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Foreword


Attitudes towards languages, language policies and education policies influence the politics of language teaching and learning.

In the European Union, the 2024 Eurobarometer survey on languages shows that 86 per cent of Europeans agree that everyone should speak at least one other language than their mother tongue. Multilingualism is increasing, with 59 per cent of Europeans declaring being able to have a conversation in at least one another language, rising to 79 per cent for 15- to 24-year-olds, an increase of 3 per cent from 2012 (5 per cent for 15- to 24-year-olds).

The situation in the anglosphere differs.

In 2020, the British Academy, the American Academy of Arts and Sciences, the Academy of the Social Sciences in Australia, the Australian Academy of the Humanities and the Royal Society of Canada published a joint call for languages to face global challenges (see British Academy, American Academy of Arts and Sciences, Australian Academy of the Humanities, Academy of the Social Sciences in Australia and Royal Society of Canada, 2020).

In the USA, only 10 per cent of the English-speaking population speak another language other than English proficiently (Commission on Language Learning, n.d.). The Modern Language Association of America’s latest survey, Enrolments in Languages Other Than English in US Institutions of Higher Education, conducted in 2021, shows that college and university enrolments in languages other than English dropped by 16.6 per cent between 2016 and 2021, the largest decline in the history of the census (Lusin et al., 2023).

In the UK, according to a YouGov poll conducted in September 2023, only 21 per cent of UK adults can have a conversation in a modern language that is not their mother tongue, but a majority of the public would support making modern language learning compulsory in primary and secondary school, and 49 per cent of respondents who cannot have a conversation in a modern language regret not engaging more with languages at school (The British Academy, 2023).

Despite this public support, the decline in the study of languages continues. In recent years, a number of higher education institutions (HEIs) have reduced or closed their language programmes and applications to join language degrees have decreased, as shown by the 2021 report of the British Academy and University Council for Modern Languages (UCML, now University Council for Languages; see The British Academy and University Council of Modern Languages, 2022).

So far, the higher education (HE) sector in the UK appears divided, maintaining internal hierarchies: between language departments and language centres; full language degrees and language electives; applied language studies and area studies; language and content; courses taught in English and courses taught in the target language; grammar–translation method and communicative approach; widely taught languages such as French, German and Spanish and less commonly taught languages; ab initio programmes and programmes designed for students who took a qualification in a language at the end of their secondary education – these are all areas of contention which, on the one hand, speak of a high level of specialization, diversity and choice, but, on the other hand, might be signs of a lack of purpose or common approach to tackling the main issue of dwindling opportunities.

The precarity in language education in the UK and the differences between contracts and work conditions in higher education feed this tension: academic contracts versus non-academic or professional services contracts; research contracts versus teaching-only contracts; professors versus language assistants; full-time contracts versus fractional or hourly paid contracts. This does not help the language community to present a united front.

But there is hope, as many colleagues are calling for and engaging in more dialogue and collaborations, as new challenges and opportunities appear, such as the arrival of artificial intelligence. New sector associations are developing, and new bridges built between these associations. New partnerships, alliances and networks, such as the European Universities alliances, are created.

In fact, there is much to celebrate and to be optimistic about, and the newly launched Languages Gateway endeavours to harness the myriad of resources and opportunities for language learning in the UK (https://www.thelanguagesgateway.uk). Demand for language courses in universities remains healthy, as shown by the annual survey of the Association of University Languages Communities on the Institution-Wide Language Programmes (see Chaurin, Critchley and Medeiros, 2022). Universities are opening new ab initio programmes, increasing access to language degrees. Single-subject degrees have declined, but some degree combinations continue to be very popular (see UCML, 2021). Feedback from students is very positive, and links are made between language learning and the wellbeing and sense of belonging of our students. This was clear during the recent COVID-19 global pandemic, when language courses were a rare occasion for students to meet and learn together, and this remains true, now that we have returned to the classroom.

Academic teams are also constantly finding ways to innovate and incorporate new approaches into their teaching practices and, as a result, language curricula are currently being decolonized, overcoming the reduction of a language to a territory or a nation, making room for diverse voices, and challenging stereotypes and assignations. They are also creating new fora and engaging with new communities of practice (CoPs), asserting their expertise in language teaching and contributing to the renewal of the language programmes and reshaping the discipline.

This sixth volume in the ground-breaking series Language Acts and Worldmaking, The Politics of Language Teaching and Learning, Perspectives from Higher Education in the UK, explores these essential questions, bringing together renowned academics and practitioners in a wide variety of languages.

The first part explains the landscape of languages in HE today from various perspectives: historic, with an exploration of the apparition and the evolution of the disciplines; political, with the analysis of recent language education policies; institutional, with an examination of where languages sit within HEIs and a call for collaboration between the various actors within an institution and for joint strategies; and academic, studying advances in curriculum design today, following the publication of the companion volume of the CEFR, and reflecting on new practices which appeared during the COVID-19 pandemic.

The second part explores the evolution of the language teacher profile, studying the pedagogical competence of language teachers and the development of new pedagogical practices, analysing the figure of the language teacher as a scholar and a researcher, presenting the new communities of practice, teachers associations and research networks, and examining the language teacher identity.

The third and last part is about the learners, with an examination of their motivation, expectations and experiences, in language courses, language degrees or doctoral studies.

Congratulations to the editors and contributors of this volume for presenting such detailed arguments which resonate anywhere and everywhere that languages are being learned.

Thomas Chaurin

The University of Edinburgh






Exploring Politics and Identities in Languages at Tertiary Level




Mara Fuertes Gutiérrez and Inma Álvarez

This volume aims at unpacking and bringing together the different dimensions of teaching and learning languages at higher education institutions (HEIs), and to continue exploring the issues affecting the sector in the UK in the direction opened by the Language Acts and Worldmaking project. In this project we were interested in examining and analyzing how language teachers activate their rich linguistic and cultural resources in the classroom as well as their own views on the institutional and political issues arising in language teaching in UK universities. The ambition of this book is broader and draws from the perspectives of a range of stakeholders. We also enter into a dialogue with global contexts. We conduct a critical appraisal of the personal, institutional and political issues around language teaching and learning at the tertiary level, and specifically how these have shaped recent provision and stakeholders’ (teachers’ and learners’) identities. Using the UK as a case study, we offer a comprehensive narrative of both practices and ways of thinking about languages education in the twenty-first century. While the focus is primarily on formal language education at universities in Britain, there is a consideration of the wider educational context at primary and secondary level, as well as the intersections with learning languages non-formally and informally. It also identifies some of the common themes that characterize the status of the discipline beyond our borders. Although not explicitly discussed in this volume, we acknowledge that the conceptualization of the discipline in some contexts can be problematic, including its name (Álvarez et al., 2018). By reflecting on the historical and current aspects of adult language teaching and learning and uncovering some tacit knowledge, this book argues for a boundary-less place for languages education in a challenging and unpredictable world.

This book is aimed at language teachers and subject leaders in primary and secondary schools, university lecturers and heads of departments, and a wider audience interested in how languages are taught, learned and, more broadly, conceived as a subject but also interlinked with other fields. Readers, in any geographical context, will find some points of commonality and difference as well as elements for further debate in the pages of this volume. In addition to education professionals, this volume is of relevance to policymakers and to a general readership (for example, the voluntary sector, parents and learners) interested in aspects of language teaching and learning, in intercultural relations in contemporary society, and in the place of languages in our society.


Languages education in the UK under debate: A recurrent trend

Languages education and languages teaching and learning in the UK is frequently described as poor (Long and Danechi, 2022), unpopular (Coleman, Galaczi and Astruc, 2007), and difficult (Ofsted, 2021), but also in need of a revitalization (Forsdick, 2023), necessary (Shepperd, 2021b) and, particularly after Brexit, of ‘crucial importance for the UK’s future prosperity, security and influence in the world’ (British Council, 2017: 4). This range of labels and definitions is certainly an indicator of the complex landscape related to languages learning in this context, as documented in several reports exploring the status of this area at all levels of education: primary (Holmes and Miles, 2019), secondary (Teaching Schools Council, 2016), higher education (The British Academy and University Council of Modern Languages, 2022), and further education (Collen et al., 2023). The reports published in the past few years tend to depict Languages Education as a field in constant crises in the UK, and perhaps not aligned with UK adults’ attitudes and support towards learning languages (Copland and McPake, 2022; The British Academy, 2023). There are several factors affecting the decline in the number of students who choose to learn languages since it has been no longer part of the compulsory national curriculum from Key Stage 4 (age 14) in England, Northern Ireland and Wales, and from S3 (age 13–15) in Scotland. In fact, in England, ‘academies and free schools, which make up the majority of secondary schools in England, are not required to follow the national curriculum’ (Shepperd, 2021a), which means pupils attending these schools might not have access to language learning on starting secondary school. In HE, Muradás-Taylor and Taylor (2023) have recently identified several ‘cold-spots’ in England, ‘areas of the country where there are no universities offering languages to degree level’ (2) in a commutable distance, noticing large colds spots ‘in the North, East and South West of England for universities below the average tariff of 128 UCAS points, with the cold spot in the South West persisting up to 150 UCAS points’ (10), and arguing this is a social justice issue, too (for an overview of key events in the history of language teaching and learning in the UK, see the Timeline included in this volume and McLelland, 2018).

A lack of strategy and investment are frequently quoted as possible causes of low participation and engagement in languages learning. However, in recent years, there have been meritorious efforts to encourage and revitalize language learning, the latest of which is The Languages Gateway (https://www.thelanguagesgateway.uk/). Launched in autumn 2023 and supported by leading languages associations in the UK and other stakeholders (Association for Language Learning, 2023), this portal aims at being a ‘one stop shop for all things languages in the UK, facilitating links between all those interested in languages: learners, families, community groups, teachers, school leaders, academics, policymakers, subject associations’ (Languages Gateway, 2023). Previously, there have been calls to action, including statements by key institutions, such as the British Academy, American Academy of Arts and Sciences, Academy of the Social Sciences in Australia, Australian Academy of the Humanities and the Royal Society of Canada, that highlight the importance of learning languages other than English, parliamentary initiatives such as A National Recovery Programme for Languages (Griffith et al., 2019), resources aiming at supporting practitioners, like the Language-Driven Pedagogy Resource Portal, developed by the National Centre for Excellence for Language Pedagogy (NCELP), research publications, such as the special issue of The Language Learning Journal (48(2)) published in 2020, and research projects, like Language Acts and Worldmaking, part of the Arts and Humanities Research Council Open World Research Initiative, which aimed at regenerating and transforming modern language learning in the UK. This project followed six paths linked by an interest in the movement of peoples and languages across time and place, each path represented by a different project strand. In particular, the Diasporic Identities and the Politics of Language Teaching strand, led by us at the Open University, aimed at examining how languages practitioners construct and express their professional and personal identities through the teaching of languages and cultural concepts against a complex institutional and sociocultural background (Álvarez et al., 2022). Research conducted under this strand problematized and challenged received attitudes and preconceptions about the teaching of languages in HE, in both language centres and modern languages departments, with the goal of contributing to the redefinition of the discipline and the profession (Polisca et al., 2019). Our aspiration was to interrogate politics, policies and practices (Floriano Ramos and Fuertes Gutiérrez, 2021; Fuertes Gutiérrez, 2021; Álvarez, Fuertes-Gutiérrez and Gallardo Barbarroja, 2023) with the intention to distribute power by means of developing a variety of interventions engaging the wider public (Álvarez, Fuertes Gutiérrez and Montoro, 2019; Bárkányi and Infante, 2020).



Identities, politics, policies and practices in languages education

The exploration of identity within the field of Languages Education is grounded in a well-established scholarly tradition. This volume examines language teachers’ identities as a means of gaining deeper insights into how diverse sociocultural factors – such as gender, diaspora, educational and social affiliations, and status – contribute to the shaping and development of teacher identities (Gallardo, 2019). Regarding learners’ identities, we align with Norton (2000) in arguing that languages education must consider the complex interplay between language learners and their broader social environments in order to fully understand how learners’ identities are constructed and transformed through language learning processes.

The intersection of identity and education is also deeply influenced by politics, policies and practices. Politics, broadly defined as ‘a specific intertwining of ways of being, ways of doing and ways of speaking’ in a shared world shaped by perceptions and practices (Rancière, 2004: 10), informs how policies are formulated. These policies govern how identities, behaviours and discourses are organized through decisions, guidelines and legislation adopted by governments and institutions. According to Spolsky (2019), policies are best understood through the interconnected components of practices, ideologies and management. Practices, in particular, reflect how ways of being, doing and speaking are enacted in everyday life (Sommerville, 2011). Therefore, analysing the interaction between identities, politics, policies and practices is essential to comprehending how societies develop, function and evolve (see Figure 1).
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Figure 1 Dynamics of politics, policies and practices in education (Adapted from Global Education Policy Dashboard, www.educationpolicydashboard.org/)



In the field of Languages education at tertiary level, exploring this interface can help to bring awareness of the complexities at play, identifying the points of innovation and creativity as well as the current challenges faced by the discipline at a crucial time in history, where the languages we speak have become a political battleground.

Scholars interested in macro-politics in languages education have focused on topics such as government and institutional policies in different parts of the world that deal with languages planning (Ferguson, 2006; Liddicoat, 2016; McCarthy, Nicholas and Wigglesworth, 2019; see also the journal Current Issues in Language Planning, with papers discussing issues on micro- and macro- language planning), languages-in-education (Liddicoat, 2013; Malandrino, 2023) and the promotion of bilingualism and multilingualism, including translanguaging practices in classrooms (Canagarajah, 2007; García, 2009; García and Wei, 2014; Cenoz and Arocena, 2018; Duke, 2020; Ibrahim, 2022). Particular attention has been paid to identifying and analysing the ideologies, attitudes and other extra-academic and non-pedagogical factors that nurture political decisions, regulations and policies affecting languages education (Coleman, 2009). Some authors have also highlighted the increased distance between language politics and policies, deeply rooted in ideological grounds, and everyday language practices (Pennycock, 2013; Muñoz and Unamuno, 2023). Other scholars have insisted on how policies contribute to define and shape the teaching profession, as well as teachers’ identities and practices (Bodman, Taylor and Morrys, 2012). In connection with this, several authors have explored the impact of what Martín Rojo and Del Percio (2020) define as ‘neoliberal governmentality’ on the politics, policies and practices underpinning languages education worldwide.

We agree with Alderson (2009: 12) in thinking that:


to understand language education and its development and change, effectiveness or ineffectiveness, we need to scratch beneath the surface on the theory, the exemplary cases, the vaunted successes. We need to describe and understand the mass of ordinary human beings and their motivations and actions, for better or worse, and the agendas of the institutions that employ them.



To achieve this understanding, we argue that we need to consider the ideologies, attitudes and opinions driving those motivations and actions. Therefore, the voices of teachers and learners emerge in the chapters of this volume in an attempt to capture their perceptions and knowledges that can help us identify the power dynamics between practices, policies and politics in Languages in HE in the UK. The contributions in this book engage in all these debates concerning languages education in a robust and approachable way.

Historically, several constructs configured the scope of the discipline known as Modern Foreign Languages in the UK (Chapter 1) with a long-lasting impact on the status of the field in this context. A variety of factors affecting the current configurations of the discipline arise from teachers’ and learners’ voices and can be classified, depending on their nature, in ideological, educational or in the interface between both (Figure 2).
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Figure 2 Factors impacting languages education in the UK



One of the most influential elements in the configuration of languages education in the British context seems to be the paradox of multilingualism and monolingualism (Lanvers, 2011; Copland and McPake, 2022) still present in the UK, a country with a large variety of languages spoken (Mac Giolla Chríost and Bonotti, 2018; Office for National Statistics, 2021), but with many English speakers showing little competence in other languages (Shaw, 2021). This situation is partially provoked by wider politics and policies supporting the development of English as a global language in the twentieth and twenty-first centuries and eventually becoming the lingua franca of the world (Chen, Ren and Lin, 2020; Kirkpatrick and Schaller-Schaner, 2022), which has had two immediate consequences. At an individual level, there is a perception that ‘English is enough’, so there might be no need or extrinsic motivation to learn other languages (Taylor and Marsden, 2014; Lanvers and Coleman, 2017). At an institutional level, there is a progressive commercialization of English Language Teaching (ELT), particularly in the form of TESOL/AEP courses for international and undergraduate students in HE (Fulcher, 2009), which, inevitably, involves less investment in and attention to education in other languages (Chapter 2). This is also reflected in the fact that there is a lack of governmental language policies for tertiary education (Chapter 4). More globally, the field of ELT has captured virtually all the attention in research devoted to language learning, teaching and acquisition (Guo, Zhou and Gao, 2021), with fewer studies looking at these areas in other languages. Common linguistic prejudices affecting languages education, such as native-speakerism (Holliday, 2006; Houghton and Hashimoto, 2018) or the traditional standard language ideology (Milroy and Milroy, 1985; Lippi-Green, 1994), have also influenced policies applied in languages education in the UK as well as the social climate that supported languages study which, according to Coleman (2009, 114), went into decline from the mid-1990s.

There are also several misconceptions fixed in the interface between monolingual ideologies and the pedagogical foundations that underpin the current configuration of languages education in the UK. Among them, it is worth highlighting the self-perception of English speakers in the UK as not being good at learning languages (Erler and Macaro, 2011; Bell, 2014; Deckner, 2019), reducing their intrinsic motivation to undertake this enterprise, or the proliferation of rankings rating languages as more or less difficult to learn by English-language speakers (Foreign Service Institute, s.a.; Sorace, 2023) that tend to give the wrong impression that all speakers start from the same point when learning an additional language. In addition, the academic, yet artificial, differentiation established between English Language Teaching (ELT) and the teaching of other languages, the latter frequently referred to as Modern Foreign Languages (Wislocka Breit, 2021), is a clear testimony to how the subject has been traditionally conceptualized. This is also reflected in the acronym LOTE (Languages Other Than English).

Other dichotomies also influencing the UK HE Languages landscape in the UK are directly related to how education is structured and perceived at lower levels. For example, an analysis of the demographics of students learning languages at secondary school reveals that the prototypical student is a privileged girl, with a very low proportion of boys, disadvantaged pupils and those with special educational needs and/or disabilities (SEND) engaging in language learning after compulsory education (Mills and Tinsley, 2020; Ofsted, 2021). In addition, languages education is often perceived as a commodity mainly taught in independent schools at post-compulsory education (Collen, 2023), as well as a difficult subject to achieve high results in (Ofqual, 2019). In contrast, language learners in Higher Education appear to be a highly diverse group, reflecting a wide range of interests and aspirations (Chapters 10, 11, 12 and 13).

Still on the interface between ideology and education, it must also be acknowledged that language, linguistics and literature – the ‘Three Ls’ identified by Pountain (2017) as the cornerstones of Modern Foreign Languages as a discipline in higher education – do not carry the same weight or prestige in undergraduate programmes. Whereas literature might be perceived as dispensable (Pountain, 2017: 262), it is also regarded as more prestigious than language teaching, something often conceptualized as ‘language versus content’ teaching, with languages relegated to being learned as a mere skill to access cultural manifestations of target communities. This division is often operationalized in higher education institutions in the way the subject is organized, with academic departments in charge of teaching ‘content’, and Institution-Wide Language Programmes or language centres in charge of teaching ‘language’ (Chapter 3). This distribution also has implications on career prospects for university teachers looking after each area (Chapters 5 and 6), including opportunities for professional development (Chapters 7 and 8). The establishment of communities of practice (Chapter 9) that occasionally only focus on one of the sub-areas of the discipline (e.g. AHGBI and ELEUK in the case of Spanish) also represents this difference of academic consideration of both subjects.

In this volume, we position ourselves in the politics of ways of speaking, reiterating our preference for framing the discipline with the all-encompassing concept of ‘Languages’ (Álvarez et al., 2018) which emphasizes plurality and equality rather than hierarchies (‘modern’, ‘foreign’, ‘second’). We use this expanded disciplinary label not only to demarginalize the subject from its own linguistic twists, but also to acknowledge its potential role in transdisciplinary endeavours where languages can be catalysts for creativity and innovation of disciplinary collaborations. In such an environment, languages are not constrained by historical politics but rather flexibly and intentionally threaded along diverse subject knowledges and practices.



Landscape, teachers, learners and global perspectives

This book is an invitation for the conversation on formal languages education to progress in the UK and other international contexts. While the focus here is mostly on a UK perspective, the intention of this publication is to invite scholars to the gathering of similar rich critical accounts from different contexts globally to allow comparisons, but most importantly, to work towards a comprehensive historiography of language teaching and learning in universities. For instance, past, present and future students’ behaviours need to be considered against a backdrop of easy access to mobile technologies and artificial intelligence and how their language learning interests may be placed outside the classrooms and into their homes and other personal spaces. Such scholarly understanding will empower us to identify which developments have been most fruitful and the ideological and educational conditions in which languages have flourished at universities around the world. It will also provide indications of what sociocultural events are impacting on the interest in the study of languages for personal enrichment, professional development and/or research.

Multiple voices (students, teachers, institutions) are included in the chapters of this volume, to provide a complete overview of how languages education is developed, implemented and experienced at tertiary level in the UK. The volume has been conceived as a collaborative enterprise with most chapters being co-authored. Contributions are provided from a range of experienced university researchers, teachers and learners of Arabic, British Sign Language, Chinese, English, French, German, Italian, Portuguese and Spanish based in institutions across the UK. Their diverse linguistic and cultural backgrounds offer a fluid choral narrative of research and practice in the field. The authors are specialists in their fields with active roles in the teaching, researching and management in Languages at HE level, bringing together their experiences as practitioners, researchers and managers to provide readers with a complete picture of the relevant debates and issues affecting languages education nowadays. Our approach represents and values contact between a range of voices from established professors in the field of language teaching and research to undergraduate and postgraduate students, thus giving voice to those who are not generally recognized in research environments (teachers and learners).

The book is divided into four parts considering the contextual landscape, the role of the teachers, the engagement of the learners, and the connections with global perspectives in order to reveal the concurrences, tensions and contradictions between each other’s needs, interests and values. As previously mentioned, the organization of language teaching is linked to the complex cultural ideologies playing a role in curriculum design and pedagogical approaches. A viewpoint is provided by the range of learners attracted to languages and the issues around access and employability, but also the extent to which university students engage in language learning. The volume ends with three codas and an epilogue. These shorter texts take us away from the UK context, opening up conversations that help engage our thinking of languages education at a global scale. By offering those reflections in the language of the author’s context, we invite readers to engage with the visual and auditory properties of world languages (Chinese, Spanish, Arabic) other than English and consider other language learning environments.


Part 1: The Landscape

The first part presents the language teaching and learning landscape in four chapters, each of them discussing a focal area that helps understanding of the current status of the discipline in the UK HE sector: its history, the policies, standpoints and attitudes that determine its current configuration, its organization and its curriculum.

Chapter 1 offers a Historical overview on the development of Languages as a discipline at tertiary level in the UK. In conversation with the editors of the volume, two language historians, Matilde Gallardo-Barbarroja and Nicola McLelland, explain how the discipline was established, its evolution, and the cultural and political aspects that were decisive for teaching specific languages. Bringing attention to key figures, dates and events, the chapter relates how teachers of Modern Languages acted as active cultural transmitters, embodying the concept of ‘transculturality’ (Wolfgang Welsch, 1995) and the idea of the ‘transnational’ (Aleida Assmann, 2014).

This historical introduction is followed in Chapter 2 by an in-depth analysis of the policies and attitudes that impact on the teaching and learning of languages in the UK HE sector. This second chapter by Lina Adinolfi, focusing on Policies and provision for languages, draws on the concept of the ‘multilingual university’ (Preece, 2022). Adinolfi argues that creating multilingual learning spaces and supporting translanguaging-focused proposals within language learning can transform current attitudes towards the use of languages other than English and provide a more coherent alternative to the fragmented, heavily reliant on monolingual ideologies (Blommaert and Verschueren, 1998; Blackledge, 2000) approach to language policy and provision currently present in the UK.

Chapter 3 on Configurations and models of collaboration of language teaching in higher education, authored by Marina Rabadán Gómez and Mark Critchley, gives an account of the variety of forms language teaching can take in HE in the UK, highlighting how each model has traditionally operated successfully by catering to their own market. Focusing on teaching languages to specialists and non-specialists, this chapter discusses the opportunities and obstacles for collaboration among units under the current turbulent times, claiming that collaboration should not just be driven by financial or institutional strategies, but also seen as a way to increase visibility, improve quality standards, offer an enhanced student experience and protect the wider public interest.

In Chapter 4, A curriculum in expansion, authors Christine Pleines and Elodie Vialleton unpack how curriculum design is influenced by policies, trends and frameworks for language learning, teaching and assessment. Using a case study, this chapter illustrates how a shift on undertaking curriculum design as a process-oriented activity, rather than a product-oriented activity, can support innovation and transformation towards an approach to language teaching that is more collaborative, more interdisciplinary and more aligned with global society. Pleines and Vialleton conclude that despite having achieved a more diverse languages curriculum, particularly in relation to widening participation and decolonization of the curriculum, radically new perspectives are still needed.



Part 2: Teachers

The second part of the volume uncovers the connections between the organization of language teaching and the complex cultural ideologies playing a role in curriculum content and instruction. Two chapters focus on exploring language teachers’ trajectories, studying their identity, and analysing the teacher-researcher construct within education, with three more chapters discussing teachers’ pedagogical approaches, transformative practice and Communities of practice.

In Chapter 5, Ulrike Bavendiek focuses on Language teaching theories in context: Developing pedagogical approaches for UK higher education, and looks at how language teachers in HE can get through the tension between committing to research-based methodologies and meeting practical demands that can sometimes be very specific to their teaching context. Bavendiek concludes that approaches such as multilingualism, translanguaging pedagogy, language awareness and learner autonomy can support more flexible teaching practices that cater for students with different profiles and meet institutional requirements and insists on the importance of promoting professional development and the establishment of communities of practice. Both topics are expanded in the last two chapters of this section.

A different angle between research and practice is explored in Chapter 6, Same subject, different paths: Being languages pracademics by Xuan Wang and Lijing Shi who assess how disciplinary affiliation, institutional profile and career prospects in HE language impact on teachers’ professional identities, and, importantly, on recognition or under-recognition in the workplace. This power dynamic is illustrated through the narratives of two university lecturers, representing two different professional categories: a typical university academic and a typical university language teacher. Exposing the deeply rooted distinction between teaching and research present in HE, Wang and Shi claim that adopting a pracademic viewpoint (practitioner + academic; see Posner, 2009) when discussing language teacher identity can support overcoming the issues that this dichotomy currently brings for both institutions and individuals.

Chapter 7, Be-ing and be-coming a practitioner-researcher in Languages Education: A diffractive dialogue, continues exploring the teaching–research dichotomy further. Donata Puntil and Chiara Cirillo invite readers, through their interlocked autobiographical voices, to challenge this construct by proposing an alternative approach, grounded in posthumanism, among other frameworks, that uses writing as inquiry (Richardson and St. Pierre, 2005), collaborative autoethnography (Gale and Wyatt, 2021) and warm data (Bateson, 2016) to push the boundaries of more canonical academic research.

University language teachers’ professional development is deeply scrutinized in Chapter 8, Teachers as agents of their own transformative practice by Assia Slimani-Rolls. This contribution offers a critical examination of transmissive, malleable and transformative professional development models, followed by a discussion on the suitability of exploratory practice for professional development, exemplified by a case study. The chapter concludes with a series of mechanisms that can make exploratory practice a sustainable professional development model, which includes genuine discussions, a collegial process of working with students and senior mentors and researchers, and shared leadership via a sense of agency and ownership.

In Chapter 9, Communities of practice in language education, authors Javier Muñoz-Basols and Carlos Soler Montes examine the role of communities of practice in the context of language education, including examples from the British context. Using Spanish language teaching communities of practice as a case study, Muñoz-Basols and Soler Montes highlight the invaluable contribution that communities of practice offer to promoting professional development, innovation and active collaborations in languages education, but also highlight challenges in their consolidation, which include lack of institutional support or too much reliance on altruistic personal efforts in many cases.



Part 3: Learners

The chapters in this final part provide the views of learners attracted to the field of Languages, revealing their diverse ways of being, doing and speaking in more than one language as well as the development of new identities in the process of their studies and afterwards. Two chapters are devoted to undergraduate students, examining how studying languages as a main subject at tertiary level shapes individuals’ identities and what factors influence non-language specialists to learn languages as part of their university studies. Another two chapters discuss aspects related to university graduates, in particular their journeys towards gaining a doctorate in Languages and address the issues around access and employability.

Chapter 10, entitled Pursuing a degree in Languages and authored by María García-Florenciano and Simone Lomartire, focuses on the expectations and motivations of students doing a degree in Languages. Their contribution is based on a qualitative study interviewing graduates on their life experiences as language learners, including formally at university as well as their engagement with learning communities at home and abroad. They uncover positive multilingual identities that could be further supported by programmes, the need for the enhancement of student voice and autonomy as well as stronger internal connections with the academic community.

Another side of an interest in language learning is presented by Inés Gutiérrez-González in her Chapter 11 on Non-specialist language learners where she looks at the learning experience of non-specialist undergraduates studying languages in an institution-wide language programme. Conversing with students, she explores their motivations, challenges and expectations regarding their formal and informal language learning opportunities, as well as the impact this learning has on their personal, academic and professional identities.

In Chapter 12, Academic aspirations in Languages, Derek Hird considers the impact of a doctorate in Languages on students’ personal and professional identities. He presents the stories of two doctoral researchers which provide an insight into the journeys of those engaged in research in languages. The narratives also touch upon students’ enjoyment in navigating languages and cultures and offer some suggestions on how education can be enhanced at this level.

Amparo Lallana moves to a discussion on the benefits of multilingual and multicultural competences for employment in Chapter 13, Employment opportunities for graduates with language skills: A case study. She voices six testimonies on the beneficial links that can be found between university graduates’ employment or further studies and their language learning experiences. In the collected stories there is a common recognition of the range of employability skills developed through the study of languages and the opportunities they offer to them.



Part 4: Global Perspectives

This last part concludes with three codas looking at some global perspectives. The first one, Language teaching in Chinese universities by Jinlan Tang, explains how language teaching in China at tertiary level was initially promoted by the Qing Dynasty during the second half of the nineteenth century, and how it evolved into a specialist departments and language centres, as in the UK. She also reflects on the attitudes and policies that have shaped the languages curriculum in China.

In the second coda, Language teachers’ teaching and research in Paraguay, Cynthia Raquel Rolón Cañete and Estela Mary Peralta de Aguayo discuss language teachers’ development as teachers and researchers in higher education in Paraguay. They reflect on some of the differences with the pedagogical approaches and the institutional support offered for these teachers in the UK in their context.

In the last coda, Aziz Thabit Saeed reflects on the UK context and discusses Language learning in the Arab world. We learn from his context the decisive role of teachers in motivating learning languages, through a ‘humane approach’, whether in the most formal courses or more informal language clubs. His commentary also makes a reference to the encouragement students receive to become mobile and immerse themselves in other worlds which has a positive imprint in their learning experiences.

This part is followed by an Epilogue with some final words by Ana de Medeiros and Debra Kelly, the series editors of this collection.







Language Teaching and Learning in the UK: Selective Timeline


This chronology offers an overview of key historical events that shaped and advanced language education and research in the UK. It reveals the role of early textbooks in promoting language learning, and the introduction of diverse languages in higher education in the nineteenth century that led to a thriving activity during the twentieth century. The first decades of the twenty-first century have witnessed the continuation of institutional support for languages.




	1500
	





	1550
	Principal Rules of Italian Grammar, William Thomas



	1586
	Reglas Gramaticales para aprender la lengua Española y Francesa, Antonio del Corro



	1600
	



	1606
	The Dutch Scholemaster, Marten Le Mayre



	1662
	A Portugez Grammar, Monsieur de La Molliere



	1680
	High Dutch [German] Minerva, Martin Aedler



	1696
	Grammatica Russica, Heinrich Wilhelm Ludolf



	1700
	



	1714
	George I becomes king, increasing the prestige of German in England



	1718
	Diálogos Ingleses y Españoles, Félix Antonio de Alvarado



	1776
	The world’s first chair in Modern Languages, Trinity College Dublin



	1800
	



	1828
	Chair in Spanish and Italian, UCL



	1829
	Chair in German, UCL



	1830
	The Philological Society established



	1837
	Chair in Chinese Studies, UCL



	1845
	Chair in European Languages, Oxford University
Course in Russian, Oxford University




	1858
	Course in Spanish, The Taylorian Institution



	1870
	Establishment of the Ilchester Endowment for the Encouragement of the Study of the Slavonic Languages, Literature and History, Oxford University



	1872
	Chair in Languages, Aberystwyth University



	1877
	Chair in Celtic Studies, Oxford University



	1880
	Course in French and German, Newcastle University



	1884
	Alliance française, London



	1895
	Course in German, Manchester University



	1898
	Method of Languages in Germany, Mary Brebner
A History of Spanish Literature, James Fiztmaurice-Kelly




	1899
	First woman, Mary Brebner, documented as holding a post in languages, Aberystwyth University



	1900
	



	1903
	Introduction of Modern Languages as a main subject, Oxford University



	1904
	60 graduates nationally in Modern Languages



	1905
	Chair in French, Liverpool University



	1909
	Chair in Spanish, University of Liverpool



	1910
	Institut français du Royaume-Uni, London



	1915
	School of Slavonic Studies established, King’s College London



	1916
	Course in Dutch, Bedford College, University College London
School of Oriental Studies founded, University of London




	1917
	School of Scandinavian Studies, University College London



	1918
	First major report on the Position of Modern Languages in the Educational system of Britain (Leathes Report)



	1919
	Chair in Dutch, University College London



	1923
	Bulletin of Spanish Studies founded



	1927
	Chair in Spanish, Oxford University



	1933
	Chair in Spanish, Cambridge University



	1936
	German Life and Letters founded



	1937
	Journal of Italian Studies founded



	1938
	School of Oriental Studies becomes School of Oriental and African Studies (SOAS)
A Handbook to the Study and Teaching of Spanish, Allison Peers




	1944
	Instituto Español founded by republican exiles, London



	1946
	Instituto de España, London
The Scarborough Report on Oriental, Slavonic, East European and African Studies




	1947
	French Studies journal founded



	1949
	Istituto Italiano di Cultura di Londra



	1961
	Report of the Sub-Committee on Oriental, Slavonic, East European and African Studies (Hayter Report)



	1965
	Report of the Committee on Latin American Studies (Parry Report)
Goethe-Institut London




	1966
	Centre for Information on Language Teaching and Research (CILT) established



	1969
	Journal of Latin American Studies founded



	1993
	Instituto Cervantes, London
University Council for Modern Languages (UCML) established




	1998
	Nuffield Languages Inquiry



	1999
	Association of University Language Centres (AULC) established



	2000
	



	2000
	Subject Centre for Languages, Linguistics and Area Studies established



	2003
	National Centre for Languages (CILT) established, Department of Education



	2005
	First UK Confucius Institute, at SOAS



	2006
	Camões Instituto da Cooperação e da Língua, London



	2011
	Centre for Languages, Linguistics and Area Studies established



	2019
	AULC renamed: Association of University Language Communities



	2021
	The world’s first Online Confucius Institute, The Open University, UK



	2023
	UCML renamed: University Council for Languages (UCFL)
The Languages Gateway

Coalition for Language Education
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The Landscape









1 The History of Languages Education in UK Higher Education:

Nicola McLelland and Matilde Gallardo Barbarroja in Conversation with the Editors




Nicola McLelland and Matilde Gallardo Barbarroja

With Mara Fuertes Gutiérrez and Inma Álvarez
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Overview

This initial chapter sets out the historical context for the teaching and learning of languages in higher education in the United Kingdom today with illustrations from the teaching and learning of Spanish. It explains the increased diversification of language teaching in higher education from an almost complete focus on teaching French, German and Spanish to offering a wider range of languages to a wider range of students, and in a wider range of institutions. It also sheds light on the historical events and figures that helped establish Modern Languages as an academic discipline. It revisits some of the key developments in language teaching and learning from the sixteenth century, tracing the growing interest in language learning for its cultural value rather than for purely practical purposes, and the gradual institutionalization of language teaching in universities. It exposes how language education developed at tertiary level by examining the socio-political, economic and educational background to the teaching and learning of languages in the UK.
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Introduction

This conversation with Professor Nicola McLelland and Dr Matilde Gallardo Barbarroja sets out the historical context for the teaching and learning of languages, large and small, in higher education (HE) in the UK today. The chapter is divided into four sections. Firstly, we go back in time to learn how languages started to be taught in the UK and the steps that led to the development of the discipline at tertiary level. The second part of our conversation follows with some questions about the introduction of language teaching at universities where we explore which languages were in demand and what made them attractive for study in the UK context. We talk about how and why language teaching diversified and contracted over the years. In the third part we hear about the changing shape of languages provision at universities over the decades. We finish by reflecting on the history of interactions of university language teachers with the world beyond the university, in the days before public engagement, knowledge exchange and impact existed as labels.

Our conversation aims at presenting key facts and aspects of the history of the discipline in the UK to provide a background against which to understand the topics covered in the rest of the chapters of this volume. Relevant references are supplied at the end, although not all are mentioned by name in our conversation. For a fuller account and for and additional references, readers may also wish to refer to Gallardo and McLelland (2024). See also the selective timeline in this volume (pp. xlv-xlvi).



The origins of the teaching and learning of languages

Editors (E): We would like to start talking about the origins of the teaching and learning of languages in Britain. What were the first taught languages, and why those?

Nicola McLelland (NM): French was probably the first foreign vernacular language to be taught in Britain, after the Norman Conquest in 1066. A few centuries later, the cultural flowering of both Italy and Spain in the Renaissance meant that Italian and Spanish attracted interest too, also, in the case of Spanish, thanks to the dynastic and political ties between Britain and Spain. German, which was also starting to be taught by the late seventeenth century, became much more widely studied in the eighteenth century, not least because Britain had Germans – the House of Hanover – on the throne from 1714 onwards. All these languages, and some others, were mostly still taught by private teachers but also sometimes in schools and academies of various kinds.

Matilde Gallardo Barbarroja (MGB): That’s right, the interest in the Spanish language in Renaissance England can be linked to the co-dependency of their political and literary cultures of the two countries. During the last decades of the sixteenth century, English scholars understood the role that the Spanish language played in international politics and Empire building so they translated the most prominent Spanish literature of the time. These texts became a source of Spanish language and culture learning in Britain.




	E:
	Could you briefly mention what were the early texts that helped Britons learn other languages?



	NM:
	Yes, for example, the Dutch Scholemaster, published in London in 1606, was prompted by the lively trade between the Low Countries and England. Then, in 1680, the first textbook of German for English learners was published. The first European grammars for foreign learners of Portuguese and Russian were published in Britain, too: Portuguese in 1662, and Russian in 1696. The typical language manual at this time included a grammar section alongside dialogues, but there were no grammar drills and no explicit testing of metalinguistic knowledge. Those ideas became common only much later, from the late eighteenth century onwards. Languages were initially learned mainly with a focus on speaking, by learning everyday dialogues, along with some reading and writing for practical situations such as writing a commercial letter. But languages were also learned for leisure by a small elite interested in accessing foreign literature.



	MGB:
	I can offer some examples of early texts for learning Spanish. The first grammar published in England was Reglas gramaticales para aprender la lengua espan- ola y francesa confiriendo la vna con la otra, segun el orden de las partes de la oration Latinas... in 1586 by Antonio del Corro. This work was, a few years later, translated into English. This text was immediately influential on, for instance, William Stepney’s conversational dialogues, The Spanish schoole-master. Containing seuen dialogues, according to euery day in the weeke... (1591), or John Minsheu’s A dictionarie in Spanish and English, first published into the English tongue by Ric. Perciuale Gent… (1599). By the nineteenth century, a range of commercially published texts were available for teaching Spanish at universities, such as McHenry’s A new and improved Spanish grammar designed for every class of learners… (1812) and Del Mar’s A Theoretical and Practical Grammar of the Spanish language, adapted to all classes of learners; in thiry lectures, with exercises and key (1826). In addition, since then, universities started to produce their own learning and teaching materials. The first pedagogical Spanish grammar in English of this kind was A grammar of the Spanish Language for the use of the students in King’s College London... written in 1833 by J. M. Jiménez de Alcalá.



	E:
	When can we say that the idea of a discipline of ‘Modern Languages’ was established?



	NM:
	From about the 1820s onwards. French was the first foreign language in the so-called public schools, that is, elite, fee-paying private secondary schools, and universities, followed by German. ‘Modern Languages’ was understood in contrast to the ancient languages of Latin and Greek, but in practice it nearly always meant French and German.



	E:
	Do we know what teaching methods were used in those early years?



	MGB:
	I mentioned previously the textbook by Jiménez de Alcalá for students of Spanish at King’s College London (KCL). In this book he explains linguistic variations across Latin, English, French, Italian and Spanish promoting linguistic awareness and reflection on how languages work. However, his approach typically relied on the memorization of vocabulary, very much in line with educational practices since the sixteenth century. For instance, Corro’s grammar in 1586 presents the principles of the Spanish and the French languages modelling the Latin language. As Nicola has explained, the initial methodological approach was the presentation of naturally spoken language by grammarians, translators and teachers of Spanish.



	NM:
	Exactly. It’s worth noting that, while translation was often viewed as a good way of learning the language, it was not initially considered a skill to develop and test. Language masters in the later eighteenth century started to incorporate grammar practice into their textbooks, and in the course of the nineteenth century, grammar drills and translation into and out of the target language were then consolidated as a teaching method that made learners practise applying rules as they learned them.







The introduction of languages at universities




	E:
	What modern languages were first studied at universities and where?



	NM:
	Not surprisingly, European languages began to find a home at universities much earlier than the more distant Asian languages. There were professors of German, Italian and Spanish at University College London right from its foundation in 1828. To give a few other indicative examples from around the UK: at Manchester University, German has been taught since 1851; at the University of Aberystwyth, the first professor was appointed in languages in 1872, and three years later, Hermann Ethé taught not only French, German and Italian but also Hebrew, Arabic, Syriac and Sanskrit. In 1882, at the University of Liverpool, a lecturer was appointed to teach French, and in 1884, another lecturer started to teach German. Lecturers in French were subsequently appointed at Newcastle, Aberdeen and Nottingham. Newcastle’s first Professor of Modern Languages, Albert George Latham, was appointed in 1894 to teach French and Italian. Despite all this activity, Oxford introduced Modern Languages as a main degree subject only from 1903 – languages had been available at Oxford’s Taylorian Institution before then but there was resistance to recognizing them as a ‘proper subject’. With regards to the teaching of Slavonic Studies, Cambridge was quite late in making a regular appointment in Russian only in 1900. Two government reports in 1946 and 1961 on Oriental, Slavonic, East European and African Studies led to numerous new appointments at the School of Oriental and African Studies (SOAS), and then, in the 1960s, to the spread of Asian Studies beyond Oxford, Cambridge and London; for example, the University of Leeds gained Chinese Studies, Sheffield, Japanese, and Hull, South-East Asian Studies.



	MGB:
	We also know that the University of Oxford appointed Lorenzo Lucena for the teaching of Spanish as early as 1858, although Modern Languages were only offered as additional and optional subjects at this time. James Fitzmaurice-Kelly’s publication of the first comprehensive history of Spanish literature in English in 1898 could be considered as one of the factors for the consolidation of Spanish Studies in UK HE institutions. For example, The University of Cambridge started to teach Spanish much later in 1913.



	E:
	What cultural or political aspects were determinant of teaching specific languages?



	MGB:
	For Spanish, an early historical episode was the Peninsular War between 1807 and 1814 in which Spain, Portugal and Britain fought against France. This event inspired English scholars to support the cause of Spanish liberals, many of whom fled to England after the war and the restoration of an absolutist monarch. Later on, during late Victorian and Edwardian times, we see a series of events that promote an interest in Spanish such as the foundation of the Spanish Chamber of Commerce in London in 1886 and the Earl’s Court Spanish Exhibition in London in 1889. These are followed in the early twentieth century by the tercentenary of the publication of Don Quixote in 1905, the royal wedding between King Alphonse and Princess Ena [granddaughter of Queen Victoria] in 1906, and the centenary of the beginning of the Peninsular War in 1907. More recently, the economic value of Spanish as a foreign language generated a discipline to meet the demands of the globalization facilitated by the development of communications and mass tourism.



	NM:
	Other events in the early twentieth century led to growing interest in certain languages. For instance, the founding of SOAS in London in 1917 was in response to the needs of Britain’s imperial expansion; it was for commercial and governmental interests rather than with a view to establishing academic research in Chinese Studies and other such fields. Meanwhile, a School of Slavonic Studies was established at KCL in 1915, and Russian was also introduced soon after at the universities of Nottingham, Sheffield, Leeds, Birmingham, Glasgow and Newcastle. Two obvious events triggered this interest in Russian: the First World War and then the 1917 Revolution. The First World War was also a catalyst for the first undergraduate degree programme in Dutch, introduced at Bedford College in London in 1916, prompted both by an imperial focus on South Africa and by the influx of refugees coming to the UK from Belgium.



	E:
	The appointment of professors was clearly an important signal in the academic establishment of language disciplines. When did universities start to establish chairs, that is, appoint dedicated professors, for languages?



	NM:
	From the very beginning – and quite often the professor was also the only staff member. The oldest languages chair in these islands was established in Trinity College Dublin in 1776 for German and French, and a chair in Italian and Spanish was similarly established. That was a bit of an outlier, but half a century later, in 1829, University College London (UCL) appointed its first chair in German; at the University of Manchester a chair in German was endowed in 1895. Again, Oxford was relatively late: a chair in French was not established in Oxford until 1919. This same year, the first chair in Dutch was established at UCL, funded by a combination of Dutch interest groups and South African companies. As for other languages, professorships in Chinese Studies were established at UCL in 1837 and at KCL in 1847 and subsequently at Oxford and Cambridge, followed by Manchester in 1901. Oxford offered a chair in Celtic Studies from 1877, Edinburgh a few years later in 1882, and Liverpool in 1895. At Oxford, the Swiss German Franz Heinrich [known as Francis Henry] Trithen was appointed to a chair in Modern European Languages in 1845, and his first course of lectures was on Russian language and literature. It is worth mentioning the initial commercial focus of the University of Liverpool’s chairs in Spanish and Russian, in contrast with the 1905 endowment of a chair in French by Mrs James Barrow, which she established to ensure the continuous study not only of the French language but also of its literature.



	MGB:
	In the case of Spanish, I would like to mention that the first Spanish professors were Spanish male liberals in London universities, which offered Modern Languages within the core liberal syllabus in the Arts and Sciences. The University of London appointed Alcalá Galiano as the first chair of Spanish Language and Literature in 1828. Much later, the renowned British Hispanist Fitzmaurice-Kelly was appointed to the first Gilmour Chair of Spanish at the University of Liverpool in 1909 and in 1916 to the Cervantes Professorship of Spanish Language and Literature at KCL. Spanish chairs were gradually introduced in the first two decades of the twentieth century at Birmingham, Liverpool, Leeds, Manchester, Sheffield and Bristol, growing a new and bigger generation of educators for Spanish Studies. E. A. Peers was appointed Gilmour Professor of Spanish in 1922 at Liverpool. Later on, in 1932, W. J. Entwistle took the King Alfonso XIII Chair of Hispanic Studies in Oxford. A year later, John Brande Trend was appointed to the first chair of Spanish at the University of Cambridge.



	E:
	Nicola, you have already mentioned Bedford College, which was the first HE college for women in the UK. All those first lecturers and professors across the country that you have named so far were men. When could women teach languages at universities?



	NM:
	It’s a good question. Languages at university have traditionally been dominated by women at undergraduate level, yet until recently they were overwhelmingly male in staffing. There were, though, a few women involved from quite early on. Mary Brebner, whose influential book on language teaching I mentioned earlier, is recorded as an assistant lecturer at Aberystwyth from 1898, first in Greek and Latin, then in Modern Languages; she was certainly among the first women to hold a university post in Modern Languages in Britain. Edna Purdie, who taught at Liverpool (1917–19) and Bangor (1921–33), became the first woman professor of German in London in 1933. However, women faced many barriers – Eda Sagarra reports being told in the 1970s at the University of Manchester, ‘You are in line for promotion to senior lectureship, but as you have a husband to support you, I have decided to give it to [X]. As a married man he needs it more.’ In 1987, Holmes tells us there were still only six women professors of French in the whole of the UK. That’s when the Women in French (1987) and Women in German Studies (1988) associations were founded, because the subjects – and their main associations – still felt overwhelmingly male and not particularly welcoming to women.



	E:
	Who were the undergraduates interested in languages?



	MGB:
	Unsurprisingly, as with the teaching body, the student population learning languages was initially predominantly men from the middle and upper classes expecting to work in the civil or diplomatic service, whether in Britain or somewhere in its empire; some expected to go into business.



	NM:
	Yes, that was largely the case to start with, at least. We know that King’s College is where officers were trained in Chinese before they went to the Far East colonies, although that function was later taken over by SOAS. But as I said, overall Modern Languages were very much seen as a good women’s subject, leading to the acceptable female occupation of language teaching. Women still dominate languages degrees today, reflecting some quite deep-seated ideologies about what men and women are good at or ‘ought’ to spend their time on.







The changing shape of languages study: Diversification, growth and contraction




	E:
	Once the discipline was established at tertiary level, what was the development of Modern Languages provision?



	NM:
	An important push towards expansion and diversification came with the Leathes Report of 1918, the first major report on Modern Languages in the British education system, and the first to include university provision in its remit. The report argued in particular for the importance of supporting Spanish, Italian and Russian in universities alongside the dominant French and German. It found that at the time, there were 70 people involved in teaching French, 42 German, 11 Italian, 11 Russian and 7 Spanish, figures which give us a good idea of the perceived relative importance of the various languages. Contrast that with the figures we have just under a century later from the Review in Modern Languages conducted by the Languages, Linguistics and Area Studies Subject Centre at University of Southampton together with the University Council of Modern Languages: they found some 2,000 researchers in 2006, and that figure does not even include the many professional teaching staff without a research allocation in their contract. So there has been tremendous growth. The vision in the Leathes Report of 55 new chairs of Modern Languages, including ten for each of the languages other than French, was not immediately fulfilled because – as ever – there was not enough money, but still, it did lead to some expansion and diversification beyond French and German. The report’s authors would probably be disappointed by later twentieth- and twenty-first-century contractions in Russian provision, but they would no doubt be gratified to learn of the strong growth in Spanish, as well as of Italian – in 2015, Italian was offered by 13 of 24 Russell Group universities as a single honours and/or major, with altogether 40 universities offering Italian language as part of a variety of degree programmes, according to figures given by Giuliana Pieri. As for other European languages, after the initial establishment of a School of Scandinavian Studies at UCL in 1917, Scandinavian Studies reached its high point in the 1970s. In 1977, 17 universities offered Scandinavian Studies in some form, four offering at least three Scandinavian languages to degree level, a further two offering just one to degree level. But cuts in the 1980s led to numerous course closures, so that by 2017 UCL and Edinburgh were the only two institutions left in the UK offering provision. The trajectory of Dutch is not dissimilar. In 2006, 22 institutions offered Dutch in some form, often as an option within German[ic] Studies, seven of those only through Institution-Wide Language Programmes (IWLPs, offering languages to all students through a language centre or similar), but only six offered content modules beside the language, and there has been further contraction since then.



	MGB:
	Something to keep in mind regarding the teaching of Spanish is that British Hispanists were centred mainly in Spain. The importance of Latin American culture in the Spanish-speaking world was not officially endorsed until the publication of the Parry Report in 1962, which, as Gustavo San Román (2007) has indicated, led to the establishment of centres of Latin American Studies in Cambridge, Glasgow, Liverpool, London and Oxford. In subsequent years we saw the appointment of the first professor of Latin American Studies, the historian R. A. Humphreys, at the Institute of Latin American Studies at the University of London. Nowadays, British Hispanism has a more transnational dimension and includes the rich linguistic and cultural histories of all Spanish-speaking countries.



	E:
	Historically, what has been the student take-up of language study at universities?



	NM:
	Despite recent steady and painful reductions in student numbers, overall, the past century and a half saw huge growth in the disciplines. There were just 60 graduates in Modern Languages nationally in 1904, and Eda Sagarra has recently pointed out that the eight students admitted to Modern Languages at Oxford and Cambridge in 1911 were outnumbered more than 25 to 1 by the 205 students admitted to Classical Philology. By contrast, the Review in Modern Languages I just mentioned reported that, in 2005, there were some 21,465 full-time equivalents (FTEs), possibly many more individuals, studying Modern Foreign Languages either as a degree subject or as part of their degree at undergraduate or postgraduate (taught or research) level, as well as some 590 FTE undergraduates studying Modern Middle Eastern Studies and over 800 undergraduates studying Russian and East European Studies. The British Academy and UCML Granular Trends report (2022) found 34,005 acceptances to study undergraduate courses within the subject group ‘European languages, literature and related’ over the period 2012–21, showing a decline of 61 per cent between 2012 and 2021. There were 1,088 acceptances for ‘non-European languages, literature and related’ over the same period, but with a more mixed picture: Chinese Studies saw a 41 per cent decline, while Japanese Studies witnessed a 79 per cent increase, for example. The report is one of several reflecting on the reasons for a declining take-up. One reason is that far fewer students take a language to A level at secondary school; in response to that, though, most, if not all, languages can now be taken on degree programmes from beginners’ level. There has also been an increase in students studying joint and combined honours degrees, especially combining language study with one or more other disciplines.



	MGB:
	I think we should also mention that there has been huge growth over the past half century in the availability of languages through IWLPs. In 2013, at least 59 universities offered an IWLP with between four and 20 languages, 62 per cent offering languages for credit, and with some 50,000 students taking a language in some form, significantly more than the numbers studying for a language degree, and roughly double the number reported to be on IWLPs in 1998–9. The range of languages offered has also increased, from 20 reported in 2013 to 34 different languages; at least ten institutions offer 13 or more different languages, including a handful offering British Sign Language. The wider availability of language teaching by expert language teachers (with, increasingly, appropriate career progression) is welcome. However, IWLP is sometimes a pathway for the managed decline of degree programmes, with a language initially continuing to be offered though at IWLP before disappearing from the institution entirely; all four institutions who reported offering languages only through IWLP in 2021 had previously had full language degree programmes.



	E:
	There seems to be a pattern of a period of expansion followed by sometimes severe contraction of provision. Could you elaborate on this pattern?



	NM:
	Yes, that seems to be the case. For instance, growth was triggered when the 1963 Robbins Report on Higher Education recommended an expansion of universities, and that all colleges of advanced technology should be given the status of universities. In her ‘Short History of French Studies in the UK’, Diana Holmes gave the example of the University of Leeds, where staffing in French grew from six in the 1930s to 19 by the late 1960s and remained around the same in 2010. Many new universities also established departments of languages, often more vocational in orientation, widening the class base from which language undergraduates were drawn. However, this era of optimism was followed by painful contractions of the 1980s, when, for example, the University of Salford saw a 44 per cent cut in income from the University Grants Committee, and the loss of eight out of 40 jobs in its Modern Languages Department. Since then, as Holmes noted, French (and language study more widely) has disappeared not just from Salford but also from many more of the 30 so-called polytechnic universities which had established departments of languages.



	MGB:
	If we just look at the first decades of the twenty-first century, we see that Spanish and French are the most commonly taught languages in British HE but, like other languages, these are affected by the decline in the number of institutions offering languages at degree level and by departmental closures. Perhaps it is worth mentioning as well the negative impact of Brexit [exit of the UK from the European Union] on attitudes to language learning and the implications for ensuring the continuation and quality of language teaching, including the offering of residence abroad programmes which has been a concern.







Languages scholars and the world beyond university




	E:
	In your research, you have touched upon the wider influence of language scholars. What kind of influence did they have outside the universities?



	MGB:
	In relation to Spanish, E. A. Peers, Gilmour Professor of Spanish at Liverpool (1922), founded in 1923 the Bulletin of Spanish Studies, an influential academic journal devoted to the languages, literatures and cultures of Spain, Portugal and Latin America, which published regular accounts on the situation of Spanish in British education. His 1935 report on behalf of the Spanish Committee of the Modern Language Association showed key issues such as the need for formal teacher training qualifications for British nationals to address the shortage of teachers in secondary schools. It also pointed out the need to establish language associations and schools’ networks. Peers was the editor of A Handbook to the Study and Teaching of Spanish (1938), the first comprehensive study of the subject to be published in Britain for researchers, teachers and students.



	NM:
	Many languages academics were very influential in discussions about how languages should be taught in schools. In the nineteenth and early twentieth centuries, university academics were involved in setting the public exams for school students, and some also played a role in training aspiring languages teachers. For instance, Karl Breul, who lectured in German at Cambridge, also published on the training of teachers. Walter Rippmann, also at Cambridge and later at London’s Queen’s College and Bedford College, produced numerous Reform Method textbooks of French and German, including an emphasis on the then new science of phonetics. Rippmann, also ran holiday courses in London for foreign students from 1903 to 1939, which, together with the counterparts offered on the Continent, constituted an early form of residence abroad. We could say that engagement with wider publics is, then, nothing new.



	E:
	Beyond their social and educational activity, what would you say was their political engagement?



	MGB:
	In the case of Spanish, English scholars in the nineteenth century, supported the cause of Spanish liberals who, following the War of Independence and the absolutist restoration, fled to England in the years 1814 and 1823. Spanish constitutionalist émigrés played a significant role in forwarding the study of Spanish among the middle classes and as an academic subject in English universities and schools by teaching the language, translating literary pieces and publishing dictionaries and grammar books.



	
	In the twentieth century, members of the Republican exile such as the journalist Esteban Salazar Chapela, the diplomat Pablo de Azcárate and the composer Eduardo Martínez Torner founded the Instituto Español in London in 1944 with the intention of disseminating Spanish culture as well as alerting the wider population to the critical political situation as a result of the Civil War. They issued the Boletín del Instituto Español that included contributions by Hispanists such as Marcel Bataillon and linguists such as Karl Vossler among others. Then, during the dictatorship, the Instituto de España was created, and subsequently, the Cervantes Institute that continues today, working on the promotion of the Spanish language and the culture of Spanish-speaking countries.



	NM:
	Some academics were politically very engaged, or at least aware of what could be at stake. An extreme example of the price paid for social and political engagement is the case of Arnold Toynbee, the holder of the Koraes Chair for Modern Greek in the 1920s. Tiedau recounts that, in 1924, Toynbee was expelled from KCL because he reported on the Greco-Turkish conflict in Asia Minor in a way that the chair’s donors did not approve of. By contrast, I’m sure there’s a good reason that the British Association for Chinese Studies (founded in 1976) describes itself as a ‘non-political organization’. Some British Germanists were slow to recognize the dangers of National Socialism, as Brinson and Wilson have shown in the case of Leonard A. Willoughby, a professor of German at UCL from 1931. David Robey notes the outright sympathy for Italian fascism among some British or British-based Italianists (as among many in the wider British population). Robey suggests that a desire to avoid difficult political topics may even have influenced the focus of the journal Italian Studies in its first years (starting in 1937), perhaps helping reinforce a trend of Modern Language Studies to focus on the past. World events certainly influenced language studies in the UK – many Jewish refugees fleeing Nazism made a significant contribution to German Studies in Britain, while other refugees did the same in Chinese Studies, as work by Livingstone and Twitchett has shown.



	E:
	Were there any links between these scholars and the international communities of university language teachers? Did they have any influence on shaping language teaching more globally?



	NM:
	There certainly were links, which we can trace in contributions to the newly emerging journals. For example, the Philological Society, established in 1842 and devoted to the study of language, received warm encouragement from German linguists Jakob Grimm and Franz Bopp in 1843. Papers read at the society’s meetings in the early years included contributions from German scholars from Munich and Berlin, and from a member of the Asiatic Society in Paris. Germany also furnished some of the first language scholars in these islands, among them the Sanskritist and Celticist Carl Lottner, who became Professor of Sanskrit at Trinity College Dublin in 1860, replacing another German Indo-Europeanist, and publishing in the Philological Society’s Transactions. The Frenchman Charles Cassal became Professor of French at UCL in 1874 – he, too, published in the Transactions.



	
	In Europe, the first journals for Modern Languages were established in Germany, for example the Zeitschrift für romanische Philologie (1877) – there is little evidence of contributions from British scholars in the early years. However, once British scholars set up their own journals, in the twentieth century, they seem to have made an effort to ensure contributions from European counterparts: the first volume of the Bulletin for Spanish Studies (1923) included articles by the Spanish writers Nicolás Gonzáles Ruiz and José Zorrilla, for example.



	
	When it comes to teaching methods, there were strong links across Europe. An example is the European-wide Reform Movement and its influence on language teaching Britain. Indeed, Wilhelm Viëtor, whose 1884 pamphlet Der Sprachunterricht muß umkehren (The teaching of languages must turn over a new leaf) is widely credited with kickstarting the Reform Movement, had held the lectureship in German at the University of Liverpool, before taking up a Chair in Marburg in 1884. Language teachers in Britain continued to be part of the international conversation. According to an 1897 report on the activities of the Association phonétique, there were 54 members from England (compared to 202 from Germany, 92 from Sweden, 78 from Denmark, 71 from France) (Linn, 2016).



	
	As for British influence, in the second half of the twentieth century, John Trim – who lectured in phonetics at UCL and then at Cambridge, where he set up the Department of Linguistics in 1966 – was director of the Council of Europe’s Modern Languages projects from 1971 to 1997, and played a key role in shaping and promoting the Common European Framework of References for Languages with which we are all familiar today, conceived of not just as a framework for testing but as a whole approach to teaching and learning, based on competencies expressed as what the learner ‘can do’.



	MGB:
	Internationalization characterized the teaching of Spanish in the UK in the first half of the twentieth century. On the one hand, the contribution of Spanish political exiles, who emigrated first to England and later on to the USA, to the development of Spanish Studies must be mentioned, as they also were instrumental in establishing links with intellectuals across the Atlantic. On the other hand, the Comité Hispano-Inglés and the Sociedad de Cursos set up by the Spanish government in 1923 facilitated study visits and exchanges between Spanish scholars and British Hispanists. These were extended to students in Spanish programmes with the establishment of vacation courses as part of the compulsory Period of Residence Abroad in Modern Languages degrees.



	E:
	There is not time to tackle the numerous themes that a fuller history of languages at universities would demand, so perhaps you could sketch what other aspects of our history you would consider worth looking at?



	NM:
	I can think of several, but an example that has been controversial at times is the question of the balance, in staffing, between UK language scholars and those from the target cultures studied, including, as Matilde just mentioned, the role of refugees and exiles in shaping their disciplines. In the late nineteenth century, several political exiles from Germany taught German at British universities, and National Socialism brought a wave of Jewish refugees in the 1930s who played a major role. But sometimes native speakers as teachers were perceived as a threat – they might be paid less, and so be felt to be undermining the teaching profession as a whole, or they might be seen (especially in elite private boys schools of the nineteenth century) as lacking the right qualities to maintain discipline and impart a suitable British education. But, for many years, we have had a fruitful injection of native speakers to the profession, via language teaching assistant and lector posts, like those co-funded by the German Academic Exchange Service. A small number of those people have stayed and gone on to make careers and even become professors within the British university system. But new visa rules since Brexit, stipulating a high minimum salary, have been making those short-term posts on relatively modest salaries more and more difficult to operate.



	MGB:
	Yes. I would add that the value of the native speaker teacher as a resource, as promoted by H. G. Atkins and E. A. Peers in the 1920s, and deep-seated in the British educational establishment for many decades, is part of the current debate about native / non-native speaker practitioners.



	
	The question of participation and curricular representation of gender and of minoritized groups is also very important, and starting to receive a lot more attention, in a subject that has been traditionally white, socially privileged, and overwhelmingly majority female at undergraduate level, yet until recently overwhelmingly male in its staffing and curricula. I am particularly interested in the history of the subject associations and journals founded in the course of the twentieth century. There would also be much to say on the interdisciplinarity of the discipline, and curricula developments in different languages, as well as the impact of evolving technology on the language teaching. I recommend Reinhardt and Oskoz’s (2021) article on this.



	NM:
	Yes, and perhaps we might also want to compare the somewhat different history of teaching and learning ancient languages. And – as well as the growth in study of these islands’ indigenous Celtic languages – we should, of course, also note the inclusion of British Sign Language (BSL) which can now be studied at three British universities as part of a degree, as well as in a few others through the IWLPs we have referred to.
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Overview

Embracing high levels of linguistic diversity on the one hand and powerful government and media messages that ‘English is enough’ on the other, the UK‘s attitudes towards both its widespread existing multilingualism and the value of language learning are complex and uneven. This chapter provides an overview of the educational policies and practices that contribute to shaping the provision of language learning opportunities across the UK’s distinct educational sectors and administrations, while highlighting concerns as to the social, economic and political risks of not addressing this state of affairs. Exacerbated by the hegemony of English as a global lingua franca and the recent exit of the UK from the European Union, this situation contrasts markedly with that of the majority of European nations, whose investment in language learning and maintenance programmes offers them a significant long-term international advantage. The chapter then describes a proposal for countering this impasse, entailing the promotion of ‘a new public idea about languages and language study’ (Copland and McPake, 2022), and concludes by outlining two pedagogic translanguaging-focused initiatives that could contribute to progressing this bold agenda.
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Language policies and practices in the UK


The UK’s education system

The UK’s education system encompasses four devolved jurisdictions – England, Northern Ireland, Wales and Scotland – each with its distinctive elements both generally and in respect of language learning. The following brief description of the education system in England is nevertheless intended to provide a broad indication of the various stages and sectors involved.

Framed by a national curriculum, the state school system in England comprises four stages, of which two – Key Stage 1 (ages 5–6) and 2 (ages 7–11) – are at primary level, and two – Key Stage 3 (ages 12–14) and 4 (ages 15–16) – are at secondary level, the latter assessed via GCSE (General Certificate of Secondary Education) level exams covering a range of mandatory and elective subjects. A further stage – Key Stage 5 (ages 17–18) – usually embraces a smaller number of elective subjects, which are assessed via A (advanced) level exams, the standard qualifications for entry to UK higher education (HE).

Undergraduate university degrees, typically leading to the qualifications BA (Bachelor of Arts) or BSc (Bachelor of Sciences), generally involve three years’ full-time study, longer if they incorporate a period of practical experience.

Also available are the many academic and vocational courses that constitute further and adult education, offering opportunities for lifelong learning from age 16 onwards.

Representing another educational provider and focusing primarily on extracurricular school-level courses is the community or complementary sector.

The UK’s corresponding independent (i.e. private) school and university sectors are comparatively small.



Language learning at primary school

Introduced in England 2014, the intention behind the statutory provision of language education at Key Stage 2 of the primary curriculum was to provide young children with a sound basis for the longer-term study of this subject (Department for Education, 2013).

While acknowledging the efforts made in implementing this policy, an analysis of its impact has highlighted the many challenges involved, among these, insufficient resourcing, the limited time commonly allocated to this activity – corresponding to a maximum of one hour a week, low levels of accountability in terms of learning outcomes, and poorly coordinated progression pathways for language study as pupils move to secondary school (Myles, Tellier and Holmes, 2019; Ayres-Bennett and Carruthers, 2019; Collen, 2022).

Additionally, although ‘any modern or ancient foreign language’ may be taught at this stage, few schools offer alternatives to French. Furthermore, there is little evidence of the multilingual capacity of pupils with knowledge of languages other than English being harnessed within these lessons (Costley et al., 2020).



Language learning at secondary school

Although language study has long been a compulsory element of Key Stage 3 of the secondary curriculum, its change of status from obligatory to optional at Key Stage 4 in 2004 is widely considered to have had a significant detrimental effect on numbers of GCSE and A level exam entries in this subject over the last two decades.

Yet, despite the ongoing dedication of language teachers and the valuable support and resources provided by professional organizations such as the Association for Language Learning, of concern are perceptions that the only statutory provision now available at secondary level – that at Key Stage 3 – is increasingly being associated with a ‘culture of low expectations which poses little intellectual and linguistic challenge to pupils’ (Wingate, 2018: 442), contributing to what Ofsted – the government office that monitors standards in education – describes as ‘the wasted years’ (2015).

Gruber and Hopwood’s (2022) comparison of the philosophies underpinning the French language curriculum at Key Stage 4 in England and its equivalent in Germany highlights the distinct ways in which the discipline is perceived and promoted in each context. While the former is characterized by an ‘instrumentalist tradition of learning languages’ and a concern with accuracy, the latter ‘offers a holistic, humanistic […] rationale, with a far more sophisticated conceptualisation of cultural and intercultural learning’ (Gruber and Hopwood, 2022: 8), thereby ‘helping young people identify the value and relevance of languages in their education’ (9). England’s Key Stage 3 and 4 curricula thus risk limiting secondary school pupils’ motivation and linguistic proficiency, while failing to take advantage of the wider benefits of language study, including its capacity to offer learners ‘experience of otherness or other cultural beliefs, values or behaviours’ (Byram, 2008: 29). Concerns have been expressed as to the reformed GCSE languages curriculum, introduced in 2024 (Department for Education, 2022), which does little to address these issues, nor to the disconnect between this level of language study and that expected at A level and beyond (e.g. University Council for Languages, 2021; Cazzoli, 2022).

There are nevertheless considerable inconsistencies in secondary school language provision and uptake across different parts of the country. Of particular note is the correlation between levels of GCSE entries in languages on the one hand and both levels of prosperity and educational outcomes in general on the other in any given locality, and the fact that the connection with levels of community multilingualism is ‘not as straightforward as might be thought’ (Tinsley, 2018: 3). Linked to this finding is the observation that schools in more deprived areas are more likely to reduce the three years of statutory languages provision offered at Key Stage 3 to two in a bid to provide an earlier start to
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