.  

Excerpt 5 

G4: We are a team of four, me, a Taiwanese and two French people. I think, the English of the 

Taiwanese is much less native and standard than mine. However, he communicates more effectively 

with the French colleagues than me. I have difficulty in understanding what they say and thus feel 

overwhelmed. The Taiwanese and the two French skilfully and comfortably use their non-native and 

non-standard English and use whatever at hand to convey meanings, such as gestures, pictures, emojis 

and translation apps. This creates an enjoyable and harmonious communicative context. It is unusual to 

me at the beginning. I felt that I was marginalized. This changed my belief in ENL.  

 

G4’s understanding resulted from those communicative scenarios that are not built 

upon native-speaker Standard English. Although perceiving the scenarios as unusual at the 

beginning, G4 gradually realized that the non-standard and non-native use of English does 

not necessarily lead to communicative ineffectiveness. This made G4 reconceptualize the role 

of ENL.  According to G4, the interaction among his colleagues manifests the co-operative 

and consensual nature of BELF communication.  It also contributes an establishment of 

interpersonal business relationship, which has been argued to be of relevance to comity or 

harmony (Kankaanranta & Planken, 2010). G4’s feeling of being marginalized in this group 

highlighted the importance of a BELF user’s ability to flexibly use their linguistic resources 

to adapt to a communicative behaviour and integrate into a communitive context. The ability, 

as argued by Pullin (2013), along with business expertise and experience, enables business 

English users to satisfactorily manage linguistic and cultural diversity in the global business 

world.   
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Another example of the reconceptualization of ENL emerged from G17’s statements 

when she doubted the necessity of sounding like NESs.  

Excerpt 6 

G17: I was ridiculed for a couple of times because of sounding like a Yankee. Once, a Russian 

salesman said to me, ‘it is not good to sound like a Yankee. It is weird You should not lose your 

identity in learning English’. Ironically, I was complimented for many times by my English teachers 

because of my accent. It seems that sounding like an America or a Briton is not always regarded a 

privilege.  In many cases, most English speakers are not native English speakers. They do not sound 

like native English speakers, but they can use English flexibly. I do not bother with native-speaker 

Standard English now. I prefer for being recognized as a Chinese English user.  

Sung (2014) claimed that the use of ELF has brought forward concerns about the 

identities of bilingual English speakers. The concerns were highlighted in the excerpt, 

whereby G17 described a discrepancy between her business colleagues’ condemnation of her 

for sounding like an American and her English teachers’ praise of it. The shifting perceptions 

towards her accent make G17 reconceptualize the privilege of sounding like a NES or 

speaking native-like Standard English. Kirkpatrick (2007) suggested that the distinct accents 

of L2 English speakers contributes to establishing a sense of national identity and pride. 

Therefore, speakers can feel proud to speak English with an accent that indicates their 

identity’ (Walker, 2010). This suggestion aligns with the Russian salesman’s defence of a 

distinct accent. In addition, G17’s experience shows that ELF use is not identity neutral 

(Baker, 2015) and the expression of L1’s identity in the use of ELF can be embraced rather 

than criticised.  

During this reconceptualization of ENL, the respondents can liberate themselves from 

the burden of being non-native English speakers, as can be seen the following two excerpts.  
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Excerpt 7  
G15: We want to understand each other as much as we can. In many cases, my clients are non-native 

English speakers. I am a non-native English speaker. I think most English speakers are non-native. Our 

English, although different from native-speaker Standard English, works well. No one judges me just 

because of being non-native.  

 

Excerpt 8 

G21: No one uses English in the same way. We should be open-minded. There should be some 

standards. However, the standards are fixed linguistic codes. They use English in the ways that they 

like. This is very normal. I think, as long as I can use English flexibly, I do not care whether my 

English is native.  

 

Both respondents mentioned the ‘non-native’ status as normal and thus regarded 

variable and creative use of English also as normal. While the concept of Standard English is 

notoriously difficult to define (Seidlhofer, 2011), the English used by native English speakers 

often equates to Standard English. As a consequence, NESs are regarded as role models in 

English language teaching and non-native English speakers (NNESs) are often viewed as 

deficit English learners and users, which can leave NNESs with a psychological burden in 

English learning and using. This burden, as illustrated by G15 and G21, has been alleviated 

with accumulating experience of using BELF.   

Along with the respondents’ awareness of the legitimacy of using English in their 

own ways was an increasing confidence towards their nativized use of English.  

Excerpt 9 

G2:  One of my non-Chinese customers like my use of ‘you can, you up; no can, no BB’. I feel 

surprised when she said she liked it. This convinces me of the legitimacy of non-standard nativized use 

of English.  
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Excerpt 10 

G17: I think using China English in China is a natural thing. I and my Chinese colleagues use words 

such ‘PPT’, ‘low’ and ‘no zuo no die’ a lot in our workplace. All my non-Chinese colleagues are now 

be able to understand and use them well. They think these nativized words and phrases are creative and 

interesting.  

 

In explaining the legitimacy of China English in its own right, G2 employed ‘you can, 

you up; no can, no BB’ as an example. The preposition ‘up’ in this sentence is used as a verb 

and implies the same meaning as ‘handle’. BB stands for ‘blah blah’ and indicates 

meaningless and annoying exhortation. The sentence could thus be paraphrased as ‘if you 

can, please handle it; if you cannot, please stop nagging. Likewise, G10 referred to three 

examples of nativized use English. ‘PPT’ stands for PowerPoint and therefore ‘make PPT’ 

means ‘prepare presentation slides’ and ‘low’ is used a synonym of ‘tawdry’. ‘No zuo, no 

die’ shares similar syntactic structure with ‘you can, you up; no can, no BB’. ‘Zuo’ is the 

pinyin of the Chinese word ‘作’, indicating act silly for attention. Therefore, ‘no zuo, no die’ 

means ‘if you do say or do something stupid, you will hurt yourself. These examples reflect 

how English is creatively adapted and serves a variety of communicative and social purposes 

(Li, 2016) 

7.2.2 Becoming BELF users: The perceived challenges  

This section reports the perceived challenges in classroom-to-workplace transition. 

Respondents, although having learnt business English for four years, consistently perceived 

their classroom-to-workplace transition as difficult. At the beginning of the transition, the 

understanding of non-native accents was reported to be the biggest challenge, which was 

attributed to the unfamiliarity to non-standard accents by respondents such as G5, G8 and 

G11. G5 recalled her failure to understand the accent of one of her Italian colleagues on the 

first day of work.  
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Excerpt 11 

G5: When asked one question by an Italian colleague on the first day of work, I understood nothing. I 

grasped some of the words, but not the whole sentence. I did not know her accent well as I never heard 

of it before. I felt ashamed and stumbled a few words, which might be totally unrelated. Such 

experience undermined my confidence at the beginning. I felt that everyone was judging me and my 

competence. It should not have been a challenge if I knew how to address this kind of embarrassment 

earlier.  

Similarly, drawing upon her experience of dealing with Nigerian and Canadian clients 

and the challenge that come with such an experience, G8 pointed out that it is crucial to shift 

perceptions towards English accents and Standard English.  

Excerpt 12 

G8: I could not understand the English spoken by our Nigerian clients. Their Nigerian English was 

difficult to understand. I was not familiar with their English and just could not understand what they 

say at all at the beginning. I once blamed this to the intelligibility of their English. Then, I came to 

work with a group of Canadian engineers. I cannot totally understand them either. It seemed that no 

one at work speaks the perfect standard accent or Standard English. I have to stop complaining and 

face it. The accents in workplaces are rarely as standard as those in English learning materials.  

In the similar vein, G11 struggled to understand the English spoken by his Indian 

clients, who then made a complaint due to low communicative efficiency.  

Excerpt 13 

G11: I started my work with terrible experience in Indian English. My Indian clients are well-educated 

and international people. I did not know Indian English and did not expect them to have a very strong 

Indian accent, but they did. Our communication had to go back and forth because I could not 

understand them. Then, they made a complaint or communicative efficiency. It was terrible. I felt 

anxious in that the first impression was so important.  
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The respondents came to the professional world with an expectation that most 

business professionals would have a standard accent as portrayed in learning materials or as 

taught in the classroom. Therefore, the wide and regular appearance of ‘non-standard’ 

accents, which were contrary to what the respondents expected, led to a strong sense of 

inadaptability, which resulted in self-doubt, anxiety and tensions between the respondents 

and their co-workers. The excerpts epitomize the clear gap between the rare reference to non-

native English accents in the classroom, and their prevalence in the workplace.  

Along with the inadaptability to various accents was the frustration associated with 

addressing communication breakdowns. The frustration, in the views of G17 and G22, 

resulted from their unwillingness to seek clarification when misunderstandings happened.  

Excerpt 14 

G17: At the beginning, if I did not understand my interlocutors or they failed to understand me, I felt 

frustrated. I was unwilling to ask for clarification or repetition. I thought it was my problem. I thought 

my English was not good enough. I thought it was not standard enough. If my English was good 

enough, no matter what they speak, there should not be communication breakdowns. I pretended that I 

understood and just the information pass.  

In Excerpt 14, G17 blamed communication breakdowns on her English, which in her 

words was ‘not good enough’. Her definition of ‘good’ English seems to be Standard English. 

Interestingly, although G17 was critical of her own English, she appeared to have high 

tolerance towards the English of her interlocutors. The tolerance, however, was based on the 

assumption that her native-like standard use of English might overcome all barriers in 

achieving communicative success. This assumption is untenable. First, NNESs’ use of 

English should not be associated with misunderstanding by default while NESs’ use of 

English is not a guarantee of communication success (Sweeney & Zhu, 2010). NESs’ use of 

English can also cause communication breakdowns “when using idioms, localisms and 
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contractions, as well as other features that may not be comprehensible in ELF interaction” 

(Margic, 2017, p. 31). The unintelligibility of NESs’ use of English, for instance, was also 

mentioned by G22 in Excerpt 15. Second, ELF communication is highly dynamic and 

therefore highly cooperative. That is to say, every interlocutor in ELF communication shares 

the responsibility for communicative success as well as communication breakdowns 

(Haberland, 2011). Thus, there is no NESs-NNESs dichotomy in collaborative or cooperative 

behavior in ELF communication.  Also, G17 stated that she pretended a full understanding of 

his interlocutors, which is an example of a ‘let it pass’ accommodation strategy (Frith, 1996).  

In explaining her unwillingness to ask for clarification, G22 also mentioned use of 

this ‘let it pass’ strategy and associated it with potentially face-threatening acts.  

Excerpt 15 

G22: At the beginning, if I did not understand, I was unwilling to ask for clarification or repetition. It is 

not just NNESs. NESs use of English is hard to understand too. They eat their words. I thought that it 

was the face culture. I did not want to tell in public that ‘oh, I cannot understand what you just said’. I 

did not want them to criticize my English competence as I might lose my face. I am an English major 

and have learnt English for four year. Also, I did not want the people who were talking to me to lose 

their face. I want to build a harmonious relationship. I want them to view me as a humble and nice 

person. However, I messed up and was scolded. This is the bloody truth. The business world plays the 

rule of survivor. If you cannot get the job done, you are in trouble. I have to ‘wake up’ and face it.  

 

An applicable framework to understand face management in Asian ELF context has 

been argued to be Spencer-Oatey’s (2002, 2008) rapport management framework 

(Walkinshaw & Kirkpatrick, 2014). The framework proposes tripartite conceptualization of 

face, namely, quality face, social identity face and relational face. Quality face relates to an 

individual’s fundamental desire to be positively evaluated regarding personal qualities, 

including appearance, ability and competence. Social identity face relates to an individual’s 

desire to uphold his or her social identity. The relational face is concerned with the desire to 
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negotiate and manage a positive interactional relationship. In this case, G22 feared a potential 

threat of her quality face for her English competence by acknowledging that she could not 

understand her interlocutors. She also emphasized her identity as an English major, a social 

identity face that she intended to preserve. In addition, she believed that her choice of the ‘let 

it pass’ strategy was an effort to establish a harmonious interactional relationship or to 

maintain relational face. Importantly, the use of this strategy incurred criticism from her 

superiors. This supports the argument that the ‘let it pass’ strategy is likely to be unacceptable 

in BELF communication in that ‘misunderstanding can cause extra work and incur additional 

costs” (Kankaanranta et al., 2015, p. 131).  

Apart from the unwillingness to ask for repetition or clarification, frustration was also 

likely to be built on the uncertainness towards what had to be understood and what had not. 

Therefore, the respondents may not have known what questions to ask for the purpose of 

mutual understanding. For instance,  

Excerpt 16 

G20: Experienced business English users are able to process a cluster of information in a short period 

of time. They are able to separate what had to be understood from what had not be understood. 

Consequently, they are able to decide what they need to ask for clarification amongst a clutter of 

information and words. This is what I was incapable of.  

 

In this excerpt, G20 reported difficulties in processing interactional flow in a short 

period of time. Therefore, she could not decide what she had not fully understood and on the 

basis of that, propose corresponding questions for clarification. This foregrounds the ability 

to choose and implement accommodation strategies.  

In addition, the classroom-to-workplace transition was reported as complicated from 

the anxiety stemming from being English majors but not being able to speak native-speaker 

Standard English, whereby the issue of identity was again emphasized. While respondents 
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were well aware of the role of English as a lingua franca, they, to some extent, still expressed 

preference for ENL. For instance, G5 emphasized the importance of ENL in formal occasions 

and was concerned with showing her identity as an English major by using correct English 

when communicating with superiors or important clients. Her concern implies a binary 

dichotomy between ENL and ELF in relation to the formality. This dichotomy seems to be 

oversimplified in that ELF has been widely used in formal occasions. One salient example is 

that English was officially adopted as the working language of ASEAN (the Association of 

Southeast Asian Nations) in 2009 and thus used as a lingua franca in both formal and 

informal communications within ASEAN countries (Kirkpatrick, 2012). The dichotomy 

suggests a common perception that the use of features of native-like Standard English 

represents formality and authority at an individual level and reflects professionalism and 

power at a larger collective level (Alsagoff, 2010).  

Excerpt 17 

G5: The English language is a communication tool. As far as I am concerned, achieving 

communicative purpose is the priority. English in my workplace is a lingua franca. However, ENL is 

important as well, especially in formal occasions. For instance, if I write an important email to my boss 

or to one of important clients, I certainly have to make sure that every word and sentence is 

grammatically correct and proper.  I want them to know I am an English major.  

In a similar vein, although acknowledging that ELF worked well in her workplace, 

G19 believed native-speaker Standard English is a socially preferred English and interpreted 

the social preference as a matter of ambivalence. In explaining the ambivalence, she made a 

remark that Chinese English learners, especially English majors, are expected to use English 

like native English speakers, but few are able to meet the expectation.  
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Excerpt 18 

G19: we have learnt ENL for such a long time, probably since primary school. It is always good if 

someone can use English like native English speakers. It is a matter of ambivalence. ELF works well in 

the workplaces. I do not speak ENL and my Indian clients do not speak ENL. As long as we have high 

acceptance to each other’s non-standard use of English, we can communicate well and get the job done. 

It could be very weird if both of us speak English like Britons. I want to be identified as a Chinese 

when I speak English. However, ENL is socially preferred. No one has it but everyone wants it.  

 

It seems that the function of English as a lingua franca in the workplaces does not 

necessarily eliminate the respondents’ preference for ENL. In other words, an awareness of 

ELF and a reconceptualization of ENL may happen simultaneously in the classroom-to-

workplace transition. However, from ENL to ELF is not a linear process. The respondents 

negotiated and constantly re-negotiated their attitudes and identities. The ambivalence and 

complexities in their ideologies gave rise to psychological uncertainty and confusion.  

7.2.3 Suggestions towards what should be taught  

Reflecting upon their use of English as business lingua franca, three suggestions 

regarding what should be taught in the Business English Program were proposed by the 

respondents. The first was incorporating real-life ELF scenarios. According to G4 and G7, 

incorporating real-life ELF scenarios is an ideal way to address the inadaptability to various 

accents in BELF communication.  

Excerpt 19 

G4: Incorporating authentic BELF scenarios, such as negotiations, conferences, small talks are ideal to 

inform business English learners with linguistic diversity, especially the various accents.  

 

Excerpt 20 

G10: I suggest exposing business English learners to real ELF scenarios. By doing so, they might feel 

more at ease when facing different kinds of accents.  
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Also, incorporating real-life ELF scenarios was believed to be useful in learning how 

to use accommodation strategies to address communication breakdowns, as suggested by G1 

in the following excerpt.  

Excerpt 21 

G1: Compared to English which I have learnt in the Business English Program, what changed the most 

was the diversity in the use of English in the workplace. My English proficiency, if evaluated against 

native-speaker Standard English, has not changed much. I would say I am now more flexible. I assume 

that the Business English Program can use real-life ELF scenarios so that learners could understand the 

diversity and address the diversity with appropriate strategies.   

 

Likewise, another respondent, G9, assumed there would be less frustration at the 

beginning of classroom-to-workplace transition if he were taught with accommodation 

strategies in real-life ELF scenarios in the Business English Program.  

Excerpt 22 

G9: My suggestion is to include the authentic use of English as a lingua franca and organize activities 

that invites learners to negotiate meanings and address communication breakdowns. I might feel less 

frustrated at the beginning if I have had received this kind of training.  

 

A similar point was also proposed by G12 who also highlighted the functionality of 

real-life ELF scenarios in raising learners’ critical language and cultural awareness. 

According to G12, real-life ELF scenarios go beyond facilitating English teaching and 

learning and has the potential to incorporate critical awareness of language and culture as part 

of English language education.  

Excerpt 23 

G12: The teaching of English in the Business English Program should be more connected to the use of 

English as a lingual franca in the business world. Introducing how English functions as a lingua franca 

is useful. Learners need to understand this diversified world through English learning. They thus might 
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feel less frustrated when they enter into the professional world. It is more about critical language and 

cultural awareness, attitudes, acceptance rather than the English language per se.  

The explanation of introducing real-life ELF scenarios resonates with the complex 

and dynamic nature of communication through English as a lingua franca (Cogo, 2018). With 

a reflection upon the experience of using ELF, the respondents illustrated how they needed to 

construct and negotiate meanings with English users of various linguacultural backgrounds 

and thus highlighted the importance of accommodation strategies. Zheng (203) argued that 

the lack of ELF experience hampered English learners from envisaging the role of ELF in 

their future workplaces. In other words, in their imagined future careers, the reality of 

linguistic and cultural diversity is not present. This, as suggested by the respondents, might 

lead to frustration and anxiety. They thus believed that business English learners’ perceptions 

towards this reality might be constructed through an attempt to link real-life ELF scenarios to 

business English classrooms.  

Apart from introducing real-life ELF scenarios, the respondents also pointed out the 

necessity of offering EMI business courses. This suggestion is based on unsatisfactory 

learning outcomes in the Business English Program. Seemingly, the business courses offered 

by the School of Business were perceived as not suitable for business English learners. For 

instance, G6 complained that despite spending much time on the business courses offered by 

the School of Business, she still could not grasp the business knowledge delivered in the 

courses. 

Excerpt 24 

G6: The business knowledge should be taught in English. When I was in the Business English 

Program, I spent a lot of time on learning the business knowledge. When it came to the business 

knowledge, I felt anxious. We learnt the business knowledge along with the students from the Business 

Program. We could select what courses we wanted to register. They were so hard. I chose English as 
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my major as I hated mathematics. However, advanced mathematics is necessary in the learning of the 

business and financial knowledge. I therefore felt struggled and always got lost. I think the Business 

English Program should have its own business courses that are taught in English in that we live on 

English.  

 

A similar point was mentioned by G10 who claimed that the learning of business 

impacted on her learning of English.  

Excerpt 25 

G10: When I was a student in the Business English Program, I was satisfied as long as I can pass the 

exams. We learnt business and English separately. Since the business courses was sophisticated, I had 

to immerse myself into it. When you learn two different subjects, you naturally pay more attention to 

the one that you think is harder. I think that I sacrificed the learning of English to the learning of 

business.  

 

The reported challenge to grasp the business content is not only due to the daunting 

task of learning two subjects, but probably is also due to the impracticality in curriculum 

design. For the interdisciplinary nature of the Business English Program, it is impossible for 

business English learners to register in all the courses in the curriculum designed for the 

business majors. In this case, the Business English Program can only take courses from the 

curriculum for the business majors, add the courses into its own curriculum and send its 

learners to the classroom that is originally for designed business majors. This kind of 

compromise, as stated by the respondents, is indeed inappropriate. If the curriculum for the 

business majors is designed with careful consideration of scope and sequence as it should be, 

all the business courses might be intrinsically interdependent. Nevertheless, the cherry-

picking way of organizing business courses overlooks this interdependence and thus is likely 

to increase business English learners’ workload to follow the courses. This warrants serious 

attention in the implementation of the Business English Program.  
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In addition, the teaching of business knowledge and skills through Chinese was 

believed to make the synthesis of English with business difficult, as reported by G17 and 

G22.  

Excerpt 26 

G17: I support EMI business courses. We need business in English or English in business. In the long 

run, having a solid foundation on business is crucial. But I don’t think I can use the business 

knowledge without being fluent in English speaking and listening. Anyway, the priority is to enable 

learners to use English in the business context.  

 

Excerpt 27 

G22: We have learnt the business knowledge in the Business English Program. However, our business 

knowledge is very shallow, incomparable to graduates from the School of Business. We were hired 

because of our English. What we need to know is how English is used in the global business world. We 

need an integration between English and business. Therefore, the Business English Program needs EMI 

business courses.  

 

Both G17 and G22 suggested a shift from learning business and learning English 

separately to learning business in English or learning English in business. They also 

consistently positioned the English language as the core of Business English Program. This 

position indicates that the organization of the business knowledge should be based on the 

need of English communication in the global business world. This differentiates the business 

knowledge that business English majors need from the business knowledge that business 

majors need, which again argues against the cherry-picking organization of business courses 

and the practice that separates the teaching of business knowledge and skills from that of 

English knowledge and skills.  

Another suggestion proposed by the respondents is that the English language teaching 

practice should encourage bi/multilingualism and bi/multiculturalism. In justifying this 
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suggestion, G11 described how different languages work in a whole language repertoire in 

her workplace. Her description resonates with the multilingual and multicultural nature of the 

global business world, whereby the exploitation of multilingual resources is viewed as a 

potential asset for effective communication (Gerritsen & Nickerson, 2009).  

Excerpt 28 

G11: I came to an English-medium Program, I felt overwhelmed in learning the English language and 

overlooked that it is a blessing to be bilingual or even multilingual in addition to my regional dialect. 

The languages that I can speak are all important. I need to use English, Chinese and sometimes dialect 

in my workplaces. They work in a whole. I think the Business English Program should inform its 

learners with the importance of multilingualism and multiculturalism.  

In similar vein, G2 questioned the’ English only’ preference in the implementation of 

the Business English Program. In her understanding, the preference assumes learners’ L1 acts 

as a barrier instead of a bridge to the L2. This assumption is grounded in the theoretical 

hypothesis that L2 learning should be conducted in the same way as L1 learning. Therefore, 

L2 acquisition takes place subconsciously through exposure to comprehensible L2 input and 

learners’ L1 plays a minimal even a negative role (Krashen, 1982). This assumption, 

however, has been challenged by cognitive and sociolinguistic research. From a cognitive 

perspective, it has been long argued that learners always use their L1 to make predictions 

about what works in the L2 (Gass & Selinker, 1994). From a sociolinguistic perspective, 

research on the complexity of multilingual reality, including the continua of biliteracy 

(Hornberger, 2003), codemeshing (Canagarajah, 2011), metrolingualism (Pennycook & 

Otsuji, 2019), translanguaging (Hornberger & Link 2012; García & Li 2014) and ELF 

(Jenkins, 2015), have affirmed the role of L1 in L2 learning and have called a shift from 

monolingualism to multilingualism in language education. As G2 pointed out, it is a privilege 

to be bilingual.  
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Excerpt 29 

G2: When learning in the Business English Program, I was more motivated to use English when the 

teacher or other classmates use English. I felt proud of myself if I spoke something in English in the 

classroom. Under the pressure of English learning, I preferred the ‘English only’ environment and 

assumed that it could motivate me to learn English well. I think it is, to some extent, misleading. I think 

Chinese should be not perceived as a barrier to English learning. It is a privilege to be bilingual.  

 

Excerpt 30 

G16: I was dreaming of getting rid of all the negative transfer of Chinese. I once hated of being a 

Chinese and thought if I was born and raised as a native English speaker, I would not have to go 

through such a painful experience. We should be recognized as we all make great effort to learn and 

use English. It is not a curse to be non-native English speakers. People around me are all non-native 

English speakers. We make great economic and cultural contributions as well. I am now proud of 

myself for being able to speak Chinese and English. Thus, the English teaching should liberate learners 

from feeling disadvantaged.  

 

Likewise, G16 developed a sense of pride for the identity of being an English-Chinese 

bilingual and claimed the ‘non-native’ status as ‘unmarked’ in his workplace. He believed 

that non-native speakers are also legitimate users of English and they should be given credit 

for making economic and cultural contributions in the use of English. He thus challenged 

ELT practices that disadvantage bilingualism.  

It is also noteworthy that many respondents expressed concern over the lack of 

Chinese culture in the implementation of the Business English Program. As G3 and G9 

stated,  

Excerpt 31 

G2: In my learning of English, I put too much focus on what native English speakers think and what 

we can learn from them and did not realize that my linguacultural background is crucial as well. 

Seemingly, in learning a language, it is so easy to forget about where you come from. When we try to 
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avoid the negative transfer of Chinese in learning English, we are likely to overlook the important role 

of Chinese culture in English learning and using. The communication is intercultural and Chinese 

culture is as important as other cultures.   

 

Excerpt 32 

G9: When I communicate with businesspeople worldwide, I communicate with their cultures. It is 

mutual. Therefore, the lack of Chinese culture needs to be addressed. We cannot take for granted that 

only native English speakers’ cultures are important. We need to learn their cultures but through a 

critical way.  

 

In the above excerpts, the two respondents highlighted the intercultural nature of 

English communication through ELF and suggested an equal treatment towards various 

cultures, including Chinese culture, in ELT. This echoes with business English learners’ call 

for the inclusion of Chinese culture that has been discussed in Section 6.4. Both business 

English users’ and learners’ emphasis on Chinese culture confirms the necessity of 

implementing a pluricentric approach towards language and culture.  

7.2.4 Discussion and implications  

This section has examined a group of business English graduates’ perceptions of the 

role of English in their workplaces, with an aim of advancing the understanding of ELF 

communication in China’s workplaces, the relationship between ELF experience and 

language awareness, and the efficacy of the Business English Program in preparing its 

learners to communicate in the global business world. What is clear from the analysis is that 

English functions as a business lingua franca in the workplace. While the respondents 

reported the use of English as business lingua franca on a regular basis, their awareness of 

ELF and reconceptualization of ENL were far from straightforward. This section shows that 

there is a complex relationship between ELF, ENL and identity, making it worthwhile to 
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discuss this in detail (See 7.2.4.1). Also, the findings indicate difficulties in classroom-to-

workplace transition, which encompasses gaps between what is being taught in the classroom 

and what is being used in the workplace, and foreshadows respondents’ suggestions towards 

what should be taught in the classroom (See 7.2.4.2).  

7.2.4.1 ELF, the shifting perception and identity 

It is evident that the respondents have acquired a new ELF-using identity during their 

experience in the global business world, which is different from their old ENL-learning 

experience in the classroom. Their discovery of ELF-using identity is very telling and further 

illustrates the complex linguistic ecology in Chinese workplaces. But it is evident that they do 

not simply take up the new identity even though they have reported the frequent use of 

English as business lingua franca. Their perceptions and attitudes towards their new identity 

is reported to be influenced by their language learning experience in the Business English 

Program, which associated professional identity with ENL.  

In Section 6.4.3.2, I discussed business English learners’ concerns over the 

construction of their professional identity. For business English learners, the ‘imagined’ 

professional identity is constructed and negotiated through three factors, being Chinese 

English learners/users, being English majors, and having business know-how. I use the word 

‘imagined’ in that learners have rare contact with the professional world and their 

construction of the professional identity has been largely influenced by what they have learnt 

in the classroom. These three factors seem to be also applicable to the identity construction of 

business English users, but the characterisation and representations of these factors may have 

different meanings, as displayed in Table 7.6.  
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Table 7.6 The construction of professional identity: A comparison between business English 

graduates and learners 

 Graduates Learners 

Being Chinese English 

learners/users 

The national pride of being 

Chinese English users 

The national pride/embarrassment of 

being Chinese English learners /users 

Being English majors ELF for communicative effectiveness 

ENL as socially preferred English 

ENL for communicative effectiveness; 

ENL as socially preferred English 

Having business 

knowhow 

Having business knowhow to use 

English 

Having confusion about the meaning of 

business knowhow 

 

As discussed in Section 7.2.3, business English graduates seem to have developed a 

strong sense of pride in being Chinese English users. This differentiates them from business 

English learners who associate their willingness to be identified as Chinese English 

learners/speakers to the global status of China and thus hold a wait-and-see attitude. This 

difference could also be seen in the comparison between graduates’ and learners’ perceptions 

towards whether they want to be identified as Chinese even if they can speak native-like 

English, as illustrated in Figure 7.4 in Section 7.1.4. Also, the use of English as a business 

lingua franca has developed business English graduates’ awareness of the dynamic and 

cooperative nature of ELF communication and enabled business English graduates to 

reconceptualize the role of ENL as a guarantee for communicative effectiveness. This is 

different from business English learners’ belief in the communicative effectiveness of ENL. 

Nevertheless, both business English graduates and learners perceive ENL as socially 

preferred English and thus associate ENL with their identity of being English majors. In 

addition, business English graduates prioritize English knowledge and skills and perceive 

having business knowhow as a key adjunct to the use of English as business lingua franca 

while business English learners are confused about the relationship between business and 

English knowledge and skills.  

The different meanings of the three factors underline business English graduates’ 

shifting perceptions towards ENL. However, they are constrained by their past learning 
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experience in the Business English Program with its great emphasis on ENL. Also, they 

believe in the social advantage of using correct and standard English. The advantage is to 

create a good image of themselves or satisfactorily meet the social expectation of the English 

of English majors. This shows the influence of Standard English ideology in China’s 

workplaces. It is also safe to conclude that although ELF experience is key to ELF awareness, 

the increasing awareness of ELF does not necessarily downplay the belief in native-speaker 

Standard English that has been developed and enhanced in formal English language 

education. A similar conclusion was also made in Otsu’s (2019) research on the shifting 

perception of Japanese BELF users. In this research, Japanese BELF users, although 

prioritising the communicative function of BELF, also showed a deeply-entrenched belief in 

native-speaker Standard English in producing a good of image of themselves or their 

company and thus winning wider public acceptance.  

7.2.4.2 ELF, the classroom-to-workplace transition and pedagogical implications  

The respondents’ remarks on the difficulties in classroom-to-workplace transition 

foreground discrepancies between what is being taught in the classroom and what is being 

used in the workplace. These discrepancies are between,  

• the dominance of Standard English accents in the classroom and the prevalence of 

various accents of English in the workplaces; 

• the lack of communication knowhow in the classroom and the need for 

communication knowhow in the workplaces; 

• the teaching of business in Chinese and the need for business to be taught in 

English.  

• the monolingual approach in the classroom and the bi/multilingual practice in the 

workplace 
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In language learning in the Business English Program, the respondents have not fully 

grasped the diverse nature of the English language; they learnt it as a static and standard 

system of norms. The English language is, as they might have known with accumulating 

experience in using ELF, fluid and dynamic (Cogo & Dewey, 2012). This is perceived as the 

task of ELT, especially that of language awareness education, that in the course of English 

language learning, learners should come to understand it. In addition, language awareness 

education might inspire reflection on the relationship between ENL and identity in ways 

which these relationships might become clear to the business English users after some 

experience of ELF in the workplace. How this is to be done inside the classroom is a key 

issue in discussing the pedagogical implications of ELF research. The respondents suggested 

introducing real-life ELF scenarios to increase learners’ adaptability towards various accents 

as well as developing accommodation sensitivity and strategies, which would address the first 

two discrepancies. This suggestion supports calls for increasing ELF input in ELT in the 

Expanding Circle countries (Galloway, 2017; Guerra & Cavalheiro, 2018; Nelson, 2006).  

In explaining the importance of accommodation sensitivity and strategies, the 

respondents were concerned with mutual face preservation, a salient feature in the Chinese 

way of communication, in the course of meaning negotiation. It is important to bear in mind 

that there are cultural ways of negotiating meaning just as there are cultural ways of 

communication (Zhu, 2015). Therefore, in addressing communication breakdowns, potential 

difficulties that pre-service or inexperienced business English users face might not be purely 

confined to the limited knowledge of accommodation strategies. There seems also a need for 

business English learners to understand how and why cultural ‘norms’ may cause 

misunderstandings and what and how accommodation strategies can be used to address these 

misunderstandings.  
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Furthermore, although the respondents suggested offering EMI business courses to 

improve the synthesis of business and English, they argued against the insistence on using 

‘English only’ in the classroom. In addition to their support for including real-life ELF 

scenarios, this study has two important implications for the rise of EMI provision. First, EMI 

business courses should recognize the prevalence and legitimacy of English as a business 

lingua franca. This may require the Business English Program to re-evaluate the current 

orientation towards ENL and increase the possibility of offering EMI business courses 

without requiring the ‘nativeness’ of English teachers. Second, the Business English Program 

might consider positioning itself as a bilingual program instead of an English-medium 

program and encourage a bi/multilingual approach instead of a monolingual approach in 

English language teaching. 

7.3 What is being taught in the Business English Program - Answers to RQ2 

The findings of this chapter add empirical evidence to the use of English as a lingua 

franca in the workplace, research which has been conducted mainly in the European context. 

Although English as a lingua franca is clearly dominant in international business, oral and 

written Chinese do not disappear in China’s workplaces but interact with English in many 

ways. By taking a bilingual role while using English as a lingua franca in the workplace, the 

business English graduates have enhanced their understanding of the dynamic nature of 

communication through ELF and the multilingual reality of the global business world. 

Ehrenreich (2012) claimed that the multilingual nature of business communication has been 

approached through contact linguistics and international management which represent “the 

two endpoints of an interdisciplinary continuum (p. 411). Contact linguistics mainly focuses 

on the communicative function of English as a shared language and the creative interaction of 

English and other languages (Kankaanranta & Louhiala-Salminen, 2010), while international 

management is concerned with potential problems in corporate cohesion and integration with 
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the coexistence of one or shared languages alongside English as a shared language 

(Fredriksson et al., 2007).  This chapter, from the perspective of contact linguistics, has 

examined how Chinese business English users perceive ELF and ENL, as well as issues of 

ownership, nativeness, and communicative effectiveness. Nevertheless, given the parallel 

coexistence of Putonghua and English reported by the business English graduates, future 

research could explore potential challenges in business management with the use of English 

as the shared language.  

The chapter also reported the business English graduates’ perceptions towards the 

construction of professional identity and compared their perceptions with that of business 

English learners. Although prioritising the communicative function of ELF, the business 

English graduates associate ENL with their professional identity, and these perceptions were 

similar to the perceptions of business English learners. Two factors might explain this 

association. On the one hand, they are constrained by their past learning experience in the 

Business English Program, where a deeply-entrenched belief in the Standard English 

ideology was nurtured. On the other hand, ENL is the socially preferred English and there 

seem to be societal expectations towards English majors being able to speak native-like 

Standard English.  The two factors result in mixed feelings towards ENL and ELF.  

Previous research on the pedagogical implications of ELF research for business 

English teaching and learning, including Kankaanranta et al. (2015) and Pullin (2015), 

focused on learners who were “majors in traditional business subjects such as marketing, 

accounting, and finance” and “majors in (international) corporate communication” 

(Kankaanranta et al., 2015, p. 140). The business English majors belong to neither group but 

share commonalities with both. The business English majors may, like majors in the 

traditional business subjects, need to interact with business professionals of a specific field to 

get the job done and they may also, like majors in (international) corporate communication, 
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need to manage communication function within MNCs. However, their expertise or 

perceived self-value was believed to lie in their English communicative competence. 

Therefore, learning the general principles of business and management communication 

instead of the traditional business subjects would be of more value.  

The business English learners, based on their reflections towards English learning and 

using experiences, outlined the discrepancies between what is being taught in the classroom 

and what is being used in the workplace and also provided suggestions for narrowing the 

discrepancies. These discrepancies and suggestions have further enhanced the understanding 

of the practicality of ELF-informed teaching in the Business English Program.  
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 THE PRACTICALITY OF ELF-INFORMED 

TEACHING IN CHINA’S BUSINESS ENGLISH PROGRAM: 

AN EVALUATIVE FRAMEWORK 

This study has so far investigated what is being taught in the Business English 

Program. By examining ‘English’ and ‘culture’ in curricula documents, ELT materials and 

the classroom, the study has considered whether these programmes promote an ENL and 

‘Anglo’-culture using ‘monolithic’ approach or whether they promote ELF by adopting a 

‘pluricentric’ approach to varieties of English and culture. The study also reports how 

teachers and learners perceive native-speaker Standard English and ENL-based teaching and 

ELF and ELF-informed teaching. It thus has shed light on ELT in the Business English 

Program at the ideological and pedagogical level and informed the practicality of ELF-

informed teaching in these contexts. This study also investigated business English graduates’ 

perceptions towards the functions and uses of English in their workplaces as well as their 

thoughts on what should be taught in the Business English Program, based on reflections 

towards what they learnt in the Business English Program and what they are currently using 

in the workplace.  

In reporting the above findings, I have discussed within each chapter the gaps that 

have emerged between what is being taught in the classroom and what is being used in the 

workplace. I have also discussed the barriers in implementing ELF-informed teaching in the 

Business English Program. Based on the above discussion, this chapter will explore the final 

research question,  

3. How could, or could not, ELF-informed teaching be incorporated into China’s 

Business English Program? 
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8.1 ELF-informed curriculum, a backward design 

As I have discussed in Chapter 5, there are arguably three approaches in designing a 

curriculum (Richards, 2013), namely the forward design (organizing input, process and 

output in a linear fashion), the central design (starting from process, then determining input 

and output) and the backward design (beginning with output, then addressing input and 

process). I shall argue here that a curriculum that adopts ELF-informed teaching should be 

categorized as a backward design (See Figure 8.1) in that it begins with an awareness of the 

role of English as a lingua franca, an understanding of the dynamic nature of English in 

multilingual settings, and a willingness to create connections to the dynamic ways and 

multilingual contexts where English is and will be used.  With the awareness of ELF and the 

understanding of ELF pedagogy, it is then possible to design ELF scenarios as language input 

(ELF input) and also to consider an appropriate teaching approach (ELF process).  

Figure 8.1 ELF-informed teaching - a backward curriculum design 

Paradoxically, teaching learners to use English as a lingua franca or recognizing ELF 

as language output presents a significant challenge to assessing the language ‘output’. To 

address the challenge requires a rethinking of the construct or the underlying knowledge, 

skills and competence that a test aims to assess (Newbold, 2018). Specifically, taking ELF as 

language output, native-speaker norms should no longer be considered constructs and 

assessment should no longer be organized against a stable variety of English (Harding & 

McNamara 2017). All this invites research on integrating ELF perspectives into language 
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assessment. For instance, Jenkins and Leung (2019) propose locally contextualized ELF-

informed assessment as the basis for English tests for  university entry and give a list of 

tentative suggestions for developing self-assessment materials, including “sample student 

presentations (if relevant to the specific course) so that candidates can see what will be 

expected of them both in terms of content and language” and “tasks that invite candidates to 

consider and practise their accommodation and translanguaging skills” (Jenkins & Leung, 

2019, p. 106).  

In terms of taking ELF scenarios as linguistic and cultural resources to organize 

language input, many coursebook analyses have reported an over orientation towards a stable 

native variety of English, its users and cultures. There has been an increasing body of work 

addressing concerns over the lack of ELF input in bridging ELF theory into ELF practice, 

such as discussing principles of designing new ELF-informed materials (e.g. Bayyurt & 

Sifakis, 2015; Dewey, 2012; Galloway, 2017) or practicality of implementing ELF-informed 

teaching with pre-existing ENL-based materials (Guerra & Cavalheiro, 2018; Lopriore & 

Vettorel, 2018; Sifakis et al., 2018), but there is still of course a long way to go.   

Critiques of native-speakerism in ELF research can liberate English teachers from the 

native/non-native divide in the process of English language teaching (Holliday, 2005). The 

idea that local multilinguals are more appropriate linguistic models than NESs facilitates the 

implementation of bi- or multilingual pedagogy where an ELF-aware teacher can use 

learners’ L1 to help them to learn English (Kirkpatrick, 2018). This echoes with 

translanguaging pedagogy which assumes that “multilingual competence emerges out of local 

practices where multiple languages are negotiated for communication; competence doesn’t 

consist of separate competencies for each language, but a multicompetence that functions 

symbiotically for the different languages in one’s repertoire” (Canagarajah, 2011, p. 1). 

Translanguaging pedagogy thus focuses on repertoire building and could take L1 as a 
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resource and L2 as the medium of instruction when teaching complex subject matter, which 

by so doing, develops learners’ abilities to use different languages to fulfil different functions 

(Cenoz & Gorter, 2014).  

Following my argument of the ELF-informed curriculum as a backward design, I 

summarize the findings of this study and also note the barriers and gaps that have emerged in 

the findings.  

8.2 ELF-informed teaching: Barriers and gaps 

In this section, I provide a brief overview of the research findings in Chapters 5, 6 and 

7 and on the basis of that summarize the possible barriers in implementing ELF-informed 

teaching, the gaps between what is being taught in the classroom and what is being used in 

the workplace and the potential options to address the gaps.  

Chapter 5 revealed that the three curriculum documents, the National Principles of 

Teaching Quality for Undergraduate Business English Majors (the National Principles of BE, 

Curriculum A and Curriculum B), do not indicate a preference for native-speaker Standard 

English, ELF or China English. This lack of clear statements of the beliefs and theories in 

relation to the nature of the English language and English language teaching has thus made 

the input, process and the output of the implementation of the Business English Program less 

predictable. Also, the three curriculum documents consistently stipulate humanism as the ‘ti’ 

of the Business English Program. Although they do not give a clear definition of humanism 

or humanistic English education, the curriculum documents suggest offering British and 

American Literature, Introduction to Linguistics and General Introduction to Britain and 

America to achieve humanistic English education. As the titles of the recommended courses 

suggested, there is an overriding emphasis on native English speakers’ cultures (NESCs). 

This suggests an ideological orientation towards NESCs and an essentialist view towards 

English and culture. In addition, it was found that in the two institutional curricula, the 
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teaching of English knowledge and skills is largely designated to the English faculty while 

the teaching of business knowledge and skills is largely designated to the Business faculty. 

This duel approach leads to business English learners’ and users’ complaining about the lack 

of interdisciplinarity, discussed in Chapters 6 and 7.  

Chapter 6 explored what is being taught in the Business English Program and how – 

an ENL variety through an ‘monolithic’ approach or ELF through a ‘pluricentric’ approach. 

The coursebook analyses suggest a strong orientation towards native-speaker Standard 

English, the inaccurate portrayal of NNESs and the rare reference to Chinese business 

English users. Specifically, language exposure is grounded in native-speaker Standard 

English and none of the activities could be considered as ELF-informed. However, the 

number of NESC representations and NNESC representations are quite similar. Nevertheless, 

there are few mentions of Chinese culture despite the coursebook being aimed exclusively at 

Chinese business English learners. Therefore, it is safe to conclude that these coursebooks 

fail to demonstrate the underpinning of ELF-informed materials. This lack of ELF-informed 

content was not addressed in the use of the coursebooks, as evidenced in the classroom 

observations. While the concept of English as a lingua franca was understood, there was no 

analysis of, nor examples given, of how English is actually used as a lingua franca. Chapter 6 

also reported teachers’ and learners’ perceptions of ENL and ENL-based teaching and ELF 

and ELF-informed teaching. The interviews with business English teachers indicate one main 

conflict and three subsidiary conflicts regarding the practicality of ELF-informed teaching in 

the Business English Program. The main conflict is between teachers’ general awareness of 

ELF and their preference for ENL-based teaching. The three subsidiary conflicts are between 

1) ENL-based learning and ELF-informed teaching; 2) English for tests and English for use;

3) intervention and innovation. In these conflicts, four interrelated barriers to implementing

ELF-informed teaching emerged. They are 1) the lack of BELF experience; 2) experience in 
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learning how to teach English in an ENL-based pre-service teacher training program; 3) the 

possible top-down intervention while making pedagogical innovations, and 4) a possible 

mismatch between English for tests and English for use. To deal with the barriers, a series of 

courses of action was proposed. Meanwhile, learners’ perceptions towards what should be 

taught in the classroom were found to be influenced by four factors:  the communicative 

effectiveness of ‘my’ English; the value of ‘my’ English; the applicability of ‘my’ English; 

and my culture including my cultural identity. 

Chapter 7 discussed business English users’ perceptions towards the function of ENL 

and ELF in their workplaces and the efficacy of the Business English Program in preparing 

them to communicate in the global business world. The findings suggest that, although 

English functions as a lingua franca in China’s workplaces, oral and written Chinese do not 

disappear but interact with ELF in many ways. By taking a bilingual role and facing a 

multilingual reality, the business English users have enhanced their understanding of the 

dynamic nature of ELF and highlighted the importance of meaning negotiation in 

communication through ELF. They thus suggested that Business courses should include real-

life ELF scenarios, an introduction of EMI business courses and classroom practices that 

encourage bi/multilingualism.  

As can be seen in the above findings, the three main groups of stakeholders in the 

Business English Program – teachers, learners and graduates – expressed different but related 

opinions and suggestions on what and how English should be taught in the classroom. In the 

light of the above findings, a total of seven factors at individual, institutional and socio-

cultural levels were identified as the most prominent barriers to the effective implementation 

of ELF-informed teaching in the Business English Program (See Figure 8.2 below). They are: 

• Factor 1: English using experience (richness of experience in using English as 

business lingua franca); 
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• Factor 2: English learning experience (a long tradition of learning English under an 

ENL-based paradigm); 

• Factor 3: identity (fear of losing identity of being English majors); 

• Factor 4: local/international status of the local variety of English (the national 

pride or embarrassment of being identified as a Chinese English speaker); 

• Factor 5: social values of the ‘English’ (concerns towards ENL as socially 

preferred English).  

• Factor 6: centralized democracy (fear of top-down interventions while making 

pedagogical innovations); 

• Factor 7: the importance of tests (a possible conflict between English for tests and 

English for use). 

 

 

Figure 8.2 The key factors in the implementation of ELF-informed teaching 

These seven factors align the reported interests of different stakeholders and therefore 

are likely to avoid potential challenges in seeking combined efforts from diverse stakeholders 

to improve the implementation of the Business English Program. Importantly, the factors, 

indicating a dynamic interplay of policy, people and contexts, are interrelated and 

interdependent. It is therefore not suggested that any factor be interpreted alone but rather as 
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an integral component necessary for a full realisation of the practicality of ELF-informed 

teaching in China’s business English Program. 

Figure 8.3  Gaps between what is being taught in the classroom and what is being used in the 

workplaces 

As can be seen in Figure 8.3, the seven factors can be seen to be embodied in the five 

gaps manifested in the comparison between what is taught in the classroom and what is 

needed in the workplace, as summarized below:  

Gap 1: between a lack of clear statements of the beliefs and theories in relation to 

the nature of the English language and its teaching practices in the curriculum 

documents and the dynamic and variable nature of English in use;  

Gap 2: humanism as the ‘ti’ and the instrumental nature of ELF;   

Gap 3: between ELF as a phenomenon and ELF as linguistic and cultural 

resources in language input;  

Gap 4: between the ‘English’ only preference and the bi/multilingual realities;  

Gap 5: between ‘English’ plus ‘business’ and ‘English’ in business 
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The first and second gaps, being related to the curriculum documents, may be 

perceived as ideological and ideational discrepancies. The first gap sits between a lack of 

clear statements of the beliefs and theories regarding the nature of the English language and 

ELT in the curricula documents and the dynamic nature of ELF and its pedagogical 

implications. As I have argued in Chapter 5, I take an open attitude to the broadness or 

vagueness of the curriculum documents for the reason that in a top-down model, the 

broadness might leave institutions and English practitioners with some autonomy for 

localising the curricula. However, the curriculum documents should include clear statements 

regarding the nature of the English language. The second gap embodies the conflict between 

the instrumental role of English as a lingua franca and the belief in humanistic English 

education as the ‘ti’ of the Business English Program. In my understanding, the instrumental 

role of English language education is to enable learners to communicate and to access 

knowledge and obtain information about the history and culture of different nations, and 

therefore to critically approach the world and grow into rational human beings, which is also 

the aim of humanistic education. It is impossible to have one without the other, and therefore 

inappropriate to over-emphasize humanism and downplay instrumentalism. In other words, 

humanism and instrumentalism are intricately intertwined in ELT and the debate over 

whether ELT should be humanistic or instrumental is flawed. As a consequence, the 

relationship between humanism and instrumentalism in curriculum documents should be 

redefined and the humanistic English courses should be redesigned. In redesigning the 

courses, I suggest a pluricentric approach. For instance, British and American Literature 

could be changed to English literature or texts associated with commerce, either a classic 

piece of commercial literature, such as The Wealth of Nations or one that informs a timely 

topic such as the China-America trade war. Introduction to Linguistics could analyse how 

English is used as a lingua franca and illustrate for learners the dynamic and intercultural 
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nature of ELF communication. In similar vein, General Introduction to Britain and America 

could be redesigned to General Introduction to the Global Business World. Instead of 

focusing on the cultures of native English-speaking countries, the new course could introduce 

histories, cultures and mechanisms of world-renowned multinational companies or 

international business organizations, such as the World Bank and the International Monetary 

Fund.  

The third gap relates to language input or exposure. Language exposure in the 

coursebooks, with a focus on native-speaker Standard English, does not adequately reflect the 

reality of English as a lingua franca in the business world. As I argued in Section 6.1.5.1, the 

attempt to include NNESs is important but their attempted portrayal to be like NESs did not 

illustrate how ELF users successfully communicate and that they communicate differently 

from NESs. To address this inaccurate and inappropriate portrayal, including real-life ELF 

scenarios, as suggested by the business English users, is an obvious option. Real-life ELF 

scenarios are available in online ELF corpora, such as VOICE (Vienna-Oxford International 

Corpus of English), ELFA (English as a Lingua Franca in Academic Settings) and ACE 

(Asian Corpus of English). Apart from incorporating real-life scenarios, other options, 

including implementing ELF-informed teaching with pre-existing ENL-based materials, were 

also discussed in Section 6.1.5.3.  

The fourth and fifth gaps emerge in the implementation of the Business English 

Program and thus relate to the process of business English teaching in the classroom. 

Currently, business knowledge and skills are taught in Chinese by the School of Business 

while English knowledge and skills are taught mainly in English by the School of Language 

Studies with an orientation towards ENL, its users and cultures. There is insufficient 

integration between content and language and a marginalization of Chinese language and 

culture and Chinese English. Despite envisaging that successful business English users 
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should be equipped with well synthesized English and business knowledge and skills, the 

teaching of business knowledge and skills through Chinese makes the synthesis of English 

with business difficult. In this situation, business English learners are unlikely to become 

aware of how business English users use English to engage in international business activities 

when working in international business contexts, a point confirmed by the business English 

users. Two options were proposed by business English users to address the two gaps. The 

first is to offer EMI business courses and the second is to encourage bi/multilingualism and 

translanguaging. I stress that EMI does not necessarily mean ‘English only’ as learners will 

be advantaged by being bi/multilingual and the E in EMI should consider being seen as ELF 

(See Section 7.2.4.2).  

8.3 An evaluative framework 

The overarching pedagogical aim of this inquiry was to investigate the practicality of 

ELF-informed teaching in the Chinese context. As a synthesis of theory and practical 

experience, an evaluative framework can guide practitioners in diagnosing current teaching 

practice, analysing the gaps between the classroom and the reality, and “translating 

educational aims into concrete pedagogical practices” (Elliott, 1991, p. 16). Therefore, taking 

the seven factors and the five gaps into consideration, an evaluative framework of the 

practicality of ELF-informed teaching is proposed (See Figure 8.4). This framework is not a 

blueprint for English teaching practice. Instead it represents conceptualizations and 

understandings established from the inquiry into the practicality of ELF-informed teaching in 

the two Business English Programs, that can continue to be employed, adapted and 

operationalised by other teachers in other contexts. In other words, the framework 

conceptualizes the most prominent components that a local institution needs to consider so as 

to explore the practicality of ELF-informed teaching or to detect, discuss and defeat the 

barriers impeding its effective implementation of ELF-informed teaching.  
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Figure 8.4  An evaluative framework 

As discussed previously, the framework assumes an ELF-informed curriculum as a 

backward design. In the centre of the framework sit the curricula. An exploration of 

‘English’ and ‘culture’ in the curricula can enable a local university to recognise and 

overcome deficiencies in the national and institutional regulations so as to provide an English 

language program with an appropriate and favourable policy environment at the institutional 

level. Specifically, effective institutional policies need to be established to clarify and 

supervise various issues in relation to the daily implementation of the program. These issues 

include but are not limited to: a clear statement of the belief in the nature of the English 

language; the preference for language input, effective processes for implementing the 

program and measurable goals of learning outcomes.  Pointing to the centre of the framework 

are the seven key factors: 

• Factor 1: English using experience (richness of experience in using English as 

business lingua franca); 
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• Factor 2: English learning experience (richness of experience in learning English 

under an EFL paradigm); 

• Factor 3: identity (the understanding of linguistic and professional identity); 

• Factor 4: the global status of China (the understanding of national identity in the 

use of English); 

• Factor 5: social values of the ‘English’ (the understanding of socially preferred 

English).  

• Factor 6: the English teaching context (the understanding of teaching/learning 

autonomy and issues related to top-down intervention and pedagogical 

innovations); 

• Factor 7: the washback of testing (the understanding of the washback effect of 

tests).  

These factors are fundamental to understanding the key stakeholders’ perceptions 

towards the practicality of ELF-informed teaching, which underpins all the pedagogical 

strategies that a local institution can reasonably choose, and concurrently, explore the 

presuppositions that they do or do not possess if ELF-informed teaching were to be 

implemented. These seven factors should be applied as a collaborative chain of interrelated 

items that scaffold a detailed understanding of what is being taught and what should be 

taught. 

8.4 The practicality of ELF-informed teaching in the Business English Program - 

Answers to Q3 

This chapter, by comparing what is being taught in the classroom and what is being 

used in the workplace, has proposed key issues related to the practicality of ELF-informed 

teaching. On this basis, an evaluative framework on the practicality of ELF-informed 

teaching has been proposed. The evaluative framework is aimed to assist local institutions to 
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explore the practicality of ELF-informed teaching and detecting, discussing and overcoming 

the barriers impeding its effective implementation. The framework illustrates how to 

effectively implement a Business English Program and, along with the findings of the thesis, 

makes, I hope, a significant contribution to the current debate over what should be taught in 

the classroom, especially in the countries in the Expanding Circle.   
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 CONLUSION 

This chapter presents the conclusions drawn from this investigation into the 

practicality of ELF-informed teaching in China’s Business English Program. It does this by 

summarizing the major findings and then discussing the implications of the research. 

Following this, the contributions of this study are presented. To conclude, suggestions are 

made for further research.  

9.1 About this study 

The present study adopted a multiple case study design, purposefully sampling two 

Business English Programs in two case study universities in China. The study gained rich and 

informative data from a triangulation of methods, including document analysis, coursebook 

analysis, classroom observations, questionnaires and semi-structured interviews with business 

English learners and teachers, and questionnaires with graduates from the Business English 

Program. Qualitative thematic analysis was employed to analyse the collected data. The 

central research question, the practicality of ELF-informed teaching, was addressed through 

three sets of associated research questions guided by key issues in the debate over whether 

ELT should consistently conform to ENL or should value the pedagogical implications of the 

ELF research that has been reviewed in Chapter Three. The three sets of questions were: 

• RQ1: How do the business English programs prepare learners to 

communicate in the global context?  

1.1 How do the programs’ curricula documents stipulate the teaching of 

‘English’ and culture: native-speaker Standard English through a monolithic 

approach or ELF through a pluricentric approach?  

1.2 What ‘English’ and cultures are incorporated in teaching materials: a 

native-speaker Standard English and ‘Anglo’ culture through a monolithic 
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approach, or ELF and diverse cultures through a pluricentric approach? How 

are they incorporated? 

1.3 What ‘English’ and cultures are presented or promoted in classroom: 

native-speaker Standard English and ‘Anglo’ culture through a monolithic 

approach or ELF and diverse cultures through a pluricentric approach?  How 

are they presented? 

1.4 How do teachers perceive native English and native-English based 

teaching, and how do they perceive ELF and ELF-based teaching?  

1.5 How do learners perceive native English and native-English based 

teaching, and how do they perceive ELF and ELF-based teaching? 

• RQ2: How is English used in workplaces?

2.1 What role does English play in business English graduates’ workplaces? 

2.2 How do business English graduates perceive native-speaker Standard 

English and ELF?  

• RQ3: How could, or could not, ELF-informed teaching be incorporated into

China’s Business English Program?

These three sets of linked research questions sought to explore the dynamic interplay 

of policy, people and contexts in the implementation of the Business English Program in the 

Chinese context.  In addressing these questions, the main findings of this thesis relate to:  

• defining ‘English’ and ‘culture’ in curricula documents (Chapter Five);

• designing ELF-informed teaching materials and adapting pre-existing ENL-based

materials for ELF-informed teaching (Section 6.1);

• the role of ENL, China English and ELF in classroom teaching and classroom

discourse (Section 6.2);
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• business English teachers’ perceptions towards ENL and ENL-based teaching, and 

ELF and ELF-informed teaching (Section 6.3);  

• business English learners’ perceptions towards ENL and ENL-based teaching, and 

ELF and ELF-informed teaching (Section 6.4);  

•  business English graduates’ perceptions towards ENL and ENL-based teaching, 

and ELF and ELF-informed teaching (Chapter Seven); 

• the gaps between what should be taught in the classroom and what should be used 

in the workplace and the key factors in determining the practicality of ELF-

informed teaching (Chapter Eight).  

Chapter Five answered RQ 1.1. It revealed that none of the National Principles of 

Teaching Quality for Undergraduate Business English Majors (the National Principles of 

BE, Curriculum A and Curriculum B) indicate a preference for native-speaker Standard 

English, ELF or China English. Although the broadness or vagueness of ‘what’ English 

should be taught leaves institutions with autonomy, the lack of clear statements regarding the 

nature of the English language makes the implementation of the Business English Program 

less predictable. In addition, the three curriculum documents consistently stipulate humanism 

as the ‘ti’ of the Business English Program. Although no clear definition of humanism or 

humanistic English education having been given, the curriculum documents recommend 

offering British and American Literature, Introduction to Linguistics and General 

Introduction to Britain and America to achieve humanistic English education. As the titles of 

these courses suggested, the emphasis has been put on native English speakers’ cultures 

(NESCs). This indicates an ideological orientation towards NESCs and an essentialist view of 

English and culture. Furthermore, both the institutional curriculum documents designate the 

teaching of English knowledge and skills to the English faculty while that of business 
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knowledge and skills to the Business faculty. In other words, the two Business English 

Programs were implemented through parallel monolingualism.  

Chapter Six consists of four sections, among which Section 6.1, Section 6.2, Section 

6.3 and Section 6.4 answered RQ 1.2, RQ 1.3, RQ 1.4 and RQ 1.5 respectively. Section 6.1 

revealed that the coursebooks employed in the two Business English Programs fail to 

demonstrate the underpinning of ELF-informed materials. Specifically, these coursebooks 

have an overriding orientation towards native-speaker Standard English, an inaccurate 

portrayal of NNESs and a rare reference to Chinese business English users. In the 

coursebooks, language exposure is grounded in native-speaker Standard English and none of 

the activities could be considered as ELF-informed. Despite of the similar number of 

representations of NESCs and NNESCs, there are few mentions of Chinese culture. Section 

6.2 reported that while the concept of English as a lingua franca was understood, there was no 

analysis of, nor examples given, of how English is actually used as a lingua franca in the 

classroom. Therefore, it is safe to conclude that the lack of ELF-informed content in the 

coursebooks was not addressed in the classroom. Section 6.3 discussed one main conflict and 

three subsidiary conflicts embedded in business English teachers’ perceptions regarding the 

practicality of ELF-informed teaching in the Business English Program. The main conflict is 

between teachers’ general awareness of ELF and their preference for ENL-based teaching. 

The three subsidiary conflicts are between 1) ENL-based learning and ELF-informed 

teaching; 2) English for tests and English for use; 3) intervention and innovation. Section 6.4 

reported four interrelated factors emerged in learners’ perceptions towards what should be 

taught in the classroom. The factors were the communicative effectiveness of ‘my’ English, 

the value of ‘my’ English, the applicability of ‘my’ English, and my culture including my 

cultural identity.  
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Following Chapter Six, Chapter Seven answered RQ2. Chapter Seven revealed that, 

although English functions as business lingua franca in the Chinese context, Putonghua and 

written Chinese do not disappear but interact with ELF in many ways. By describing the 

bilingual role that they were taking and the multilingual reality that they were facing, 

business English graduates reported that they have enhanced their understanding of the 

dynamic nature of ELF. Consequently, they suggested an incorporation of real-life ELF 

scenarios, an introduction of EMI business courses and a preference for bi/multilingualism.  

Chapter Eight answered RQ3. Based on the major findings in Chapter Six and 

Chapter Seven, Chapter Eight summarized the gaps between what is being taught in the 

classroom and what is being used in the workplace and how to address the gaps. The gaps 

were: 

 Gap 1: a lack of clear statements of the beliefs and theories in relation to the 

nature of the English language and its teaching practices in the curricula 

documents, and the dynamic and variable nature of English in use;  

 Gap 2: humanism as the ‘ti’ and the instrumental nature of ELF;   

 Gap 3: ELF as a phenomenon and ELF as linguistic and cultural resources in 

language input;  

 Gap 4: the ‘English only’ preference and the bi/multilingual realities;  

 Gap 5: ‘English’ plus ‘business’ and ‘English’ in business 

In the light of the above findings, seven key factors which project the contextual 

features of ELT in China and embody the different but related perceptions of the key 

stakeholders and pinpoint the practicality of ELF-informed teaching, were presented. The 

seven factors are: 

• Factor 1: English using experience (richness of experience in using English as a 

business lingua franca); 
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• Factor 2: English learning experience (richness of experience in learning English 

under an ENL-based paradigm); 

• Factor 3: identity (the understanding of linguistic and professional identity); 

• Factor 4: the local/international status of a local variety of English (the 

understanding of national identity in the use of English); 

• Factor 5: social values of ‘English’ (the understanding of socially preferred 

English).  

• Factor 6: the English teaching context (the understanding of teaching/learning 

autonomy and issues related to top-down intervention and pedagogical 

innovations); 

• Factor 7: the washback effect of test (the understanding of the washback of tests).  

Taking the five gaps and the seven factors into consideration, an evaluative 

framework for the practicality of ELF-informed teaching was presented (See Figure 8.4  An 

evaluative framework).  

9.2 Thesis contributions and implications 

By unveiling a dynamic interplay of policy, people and contexts in the 

implementation of the Business English Program, the findings from the present study are 

arguably of empirical and practical value to those involved or interested in the fields of 

English language policy, English language teaching in China, and ELF.  

With its special focus on China’s Business English Program, this study enriches the 

literature on stakeholders’ perceptions of ELF and implementing ELF-informed teaching in 

the countries in the Expanding Circle and thus, adds empirical evidence to the debate over the 

practicality of ELF-informed teaching in this context. This thesis makes original 

contributions to the literature by identifying and clarifying:  
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a) the extent to which ELF-informed teaching is being implemented in China’s

Business English Program;

b) the existing and potential barriers impeding the effective implementation of ELF-

informed teaching;

c) the gaps between what is taught in the business English classroom and what is

used in the global business world;

d) key elements to assist the Business English Program in overcoming these barriers

and bridging the gaps.

This research proposes a coursebook analysis framework based on key categories in 

the debate over what is needed in the ELT classroom, as well as a classroom observation 

protocol that measures linguistic and cultural diversity in the classroom. The analytic 

framework and the observation protocol are ready to be employed in future research into the 

practicality of ELF-informed teaching in other contexts. Meanwhile, the evaluation 

framework developed in this research could be used as a list of key checkpoints when 

discussing, developing and implementing ELF-informed teaching in the Chinese context and 

in other countries in the Expanding Circle. The main implications of this research are 

outlined below: 

9.2.1 Language education policies in the Business English Program 

The findings of the present study suggest that the education policy for the Business 

English Program is encountering challenges as exemplified by the teaching practices 

evidenced in classroom observations, and the views elicited from the key stakeholders. The 

document analysis reveals the broadness of the national instructive curriculum – the National 

Principles of Teaching Quality for Undergraduate Business English Majors (the National 

Principles of BE hereafter), which arguably gives institutions autonomy to localize the aims, 

knowledge bases, key competencies and courses stipulated in the document. However, the 



263 

 

two Business English Programs have put little effort into localising the National Principles of 

BE and have failed to clarify the following key issues: 

• the nature of the English language  

• the ownership of the English language 

• the role of ENL, ELF and China English  

• the definition of English-speaking countries (which countries constitute English-

speaking countries)  

• the relationship between the teaching of English and the teaching of culture(s) 

• the role of cultures of native English-speaking countries, Chinese culture and 

other cultures of non-native English-speaking countries 

The lack of clear statements regarding these key issues has thus made the process and 

the implementation of the Business English Program unpredictable. This highlights the 

importance of a bottom-up localisation of curriculum documents in a top-down model. 

Emphasis should be placed on key stakeholders’ participation in institutional curriculum 

making. At the same time, careful consideration of difficulties and challenges facing the 

implementation of the curriculum should be prioritised before developing any localization. 

For instance, Program A originally designed a series of EMI business courses in the 

curriculum. However, due to a lack of competent bilingual teachers, the courses were actually 

taught monolingually in Chinese. This indicates a serious discrepancy between design and 

implementation.  

This research also suggests defining the relationship between humanism and 

instrumentalism in the curriculum documents. The research argues that humanism and 

instrumentalism are intricately intertwined in ELT, and therefore the ongoing debate over 

whether ELT for English majors should be humanism-oriented or instrumentalism-oriented is 

flawed. Moreover, teaching cultures of native English-speaking countries is by no means the 
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only way to achieve humanistic English education. For the Business English Program 

specifically, the designing of both humanistic and instrumental English courses should 

consider the international nature of ‘B’ (business) and the multilingual nature of ‘E’ 

(English).  

9.2.2 Implementation of ELF-informed teaching 

Given that the role of teachers is central to how ELF-informed pedagogical changes 

play out in a local context, this research substantiates calls for implementing ELF-aware 

teacher education. Discussions on the practicality of ELF-informed teaching invariably 

propose radical changes in the way we think about the English language and ELT, which in 

turn makes ELF controversial. This is believed to invite criticism from ‘anti-ELFers’, as 

Jenkins (2017) argued, 

These ‘anti-ELFers’ divide broadly into two camps, one who dislike the phenomenon of ELF because 

of its threat to Standard English (whatever they mean by this ambiguous term), and the other who 

(mistakenly) see the ELF research paradigm as proposing a new monolithic kind of English: a new 

global standard. The first tend to be ELT professionals and the second to be World Englishes scholars, 

although this is, of necessity, a simplification as there have been published attacks on ELF from those 

of various other ideological persuasions including Marxism, as well as those who simply object to the 

global spread of English in any guise. (p.597) 

Following this argument, business English teachers seemingly could be categorized as 

the first type of ‘anti-ELFers’. However, this categorization may be oversimplified. This 

study has pointed out that teachers’ preference for native-speaker Standard English is not the 

only reason they oppose ELF-informed teaching, but is one of the consequences of their 

limited knowledge of ELF and ELF-informed teaching. Therefore, ELT professionals who 

know nothing about ELF-informed teaching and have Standard English as their only target 

may well outnumber ELF professionals who well understand ELF-informed teaching but 

nevertheless, insist on Standard English.  
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In addition, putting ideas into practice is an extremely complex process. Thus, 

business English teachers, as implementers of the current ELN-based teaching approach and 

the agents of future ELF-informed pedagogical change, appear overwhelmed with the ‘what’ 

and ‘how’ of change. In these circumstances, ELF-aware teacher education is necessary to 

inform teachers about the values, goals and operationalized frameworks associated with ELF-

informed pedagogical changes. In addition, however, knowledge about introducing 

pedagogical innovations which involve the dynamic interaction within a teaching context, a 

teaching culture and teachers’ autonomy, should also be incorporated in professional teacher 

education. In this way, teachers will be empowered with the necessary knowledge of what 

ELF-informed teaching can achieve, and how it can be best accomplished, while realizing 

that the ‘what’ of change and the ‘how’ of change constantly reshape each other in the 

teaching context.  

Considering that teachers’ language awareness and beliefs established during pre-

service training are difficult to change and influence their teaching practice for a long time 

(Peacock, 2010), this research urges pre-service teacher training programs to strengthen 

emphasis on ELF components  These elements include an awareness of the dynamic nature of 

ELF, an understanding of accommodation strategies, an awareness of the intercultural nature 

of communication through ELF and an awareness of cultural diversity and its importance in 

ELT, as well as the criticality of the native and non-native divide. This would thereby 

empower teachers to consider in what ways, if any, ELF-informed teaching is relevant to 

their own teaching contexts and then make pedagogical choices accordingly (Cogo, 2018; 

Dewey, 2012; Kirkpatrick, 2018). This research also recommends including critical 

discussions on teacher language proficiency as part of the learning content of pre-service 

teacher training programs. Although it has been well recognized that teacher language 

proficiency is an important knowledge component of English language teachers (Elder & 
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Kim, 2013), the concept of teacher language proficiency has often been oversimplified or 

misinterpreted. To counter the belief that the more native in English, the more effective the 

teacher, pre-service teachers should be guided to reflect on the complexity of language 

teacher proficiency. Specifically, they might benefit from discussions on the equal 

importance of both oral and written proficiency as well as the functions of teachers’ 

classroom language use, including managing the classroom, delivering lectures, assessing 

learners and giving feedback (Freeman et al., 2015). The discussion could well reveal that 

both native English-speaking and non-native English-speaking teachers have an equal chance 

of becoming proficient English teachers, thereby eliminating potential prejudice towards 

either side.  

9.2.3 Bilingualism and multilingualism in English language education in China 

The present research also reveals that the important role of English, Putonghua, local 

languages and dialects and even minority languages in the workplace. It also illustrated 

business English learners’ diverse linguistic and cultural repertoires. As evidenced in 

classroom observations, learners are from different regions, are able to speak different 

dialects and dialect-influenced Englishes and represent different regional cultures. This 

linguistic and cultural diversity contrasts with the English only preference observed in the 

four classrooms and elicited from interviews with business English teachers and learners. Yet 

business English users in the present study consistently expressed awareness of the privilege 

and advantages of being bilingual or multilingual and raised concerns about the 

marginalization of the Chinese language and Chinese culture in English teaching and learning 

practices. The ‘English only’ preference has definitely undervalued the usefulness of 

learners’ L1 and home culture in English learning, and may even promote linguistic 

imperialism (Kirkpatrick, 2014). Consequently, the English-medium programs could be 

repositioned as Chinese-English bilingual education programs.  
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Chinese-English bilingual education has become an increasingly important public 

concern, which the central government, local government, institutions and parents feel 

obliged to address as China increasingly globalises, with English as a lingua franca playing a 

key role in this globalization (Xiong & Feng, 2018). To address this concern, a variety of 

initiatives have been undertaken. For instance, the Ministry of Education (MOE), in 2001, 

issued an official directive that stipulated 5-10% of courses at tertiary level should be offered 

in English. This stipulation was reinforced by the MoE in 2007 and explicitly encouraged 

Chinese-English bilingual teaching (Tong & Shi, 2012). Interestingly, in the guidelines 

document issued in 2007, only non-Chinese teachers and Chinese teachers who have foreign 

learning or teaching experience were seen as qualified for conducting Chinese-English 

bilingual teaching. This echoes the gold-plating initiative discussed in Section 6.2.2 and 

indicates the low confidence towards Chinese teachers who have learnt English in the 

Chinese context. Although targeting tertiary education, the policies have been seen as support 

for Chinese-English bilingual education and Chinese-English bilingual teaching at a broader 

level ((Yu, 2008). In consequence, Chinese-English bilingual education and teaching has 

spread rapidly in recent years (Gao & Ren, 2019). Chinese-English bilingual education, as 

defined by Wang (2003; 2005), employs the Chinese-English bilingual approach in all 

aspects of education while Chinese-English bilingual teaching refers to the use of Chinese 

and English bilingually in teaching activities. Feng (2009) argued that, of the two approaches, 

Chinese-English bilingual teaching better suits the Chinese context in that it enables learners 

to acquire the English language without any pressure to reduce their L1 competence and 

national identity. I will discuss his argument by drawing on evidence from the Business 

English Program.  

In the Business English Program, the ‘English only’ preference was shared among 

business English teachers and learners. As a result, the Chinese language was rarely used in 



268 

the observed classrooms and Chinese-English bilingual teaching was perceived as unwanted 

or a compromise that had to be made due to teachers’ and/or learners’ unsatisfactory English 

proficiency. While English was the preferred language in the classroom that teaches English 

knowledge and skills, Chinese was dominantly used in the classroom that teaches business 

knowledge and skills. This exemplifies an important but rarely discussed issue, i.e. parallel 

monolingualism. If, in a program, English is used as the medium of instruction in some 

courses while Chinese is used as the medium of instruction in others, the program operates 

parallel monolingualism and thus is not a Chinese-English bilingual program. However, quite 

often, in my experience, many programs proudly claim to be Chinese-English bilingual but 

with only one or two courses being taught in English monolingually while the remainder are 

taught completely in Chinese or vice versa.  

In arguing for the reposition of the Business English Program, an English-medium 

program under the current policy, to be a Chinese-English bilingual program, I support 

Chinese-English bilingual teaching for the teaching of both English and business knowledge 

and skills. I also agree with García (2009) that there are no clear-cut boundaries between the 

languages of bilinguals, and bilingual education should treat learners’ languages as a holistic 

linguistic repertoire. Therefore, I believe both Chinese-English bilingual education and 

Chinese-English bilingual teaching suit the Chinese context as long as parallel 

monolingualism is avoided.  

9.3 Limitations of the study and directions for future research 

The present study focuses on exploring the practicality of ELF-informed teaching in 

the Business English Program. While this is an in-depth and focused investigation, there are 

other people involved in the Business English Program whose attitudes and perceptions might 

add interesting perspectives to understanding the practicality of ELF-informed teaching. They 

include policy makers, teacher educators and test designers. Specifically, policy makers 
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might be able to provide valuable insights into the underlying intentions of the curriculum 

design, the definition of key knowledge bases, the inclusion/exclusion of certain courses, the 

industry-and-classroom collaboration and the classroom-to-industry transition; teacher 

educators, who are the teachers of teachers, might contribute to understanding values, 

assumptions, professional knowledge and practice in pre-service teacher education, which 

determines the future of ELF-informed teaching in the Chinese context; test designers might 

provide rich data about what is being tested, how and why and on the basis of that discuss the 

possibility of designing and implementing an ELF-informed test.  

In investigating business English users’ perceptions towards ENL and ENL-based 

teaching and ELF and ELF-informed teaching, the employed research instrument relies on 

self-reported data. For this reason, future research that explores the roles and functions of 

English in China’s workplace might look at actual materials, including the language policy 

document, the email trains, conference minutes and press releases. This might substantially 

enrich the research on the role of English as a lingua franca in China’s workplace.  

The evaluative framework about the practicality of ELF-informed teaching is 

proposed based on the findings elicited from the case study in the two Business English 

Programs. Rather than a fixed and generalisable set of principles and factors, the framework 

is offered as a guide to be extended, modified and adapted.  

9.4 Concluding remarks 

English as a lingua franca now has a global reach and is crucial for communication in 

the global business world. This research has therefore set out to explore and investigate the 

practicality of ELF-informed teaching in Business English Programs that aim to prepare 

learners to communicate in the global world of business. I hope this research and its findings 

will make a contribution to the successful implementation of ELF-informed teaching in 

Business English Programs. 
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APPENDIX I THE CLASSROOM OBSERVATION PROTOCOL 

  Coding

Timing (Minutes) 
0-10 10-20 20-30 30-40 40-50

a. The ‘English’

a1. native English

a2. nativized English 

a3. ELF 

b. Feedback to Learners’ English

b1. positive feedback 

b2. negative feedback 

b3. no feedback 

c. Accommodation Strategies

c1. let it pass; c2. repetition

c3. paraphrase; c4. topic change 

c5. spelling out; c6. self-repair 

c7. clarification 

d. The ‘Culture’

d1. NSC

d2. HC 

d3. OC 

e. Interculturality
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APPENDIX II QUESTIONNAIRE 1 – BUSINESS ENGLISH 

TEACHERS’ ATTITUDES AND PERCEPTIONS 

Dear teacher, 

This is a questionnaire survey seeking your perceptions about the role of English in 

the business context in China and your attitudes towards the pedagogical implications of 

English as a lingua franca. English as a lingua franca (ELF) refers to the use of English 

among speakers of different first languages. The changing role of English as a lingua franca 

has ignited a huge debate on the proper teaching model for teaching English as a foreign 

language.  

Your feedback will generate useful information for optimizing business English 

teaching in China. Please be assured that your responses will be kept in confidence and used 

only in research.  

How to answer: 

There are no right or wrong answers to all items in this questionnaire. Please circle the 

number depending on your own opinions towards the questions.  

Thank you for your support! 
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Perceptions towards ELF

1. In business settings, English is now the main communication tool among speakers with

different first languages.

1      2      3      4      5 

2. In business English settings, intelligibility with accent is acceptable for oral English.

1      2      3      4      5 

3. In business settings, English with Chinese accent can be understood by both native English

speakers and non-native English speakers.

1      2      3      4      5 

4. In business settings, Chinese businesspeople communicate more frequently with non-

native English speakers than with native English speakers

1      2      3      4      5 

5. I have rich experience in using English in the global business community

1      2      3      4      5 

6. My English is native-like English

1      2      3      4      5 

7. My English is China English

1      2      3      4      5 

8. Even if I can speak native-like English, I still want to be identified as a Chinese

1      2      3      4      5 

Linguistic and Cultural Diversity 

9. Being able to accommodate the language when communicating with different English

speakers is important

1      2      3      4      5 

       Strongly agree (1) — Strongly disagree (5) 
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10. Being able to negotiate meanings when communication breakdowns happen is important. 

1      2      3      4      5 

11. Being able to speak authentic British or American English is important 

 

1      2      3      4      5 

12. I still can get meanings across even if I cannot speak British or American English 

 

1      2      3      4      5 

13. Having high acceptance to cultural differences is important 

 

1      2      3      4      5 

14. Having high acceptance to non-standard use of English is important  

 

1      2      3      4      5 

15. I try to avoid non-standard use of English in the classroom 

 

1      2      3      4      5 

16. I encourage my students to learn American or British English 
 

1      2      3      4      5 

Materials 

17. British and American English are the major varieties of English in our textbooks. 

1      2      3      4      5 

18. China English has been incorporated into our textbooks. 

1      2      3      4      5 

19. Other varieties of nativized English exist in our textbooks. 

1      2      3      4      5 

20. Cases and examples in our textbooks include people with different mother tongues using 

English in business English settings. 

1      2      3      4      5 
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21. Cases and examples in our textbooks include linguistic features different from British and

American English being employed in business English settings.

1      2      3      4      5 

22. Cases and examples in our textbooks include how to cope with communication.

breakdowns in business settings.

1      2      3      4      5 

23. Our teaching materials well reflect cultures of native English-speaking countries.

1      2      3      4      5

24. Our teaching materials well reflect the Chinese culture.

1      2      3      4      5

25. Our teaching materials well reflect cultures of other non-native English-speaking.

countries.

1      2      3      4      5 

Academic Knowledge 

26. I have heard of English as a lingua franca (ELF).

1      2      3      4      5

27. I have read extensively on ELF.

1      2      3      4      5

28. I am interested in ELF-informed research topics.

1      2      3      4      5

29. I think ELF research has significance in business English teaching.

1      2      3      4      5

30. I have already implemented ELF-informed teaching in my classroom

1      2      3      4      5
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Attitudes to the Future 

Please read the following paragraph and write your opinions 

The global spread of English has been conceptually interpreted and empirically 

investigated from different research frameworks, among which are World Englishes (WE) 

and English as a lingua franca (ELF). Since the proposal of the ‘three circles’ model, WE 

research has made great advances in unpacking how English is institutionalized and nativized 

in the Outer and Expanding Circle countries. Meanwhile, the role of ELF, referring to ‘any 

use of English among speakers of different first languages for whom English is the 

communication medium of choice, and often the only option’ (Seidlhofer, 2011, p. 7), seems 

indisputable especially in the business area (i.e. English as business lingua franca). ELF 

research has uncovered an ad hoc and creative use of English in multilingual settings, 

indicating that ELF users can adapt their Englishes to meet their own communication needs 

(Cogo & Dewey, 2012; Jenkins, Cogo, & Dewey, 2011; Seidlhofer, 2011). The two threads 

of research have challenged the monolithic view of English in English language teaching 

(ELT) and thus problematized the English as a native language (ENL)-informed teaching 

paradigm, which remains commonly practised in the fields of English as a foreign language 

(EFL) and which remains influential in second language acquisition (SLA) (Dogancay-

Aktuna & Hardman, 2018). In contrast to ENL-based teaching, where learners are expected 

to make errors, as defined by the use of nonstandard forms in the process of approximating 

idealized native speakers, both WE and ELF-informed teaching regard ‘errors’ as possible 

variants (De Costa & Crowther, 2018). Therefore, instead of an exclusive focus on Standard 

English, represented by American English and British English in ENL-based teaching, WE 

and ELF-informed teaching is grounded in a pluricentric view of English and collectively 

accentuates the importance of linguistic and cultural diversity (Galloway, 2017; Jenkins, 

2006, 2012; Kirkpatrick, 2012; Matsuda, 2003, 2012a, 2012b, 2018; Xu, 2018). 
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31. I think we should adopt _________ 

 A. ENL-based teaching  

 B. ELF-informed teaching  

 C. WE-informed teaching  

 

32. Please explain why: 
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APPENDIX III QUESTIONNAIRE 2 – BUSINESS ENGLISH 

LEARNERS’ ATTITUDES AND PERCEPTIONS 

Dear business English learner, 

This is a questionnaire survey seeking your perceptions about the role of English in 

the business context in China and your attitudes towards the pedagogical implications of 

English as a lingua franca. English as a lingua franca (ELF) refers to the use of English 

among speakers of different first languages. The changing role of English as a lingua franca 

has ignited a huge debate on the proper teaching model for teaching English as a foreign 

language.  

Your feedback will generate useful information for optimizing business English 

teaching in China. Please be assured that your responses will be kept in confidence and used 

only in research.  

How to answer: 

There are no right or wrong answers to all items in this questionnaire. Please circle the 

number depending on your own opinions towards the questions.  

Thank you for your support! 
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Perceptions towards ELF

1. In business settings, English is now the main communication tool among speakers with.

different first languages.

1      2      3      4      5 

2. In business English settings, intelligibility with accent is acceptable for oral English.

1      2      3      4      5 

3. In business settings, English with Chinese accent can be understood by both native English

speakers and non-native English speakers.

1      2      3      4      5 

4. In business settings, Chinese businesspeople communicate more frequently with non-

native English speakers than with native English speakers

1      2      3      4      5 

5. I have rich experience in using English in the global business community

1      2      3      4      5 

6. My English is native-like English

1      2      3      4      5 

7. My English is Chinese English

1      2      3      4      5 

8. Even if I can speak native-like English, I still want to be identified as a Chinese

1      2      3      4      5 

Learning Outcomes 

9. Being able to accommodate the language when communicating with different English

speakers is important

1      2      3      4      5 

       Strongly agree (1) — Strongly disagree (5) 
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10. Being able to negotiate meanings when communication breakdowns happen is important.

1      2      3      4      5

11. Being able to speak authentic British or American English is important

1      2      3      4      5

12. English is ad hoc in nature in communication

1      2      3      4      5

13. Having high acceptance to cultural differences is important

1      2      3      4      5

14. Having high acceptance to non-standard use of English is important

1      2      3      4      5

15. I try to avoid non-standard use of English in communication

1      2      3      4      5

16. I am encouraged to learn American or British English by my teacher

1      2      3      4      5 

Materials 

17. British and American English are the major varieties of English in our textbooks.

1      2      3      4      5

18. China English has been incorporated into our textbooks.

1      2      3      4      5

19. Other varieties of nativized English exist in our textbooks.

1      2      3      4      5

20. Cases and examples in our textbooks include people with different mother tongues using.

English in business English settings.

1      2      3      4      5 
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21. Cases and examples in our textbooks include linguistic features different from British and 

American English being employed in business English settings. 

1      2      3      4      5 

22. Cases and examples in our textbooks include how to cope with communication. 

breakdowns in business settings. 

1      2      3      4      5 

23. Our teaching materials well reflect cultures of native English-speaking countries. 

1      2      3      4      5 

24. Our teaching materials well reflect the Chinese culture. 

1      2      3      4      5 

25. Our teaching materials well reflect cultures of other non-native English-speaking. 

countries. 

1      2      3      4      5 

 

Ideal Business English Teachers 

26. Business English should be taught by______________.  

(You can choose more than one options)  

A. English teachers from China  

B. Native speakers  

C. Multilingual Businesspeople 

27. Please explain why: 
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APPENDIX IV QUESTIONNAIRE 3 – BUSINESS ENGLISH 

USERS’ ATTITUDES AND PERCEPTIONS (PART I) 

 

Dear business English user,  

This is a questionnaire survey seeking your experiences concerning the roles and 

functions of English in your workplaces. Your feedback will generate useful information for 

optimizing business English teaching in China. Please be assured that your responses will be 

kept in confidence and used only in research.  

How to answer:  

There are no right or wrong answers to all items in this questionnaire. Please circle the 

number depending on your own opinions towards the questions.  

Thank you for your support! 
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1. Importance of languages in the workplace

1. Please indicate how important the following languages are in your current job

Completely 

unimportant 

Unimportant Of some 

importance 

Important Very 

important 

Mandarin 1 2 3 4 5 

Written 

Chinese 

1 2 3 4 5 

Spoken 

English 

1 2 3 4 5 

Written 

English 

1 2 3 4 5 

2. Language choice in the workplace

2.1 Written communication 

Please indicate which language(s) you use when reading or writing each text type at work by filling in 

the appropriate number  

Text type Always 

English 

Usually 

English 

English & Chinese 

equally 

Usually 

Chinese 

Always 

Chinese 

1. Letters 1 2 3 4 5 

2. Memos (hard copy) 1 2 3 4 5 

3. Faxes 1 2 3 4 5 

4. Internal email 1 2 3 4 5 

5. External email 1 2 3 4 5 

6. Reports 1 2 3 4 5 

7. Minutes 1 2 3 4 5 

8. Legal documents 1 2 3 4 5 

9. Notices 1 2 3 4 5 

10. Promotional

materials

1 2 3 4 5 

11.Circulars/Newsletters 1 2 3 4 5 

12.Websites 1 2 3 4 5 

2.2 Spoken communication 

Please indicate which language(s) you use when speak or listen in the following situations 

Situations Always 
English 

Usually 
English 

English & Chinese 
equally 

Usually 
Chinese 

Always 
Chinese 

13. Formal meetings/

negotiations

1 2 3 4 5 

14. Informal

meetings/discussions

1 2 3 4 5 

15. Staff

training/development

1 2 3 4 5 

16. Presentation 1 2 3 4 5 

17. Conferences 1 2 3 4 5 

18. Seminars 1 2 3 4 5 

19. Job interviews 1 2 3 4 5 

20. Appraisal interviews 1 2 3 4 5 

21. Telephoning 1 2 3 4 5 
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3. Frequency of English use in the workplace

1. Please indicate how often you use English in your workplace

Seldom 

(once/twice a week) 

Not very often 

(once/twice every 

6 months) 

Sometimes 

(once/twice 

per week) 

Often 

(once/twice 

per week) 

Always 

(almost 

every day) 

1 2 3 4 5 

4. Perceptions towards ELF

Q1. In business settings, English is now the main communication tool among speakers with different. 

first languages. 

1      2      3      4      5 

Q2. In business English settings, intelligibility with accent is acceptable for oral English. 

1      2      3      4      5 

Q3. In business settings, English with Chinese accent can be understood by both native English 

speakers and non-native English speakers. 

1      2      3      4      5 

Q4. In business settings, Chinese businesspeople communicate more frequently with non-native  

English speakers than with native English speakers 

1      2      3      4      5 

Q5. I have rich experience in using English in the global business community 

1      2      3      4      5 

Q6. My English is native-like English 

1      2      3      4      5 

Q7. My English is Chinese English 

1      2      3      4      5 

       Strongly agree (1) — Strongly disagree (5) 
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Q8. Even if I can speak native-like English, I still want to be identified as a Chinese 

1      2      3      4      5 

5. English in Use

Q9. Being able to accommodate the language when communicating with different English speakers is 

important 

1      2      3      4      5 

Q10. Being able to negotiate meanings when communication breakdowns happen is important. 

1      2      3      4      5 

Q11. Being able to speak authentic British or American English is important 

1      2      3      4      5 

Q12. English is ad hoc in nature in communication 

1      2      3      4      5 

Q13. Having high acceptance to cultural differences is important 

1      2      3      4      5 

Q14. Having high acceptance to non-standard use of English is important 

1      2      3      4      5 

Q15. I try to avoid non-standard use of English in communication 

1      2      3      4      5 

Thank you for completing the first part of the questionnaire. The second part of this 

questionnaire explores business English users’ retrospections towards native-speaker Standard 

English and ENL-based teaching, ELF and ELF-informed teaching in the light of your English using 

experiences in your workplaces. If you would like to share your thoughts and retrospections, please 

leave your email address here and the researcher will contact you shortly.  
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APPENDIX V QUESTIONNAIRE 3 – BUSINESS ENGLISH 

USERS’ ATTITUDES AND PERCEPTIONS (PART II) 

Dear business English user, 

This is a questionnaire survey seeking your experiences concerning the roles and 

functions of English in your workplaces. It also explores your retrospections towards native-

speaker Standard English and ENL-based teaching, ELF and ELF-informed teaching in the 

light of your English using experiences in your workplaces. Your feedback will generate useful 

information for optimizing business English teaching in China. Please be assured that your 

responses will be kept in confidence and used only in research.  

Thank you for your support! 

1. How do you perceive the role of English in your workplace?

2. How do you perceive your English? Is it native-speaker Standard English, China English

or English as a lingua franca (ELF)?

3. How do you perceive ENL (English as a native language) and its roles and functions in

your business English learning and using?

4. How do you perceive ELF and its roles and functions in your business English learning

and using?

5. How do you perceive the issue of linguistic and cultural diversity in the global business

community?

6. How do you perceive the efficacy of the Business English Program in preparing you to

communicate in the global business community?
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