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Teacher trainers’ beliefs about pluricentricity in teaching
English and German as foreign languages!

The present study investigates the beliefs of teacher trainers at Hungarian universities about the
pluricentricity of English and German as foreign languages. The results of the pilot phase are based on
the analysis of two semi-structured interviews conducted in 2023 with one lecturer each from two
Hungarian universities. The study also includes a comparison of the results with 37 previous interviews
conducted between 2020 and 2022 with 21 English and German teachers and 16 language learners in
Hungary. The interviews were analysed using Taguette as qualitative content analysis software, by
setting up a coding frame with 13 codes. The main research question was how the university instructors'
beliefs about pluricentricity relate to those of the language teachers and language learners. The results
show that there are far more similarities than differences, and that university instructors appear to be
more open to pluricentricity than their colleagues in public education, but more conservative than
language learners. The pilot nature of the study means that, in addition to presenting preliminary results,
methodological conclusions have been drawn, which will be very important for the continuation of the
study, i.e., for adding further teacher trainers to the sample.

Keywords: teaching English and German as foreign languages; pluricentricity; beliefs of teachers,
learners, and teacher trainers; interviews; qualitative content analysis

1. Introduction

The question of which national varieties to include in language teaching is an
important and complex issue in the teaching of both English and German as
foreign languages. The literature on the role of linguistic pluricentricity in
language teaching argues very convincingly for the introduction of this aspect of
linguistic diversity in the foreign language classroom (cf., e.g., Muhr, 1996a;
Krumm, 2006; Jenkins, 2006; Jianli, 2015).
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In previous stages of this research, the beliefs of language teachers and
language learners about the pluricentricity of English and German were
investigated in the context of the Hungarian education system (Huber, 2021, 2022,
2023). On that basis, the present study focuses on the beliefs of teacher trainers.
To be more precise, the research question is how the beliefs of these teacher
trainers about pluricentricity relate to those of language teachers and language
learners. This paper presents the results of a pilot study based on interviews with
one English and one German teacher trainer. Due to the pilot nature of the study,
preliminary conclusions will be drawn and methodological considerations
formulated before continuing the research with additional participants.

2. Theoretical background

The concept of linguistic pluricentricity was first introduced by Kloss (1978), but
the model was elaborated by Clyne (1992), who considers any language with
official status in more than one country to be pluricentric. As the term implies, the
pluricentric model treats these countries as the norm-providing centres of the
language in question, in which different national varieties evolve. Clyne (1992)
already distinguished between dominant and non-dominant national varieties.
This distinction was further elaborated by Muhr (1996a, 2003, 2005, 2012), who
established that dominant varieties (e.g., German, British, and American English)
are spoken in primary centres with a higher socio-political status. In contrast, non-
dominant varieties (e.g., Austrian German, Swiss German, Canadian English,
Nigerian English, etc.) are spoken in secondary centres with a lower socio-
political status (Muhr, 1996a, 2005, 2012). Furthermore, dominant varieties tend
to have a larger number of speakers and a more influential global media presence,
and their norms are exported from the primary centers to the secondary ones, as
well as to non-native learners of the language in question. Finally, the codification
of dominant standards is almost invariably complete, whereas that of non-
dominant varieties is sometimes incomplete or absent (Muhr, 2003, 2005, and
2012).

As for the role of all of this in language teaching, Muhr (1996a) argues that
language teaching should reflect linguistic reality, and that if we are teaching a
pluricentric language, then the linguistic reality to be reflected must include
pluricentricity too — see also, for example, Krumm (2006), Jenkins (2006), and
Jianli (2015). Several scholars also argue for presenting pluricentricity in
language teaching as it promotes intercultural communicative competence (cf.
Marlina, 2014, 2018; Rauer & Tizzano, 2019), which can be a significant source
of motivation too (Mirzaei & Forouzandeh, 2013; Huang, 2014), especially if the
pluricentric content gets embedded in the target language cultures (Bettermann,
2010; Christen & Knipf-Komlosi, 2002; Hégi, 2006). However, it is important to
note that this culturally embedded presentation of linguistic pluricentricity should
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not limit itself to mere stereotypes about different nations and their respective
varieties (Kramsch, 1993; Marlina, 2018).

It is an essential principle that linguistic pluricentricity should be mainly
represented in the area of the receptive skills (Muhr, 1996b, Glauninger, 2001),
since the most important goal, of course, is to maximise what Ammon and Hagi
(2005: 34) term as “the communicative scope” of the language taught, i.e. to
enable learners to interact with a wide variety of communication partners in the
given language. To achieve this, McKay (2010) and Glaboniat et al. (2002: 23)
call for a “tolerant treatment” or in Muhr’s (1996b: 42) words a “meaningful
coexistence” of norms, exposing learners to a broad spectrum of varieties, while
also respecting the principle of beginner level neutrality, i.e. the gradual
introduction of more and more pluricentricity-oriented content only after a fairly
neutral, non-variety-specific base has been established with beginner learners,
since it can be counterproductive pedagogically to overload a beginner language
learner with pluricentric content (Christen & Knipf-Komloési, 2002, Glaboniat et
al., 2002, Glauninger, 2001, Muhr, 1996a, Neuland, 2011). On the basis of the
above, it is fair to expect a roughly balanced codominance of British and
American English at the beginning, which should gradually be complemented as
learners’ language proficiency increases and non-dominant Englishes are
included. In contrast, in the case of German, as Huber (2023: 44) puts it, “a
reasonable degree of Germany German dominance is justified, with a lesser
presence of Austrian and Swiss German standards, reflecting sociolinguistic
realities.”

It is also worth noting that, since differences between varieties manifest
themselves at all levels of language — from phonetics through morphology and
syntax to semantics and pragmatics — the diversity of these language levels must
also be reflected in language teaching in terms of the representation of
pluricentricity (Muhr, 1993, 1996a, Glaboniat et al., 2002).

3. Research history

In my previous research, I investigated the beliefs of language teachers and
language learners in the Hungarian education system about the pluricentricity of
English and German (Huber, 2022, 2023), using a quantitative questionnaire
sample of 484 students, supplemented by a qualitative interview sample of 37
students across elementary, secondary, and university levels. Among the results
of these studies, it is noteworthy that learners’ openness to linguistic diversity
significantly exceeded that of teachers, as learners responded to the questionnaire
items with significantly more positive ratings than teachers, and this difference
was most pronounced in villages. It is also important to note that in English, both
teachers and learners felt that the representation of pluricentricity in language
teaching was much more realistic than in German. Thus, an important finding is
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that the need for change in a more tolerant direction seems to be the most acute in
village schools where German is taught.

On a positive note, almost all of the teachers and students in the study seem to
subscribe to the principle of the neutral beginner level, as proposed in the
literature, even if they do so intuitively. Moreover, among the teachers
interviewed in the study, several colleagues were very sensitive to the idea of
pluricentricity and saw it as part of communicative language teaching in general.

4. Method

As a continuation of the above, in the present phase of the research, a sample of
teacher trainers has been added to the interview-based segment of the study. The
present paper reports the results of the initial pilot stage, based on an interview
with a German and an English teacher trainer from two different Hungarian
universities. Given the pilot nature of the interviews, the study’s focus is twofold:
on the one hand, I aim to draw methodological conclusions before continuing the
research with a larger sample; on the other hand, I explore preliminary findings
based on these two initial interviews.

The teacher trainers involved in this phase of the study are both women, who
have been in the field for decades — one of them became a teacher trainer after
decades of experience in public education, while the other has been involved in
language teacher training from the beginning of her career, and, as she puts it in
the interview, has been through many reforms in the system. They are both non-
native speakers of the language they teach, having mastered it themselves as part
of their own public education process in Hungary several decades ago. Thus, they
do not consider themselves representatives of any particular national variety but
identify as non-native (lingua franca) speakers of the respective language,
influenced most intensively by their dominant varieties.

The interviews were 33 and 34 minutes long and semi-structured, meaning they
were conducted on the basis of a preliminary list of topics to be covered, but the
questions were to be adapted freely as the interview progressed. After transcribing
the interviews and reading and re-reading the transcripts, I subjected them to
inductive, data-driven coding using Schreier’s (2013) qualitative content analysis
framework in Taguette software. This meant that I did not design the coding
framework based on predefined categories; instead, I created codes during the
coding process and assigned them to the relevant interview segments. Thus, the
structure of the coding frame was not determined by a preconceived notion, but
by the actual content of the interviews. I plan to use this coding frame from the
pilot phase as a basis for the remainder of the research, which will be essentially
deductive coding. If further relevant thematic categories emerge at that stage, I
will assign them as new codes to the coding frame. At present, the coding frame
consists of 13 codes and 80 coded segments, as shown in Table 1.
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Table 1: The coding frame

Codes Number of coded
segments

1. The role of the university 6

2. Disadvantages and difficulties | 6

3. Benefits and importance 13

4. Materials 5

5. The role of the teacher trainee | 6

6. The role of the teacher trainer | 7

7. Mixing varieties 9

8. Activities 4

9. Age groups and language |2

proficiency levels

10. Language subsystems 11

11. Intercultural communication | 5

12. Language skills 4

13. Pilot reflection 2

5. Results

According to Schreier's (2013) methodological guidelines, the creation of a
coding frame can be considered a research result in an exploratory study.
Nevertheless, I will try to present the results of the two pilot interviews, broken
down into the 13 codes above, and illustrate the emergent topics with interview
quotes. It is important to note that the interviews were conducted in Hungarian,
so what I provide in this discussion is my English translation. The quotes will be
presented in numbered order, and it will be indicated at the end of each case
whether the quote is from the English (E) or the German (G) teacher trainer.
Presenting the results in this way not only allows a detailed introduction of the
coding framework, but also anticipates basic pilot conclusions that can be very
informative before continuing the research with a larger sample.

5.1. The role of the university

Associated with this code are mainly interview segments that discuss university
courses in which the theme of linguistic pluricentricity may come to the fore in
whatever shape or form, either in a theoretical sense, by acquainting students with
pluricentric theory and description, or in a more practical sense, by presenting
them with language items from different national varieties, and exploring the
similarities and differences across them. Thus, introducing pluricentricity mostly
occurs in linguistics and language-teaching methodology courses, as shown in
Interview excerpt 1.
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Interview excerpt 1:
I think it is primarily linguistics and methodology where
this could or should be inserted. (G).

In addition, the constraints imposed by university structure are also highlighted,
as in Interview excerpt 2, which is also related to the second code, as it discusses
the difficulties stemming from these constraints, i.e. that it is difficult to make
time for pluricentricity when the curricula and the schedules are already too
packed with other kinds of content, primarily related to the language development
of the teacher trainees.

Interview excerpt 2:

Again, it's also course number dependent at university,
because as long as you can barely push through the
minimum, there's less time for the fun things. (G)

5.2. Disadvantages and difficulties

In addition to the limitations of university structure described above, an important
motif in the case of this code is the problem of finding pluricentric content and
integrating it into the curriculum, which seems to indicate the necessity of such
content being made available for instructors (cf. Interview excerpt 3). In this
context, pluricentric content can be understood as content that specifically
compares different varieties of German/English and as content produced in
various varieties, allowing for systematic reflection on linguistic pluricentricity.

Interview excerpt 3:

Yes, one of them is most definitely the lack of materials. So
teaching at university means that you produce the materials
yourself, and you don’t have access to resources that ... that
could facilitate your work, be it any kind of task, a vocabulary
task, a language task, whatever. (G)

However, it should also be seen that a slightly different conclusion from the
above is drawn from the same situation by the English teacher trainer in Interview
excerpt 4, who emphasises the freedom of university instructors and the
availability of materials online, and argues that in this situation it is up to the
instructor to make the extra effort to search for pluricentric materials.

Interview excerpt 4:

Everything is absolutely accessible. It's up to me what I
exploit. Let's face it, instructors at universities still have some
freedom in what they do and how they do it, so I don't feel
restricted yet. (E)
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In addition, another important difficulty seems to be the "utilitarianism" of the
students, or ultimately of the language learners, as the English teacher trainer puts
it in Interview excerpt 5, which means that as long as pluricentricity is not part of
the strict core of language teaching that gets evaluated and graded, it can play a
marginal role at best. This idea can be paralleled with my earlier findings on the
washback effect of language examinations and school-leaving exams (Huber

2023).

Interview excerpt 5:

As soon as they graduate and get out into the actual schools,
they realise that the only thing that really matters is to give
those pupils five hundred million marks, they are required to
constantly give them tests, administer exams. Also, to take a
language exam as soon as possible — it used to be compulsory
for university admission, or for the diploma. So simply
learning for its own sake, for pleasure, is not valued. And if
there 1s no such thing, where should there be multilingualism
or cultural or any kind of input? It's just so utilitarian. This
helps you to pass the language exam, that doesn't. Then let's
skip that. (E)

5.3. Benefits and importance

One of the most critical benefits reported by the interviewees concerning
pluricentricity-oriented language teaching is that it takes into account the real
goals of the learners, since there is no predicting which varieties the learners will
be exposed to in the future, so it is in their best interest to incorporate as wide a
variety as possible into language education. Of course, if the learners already have
clear intentions to study or work in a particular country, then the national variety
of that country should be the focus of the instructions. The reflections of the
German teacher trainer colleague in Interview excerpt 6 illustrate this mindset.

Interview excerpt 6:
Everything has to depend on the goals, because if I want to
go to Austria, it is advisable to learn Austrian German... (G)

In addition, broadening students' perspectives through the representation of
linguistic diversity is also an essential motif in this theme. For, as the German
teacher trainer puts it in Interview excerpt 7, there is more to language teaching
than simply preparing for a communicative situation. The teacher’s potential to
shape learners’ way of thinking and worldview extends beyond that.
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Interview excerpt 7:

Because it all broadens your thinking, and I think beyond the
very pragmatic kind of language teaching that I sometimes
feel we're going towards, for me the next layer is culture, and
the next layer is to nuance someone's thinking by coming to
my class or someone's class. So there are multiple layers. Not
only do I need to know how I'm going to do the shopping or
how I'm going to make a phone call, but everything behind it.

(G

It can be seen that although the interviewees agree that pluricentricity should
be part of language teacher training, they do not consider it as one of the most
important cornerstones of it, as demonstrated by Interview extract 8, which is in
fact in line with the position of the literature in this area (cf. Huber, 2023).

Interview excerpt 8:

And it's a bit of a tidbit, I think, but a very important tidbit.
So I think it could be incorporated, it just requires a change
of attitude. (G)

5.4. Materials

An important issue in the context of pluricentricity-oriented language teaching is
the choice of materials. Related to this is the hegemony of the dominant varieties
in the available materials, which is, at least in part, due to the market-leading
position of publishers from the dominant nations, as discussed by the German
teacher trainer colleague in Interview excerpt 9.

Interview excerpt 9:

[ feel that there is Germany German dominance. This can be
seen, at least from what I have experienced at conferences,
at meetings of German teachers, even in Austria, that they
are completely subordinated to Hueber Publishing. (G)

In addition, the importance of authentic materials should be highlighted, which
came up several times in the two pilot interviews, especially on the English
teacher trainer colleague’s part, as seen in Interview excerpt 10. The main idea
that emerges in this context is that the systematic inclusion of authentic materials
automatically goes hand in hand with the display of pluricentricity, since it reflects
how the language being taught occurs in real life. Again, this is another area where
the participants’ thoughts are very much in keeping with the position that
predominates scholarly sources on the topic — see, for example, Muhr (1996a), as
cited in Chapter 2.
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Interview excerpt 10:
I do that, for example, obviously, teaching with pop songs, so
there's a lot of potential in that, to be exposed to all kinds of
accents and slang. (E)

Furthermore, another important remark to make at this point is that the use of
authentic materials seems to go hand in hand with the incorporation of the target
language (popular) cultures into language education as well, which already
foreshadows the intertwined nature of pluricentricity and intercultural
communicative competence, which will be expanded on in more detail in section
5.11.

Lastly, it is also interesting to observe the difference between English and
German in this regard. As has been mentioned by both participants, learners tend
to be exposed to a lot more authentic (thus, in part pluricentric) English material
as compared to German, since the global media presence of the varieties of
English is considerably greater than that of German varieties, which has
significant implications for foreign language teaching as well. While English
teachers can mostly take it for granted that their learners are exposed to the target
language in their daily lives, German teachers seem to have to work much harder
to motivate their learners to surround themselves with German in their free time,
too.

5.5. The role of the teacher trainee

As we will see in Interview excerpt 11, the teacher trainers position their teacher
trainee students as mediators between themselves and the everyday reality of
language teaching in schools. It is primarily through them, indirectly, that they
see it possible to have an impact on public education. However, this is often
difficult, among other things, because of the need for freshly graduated teachers
to fit into the climate of the educational institution they have to start work at,
which makes it very difficult for them to change a long-established (if you like,
entrenched) system, even locally — cf. Voss and Kunter (2020) on the so-called
reality shock for early career teachers.

Interview excerpt 11:

It's problematic to automatically expect someone who is
doing their best as part of their studies to also realize in real
life what we've taught them. (E)

In addition, both colleagues highlighted that students from different
backgrounds receive pluricentric content in language teaching in various ways.
Whether it is interest, language level, or even emotional attachment, as shown in
Interview excerpt 12, these individual differences greatly influence students'
attitudes towards the presentation of pluricentric content.
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Interview excerpt 12:

It varies, so I think everyone always reacts according to their
intellect. Some people are not affected at all, but I think you
experience that yourself. And some people prick their ears
and do some deeper research. If someone has a connection,
an interest, or maybe a friend who lives abroad, they're more
open to it, so again it’s the motivation... (G)

5.6. The role of the teacher trainer

In the context of this code, two crucial ideas emerge from the coded segments.
The first is a self-critical comment that more emphasis could be placed on this
topic — cf. Interview excerpt 13.

Interview excerpt 13:

I don't think we're really doing it, or they're doing it, or ... you
know. In my case, at university, all I do in my language
classes is I always highlight the vocabulary. (G)

In addition, as we have seen among students, there are significant individual
differences in teacher trainers' attitudes towards pluricentricity. One of the factors
influencing this is the extent to which different language varieties were once part
of their own studies and, as illustrated by Interview excerpt 14, of the in-service
training courses they attended. In Interview extract 14, the German teacher trainer
reports an experience of further education which significantly shaped her beliefs
about pluricentricity in an eye-opening way towards a more tolerant mindset when
it comes to linguistic diversity, promising the instructors of the training course
that she will teach some non-dominant (Austrian German) expressions to her
future students.

Interview excerpt 14:

In '93 I was at a training course in Graz and I undertook the
challenge to teach Topfen and Zwetschge to all my groups, to
everyone I deal with, and I've been doing it ever since. (G)

5.7. Mixing varieties

As seen in Interview excerpts 15 and 16, the participants showed a high degree of
openness to mixing varieties. Rather than explicitly correcting learners, they
suggest commenting on the appearance of different variants in an open-minded,
attitude-shaping way, which at times leads to interesting conversations with
learners about pluricentricity (see Interview excerpt 16). They add, however, that
in the case of a written product, they recommend consistency within the same
piece of writing, for the sake of coherence (see Interview excerpt 17).
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Interview excerpt 15:

We certainly don't correct it, I think it can be thematized,
explained. If I notice it, I might make a comment, inquiring
as to what kind of English they are speaking now, and where
it all belongs. (E)

Interview excerpt 16:

For example, in Writing Skills they have to write an essay,
and we expect consistency, so if you say that you are trying
to use American English, you are expected to follow the same
conventions in your writing, at least in your spelling. So
maybe it is obvious here, because it is reflected in the
assessment if he uses inconsistent, confusing language, for
example. (E)

Another noteworthy point, specific to English as an international language, is
that in today's dynamically changing world, especially in the ELF (English as a
Lingua Franca) realm, it is impossible to clearly distinguish between the different
varieties, and the very notion of a native speaker has become problematic. The
English teacher trainer makes this point in a very insightful way in Interview
excerpt 17, again, very much in line with what the literature suggests on the topic
of ELF (see, for instance, Seidlhofer, 2009). This observation, of course, may not
hold true to speakers from traditional, dominant centres within the English-
speaking world, but it certainly makes a lot of sense in the ELF domain.

Interview excerpt 17:

It would be impossible to separate them, there's simply so
much blurring and overlapping, in fact they're all going in
different directions, even the language use, or I don't know
what, phrases, slang, so now it's simply not possible, I can't
see where the boundaries are. So I have the feeling that it's
actually become fluid like that. (E)

5.8. Activities

The possibility of project-based teaching was mentioned repeatedly in the
interviews 1in connection with activities that could be used to display
pluricentricity (cf. Interview excerpt 18), and the topic of authentic materials was
also mentioned again in connection with this code, as well as encouraging teacher
trainees to use them as courageously and creatively as possible. Interview excerpt
19 shows how this kind of autonomy can have a positive, indirect effect on the
representation of linguistic diversity in language education.
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Interview excerpt 18:

I taught that Deutsch fiir Lehrer course for two or three years;
I think the students liked it, and we always did projects, and
I had a specific request there that they should not only focus
on Germany. (G)

Interview excerpt 19:

So, because we encourage the use of authentic materials,
which means that there is a lot of material available on the
Internet, and we try to use them as classroom material, so in
other words, in the design of such materials, we include
content in which multilingualism, or diversity, so to speak —
and I'm talking about English — is possibly present, and that's
why sometimes there is a focus on this. (E)

As Interview excerpt 20 shows, the English teacher trainer colleague finds that
the tasks associated with the authentic materials mentioned above are, in her
experience, mostly traditional in form and special only in that the context is
provided by the authentic material itself (in this case, a video). This shows that it
1s often not necessary to radically change language teaching (which in many cases
1s already based on communicative methodologies) to make it more pluricentric,
as it depends on the authenticity and diversity of the materials that provide the
linguistic and cultural context for the activities to which they are applied.

Interview excerpt 20:

Yes, we have also designed some materials that we use
specifically for vocabulary development, where the sources
are given, and it's related to a certain topic, and obviously
there's some selected vocabulary highlighted that you can
work with by watching the TedX Talks. In teacher training we
produce the tasks, well, I would say in a traditional way. So,
if you have a list, you have to give the same focus at the first
listening. The same way you do all the true/false, gapfilling,
matching, etc., so the basic tasks don't change, it’s just that
this time the content is the video. (E)

5.9. Age groups and language proficiency levels

In line with the principle of beginner-level neutrality mentioned earlier (cf. Muhr,
1996a; among others), the participants in the present study also stressed that it is
not worth overloading beginners with too much pluricentric content, while at later
stages of the language learning process, linguistic diversity can gradually become
more and more important. For instance, it is more important for a German or
English teacher trainee to become systematically familiar with this phenomenon
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during their university studies. Nevertheless, as in Interview excerpt 21, it was
also noted that it is not impossible to show pluricentricity with beginners; it is just
not the primary focus.

Interview excerpt 21:

Yes, if I think about a ninth grader, a fifth grader, and a
university student, yes, then in the fifth grade, maybe there
will be a word or two which I'll point out, maybe, when it
comes up. In the case of the ninth grader, who is just starting
to learn German, again, let's say, at the most, something in
connection with the holidays and celebrations. So there are
situations where you can include it, but obviously that's not
what you start with. And at university, you could do this in
the fourth or fifth year, as extra Landeskunde, when they go
out to teach, when it is already connected to education. (G)

5.10. Language subsystems

While the participants seemed to agree with the principle of beginner-level
neutrality, the expectation of the pluricentric literature that linguistic diversity
should be represented in language teaching at all language levels (i.e., linguistic
subsystems from phonetics-phonology through morphology, syntax, and
semantics to pragmatics) seems much less realistic. In this context, contrary to the
suggestions of theoreticians (e.g. Muhr, 1993, 1996a, or Glaboniat et al., 2002),
the participants’ beliefs concerning pluricentric presence in language education
seem to be characterized by the primacy of vocabulary, rarely complemented with
pronunciation and grammar. Even though this can be seen as a major clash with
pluricentric theory, the participants mention the cultural embeddedness of
linguistic pluricentricity on several occasions, which, from a pluricentricity-
oriented perspective, is nevertheless a positive, as suggested by Interview excerpt
22.

Interview excerpt 22:
So I think that in language teacher training it's about cultural
comparison and vocabulary. (G)

5.11. Intercultural communication

As mentioned multiple times before, both interviewees stressed the importance of
intercultural communication, emphasizing that linguistic diversity can be
integrated with this area in a highly beneficial way. For instance, Interview
excerpt 23 represents an up-to-date understanding of intercultural
communication, as opposed to the more old-fashioned notion of knowledge about
target-language cultures, which tends to be much narrower in scope.
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Interview excerpt 23:

So actually intercultural communication is an area where this
can be integrated. And I want to say that I may not represent
the mainstream, but I believe that culture has to be taught,
and it can come from anywhere. And by that I mean that it
could be culture with a Mexican background. Maybe I will
hear it interpreted by an American, but language is a
mediating tool, so it doesn’t mean a target country’s culture,
but target cultures through language, because every place can
be a target country where I can get knowledge from. (E)

This broad understanding of intercultural communication, as explained by the
English teacher trainer in Interview excerpt 23, brings the theoretical framework
of the present discussion closer to Kachru’s (1965, 1992) concept of the
Expanding Circle, as well as to that of English as a Lingua Franca (ELF), doing
away with the limited understanding of variation that manifests itself at the level
of national varieties only. This is, once again, neatly in keeping with the
theoretical suggestions of the pluricentric literature and the broader literature on
linguistic diversity (e.g., Jenkins, 2006; Seidlhofer, 2009; Marlina, 2018; Rauer
& Tizzano, 2019).

5.12. Language skills

Language skills are another area where the literature and the interviewees' views
converge, specifically on the primacy of receptive skills over productive ones in
representing pluricentricity in language teaching. This means that the
incorporation of pluricentric presence appears to be more feasible in reading as
well as listening comprehension than in speaking or writing skills, as suggested
in Interview excerpts 24 and 25, in which the German teacher trainer participant
also touches upon some of the themes mentioned in the previous subchapters, such
as the limitations brought about by the structure of university studies, as well as
the relevance of proficiency levels, which in her opinion also seems to be
connected to the topic of language skills.

Interview excerpt 24:

In reading comprehension by all means, with some culture-
related texts, for example. I'm not sure about listening
comprehension, but if I'm thinking about teacher training,
then that is relevant too, because there you should have a
level of language that it's not a problem. (G)

Interview excerpt 25:
Not in speaking or writing, no. I can only think in terms of
class numbers, so no, let’s not exaggerate. (G)
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5.13. Pilot reflection

While the twelve sub-chapters above have hopefully outlined the thematic focus
for the next phase of the research, the pilot reflection includes ideas emerging
from the interviews that can inform methodological refinements necessary before
the project continues with further participants. The first and most important of
these points is the question of whom the language learners addressed in this
segment of the research — namely, teacher trainees as both prospective teachers
and language learners. I will have to make sure I clarify this as precisely as
possible at the start of future interviews to avoid any misunderstandings. It is also
important to emphasise to the interviewees that there are no expected answers, so
to speak, as I am really interested in their opinions and beliefs, and that they are
free to draw on any experience they may have gained outside the field of higher
education as language teachers, including public education. These questions have
all emerged at specific points in the interviews, and although they did not cause
major misunderstandings, it appears important to clarify them further in the future.

6. Learners, teachers, and teacher trainers: A comparison

As discussed in section 3, previous research has examined the beliefs of language
teachers and learners regarding pluricentricity in English and German language
education in a Hungarian context. In order to answer the research question
outlined at the beginning of the present paper, a comparison of the results of the
present research with these antecedents is necessary, revealing more similarities
than differences in the responses of learners, teachers, and teacher trainers. Even
the coding frame itself that was set up as part of the present study is almost
identical to the previous one, which can obviously be explained (at least in part)
by the fact that by the time these interviews were recorded, I had already
conducted 37 interviews of this kind, the structure of which inevitably influenced
that of the two more recent ones, even if I tried to keep them independent of each
other.

Overall, the two teacher trainers seemed to be significantly more open to
pluricentricity than the previously interviewed language teachers, but less so than
the language learners. What had not been mentioned before by the previous
participants was the fluidity of English-language varieties and the role of teacher
trainees as mediators between teacher trainers and the school system. These novel
ideas, which I had not encountered among either the teachers or the learners, stem,
on the one hand, from the special position of the teacher trainers within the system
of teacher training. On the other hand, they may also be seen as evidence of these
professionals' high knowledge of their field and their ability to think logically
about the larger and smaller subsystems of language education in Hungary.

In terms of similarities, all three subgroups (i.e., learners, teachers, and teacher
trainers) generally saw pluricentricity as a less important (though not
unimportant) aspect of language teaching, and they also identified the goals in
broadly similar terms. Another similarity concerns the fact that they all saw
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pluricentricity as part of a general communicative approach to language learning,
which they also believed to be inherently related to the use of authentic materials.
Interestingly, most participants tended to attribute the problems and difficulties
regarding the incorporation of pluricentricity in language instruction to external
factors rather than their own faults, even though there were a few notable
exceptions, such as the English teacher trainer participant in the present study,
who argued that if anything doesn’t work as planned, then it can only be the
teacher (or the teacher trainer) that should take the blame. Finally, on a positive
note, in most cases, all three subgroups agreed with the suggestions outlined by
pluricentricity-oriented theoreticians, with one exception. Most participants (and
both teacher trainees) seemed to prioritize vocabulary as the most important
linguistic subsystem for incorporating pluricentricity, even though the literature
suggests that it should manifest itself across all subsystems, i.e., at all levels of
the language.

7. Conclusion

This pilot study presents the beliefs of an English and a German teacher trainer
on the role of linguistic pluricentricity in language teaching and teacher training
in a Hungarian context. The research question that structured the entire study was
how the beliefs of these teacher trainers relate to those of the language teachers
and language learners who had been the subjects of previous research on the topic
(Huber, 2022, 2023). The inclusion of teacher trainers is an essential addition to
the existing segments of the research, as it allows for broader conclusions to be
drawn than hitherto, covering the education system in its entirety.

The pilot results show that the beliefs of learners, teachers, and teacher trainers
are rather similar, while teacher trainers are more open to pluricentricity than
teachers in public education, but more conservative than language learners. To
present the most important findings in somewhat more detail, it can be noted that
the participants see pluricentricity as an aspect of language education that is
neither entirely unimportant nor among the most essential areas. They emphasize
the importance of authentic materials and intercultural communication, as well as
communicative (oftentimes project-based) methods of language teaching, as
interconnected aspects that all seem to go hand in hand with pluricentricity.
Furthermore, a relatively novel finding is that the teacher trainer participants tend
to see teacher trainees as mediators between themselves and the everyday reality
of the school system; thus, it is through these teacher trainees that they imagine
having an impact on the school system itself.

Finally, it is also important to mention that the participants’ beliefs for the most
part tend to be in line with the theoretical suggestions of the pluricentricity-
oriented literature, such as in the case of the principle of beginner-level neutrality
(cf. e.g. Muhr, 1996a), the primacy of the receptive skills (Muhr, 1996b), the
mixing of varieties, and the idea that the boundaries between varieties have
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become fluid in nature, especially in the case of English as a global language
(Jenkins, 2006, Crystal, 2008, Seidlhofer, 2009, Marlina, 2018, Rauer & Tizzano,
2019). However, there was one exception to this tendency, as the participants
appeared to attribute far more importance to lexis than to other linguistic
subsystems concerning the incorporation of pluricentricity, which goes against
the position of mainstream theoreticians, who demand pluricentric presence at all
levels of the language (Muhr, 1993, 1996a; Glaboniat et al., 2002).
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