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Foreword 

 

Welcome to the November 2012 issue of the Journal of English as an 

International Language! 

 

The interesting spectrum of research agenda and insights featured in this issue 

resonates with EILJ‘s resolve and remit to nurture a plurality of focus and 

conceptualizations. This is both central to and synonymous with our pedagogic 

aspirations and practices in the teaching of EIL. It is our fond belief that such bold 

endeavours and exercises could provide the required stimulus and synergy that 

EILJ needs to democratize and dehegemonize the use of English across the 

cultures of Asia and farther afield. 

 

Charles Mann‘s paper, ―We wuz robbed, inni’?‖ Towards Reconceptualizing the 

Native Speaker‖ sets the tone and tenor for this issue in that he uses his well-

informed theoretical resolve to systematically debunk all the conventionally-

accepted notion(s) of the ―native speaker‖ as a standard user of the language. His 

chronological and critical examination of the issues underlying these notions 

brings a particular sense of primacy and immediacy to his reasoned discourse that 

is meant to categorically debunk ―the native speaker myth‖. In light of this, the 

paper can serve as ―a lead by example‖ of how we can replace the 

disenfranchising discourse of native speakerism with a discourse of appropriation 

with which we can plug the esteem and parity gaps that still prevail in our 

professional and procedural domains. 

 

Chandrika Balsubramanian and Tyagraja Balasubramanian‘s joint paper, ―More 

on Concentric Circles: A New Framework for Analyzing Variation within New 

Varieties of Englishes‖ signposts a model for enriching our understanding of the 

principles that constitute language variation, contact, and change.  Using a corpus-

centered approach to focus on variation in the English used in India, the authors 

discuss 3 spoken registers and 8 written registers of the English used by speakers 

of Indian languages (Dravidian as well as Indo-Aryan). By pointing out how the 

phonological differences among the different languages spoken in the different 

regions of India can contribute to differences in the varieties of English used in 

these different regions, they alert us to the untenable nature of a non-problematic, 

simplistic and a one shot understanding of variation in Indian English. By the 

same token, they argue that a tenable conceptualization of variation in the English 

spoken in India can only accrue from an understanding of the three vital sources 

of variation, namely region, register, and age of user.   
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Pedro Luis Luchini‘s paper, ―An experimental study on ELF pronunciation 

integrating a language awareness component‖ affirms the efficacy of an ELF 

consciousness-raising task on the development of a group of 21 Spanish-L1‘s 

trainee pronunciation. The clarity and cogency with which the author has argued 

his case adds substance and prominence to the serviceable features and 

characteristics of implementing an ELF pronunciation programme.  Further to 

this, it highlights the importance of understanding the context-bound 

characteristics of an ELF setting that determines the prevalence of 

―accommodation principle‖ as a motivational factor in the teaching and learning 

of ELF pronunciation. The accruing ―acceptable tolerance‖ can help mitigate the 

psychologically unsettling malaise of ―one right pronunciation‖ that has stultified 

our students‘ conversational repertoire much to the detriment of their voice and 

agency. Such a realization is fundamental to our beliefs and values in that they are 

synonymous with the sociolinguistic sensibilities and sensitivities that EILJ 

upholds both in its vision and practice. 

 

Hany Ibrahim‘s paper, ―Gaining Understanding of Students‘ Use of Reading 

Strategies from Cultural and Pedagogical Perspectives (Findings from a 

Qualitative Study)‖ presents a persuasive narrative of how cultural values and 

beliefs influence the repertoire of learning strategies that Egyptian students use in 

their learning of English.  He exhorts his readership to move away from 

stereotypical/ non-problematic notions of strategies learning that appear to 

attempt a simplistic, one-size fits all understanding of the issues at hand. Pointing 

out the inescapable need to view all learning as a contextualized and multifaceted 

process, the author alerts policy makers and curriculum designers alike to give 

priority attention to the cultural perspective in order to come to terms with the 

―cultural iceberg‖. This, according to him, masks cultural aspects like beliefs, 

perceptions, motivation, and values of students learning English in Egypt. 

 

Boniface Cunanan‘s paper, ―Voices from the Classrooms: Teacher Feedbacks on 

the Ubidization of the Philippine 2010 Secondary Education Curriculum‖ makes a 

bold case for the prevalence and perpetuation of teachers‘ voice and agency in 

language teaching. The author uses his assiduous understanding of a host of issues 

that underlie the politics and practice of curriculum implementation against a 

narrowly envisioned framework of educational development through the teaching 

of English in Bulacan- a Pilipino locale/setting. Picking up on the prevalent 

paucity of a humanistic and socially aligned understanding of the issues at hand, 

the author argues that language curriculum implementations aimed at education 

development should be commensurate with well-formulated plans for cultural 

reconstruction and economic recovery. Only then the anticipated outcomes can 

aid the creation of social, economic, moral and educational capital in Bulacan. In 
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sum and spirit, the author believes that the social authenticity accruing from a 

study of this scope can help language policy makers come to terms with the folly 

of their ways, especially when their policy formulations are either caught in lock 

step or out of step with the social ramifications of the teaching of English as an 

educational practice. 

 

Hamed Hivechi‘s paper, ―Direct Instruction of Phonological Awareness on 

Bilingual and Trilingual Elementary Level Students‖ presents an informed 

understanding of Iranian elementary-level bilingual and trilingual students‘ 

phonological awareness (PA) in. Factoring in the elision task as a mainstay in his 

research, the author discusses the dynamics and fallouts of the development of PA 

in the sample population featured in the study.  He further draws our attention to 

the significant difference between the PA of bilinguals and trilinguals both before 

and after instruction. It is evident that trilinguals were inherently more 

phonologically aware in comparison to the bilinguals feature in the study.  Given 

this, the paper should serve as an inviting call to all those of us who are keen on 

investigating how PA  accrues in adult English speakers of different linguistic and 

cultural backgrounds. Such an investigation could yield a more definitive 

understanding of L2 PA from a developmental as well as socio-cultural 

perspective.  

 

In closing, I wish to applaud the courage and clarity with which the contributing 

authors of this issue have showcased their alternate discourses of current 

reckoning in EIL.  Such endeavours are pivotal to EILJ‘s declared mission of 

creating ―a heterogeneous global English speech community, with a 

heterogeneous English and different modes of competence‖ (Canagarajah, 2006, 

p. 211). Given this, I am certain that the agendas and insights discussed in this 

issue would serve as a lamp to all of us, who could otherwise be stranded in a 

―methodological wasteland of EIL‖. Read on! 

 

Dr. Sivakumar Sivasubramaniam 

Chief Editor 
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“We wuz robbed, inni’?”: Towards Reconceptualizing the 

„Native Speaker‟ 

 

Charles C. Mann 

Tshwane University of Technology, Pretoria, South Africa 

 

Abstract 

In spite of several attempts to discard the necessity to review 

conventionally-accepted notions on the ―native speaker‖ (NS) (e.g., that 

the ―native speaker‖ of a language is a ―perfect‖, standard user of the 

language), there is stubborn evidence that this is inescapable, given the 

importance of the concept for academic and pedagogic disciplines. This 

paper chronologically and critically reviews some of the most influential 

literature on the concept, demonstrating where the weaknesses may lie, 

and proposes a way forward (using elementary data that present 

themselves on a daily basis) - which many, it is hoped, would find 

liberating, given the demystification of traditional notions on the NS it 

implies. 

Keywords: native speaker; language acquisition; sociolinguistic experience 

 

“It is obvious that in a country the size of the British Isles, any one speaker 

should be capable of understanding any other when he is talking English. At 

the present moment, such is not the case: a Cockney speaker would not be 

understood by a dialect speaker of Edinburgh or Leeds or Truro, and dialect 

speakers of much nearer districts than these would have difficulty in 

understanding each other.” (Ward, 1929, p. 5) 

 

Introduction 

One of the notions that has pre-occupied pure and applied linguists, alike, 

during the greater part of the 20
th

 century is the nature and status of the ―native 

speaker‖, usually in pursuit of a standard marker for national and/or ethnic 

language and speech groups. Traditional conceptions and perceptions of the 

native speaker became increasingly unsafe, given the current and unrelenting 

internationalization of English as the world‘s number one lingua franca, easier 

and more complex migrational mobility of peoples (for various reasons), 

modern communicational and technological possibilities, and strenuous 

attempts to create an increasingly ―borderless‖ world. In spite of the fact that it 

should now be common knowledge to language practitioners that a language 
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usually possesses historical, geographic, sociological, stylistic and 

idiosyncratic variations, several myths, regarding who the native speaker is, 

still appear to be promoted, if not reinforced. 

Early linguists and anthropologists had always treasured the native speaker 

as a source of data on previously unanalyzed language systems. Chomsky 

(1965) regarded the native speaker as possessing total and standard expertise 

on their language, and used the concept as the basis of linguistic theory. Early 

empiricists and mentalists both seemed to see the native speaker as the user of 

a monolithic and non-contextualized language system. Coulmas (1981) 

emphasized that, no matter our orientations in any field of Linguistics, the 

concept of the native speaker remained fundamental. 

Thankfully, the late 1960s-80s saw a marked shift towards variational and 

contextualized perspectives on the nature and use of language, with 

consequences for earlier conceptions of the native speaker (see Canale & 

Swain, 1980; Hymes, 1966, 1971, 1972a, 1972b; Labov, 1969). By 1980, 

Strevens had conceded that one could have two primary languages; and, 

Skutnabb-Kangas and Phillipson (1989) talked of the possibility of people 

having more than one mother tongue.  

Given the complexities and new realizations brought on by more current 

perspectives in linguistic research, and the travels and travails of English 

abroad, Ferguson (1982) suggested that the notion of native speaker be laid 

quietly to rest, since it could no more be sustained, and did more harm than 

good; Paikeday (1985) gratefully celebrated its demise and buried it! However, 

as Kandiah (1998, p. 90) rightly points out: ―the fact is that large numbers of 

ordinary people, even those who do not explicitly use the term ‗native user‘, 

consciously or unconsciously assume the notion in many of their ordinary 

interactions, so that there is no way we can pretend it has no reality‖. 

Although speaking specifically of English, Strevens (1982) adequately 

sums up the current problems of the native speaker-non-native speaker 

dichotomy, when he says that: 

Some of these relate simply to the need for an awareness of the facts about 

English today and about the speed at which changes are taking place. 

Some relate to issues of standards and norms within English, to 

educational goals and to criteria for evaluating success in learning and 

teaching. Some relate to profound perceptions of identity and to major 

differences in such perceptions between native speakers of English and 

non-native speakers, as when the unthinking or ignorant, or insensitive 

native speaker reacts condescendingly or arrogantly to the variety of 

English used by a non-native user … and some of the vast spread of 

English relate to the global ―industry‖ of teaching and learning English. 

(p. 27) 
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Ikome (1998, p. 63) argues that ―‗nativeness‘ must be harnessed to a well-

defined functional context for it to have any real meaning; for it to deserve the 

attention of scientific scrutiny … ‗Native speaker‘ is first and foremost a 

political predicate for social empowerment or for ‗peer‘ recognition; like other 

social labels, its use is often not deemed necessary by some because, as a 

political statement, its import seems to be couched in a traditional ‗given‘‖. 

This paper reviews, synthesizes and discusses the principal, traditional 

notions on the native speaker, attempts to demonstrate where the weaknesses 

of previous conceptions, perceptions and arguments may lie, and proposes 

three definitional conditions (or criteria), which, hopefully, may bring more 

order and common sense into future discussions/evaluations of who the native 

speaker is in the real world. 

 

Traditional notions on the “native speaker” 

This section reviews and discusses some of the more well-known and debated 

views on who the native speaker is, in some chronological order of publication. 

Bloomfield (1933, p. 43) posited that ―[t]he first language a human being 

learns to speak is his native language; he is a native speaker of this language‖ - 

the order of acquisition criterion.‖ Bloomfield also mentions notions of 

―adopted language‖, i.e., language shift in adult immigrants (e.g., in the USA 

and Canada), and ―adult language‖, i.e., language shift in child immigrants (p. 

55). Very importantly, Bloomfield underlines the fact that ―All languages were 

spoken through nearly all of their history by people who did not read or write; 

the languages of such people are just as stable, regular, and rich as the 

languages of literate nations‖ (p. 21) - the (language skills) competence 

criterion. (This is a very telling statement, which I shall revisit in the 

presentation, below, of my definitional criteria of the native speaker.) Thirdly, 

Bloomfield observes that ―there is no hour or day when we can say that a 

person has finished learning to speak, but, rather, to the end of his life, the 

speaker keeps on doing the very things which make up infantile language-

learning‖ - the L1 mastery criterion (p. 46). Finally, he reiterates the 

(anthropological) practice that the native speaker is a source of data on 

previously unanalyzed language systems - the authentic language source 

criterion. 

Chomsky‘s (1965) conception of the native speaker was as an ―ideal 

speaker-hearer‖. He states that ―linguistic theory is concerned with an ideal 

speaker-listener, in a completely homogeneous speech-community, who knows 

its language perfectly and is unaffected by such grammatically irrelevant 

conditions as memory limitations, distractions, shifts of attention and interest, 

and errors (random or characteristic) in applying his knowledge of the 

language in actual performance‖ (p.3). The main features of this definition are 

the following: competence-based; perfect and total expertise; and, non-

variational. He goes on to explain, regarding ―acceptable‖ vs. ―grammatical‖ 
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(language) that The notion ―acceptable‖ is not to be confused with 

―grammatical‖ Acceptability is a concept that belongs to the study of 

performance, whereas grammaticalness belongs to the study of 

competence…Grammaticalness is only one of the many factors that interact to 

determine acceptability‖ (p.11). 

Hymes‘ (1966) reactions to Chomsky‘s earlier abstractionist and mentalist 

views were most welcome, and moved the debate forward by pointing out that, 

if we were to define the native speaker according to Chomsky‘s perception, we 

would find it impossible to find any such person around! The principal thrusts 

of Hymes‘ enduring contribution can be found in the closely-related notions of 

communicative competence, as defined by language performance in specific 

speech communities; and, the since-famous statement: ―There are rules of use 

without which the rules of grammar are useless.‖ (1971, p. 15). 

In their paper on language norms and variability, with specific reference to 

English in Singapore, Richards and Tay (1981, p. 53) point out that the native 

speaker ―need not be from the UK, USA, Australia, New Zealand, or one of the 

traditionally ―native English-speaking‖ countries‖. Rather, ―[a] ―native 

speaker‖ of English … is one who learns English in childhood and continues to 

use it as his dominant language and has reached a certain level of fluency in 

terms of grammatical well-formedness, speech-act rules, functional elaboration 

and code diversity‖. In my view, only the first of their three criteria remains 

unquestionably substantive. 

Coulmas (1981, p. 5) attempts to demonstrate the normally assumed 

interrelationship between ―nativeness‖ and the ―native speaker‖, especially in 

terms of how theoretical and field linguistics view the latter: 

... Within the framework of field linguistics, the native speaker is a human 

being who is able to give information about his or her language. In 

theoretical linguistics, by contrast, he often figures as an abstract 

idealization. Yet, not withstanding these fundamental differences, the 

speaker whom the linguist is concerned about is invariably claimed to be a 

native speaker. He is the one who can legitimately supply data, and his 

language is what grammatical analyses are meant to account for. Thus, 

nativeness is the only universally accepted criterion for authenticity. 

While this may be true of our everyday perceptions, the problem here is how to 

define ―nativeness‖, what we may understand by it, and how inclusive the term 

may be. 

Strevens (1982, p. 36), writing on the English language as well, says that 

―‗native speakers‘ are those for whom English is the primary language; ‗non-

native speakers‘ are those for whom English is a secondary language‖. On the 

matter of the generalized, standard, monolithic native speaker myth, he points 

out that ―One interesting aspect of Standard English is that in every English-

using community those who habitually use only standard English are in the 
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minority‖ (Strevens 1982, pp. 51-52). As to the question of native speaker 

attitudes towards ―nativized non-native speaker‖ varieties (e.g., Indian, 

Singaporean, Nigerian Englishes), he surmises that: 

The basic reason for these native speakers‘ attitudes is ignorance - a total 

lack of awareness of the existence of flourishing effective, functional, 

sometimes elegant and literary non-native varieties of English. (p.37) 

Kachru (1988) is well-known for his vigorous campaign in favour of the 

recognition (and acceptance) of nativized, so-called ―non-native‖ varieties by 

both native speakers and non-native speakers, and for his broad categorization 

of English-speaking communities, world-wide, into: the Inner Circle (e.g., UK, 

Australia, New Zealand), the Outer Circle (e.g., India, Singapore, Nigeria), and 

the Expanding Circle (e.g., Japan, Korea). Kachru speaks of psychological 

complexes (on both sides) of the native-non-native speaker construct: 

The non-native speakers themselves have not yet been able to accept what 

may be termed the ―ecological validity‖ of their nativized or local 

Englishes. One would have expected such acceptance, given the 

acculturation and linguistic nativization of the new varieties. (Kachru, 

1988, p. 60)  

Kachru, also, remarks that ―[a] number of ‗deviations‘ labelled as 

‗mistakes‘ are present in native varieties of English but are not accepted when 

used by a non-native speaker‖ (p. 62). We need only look at the numerous and 

interesting examples provided by Platt, Weber and Ho (1984) on the ―New 

Englishes‖ of the world (some of which are indicated above) to support 

Kachru‘s claim. 

Tay (1982, pp. 67-68, in Davies, 2003, pp. 5-6) gives the perspectives of 

one who, like Kachru, is not from the traditional native-speaking countries of 

English (e.g., the United Kingdom and Australia), and may not, ordinarily, be 

regarded as a native speaker (of English), when she argues that, in such (New 

Englishes) contexts, the native speaker may be: 

one who learns English in childhood and continues to use it as his 

dominant language and has reached a certain level of fluency. All three 

conditions are important. If a person learns English late in life, he is 

unlikely to attain native fluency in it; if he learns it as a child, but does not 

use it as his dominant language in adult life, his native fluency in the 

language is also questionable; if he is fluent in the language, he is more 

likely one who has learned it as a child (not necessarily before the age of 

formal instruction but soon after that) and has continued to use it as his 

dominant language. 

Tay‘s views are of particular interest to me for the following reasons: i) she 

talks of three conditions (sequence of acquisition; language dominance; an 

indeterminate level of fluency), which need to be satisfied for the NS status; 

and, ii) she raises the question of the dynamic nature of the NS status, i.e., one 
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could lose such a status. (These perspectives are probably the closest to mine, 

which I present and discuss later on. I also propose three conditions to be 

satisfied for one to qualify for NS status, but do not talk of (language) 

dominance, but rather of dependence, and am more liberal about the level of 

fluency, focussing more on the minimum requirement of being able to speak 

and aurally understand [a variety of] a language.) 

Ferguson (1982, p. vii), acknowledging that the argumentational terrain 

had become unmanageable, and that previously-held notions on the native 

speaker were no more tenable, opted to abandon ship: ―…the whole mystique 

of native speaker and mother tongue should probably be quietly dropped from 

the linguists‘ set of professional myths about language‖. 

Pride (1982), meanwhile, and, for his part, came to the conclusion that the 

defining criterion for the native speaker is ―linguistic competence‖. Paikeday 

(1985) brought, in some aspects of his assessment of the traditional native 

speaker debate, a breath of fresh, frank air and liberating vigour by conceiving 

of L1 acquisition as a socio-educational experience: 

… every human being is born a foreigner in regard to a particular 

language. What he or she has as a native is the potential ability to acquire 

languages, whatever the language he or she actually acquires happens to 

be. (p. 35) 

Paikeday goes on to add that ―There is no doubt that the criteria that linguists 

implicitly apply to speakers before certifying them native are criteria of 

performance or proficiency, not nativity‖ (p. 48). In his view, 

… ―native speaker‖ (with all the linguistic prerogatives claimed for this 

entity) calls for justification or proof of an objective nature, an operational 

definition or test, failing which it should be considered a figment of the 

linguist‘s imagination and a mere adjunct to his theorizing. (Paikeday, 

1985, p. 62) 

To this end, he throws the gauntlet, regarding the Disparate Proficiency 

Hypothesis (i.e., the view that native speakerhood [or not] is in direct 

correlation with language proficiency), by recommending the use of a battery 

of bias-free tests set up for all English users world-wide (to confirm this 

hypothesis); and, eventually, the adoption of the term: ―proficient user‖ (in 

place of ―native speaker‖). 

Christophersen (1988) sees the native speaker status as a dynamic one: ―… 

the specific language that a person learns in early life is neither a necessary nor 

a sufficient cause of his linguistic skill as an adult‖ (p. 18). Christopherson 

considers the term ―native speaker‖ ―misleading and confusing‖, and, 

therefore, ―overdue for compulsory retirement‖ (p. 16). Edge (1988, p. 157) 

recommends dropping ―the essentially nationalistic world-view of native 

speaker/non-native speaker in favour of an internationalised perspective in 

which users of English are simply more or less accomplished communicators‖. 
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Rampton (1990), in his discussion of native speakers‘ variational 

competences, highlights the fact that ―Nobody‘s functional command is total: 

users of a language are more proficient in some areas than others‖ (p. 98). He 

makes the following two recommendations:  

1. that, as an index of high language proficiency, the term, ―expert speaker‖ 

(probably similar to Paikeday‘s ―proficient user‖) be adopted, where 

expertise is acquired/learned (not innate), and relative and subject to 

verification; and,  

2. as an index of social allegiance, the adoption of the concept of, and term, 

―language loyalty‖ (made up of ―language inheritance‖ and ―language 

affiliation‖). 

Davies‘ (1991) two keynote ideas are those of ―membership‖ and ―identity‖: 

―… native speakers may be distinguished in terms of thought (culture) as well 

as of language‖ (p. 94). In the elaboration of these notions, we find that:  

1. Membership is not primarily premised on first achieving a certain level of 

linguistic proficiency (cf. the pathologically-impaired and the child L1 

learner), but by group membership. However, ―[m]embership…is largely a 

matter of self-ascription‖ (Davies, 1991, p. 8); and, in terms of  

2. Identity, ―A native speaker is…expected to ―know‖ another native speaker, 

in part because of an intuitive feel, like for like, but also in part because a 

characteristic systematic set of indicators, linguistic, pragmatic and 

paralinguistic, as well as an assumption of shared cultural knowledge‖ 

(Davies, 1991, p. 164). His own conclusions are that:  

a. the native speaker status is dynamic: ―…native speakers can cease to 

possess the language as native speakers after longish periods among 

non-native speakers‖. By analogy, an individual may lay claim to dual 

or multiple native speakership (Davids, 1991, p. 75); and,  

b. the native speaker does exist: ―…the concept of the native speaker is 

not a fiction, but has the reality that ‗membership‘, however informal, 

always gives.‖ 

(I shall return to Davies later on, to review a later publication.) 

Medgyes (1992) agrees with most of Davies‘ (1991) views, but does not 

grant any non-native speaker the possibility of full membership of the native 

speaker club; he calls them, at the very best, ―pseudo-native speakers‖. 

Mufwene, in his (sometimes confusing) contribution to R. Singh (1998), 

appears to be more interested in who the linguist should rely on for language 

data, with regard to what is well-formed and appropriate in a language; and, he 

says this may not necessarily be the native speaker. For him, and on this issue, 

proficiency is more critical than ―native competence‖: 

… for the purposes of collecting reliable data on particular languages, 

and insofar as indigenized varieties are recognized as valid for linguistic 

investigation, having informants who are proficient in a variety seems 
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far more relevant than having native speakers. In some communities, 

being an adult native speaker of one language variety also amounts to 

being proficient in it; however, in some others this equation does not 

hold. (p. 121) 

He further complicates matters (in his notes), in his attempt to define the 

―proficient speaker‖: ―…I mean by it a person who speaks a particular 

language variety idiomatically, consistent with accepted practice in a speech 

community. ‗Having an accent‘ in such a community means speaking its 

variety in a way which, though it may be idiomatic, still does not fall within 

the accepted range of variation. Accepted norm, i.e., what is considered a 

normal way of speaking, is thus the critical yardstick in determining whether or 

not features of one‘s speech are normal‖ (pp. 121-122).  

From the above, it is difficult for one not to imagine that he is not using a 

standard model of language as a point of reference, or that he is not ignoring 

the all-important question: who determines - and on what bases - well-

formedness and appropriateness in a language variety?  

Treating the political and ideological implications of claims to native 

speakerhood, in relation to English as a global language, U. Singh (1998, p. 

16) says of those who consider themselves the ―natives‖: ―In their perception, 

outsiders are trying to occupy their space and their prized possession. 

Therefore, even when some groups of people have native-like competence in 

their own language, they invoke the other distinction of ‗inclusive-exclusive‘, 

even under ‗we‘, with the sole purpose of restricting the membership of their 

community to only those who are born of English/native parentage, preferably 

in the English/native surrounding‖. While this point is well-founded and fully 

justified, and even has real commercial implications, in terms of the ELT 

profession world-wide, it does little to improve our ability to better 

conceptualize the native speaker in current sociolinguistic terms. 

Paradis (1998) discusses evidence (in support of the Critical Period 

Hypothesis of Lenneberg, 1967) that there are neurolinguistic correlates of 

native speakerhood, and comes up with a distinction of ―native speaker‖ and 

―quasi-native speaker‖, whereby:  

A native speaker is … someone who has been speaking a particular 

sociolect of a given topolect from the crib, i.e., has been exposed to it from 

birth, has acquired it incidentally and has continued to speak it as an adult. 

A quasi-native speaker, on the other hand, is someone who, based on 

observational measures, cannot easily be distinguished from someone who 

is a native speaker as defined above, even though that person may not have 

acquired the language from the crib. (p. 216) 

On the possibility that the native speaker status may be lost, even in 

neurolinguistic terms, Paradis (1998) says that:  
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Because its use may have been discontinued either early in life or for a 

prolonged period of time later, possession of a ‗native language‘ may not 

ensure superior proficiency in that language. A speaker may have 

developed greater mastery of a second language following a switch early in 

life, or may not possess a single language with native proficiency 

consequent upon attrition of the first without full mastery of a second. (p. 

216)  

What Paradis describes above is actually more how (and which parts of) the 

brain handle(s) the cognitive processing of (mono- and bilingual) first language 

acquisition and (consecutive)  second language acquisition, using procedural 

and declarative types of memory. While this description should shed better 

light on why L2 learners in classroom settings appear to have repetitive 

difficulties in certain aspects of their learning experience (e.g., phonology and 

morphosyntax), again, it does little to enable us better understand the 

sociolinguistic reality, that is the native speaker. 

Now, we look at the views of Cook (1999), aspects of which are not 

completely novel, but which are restated with firm conviction. He gives this 

simple and clear-cut definition of the native speaker: 

The indisputable element in the definition of the native speaker is that a 

person is a native speaker of the language they learnt first; the other 

characteristics are incidental, describing how well they use the language. 

If you did not learn a language in childhood, you do not speak it as a 

native speaker. Later-learnt languages can never be native languages, by 

definition … L2 students cannot be turned into native speakers without 

altering the core meaning of native speaker … (p. 185) 

While alluding to one‘s childhood language ecology as an essential criterion 

for assessing one‘s native speaker status - a condition that constitutes one of 

the pillars of my proposed definition below, and in spite of admitting that 

people do grow up in communities, where several, co-existing languages may 

be spoken, he, unfortunately, still goes on to say that, for the purposes of his 

paper, ―The meaning of native speaker here will then be a monolingual person 

who still speaks the language they learnt in childhood‖ (p. 187). 

Brutt-Griffler and Samimy‘s (2001) paper on ―Transcending the nativeness 

paradigm‖ focuses on perceptions of nativeness, in relation to the native 

speaker concept. Using four international speakers of English (Korean; 

Argentine; Filipina; Zimbabwean), who arrived at various ages (9 years; 13 

years; 21 years; 18 years, respectively) in the USA, and are English-dominant 

in their language proficiencies and skills, as case studies, the authors surmise 

that ―the construct of nativeness can be the basis of restrictive social and 

professional identities when the choice is limited to that of a simple 

dichotomy.‖ (i.e., native/non-native) (p. 100). They contend that the native 

speaker concept is a social construct, based on social factors, which determine 

which side of the native/non-native divide one is classified into, and not on 
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linguistic grounds (i.e., cultural assumptions on what the native speaker should 

look and sound like). Their conclusion is that ―The basing of the ‗native 

speaker‘ on notions of what is natural and inherent ties the concept to a static 

model of language acquisition‖ (p. 104). 

Alptekin (2002) takes us closer to how we need, in contemporary times, to 

see the native speaker, when he questions the validity of the prevalent 

pedagogic model, which operates a native speaker-based notion of 

communicative competence. Given the standardized ‗native‘ norms which 

apply in this model, he qualifies the model as ―utopian, unrealistic, and 

constraining in relation to English as an International Language (EIL)‖ (p. 57). 

He goes on to explain why it is: i) utopian – native speakership is a linguistic 

myth, and it delivers a monolithic view, both linguistically and culturally, of 

the native speaker; ii) unrealistic - it fails to reflect the lingua franca status of 

English; and, finally; iii) constraining - it restricts teacher and learner 

autonomy by associating the notion of authenticity with the social environment 

of the native speaker. He, therefore, suggests a new and more liberal and 

liberating notion of communicative competence, which reflects the status of 

English as a world language, and incorporates, therefore, local and 

international contexts of usage and discourse, with more recognition of, and 

benefits from, intercultural insights and knowledge – intercultural 

communicative competence. 

In The Native Speaker: Myth and Reality, wherein he sets out ―to make 

sense of the complexity of the native speaker‖ (p. 2), Davies (2003) promises 

his book tries to examine: 

the native-speaker concept from various points of view and attempts to 

develop more precise criteria for its definition. In particular the book 

considers the relevant question of the relation between being a native 

speaker and being a second language learner, raising the question of 

whether the latter can become the former. (p. 6).  

In Davies‘ view, ―The native speaker is...one who can lay claim to being a 

speaker of a language ... by place or country of birth or adoption. There is the 

further sense of ascription – a person does not choose to be, can‘t help being a 

native speaker‖ (p. viii). In fact, he emphasizes later that ―the main criterion for 

definition of a native speaker is self-identification‖. In discussing Felix‘s 

(1987) views on the development of (native speaker) language, Davis suggests 

that being a native speaker is a biological phenomenon:  

what Felix, does not, however, show is whether post-pubertal non-native 

speakers cannot, in principle, become native-speaker-like in the target 

language and therefore indistinguishable from native speakers on all 

parameters except of course the biological one. (p. 38) 

Davis uses a medical health analogy to compare the native speaker to ―a 

healthy person in medicine (or indeed any such state of assumed perfection)‖, 



 

11 

 

showing ―a lack of malfunction: thus the native speaker would be someone 

who is not a learner (etc.)‖ (p. ix). On the relationship between standard 

language and the native speaker, Davies is of the view that ―it is this sense 

from the sociolinguistic point of view that I can most appropriately speak of a 

native speaker as someone who regards the standard language as his/her 

mother tongue‖ (p. 64). Davies has a piece of advice for those who regard 

themselves as native speakers of so-called ―New Englishes‖:  

those who claim native-speaker status then have responsibilities in terms 

of confidence and identity. They must be confident as native speakers and 

identify with other native speakers and be accepted by them. That is 

exactly what is required in acquiring any new ethnicity. (p. 8) 

Finally, using another analogy – this time, from games (chess), Davies 

suggests that, like the game player, a native speaker must have four types of 

knowledge: i) Knowledge 1 – knowing the basic disposition of the elements of 

structure and the system (generativity); ii) Knowledge 2 – knowing the rules, 

and why and how they work; iii) Knowledge 3 – knowing the courtesies of 

play/interaction (communicative competence); and, iv) Knowledge 4 – 

showing skills and creativity. 

There are several grounds on which Davies‘s views above appear flawed: i) 

the suggestion that being a native speaker of a language has something to do 

with biology is not only unscientific and surprising, it is outdated; ii) if the 

native speaker is a standard user of the language, then, millions of people 

currently regarded as native speakers of their languages, would not qualify for 

this status!; and iii) if we were to use self-ascription as the main criterion for 

determining whether or not we are native speakers of a language, this is not 

practical, either. As we all know, whether or not we wished to identify with a 

language group, or were not accepted by such a group as a native speaker of 

the-said group, does not mean we are or are not, either way, since this is a 

social psychological phenomenon (see Brutt-Griffer & Samimy, 2001). On the 

one hand, there are many second/foreign language learners of English, for 

example, who possess excellent language skills and proficiencies in English, 

and may wish to be identified with an English native speaker status, but do not 

qualify for such a status, on account of their sociolinguistic profiles (personal 

histories), and/or since standard usage of a language is not a necessary criterion 

for qualification, anyway. On the other hand, there are many White Britons, 

who, today, still would not regard Black and Asian people, who were born and 

bred in Britain, and speak no other language, or differently from their White 

peers, as being native speakers of English, whether or not they self-ascribed to 

this status. 

Seidlhofer (2005, p. 339) describes the interesting, evolving, contemporary 

situation English finds itself in, given its global spread and use, in that: 

―English is being shaped at least as much by its non-native speakers as by its 

native speakers‖ – with implications for language usage, variation and change. 
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Seidlhofer reminds us that current figures suggest that ―non-native speakers‖ of 

English far outnumber ―native speakers‖ of the language, and that, indeed, ―the 

power to adapt and change the language rests with the people who use it‖ (p. 

7). 

Finally, we look at the collection of papers in the volume, The Native 

Speaker Concept: Ethnographic Investigations of Native Speaker Effects, 

edited by Doerr (2009), which appear to take more radical and contemporary 

perspectives on the ―native speaker‖ concept, in an attempt to lucidly 

demonstrate its ideological underpinnings and ethnographic ramifications, and 

wrench it from the claws of the self-interested and self-preserving 

traditionalists. Doerr emphasizes that the volume focuses on the use of the 

―native speaker‖ as a ―folk concept‖ (rather than as an analytical one) (p. 1). 

While pointing out that English, for example, serves as a gate-keeping 

mechanism in the world of today, she underlines the view that ―the hierarchy 

between ―native‖ and ―non-native‖ speakers is ultimately not caused by 

linguistic elements but by social relationships between groups of people who 

use these linguistic varieties‖ (p. 5). In the same volume, Train (2009, p. 49), 

in an apparent critique of Davies (2003), points out that: 

What is considered the (standard) language comes to be nativized as a 

putative native language of the educated members of society. It becomes 

universalized and essentialized as the hegemonic ―unitary language‖...of 

the larger national and/or international community of speakers. 

Train argues that the (misguided) standard component of the ―native speaker‖ 

concept probably dates back 2,000 years to the Roman Empire: 

Roman grammarians were concerned with the language of written texts 

grounded in a conception of Latinity (Latinitas) that was coterminous with 

the confines of standard Latin, which was regarded as a unity that did not 

change at all and that served as a unifying force for all those who belonged 

to the Latin speech community. 

 

Synthesis and discussion  

The views reviewed above on the native speaker reflect considerations for 

several fields of study: biology, neurolinguistics, anthropology, ethnology, 

ethnography, politics, sociolinguistics, sociopsychology, and linguistics. The 

vital ques tion, however, is: which of these traits of the native speaker are 

substantive, and which are simply salient?  

It should now be quite apparent that Chomsky‘s (1965) view of the native 

speaker is nothing more than a theoretical construct; fortunately, he admits to 

the fact that his principal preoccupation was to define and describe his vision 

of a native speaker with an idealized competence for the benefit of theoretical 

linguistics. 
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It should also be clear, by now, that native speakerhood has little to do, 

substantively, with biology (including heredity), race, ethnicity, nationality, 

inheritance, a so-called mastery of a language, the acquisition (and use) of the 

four language skills, or sociopsychological perceptions (of self and others). 

First, let me treat the recurring trait of standardness in most of the 

definitions above. Apart from the ample evidence all around us that only the 

fortunate few, in any society, who get to have an education from home, and/or 

to a certain higher formal level, have the possibility of acquiring and using 

some variant(s) approximating the standard, the criterion of standard 

competences or a ‗total mastery‘ of a language keep on being assumed or 

perpetrated in the field. If this were really true, we should easily find 

indigenous taxi drivers in Guildford who could read and write Academic 

English; I doubt that this is the case. Equally, if this were true, most Africans 

would not qualify to be called native speakers of their languages, since their 

cultures remain fundamentally oral, and their languages unwritten! In addition, 

on a vertical, social scale, if mastery and standardness were the main criterion 

for defining the native speaker, when would a child qualify as one? This is a 

consideration hardly ever raised in the literature…I can only propose, in form 

of a response, that a child should start being regarded as a native speaker (of a 

language) when it starts re-using that language‘s structures and systems in an 

independently creative and generative way (as opposed to simply ―parroting‖ 

what input it has been exposed to). 

 

A diary of native speaker errors  

To further make the point, I decided to open a sociolinguistic diary in April, 

1998, and over a period of time, to investigate randomly daily English native 

speaker errors on radio and TV in England. (The data herein presented should, 

however, not be regarded as outdated, since they simply represent examples of 

‗native speaker‘ errors one could encounter on a daily basis.) By the third 

week, I had recorded more than enough evidence of (daily) native speaker 

errors (not just slip-ups), and at all levels of language, to, again, concretely 

confirm suspicions about the untenable nature of traditional myths on native 

speaker (language) standardness. A few of these are presented below: 

Native Speaker Errors from the Radio 

1. ―We must have rang I don‘t know how many times…We was left with no 

choice but to give up.‖  

 (World Cup Soccer 1998; English male fan hoping to purchase tickets for 

an England match; BBC Radio 5 Live; 22
nd

 April, 1998.) 

2. ―Neither Adams nor Keown are going forward.‖  

 (Mike Ingham‘s commentary on an Arsenal club football match; BBC 

Radio 5 Live; 3
rd

 May, 1998.) 

3. ―…that Britain would be sending more aircrafts…‖  
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 (Eleanor Goodman on the UK Foreign Secretary, Robin Cook‘s reaction to 

the capture [by Serbs] of 3 American soldiers in Macedonia; BBC Radio 5 

Live News at 9 pm.) 

4. ―…Leeson would prefer to delay his release than meet the press.‖  

 (News report on Nick Leeson‘s release from jail in Singapore; BBC Radio 

5 Live; 8am, Saturday, 3
rd

 July, 1999.) 

Native Speaker Errors from the TV 

1. ―I wish I could have hid somewhere…‖  

(Jimmy White, snooker player, on beating the World No. 1, Stephen 

Hendry; GMTV; 24
th

 April, 1998.) 

2. ―We‘ve been through a lot of crisises.‖  

(White American female guest talking about her fiancé on ―The Jerry 

Springer Show‖; Channel 4; 28
th

 April, 1998.) 

3. ―You should have came to me first.‖  

(African-American female guest on ―The Ricki Lake Show‖, whose best 

friend exposed her secret.) 

4.  ―…you have the experience of longevity [pronounced g] on these 

matters…‖  

(Jon Snow to Tony Benn, MP, on the peace pact in Kosovo; Channel 4 

News; 11
th

 June, 1999.) and, the pièce de résistance, none other than the 

Queen of England, herself (!): 

5. ―Sometimes, the younger generation are wiser than us…‖  

(reportedly said by the Queen, and attracted a correction from an American 

observer. In reaction, Anthony Howard, a political columnist, called the 

American ‗meddlesome‘, and that English was our language. Good 

Morning GMTV; 16
th

 June, 1999.) 

Other very regular (Inner Circle) English native speaker errors I have noted 

are: ―homogenous‖ (instead of ‗homogeneous‘); ―One criteria they don‘t seem 

to consider…‖ (instead of ―criterion‖); ―Either…, or…‖ (+ plural form); ―Me 

and my friend…‖ (instead of ―My friend and I…‖); ―lead‖ (for past tense 

―led‖); ―drunk‖ (for ―drank‖, as in: ―He drunk two pints yesterday.‖); ―hung‖ 

(for ―hanged‖, as in: ―They should have been hung for what they did.‖); and so 

on, and so forth. I must stress that my experience is that these are far from 

being simply performance errors. 

In other words, we would need to look elsewhere, for something more 

substantive than language mastery or standardness, to have a more fulfilling 

conception of the native speaker. We must remember that most of the subjects 

mentioned above have most probably been exposed practically all their lives to 

input in English, and most probably speak no other language(s). This, in my 

view, also strongly suggests that fossilization is not - as often claimed in the 

literature, necessarily just an L2 learner phenomenon; it could be said to apply 

equally to L1 users of a language. 
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The final, main point I wish to discuss relates to the question of the 

―psychological reality‖ of considering oneself, or being considered (by others), 

as a native speaker. This is untenable, since it could be quite subjective, and is 

fraught with tensions from local, social antagonisms and prejudices. For 

example, second generation Blacks and Pakistanis in the UK, born and bred 

there, would consider themselves to be native speakers of English - and rightly 

so; whereas, they may not be perceived, as such, by their Anglo-Saxon peers in 

their communities. 

 

Table 1 

Assessment of traditional (definitional) characteristics of the native speaker 

Traditionally-assumed native speaker characteristics 

Assessment 

1. Biology/Heredity x 

2. Inheritance ? 

3. The native speaker is a language monolith x 

4. The monolingual native speaker is the norm x 

5. The native speaker is a language expert  

     (in phonetics/grammar/meaning) 

 

? 

6. The native speaker is a source of authentic, standard data  

    (and is sensitive to incorrect language) 

 

? 

7. The native speaker possesses the four language skills ? 

8. The native speaker is a good teacher of the language ? 

9. The native speaker is a good translator of the language ? 

10. The native speaker is psychologically perceived as such (by 

others) 

 

? 

(Key: √ = true; x = not true; ? = not necessarily true) 

Thus, if we took a look at the table of the usual, principal criteria used to 

define the native speaker (Table 1), we should see that, in reality, none of these 

stands the test of being substantive, even if we may not agree on the specific 

assessment of each of these items (i.e., whether it should be x or ?). It is based 

on the realization that such traditional, definitional features of the native 

speaker, cannot sustain the reality we observe on a daily basis that an attempt 

is made below to propose what may be more (substantive) conditions of native 

speakerhood. 

 

Criteria for reconceptualizing the native speaker: A proposal  

The three major criteria (or conditions) proposed below for reconceptualizing 

the native speaker (see Table 2) are, I believe, self-explanatory: a native 

speaker of any language is someone, who was born and/or nurtured (to 
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adolescence and/or beyond) in that language (possibly, in addition to other 

languages, in a multilingual context) in a relevant speech community/group, 

who can successfully use it for their daily sociocommunicational needs (and 

thought processes, therefore), and who possesses the (minimal) oral-aural skills 

(in the language).  

 

Table 2 

Proposed (minimal) criteria for assessing native speaker  status 

Condition 1: Nurture (Childhood Language Ecology): 

 

1.a. Birth and/or nurture in a macro-ecology: 

The native speaker needs to have been born into and/or nurtured in the 

relevant language macro-ecology (i.e., in the community, e.g., 

peers/school/media); and/or, 

 

1.b. Birth and/or nurture in a micro-ecology: 

The native speaker needs to have been born into and/or nurtured in the 

language(s) of the relevant language micro-ecology (i.e., at home). 

 

√ 

   

Condition 2: Language dependence (linguistic, sociolinguistic and 

psycholinguistic needs):  

 

The native speaker can carry out successfully their daily 

communicative acts in society, and express most of their life 

experiences in the relevant language(s). Consequently, the native 

speaker uses the relevant language(s) as principal support for their 

thought processes, and for self/group identity reference. 

 

√ 

 

Condition 3: (Minimal) Oral-aural language skills required:  

The native speaker can speak/comprehend the relevant language(s). 

 

√ 

 

 

Let me now elaborate on these three conditions for native speaker status 

definition: 

Condition 1 (a and/or b) - A number of linguists agreed on this, i.e., that, to be 

called a native speaker of a language, one should be born and/or raised in a 

speech community/group that speaks that language as a normal tool of social 

communication. Let us, first, look at a monolingual scenario: such a person 

could either be born and/or nurtured in a macro ecology (e.g., an English-

speaking community in England), or in a micro ecology (e.g., an English-

speaking family in Japan). The essential thing is that, like in this case, the child 

is nurtured (both in England, and in the English family in Japan) in (a variety 



 

17 

 

of) English. In the case of a multilingual scenario, the same essential condition 

applies, with the difference that the child may be nurtured in more than one 

language. It matters little, in terms of Condition 1, that the child develops 

disparate levels of proficiency in the relevant languages of its nurture. 

Condition 2 - It is also common knowledge that, whatever language(s) we are 

nurtured in, we develop the capacity to communicate in society our needs, 

thoughts, emotions, etc. in such language(s) in due course. Apart from being, 

thereby, inducted early into how to use language(s) to commune in society, 

Hymes (1964, cited in Gigliogi, 1972, p. 33) says, language is also a tool for 

categorizing our human experiences. By adolescence, we are regarded as active 

and creative users of such language(s). In other words, we are socialized into 

using language for social communion, learning not just the linguistic-structural 

content (linguistic competence), but also integrating the appropriate speech 

acts and sociocultural and contextual appropriacy (sociolinguistic competence). 

 An inevitable aspect of this socialization is that it develops hand-in-

hand with our cognitive and emotional development. In other words, the 

relevant language(s) become(s) the principal support we depend on for 

expressing our needs, wants, emotions, etc., categorizing and referring to 

things and our experiences, as well as for developing our thought processes 

and sense of self.  Bloomfield (1914, p. 5) talks of the ―assimilation of 

expression-relations to experience relations‖ in the use of language for the 

analysis of total experiences: 

Language plays a very important part in most of our mental processes, few 

of which, indeed, are entirely free from linguistic elements…We cannot 

conceive of the human mind without speech. The development of language, 

accordingly, must have advanced in inseparable connection with that of the 

mental powers generally. 

These two metafunctions of language above, which we develop as a result of 

our nurture in any language(s), had been referred to by Halliday (1985, p. xiii) 

as the interpersonal and ideational functions of language. 

Condition 3 - This condition is the most obvious and elementary: one is called 

a native speaker of a language, if one can speak (and understand) such a 

language. As mentioned earlier, one of the regular errors of most definitions of 

the native speaker is the supposition (based on Western values) that the native 

speaker has to possess the language skills of reading and writing to be eligible 

for such a status. If we were to adhere to this definition, millions of 

populations in Africa and other parts of the developing world would be 

disenfranchised, and could not be called native speakers of their own 

languages! In fact, not only do these populations not possess such language 

skills, they often do not possess writing systems for their languages; the latter 

being closely related to the former state of affairs. So, clearly, the ability to 

read and write a language cannot possibly be sustained as a substantive 

condition or criterion for native speakerhood. 
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What are the other implications of the conditions in Table 2, especially in 

terms of how they relate to one another? First of all, those who are often 

referred to as ―proficient users‖ of a language, which may not have formed part 

of their childhood nurture, would probably satisfy Conditions 2 and 3 (cf. 

Paikeday, 1985; Rampton‘s 1990 ―expert speaker‖; Medgyes‘ 1994 ―pseudo-

native speaker‖; ―Paradis‘ 1998 ―quasi-native speaker‖). However, the fact 

they do not satisfy Condition 1 means they cannot qualify for native 

speakerhood, no matter how well they approximate to the standard of the most 

prestigious variety of the relevant language. To reiterate the point, native 

speakerhood is not about language standardness. 

Secondly, the native speaker status is a dynamic one, and can be lost. In 

other words, there is little point in calling someone a native speaker of a 

language they cannot speak (and/or understand) at a particular point in time of 

their life! It is not an uncommon occurrence, that, following migration, 

especially at a relatively early age (e.g., 6-12 years), to another language 

community, usually in another part of the world, and given the often pressing 

needs to adapt to the language requirements of the new ecology, people acquire 

the new language(s), and may have less need over time for using their native or 

first language(s). This is a real possibility in extreme cases of subtractive 

bilingualism. In this sense, I would, therefore, disagree with the second part of 

Mufwene‘s (1998, p. 111) statement that ―Native speakers need not be 

proficient during their lifetime in all varieties of their language; nor need they 

remain proficient during their lifetime in the variety they acquired as mother, 

or native, tongue‖, if what he means by this is the possibility of retaining 

native speaker status, in spite of having lost proficiency in one‘s only acquired 

variety of such a language. 

This leads me to the next implication: can someone be regarded, at a point 

in their life, as not having a native speaker status (of any language)? The 

answer is affirmative; such a person could, however, be said to have a 

dominant/primary language. 

Thirdly, is it possible that someone be regarded as a native speaker of more 

than one language? Indeed. This is the case of the millions of bi- and 

multilinguals, who were nurtured from childhood in multilingual ecologies, 

and who, consequently, grew up communicating in several languages. As long 

as Conditions 2 and 3 above can be satisfied by such persons, I see no 

(objective) reason why they should not be considered native speakers of the 

various (overlapping) speech communities they grew up in. 

 

Conclusion 

This paper has reviewed some of the more debated ideas found in about 26 

publications, spanning a period  twenty years short of a century, on the ―native 

speaker‖ concept. It does not, however, claim to be an exhaustive review. 
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The definitional criteria proposed in this paper could be called minimalist 

(or primitive – in the technical sense of the word), variationalist (rather than 

maximalist and monolithic), speaker-centred and speech community-specific, 

setting apart, as much as possible, the substantive from the salient. It aspires to 

be a technical, academic and professional definition, and not one for the 

proverbial ―man in the street‖. In so doing, the focus has been on simplicity, 

clarity, accuracy and honesty. 

It is speaker-centred, in the sense that, given the rate and frequency of 

demographic movements, mixtures, etc., these days, the individual, as the 

carrier of their own sociocultural and language experiences, has come to the 

fore.  It is also speech community-specific, in the sense that whatever varieties 

of a language we acquire from childhood reflect the language ecology or 

ecologies we grew up in, even if these varieties could fall under a larger 

language family categorization. As R. Singh (1998, p. 48) rightly points, 

regarding the relative nature of the native speaker status when assessing 

varieties of English, like British English (BE), Indian English (IE), and others:  

Given the only synchronically sustainable concept of a native speaker as 

one who shares with others in the relevant speech community, relatively 

stable well-formedness judgements on expressions used or usable in the 

community, the only conclusions justified … are of the form: speakers of 

BE are not native speakers of IE; speakers of American English are not 

native speakers of Australian English; speakers of IE are not native 

speakers of Nigerian English, etc.). 

This paper hopes to have demonstrated, more than anything else, that native 

speakerhood is a sociolinguistic experience (with attendant psycholinguistic, 

sociopsychological and cultural ramifications) - to be differentiated from 

linguistic expertise. One of the more suspect, but equally more well-

entrenched, notions in the literature of second/foreign language teaching and 

learning is that of fossilization, in relation to the language learner‘s language or 

interlanguage (Selinker, 1972). One of the assumptions implicit in this notion 

is that the ―native speaker‖ is not a language learner; he is, somehow, endowed 

with the language – nothing could be farther from the truth. The ―native 

speaker‖ is as much a learner of their language as anyone else is, and they 

continue to learn their language until they expire. The significant difference 

between the ―native speaker‖ and the ―non-native speaker‖ is the longer period 

of exposure of the former (e.g., since childhood) to what Chomsky (1981) 

terms the primary linguistic data (PLD) of their language (and its variants). 

Therefore, as the section on native speaker errors would suggest, the term, 

fossilization - if we understand it to mean an embedded non-standard element, 

structure or usage of a language in the system of a user of the language, which 

is elusive of revisional scrutiny – has to apply equally to ―native speakers‖. In 

other words, and since it may need emphasizing, ―native speakers‖ also 

harbour fossilized errors in their language systems. 
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This attempt at a contemporary conceptualization of the native speaker 

does not claim to be conclusive, as the word ‗Towards‘, in the title, indicates; 

however, it should, in this author‘s view, account for most human, social and 

language experiences. It has become necessary to review the definitional 

situation of the native speaker for the following reasons:  

1. as a scientific reflex to name and categorize (as accurately as possible) 

objects, concepts and phenomena in human life, and not capitulate in front 

of seemingly serious challenges to previous conceptions of a phenomenon, 

which were built on shaky ground;  and,  

2. to deny the existence of the native speaker is to claim that we all have the 

same sociolinguistic and cultural experiences, no matter our speech 

communities. This new conceptualization subsumes the relevant family of 

speech communities in question, i.e., native speaker (of Indian English); 

native speaker of (Nigerian English), etc., with the various major varieties 

taken into account. 

This conceptualization does not intend to concern itself here with the pre-

occupations of the ELT world. I will, however, try to address four of the major 

concerns of professionals in the field: firstly, how do they filter prospective 

learners into native or non-native categorizations? The fairest approach would 

be to engage in sociolinguistic profiling (probably similar to Paikeday‘s (1985) 

―personal history‖), i.e., through a short interview, ascertain the language(s) of 

nurture and childhood education of the learner. Secondly, how (strictly) do 

they assess the language competence of the learner? While it may be 

understandable that a proclaimed standard variety of a language is employed 

for teaching purposes, given institutional constraints, possible and persistent 

influences from the substrates, especially in multilingual contexts, must be 

taken into account, in the assessment of such learners, who should also be 

more exposed to the varieties of the language(s) they aspire to learn. This leads 

me to the third concern: should only one dialectal variant of the language be 

taught? As Valdes (1998, p. 154) rightly notes, ―the target language seldom 

reflects the growth and dynamism that it displays in its natural setting. Instead, 

it is subjected to rigid controls based on the belief that all change is either 

unnecessary or simply not typical of the ―best‖ usage‖. This concern leads to 

the final pre-occupation in the profession, in terms of teaching personnel 

recruitment: which native speaker is worth more, and the tendency to equate 

native speakerhood with race and/or nationality. This paper argues, as does 

Valdes (1998), that these are fallacious determinations. (See also Clark & 

Paran [2007], on the findings of a UK survey.) 

As if matters were not complex enough, the situation of (second/foreign) 

language professionals is probably made even more complicated by the 

currency of the term, near-native competence, in job advertisements. In spite of 

the fact Valdes (1998) rightly states that: ―Near-native ability is largely in the 

eyes of the beholder. As a construct, it is both difficult to define and difficult to 
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defend‖ (p. 157),  she  remarks, in reference to Foreign Languages Department 

faculty in the USA, that: 

Because the notion of which language variety is prestigious or considered 

correct varies considerably, being a native speaker does not automatically 

mean acceptance as a worthy colleague. Depending on which group is in 

power, the only valued members of the faculty may be those who speak, 

for example, Madrid Spanish or Parisian French. (p. 153)  

The poorer cousins being, for example, Caribbean Spanish and Canadian 

French. Her conclusion is that: ―language – in spite of our best intentions – 

contributes to the domination of some people by others...commonsense 

notions what is correct, appropriate, and necessary – directly depend on 

structures of power‖ (p. 159).  

Finally, it is this author‘s hope that various linguists and applied linguists, 

alike, will find relevance in the perception, hereby proposed, as one of durable 

simplicity, clarity, and sociolinguistic flesh-and-blood validity, as we find 

ourselves in a new millennium. 
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Abstract  

This paper reports an investigation of the variation within Indian English. 

Firstly, regional variation is addressed by illustrating, with numerous 

examples, how the phonological differences among the different languages 

spoken in different regions contribute to differences in the varieties of 

English used in these different regions. Next, we address two additional 

sources of variation, register, and age of user using a corpus-based 

approach. The corpus for this study consists of three spoken registers and 

eight written registers of the English used by speakers of Indian languages 

(Dravidian as well as Indo-Aryan). This analysis shows that there is too 

much variation to allow for a single Indian English. Finally, using 

Schnieder‘s (2003) model for understanding the different phases in the 

development of a New English, we revisit Kachru‘s Concentric Circles, 

and propose a revised model that accounts for the variation that exists in 

outer circle and expanding circle Englishes.  

Keywords: varieties of English, Indian English, new Englishes  

 

English as a Global Language and the Emergence of New Varieties 

The rapid spread of English and its rising status as a world language has been 

a subject of discussion in the field of Applied Linguistics for several years, 

and accompanying this spread has been the emergence of several new varieties 

of English (variously called Non-Native Varieties of English, New Englishes, 

Non-Native Englishes, etc.). Jenkins (2003, p.2) states that ―[i]n the period 

between the end of the reign of Queen Elizabeth I in 1603 and the later years 

of the reign of Queen Elizabeth II at the start of the 21
st
 century, the number of 

English speakers increased from a mere five to seven million to somewhere 

between one-and-a-half to two billion. Whereas the English language was 

spoken in the mid sixteenth century only by a relatively small group of 
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mother-tongue speakers born and bred within the shores of the British Isles, it 

is now spoken in almost every country of the world, with its majority speakers 

being those for whom it is not the first language.‖  According to Crystal 

(1997) English is spoken as an L1 and an L2 by 572 million people in 75 

territories. 

The way regional and social factors have influenced the growth of  New 

Varieties of English and fostered change has formed the subject matter of 

sociolinguistics and dialectology from both theoretical and practical 

standpoints, and today, nobody would deny the fact that ―World English exists 

as a political and cultural reality‖ (Crystal, 2003, p. xii).  Further, as Schneider 

(2003) puts it, ―present-day English as a global language is more than the 

world‘s predominant lingua franca – it is also a language which is currently 

growing roots in a great many countries and communities around the world, 

being appropriated by local speakers, and in that process it is diversifying and 

developing new dialects …‖ (p. 233). 

Kachru (1986) first explained the spread of English in the world and the 

different roles it plays in different countries by suggesting we think of three 

concentric circles: the inner circle, the outer circle, and the expanding circle. 

Kachru suggested that the inner circle could include countries where English 

is spoken as the primary language – countries like the UK and the USA, 

countries that are the ―traditional cultural and linguistic bases of English‖ 

(Kachru, 1992, p. 356). The outer circle includes countries like India and 

Singapore, where English functions as an important second language; these 

outer circle countries are typically multilingual, and English also plays the role 

as the common language of communication. The last circle, the Expanding 

Circle, includes countries like China and Russia, countries ―which recognize 

the importance of English as an international language, though they do not 

have a history of colonization by members of the inner circle, nor have they 

given English any special administrative status‖ (Crystal, 2003, p. 60). Today, 

by many estimates, outer circle English speakers (300-500 million) far exceed 

inner circle speakers (320-380 million, Crystal, 2003).  

 

Research on New Englishes 

Much research on New Englishes has focused on isolating characteristics of 

these new Englishes (to mention just a few, see, for example, Agheyisi, 1988, 

on Nigerian English; Bauer, 1989, on New Zealand English; Baumgardner,  

1996, on Pakistani English; Gisborne, 2000, on Hong Kong English; and 

Bansal, 1976, Bakshi, 1991, and Hosali, 1991, on Indian English).  Today, 

many scholars (Singh, D‘souza, Mohan, & Prabhu, 1998) advocate the 

recognition of different national varieties of English, that is, British English, 

American English, Singapore English, Nigerian English, and the replacement 

of terms such as New varieties, and Native versus Non-native varieties. Singh 
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et al. (1998) claim that the use of simple terms such as Nigerian and Indian 

English would result in a treatment of all varieties of English as equal.  

Schneider (2003) proposed a model for understanding the shared processes 

that all New Englishes go through in their development. Schneider explains 

that the development of any New English entails five processes: ―Foundation, 

Exonormative Stabilization, Nativization, Endonormative Stabilization, and 

Differentiation‖ (p. 243). He explains that the first process, Foundation, is the 

initial phase where ―English begins to be used on a regular basis in a country 

that was not English-speaking before‖ (p. 244); he characterizes this phase as 

a ―complex contact situation‖ (p. 244). In this phase, contact between the two 

language groups remains restricted, with cross-cultural communication being 

achieved by just a few people.  Further, during this phase, indigenous 

languages do not influence the English spoken by the settlers. During Phase 2, 

Exonormative Stabilization, the ―external norm, usually written and spoken 

British English as used by educated speakers, is accepted as a linguistic 

standard of reference‖ (p. 245). Also, during this phase, Schneider notes that 

Structural Nativization occurs, where ―as soon as a population group starts to 

shift to a new language, some transfer phenomena at the level of phonology 

and structure are bound to occur‖ (p. 246). Phase 3 is Nativization, which is 

―the most important, the most vibrant one, the central phase of both cultural 

and linguistic transformation in which both parties realize that something 

fundamental has been changing …‖ (p. 247). It is during this phase of 

Nativization that the New English starts to construct its identity independent 

of the ―native‖ English.  It is during this phase, then, that characteristic 

―features‖ of the new English emerge. Phase 4, or Endonormative 

Stabilization, is ―marked by the gradual adoption and acceptance of an 

indigenous linguistic norm, supported by a new locally rooted self-confidence 

…‖ (Schneider, 2003, p. 249). During the fifth phase, Differentiation, ―the 

focus of an individual‘s identity construction narrows down, from the national 

to the immediate community scale … Consequently, new varieties of the 

formerly new variety emerge as carriers of new group identities within the 

overall community‖ (p. 253).  

A study of different national varieties of English today, and recognition of 

a national variety as a system unto itself, then, should focus on determining 

where in this process it falls. Much research on different national varieties of 

English has focused on the features that arise during the Nativization phase.  

Schneider‘s process also makes it clear, however, that in order to determine if 

a certain variety has gone beyond the Nativization phase, one needs to study 

the variation within the variety. Studies of New Englishes, then, should focus 

on determining to what extent characteristic features of the varieties are 

widespread through the variety and what kind of variation exists within the 

variety. 
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Corpus Linguistics and the Study of New Englishes 

The study of these new varieties of English has been greatly facilitated by the 

development of corpus linguistics methodology and corpora of the different 

varieties (Greenbaum, 1991; also see http://www.ucl.ac.uk/english-usage/ice/ 

for information on the International Corpus of English). The use of corpus 

linguistics methodology to study variation within dialect by studying register 

variation is perhaps best exemplified by Biber (1988), who strongly advocated 

its use.  Biber argued that using corpus linguistics methodology would allow a 

researcher to provide a linguistic analysis of the whole range of spoken and 

written registers in English, something that dialectologists had hitherto not 

done. As Biber and Finegan (1991) explain, such studies are significant, 

among other ways, in that they analyze particular constructions in naturally 

occurring discourse rather than made-up sentences‖ (p. 209). Biber (1993) 

claims that ―the use of computer-based corpora provides a solid empirical 

foundation for general purpose language tools and descriptions, and enables 

analyses of a scope not otherwise possible‖ (p. 377). Biber (1990) also claims 

that ―corpus-based analyses of linguistic variation have provided fresh insights 

into previously intractable issues‖ (p. 257). 

Today, the numerous studies that exist on New Englishes point to the 

importance of recognizing these varieties as legitimate varieties unto 

themselves; several corpus based studies of New Englishes draw from the 

relevant sections of the International Corpus of English (Greenbaum, 1996) 

for their analyses. Others rely on existing corpora of their national variety, like 

the corpus of Australian English and the corpus of New Zealand English. 

Examples of such studies include those by Banjo (1997) on syntactic features 

of Nigerian English, and Schmied‘s (1994) study on syntactic features of 

Indian English. Other studies include those by Leisi and Mair (1993) on 

phrasal verbs in American and British English; Starks, Christie, and 

Thompson (2007) on Niuean English; Nelson on the negation of lexical have 

in conversational English in five different national varieties. Table 1 provides 

an overview of several corpus based studies that have been conducted thus far 

on different national varieties of English.  

While the sheer number of studies point to the recognized need to study 

New Englishes, thus far, few studies have focused on the variation within a 

certain variety; in other words, few studies have looked at register as 

providing the source of variation. This is clear from the studies described in 

Table 1. 

 

http://www.ucl.ac.uk/english-usage/ice/
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Table 1 

Corpus based investigations of New Varieties of English 

National 

variety 

Purpose of 

study                         

Features 

studied          

Data used 

Australian 

English 

(Peters, 1998) 

To examine 

the status of 

the 

subjunctive 

and its 

manifestation 

in subordinate 

clauses in 

Australian 

English, 

contrast with 

British and 

American 

English 

Subjunctive 

in subordinate 

clauses 

Australian ACE 

corpus. 

Contrastive with 

British LOB and 

American Brown 

Not a register 

study, although 

only written 

registers were 

examined 

British and 

American 

English 

(Estling 1999) 

To study the 

use of ―out‖ 

vs. ―out of‖ in 

British and 

American 

English (both 

written and 

spoken) 

The uses of 

―out‖ versus 

―out of‖ in 

written and 

spoken 

sections of 

the corpora of 

the two 

varieties 

under study 

Parts of 

COBUILD Direct 

Parts of the BNC 

The New York 

Times – CD 

The Independent 

– CD  

Not a register 

study 

British, 

American, 

Australian 

English 

(Collins, 2007) 

To provide a 

description of 

the semantics 

of the modals 

can, could, 

may, and 

might in three 

parallel 

corpora 

Modals British and 

Australian ICE 

sections; specially 

compiled 

American corpus 

Hong Kong 

English 

(Gisborne, 2000) 

To provide a 

description of the 

relative clause 

system in HKE 

Modals 

Relative clauses 

Report on work 

of other scholars 

with some 

examples from 
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and to show that it 

is different from 

the system in 

either Cantonese 

Eng or Standard 

Eng. Therefore to 

show that HK 

English is an 

independent 

variety of English. 

ICE Hong Kong. 

No mention of 

which registers of 

ICE the examples 

come from 

 

Kenyan English,  

(Skandera, 

1999) 

To examine 

features 

considered typical 

of Kenyan 

English and 

compare these to 

the features 

identified by a 

corpus analysis. 

Shows that corpus 

analysis is 

important to truly 

find out about a 

variety 

Pick vs. pick up 

Fill a form vs. fill 

in  a form 

Vicious cycle vs. 

vicious circle 

Overlisten vs. 

overhear 

Use of ―thank 

you‖ 

Use of lexical 

items such as 

―second 

husband‖ 

Written section of 

ICE – Kenya, 

elicitation tests 

(questionnaires), 

introspective 

knowledge of 10 

Kenyan speakers 

from different 

ethnic 

backgrounds 

 

British and 

American 

English 

(Biber, 1988) 

To examine the 

variation in 

linguistic features 

across speech and 

writing. Uses a 

Multidimensional 

approach 

63 different 

linguistic features 

Contrastive with 

British English 

 

American 

English 

(Barbieri, 2007) 

To investigate the 

effect on external 

non linguistic 

variables such as 

speaker age and 

sex on the use of 

quotatives 

Quotatives: be 

like, be all, and 

say 

2.5 million word 

American English 

Conversation 

component of 

Longman Spoken 

and Written 

English corpus 

Quebec English 

 (Walker, 2007) 

To determine 

status of variable 

agreement as a 

vernacular 

Existential there Quebec City 

component of 

Quebec English 

Corpus; register 
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universal in 

Quebec English 

differences not 

investigated 

Different contact 

varieties of 

English 

(Sand, 2004) 

To determine the 

use of the and 

a/an in various 

ICE corpora and 

contrast their use 

in different native 

varieties like 

British or New 

Zealand English 

Definite article 

the; indefinite 

article a/an 

Different section 

of ICE 

 

Indian English 

English was introduced to the Indian sub-continent during the second half of 

the eighteenth century, and into the Indian education system in Macaulay‘s 

famous ―minute‖ of 1835. Since then, it has become the language of the Indian 

education system, and has officially and unofficially assumed the position of 

lingua franca in the country. The language has since undergone ―a process of 

Indianization in which it has developed a distinctive national character 

comparable to that of American or Australian English‖ (Jenkins, 2003, p. 7). 

The English used in India has long been the subject of inquiry from theoretical 

and sociolinguistic perspectives, and Kachru, the most major proponent of 

Indian English, has for long advocated the recognition of how different the 

English used in India is from other varieties. Kachru began studying what 

makes Indian English Indian in the 1960s, with the focus of much of his work 

being the establishment of the Indianness of Indian English. Kachru pointed 

out in 1976, that studies of Indian English considered ―linguistic interference 

and the Indian cultural context as essential for the understanding and 

description of the Indianness in this variety of English‖ (p. 5). 

There are many studies concerning the nature of the English used in India, 

and how this differs from other ―standard‖ varieties of the language, such as 

standard British or American English. Most studies have focused on features 

that have almost become stereotypical of the English used in India, including 

stative verbs in the progressive (one only need think of characters on popular 

television shows like The Simpsons to understand just how widespread this 

feature is thought to be in Indian English), the use of prepositions 

(Hosali,1991; Kachru, 1994; Verma, 1980), and the use and misuse of articles 

(Bakshi, 1991), to name just a few. While many of these studies have been 

based on anecdotal evidence, others have used different types of data for their 

analyses, with a few studies drawing from the Kohlapur Corpus, and the 

Indian section of the International Corpus of English (ICE India). Table 2 

provides a summary of several of the studies on Indian English conducted thus 

far. 
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Table 2 

Previous studies on Indian English 

Author(s) Aim of study Data used 

Lange (2007) To determine the syntactic and 

semantic uses of the focus 

markers itself and only in 

registers of Indian English 

ICE India; register 

differences investigated 

Mukherjee 

and Hoffman 

(2007) 

Verb complementation patterns ICE India; register 

differences not 

investigated 

Sharma 

(2005) 

To apply the principles of 

language transfer and discourse 

universals to the use of articles in 

Indian English; studied the use or 

absence of articles in different 

linguistic environments 

12 sociolinguistic 

interviews; register 

differences not 

investigated 

Sand (2004) 

 

Article use in Indian English and 

other international varieties of 

English 

Different ICE corpora; 

discussion does focus on 

distribution of articles 

across different registers 

Schneider 

(2004) 

Particle verbs in different 

international varieties of English, 

including Indian English 

ICE India (in addition to 4 

other ICE corpora). 

Register differences not 

investigated 

Ersson and 

Shaw (2003)  

Verb complementation patterns Corpus of Indian and 

British newspaper 

archives. Patterns of verb 

complementation 

determined in one register 

Shekar and 

Hegde (1996) 

Phonological, Morphological, 

and grammatical features of 

Indian English 

No specific data; register 

differences not 

investigated 

Shastri 

(1996) 

Two types of verb and adjective 

complementation in Indian 

English 

Kohlapur Corpus of 

Indian English; register 

differences not 

investigated 

Schmied 

(1994) 

To examine the patterns of 

occurrence of six grammatical 

features in the Kohlapur Corpus 

Kohlapur Corpus of 

Indian English; register 

differences not 
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of Indian English.  

A contrastive study, contrasting 

patterns of occurrence of the 

features examined in Kohlapur 

Corpus, results compared with 

patterns of occurrence of the 

features in "native varieties"; 

features examined included 

Sentence complexity, Verb order 

in questions, Invariant tag – isn’t 

it, Progressive forms of stative 

verbs, Use of articles, and  

Relative constructions 

investigated 

Hosali (1991, 

1995) 

To describe ―Butler English,‖ a 

subvariety of English in India 

22 extracts from a sub 

corpus of Butler English; 

register differences not 

investigated 

Leitner 

(1991) 

 

To analyze the Kohlapur Corpus 

for patterns of occurrence of a 

few grammatical features 

including the Subjunctive, 

Complex prepositions, and  

Kohlapur Corpus of 

Indian English; register 

differences not 

investigated 

Agnihotri and 

Khanna, 

(1984) 

Modal verbs, article use in Indian 

English 

Responses from 366 

Hindi/Punjabi speaking 

undergraduates; register 

differences not 

investigated 

 

It is clear from Table 2 that Indian English has been extensively studied 

for several decades. While earlier studies tended to be more anecdotal in 

nature, latter studies have been more data driven. What is also clear from the 

table, however, is that thus far, few studies have focused on register 

differences in the variety; few studies, therefore, have focused on the variation 

within Indian English. If we are to determine whether Indian English is truly 

gaining (or has gained) an identity distinct from other varieties of English, 

and, therefore, whether it is in Schneider‘s Endonormative Stabilization phase, 

or Differentiation phase (phases 4 and 5), we need to determine how it varies 

internally, and determine what the sources of this internal variation might be. 
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Purpose of study 

This paper focuses on the variation within Indian English. By presenting both 

a description of the phonological differences among different language 

families in India (and, therefore, their influence on the English used by 

speakers in different parts of India) and a corpus perspective, three sources of 

variation are identified: region, register, and age of user. Finally, using 

Schnieder‘s (2003) model for understanding the different phases in the 

development of a New English, we revisit Kachru‘s Concentric Circles, and 

propose a revised model that accounts for the variation that exists in Indian 

English, and therefore, perhaps, in other outer circle and expanding circle 

Englishes. 

 

Methodology 

This section first describes the corpus used for this study, followed by a 

description of the methodology employed in the study of the three sources of 

variation in Indian English: region, register, and age of user. The corpus used 

for this study was not used to quantify phonological variation in any way; 

results presented in this study for regional variation come from the authors‘ in-

depth knowledge of the sound systems of the different language families in 

India.  

 

The Corpus 

The corpus used for this study is a combination of a corpus of contemporary 

Indian English, compiled in 2000, and relevant sections of ICE-India. The 

corpus consists of three spoken registers and eight written registers. The two 

corpora were combined to result in a corpus that best represented the English 

used in India, in terms of region, use, and user. The corpus and its registers are 

presented in Table 3. 

A few points need to be made here concerning the composition of the 

combined corpus and its contributors. These points will become relevant in the 

discussion of the results of the present study: 

 Except for two children who contributed to one conversation in the 

CCIE, the corpus contributors in the combined corpus were at least 18 

years old; 

 In the combined corpus, contributors to spoken and written academic 

English were the youngest, being mainly undergraduate university 

students. 
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Table 3 

The Corpus 

Mode Register Word 

Count 

Spoken Registers Conversational English 233,392 

Spoken Academic English 75,484 

Spoken News 98,074 

Written Registers Written News 447,546 

Written Academic English 120,000 

Business Correspondence 98,558 

Personal Correspondence 54,340 

Written Entertainment News 86,378 

Fiction 191,797 

Written Sports News 54,823 

Written Travel News 81,393 

 

Regional Variation 

English is undoubtedly the language used by educated people belonging to 

different  linguistic communities in India for communicating with each other 

like English is the medium of communication between an educated Tamil 

speaker from Chennai and an educated Kannada speaker from Bangalore, 

although both Chennai and Bangalore are cities in South India, a mere 214 

miles apart. Tamil and Kannada, although both belong to the Dravidian family 

of languages, are so different from each other that a Tamilian and Kannadiga 

are mutually unintelligible to each other, unless they switch to English for 

communication. 

The following features are discussed in this section: 

1.  Phonological‖ ―Dravidian Englishes‖ – Segmental level 

 Tamil English 

 Telugu English 

 Kannada English 

 Malayalam English 

 A few common features of ―Dravidian English‖ 

2.  Phonological – ―Indo-Aryan Englishes‖ – Segmental 

3.  Phonological – Dravidian and Indo-Aryan – Segmental 

4. Phonological – Dravidian and Indo-Aryan – Suprasegmental 

 

For each of these features, examples (which are presented below) are taken 

from the corpus. However, for each of the features discussed, no frequencies 

of any kind were obtained from the corpus. Naturally, since features discussed 

in this section include phonological variables, only the spoken corpus was 

used for this analysis. 
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Register Variation 

Register variation is addressed in this paper through a discussion of four 

grammatical features, often considered to be stereotypical features of Indian 

English, and their distribution across registers of the corpus. The features 

discussed as well as the methodology employed in each of the analyses are 

presented. 

 

1. Stative verbs in the progressive 

Stative verbs in the progressive were studied because in most early studies on 

Indian English, the presence of stative progressives is frequently mentioned. 

Kachru (1979) claimed that the  ―‗be+ing‘ verb constructions in Indian 

English violated the selectional restriction applicable to such constructions in 

the native varieties of English, where members of the sub-class of verbs such 

as hear and see do not occur in the progressive tenses‖ (p. 17). Mesthrie 

(2005), in a study of South African Indian English described what he stated as 

the ―well-known Indian English predilection for extension of progressive -ing 

to habitual and stative contexts‖ (p. 322). 

Biber et al. (1999) describe stative verbs as those that occur in the 

progressive less than 2% of the time. For the current analysis, 24 verbs were 

examined, that include verbs in Celce-Murcia and Larsen Freeman‘s (1983) 

five semantic categories: 

 Sensory perception 

 Mental perception 

 Emotion 

 Measurement 

 Relationship. 

 

For this analysis, Indian and non-Indian variants were identified. The non-

Indian variant included instances where any of the verbs studied might occur 

in the progressive in British or American English, that is, where the verb is 

used actively. The Indian variant, on the other hand, is a situation where the 

verb is not used actively, but occurs in the progressive. Examples of Indian 

and non-Indian variants include the following: 

 Indian: I am having a headache. 

 Non-Indian: I am having a party. 

 

For the current analysis, a concordancing program was used to generate 

KWIC  (Key Word In Context) concordance lines for all instances of the 

progressive occurrences of all the verbs if they were preceded (not necessarily 

immediately) by a form of ―be‖. These KWICs were then studied to 

differentiate between Indian and non-Indian instances. The Indian instances 
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were then counted across the different spoken and written registers. The 

proportion of non-Indian instances of the stative verbs was then obtained for 

each register. 

 

2. Progressive aspect verb phrases 

This feature was added to the initial list of features studied in 

Balasubramanian (2009) because of the results obtained from the analysis of 

stative verbs in a previous analysis (Rogers, 2001) of a section of the corpus. 

In this previous study, the proportion of progressive aspect verb phrases were 

compared to the proportion of perfect aspect verb phrases. This initial analysis 

revealed that progressive aspect verb phrases occurred more frequently in 

register of Indian English than they did in registers of British and American 

English (as detailed in Biber, 1999, in registers of British or American 

English, progressive aspect verb phrases occur slightly less frequently than do 

perfect aspect verb phrases). The results of this initial analysis also lent 

credence to Schmied‘s (1994) question of whether the frequency of 

progressives in general (and not merely stative verbs in the progressive) might 

lead one to believe that Indian English is characterized by the presence of 

stative progressives.  

 

3. Present perfect aspect verb phrases 

This analysis did not start with the identification of Indian and non-Indian 

variants; rather, the proportions of progressive aspect verb phrases versus 

verbs in the prefect aspect across registers were compared. Present perfect 

aspect verb phrases were also examined due to their frequent mention in 

previous literature on Indian English. Once again, present perfect aspect verb 

phrases were separated into Indian and non-Indian variants. Biber et al (1999) 

explain that in registers of British and American English, the present perfect 

occurs in clauses usually without an accompanying adverbial of time 

indicating that the action is complete. With accompanying adverbials of time, 

one usually finds simple past aspect verb phrases. The Indian and non-Indian 

variants, therefore, include: 

 Indian: I have been there last year. 

 Non-Indian: I have been there. 

 

For this analysis, a program was written that generated KWIC entries for 

every instance of the present perfect across the different registers of the 

corpus. Due to the enormous number of present perfect aspect verb phrases, 

only every tenth entry was analyzed for the written corpus, while every fifth 

entry was analyzed for the spoken corpus. 
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4. Article Use 

An examination of article use across registers of Indian English was prompted, 

as were the other features described in this study, by frequent mention on 

previous literature on Indian English. Sand (2004) says of article use in Indian 

English that ―typically we find reference to a ‗lack of articles‘ in descriptions 

of contact varieties like Indian English‖ (p. 286). While a detailed study of 

article use would include a description of article use and misuse, the current 

paper summarizes article use in three different linguistic environments: 

 The use/lack of articles before ordinal numbers 

 The use/absence of articles in the quantifiers a little, a lot of, a number 

of, and a few. 

 The absence of articles where needed in noun phrases 

 

For the first two analyses, KWIC concordance lines were generated of all 

ordinal numbers and the quantifiers being studied. KWICs with missing 

articles were then marked. For the third analysis, given the sheer volume of 

data, only registers of the spoken corpus were studied. A tagged corpus was 

used, and a program written to identify every 30
th

 noun phrase. Each noun 

phrase was then studied to identify situations where articles were missing.  

 

5. Age of user of Indian English 

Age of the user was not considered a variable for this study initially. The 

results of the register analysis in Balasubramanian (2009) revealed that age 

might indeed be a variable. In this paper, therefore, age is simply reported 

upon in the results section. 

 

Results 

 

Regional variation in Indian English 

This is a description of some of the regional differences in different varieties 

of Indian English just based on a phonological analysis. While it would have 

been interesting to investigate whether regional differences are manifested in 

non-phonological areas such as syntax, this was beyond the scope of this 

paper.  

The following section begins with a brief description of the sound system 

of what has been called General Indian English (GIE), described by Bansal 

and Harrison (1972) in their book Spoken English for India. It is more 

prescriptive than descriptive in nature, because there is NO one variety of 

English that can be described as Indian English in the same sense as we can 
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say American English or British English. The various Indian languages 

(Dravidian as well as Indo-Aryan) have such different phonological, syntactic 

and semantic systems and these exert such an influence on the English used by 

the speakers of these languages that it is sometimes very difficult to 

understand the English used by Indians who speak different mother tongues. 

There are, in fact, scores of varieties of Indian Englishes (like Tamil English, 

Telugu English, Kannada English, Malayalam English, Bihari English, 

Bengali English, Assamese English, Marathi English, to name just a few, 

based on the region of India where the English is used. 

 

Following this brief description of Bansal and Harrison‘s GIE, the paper 

presents differences in the phonological systems of the Englishes spoken in 

different parts of India, showing that there is significant regional variation in 

the English used in different parts of the subcontinent. 

The sound system of Bansal and Harrison‘s GIE is made up of eleven pure 

vowels, six diphthongal glides and 23 consonants. The vowels are —/i:/  //  

/e:/  /æ/  /a:/  //  /o:/  //  /u:/  /ə/  and /:/. See Table 4. 

 

Table 4 

The consonant system of GIE, according to Bansal and Harrison 

Place 

Manner 

Bilab- 

  ial 

Labio- 

dental 

dental alveolar Palato-

alveolar 

Palatal retroflex velar glottal 

          

Nasal m   n      

Plosive p b  t  d    ʈ  ɖ k  ɡ  

Affricate            

Fricative f   s  z           h 

Lateral    l      

Approxi- 

mant 

     j    

trill/tap    r      

 

Taken as a prescriptive model, this sound system will perhaps make the 

spoken English of Indians intelligible within India, if all Indian users of 

English learn this system and use it in their speech. However, given the vast 

differences among the phonological systems of the different Indian languages, 

this is not possible. 

Each linguistic region in India has its own variety of English, strongly 

marked by the phonological features of the language spoken in that region. To 

cite just a few examples,  the voiced alveolar fricative z doesn‘t exist in 

Malayalam (Malayalam is one of the four literary Dravidian languages spoken 

in the southernmost part of India, in a state called Kerala) and one always 

hears  su: (for  sue and  zoo  sŋk  (for sink and zinc) ,  ( for hiss and  
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his ) ,  (for  loose  and  lose ). To provide another example, Telugu 

(spoken by millions of people in the state of Andhra Pradesh, with Hyderabad 

as its capital) has no z either and Telugu speakers of English replace this 

phoneme with a  and pronounce zoo  as  du and  easy as  . 

 In the following section some of the phonological, morphological, 

syntactic and semantic features of different varieties of Indian English (based 

on region of use) are highlighted.  

 

[A]  Phonological” “Dravidian Englishes” – Segmental level 

(1)  Tamil English. 

This variety of English is characterized by the insertion of a semi-vowel on-

glide before words beginning with the short vowels ɪ and   . Thus we often 

hear in Tamil English examples like   aɪ  ji:ʈ  jegz  je   (I eat eggs 

every day.)  Further, Tamil speakers of English tend to use the retroflex 

plosives  ʈ and ɖ in place of the alveolar plosives t and  d, and substitute 

the labio-dental fricative  by the approximant . Further, doubling of 

medial consonants is a very common feature of Tamil English. 

The phonology of Tamil permits very few consonants in the word-final 

position (the consonants that do end Tamil words are the nasals m , n and 

the retroflex , the  alveolar and retroflex laterals l and , the retroflex 

approximant   and the alveolar tap . Plosives, affricates and fricatives 

never end Tamil words and so Tamil speakers of English, when they 

pronounce English words ending with consonants, tend to add an epenthetic 

vowel (and this is invariably the central close unrounded vowel . Thus we 

hear (for belt) ,  (for bulb)  (for ticket) ,  

(for pen ),  (for cup),  (for ball) , and so on. Interestingly, 

they double the final consonant of the English word before the insertion of the 

epenthetic  if the final consonant is not part of a cluster and if the vowel 

preceding it is short. If the vowel preceding the final consonant is long, or, if 

the word ends in a cluster of consonants, there is no lengthening or doubling 

of the consonant. Another surprising thing is that they add the epenthetic 

vowel even while pronouncing Tamil words that end in nasals, laterals, the 

retroflex approximant and the tap. 

 

(2) Telugu English. 

Telugu speakers of English replace the front open unrounded vowel æ by the 

back open rounded vowel  if the consonant preceding the vowel is one of 

the two affricates  or  . Strangely, colloquial varieties of Telugu do  

have a front open unrounded vowel which sounds very similar to the English 

æ and they use it when they pronounce Telugu words like mæk (goat) 
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and, very surprisingly,  (mat). A Telugu speaker, therefore, has a 

tʃt with his friend called  dk.  

Telugu words can end with just one consonant, and it is the bilabial nasal 

m. Two examples are  (uncooked rice) and   (the Tamil 

language). Often, in the Telugu speech of several native speakers of the 

language, the final  is elided and the preceding vowel is nasalized. So 

Telugu speakers tend to insert the back rounded vowel ʊ when they 

pronounce English words like pen, cup, hat, and jug.  

 

(3)  Kannada English. 

The phonology of Kannada does not permit any consonant sound to end words 

and all Kannada speakers of English, in their spontaneous speech, pronounce 

English words like book, pen, cup, wheat, etc., with the vowel ʊ at the end. 

 

(4) Malayalam English. 

The most noticeable feature of Malayalam English is the substitution of voiced 

plosives for voiceless plosives when the latter are preceded by nasal 

consonants. Thus a Malayalam speaker goes to the    to worship God, 

his mother‘s sister is his  and  his father‘s brother is his/. 

Intervocalic n is pronounced  by Malayalam speakers of English, when 

the orthographic representation of such words is a single letter < n >. Words 

with orthographic doubled < nn > are pronounced with a geminated  n. Thus 

money  is pronounced  and  funny is pronounced  /.  

 

(5)  A few common features among Dravidian Englishes. 

Telugu, Kannada and Malayalam have aspirated and unaspirated voiceless  

plosives as distinct phonemes (Tamil has no aspirated plosives at all). In fact 

the aspirated and unaspirated plosive sounds in different places of articulation 

have separate orthographic symbols. This results in the speakers of Dravidian 

languages not aspirating the voiceless plosives in English words, when these 

plosives begin accented syllables and several native speakers of English hear 

the unaspirated voiceless plosives as voiced plosives. 

The voiceless and voiced dental fricatives θ and  ð do not have 

phonemic status in any of the four major  literary Dravidian languages. ð 

with weak friction does occur in Tamil and Telugu, but it has an allophonic 

status in these two languages. This results in the dental fricatives in English 

words being replaced by the aspirated voiceless dental plosive th by Telugu, 

Kannada and Malayalam speakers and by the unaspirated voiceless dental 

plosive t by Tamil speakers. 
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The alveolar lateral l  in English words is replaced by the retroflex lateral 

 by speakers of Tamil and Telugu, when it occurs as a syllabic consonant 

and when the vowel preceding it is the central long  vowel ɜ:. Thus we hear 

the retroflex lateral in words like single, simple, double, etc., (where it is a 

syllabic consonant) and in words like pearl, girl, early, etc., where it is 

preceded by the long central vowel  . Telugu and Kannada speakers insert 

a vowel before syllabic l. Thus we hear   and   in 

Kannada English and  and   in Telugu English. 

 

[B]     Phonological – “Indo-Aryan Englishes” – Segmental 

Certain dialects of Hindi, Marathi, Oriya and Assamese do not make the 

distinction between the two fricative sounds s and  ʃ– these two sounds 

occur as free variants in certain of these dialects and in certain other dialects 

one of the two sounds does not occur at all. Thus minimal pairs like see and 

she, sip and ship, save and shave, ass and ash, son/sun and shun are confused 

one for the other in the English speech of native speakers of these dialects, 

resulting in their English being unintelligible. 

Certain Indian languages — particularly those spoken in eastern India like 

Bengali, Oriya, Assamese, etc., don‘t make the distinction (particularly the 

quantitative distinction) between i:  and  ɪ and so there is confusion between 

pairs like leak and lick, seat and sit, bean and bin, neat and knit, etc. Inability 

to make this vowel distinction leads not only to unintelligibility, but even 

acute embarrassment. 

Bengali has no v in its sound system, nor has it the central vowel . 

Speakers of  Bengali use b for  v in their English speech and  for  , 

thus obliterating the distinction between pairs like  ban and van, bet and vet, 

bard and bird, card and curd, etc. 

Marathi abounds in sounds articulated with breathy voice (murmured 

sounds). Other Indo-Aryan languages and three of the four literary Dravidian 

languages (Telugu, Malayalam and Kannada) have breathy voiced plosives. 

Researchers  on the linguistics and phonetics of these languages 

(Krishnamurthy, 2003) call them aspirated voiced plosives), but Marathi has a 

murmured labio-dental approximant  which Marathi speakers use when 

they pronounce words like van, village and vet. 

Punjabi speakers replace  by    and it is not uncommon to hear a 

Punjabi say I shall have tea with you with  and I shall  it 

at my   (I shall measure it at my leisure.). Punjabis pronounce lawyer 

as . 

Indo-Aryan languages spoken in India don‘t have the short vowel e and 

they replace by a longer version of the vowel e:. Thus head is pronounced 
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he: . But the problem is further complicated by the fact that they replace the 

diphthong  by the long vowel e: as well and pronounce both pen and pain 

as  pn. Speakers of Indo-Aryan languages in India find it virtually 

impossible to pronounce consonant clusters both in syllable-initial and in 

syllable-final positions. Thus school and speak are pronounced  and 

 respectively and ox and box are pronounced  and  

respectively. 

 

(C)  Phonological - Dravidian and Indo-Aryan – Segmental 

The sound systems of most Indian languages (Dravidian as well as Indo-

Aryan) have the retroflex plosives  and   (Malayalam is the one 

language, to our knowledge which has both the alveolar plosive t and the 

retroflex plosive , each with phonemic status, but even Malayalam has no 

alveolar d. So the tendency (and a strong one it is) on the part of Indian 

speakers of English is to substitute the alveolar plosives by retroflex plosives 

which certainly creates problems of unintelligibility to a non-Indian listener. 

The phonology of several Indian languages permits consonants to occur 

single and geminated in word-medial, intervocalic positions. Thus  is 

father in Hindi and  is dog.  is  fruit in literary Tamil and 

  is virgin. Speakers of Indian languages, therefore, have the tendency 

to geminate medial consonants when they speak English, when the 

orthography represents such sounds with doubled letters. Thus summer, 

cunning, rubber, beggar are pronounced with geminated consonants 

 

Variation based on register 

Having discussed, in some detail, regional variation within Indian English, we 

now turn to our second source of variation: register. In this section, the 

following grammatical features are discussed: (1) Stative verbs in the 

progressive; (2) Progressive aspect verb phrases; (3) Present Perfect aspect 

verb phrases; and (4) Article use. 

These four features were studied, as mentioned earlier, because of their 

frequent mention in previous literature on Indian English, although, as 

previously stated, these features rarely subjected to a study on register 

variation. 

1. Stative verbs in  the progressive 

Table 5 below shows the distribution of stative verbs in the progressive aspect 

across the different spoken and written registers of the corpus. Table 5 shows 

example of sentences from the different registers; if most of the Indian 

instances came from one or two files, this is made note of as possibly being 
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idiosyncratic on the part of one or two users as opposed to a register 

characteristic. 

 

Table 5 

Stative progressives across registers of Indian English 

Mode Register Total # of 

verbs 

studied 

# of 

instances of 

Stative 

Progressives 

% Indian 

Occurrences 

S
p
o
k
en

 Conversational English 272 23 8.4% 

Spoken Academic 

English 

134 29 21.6% 

Spoken News 77 12 15.6% 

W
ri

tt
en

 

Written News 501 2 0.39% 

Written Academic 

English 

51 17 33.3% 

Fiction 316 6 1.8% 

Written Entertainment 

News 

109 0 0 

Business 

Correspondence 

117 2 1.7% 

Personal 

Correspondence 

41 3 7.3% 

Written Sports News 58 0 0 

Travel Writing 43 3 7.9% 

 

  

Example sentences: 

 Both of them are having exams. (Conversational English) 

 I mean till seventh standard I was having Hindi as second language. 

(Conversational English) 

 Yes, village sceneries we are having. (Conversational English) 

 I am saying we are having inverse noise filter. (Spoken Academic 

English) 

 What testing should be applied will be having a definite structure. 

(Spoken Academic English)  

 India and the United States are having good bilateral relations. 

(Spoken News) 

 It was also having parleys on how to reduce nuclear dangers till its 

objective was realized. (Written news) 
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 The employees or workers will not be knowing why business is carried 

out. (Written Academic English) 

 The adult is having clubbed antenna. (Written Academic English) 

 Tell me where Kavita has gone; you must be knowing. (Fiction) 

 I am thinking one generation has passed away. (Fiction) 

 He is sincere, hard-working, and having polite behavior with teachers. 

(Business Correspondence) 

 Three, those who are not understanding the above facts…. (Business 

Correspondence) 

 … Dr. Shantibhai Somaiya who is having a sugar factory in Karnataka. 

(Personal Correspondence) 

 Few selected international carriers are also having their flights to the 

city. (Travel Writing) 

 

Several patterns emerge from the data in Table 5. Firstly, the spoken 

registers, in general, have higher frequencies of Indian stative verb usages than 

do the written registers, with 8.4% in Conversational English, 21.6% in 

Spoken Academic English, and 15.6% in Spoken News. The relatively high 

frequency of this structure in Conversational English is not surprising given 

the informality of the register. Innovations in a new English (as shown in the 

study of many new Englishes) begin with the more informal registers. The 

idea of informality contributing to greater ―Indianness‖ is supported by the 

relatively high frequencies of stative progressives in Personal Correspondence 

and Travel Writing, too. Both these registers lie on the informal side of the 

scale among the written registers. 

Probably the most surprising results of this analysis are the high 

frequencies of stative progressives in the two academic registers – both spoken 

and written. As pointed out earlier, these registers have the youngest 

contributors of Indian English to the corpus. This finding will not be discussed 

here, but will be discussed in a section on Age of User below. 

 

2. Progressive aspect verb phrases 

As mentioned earlier, this analysis was conducted to determine whether 

progressive aspect verb phrases in general (as opposed to just stative 

progressives) occurred more frequently than other verb phrases in registers of 

Indian English. Further, as mentioned earlier, as described in Biber et al 

(1999), in registers of British and American English, progressive aspect verb 

phrases occur slightly less frequently than do perfect aspect verb phrases. 

Figures 1 and 2 below show the distributions of progressive and perfect aspect 

verb phrases in the written and spoken registers of the Indian corpus. 
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Figure 1. Progressive aspect verb phrases in written registers 

 

Figure 1 shows that similar to British and American English, perfect aspect 

verb phrases are more common in Business Correspondence, Personal 

Correspondence, Written Academic English and Written News. In Fiction, 

Written Entertainment News, Sports News, and Travel Writing, however, 

progressive aspect verb phrases are considerably more frequent.  Figure 2 

reveals that the progressive occurs much more frequently in all spoken 

registers of Indian English except Spoken News. Further, the difference 

between the frequencies of the perfect and progressive aspects is substantial. 

The following points can be concluded at this stage: 

 In many written registers of Indian English, the progressive aspect is 

more common than the perfect aspect. This is different from British 

and American English.  

 As with the analysis of the stative progressives, one might associate the 

incidence of ―Indian‖ features (in this case, a high proportion of 

progressives in general) with informality. In Fiction, most of the 

examples (as presented below) were found in dialogue and not 

narrative. Written Entertainment News is, necessarily, more informal 

than any other forms of written news, as are Sports News and Travel 

Writing. 

 With the spoken registers, the results obtained in the previous analysis 

are supported here; one might conclude, therefore, that innovation does 

originate in the spoken registers. 
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 The seeming incongruence of the results of this analysis in Written 

Academic English with the results obtained in the previous analysis 

will be commented upon in the section on Age of User below. 

 

Example sentences with progressive aspect verb phrases (where in another 

variety like British or American English, one might expect another type of 

verb phrase) are provided in Figure 2. As before, examples are taken from 

different files in the different registers. 

REGISTER

spsportsspnew sspacadconveng

M
e

a
n

18000

16000

14000

12000

10000

8000

6000

4000

2000

PROGRESS

PERFECT

 

Figure 2. Progressive aspect verb phrases in spoken registers 

 

Examples of Progressive aspect verb phrases: 

 So you know you just learn Hindi in Hindi class, but the rest of the 

time you were learning in English. (Conversational English) 

 No what he might be meaning is that in television channel, if there is 

no voice from other side, you feel like the channel is broken. 

 And I saw, present I am seeing present day the motive of scientist only 

to publish paper. (Spoken Academic English) 

 I say, ―Dear wife, if I keep this paper aside now, will I have the 

opportunity of even glancing at it? Don‘t you know that this chariot 

called our family is moving on smoothly only because I am sweating 

all the time with the hard work?‖ (Fiction) 

 I remove the cow head, place it securely in the secret basket and hang 

the horse head on my head. I take the pocket mirror and look at my 

image. The horse head is sitting tenderly, delicately and elegantly on 

my shoulders. (Fiction, The Masquerade) 
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 Holding my head in my hand, I was sitting on my bed for a long time. 

My mind was bubbling with laughter, but there was no smile on my 

face. (Fiction; The Profession) 

 Those four were sitting with their eyes glued to the television screen. 

(Fiction; The News 

 

Postulating possible reasons for the occurrence of the progressive aspect verb 

phrases as opposed to another type of verb phrase is beyond the scope of this 

paper; however, it would make an interesting future study. 

 

3. Present perfect aspect verb phrases 

Table 6 shows the distribution of ―Indian‖ present perfect aspect verb phrases 

across registers of the Indian corpus. As with the previous two analyses 

discussed so far, it is clear that the Indian present perfect occurs most 

frequently in Conversational English. This is followed by Written 

Entertainment News and Personal Correspondence, which, as noted earlier, are 

informal written register. Once again, from Table 6, it is clear that Academic 

English, both spoken and written, have, perhaps surprisingly, high frequencies 

of the Indian feature. As mentioned earlier, this will be discussed in the 

section on Age of User below. 

 

Table 6 

Indian present perfect across registers of Indian English 

 

Mode Register Total 

Present 

Perfect 

Analyzed 

# of 

―Indian‖ 

Present 

Perfect 

% 

―Indian‖ 

instances 

S
p
o
k
en

 

Conversational English 501 28 5.6% 

Spoken Academic English 112 4 3.6% 

Spoken News 1119 22 1.9% 

W
ri

tt
en

 

Written News 605 4 0.66% 

Written Academic English 584 7 1.2% 

Fiction 124 1 0.8% 

Written Entertainment News 78 3 3.84% 

Business Correspondence 609 4 0.66% 

Personal Correspondence 498 7 1.4% 

Written Sports News 292 0 0 

Travel Writing 291 3 1.03% 
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Example sentences: 

 So today morning she has sent a mail. (Conversational English) 

 And I have obtained some training when I was in England. 

(Conversational English) 

 Few months back, I‘ve been to Baroda. (Conversational English) 

 In one of the recent All India Radio programs I couldn‘t attend, I have 

given one slogan to all the teachers. (Spoken Academic English) 

 High Court has delivered a verdict last month. (Spoken News) 

 Recently, the honorable prime minister of Nepal has visited our country. 

(Spoken News) 

 Recently she has done her airlines course and would like to do some 

modeling in the future. (Written News) 

 In the 15
th

 century, the progress of science has been phenomenal. (Written 

Academic English) 

 Twinkle has looked extremely good in the film, but the discerning eye can 

notice a subtle lack of chemistry… (Written Entertainment News) 

 In July 1996 we have started both BJC and MJC classes (Business 

Correspondence) 

 Mummy and daddy have gone to Tirupati with Bajja auntie this morning. 

(Personal Correspondence) 

 I have finished my doctorate on 4
th

 of November. (Personal 

Correspondence) 

 Adhi Shankaracharya, one of the greatest gurus of India, has established 

his ashram here (Travel Writing) 

 

4. Article Use 

Table 7 above shows the distribution of linguistic environments with missing 

articles across registers of Indian English. As is evident from Table 7, once 

again, we note that the more informal registers have a greater number of 

missing articles than do the more formal registers. In Conversational English, 

articles were lacking in 17.5% of the linguistic environments analyzed. 

Among the written registers, the more informal ones such as Travel Writing 

and Personal Correspondence also had a large proportion of missing articles. 

Table 6, once again, also reveals the patterns identified in the other analyses 

reported so far with respect to the ―Indianness‖ of Academic English, both 

written and spoken.  While spoken academic English had missing articles in 

10.8% of the linguistic environments studied, Written Academic English had 

missing articles in 2.1% of the environments studied.  As mentioned earlier, 

this is discussed in the section on Age of User below. Following is a list of 

sentences from the different registers with missing articles. 

 I scratched in the other hole and found lot of badami fruits inside. 

(Fiction) 
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 You know it has lot of layers. (Spoken News) 

 I mean government is giving lot of importance, support, and funding. 

(Spoken Academic English) 

 Few months back I‘ve been to Baroda. (Conversational English). 

 Do you think winning maximum number of seats should be your 

priority? (Conversational English) 

 Although lot of important features have been introduced… (Written 

Academic English) 

 Tell me if you can shift by few days. (Personal Correspondence) 

 It‘s a fiery red chutney, red chilies, little garlic, amchur powder… 

(Travel Writing) 

 

Table 7 

Missing articles across registers of Indian English 

Mode Register Total # 

linguistic 

environments 

examined for 

article usage 

# linguistic 

environments 

with missing 

articles 

% linguistic 

environments 

with missing 

articles 

S
p
o
k
en

 

Conversational 

English 

1336 234 17.5% 

Spoken Academic 

English 

897 97 10.8% 

Spoken News 1002 57 5.7% 

W
ri

tt
en

 

Written News 953 25 2.6% 

Written Academic 

English 

298 63 21.1% 

Fiction 148 6 4.1% 

Written 

Entertainment News 

 

254 

 

2 

 

0.78% 

Business 

Correspondence 

223 9 4.0% 

Personal 

Correspondence 

115 22 19.1% 

Written Sports 231 1 0.4% 

Travel Writing 203 28 13.8% 
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Age of User 

 

Table 8 

Distribution of Indian features in Registers of Indian English (in percentage) 

Mode Registers Stative 

Verbs 

Past 

Perfect 

Present 

Perfect 

Missing 

Articles 

Existential 

―There‖ 

Spoken 

Registers 

Conv. 

Eng 

8.4 21.4 5.6 17.5 16.1 

Sp. Acad 21.6 1.4 3.6 10.8 18.5 

Sp. News 15.5 3.0 1.9 5.7 8.3 

Written 

Registers 

Wr. 

News 

0.39 2.2 0.66 2.6 0.7 

Wr. Acad 33.3 0 1.2 21.1 2.4 

Bus.Corr 1.7 6.25 0.66 4.0 0.5 

Pers.Corr 7.3 3.9 1.4 19.1 5.6 

Wr. Ent 0 5.9 3.84 0.78 2.2 

Fiction 1.8 4.8 0.8 4.1 1.6 

Wr. 

Sports 

0 1.02 0 0.4 1.3 

Wr. 

Travel 

7.9 2.7 1.03 13.8 1.7 

 

Table 8 summarizes all the findings that are reported in this study. A 

glance at Table 8 indicates the frequency with which Indian features occur in 

informal registers such as Conversational English and the relative infrequency 

of Indian features in more formal written registers such as Written News. 

Conversational English and Written News, then, can be considered to be on 

opposite ends of a spectrum of a range of Indian Englishes. The more formal 

varieties more closely resemble the traditional ―native‖ varieties, while the 

less formal registers have undergone different differing degrees of Schneider‘s 

(2003) Nativization. In other words, nativization starts in the more informal, 

less scripted registers. Further, in these more informal registers, Indian 

features tend to cluster together.  

The results of this study indicate, however, that a range of factors 

contribute to the Indianness of Indian English, and register is just one of them. 

Table 8 indicates the relative frequency of Indian features in Academic 

English, both spoken and written. As mentioned earlier, this finding might be 

considered surprising given the assumed formality of academic English. A 

factor that accounts for this surprising finding is the fact that of all the corpus 

contributors, those that contributed to the two academic English registers were 

the youngest. They were mostly university students between the ages of 18 

and 22, while the other contributors were older than 30. The results of this 
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study, then, suggest that the younger the user of Indian English, the greater the 

frequency of Indian features. Naturally, these results will need to be confirmed 

with the analysis of a much larger corpus at a future time. Currently, however, 

this preliminary result is interesting, as it suggests that the innovations that 

originated in informal conversational English (where, one might argue, the 

identity of Indian English begins to form), they are spreading to the more 

formal registers by younger users of the language, those who grew up with an 

Indian variety of English as the norm. This ―adoption and acceptance of an 

indigenous linguistic norm, supported by a new locally rooted self-

confidence‖ (Schneider, 2003, p. 249) indicates that the English in India has at 

least entered the Endonormative Phase. 

 

Conclusion and Implications 

The analyses presented in this study show that there are three distinct sources 

of variation in the English spoken and written in India: region, register, and 

age of user.  Further Table 8 shows that no one Indian feature is characteristic 

of any particular register. In other words, a register like Conversational 

English, where one could surmise the Indianness originates from, is 

characterized by many Indian features. This study has shown perhaps 

pointedly that, both phonologically and grammatically, the English used in 

India is definitely distinct from other varieties like British and American 

English. The study has also revealed that the English used in India is far from 

homogeneous; rather, it represents a cluster of varieties. Spoken Indian 

English, as revealed by the analyses in this study, are more full of Indianisms, 

while the written registers of Indian English are slightly more subtly different 

from British and American English. Perhaps one of the most important 

findings reported in this study is that register (and region) are not the only 

source of variation – and that age of user is, too. This study has revealed that 

younger users of English use more Indianisms even in traditionally more 

formal spoken and written registers. The English used in India, has, therefore, 

evolved beyond the Schneider‘s Nativization phase, and has definitely entered 

the Endonormative Stabilization phase. 

Based on the results of this study, one perhaps needs to revisit Kachru‘s 

Concentric Circles. Kachru‘s initial model of the Inner Core, the Outer Core 

and the Expanding Core does not account for any variation within an 

international English. A revised model, then, could look like Figure 3: 
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Figure 3. New model for concentric circles 

 

In this model, the educated speakers of the Inner Core use a variety of 

English, both spoken and written, which most closely resembles more 

traditional ―native‖ varieties. These speakers are those who grew up with a 

definite external norm, and whose English is the Schneider‘s first two phases– 

Foundation and Exonormative Stabilization. The Indianness of the English in 

the Inner Circle is more likely due to phonological features than to lexical or 

grammatical features. Speakers in the new Outer Core are those who are in 

transition; while many still have an external norm, the English they use is 

becoming more Indianized (Schneider‘s Nativization), to use Kachru‘s (1983) 

term. The Expanding Circle, however, represents younger users of Indian 

English, those whose English has definitely become Nativized, and is further 

evolving into a more distinct and differentiated varieties– i.e., a variety which 

shows internal variation, much as any more traditionally ―native‖ variety does. 

This new model, while constructed based on the study of variation in the 

English used in India, could serve as a model for enhancing our understanding 

of the principles that underlie language variation, contact, and change. 

 

References 

Agheyisi, R. (1988). The standardization of Nigerian pidgin English. English 

World Wide, 9(2), 227-241. 

Agnihotri, R. K., & Khanna, A. L. (1984). Evaluating the readability of school 

textbooks: An Indian study. Journal of Reading, 35(4), 282-88.  

Bakshi, R. K. (1991). Indian English. English Today, 7, 3(27), 43-46. 

Banjo, A. (1997). Aspects of the syntax of Nigerian English. In E. Schneider 

(Ed.). Englishes Around the World, 2, Caribbean, Africa, Asia, Autralasia. 

Studies in Honor of Manfred Gorlach. Amsterdam: John Benjamins. 

Bansal, R. K. (1976). The intelligibility of Indian English. Eric Document # 

108284. 



 

54 

 

Bansal, R. K., & Harrison, J. B. (1972). Spoken English for India. Orient: 

Longman.  

Barbieri, F. (2007). Older men and younger women: A corpus-based study of 

quotative use in American English. English World Wide, 28(1), 23-45. 

Bauer, L. (1989). The verb have in New Zealand English. English World 

Wide, 10(1), 69-83. 

Baumgardner, R. (1996). Pakistani English: Acceptability and the norm. 

World Englishes, 14(2), 261-271. 

Biber, D. (1988). Vatiation across speech and writing. Cambridge: Cambridge 

University Press. 

Biber, D. (1990). Methodological issues regarding corpus-based analyses of 

linguistic variation. Literary and Linguistic Computing, 5, 257-268. 

Biber, D. (1993). Representativeness in corpus design. Literary and Linguistic 

Computing, 8(4), 243-257.  

Biber, D., & Finegan, E. (1991). On the exploitation of computerized corpora 

in variation studies. In K. Aijmer & B. Altenberg (Eds.), English Corpus 

Linguistics (pp. 204-220). London: Longman. 

Biber, D., Johansson, S., Leech, G., Conrad, S., & Finegan, E.(1999). 

Longman grammar of spoken and written English. London: Longman. 

Collins, P. (2007). Can/could and may/might in British, American, and 

Australian English: A corpus-based account. World Englishes, 26(4), 474-

491. 

Crystal, D. (1997). The Cambridge encyclopedia of the English language. 

Cambridge: Cambridge University Press. 

Crystal, D. (2003). English as a global language. Cambridge. Cambridge 

University Press. 

Ersson, E. O., & Shaw, P. (2003). Verb complementation patterns in Indian 

standard English. English World-Wide, 24(2), 137-161. 

Estling, M. (1999). Going out (of) the window. English Today, 59, 22-27. 

Gisborne, N. (2000). Relative clauses in Hong Kong English. World 

Englishes, 19(3), 357-371. 

Greenbaum, S. (1991). ICE: The International Corpus of English. English 

Today, 28, 3–7. 

Greenbaum, S. (Ed.) (1996). Comparing English worldwide: The 

International Corpus of English. Oxford: Clarendon Press. 



 

55 

 

Hosali, P. (1991). Some syntactic and lexico-semantic features of an Indian 

variant of English. Central Institute of English and Foreign Languages 

Bulletin, 3(1-2), 65-83. 

Jenkins, J. (2003). World Englishes. New York: Routledge. 

Kachru, B. B. (1979). The Englishization of Hindi: Language rivalry and 

language change. In I. Rauch & C. F. Carr (Eds.), Linguistic method: 

Essays in Honor of Herbert Penzl (pp. 199-221). The Hague: Mouton. 

Kachru, B. B. (1983). The Indianization of English: The English language in 

India. New York: Oxford University Press. 

Kachru, B. (1994). Englishization and contact linguistics. World Englishes, 

13, 135-154. 

Kachru, B. (1992). The other tongue. Urbana: University of Illinois Press. 

Kachru, B. (1986). The alchemy of English. Oxford: Pergamon. 

Krishnamurthy, B. (2003). The Dravidian languages. Cambridge: Cambridge 

University Press. 

Lange, C. (2007). Focus marking in Indian English. English World Wide, 

28(1), 89-118. 

Leitner, G. (1991). The Kohlapur corpus of Indian English– Intravarietal 

description and/or intervarietal comparison. In S. Johansson & A. 

Stenstrom (Eds.), English corpus linguistics: A selection of papers and 

research guide. (pp. 215-232). Berlin: Mouton de Gruyter. 

Mukherjee, J., & Hoffman, S. (2007). Ditransitive verbs in Indian English and 

British English: A corpus-linguistic study. AAA, Arbeiten aus Anglistik 

und Amerikanistik, 32(1), 5-24. 

Peters. P. (1998).The survival of the subjunctive: Evidence of its use in 

Australia and elsewhere. English World Wide 19, 87-103. 

Sand, A. (2004). Shared morpho-syntactic features in contact varieties of 

English: Article use. World Englishes, 23(2), 281-298. 

Schmied, J. (1994). Syntactic style variation in Indian English. Anglistentag 

1993 Eichstatt: Proceedings, 217-232.  

Schneider, E. (2004). How to trace structural nativization: Particle verbs in 

World Englishes. World Englishes, 23(2), 227-249. 

Schneider, E. (2003). The dynamics of new Englishes: From identity 

construction to dialect birth. Language, 79(2), 233-281. 

Sharma, D. (2005). Language transfer and discourse universals in Indian 

English article use. Studies in Second Language Acquisition, 27(4), 535-

566. 



 

56 

 

Shastri, S. V. (1996). Using computer corpora in the description of language 

with special reference to complementation in Indian English. In 

R.Baumgardner (Ed.), South Asian English: Structure, Use, and Users (pp. 

70-81). Urbana: University of Illinois Press. 

Shekar, C., & Hedge, M. N. (1996). Cultural and linguistic diversity among 

Asian Indians: A case of Indian English. Topics in Language Disorders, 

16(4), 54-64. 

Singh, R., D‘Souza, J., Mohan, K. P., & Prabhu, N. S. (1995) On ‗new/non-

native‘ Englishes: A quartet. Journal of Pragmatics, 24(3), 283–294. 

Skandera, P. (1999). What do we really know about Kenyan English? A pilot 

study in research methodology. English World Wide, 20, 217-236. 

Starks, D., Christie, J., & Thompson, L. (2007). Niuean English: Initial 

insights into an emerging variety. English World Wide, 28, 133-146. 

Verma, S. (1980). Swadeshi English: Form and functions. Indian Linguistics, 

41(2), 73-84. 

Walker, J. (2007). There‘s bears back there: Plural existentials and vernacular 

universals in Quebec English. English World Wide, 28(2), 147-166. 

 

Note on Contributors 

Dr. Chandrika Balasubramanian is an associate professor of Applied 

Linguistics and Director of the Graduate TESOL Programs at Western 

Carolina University, North Carolina, USA. She is a sociolinguist and a 

grammarian, and has published widely on World Englishes.  Her publications 

include the monograph "Register Variation in Indian English" (John 

Benjamins). Email contact: crogers@wcu.edu    

Dr. T. Balasubramanian, an associate professor of English at Sultan Qaboos 

University, Muscat, Oman, is a widely-published phonetician of the Edinburgh 

school. He is the author of two books (Macmillan India) and editor of two 

volumes (TR Publications, Chennai), about 25 papers in refereed journals 

(Journal of Phonetics, JIPA, etc.) He has works cited by internationally 

renowned scholars like the late Prof. Peter Ladefoged (UCLA), Prof. Ian 

Maddieson (UCLA), Prof. John Laver (Edinburgh) and Dr Eleanor Keane 

(Oxford). Email contact: doctorbala2000@yahoo.co.uk  

mailto:crogers@wcu.edu
mailto:doctorbala2000@yahoo.co.uk


 

57 

 

 

An Experimental Study on ELF Pronunciation Integrating a 

Language Awareness Component  

 

Pedro Luis Luchini 

Universidad CAECE Sede Mar del Plata, Argentina 

 

Abstract 

The purpose of this study is to evaluate the effect of an ELF consciousness-raising 

task on the development of a group of 21 Spanish-L1‘s trainee pronunciation. The 

results of this investigation were later compared with those coming from another 

group of pre-service trainees who did not receive this treatment. Both groups 

worked under similar conditions and were homogenous in that they shared some 

common characteristics. Oral test grades and an evaluative questionnaire were 

used as instruments for data collection. On comparing both groups‘ results, it was 

observed that after having completed the ELF task, the experimental group gained 

more accuracy in their speech than the students in the control group. It can 

therefore be claimed that tasks on ELF that promote noticing and consciousness-

raising of this type promote pronunciation awareness and phonological accuracy. 

Based on this experimental study, some avenues for further investigation in the 

area are proposed.  

Keywords: ELF, pronunciation teaching, language awareness 

 

Introduction  

Nowadays, over 1.5 billion non-native speakers (NNSs henceforth) around the world 

employ English as a language of international communication (Crystal, 1997; Kachru, 

1992). In effect, this number will eventually reach around 2 billion in the next 20 years 

(Graddol, 2006). This global use of English is often referred to as English as Lingua 

Franca (ELF) (Jenkins, 2000, 2007; Jenkins, Cogo & Dewey, 2011; Seidelhofer, 

2001; Walker, 2001, 2010). Given this context of situation, the ubiquitous use of ELF 

oftentimes brings about special communication difficulties among its users in 

interactions between English native speakers (NSs henceforth) – NNSs and, in 

particular, NNSs-NNSs. These communicational problems are predominantly the 

result of mutual phonological unintelligibility. When NNSs -whose L1s (first 

languages) are different from one another - interact in L2, they continually retain some 

L1 deviant or non-standard 
1
 phonological forms that may cause a breakdown in 

communication.  

From a methodological perspective, this apparent pedagogical need to 

develop learners‘ pronunciation skills to guarantee global phonological 



 

58 

 

intelligibility has generated some kind of discombobulation as to what goals, 

models and methodology teachers should use. The purpose of this study is to 

evaluate and compare the results of two groups of pre-service Spanish L1-

trainees vis-à-vis the development of their pronunciation skills. These learners 

were enrolled in Discurso Oral II (henceforth, DOII), a pronunciation course 

taught at the Teacher Training Program, Universidad Nacional de Mar del 

Plata in Argentina. The students were arranged in two groups (A & B) and 

taught at different times. While both groups received the same type of formal 

instruction, they differed in that group A was asked to complete a 

consciousness-raising exploratory task on ELF. This information is provided 

in the first part of the paper. In the next section, data sources are described. 

They consist of oral test term grades and an evaluative questionnaire. Based 

on the findings obtained, in the last section, some pedagogical considerations 

are discussed.  

 

Literature review  

For the last two decades, English has turned out to be the language of the daily 

lives of people around the world interacting in politics, commerce and 

education. Given its global spread, English has thus become a central focus of 

attention for some researchers in the field of applied linguistics (Seidlhoffer, 

2001), and, particularly, in pronunciation teaching.  

Presently, the number of NNSs outweighs the number of NSs (Graddol, 

1999). Even though NSs have long been conferred a distinctive status, the 

growth of English as a global language and the emergence of New Englishes, 

as well as the English as a Lingua Franca (ELF henceforth) movement 

(Jenkins 2000, 2006, 2007, Seidlhofer, 2001; Walker, 2001, 2010) have 

somehow challenged the idea of the centrality of the NS (e.g., Graddol 1997, 

1999, Modiano 1999). Because most English speakers today are NNSs and 

communication in English happens chiefly between NNSs (e.g. Crystal 2003; 

Graddol 1997), mutual phonological intelligibility should be guaranteed. One 

potential way to achieve this would be to identify what all L2 varieties have in 

common, that is, a Lingua Franca Core (LFC), and to work on it, given that 

acceptance of such a variety is dependent on establishing a foundation to 

safeguard mutual intelligibility (Jenkins, 1998, 2000).  

In her LFC, Jenkins (2000) provides a set of phonological 

recommendations to help NNSs - whose L1s are different - attain global 

intelligibility. This influential researcher proposes a distinction between what 

she terms the core and the non-core features of pronunciation. The core 

features include: distinguishing between short and long vowels of English, as 

well as between voiced and voiceless stops; preserving rather than simplifying 

initial consonant clusters; and the use of tonic stress. Non-core features, the 

(correct or native-like) use or non-use of which makes no difference to 

understanding according to Jenkins include: the fricatives /ð/ and /θ/; the so-
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called dark l; vowel quality (as long as non-native vowels are used 

consistently); weak forms and other features of connected speech, especially 

assimilation; as well as word stress, pitch movement, and stress timing. 

Regarding the current status of ELF, much discussion has centered on the 

issue of ELF pronunciation teaching (Jenkins, 2006, 2007; Kirkpatrick, 2006; 

McKay, 2003a, 2003b; Seidlhofer; 1999). These discussions underlined the 

need to reexamine some shared pedagogical assumptions.  Phonological 

awareness is a construct, which is measured by how well learners can focus on 

the structure of the L2 system, in particular, the phonology (Venkatagiri & 

Levis, 2007). Teachers and methodologists constantly undervalue the fact that 

explicit teaching of the L2 phonological system facilitates and accelerates the 

learning process of specific phonological forms. For the last 30 years or so, the 

advent of communicative approaches for the teaching of EFL has highlighted 

the importance of learners‘ communicative competence. To develop this 

communicative competence, L2 learners need to develop appropriate 

pronunciation skills to interact comfortably with NSs or with other NNSs. 

Nonetheless, this manifest need to improve learners‘ pronunciation to become 

more intelligible has brought about some disconcert among some teachers and 

researchers regarding the goals, models, approaches and assessment 

procedures that should be used.   

The use of a traditional methodology for teaching English pronunciation, 

for instance, based on drilling and mechanical exercises, reveals that many 

learners retain some unpredicted phonological forms when they communicate 

in L2, a predicament that oftentimes jeopardizes communication. This implies 

a need to generate a change in methodology towards more communicative 

approaches whereby tasks function as a central focus in a supportive and 

natural context for language study (Long & Robinson, 1998; Skehan, 2002). 

To attain this level of mutual intelligibility, learners should be exposed to a 

balanced combination of tasks that integrate a focus on form (FoF henceforth) 

with tasks that incorporate a focus on meaning (FoM henceforth). This 

amalgamation of task-types seems to provide learners with a suitable and 

comprehensible context for language acquisition to occur (Luchini, 2004; 

Luchini & Chiusano, 2010). However, most FoF empirical research has been 

done on grammar and vocabulary rather than on phonological acquisition 

(Doughty & Williams, 1998).  

FoF is based on a meaning-oriented, interaction approach in which 

attention to language form is provided through communicative feedback that 

―draws learners‘ attention to mismatches between input and output‖ and can 

trigger noticing of the type of forms that would otherwise not be noticed 

(Long & Robinson, 1998, p. 23). Noticing is indispensable for the 

development of L2 proficiency. Noticing the gap, that is learners‘ awareness 

of the mismatch between input and output, enhances learning (Schmidt, 1990, 

1995).   
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Derived from the results of several studies in the area of language 

awareness and metacognition, it may be assumed that metalinguistic task 

performance, that is, metalinguistic instructional input does influence L2 

acquisition (Lighbown, 2000; White & Ranta, 2002). These research studies 

have shown that when learners become aware of how language is acquired, 

they are able to produce the L2 more accurately (Lam, 2009, White & Ranta, 

2002). But it should be borne in mind that awareness of a precise aspect of L2 

does not always necessarily transform into accurate L2 use (White & Ranta, 

2002).  

Thus far, few empirical studies on pronunciation instruction in ESL or 

EFL contexts, which integrate a language awareness component, have shown 

matter-of-fact evidence. Experimental studies on the teaching of pronunciation 

of ELF integrating a language awareness component are even more rarely 

encountered. In 2011, I carried out an investigation which aimed at having a 

group of Spanish-L1 student teachers identify elements of speech that 

contributed to unintelligibility between NNSs of different L1 backgrounds. 

The outcome of this task was later evaluated to determine the extent to which 

these learners‘ pronunciation state had somehow been influenced. Results 

showed that NNS production of some segments, especially when they are 

combined with misplacement of nuclear stress, were the utmost source of 

unintelligibility between international speakers, whose L1s were different. 

After completing this task, most trainees acknowledged having developed 

some awareness of the importance and role of ELF for the enhancement of 

their own pronunciation.  

To abridge this existing breach between classroom practice and empirical 

research in pronunciation instruction, this paper explores the impact of an ELF 

task which integrates a language awareness component on a group of pre-

service teachers for the development of their pronunciation skills. Later, these 

results are compared with those coming from another similar group under a 

controlled condition.    

 

Method 

Participants  

Two groups of Argentinean pre-service teachers enrolled in DOII participated 

in this study. In each group there were 21 learners. These groups were 

homogeneous in terms of gender, age, and academic background. In Group A, 

there were two males and 19 females and their average age was 23.14. In 

group B, there was one male and 20 females and their average age was 22.81. 

Their level of English language competence before entering the university was 

equivalent to that required by the FCE or the TOEFL. Their years of formal 

L2 instruction ranged from five to nine at private local language institutes in 

Mar del Plata, Argentina (means of years of instruction per group, A: 7.12%, 
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and B: 7.32%). None of them reported having lived in an English-speaking 

country before taking DOII. These learners were taking in parallel other 

courses in English belonging to the same program such as Process of Writing 

II, History and Geography of Great Britain, Pedagogy, and English Grammar. 

Before taking DOII, they had already taken Phonetics and Phonology I and II, 

as an academic requirement.  These two pronunciation courses focus on the 

description of English sounds and include a practical component mainly based 

on repetition and imitation of taped English native speakers‘ models 

(preferably using the RP accent). They were exposed to English approximately 

an average of 6 hours a week in all, including DOII. Outside the classroom, 

the participants in both groups never used their English and did so only when 

completing homework. 

Three Spanish-L1 EFL teachers (A, B & C), with more than ten years‘ 

experience teaching  pronunciation, listened to and judged the students‘ 

outcomes, as part of the standard assessment procedure to pass DOII (for more 

information about this assessment procedure, see below section: Instruments 

for data collection: Assessment procedure).   

 

Context 

DO II is a four-month course on suprasegmental training. This course aims at 

facilitating the process through which these learners acquire the capacity to 

perceive and produce speech to understand and communicate effectively, 

while preserving some phonological features of their L1 systems. DOII is 

taught by three pronunciation teachers. The students meet for four 2-hour 

sessions per week, each session being taught by a different instructor. The 

contents of this course include a brief comparison of the attitudinal approach 

to the teaching of intonation, discourse intonation, the systemic-functional 

approach and a more eclectic proposal that, by some means, integrates the rest. 

The students are also introduced to some basic notions of the role of ELF as 

presented by Jenkins (2000, 2007). The students in both groups were taught by 

the same teachers, received the same hours of instruction, covered the same 

contents and worked with the same teaching materials. For the purpose of this 

comparative study, only the learners in group A were asked to complete the 

exploratory task on ELF (for detailed information about this project in 

particular, see Luchini, 2012).  

 

The exploratory task  

The students read literature on ELF (Jenkins, 2000, 2007; Walker, 2010) and, 

later, discussed it with one of their instructors in class. Only those learners in 

group A were asked to complete an exploratory task on ELF. As part of this 

task, these students were arranged in small groups. Each sub-group was 

assigned a different audio-taped digitalized recording of a conversation held 
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by two international students. These recordings were analyzed by the 21 L1-

Spanish listeners. The listeners first transcribed these recordings, and then 

examined all cases of communication breakdown for possible sources of 

unintelligibility. They used Jenkins‘ LFC (2000) as a basis for their analysis. 

Finally, they presented their findings to the whole class. This task was 

completed in approximately three weeks.   

 

Speech data  

The speech data for this study were collected from 14 international students 

studying in a Canadian university
2
. The students, who came from various L1 

backgrounds (e.g., Chinese, Korean, Arabic, Spanish, Ukrainian, 

Bangladeshi), were paired with a different-L1 partner and recorded in a dyadic 

interaction task (Luchini, 2004). To complete this task they had to imagine 

that they had won a lot of money. After looking at some pictures for 60 

seconds, they were asked to talk to each other and decide which three things 

they would spend their money on and why. They were allotted three minutes 

to talk to each other in English, using their own regional accents. Their 

conversations were recorded on tape. After completing this task, each pair 

held a post-debriefing session with the interviewer in which they discussed 

some of the instances of communication breakdown which had occurred in 

their interactions. 

 

Instruments for data collection: Assessment procedure 

As part of the standardized assessment procedure in DOII, before the end of 

instruction, the students, in both groups were given an oral test. Three teachers 

assessed them individually. The oral test consisted of two sections. In the first 

one, the learners were asked to develop a theoretical concept related to any 

topic covered throughout the course. In the other part, they were asked to read 

out loud a scripted text previously rehearsed in the language laboratory. On 

both occasions, the learners were assessed on their ideas, the way they 

expressed them and on their overall pronunciation. 

After listening to each test, the teacher assessors, working individually, 

judged the learners‘ productions on a scale ranging from 1 to 10, 10 being the 

top mark (see Appendix A). The three teachers had vast experience 

administering oral tests of this type. To assess the students‘ oral productions, 

they used the following marking scheme (Table 1):  
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Table 1 

Marking scheme for assessing oral work (Luchini, 2005) 

 

 

 

 

 

 

 

 

                  

  

 

 

The same three teachers assessed both groups separately and at different 

times, without knowing which had received the intervention. To verify the 

homogeneity among the three raters and thus increase the reliability and 

validity of the assessment procedure, inter-marker reliability was used. The 

difference between the means in each group emerging from the total average 

of the three assessors was evaluated.  

At the end of instruction, both groups were given a questionnaire to 

evaluate their perceptions about the type of activities done throughout the 

course, the kind of assessment used and the feedback given. As only group A 

completed the exploratory task on ELF, these learners made explicit reference 

to it in their responses.  

 

Results 

Statistical results  

The statistical analysis was done using SPSS and EPI INFO. Table 2 shows 

the means (m=5.88) emerging from the total average of the grades of both 

groups given by the three assessors. The total average of the grades allotted by 

the three assessors for group A was: 6.38 (Table 3). The average of the grades 

for group B was: 5.39 (Table 4). 

 

Pronunciation 

components 

Sounds 30%  

60% 
Rhythm, Stress and Intonation 30% 

 

Oral discourse 

features 

Planning and organization of 

discourse 

10%  

 

 

 

40% 

Clarity of speech and 

comprehensibility   

10% 

Use of Grammar 10% 

Use of Vocabulary  10% 

Total average 

  100% 



 

64 

 

Table 2 

Results of both Groups A and B together (averages) 

 

 

 

Table 3 

Results of group A (exposed to the ET) 

 

 

Table 4 

Results of group B  

 

 

21 4 8 6.19 1.167 

21 2 9 6.43 1.599 

21 4 8 6.52 1.250 

21 19 48 23.48 6.250 

21 3.33 8.33 6.3810 1.21237 
21 

Teacher_A 

Teacher_B 

Teacher_C 

Age 

Avg. teacher 

N valid (list) 

N Min. Max. Media Stand. Dev. 

 

21 4 7 5.48 .981 

21 2 9 5.19 1.470 

21 2 8 5.52 1.365 
21 19 41 22.81 5.335 

21 2.67 8.00 5.3968 1.07816 

21 

Teacher_A 

Teacher_B 

Teacher_C 

Age 

Avg. teacher 
N valid (list) 

N Min. Max. Media Stand. Dev. 

 

42 4 8 5.83 1.124 

42 2 9 5.81 1.642 

42 2 8 6.02 1.388 
42 19 48 23.14 5.749 

42 2.67 8.33 5.8889 1.23777 

42 

Teacher_A 

Teacher_B 

Teacher_C 

Age 

Avg. teacher 

N valid (list) 

N Min. Max. Media Stand. Dev. 
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The difference of the arithmetic mean between the two groups is 

statistically significant (see table 5 below). The F statistic is relatively high. 

This means that the effect of the intervention (inclusion of the task in group A) 

was significant. This result is not random, but causal as the value of p is 

0.0007297.    

 

Table 5 

Difference between the arithmetic mean in both groups 

 

Sample Sample size Mean Variance 

A 21 6.38 1.46 

B 21 5.39 1.14 

Variance bewteen the means 10.29 

Residual variance 1.30 

F Statistic 7.92 

 p value 0.007297 

 

As the two groups were homogenous in terms of the age and gender of 

their participants, evidently, the inclusion of the task had a considerable 

impact on group A‘s results.  

  Figure 1 show the degree of consistency in raters‘ grades tendencies. To 

verify the homogeneity among the raters and thus increase the validity of the 

findings, the difference between the means in each group emerging from the 

total average of the three assessors was calculated. There was consistency in 

the allocation of grades by the three teacher-assessors. The three seemed to 

have agreed to bring the grades down in the non-intervention group (B). 

However, each rater chose to decrease the students‘ grades on their own 

accord. In view of this, rater B (green line) had a tendency to overvalue the 

intervention (decrease: 19.3%). Rater A (blue line), on the other hand, 

undervalued the intervention (decrease: 11.5%), while rater C (brown line) 

was the most congruent of the three. His fall (15.5%) matched the descending 

purple line showing total averages. 

To the right, the bar graph below shows the three assessors‘ tendencies and 

the total average of the three. The blue bar indicates teacher A‘s result. The 

green bar shows teacher B‘s outcome, while the brown bar displays teacher 

C‘s tendency. Figure 2 shows the waves indicating the distribution of grades 

and means. 
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Figure 1. Raters‘ tendencies 

 

 

Figure 2. Distribution of grades and means 
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Qualitative results: Evaluative questionnaires 

Towards the end of instruction, both groups were given a questionnaire to 

evaluate their perceptions about the course materials and type of activities 

done, a standard evaluative procedure done at the end of each year‘s academic 

term. The questionnaire was designed by the teachers in charge of DOII and 

used as a standard qualitative instrument to monitor the quality of teaching 

materials and practice (see Appendix B). In their first class, the learners were 

handed in this questionnaire to complete in 20 minutes approximately. They 

were requested to write their answers anonymously. Differently from previous 

years, as the learners in group A completed the task on ELF, they explicitly 

referred to the impact that this activity had had on their learning process. A set 

of categories were devised to analyze the learners‘ responses. These categories 

emerged from common areas referred to by the students in their answers and 

from the literature on language awareness.  

Language awareness refers to the explicit knowledge about language, and 

conscious perception and sensitivity in language learning, language teaching 

and language use. It deals with the exploration of benefits that can be derived 

from developing a good knowledge about language, a conscious understanding 

of how languages work, of how learners learn them and use them. Language 

awareness also includes learning more about what sorts of ideas about 

language people normally operate with, and what effects these have on how 

they conduct their everyday affairs (Carter, 2003).  

For the purposes of this study only three categories were examined: (i) 

metalinguistic knowledge about pronunciation, (ii) noticing the gap, and (iii) 

awareness of how language is used to use it more accurately. These categories 

are presented in Table 6. The figures to the right of each category show the 

percentages and the number of students (in brackets) in each group that 

mentioned them in their reports. 

 

Table 6 

Categories and percentages of both groups 

 

Categories mentioned in the students‘ 

evaluative questionnaires 

Group A 

(intervention) 

Group B (non-

intervention) 

Meta-linguistic knowledge about 

pronunciation 

85.71% (18 

stds.) 

28.57% (6 stds.) 

Noticing de gap (input/output) 57.14% (12 

stds.) 

23.80% (5 stds.) 

Awareness of how language is used to 

use it more accurately 

76.19% (16 

stds.) 

19.04 % (4 

stds.) 
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Careful examination of these findings indicates that after having 

completed the ET, the students in group A seem to have gained far more 

awareness than their peers under the experimental condition. These learners 

appear to have become more aware of the role of pronunciation for the 

establishment of mutual global intelligibility and for the development of their 

own pronunciation skills. These qualitative results are consistent with those 

coming from the quantitative data. The technique of triangulation of data 

sources reinforces and strengthens the validity of the findings obtained.  

To lay empirical support to these percentages, some testimonies drawn 

from the students‘ responses are shown below. The testimonies under the 

heading Student 1, 2 and 3 belong to three students from group A. Those 

named Student 4 and 5 were taken from two participants from group B. All 

these samples were randomly selected and transcribed as they were written in 

the students‘ reports.  

Student 1: When transcribing the dialogue, we had lots of problems to 

understand what Jeff was saying, but we managed to do so by context. We 

noticed that although it was very difficult for us to understand him, his 

partner was able to communicate with him very easily because they have 

been friends for two years. So, as they got accustomed to each other‘s 

pronunciation, his segmental deviations did not affect intelligibility 

between them at all. But, for us, it was all the way around. That is why we 

based our analysis on the intelligibility problems we found while trying to 

understand him, more than in the problems Jeff and Sandra had. The 

activity was very original and useful. I could understand the theory in an 

easier way because I could see some examples in which intelligibility 

problems arise. Sometimes, reading Jenkins material is not enough to get 

the idea of what happens when segmental errors take place, or when there 

is a misplacement of the kinetic stress; but, listening to people who make 

such mistakes helped me to understand what Jenkins says. I could get the 

idea of how useful and important the LFC is. 

Student 2: From my point of view, this oral presentation has helped us 

mainly for two reasons. First, it helped us relate theory to practice. By 

listening to the conversations between NNESs, we had a clearer idea of 

what was Jenkins talking about in her article. I think that if we had not had 

the opportunity to work with audios, at least for me, it would have been 

very difficult to understand the LFC. Second, this work also served to raise 

awareness regarding mispronunciation, elisions, additions and more about 

mistakes we usually make as NNESs. Sometimes, it is difficult to identify 

your own mistakes. With this work we had the chance to listen to them and 

analyze them as well and by doing so; you also understand why your 

speech may be unintelligible. To sum up, this work was of great help for 

us. It helped us realize of many things. I strongly suggest doing this 

activity the following years with students.  
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Student 3: I found the task very interesting. First, because it was very 

helpful and clarifying to understand Jenkins‘article. Second, because the 

whole process of transcribing the material and analyzing it is extremely 

motivating and awareness raising. I love working with material related 

with oral discourse and oral performance, so my opinion may be a little 

biased, but it was very interesting to be able to relate all the things we‘ve 

learnt with other languages rather than Spanish and English. It was also 

helpful in my case to understand and analyze my own oral performance. 

Exposure to this kind of recordings, in some way, broadens my perspective 

of how do we express ourselves and perceive our speech. All in all, I 

enjoyed a lot the task. 

Student 4: The article was very difficult to understand. It was very boring 

too. I can‘t believe that changing one sound for other will affect the 

communication. I think we should practice more in the laboratory and not 

spend time reading this boring article.  

Student 5: Pronunciation is very difficult. We have learnt stress, and 

intonation this year but this article by Jenkins is very long and very hard to 

understand. I don‘t think that reading this is going to help me improve my 

pronunciation. It can be good for a teacher to know about this concept, but 

may be later, not now. Please don‘t put it again next year! 

The first category analyzed was metalinguistic knowledge about 

pronunciation. This refers to the ability to reflect on the use and nature of 

language and, in this particular case, conscious knowledge of the sounds, 

syllable structure and prosody of English (White & Ranta, 2002). Every time 

the students mentioned a specific term related to the area under study, they 

appealed to this ability. While only 6 students from group B included some 

technical terminology in their reports, 18 belonging to group A made explicit 

reference to it. These samples, taken mainly from group A may help illustrate 

this claim:  

 segmental deviations did not affect intelligibility 

 segmental errors 

 misplacement of the kinetic stress 

 mispronunciation, elisions, additions 

 perceive our speech 

 speech may be unintelligible  

The second category under study was the learners‘ competence to draw 

their attention to mismatches between their input and their output, that is, 

noticing the gap (Schmidt, 1990; 1995). More students in group A showed 

greater phonological awareness in noticing patterns in phonological input than 

learners in group B. Twelve learners in group A made overt reference to this 

category in their reports while only five students from group B reported some 
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kind of divergence between their input and output. The following accounts 

illustrate the second category:   

Student 6: We noticed that although it was very difficult for us to 

understand him, his partner was able to communicate with him very 

easily…  

Student 7: (…) we based our analysis on the intelligibility problems we 

found while trying to understand him, more than in the problems Jeff and 

Sandra had. 

Student 8: this work also served to raise awareness regarding 

mispronunciation, elisions, additions and more about mistakes we usually 

make as NNESs. Sometimes, it is difficult to identify your own mistakes. 

Student 9: It was also helpful in my case to understand and analyze my 

own oral performance. 

The last category dealt with the growth of awareness of how language is used 

to use it more appropriately. Most of the learners that made reference to this 

category emphasized the importance of the task because, apparently, it helped 

them to generate meaningful connections between theory and practice. They 

also stressed the value of being exposed to other varieties of English spoken 

by international speakers (Levis, 2005) and acknowledged the usefulness of 

incorporating ELF to their knowledge as NNESs as well as to their future 

teaching profession. With regard to this, these learners said the following: 

Student 10: The activity was very original and useful. I could understand 

the theory in an easier way because I could see some examples in which 

intelligibility problems arise 

Student 11: (…) listening to people who make such mistakes helped me to 

understand what Jenkins says 

Student 12: First, it helped us relate theory to practice 

Student 13: Exposure to this kind of recordings, in some way, broadens my 

perspective of how do we express ourselves and perceive our speech 

There is a strong correlation between the results emerging from the statistical 

analysis in the previous section and the comments made by the students from 

both groups in their reports here. Their descriptions along with the end results 

help to explain and illustrate why the students in group A outperformed those 

in group B. As was said earlier, this process of cross-checking this study‘s 

qualitative and quantitative data coming from different instruments of data 

collection add validity and consistency to the findings obtained.  

 



 

71 

 

Discussion  

In view of these findings, some conclusions can be drawn. Towards the end of 

instruction, the speakers who completed the task were generally judged as 

more accurate in their overall pronunciation than their counterparts in group B. 

Additional, beneficial learning seems to happen when L2 learners consciously 

explore and analyze theoretical constructs through more hands-on activities 

that bear a focus on form (Luchini, 2005; Schmidt, 1990; White & Ranta, 

2002) 

Making meaningful connections between theory and practice appears to 

allow learners to comprehend in detail the materials they need to process and 

study to meet academic requirements. By understanding these contents, 

learners seem to have more free time to plan and organize their oral speech 

more effectively. By being able to manage content areas, they release 

cognitive effort from their minds. That is, they appear to have at their disposal 

more thinking and processing time to select the lexical items and the 

phonological forms they need to make their speech sound more natural 

(Bygate & Samuda, 2005).   

It seems that traditional pronunciation practice is not fully effective in 

promoting noticing of the type explored through this task, and this in turn, 

does not contribute to generate linguistic development (Long & Robinson, 

1998). The gaining of metalinguistic phonological knowledge and language 

awareness-raising appears to be beneficial for the development of 

phonological skills (Lam, 2009; Lighbown, 2000).  

Greater amounts of explicit phonological awareness and knowledge, as 

provided to the students in group A could have been the cause of their 

pronunciation gains in their productions (Venkatagiri & Levis, 2007). It 

appears then that pronunciation teachers should expose their learners to a 

varied range of NNE accents so that they can understand them easily (Jenkins, 

2000; Walker, 2010). Such an approach would address intelligibility and 

comprehensibly, increasing communication flexibility and respect for accent 

diversity. Speech comprehensibility seems to correlate with phonological 

development (Kennedy & Trofimovich, 2010).  

EFL learners equipped with greater phonological awareness apparently 

learn to notice gaps between their outcome and input. That is, the acquisition 

of noticing seems to correlate significantly with the acquisition of 

metalinguistic knowledge (Kennedy & Trofimovich, 2010). Although some 

researchers acknowledge that noticing is necessary for the acquisition of 

metalinguistic knowledge, they polemically state that noticing is not essential 

for the development of competence (Truscott, 1998). However, the results 

obtained in the present study (derived from cross-checking qualitative with 

quantitative data) indicate that gains in phonological awareness correlates 

significantly with gains in the learners‘ outcomes. Further empirical 

investigations similar to this should be conducted in the future, with greater 
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populations and in other contexts to be able to explore this controversial claim, 

compare results and thus be able to draw more conclusive remarks.   

  

Limitations to the study and further research 

On looking at the results obtained, a number of limitations could be put 

forward. First, the pre/post-test technique could have been used. This 

technique would have allowed the researcher to obtain and compare 

quantitative results about the state of the students‘ pronunciation before and 

after the implementation of this project. However useful, this technique had to 

be discarded due to time constraints and participants‘ unavailability.  

Another restraint was created by the limited number of assessors who 

participated in the judgment of the students‘ outcomes. Inter-marker reliability 

involving additional assessors would have yielded more reliable results. In the 

present study, the score tests were the result of the average of the grades 

assigned by the three teacher-markers. These tests were not documented. Had 

these oral exams been recorded, they could have been listened to and thus 

judged by further assessors and at different times, a fact that could have 

strengthened inter-marker reliability.  

An increase in the number of students assessed would also have provided 

more reliable information. In future research a larger population of students 

and assessors can be chosen in order to generalize the outcomes to a much 

larger population. If studies of this type were to be replicated in the future, it 

would be prudent to bear these limitations in mind to validate or confront the 

findings presented here.   

  

Conclusion  

Not very many empirical studies have thus far been carried out on 

pronunciation teaching in EFL or ESL contexts into which a consciousness-

raising component has been incorporated and later evaluated. Studies that 

integrate a language awareness component on ELF are even more limited in 

number. Following from the previous point, this paper has explored the impact 

that a consciousness-raising task on ELF had on the development of pre-

service trainees‘ pronunciation at the university in Argentina. The results of 

this experiment were later compared with those coming from a similar group 

of learners who did not receive this same treatment.  

Emerging from triangulation of mixed data sources in this study, some 

conclusions were made, some of which were discussed in the previous section. 

Although these claims could be debatable in a sort of ways, on the one hand 

and in general terms, it can be said that phonological awareness prompts 

greater phonological accuracy. On the other hand, becoming familiar with the 

role and importance of ELF, allows pre-service trainees, at least in this 
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particular context and with this group of students, to understand that language 

change is happening dynamically as part of a natural process and, sooner or 

later, ELF will have to be acknowledged as a genuine branch of modern 

English.  

It seems that teachers need a more embracing education to enable them to 

analyze and evaluate the implications of the ELF phenomenon for their own 

teaching contexts and to adapt their teaching to the individual needs of their 

learners. And tasks of the type explored in this study contribute to meet this 

end. Non-native pre-service ELTs‘ knowledge, thoughts and beliefs about 

ELF pronunciation may significantly contribute to a more comprehensive 

understanding of the current English language teacher education.   

Knowledge and awareness of how ELF operates gives pre-service teachers 

a number of potential benefits. NNS-teachers who are competent ELF users 

will spontaneously provide a good example of exactly the type of 

internationally intelligible accent that their learners aim at. These prospective 

teachers are ELF users themselves. As such they commonly know which 

approximations or variations on the LFC will turn out to be intelligible 

globally, and which will not. They know this through real-life experience. 

They are in a position to decide when a learner‘ version of target LFC features 

will work in practice, and when they will not (Walker, 2010).  

Pedagogically speaking, for most pronunciation teachers, ELF 

pronunciation mainly involves re-thinking goals and re-defining error. 

However, a re-consideration of current techniques and materials is necessary. 

For example, the less proficient listeners in ELF rely heavily on bottom-up 

processing. Therefore, they need to complete tasks specifically designed to 

develop competence in the production of individual sounds rather than 

activities which put emphasis on features of ultra-rapid speech. For most ELF 

learners there is a huge gap between what they can produce and what they can 

understand in the pronunciation of entirely competent speakers. Listening 

materials for ELF learners should contemplate exposure to a wide range of 

NNS- and well as NS-accents. The most important skill that should be taken 

into account when teaching ELF is accommodation (Jenkins, 2000). Speakers 

should accommodate productively to listeners by making small changes in the 

realization of certain sounds or in the location of the nuclear stress. Similarly, 

listeners can accommodate receptively to speakers being flexible in their 

expectations and interpretations of what they hear (Walker, 2010). In view of 

these conclusions, a reasonable next step then would be to conduct other 

experimental studies of this type in diverse contexts and with different and 

larger populations to compare results and thus corroborate these findings. 
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Note 

 
1
A term used by some linguistically conservative critics on world Englishes 

such as Crystal (1997), Gôrlach (2002), Melchers and Shaw (2003), McArthur 

(2002), Quirk (1985), Preisler (1999), and Trudgill (2005), among others. 

 
2
Data collected to carry out a research project entitled: ―English as an 

international language in multilingual communities‖.  Grant awarded to the 

author of this work through the FEP scholarship (Faculty Enrichment 

Program).  Sponsored by ASAEC (Asociación Argentina de Estudios 

Canadienses en Argentina), the Canadian Embassy and the Canadian 

Government. Host institution: Concordia University, Montreal, Quebec, 

Canada. Sept., 2007. 
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Appendix A: Test scores 

GROUP A 

(Task on ELF) Teacher A Teacher B Teacher C 

1 5 6 5 

2 7 8 8 

3 6 6 7 

4 6 8 7 

5 6 7 6 

6 4 2 4 

7 6 7 6 

8 7 8 8 

9 7 6 7 

10 6 6 5 

11 5 6 5 

12 7 5 8 

13 6 7 7 

14 7 8 7 

16 8 8 7 

17 8 9 8 

18 4 4 5 

19 6 5 7 

20 6 6 7 

21 8 7 8 

 

GROUP B 

(no task) Teacher A Teacher B Teacher C 

1 4 5 5 

2 7 7 6 

3 6 5 5 

4 4 5 4 

5 5 6 6 

6 5 6 6 

7 5 4 5 

8 6 4 6 

9 6 7 7 

10 5 4 4 

11 5 6 6 

12 5 4 5 

13 7 9 8 

14 5 4 7 
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16 6 6 5 

17 7 5 5 

18 6 4 7 

19 4 2 2 

20 5 5 4 

21 5 6 6 

 

 

Appendix B: The questionnaire 

DOII- Profesorado de Inglés, Facultad de Humanidades, UNMdP 

 

This questionnaire has been designed to evaluate the teaching materials used 

in this course and the type of instruction you received. Your response is valid 

information that may help us improve our teaching in the future. 

 

1. How far do you think this course has met your expectations? 

2. Do you think that the activities done in class were of any use? Illustrate 

with examples if possible.  

3. What changes would you introduce in this course if you were in charge of 

DOII? 

4. Do you think this course will have any implications in your future career 

as an ELT? Explain. 
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Abstract  

The study explored the repertoire of strategies used by a small group of 

Egyptian students reading two texts, one narrative and one expository, by 

means of think aloud protocol and post task interviews. It sought to answer 

the following questions: What is the range of strategies used by a group of 

Egyptian students studying EFL? What are the factors that might influence 

the type of strategies adopted? And how can Egyptian students‘ strategy 

use be connected to their socio-cultural and educational backgrounds? The 

participants in the study were ten Egyptian fourth year student teachers, 

studying English at a prestigious Egyptian university. Results showed the 

use of a great variety of general, supportive and problem solving 

strategies, although the number and the type of strategies differed from one 

student to another according to their cultural and pedagogical experiences. 

An in-depth analysis of the results revealed that there are some common 

features among the participants that can be traced to the traditional 

Egyptian educational system starting even before elementary school; EFL 

setting in Egypt which is linked to the importance of studying English as a 

foreign language; and Egyptian cultural beliefs and values regarding 

learning. 

Keywords: reading, learning strategies, culture, social cultural theory 

 

Background  

Language learning researchers have long acknowledged that EFL students 

bring to the field a complex set of characteristics such as learning strategies, 

learning styles, attitudes, motivations, beliefs and expectations that influence 

their approach to language learning. Language learning strategies was, and 

still is, one of those hot topics that has initiated a plethora of studies and 

research papers, and triggered different related issues. It is not an issue that 

unexpectedly appears and abruptly vanishes. More and more studies are being 

conducted with reference to different aspects of this topic in different contexts, 

taking into account those earlier studies that paved the way for this rich 

agenda. The current study tried to utilise this rich research environment to gain 
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a deep understanding of the strategic processes of Egyptian EFL learners 

towards completing a reading task.  

There is a commonly believed idea that social settings, pedagogical 

problems and cultural issues have bearings and influences on learners‘ 

cognition of language learning (Hung, 2008). The Egyptian context may be 

viewed by the outsider as one of those poor environments that encompasses 

certain pedagogical features and cultural problems that do not support 

language learning (Morkus, 2007). This study seeks to examine the efficacy of 

such viewpoint from insiders‘ perspectives.  

English, in Egypt, has long been given a special status, whether ―a 

necessary evil during the British occupation‖ or ―a practical vehicle for 

educational, economic and… social mobility‖ (Schaub, 2000, p. 235). Many 

people, young or adult, see English as a tool for achieving their dreams 

embodied in travelling abroad or obtaining a highly paid job. This is actually 

reflected at the official level through the following objectives set for ELT:  

 to develop the ability to use English for communication; 

 to foster favourable attitudes towards learning in general and towards 

appropriate foreign cultures in particular; 

 to develop an awareness of the nature of language and language learning 

and hence, achieve cross-cultural awareness; 

 to help students‘ lifelong learning as well as develop self-independence; 

 to promote collaborative as a step towards bringing up citizens who 

appreciate teamwork (Gahin, 2001).  

Despite these laudable theoretical aims, in the real classroom English is no 

better than any other school subject in terms of the way it is taught and 

learned. EFL teachers‘ major concern is to prepare students for the final exam, 

since good exam marks are the sole target of both teachers and students. They 

are the criteria by which failure or success is judged.  

English has been the dominant language since colonial times in the 

government, education, the law and in business. This is because Egypt is 

characterised by a central and outstanding location which can be used for trade 

and tourism. English, as an international language, is used as a medium of 

communication, in the media, and in correspondences among business people. 

Consequently, English departments and English language specialisation is 

considered to be of high status aspired to by many.  

In sum, the present study is located in a sociolinguistic context in which 

English is prestigious and a source for a good career and a good life, but is 

seldom used in everyday communication as a result of being a foreign 

language where Arabic is the native one. 
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Literature review  

Over the last twenty years, there has been a growing amount of research 

focusing on language learning strategies. This work, which has been mainly 

descriptive in nature, is concerned with investigating how learners go about 

the task of learning something, and attempting to discover which of the 

strategies that learners use are the most effective for the particular type of 

learning involved (Williams & Burden, 1997). Before embarking on this work 

and its nature, it is imperative to describe why so many studies have sought to 

investigate this concept.  

 

The significance of learning strategies for L2 readers 

Chamot (2005) has asserted the importance of learning strategies in second 

language learning and teaching for two major reasons. First, by examining the 

strategies used by second language learners during the language learning 

process, we gain insights into the metacognitive, cognitive, social, and 

affective processes involved in language learning. Second, less successful 

language learners can be taught new strategies, thus helping them become 

better language learners. Strategies can help the reader conceptualise the task, 

make sense of what they read, and help them deal with comprehension failure. 

Strategies are of interest ―for what they reveal about the way readers manage 

their interaction with written text and how these strategies are related to text 

comprehension‖ (Singhal, 2001, p. 46). 

In stressing the developmental interconnections among reading, learning, 

and cognition, Paris, Wasik, and Turner (1991) suggested six reasons why 

strategic reading is critical in school learning:  

1. Strategies allow readers to elaborate, organise and evaluate 

information derived from text.  

2. The acquisition of reading strategies coincides and overlaps with the 

development of multiple cognitive strategies to enhance attention, 

memory, communication, and learning.  

3. Strategies are personal cognitive tools that can be used selectively and 

flexibly.  

4. Strategic reading reflects metacognition and motivation because 

readers need to have both the knowledge and disposition to strategies.  

5. Strategies that foster reading and thinking can be taught directly by 

teachers. 

6. Strategic reading can enhance learning throughout the curriculum.  

(p. 609) 

Moreover, research has found a positive empirical relationship between 

learning strategies and reading competence. For instance, Brookbank, Grover, 

Kullberg, and Strawser (1999) have found that the use of various reading 

strategies improved students' reading comprehension. Current studies in 
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second language (L2) contexts with different participants have shown that 

reading comprehension may be attributed to the level of the effective use of 

reading strategies (McMaster, Fuchs, & Fuchs, 2006). 

Other studies that have attempted to investigate the relationship between 

reading strategies and success in comprehension by speakers of other 

languages have produced interesting results. These studies have demonstrated 

that different text types may call for the use of different reading strategies. 

Studies examining the reading strategies of both good and poor readers have 

shown a differential use of strategies pertaining to text type. Jiménez, Garcia 

and Pearson (1995) have found that poor readers peruse all types of texts in 

the same manner. They also show that less successful bilingual readers read 

both narrative and expository texts in similar ways. Furthermore, researchers 

argue that the strategies preferred in the beginning stage of learning are not the 

same as those preferred in the advanced stage (Takeuchi, 2002). 

 

Implications for language learning  

Given exhaustive array of features for strategies as explained by Oxford 

(1990, p. 9), one can realise how difficult learning a language is, especially a 

foreign one. In fact, by grouping all those features, Oxford emphasises the 

individualistic nature of the strategic approach towards a reading task. She 

considered each task as a problem of its own that needs to be solved. Learners, 

then, have to use all their faculties to solve this problem, however easy it may 

be. Oxford suggests that no act should be described as strategic, without 

having the features described above. Nevertheless, the question remains as to 

whether all strategies can be taught or not. Some strategies seem to be more 

susceptible to change than others especially the behavioural ones, while others 

which are rooted in the behaviour of the individual might prevent different 

strategies from being implemented because of certain obstructive factors. An 

example of this is that some learners approach a specific task passively 

because they are heavily committed to rote learning and memorising. Such 

learners find it difficult to apply indirect and independent strategies.   

Some researchers approached the strategy domain to differentiate between 

skilled and unskilled learners. Studies such as those of Block (1986);   

Kletzien (1991); Pressley and Afflerbach (1995); Carrell (1998) and Snow, 

Burns, and Griffin (1998), identified relations between certain types of reading 

strategies and successful or unsuccessful second language reading. The 

successful reader, for example, keeping the meaning of the passage in mind 

while reading, reading in broad phrases, skipping inconsequential or less 

important words, and having a positive self-concept as a reader. The 

unsuccessful reader on the other hand, loses the meaning of the sentences 

when decoding, read in short phrases, ponder over inconsequential words, 

seldom skip words as unimportant, and have a negative self-concept. 
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 Believing in the complexity of learning strategies and its relationship with 

other factors related to language learning, Magogwe and Oliver (2007) 

conducted a study on a number of Botswana students to explore the 

relationship between preferred language strategies, age, proficiency, and self-

efficacy beliefs. By using adapted versions of a number of approaches and 

inventories to the use of language learning strategies, they discovered that 

Botswana students do use a number of language learning strategies, but they 

showed distinct preferences for particular types of strategies. The findings also 

reveal a dynamic relationship between use of language learning strategies and 

proficiency, level of schooling (representing age differences) and self-efficacy 

beliefs. 

Another example to support those claims, but from different angle, is that 

research conducted by Anderson (2003). Using Sheorey and Mokhtari‘s 

(2001) questionnaire, Anderson investigated the metacognitive reading 

strategies in an online reading environment. The survey consists of 38 items 

and subdivided into three main categories: global reading strategies (18 items), 

problem solving strategies (11 items), and support strategies (9 items). 

Participants of this study consisted of 247 L2 readers. The results of the study 

showed that metacognitive online reading strategies play an important role for 

both EFL and ESL readers. 

The results of the aforementioned studies and the ideas explained by 

Oxford (1990) support the claim that learners are located in specific social, 

historical and cultural contexts (Donato & MacCormick, 1994; Norton & 

Toohey, 2001; Oxford, 1996, 2003).and that a socio-cultural approach should 

be utilised to understand students‘ strategies when learning English.  

 

Culture and language learning strategies 

Although numerous definitions have been offered by scholars from different 

fields, the term culture is still elusive and ambiguous. Amongst the various 

definitions offered, the one offered by Geertz (2000) in his seminal book, ―The 

Interpretation of Culture‖, seems appropriate. Geertz defined culture as a 

dynamic system of simultaneously inherited and constructed conceptions 

expressed in symbolic forms. It allows people to develop, communicate, and 

perpetuate knowledge about and towards life.  

Various elements constitute the behavioural and cognitive aspects of 

culture. Liyanage (2004) explained that the most important of those elements 

are language, gender, religion and ethnicity. However, language is believed to 

have an important role simply because it is such an integral part of any culture 

to the extent that it is impossible to comprehend a culture without bearing in 

mind its language and on the other hand it is not possible to understand a 

language without understanding its culture. Oxford (1996) emphasises this and 

points out that the less conscious cognitive aspects of culture like beliefs, 
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values and perceptions tend to influence how people go about language 

learning the most, which indicates that culture is fully involved in language 

learning and that the classroom culture manifests that.  

On the other hand, different researchers have shown that language learning 

strategies are related to the learners‘ educational and cultural backgrounds 

(Chambers, 2003; Levine, Reves, & Leaver, 1996; Oxford, 1996; Wharton, 

2000). Levine et al. (1996), for instance, have found out that students who had 

been brought up within a highly structured, uniform educational system 

developed learning strategies that differ from the strategies of those students 

who received a less structured, more democratic education. Wharton (2000) 

found that bilingual Asian students learning a third language (English) 

favoured social strategies more than any other types.  

 

The present study 

To understand and facilitate learning of any part of the curriculum, it is 

essential to know what has already been experienced by students. 

Consequently, and as a response to some leading research in the field of 

language learning, which has emphasised the importance of and the need for 

additional research into how cultural and educational backgrounds affect 

strategy use (Chamot & El-Dinary, 1999; Rao, 2005; Sheorey, 1999), the 

current study explored the repertoire of strategies used by ten Egyptian 

students reading two texts, one narrative and one expository and the cultural 

and pedagogical facets that influence them. In other words, the current study 

seeks to answer the following questions:  

 What is the range of strategies used by a group of Egyptian students 

studying EFL?  

 What are the factors that might influence the type of strategies adopted?; 

and  

 How can Egyptian students‘ strategy use be connected to their socio-

cultural and educational backgrounds? 

 

Method of study  

The underlying epistemology of this study is constructivism. Constructivist 

philosophy claims that there are multiple realities (ontological belief of 

multiple realities rather than mono-reality), based on participants‘ construction 

of meaning in social interaction. The goal of scientific research within this 

framework is to reach a deeper understanding of the world in which we live 

and of social and psychological processes, taking the context and the 

participants‘ views of the situation into account as much as possible (Gergen 

& Gergen, 2000). The goal then, is not to verify a theory, but to generate new 
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patterns of meaning. It is an interpretive way of attaining knowledge (Crotty, 

1998). 

My research interest of gaining understanding of students‘ strategy use 

from cultural and pedagogical perspectives motivated the use of a qualitative 

approach. This allowed the examination of reading strategies as they occur in 

a naturalistic setting, namely, the foreign language classroom. Furthermore, I 

wanted to give students the opportunity to express their own thoughts about 

this process. The emic perspective of the learners‘ experience as well as the 

interpretative nature of the study is associated with a qualitative research 

approach. 

 

Participants 

The age of the participants ranged between 20 and 22, and they reported 

having studied English for more than eight years. The majority of the 

participants were learning English to seek higher education, or work as 

language teachers or in the field of tourism. Rather than attempting to assess 

the strategy use of a large number of students by means of conventional 

questionnaires (Oxford, 1990), an in-depth case study was conducted. Each 

student was considered a special case, in an attempt to illuminate the thoughts 

and feelings of a small group of students about reading different texts. 

 

Data collection and analysis 

The study utilised two methods for eliciting data, think-aloud protocol 

activities and during-and post-task interviews. During the activities of the 

think-aloud protocol, two texts were used, one expository and one narrative 

(see the appendix). 

The participants of the study were exposed to training in how to verbalise 

what came to their minds while reading, before exposing them to the think-

aloud activities. Training involved the use of an expository reading text based 

on the procedures and suggestions of Ericsson and Simons (1993). The 

training session was deemed important to equip students with necessary skills, 

so that they were able, willing and comfortable to think-aloud while reading. 

The think-aloud process was introduced to each student with an oral 

explanation and a chart with a list of the actions they could take if they had 

difficulty. In modelling the processes, it was emphasised that students could 

think and speak in the language in which they felt most comfortable, either 

Arabic or English.  

After training, the students were given the two reading texts. Following 

Jimenez, Garcia, and Pearson (1995) and Upton (1997), these students were 

allowed to use "whatever language they felt most comfortable using" (Jimenez 

et al., 1996: 98) during their think-aloud and the resulting discussion that 
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ensued in their attempt to comprehend the text. The time duration for students 

ranged from one hour to two and half hours to finish. The protocols were tape 

recorded and, immediately upon completing the think-aloud, students were 

asked to listen to their protocols and give comments. 

Two types of interviews were conducted. The first was a semi-structured 

interview, based on the protocol prepared beforehand. The second was a 

retrospective interview, which occurred after the administration of the think-

aloud protocol. This provided the opportunity to ask directed questions to gain 

clarification of what was reported during the think-aloud. These interviews 

were conducted before and after the think-aloud activities. Some interviews 

were conducted in a lecture room during free classes, whilst others, upon 

informants‘ request, were carried out in the language laboratory to give them 

the chance to talk more freely away from the workplace. 

The overall attitude from the informants was helpful, constructive and 

open, with students declaring they were grateful to have an opportunity to give 

their say, which they hoped would reach policy makers. One student 

commented: 

It is the first time for me to have the chance to express my opinion freely 

and talk about the problems I have in learning a foreign language, with 

one of the staff members in the university. I am not sure that this might 

result nothing, but still it is a good chance. (Faz)  

Before conducting the interviews, and in the first sessions with the 

students, I asked them whether they preferred the interviews to be conducted 

in Arabic or English. Most of students agreed that they should be in Arabic to 

allow them to speak freely, and not to let language be an obstacle, with the 

exception of two students who asked me to give them the chance to speak in 

English unless they got stuck. 

The translation of the transcripts was validated by two professional 

translators working in the department of simultaneous translation with my 

help. The recorded interviews were transcribed verbatim in full, over a period 

of four months. Interviewees were asked to check that the comments reported 

in the interviews were theirs. This helped to keep the informants in touch with 

the research, which is an essential step in qualitative research.  

Data trustworthiness and dependability were handled in different ways.  

Interviews were transcribed verbatim, and analysis of data was rechecked by 

another rater to determine inter-rater reliability. This enhanced the reliability 

of the findings. Content of the interview protocols and think-aloud questions 

were validated by two professors and three PhD students to reformulate the 

wording of the protocols and matching the questions with the purpose of the 

study and research questions.  
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Results and discussion  

Students overall strategy use 

A qualitative analysis of the data revealed that students used a wide array of 

strategies while reading the texts or expressing their opinions in the 

interviews. These were subsequently grouped into three taxonomic categories 

following Anderson, (2003), Mokhtari and Reichard (2002, 2004), and 

Sheorey and Mokhtari (2001). This classification has been adopted because 

the factors are very helpful in adding some concrete components to the 

concept of metacognition. Moreover, these three categories of strategies 

interact with and support each other when used in the process of constructing 

meaning from text (Mokhtari & Reichard, 2004). This assignment of strategies 

was firstly carried out by the researchers and then rechecked by two other 

analysts for trustworthiness and consistency. Table 1illustrates the strategies 

used and their dimensions.  

 

Table 1 

 Strategies used by students 

Global strategies 
Problem solving 

strategies 

Support 

strategies 

1. skipping  

2. checking understanding 

3. guessing  

4. using clues to help understanding 

5. evaluating  

6. analysing  

7. using the information  in new 

contexts 

8. activating prior knowledge= 

9. scanning    

10. monitoring 

11. summarising text 

12. linking ideas  

13. prediction   

14. giving opinion 

15. having an overall view of text to see 

what it is about 

1. rereading 

2. planning 

3. trying to get 

back on track 

when 

distorted 

4. evaluating  

5. guessing  

 

1. underlining 

or marking 

up important 

parts of text 

2. use of 

technology 

3. going back 

and forth in 

text for more 

understandin

g 

4. teacher‘s 

help 

5. peer help  

6. use of 

dictionary 

7. translation  

 

Strategy use and previous experiences  

Table 1 demonstrates that students have used a total of 26 strategies, 14 of 

them were classified as global, five as problem solving and seven as support 
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strategies. Some of those strategies were used intentionally, and some were 

used unintentionally. However, and because the study sought to have a deep 

understanding of students‘ strategy use, the data can be revealed clearly 

through the discussions of two major themes that can shed more light on this 

phenomenon and its relationship with different variables. 

The results of the study revealed that students who had studied in private 

English schools or institutes tended to differ, to some extent, in their 

knowledge, awareness and use of strategies from those who had studied in 

government establishments. Of the four students in the current study, who 

were regarded either by themselves or by their teachers as proficient, three had 

been educated (before attending the university) in private schools, and one was 

in a government school. The first three students tended to be more motivated, 

and had a more positive attitude towards learning English, and their future 

careers. However, Faz, the fourth proficient student, was the most motivated 

of the four. He tended to be knowledgeable, extra-active, more organised than 

the others, and was enthusiastic about learning English. This can be attributed 

to his own characteristics as a good and motivated learner. Consequently, we 

cannot generalise, or confirm that prior experiences will inevitably influence 

students applying various strategies and that this will help them understand the 

text better. Although, it can be suggested that prior knowledge gained in 

private institutes can help contribute to better English language learning, that 

is not the sole factor. This is consistent, to some extent, with the work of Lan 

(2005) who suggested that prior learning in a private institute, that is, parents‘ 

investment in their children‘s English education, does contribute to better 

language learning. 

 

Strategy use from social and cultural perspectives 

In contrast to the rather simplistic portrayal of the good or poor language 

learner depicted in some of the language learning strategies literature (e.g., 

Block, 1986; Carrell, 1998; Kletzien, 1991; Pressley &Afflerbach, 1995; 

Snow et al., 1998), the results obtained in this qualitative study demonstrated 

that it is more complex, socially situated and multi-dimensional.  

In general, the qualitative results revealed that students‘ learning processes 

had been developed through previous interactions with their social context, 

and that these interactions could be internal in the learner himself or external, 

such as the socialisation in the home, the community, and academic settings. 

This social context can be categorised into two major domains, the broader 

social context, and the more circumscribed academic context, which can 

promote, encourage, facilitate or inhibit and discourage learners‘ academic 

developments. Both contexts enclose the learner and there is an excellent 

chance for them both to interact together. Figure 1 illustrates this. 



 

89 

 

 

Figure 1. Types of social context 

 

In the light of this division, there is a need to reconstruct this relationship 

between the school and the family for learning to be optimised, since students 

spend most of their time at school and at home. Those two contexts, according 

to Moll (1992), are ―the funds of knowledge‖ and by having a constructive 

relationship, a suitable environment might be created to encourage the learner 

to exert more effort, and to try different approaches and processes for 

understanding, since reading is a cognitive as well as social activity. Insofar as 

it is a social activity, the culture of the society the student lives in not only 

defines their environment, but also has another role to play which curriculum 

planners might use, embodied in the kind of reading, the genre of materials 

that they read, and, to a large extent, the purpose of reading as well. Those 

essential components of a constructivist approach to reading are crucial to 

understanding the processes of the reader in approaching a task or a text in 

general. In our cases here, the support given to the learner from the families, 

the schools or the surroundings, either gives rise to many expectations in the 

minds of the learners and motivates them to work hard and exert more effort 

or de-motivates and/or frustrates them. 

The cases of Omar and Aly, two of the participants, reveal the negative 

side of what is stated above. They stated in the interviews that the courses they 

had studied at the pre-university stages and the way they had been assessed 

did not help them develop their personalities and abilities. ―The way the 

teacher looked upon me as a low achiever student, the reports given to parents 
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about my level, and the negligence on both parts to hold meetings to try to 

solve those problems influenced me,‖ Aly said. Those influenced their beliefs 

about themselves and their abilities, which in turn influenced their processes, 

strategies and even engagement inside the classroom. This reflects the findings 

of Nyikos and Oxford (1993), who stress the importance of expressed 

motivation as the most powerful, but not the sole, influence on the choice of 

language learning strategies, with highly motivated students using more 

strategies than poorly motivated students. This is because when Omar‘s sister, 

for example, started to help him in the university, and he acknowledged that, 

and she gave him the emotional and abstract support he did not have before, 

he was able to pass the reading test which he had failed twice. This 

demonstrates reading as a cognitive, affective and social activity.  

The kind of interaction that occurred between the home context and the 

school in Omar‘s and Aly‘s lives, for instance, appeared to have had an 

influence on their academic lives, since their families had had little or no 

cooperative interaction with their children‘ schools. What made it worse was 

the family influence on their choice of future career by persuading them to 

attend the English department in The School of Education, although it is not 

an easy department in which to succeed. Their processes during the think-

aloud activities were characterised by a lack of planning and engagement with 

the texts. They just wanted to obtain a quick and easy gist of the major ideas 

of the texts using strategies like translation, peer help and note taking.  

Two other students, Hatem and Faz, enjoyed positive and supportive 

relationships between the social and the academic contexts. Their attitudes and 

beliefs towards learning are quite positive along with their cognitive abilities. 

Their approach, not only to the reading task, but also to the process of 

language learning in general, is successful. On reading the think aloud task, 

Faz said: 

This is a nice story, I think we can take some lessons from. First we have 

to be optimistic and leave pessimism aside. The second, if we try hard, 

there is a good chance to succeed. This story reminds me with the proverb; 

never too old to learn (he said this proverb in Arabic).  

They attributed his successful approach to different cultural, social and 

personal factors like family, religion or teachers.  An example to illustrate this 

is that quotation by Hatem: 

In school, my teachers used to rely on me and I was always one of the 

school team who entered tournaments among the schools. That is why you 

always find my parents praise me in front of my brothers and sisters. This 

helps me a lot.  

Even the number and the type of strategies used were quite different. Along 

with the normal strategies like translating or note taking, they used higher 
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order thinking and metacognitive strategies like planning, monitoring, 

scanning and evaluating. 

One more point to add here is that students‘ strategies and behaviours can 

be traced to their early childhood which indicates how much reading is the 

product of some cultural and historical activities, which, as Snow (2002) 

suggested, represent how a specific cultural group or discourse community 

interprets the world and transmits this information. Evidence to support this 

claim is shown in the behaviour of Gabr, who used to go to Kottab in his early 

childhood and learn the Arabic alphabet and the Holy Qur‘an in a mechanic 

way walking and going, with some kind of movement. This behaviour moved 

with him even when he became a teenager in the university. Moreover, and as 

a result of the persistence of young Kottab and early childhood teachers in this 

mechanic way of learning and memorisation, leaving thinking, implementing 

and investigating aside, which completely contradicts the message of Islam, 

students were brought up, unable to think creatively or critically and trying to 

utilise the easiest methods and shortest ways to achieve their tasks. Even if 

young children are taught to learn subjects by heart, older students and adults 

have to be trained how to think creatively and analytically and how to 

implement, give opinion and criticise the information presented to them. 

However, this is not the reality in the Egyptian belief system and repertoire at 

the moment, although it was originally rooted in their civilisation tradition, 

and religion.  

What is being argued here is that the social history of the learner, 

embodied in the cooperation between the family, the school and the 

community, influences students‘ attitudes, motivation and engagement 

towards learning, which in turn influences their behaviours and processes to 

approach a task. It allows students to have more engagement with the texts, 

choose, utilise and make use of high levels of metacognitive strategies, which 

help use high levels of thinking abilities. This goes in line with the ideas 

suggested by Kohlmeier (2005) and Seixas (2001) who argue that presenting 

materials and facilitating instruction which focus on cultural background and 

social science information can engage students to fully utilise the concept of 

culture. This is consistent with the social educational model of Gardner (1988) 

who proposes that the social and cultural milieu in which learners grow up 

influences their beliefs about the language and culture. Many of these beliefs 

contribute a great deal to learning strategies, as suggested by Oxford (1990) 

and Yang (1993).  

 

Conclusion and implications 

The study examined the strategy use of ten Egyptian students from cultural 

and pedagogical perspectives. Strategy use reported by those learners 

indicated the use of a high number of strategies. However, most of the 

participants were unable to complete the task, with special reference to the 
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cognitive and global strategies and negligence to the metacognitive ones, 

despite being very supportive in organising, planning and directing their 

learning process. Students overall strategy use has been traced back to the way 

they have been brought up at home, educated in schools and the 

communication or miscommunication occurred between teachers and parents.  

The results of this study show that relating daily students‘ behaviours and 

strategies to their past experiences, habits and traditions they acquired during 

their childhood and to strengths and weaknesses in the educational system is 

very important because it clearly shows that the learning process is 

contextualised and multifaceted. It reinforces the famous metaphor of ―cultural 

iceberg‖ suggested by Hall and Hall (1990) and Oxford and Burry-Stock 

(1995) which demonstrates how the less conscious cultural aspects like 

beliefs, perceptions, motivation, and values influence language learning and 

strategy use. This leads to the suggestion that curriculum designers and policy 

makers should introduce the cultural perspective in the content and instruction 

of EFL to provide students with knowledge and awareness about their culture, 

and the culture of the others. This might help in widening the concept of 

tolerance and peace which everyone is calling for nowadays.   

Moreover, and because of the important role that prior knowledge and 

experiences play in formulating and reformulating students skills and 

practices, teachers should train their students on how to use their minds 

critically and creatively in order to grow up with the ability to take 

responsibility for their own learning which reinforces the concept of learner 

power as a predisposition for learner autonomy. Moreover, as has been 

highlighted in this study that Egyptian EFL students have fair knowledge 

about, use of and belief in learning strategies, and as those (LLS) are not part 

of any curriculum in the Egyptian educational system, it is necessary to raise 

students‘ awareness about LLS through assigning courses to teach students 

how to use them efficiently. This is likely  to be useful, and as suggested by 

Zhang and Wu (2009)  for achieving comprehension by virtue of students' 

high motivation and frequent exposure to English in various modalities 

nowadays, including hypertext, print, non-print, visual, and multimedia 

English materials. This change in the learning environment from one of poor 

language input to that of richer exposure might have given these learners many 

opportunities to read in English. Necessarily, this would affect their way and 

the culture of learning with which they were strongly associated. 
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Appendix  

Think-aloud reading texts 

 

Language and languages 

A language is a system of sounds, gestures, or characters used by humans to 

communicate their ideas and feelings. There are about 4,000 spoken languages 

in the world. Some are spoken by millions of people. Other languages have 

only a few speakers.  

All languages have rules for forming words and for ordering those words in 

meaningful sentences. In written languages, meaning is expressed through a 

system of characters and rules for combing those characters. In spoken 

languages, meaning is expressed through a system of sounds and rules for 

combining those sounds. Many deaf people use sign languages, in which 

gestures do the work of the sound system of spoken languages.  

Word order is more important than it is in some other languages, such as 

Russian. The sound system is very important in Chinese and in many 

languages spoken in West Africa. 

Languages are always changing, but they change very slowly. People invent 

new words for their language; borrow words from other languages, and change 

the meanings of words as needed. For example, the English word byte was 

invented by computer specialists in 1959. The English word tomato was 

borrowed from Nahuatl, an American-Indian language spoken in Mexico. The 

English word meat once referred to food in general. 

People learn languages by listening, coping what they hear, and using the 

language. Most children learn their first languages easily- and sometimes other 

languages as well. Adults often must work harder at learning a second 

language.       

(From Ackert & Nebel, 1996: Insights and Ideas) 

(Words: 243) 

 Questions  

1. To what extent do you agree or disagree with this sentence: ―Language is a 

symbolic tool for facilitating communication‖. 

2. Do you think all languages have grammar? Why? 

3. Signs for the deaf are the same as sounds for those who are not deaf. True 

or false, and why? 

4. Do you speak the same language as your grand parents? Why? Give 

examples. 

5. Why do children learn languages easier than adults? 
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Slices of life 

Laurie was born almost forty years ago. When she was still quite young, 

Laurie's mother became mentally ill and was taken to a hospital for treatment. 

For a while Laurie lived with her grandmother, Thelma, and the rest of her 

aunts and uncles on a poor ranch in Utah. Thelma had to move to a 

community in northern Mexico because she couldn't support her children. 

There, among relatives, she and her large family were able to survive. When 

Laurie was about eight years old, she was taken by one of her uncles to live 

with his family in the jungle in Nicaragua. She worked hard, doing the 

housework and taking care of her baby cousins, living under harsh conditions. 

When she was about sixteen, she escaped. With the help of some kind 

people, she made her way to California. She got a job doing what she had 

always done -taking care of children. This time, however, she lived with a 

family. The parents were busy professionals, a professor and a medical doctor. 

Shirley and Ted had two children to take care of and needed help.  She gave 

Laurie a job, a home, and a family. She also helped Laurie find her mother and 

visit her in the hospital where she was living. When Shirley and Ted's children 

grew up and no longer needed a nanny, Laurie left the best home she had ever 

had and got several other jobs. Eventually she took the GED exam (exam that 

shows whether a person knows as much as a high school graduate), and went 

to college. She wanted to be a writer. 

Laurie wrote a book of stories about her life. These stories were like slices 

of her life. Laurie tried to sell her book of stories to publishers, and she 

collected rejection letters. Then, she decided to try to turn her story into a 

screenplay. For this purpose, she read screenplay after screenplay and books 

about how to turn a story into a script for a movie.  

She had to create a single plot or story line out of her own life. 

Consequently, she introduced some new characters and reduced the number of 

members of Thelma's family. It was necessary to fictionalize her story; that is, 

she had to change details to make an interesting story.  

Laurie's screenplay is in Hollywood now. She has to convince someone in 

a movie agency to read the screenplay because no one will buy it if no one 

ever reads it. She has to find an agent because movie producers only deal with 

agents. When Laurie finds an agency to represent her, she hopes the agency 

will find a producer to turn her story into a movie. 

(From: Zukowski-Faust & Johnston,  2002: Steps to academic reading: 

Between the lines. pp. 353) 

(Words: 450) 

 

 

 

http://www.infibeam.com/Books/search?author=Susan%20S.%20Johnston
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Questions  

1. Why was Laurie forced to live with her grandmother? 

2. Is it cheaper to live in Utah or north Mexico? And why? 

3. What was the first job of Laurie? And where was it? 

4. In your opinion, why did publishers refuse to publish Laurie‘s stories? 

5. Do you think Laurie succeeded in turning her story into a movie? 
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Abstract 

This paper reports freshmen teachers‘ perceptions of the extent and 

success of the implementation of DepEd Order No. 76, s. 2010 in Bulacan, 

Philippines. The feedback from 80 freshmen teachers in 27 private and 53 

public secondary school from 14 municipalities and 2 cities in the said 

province was compared. Significant differences ( p< .05 or higher) were 

found between private and public secondary school in the following areas: 

functionality or practical uses of the new curriculum, promoting pagka-

makadiyos among students, work attitude of teachers, text-based and 

context-based language teaching strategies, effective participation of 

volunteer students in increasing English proficiency, teaching efficiency 

despite poor and substandard  facilities, use of self-directed supervision, 

mentoring of new teachers, viability of using classroom-based action 

research, suitability of classroom facilities for task-based learning 

activities,  adequacy of facilities and equipment in teaching speaking and 

listening,  the efficacy of literary pieces as springboard for teaching oral 

communication, improving study habits, learning strategies, group 

participation and self–expression, and simplification of the teaching tasks. 

The results highlight the gains and challenges brought about by the new 

curriculum for purposes of revision and reinforcement. 

Keywords: Understanding by Design, Secondary Education Curriculum 

 

Introduction 

In managing language and literature programs, Gonzalez and Romero (1991) 

proposed a six-point framework consisting of scanning the environment, 

setting objectives, programming, implementing, learning, and measuring and 

adjusting. This framework is cyclical in nature because its other components 

are subject to modification and improvement in light of the feedbacks on 

measures of results and attainment of the learning goals and objectives.  

To ensure that it remains relevant and responsive to the needs of the 

learners and society, the curriculum in the Philippines, as a matter of practice, 
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is revised every ten years. And 2010 marks the implementation of the 

Secondary Education Curriculum (SEC 2010) in place of the Basic Education 

Curriculum (BEC). To date, the refinement of SEC 2010 is a work in progress 

to streamline its content to improve mastery and eventually attain functional 

literary as articulated in Education for All Plan 2015. Its overall goal is to 

―develop a functionally literate Filipino who can effectively function in 

various communication situations‖ (2010 SEC Guide in English).   

―A functionally literate individual,‖ as SEC 2010 describes, ―can 

demonstrate critical competencies to express clearly one‘s ideas and feelings 

orally, in writing, and non-verbally; ability to learn on his own; ability to read, 

comprehend and respond in turn to ideas presented; ability to write clearly 

ones ideas and feelings, and the ability to access, process, and utilize available 

basic and multimedia information‖ (p. 9). At the core of its conceptual 

framework lie the need for communicative competency (linguistic, 

sociolinguistic, discourse, and strategic), literary appreciation, and valuing. 

Such competencies are to be developed through listening, speaking, reading, 

writing, and viewing (the use of multimedia and computers). Teaching the 

three competencies through the five macro-skills is set against the backdrop 

of: (a) a language theory that stresses structure, function, and interaction, (b) a 

constructivist theory of learning, and (c) a process- and condition-oriented 

theory of language learning. 

SEC 2010 aims to operationalize the three foregoing theories through 

content–based instruction (CBI), cognitive academic language proficiency 

(CALP), cognitive academic language learning approach (CALLA), problem-

based, task-based, and competency-based learning (PTCBL), genre-based, 

text-language instruction. Constructivism as a theory of learning takes the 

central position in the new curriculum. Constructivism is consistent with the 

stance of Silver, Strong, and Perini (1997) that claims learning is optimized 

when one engages in meaningful, authentic classroom learning experiences 

that allow the learner to discover his or her strengths and talents. Figure 1 

shows the framework of SEC 2010 and how its components are in 

complementation. 

The implementation of SEC 2010 is guided by Department of Education 

(DepEd) policies as embodied in (DepEd) Order No. 76, s. 2010. This 

curriculum shall have been completely implemented by 2014. It was 

developed and put in place based on the findings in monitoring and evaluating 

the BEC implementation in September 2002, October 2003 and September 

2004, through the efforts of the Bureau of Secondary Education (BSE) and the 

DepEd. The survey involved 20 secondary schools including general high 

schools funded fully by the national government, newly established high 

schools funded jointly by the national, provincial, and municipal government, 

science high schools, private high schools, and technical-vocational high 

schools. It was geared toward building ―collaboratively constructed 

descriptions and interpretations of practices that enable supervisors, school 
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heads, department heads, supervisors and teachers, to formulate acceptable 

ways of implementing the BEC, and to solve implementation problems that 

emerge‖ (2010 SEC Curriculum Guide in English, p. 25).  

 

 

 

 

 

   

 

 

 

  

 

 

 

 

 

 

  

 

 

Figure 1 .The conceptual framework in English of the Secondary Education 

Curriculum 2010  

 

The summary of findings and recommendations, as shown in Table 1, 

serves as the baseline data for the development of SEC 2010. Also, these data 

were used in designing a questionnaire for the teacher-respondents (TRs) of 

the present study. 

 

Functional Literacy for All 

Communicative 

Competence 
Literary 

Competence& 

Appreciation 

Valuing 

Listenin

g 

Speakin

g 

Viewin

g 

Writing Reading 

CBI 
CALLA 

PTCBL 

Context  

Based Text 

Based 
Genre Based 

 

THEORY OF 

LANGUAGE 

 Linguistics 

 Philosophy 

 Psychology 

THEORY OF 

LANGUAGE 

LEARNING 

 Process-Oriented 

 Condition-

Oriented 

THEORY OF LEARNING 

(Constructivism) 

 Learning by doing 

 Reflective Learning 

 Social Learning 

 Learning strategies 

 Transformative Learning 



 

103 

 

Table 1 

Summary of findings and recommendations on the monitoring and evaluation 

of the implementation of the 2002 Basic Education Curriculum 

Area of 

Concern 

Challenge Recommendation 

1. Gross 

inconsisten

cies 

between 

means and 

ends 

There were gross 

inconsistencies between the 

kind of learner/graduate 

that the schools desired to 

produce and the strategies 

that school heads and 

teachers employed brought 

about by instruction was 

predominantly authoritative 

and textbook-based, 

learning that was 

reproductive, supervision 

that was commonly 

prescriptive and directive, 

and assessment that was 

focused more on judging 

rather than improving 

student performance. 

To close the gap between 

means and ends school heads 

should: (a) organize a 

committee to identify and 

describe the curricular, 

instructional, supervisory, 

assessment, and managerial 

practices that do not 

contribute to the 

development of the desired 

learner/ graduate; (b) focus 

group conversations should 

be conducted to clarify the 

school and non-school 

factors that reinforce the 

questionable practices; and 

(c) development and 

implementation of action 

programs to remove the 

inconsistencies.  

2. Teachers‘ 

desire  to 

know more 

about 

integrated 

teaching 

Teachers had a positive 

attitude toward the 

integrative, interactive, 

brain-based approaches, but 

did not feel confident to use 

the approaches because of 

their limited knowledge to 

operationalize them in 

terms of lesson planning, 

instructional materials 

development, and subject 

matter organization, 

presentation, and 

evaluation. 

School heads should 

capitalize and reinforce the 

positive attitude of teachers 

toward the BEC, particularly 

its instructional approaches 

by increasing their capability 

and confidence in using the 

approaches by providing the 

competencies they need 

through needs assessment, 

benchmarking study, and 

preparation of handbook 

which explains the nature of 

integrated teaching. 

3. Teachers‘  

limited 

knowledge 

of 

constructiv

Constructivism was 

unfamiliar to many teachers 

and its applications were 

very limited. 

 

The school head should 

develop a consensual 

understanding of 

constructivist learning 

among the teachers through 
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ism as a 

learning 

theory 

focus group conversations 

(FGC) by year level or by 

department.  

4. Students‘  

difficulties 

in using 

English as 

learning 

medium 

School heads and teachers 

had been holding activities 

like essay contests, English 

campaigns, public speaking 

competitions and the like, 

but the problem remained 

unabated. 

 

 

Schools should consider 

developing and testing 

students‘ English proficiency 

through: (a) voluntary 

participation in English 

remedial sessions facilitated 

by volunteer students; ( b) 

mentoring of poor students 

by proficient students; (c) 

holding regular writing and 

impromptu speaking contests 

using criterion-referenced 

evaluation; and (d) using the 

results of achievement tests 

of the previous years as 

baseline data for 

intervention. 

5. Factors 

preventing 

teachers 

from 

playing 

their role 

as 

facilitators 

of the 

learning 

process 

Teachers were fully aware 

of the limitations of the 

traditional expository 

methods in facilitating the 

full development of the 

students‘ potential, but 

several factors were found 

to inhibit the teachers from 

playing the facilitator‘s role 

effectively. 

 

Teachers should use best 

practices approach by 

benchmarking classes despite 

constraints of overcrowding, 

use of a foreign learning 

medium, insufficient 

textbooks, supervisory and 

assessment restrictions 

through teachers‘ continuous 

use of facilitative rather than 

directive or prescriptive 

teaching methods. 

 

6. The 

emergence 

of 

alternative 

supervisor

y 

approaches 

Several promising 

supervisory approaches 

were said to be emerging 

but not wide-spread like (a) 

collaborative supervision, 

(b) self-directed 

supervision, and (c) 

mentoring, and that the 

conventional supervisory 

practice was viewed by 

teachers as threatening and 

disempowering. 

School heads should explore 

alternatives supervisory 

practices like (a) self-

directed supervision, (b) peer 

or collaborative supervision, 

and (c) mentoring. 
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7. Teachers‘ 

need more 

know-

ledge and 

skills to 

operational

ize 

Makabaya

n 

School heads and teachers 

found the concept of 

Makabayan novel and quite 

interesting, but they found 

planning, implementing, 

and monitoring it difficult. 

School heads should conduct 

consultative or brainstorming 

sessions with their staff to 

resolve problems and issues 

related to the implementation 

of ―Makabayan‖. 

8. Teachers‘ 

dilemma 

on how to 

teach 

values 

Two patterns of thought 

emerged from the field 

data: (a) not teaching it as a 

separate subject and 

integration of values 

education in all the subjects 

and; (b) teaching of values 

education as a separate 

subject. 

 

To help resolve the issue, 

two approaches were 

recommended: (a) values 

education teachers should 

approach the teaching of the 

subject as action researchers 

working as a team; and (b) 

values education should be 

taught as a separate subject 

in the Basic Education 

Curriculum. 

9. Teachers 

teaching  

to the test, 

students 

studying to 

the test 

The use of traditional 

assessment tools has been 

predominant, and other 

forms of authentic 

assessment were limited. 

 

The teacher appraisal system 

and the kinds of tests used in 

the classroom as well as 

those in the division and 

national examinations should 

be evaluated. Schools should 

also consider the use of 

alternative assessment tools 

and techniques that would 

provide opportunities for 

students to experience 

learning as an enjoyable, 

delighting process of inquiry, 

discovery, and construction 

or creation of new 

knowledge, rather than as a 

tedious process of cramming 

to pass examinations. 

10. Schools  

moving 

toward 

shared 

governanc

e 

Shared governance and 

participative leadership 

were clearly evident in 

many schools as shown in: 

(a) involvement of ad hoc 

committees, task forces, 

study groups, and action 

Schools should continue 

reinforcing their efforts 

toward the 

institutionalization of shared 

governance as envisioned in 

R.A. 9155 through shared 

governance supported by a 
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cells; (b) the conduct of 

consultative meetings, and 

brainstorming sessions to 

assist the school heads 

make administrative or 

instructional decisions; and 

(c) rotational delegation of 

authority by the school 

heads, among department 

heads, and subject leaders. 

long-range program jointly 

designed, developed, 

implemented, and monitored 

by the school heads, 

department heads, and 

teachers. 

 

 

Purpose of study 

The present study was conducted to gather data on the readiness of selected 

secondary schools in the province of Bulacan, teachers and administrators, as 

regards the implementation of the new curriculum, SEC 2010, through an 

innovative teaching-learning scheme which is Understanding by Design 

(UbD). Also, this paper is an attempt to provide fresh insights to the education 

students of Bulacan State University, particularly those enrolled in language 

curriculum, language research, and remedial instruction. More importantly, 

this paper shall ventilate the perceptions of teachers in relation to their 

readiness to use UbD, the functionality of the ―backward design‖, supervisory 

practices, attitude to integrative approach, level of confidence, level of 

awareness and sense of accomplishment, review and benchmarking of 

classroom practices,  language classroom applications of new teaching 

strategies, administrative support in implementing constructivism, 

participating in English remedial sessions, measures taken to offset limited 

school resources,  effective supervisory practices,  prevailing practices on the 

use of traditional and alternative assessment procedures, physical and 

structural constraints in using interactive instruction, availability, use and 

effectiveness of school facilities, the need for more seminars and workshops, 

impact of UbD on the day to day use of authentic language activities, raising 

students‘ level of awareness and language competencies, change in the 

students‘ study habits, and stress management of classroom teachers. 

 

Understanding by Design (UbD) 

UbD is a recent change in the educational framework that has raised much 

concern in the DepEd in the Philippines. This design aims to promote quality 

teaching and learning through enduring understandings that are transferable to 

life (2010 SEC Guide in English). Developed in 1998 by Grant Wiggins and 

Jay McTighe, this ―backwards design‖ aims to link curriculum, instruction, 

and assessment to improve learning outcomes. It centers on the idea that the 

instructional design process should begin with identifying the desired results, 
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determining acceptable assessment procedures to gauge evidence of learning,  

planning learning experiences, and instruction. 

Acknowledging the importance the effectiveness of UbD and with the 

desire to orient school heads and teachers, DepEd held a National Conference 

entitled ―Understanding by Design: Getting into the Core of the 2010 

Secondary Education Curriculum‖ in two different venues: The Manila Hotel, 

on February 4-6, 2010 for Metro Manila and Luzon participants and 

Waterfront Hotel, Cebu City, for Visayas and Mindanao participants. In 

consonance with the said conference, the DepEd Undersecretary and Officer-

in-Charge issued DepEd Memorandum Order 110, s. 2010 which provides for 

training-workshop for teachers, coordinators, and administrators of private 

schools on the implementation of the said curriculum held in Baguio City on 

March 19-21, 2010. 

Like any innovation, the adoption and application were not welcomed 

without caution, if not skepticism. In her article, Sunga (2010) suggested that 

school administrators should go easy with implementation of the new design. 

She proposed to have it piloted in small scale and not to force the entire cohort 

of first year teachers to ―ubidize‖ their lessons. Acknowledging lack of 

training as one of the constraints, she reiterated that teachers, supervisors, 

subject consultants, principals, trainers, department heads undergo training on 

the UbD framework. Sunga also added that stakeholders to go easy with the 

process of ―ubidizing‖ instructional materials.  

 

Method 

To assess the extent of the implementation of UbD and to answer the specific 

questions of the present study, the researcher thoroughly reviewed studies and 

literature related to SEC 2010 and UbD. Based on the BSE recommendations, 

a questionnaire was devised (see Appendix A) and floated to 110 secondary 

school teachers in the province of Bulacan, this researcher also sought the 

approval of the respective schools superintendents in the distributing the 

research instruments. Only 80 questionnaires were retrieved, validated, and 

included for analysis.  

 

Respondents 

Thirty seven secondary schools participated in this study. These schools were 

randomly selected from 16 out of the 24 municipalities of Bulacan. From these 

schools came the 80 public school and private school teachers (nPbSTs = 53; 

nPrSTs = 27) who constituted the TRs.  

 

http://www.manila-hotel.com.ph/
http://www.waterfronthotels.com.ph/cebu/index.html
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Table 2  

The distribution of TRs from selected municipalities and cities of Bulacan 

Municipality/City No. of 

participants 

Municipality/ 

City 

No. of 

participants 

schools teachers schools teachers 

Angat 1 1 City of Malolos 5 12 

Balagtas 1 1 Marilao 2 8 

Baliuag 2 7 City of 

Meycauayan 

1 1 

Bocaue 5 11 Norzagaray 1 2 

Bulakan 2 7 Obando 1 2 

Calumpit 3 6 Paombong 3 3 

Guiguinto 2 9 Plaridel 2 3 

Hagonoy 3 3 Pulilan 3 4 

 Total 37 80 

 

Table 2 shows that there was a wide range as to the respondents‘ age 

bracket, with 20 years as the minimum and 61 years as the maximum age 

(Mage = 33.28; SDage = 10.02). As to number of years in teaching, the shortest 

is 6 months and longest is 36 years (Mno. of years = 9.60; SDno. of years =7.98). The 

TRs were predominantly female (87.5%) and most of them were BSE/AB 

English degree holders (95.00%), with English as their specialization (82.5%). 

The number of participating teachers per school was proportioned to the total 

number of teachers in their respective schools (Minno. of teachers = 1; Max no. of 

teachers = 12). 

The municipalities that were counted out were Doña Remedios Trinidad, 

San Miguel, San Ildefonso, San Rafael, San Jose del Monte City, Bustos, 

Pandi, and Sta Maria. Secondary schools from the said city and municipalities 

were not included in the random samples.  

 

Materials 

A questionnaire of 20 items consisting 79 specific questions was prepared and 

floated to the TRs to gather the needed data in this study in the school year 

2010-2011 (see Appendix A).  The first part of the instrument deals with the 

demographics for profiling purposes and the second part consists of 20 areas 

of concern based on the recommendations made by BSE in a survey conducted 

from 2002 to 2004.  
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Table 3 

Summary and distribution of specific questions used in the research 

instrument 

Item 

No.  

 Area of Concern Questions per 

area 

1. Teacher preparation and readiness in implementing 

UbD 

1 

2. Functionality of  SEC 2010 8 

3. Measures taken by school heads in implementing 

SEC 2010 

4 

4. Attitude of teachers toward the integrative, 

interactive, brain-based approaches 

1 

5. Level of confidence of teachers in using new 

teaching approaches 

5 

6. Teacher feedback after one year SEC 2010 

implementation 

2 

7. Reinforcement of positive attitude of teachers toward 

the 2010 through school heads initiatives 

3 

8 Teacher perception of nature of language, learning 

processes, and language learning  

5 

9. Development of a consensual understanding of 

constructivist learning 

2 

10. Developing and testing students‘ English proficiency  5 

11. Adoption of best practices despite constraints on 

school resources 

5 

12. Review of supervisory practices 2 

13. Implementation of alternative supervisory practices 8 

14. Appropriateness of physical structures for interactive 

learning  

1 

15. Installation of facilities for viewing, listening, 

speaking, reading, and writing 

5 

16. Perceived needs of teachers for more seminars, 

conferences, and workshops  

5 

17. Revision and update of instructional materials 5 

18. Relevance of   selected literary works in teaching 

literary  appreciationand values 

5 

19. Improvement of learning strategies, self-confidence, 

participation, and self-expression 

5 

20. Facility of SEC 2010 2 

Total number of questions 79 
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Procedures 

The perceptions of the TRs are described in the succeeding tables using Mean 

(M) and Standard Deviation (SD). To compare their answers, the t-ratio for 

independent means was used, the computation of which followed the steps 

prescribed in Levin, Fox, and Forde (2010, p. 229-30).
1  

For the interpretation 

of the t values resulting from one-tailed t-tests, the following references were 

used: Levin et al. (2010), Lucy (2005), Dowdy, Wearden, and Chilko (2004), 

and Hinton (2004). Ford=78, the interpolated critical t value was set at 1.667 

and 2.380 for .05 and .01 alpha, respectively (Stockburger, n.d.).  

 

Results 

Some empirical data are presented in Tables 4 to 23 to reflect the extent of the 

implementation of UbD in the locale of the study. These data also serve as 

gauge of the TRs‘ perceptions of the extent of implementations of the 

recommendations made by the Bureau of Secondary Education (BSE) and the 

Department of Education (DepEd) to mitigate the drawbacks and weaknesses 

of the 2002 Basic Education Curriculum. A five-point Likert scale was used to 

assign the TRs‘ perception level.
2    

Table 4 shows that the TRs had high perception of readiness and 

enthusiasm in applying UbD as integral to the implementation of SEC 2010. 

Both groups believed that the amount of time and preparation in teaching SEC 

2010 was high but the difference between their perceptions was found not to 

be statistically significant (t = 0.464). One of the public school teachers even 

commented that she was looking forward to having more trainings and 

―continuing education programs/seminars for teachers and students.‖ This 

comment suggests that there could be some teachers who wanted to have more 

knowledge about UbD. The perceptions of the two groups of TRs did not 

significantly differ because both groups felt the same needs. These needs have 

to be addressed by the stakeholders of DepEd because no matter how good the 

new design may be, it will be useless unless the classroom teachers understand 

it very clearly. 

 

Table 4 

Distribution of teacher preparation and readiness in implementing UbD 

 

1. Do you consider the 

amount of your preparation 

and readiness in applying 

Understanding  by Design 

(UbD) in implementing the 

2010 SEC sufficient? 

Private (n = 27) Public(n=53)  

t-value M SD M SD 

 

3.48 

 

0.70 

 

3.56 

 

0.73 

 

-0.464 
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Table 5 

Distribution of teacher-respondents’ perceptions of the functionality of SEC 

2010 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Functionally literate (can 

use their knowledge in 

their daily needs) 

 

4.00 

 

0.63 

 

3.47 

 

0.58 

 

3.705** 

2. Creative and critical 

thinkers  (can make good 

decisions) 

3.70 0.78 3.75 0.62 -0.308 

 

3.   Independent problem 

solvers (they depend less 

on their teacher/s) 

3.81 0.74 3.75 0.70 0.351 

 

4.   Work-oriented and 

lifelong learners 

3.70 0.82 3.67 0.71 0.167 

5.   Makadiyos 4.07 0.78 3.72 0.82 1.812* 

6.   Makabayan 4.00 0.88 3.72 0.74 1.480 

7.   Makatao 3.93 0.87 3.68 0.75 1.317 

8.   Makakalikasan 3.89 1.09 3.64 0.79 1.157 

*p< .05, one-tailed, **p< .01, one-tailed 

 

Table 5 shows that the private school teachers (PrSTs) had significantly 

better perception of the functionality of the new curriculum, compared to the 

public school teachers‘ (PbSTs) (t = 3.705, p<.01). Since UbD encourages the 

application of constructivism or learning, learners are given more 

opportunities to use authentic language experiences and be tested through 

authentic, alternative assessment procedures. This characteristic of UbD 

makes the PrSTs view the new design very favorably. Also, the PrSTs had 

better perception of their students‘ demonstration of pagka-makadiyos 

(godliness or religiosity) (t = 1.812, p<.05). This significant difference can be 

attributed to the composition of the randomly sampled PrSTs, who were 

mostly from religious (Catholic and Christian) schools. In addition to this 

observation, both groups believed that their students showed high level of 

creativity and critical thinking skills in making decisions (M = 3.75; SD = 

0.62). The difference in favor of PbSTs, however, was found to be not 

significant (t = -1.308).  Table 5 shows further that the PrSTs rated the eight 

components of functionality from high to very high while the PbSTs rated all 

the eight high. The above data suggest that the respondents favorably viewed 

the new curriculum. 

Table 6 shows that on the one hand the PrSTs perceived their heads of 

schools to be taking favorable measures in implementing the new curriculum 

as follows: (a) taking steps to organize a committee to identify and describe 
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the curricular, instructional, supervisory, assessment, and managerial practices 

that do not contribute to the development of the desired learner/graduate (M = 

3.78; SD = 1.05); (b) developing and implementing action programs to remove 

the observed inconsistencies in teaching English (M = 3.89; SD = 0.80), and 

(c) adopting a school assurance team to coordinate, monitor, and evaluate the 

implementation of the action program (M = 3.81; SD = 0.88). On the other 

hand, the PbSTs perceived their heads of schools to have better 

implementation of a school assurance team to coordinate, monitor, and 

evaluate the implementation of the action program (M =3.74; SD = 0.79).  

 

Table 6 

Measures taken by school heads in implementing SEC 2010 

 Private 

(n=27) 

Public (n=53)  

t-

value M SD M SD 

1. Organized a committee to 

identify and describe the 

curricular, instructional, 

supervisory, assessment, and 

managerial practices that do not 

contribute to the development of 

the desired learner/graduate 

 

 

 

 

3.78 

 

 

 

 

1.05 

 

 

 

 

3.62 

 

 

 

 

1.02 

 

 

 

 

0.649 

2. Developed and implemented 

action programs to remove the 

observed inconsistencies in 

teaching English 

 

 

3.89 

 

 

0.80 

 

 

3.74 

 

 

0.84 

 

 

0.775 

3. Implemented a school assurance 

team to coordinate, monitor, and 

evaluate the implementation of 

the action program 

 

 

3.70 

 

 

0.87 

 

 

3.74 

 

 

0.79 

 

 

-0.204 

4. Adopted a school assurance team 

to coordinate, monitor, and 

evaluate the implementation of 

the action program 

 

 

3.81 

 

 

0.88 

 

 

3.66 

 

 

0.88 

 

 

0.712 

 

Table 7 shows that both groups of respondents had high level of 

confidence on the use of new curriculum in promoting integrative, interactive, 

and brain-based approaches.  For the English component, the concept matrix 

of SEC 2010 provides for the use of different literary pieces from the first to 

the year curriculum level: Philippine Literature, Afro-Asian including 

Philippine Literature, British-American and Philippine Literature, and World 

Literature including Philippine Literature. For each level, the literary works 

are grouped according to literary types: narrative, drama, poetry, and essay. 
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Each literary type will be used for every quarter in the school year. Every 

quarter consists of three stages: identifying desired results, defining acceptable 

evidence through the different types of assessment, and planning learning 

experiences and instruction. These three stages are constituted in what literary 

and communicative competence the students ought to demonstrate by using 

the target grammatical structures in relevant contexts and meaningful 

situations. 

 

Table 7 

Attitude of teacher-respondents toward the integrative, interactive, brain-

based  

approaches 

 Private 

(n=27) 

Public 

(n=53) 

 

t-value 

M SD M SD 

1. The teachers of English in your 

school have a positive attitude 

toward the integrative, interactive, 

brain-based approaches endorsed 

in the new curriculum  

 

 

4.04 

 

 

0.90 

 

 

4.10 

 

 

0.75 

 

 

-0.312 

 

 

Table 8 

Level of confidence of teachers in using new teaching approaches 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Lesson planning 4.11 0.97 4.02 0.60 0.504 

2. Instructional materials 

development 

4.00 0.96 3.98 0.60 0.113 

3. Subject matter organization 4.15 0.77 3.91 0.66 1.434 

4. Presentation 4.19 0.79 3.98 0.60 1.309 

5. Evaluation 3.93 0.92 3.91 0.69 0.108 

 

Table 8 indicates that both groups of the TRs reported a high level of 

confidence in using new teaching approaches like lesson planning, 

instructional materials development, subject matter organization, presentation, 

and evaluation. This finding is important because SEC 2010 demands greater 

degree of conceptualization, visualization, and creativity. This curriculum is 

indeed very challenging because it aims to cater to different types of learners 

with different learning styles and preferences or individuals with genuine, 
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authentic language needs for lifetime or lasting understanding, a feature that 

was not in the previous curriculum. 

 

Table 9 

Teacher feedback after One Year SEC 2010 implementation 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Acquired enough knowledge 

about the key concepts and 

approaches in the new 

curriculum 

 

4.04 

 

0.81 

 

3.87 

 

0.71 

 

0.953 

2. Attained full understanding of 

integrated teaching, i.e., its 

basic concepts, underlying 

assumptions, operational 

principles and approaches 

 

 

3.70 

 

 

0.87 

 

 

3.75 

 

 

0.68 

 

 

-

0.279 

 

 

After having implemented the new curriculum for a school year, the PrSTs 

believed that they had acquired enough knowledge about the key concepts and 

approaches in using SEC 2010 (M = 4.04; SD = 0.81), while the PbSTs 

considered that they had attained better understanding of integrated teaching, 

i.e., its basic concepts, underlying assumptions, operational principles, and 

approaches (M = 3.75; SD = 0.68). No significant differences were reported 

indicating that the two groups shared the same observations. 

Table 10 shows that the PrSTs had better perceptions of their school heads 

in taking some initiatives in improving teachers‘ positive attitude toward the 

new curriculum (t = 2.299*). This information implies that the school 

principals of the selected private schools showed higher degree of sensitivity 

to the needs of their classroom teachers. Also, the former  were confident that 

SEC 2010 helped them in increasing their capability and confidence in using 

the approaches through competency development programs, and that the new 

curriculum was also valuable in helping them to benchmark of successful 

practices by department or year level and sharing the same practices with other 

teachers. 
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Table 10 

Reinforcement of positive attitude of teachers toward the SEC 2010 through 

school heads initiatives 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Increasing the teachers' 

capability and confidence in 

using the approaches 

through competency 

development programs 

 

 

4.04 

 

 

0.81 

 

 

3.94 

 

 

0.77 

 

 

0.533 

2. Conducting needs 

assessment to identify gaps 

between the teachers actual 

and expected competencies 

 

4.15 

 

0.72 

 

3.75 

 

0.73 

 

2.299* 

3. Benchmarking of successful 

practices by department or 

year level and 

 

3.92 

 

0.84 

 

3.81 

 

0.79 

 

0.569 

 *p< .05, one-tailed 

 

     

Table 11 

Teacher perception of nature of language, learning processes, and language 

learning 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Cognitive academic 

language learning approach 

(CALLA) 

 

3.63 

 

0.79 

 

3.75 

 

0.62 

 

-0.735 

2. Problem-based, task-based, 

and competency-based 

learning (PTCBL) 

 

3.89 

 

0.80 

 

3.89 

 

0.61 

 

0.000 

3. Genre-based language 

teaching  

3.85 0.82 3.75 0.62 0.602 

4. Text-based language 

teaching 

4.04 0.71 3.70 0.64 2.137* 

5. Context-based language 

teaching 

4.11 0.70 3.83 0.64 1.769* 

*p< .05, one-tailed 

 

Table 11 compares the TRs‘ perception of nature of language, learning 

processes, and language learning. The data show that the PrSTs had better 
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perceptions of  text-based language teaching (t = 2.137, p<.05) and context-

based language teaching (t= 1.769, p<.05). Consistently, the two groups had 

high level of perceptions of the use of genre-based language teaching, 

Cognitive academic language learning approach (CALLA), and using 

Problem-based, task-based, and competency-based learning (PTCBL). 

 

Table 12 

Development of a consensual understanding of constructivist learning 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Focus group conversations 

(FGC) by year level or by 

department 

 

4.00 

 

0.98 

 

3.85 

 

0.74 

 

0.756 

2. Activities on the practical 

application of the theory ( 

i.e., lesson planning, 

demonstrations 

 

3.92 

 

0.98 

 

3.96 

 

0.71 

 

-0.206 

 

Table 12 compares the TRs views on developing consensual understanding 

of constructivist learning.  Both groups had favorable perceptions of using 

FGC by year level or by department and activities on the practical application 

of the theory.  Constructivism is anchored on the principle of learning by 

doing. To this end, the teaching-learning process is guided by some questions 

inspired by the WHERETO criteria:  Where is the unit going? What is 

expected? Where are the students coming from? How may the teacher hook all 

students and hold their interest? How many students are equipped with 

experience, key ideas and relevant issues? What opportunities should be given 

to students to help them rethink and revise their understandings and work? 

What help should be extended to them to evaluate their work and its 

implications? How may the learning activities be tailored to their different 

needs, interests, and abilities? And how may the series of activities is 

organized to maximize initial and sustained engagement as well as effective 

learning? 
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Table 13 

Developing and testing students’ English proficiency 

 Private 

(n=27) 

Public 

(n=53) 

 

t-value 

M SD M SD 

1. Having voluntary participation 

in English remedial sessions 

facilitated by volunteer 

students. 

 

3.31 

 

0.84 

 

3.70 

 

0.72 

 

-2.136* 

2. Assigning more proficient 

English students from higher 

levels to mentor  students from 

the lower levels 

 

3.38 

 

0.75 

 

3.40 

 

0.86 

 

-0.101 

3. Holding regular English writing 

and impromptu speaking 

contests using criterion-

referenced evaluation 

3.69 0.79 3.66 0.90 0.145 

4. Using the results of 

achievement tests for the 

previous years. 

4.08 0.84 4.09 0.71 -0.055 

5. Conducting frequency and error 

analysis of English 

competencies that students 

failed to master 

 

3.73 

 

0.87 

 

3.91 

 

0.74 

 

-0.956 

 

*p< .05, one-tailed 

 

Table 13 shows that the TRs had good perceptions of holding regular 

English writing and impromptu speaking contests using criterion-referenced 

evaluation. In this regard, the PbSTs had better perceptions to voluntary 

participation in English remedial sessions facilitated by volunteer students (t = 

-2.136, p<.05). Given the fact that the students from the randomly selected the 

public schools were not enjoying some privileges like having tutors,  they 

manage to compensate for this need through voluntary participation in English 

remedial sessions through the help of  volunteer and more able students. 

However, the levels of perceptions of the two groups did not significantly 

differ in terms of assigning more proficient English students from higher 

levels to mentor students from the lower levels, using the results of 

achievement tests for the previous years, and conducting frequency and error 

analysis of English competencies that students failed to master. 
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Table 14 

Adoption of “Best Practices” despite constraints on school resources 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Overcrowding 3.54 0.90 3.85 0.72 -1.648 

2. Using a medium of instruction 

which appears 'foreign' to the 

students 

 

3.58 

 

0.95 

 

3.68 

 

0.70 

 

-0.526 

3. Insufficient textbooks 3.46 1.30 3.66 0.92 -0.785 

4. Poor and substandard 

facilities 

3.27 1.15 3.74 0.88 -2.004* 

5. Good but insufficient 

facilities 

3.73 1.08 3.79 0.74 -0.288 

 *p< .05, one-tailed 

 

Similar to the data in the foregoing sections, Table 14 shows that the 

PbSTs had better perceptions to adapting best practices despite constraints on 

school resources. The data show that the PbST believed that they were doing 

their jobs more efficiently despite poor and substandard facilities (t = -2.004, 

p<.05). The table shows there was no difference between their coping 

mechanisms with regard to overcrowding, using a medium of instruction 

which appears ―foreign‖ to the students, insufficient textbooks, and good but 

insufficient facilities.  

Table 15 indicates that the supervisory practices of the school heads did 

not differ at all even those from the private schools appeared to be more 

facilitative and consultative just as those from the public schools seemed to be 

more directive and prescriptive. 

To detail the use of alternative supervisory practices, Table 16 suggests 

that the school heads of the sampled private schools were more inclined to 

implement self-directed supervision for experienced, strongly motivated, and 

innovative teachers (t = 1.699, p< .05), to mentor new teachers and to coach 

the mediocre and low performers (t = 2.286, p< .05), and to train teachers how 

to test their methods as they teach (t = 1.685, p< .05). There were no 

significant differences on the following supervisory practices: encouraging 

peer or collaborative supervision for teachers who can work in teams or 

quality circles, promoting   teachers‘ group development for collective action 

as part of the school head‘s responsibility, conducting consultative or 

brainstorming sessions with their staff to resolve problems, previewing present 

assessment practices, and using  alternative assessment procedure(s). 
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Table 15 

Review of supervisory practices 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Facilitative and consultative 3.96 0.96 3.94 0.74 0.100 

2. Directive or prescriptive 3.73 1.12 4.06 0.63 -1.664 

 

Table 16 

Implementation of alternative supervisory practices 

 Private 

(n=27) 

Public 

(n=53) 

 

t-

value M SD M SD 

1.  Implementing self-directed 

supervision for experienced, 

strongly motivated, and 

innovative teachers 

 

4.19 

 

0.69 

 

3.92 

 

0.65 

 

1.699* 

2. Encouraging peer or 

collaborative supervision for 

teachers who can work in 

teams or quality circles 

 

4.08 

 

0.80 

 

3.83 

 

0.75 

 

1.361 

3. Mentoring of new teachers 

and coaching the mediocre 

and low performers 

 

4.27 

 

0.60 

 

3.85 

 

0.84 

 

2.286* 

4. Promoting   teachers' group 

development for collective 

action as part of the school 

head's responsibility 

 

3.85 

 

0.91 

 

3.81 

 

00.71 

 

0.213 

5. Training teachers how to test 

their methods as they teach 

 

4.04 

 

0.71 

 

3.74 

 

0.76 

 

1.685* 

6. Conducting consultative or 

brainstorming sessions with 

their staff to resolve 

problems 

 

4.04 

 

0.94 

 

3.81 

 

0.79 

 

1.139 

7. Previewing present 

assessment practices 

3.93 0.83 3.87 0.68 0.341 

8. Using  alternative assessment 

procedure/s  

3.96 0.98 3.83 0.67 0.689 

*p< .05, one-tailed 
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Table 17 

Appropriateness of Physical Structures for Interactive Learning 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1.The present classroom 

conditions and structures in 

your school allow the use 

choral reading, dramatization, 

role playing, etc. 

 

4.54 

 

0.65 

 

4.00 

 

0.91 

 

2.712** 

 

**p< .01, one-tailed 

 

Table 17 shows that the PrSTs enjoy more interactive type of classrooms 

suited for more creative and student-centered language activities like choral 

reading, dramatization, and role playing (t = 2.712, p< .01). To this end, a 

language class that provides opportunities for interactive learning is of 

paramount importance in doing or using the said authentic language learning 

and experiences. This condition implies that the classrooms in the sampled 

public secondary schools appeared unfit because of lack of space or the rooms 

and other classroom facilities are not intended for such classroom activities. 

This condition is very much understandable because of the insufficient funds 

which the public schools receive from the government.  

 

Table 18 

Installation of facilities for achieving the five macro-skills 

 Private 

(n=27) 

Public (n=53)  

t-value 

M SD M SD 

1. Audio cassette players 3.96 1.22 3.66 1.04 1.135 

2. LCD projector 4.04 1.26 3.49 1.28 1.804* 

3. TV monitors 3.96 1.43 3.60 1.04 1.268 

4. CD/ DVD players 4.44 0.97 3.64 1.09 3.179*** 

5. CDs 4.56 0.70 3.66 1.00 4.131*** 

*p< .05, one-tailed, ***p< .001, one-tailed 

 

Furthermore, Table 18 shows that in addition to more interactive 

classrooms enjoyed by PrSTs, they also had better audio-visual and 

multimedia facilities like LCD projectors (t = 1.804, p< .05), CD/DVD players 

(t = 3.179, p< .001), and  CDs for listening and viewing purposes(t = 4.131, 

p< .001). The table also suggests that there were no significant differences at 
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all with audio cassette players and TV monitors since the two are ‗old 

fashioned‘ and those using them are relatively fewer.  

 

Table 19 

Perceived needs of teachers for more seminars, conferences, and workshops 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

 

1. Using new teaching 

approaches, methods, and 

strategies 

 

4.56 

 

0.70 

 

4.45 

 

0.57 

 

0.745 

2. Using alternative assessment 

procedures 

4.41 0.75 4.40 0.63 0.062 

3. Conducting classroom-based 

research 

4.48 0.70 4.21 0.69 1.626 

4. Preparing audio-visual and 

other instructional materials 

 

4.56 

 

0.80 

 

4.30 

 

0.67 

 

1.515 

5. Developing instructional 

materials 

4.48 0.70 4.30 0.67 1.105 

 

Unanimously, the TRs acknowledged the felt need to update themselves 

with new teaching approaches, methods, and strategies teaching via the new 

curriculum. They also felt that there was very urgent need to have them trained 

in using alternative assessment procedures, conducting classroom-based 

research, and preparing audio-visual and other instructional materials so that 

they could also develop viewing as the fifth learning skill in addition to the 

other four. They also had very strong desire to learn how to develop 

improvised learning materials because of the insufficiency of books and 

teaching materials. 

Table 20 shows that the need to update instructional materials was high in 

both groups in the following areas: scope and content, sequence and 

presentation, reinforcement and student activities, assessment of learning 

outcomes, and overall appearance of the materials with emphasis on layout 

and format. The scarcity of instructional materials has been a perennial 

problem in the Philippines. And if ever these materials are available materials, 

the ratio between students and number of books is never one is to one. For this 

reason, teachers rely on photocopied or improvised materials. The lack of 

UbD-based instructional materials can be considered as one of the serious 

drawbacks of the present curriculum, on top of the perennial ones discussed 

above. 
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Table 20 

Revision and update of instructional materials 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Scope and content 4.50 0.92 4.36 0.58 0.820 

2. Sequence and presentation 3.89 0.80 4.04 0.92 -0.711 

3. Reinforcement and student 

activities 

3.67 0.92 3.92 0.87 -1.177 

4. Assessment of learning 

outcome 

3.81 0.79 3.92 0.85 -0.553 

5. Layout, format, and overall 

appearance 

3.93 0.92 3.91 0.79 0.100 

 

Table 21 

Relevance of selected literary works in teaching literary appreciation and 

values 

 Private 

(n=27) 

Public 

(n=53) 

 

t-value 

M SD M SD 

1.  Appreciating Philippine culture, 

beliefs, and values 

3.59 1.08 3.81 0.88 -0.965 

 

2.  Developing mastery of the target 

language focus (e.g., simple past 

tense, time markers, WH 

questions, S-V Agreement, direct 

discourse, and reported speech) 

4.26 0.76 4.23 0.72 0.171 

 

3.  Using different types of sentence 

according to function, use of 

coordinators, and rejoinders 

4.07 0.78 3.73 0.89 1.662 

 

4.  Improving voice quality, acting 

skills, facial expression, stage 

presence, stage production, and 

conventions 

3.93 0.78 3.77 0.85 0.808 

 

5.  Phrasing/blending/pausing/timing, 

rate, enunciation, and accuracy 

4.33 0.68 3.92 0.73 2.400** 

 

  **p< .01, one-tailed 

Table 21 shows teachers‘ enthusiasm, optimism, and better appreciation of 

the new curriculum together with its potential in developing communicative 

competence, improving literary appreciation, and values.  On the one hand, the 

sampled private school teachers were more  confident in using SEC 2010 to 

help their students improve their language abilities especially 
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phrasing/blending/pausing/timing, rate, enunciation, and accuracy (t =2.400, 

p< .01). On the other hand, the sampled public secondary school teachers were 

of the opinion that SEC 2010 had been instrumental in helping their students 

appreciate Philippine culture, beliefs, and values, in the same manner that their 

counterparts  believed that the new curriculum had benefitted them in learning 

some aspects of language like categorizing sentences according to function, 

use of coordinators and rejoinders, and improving voice quality, acting skills, 

facial expression, stage presence, stage production, and conventions. 

 

Table 22 

Improvement of learning strategies, self-confidence, participation, and self- 

expression 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Study habits 4.19 0.68 3.83 0.67 2.233* 

2. Learning strategies 3.93 0.78 3.60 0.66 1.961* 

3. Level of self confidence 3.85 0.78 3.75 0.73 0.559 

4. Participation during group 

activities 

4.26 0.76 3.92 0.73 1.918* 

5. Self- expression 4.30 0.67 3.98 0.75 1.846* 

*p< .05, one-tailed 

 

Table 22 shows that the teachers form the private schools were very 

optimistic with the efficacy of SEC 2010 in helping students improve study 

habits (t =2.233, p< .05), learning strategies (t =1.961, p< .05), participation 

during class discussion (t =1.846, p< .05), and self-expression (t =1.846, p< 

.05) given the fact that the new curriculum provides for better student 

participation and interaction, use of authentic language materials, realistic 

language experience, and task-based language assessment. The said features of 

the new curriculum can be realized with school facilities geared towards 

interactive learning. These requirements appear to be some constraints on the 

part of the public school teachers. 

Table 23 reports that the new curriculum had made the tasks of the 

teachers from the sampled private schools less complicated and simpler (t= 

2.648, p< .01) because their job had become facilitative in nature in contrast 

with the conventional or traditional teacher-fronted instruction. The use of 

interactive learning, authentic language materials and alternative assessment 

procedures were of great help to the private school teachers. In the absence of 

the said facilities and innovative practices, the public school teachers are faced 

with new challenges. The two groups showed positive attitude to SEC 2010 
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and they considered it not stressful at all because of their optimism and 

enthusiasm. 

 

Table 23 

The role of   SEC 2010 in making learning tasks simpler and less stressful 

 Private (n=27) Public (n=53)  

t-value M SD M SD 

1. Simpler 4.42 0.64 3.98 0.72 2.648** 

2. Less stressful 3.70 0.82 3.70 0.89 0.000 

**p< .01, one-tailed 

 

To sum up, the study that teachers from the representative private schools 

had better perceptions of the 2010 SEC compared to those from the public 

schools. Specifically, there were significant differences on their perceptions of 

the functionality and practical applications of the new curriculum as well as 

development of positive values or pagka-makadiyos. They also had better and 

favorable views of their school heads in making teachers open for changes and 

innovations like identifying their needs to close the gap between their actual 

and expected competencies. They also had positive views on the classroom 

applications of new teaching methods and approaches like text-based and 

context-based language teaching. However, they were not as participative as 

the public school teachers in providing remedial classes to help less proficient 

students because their condition would not require such volunteerism because 

of their better demographics. They also enjoyed better school facilities paired 

with self-directed supervision, mentoring of less able teachers, and equipping 

of teachers with skills to be able to test their teaching methods. The sampled 

private schools were also found to be ready for more interactive and student-

centered activities with useful multimedia materials in place. They also 

believed that SEC 2010 is very useful in helping students develop oral 

proficiency through literature-based language instruction, and it helps in 

promoting good study habits, learning strategies, more active student 

participation during group activities for better self-expression. More so, they 

were of the opinion that SEC 2010 makes the day to day classroom routine 

simpler.  

The comments and suggestions from the Private School Teachers (PrSTs) 

are as follows:  

 UbD can be more improved before being implemented because there are 

still insufficient resources and still newly grades are not aware of their new 

design/approach. 

 Broadening of the areas of the 2010 SEC (the procedures or alternative 

techniques to be taught to the learners). 
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 Be inspired future educators! Pursue your dreams! God Bless! 

Though there were many positive views elicited from them, there were still 

some who believed that thereis some room for improvement especially on 

making learning resources available and broadening of the scope of SEC 2010. 

In general, the PrSTs were very optimistic and enthusiastic with the new 

curriculum. 

The perceived needs of the respondents from the sampled public schools 

are as follows: 

 Hoping for continuing education programs/seminars for teachers and 

students. 

 There is more than the written curriculum that needs to be improved, needs 

not to be merely overlooked, but as for the time being, SEC moves slowly 

to its goal 

 Promote different teaching tools and facilities for more effective teaching 

and applying the new curriculum. 

 Hoping for the improvement of the scope/content of the 2010 SEC. 

 SEC needs more improvement in terms of preparation especially the 

textbooks and conducting early seminars for teachers. 

 Textbooks and references must be provided to make this curriculum more 

effective. 

 It will be more appreciated if the materials necessary for each lesson may 

be provided. Thank you. 

 The implementation of 2010 SEC would be more effective if only there 

would be sufficient supply of reference materials and teaching aids. 

 Implementation of SEC will be better if the teachers will be given more 

time to prepare in terms of media/instructional materials and all the 

reference in the curriculum. 

 The SEC 2010 have been helpful but there is insufficient number of  

textbooks, reference which are both needed by the teachers and students. 

 I would recommend providing reference books for students and also for 

the teachers. Teachers only have the teachers guide but without the 

reference book itself daily contributions for photo copied materials became 

a burden to the students. 

 It helps improve the quality of education. 

 Sometimes the changing of curriculum makes the teacher confused and 

treat it with some complications. 

The said teachers pointed out that there should be continued upgrading of the 

skills of teachers and students as well. One of the said teachers wrote that SEC 

2010 was slowly achieving its goals, but the stakeholders should not overlook 

the needs of teachers because its success does not begin and end with the 

having the written curriculum. They felt that more teaching tools should be 

made available. To ensure effective implementation, textbooks, teacher 
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guides, teaching aids, and references must be provided along with early 

seminars for teachers. One, among others, however, was optimistic that SEC 

2010 helps in improving the quality of education. 

 

Conclusions and Recommendations 

Based on the foregoing empirical data and discussions, the differences in the 

perceptions of the teachers can be grouped into four: continuing education of 

teachers, improvement of school facilities, sufficient supply of books and 

other learning materials, and improved supervisory practices of the school 

heads. 

With respect to the resources (both human and institutional), the collective 

effort of all the stakeholders who painstakingly designed the SEC 2010, and 

the people behind UbD, this researcher believes that their efforts in improving 

the educational system are really commendable and well-intentioned. 

However, in light of the data in this study, it appears that SEC 2010 together 

with the ―backward design‖ can be fully operationalized in the Philippine 

context in general, and Bulacan in particular, only if the following conditions 

are prioritized and attended to: retraining or retooling of teachers, 

development and distribution of relevant teaching materials, development of 

authentic and alternative assessment procedures, improving classrooms and 

school facilities appropriate for interactive learning, and promoting better 

supervisory practices. Moreover, developments in the education sector should 

be made parallel with long range plans for cultural reconstruction and 

economic recovery. 

Based on the foregoing findings, the recommendations made by BEC in 

2002 appear not to have been completely realized in the locale of the study 

because of some perennial problems articulated by the teacher-respondents. 

These challenges include the inability of the classroom teachers to close the 

gap between their pedagogical practices and their corresponding theoretical 

bases due to inadequate classroom facilities, lack of instructional materials, 

absence of ‗ubidized‘ lesson plans, as earlier recommended by Sunga (2010), 

and conventional, directive, or prescriptive supervisory practices brought by 

lack of training of subject teachers, department heads,  area coordinators, 

principals, and supervisors. 

In view of the recurring problems shown in this study, the following 

considerations are proposed for stakeholders. In designing the curriculum, 

well-stated goals and aims need to be supported with strong philosophical and 

scientific foundations. In the same manner, the goals and aims in designing the 

curriculum should be realized through systematic application of the underlying 

theories, approaches, and methods in behavioral terms and the learning 

outcomes need to be assessed through authentic procedures. The scientific 

methods in designing the curriculum need to be satisfied along with the needs 
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of society and the nature of the profession. In this perspective, the readiness of 

the end-users, teachers and students in particular, should be given paramount 

importance so that teachers would know and understand that their job is not 

merely to teach what they think they ought to teach, but to teach what their 

students ought to learn. In the organizational structure of DepEd, the 

classroom teachers are at the end in the chain of command. That goes to say 

that no matter how good the curriculum is the efforts and resources, both 

human and institutional, would be laid to waste until and unless the classroom 

teachers have been prepared and fully equipped.  

 

Notes 

1
 In computing for t-values, the formula below was used. 

 

 

Where  

 

 

 

 

 
 

 

2 
The levels of perception of the respondents were measured based on a five-

point Lickert scale. The computed Mean scores were interpreted using the 

assigned values:   
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Appendix A: Questionnaire 

 

SURVEY QUESTIONNAIRE ON THE IMPLEMENTATION OF 2010 

SECONDARY EDUCATION CURRICULUM 

 

Dear Teacher, 

 

This instrument was designed to gather some data that would help the BSE 

majoring in English at the Bulacan State University and the stakeholders to 

have better understanding of the 2010 Secondary Education Curriculum in 

English. The data that would be gathered through this instrument shall be used 

for academic purposes. This study also aims to provide the concerned students 

with a proper perspective on the English teaching practices in Bulacan. Please 

do not leave any item unanswered. Rest assured that all the information taken 

from you shall be treated with utmost care and confidentiality. Fill in the 

blanks or X the appropriate boxes for your answers. Thank you. 

 

Name of the Teacher: ___________________   

Age: ____         

Gender:        [    ] Male       [    ] Female  

Name of School: _______________________     

School Address: ________________________________  

Number of Teachers handling English subjects: _____             

Type of School:       [    ] Public      [    ] Private 

Number of Years in Teaching (Present and Previous Combined): 

_________years 

Educational Background: [    ] AB/ BSE            [    ] MS/MA           [    ] 

PhD/EdD 

Specialization/ Major:             [    ] English              [    ] Others 

 

Please rate/assess the following aspects (circle a number for answer) of the 

implementation of 2010 SEC as objectively as possible by using the criteria 

below: 

5  - Very Much      4 -  Much       3 – Moderately        2- A Little        1- Not at 

All 
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1. How would you rate your preparation and readiness in 

applying Understanding by Design (UbD) in 

implementing the 2010 SEC enough/sufficient? 

 

5 

 

4 

 

 3 

 

2 

 

1 

 

2. The present curriculum, Secondary Education Curriculum (SEC) 2010 has 

helped  your students become 

2.1  Functionally literate (can use their knowledge in 

their daily needs) 

5 4 3 2 1 

2.2  Creative and critical thinkers  (can make good 

decisions) 

5 4 3 2 1 

2.3  Independent problem solvers (they dependent less 

on their teacher/s) 

5 4 3 2 1 

2.4  Work-oriented and lifelong learners 5 4 3 2 1 

2.5  Maka-diyos 5 4 3 2 1 

2.6  Makabayan 5 4 3 2 1 

2.7  Makatao 5 4 3 2 1 

2.8  Makakalikasan 5 4 3 2 1 

3.  To implement the 2010 SEC, your school head has taken/ has been taking 

the following actions during the present school year by: 

3.1. Organizing a committee to identify and describe 

the curricular, instructional, supervisory, 

assessment, and managerial practices that do not 

contribute to the development of the desired 

learner/graduate 

5 4 3 2 1 

3.2. Conducting focus group conversations to clarify the 

school and non-school factors that reinforce the 

questionable practices in teaching English 

5 4 3 2 1 

3.3  Developing and implementing action programs to 

remove the observed inconsistencies in teaching 

English 

5 4 3 2 1 

3.4. Adopting a school assurance team to coordinate, 

monitor, and evaluate the implementation of the 

action program 

5 4 3 2 1 

4.  The teachers of English in your school have a positive 

attitude toward the integrative, interactive, brain-based 

approaches endorsed in the new curriculum 

5 4 3 2 1 

5. Teachers feel confident to use new teaching approaches because of their 

knowledge to apply them in:  

5.1   Lesson planning 5 4 3 2 1 

5.2   Instructional materials development 5 4 3 2 1 

5.3   Subject matter organization 5 4 3 2 1 

5.4   Presentation 5 4 3 2 1 
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5.5   Evaluation 5 4 3 2 1 

6.  After one year of implementing the new 2010 SEC, have you 

6. 1  Acquired enough knowledge about the key 

concepts and approaches in the new curriculum? 

5 4 3 2 1 

6.2  Attained full understanding of integrated teaching, 

i.e., its basic concepts, underlying assumptions, 

operational principles and approaches? 

5 4 3 2 1 

7.  Your school head has reinforced the positive attitude of teachers toward the 

2010 SEC particularly its instructional approaches by 

7.1  Increasing the teachers‘ capability and confidence in 

using the  approaches through competency 

development programs 

 

5 

 

4 

 

3 

 

2 

 

1 

7.2  Conducting needs assessment to identify gaps 

between the teachers actual and expected 

competencies 

 

5 

 

4 

 

3 

 

2 

 

1 

7.3  Benchmarking (Identifying and adopting) of 

successful practices by  department or year level 

and sharing these practices with other teachers 

 

5 

 

4 

 

3 

 

2 

 

1 

8.  The nature of language, learning processes,  and language learning theories 

have been viewed by your fellow teachers of English in the context of 

8.1  Cognitive academic language proficiency (CALP) 5 4 3 2 1 

8.2  Content–based instruction (CBI) 5 4 3 2 1 

8.3  Cognitive academic language learning approach 

(CALLA) 

5 4 3 2 1 

8.4  Problem-based, task-based, and competency-based 

learning (PTCBL) 

5 4 3 2 1 

8.5  Genre-based language teaching 5 4 3 2 1 

8.6  Text-based language teaching 5 4 3 2 1 

8.7  Context-based language teaching 5 4 3 2 1 

9.  Your school head has developed a consensual understanding of 

―constructivist learning‖ among his/her  teachers by initiating 

9.1  Focus group conversations (FGC) by year level or 

by department 

5 4 3 2 1 

9.2  Activities on the practical application of the theory ( 

i.e., lesson planning, demonstrations, field tests of 

approaches, team teaching, etc.) 

5 4 3 2 1 

10. Your school has developed and tested the effectiveness of the following 

measures in increasing students‘ English proficiency through 

10.1 Voluntary participation in English remedial 

sessions facilitated by volunteer students. 

5 4 3 2 1 

10.2 Assigning more proficient English students from 

higher levels to mentor students from the lower 

levels 

5 4 3 2 1 
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10.3 Holding regular English writing and impromptu 

speaking contests using criterion-referenced 

evaluation 

5 4 3 2 1 

10.4  Using the results of achievement tests for the 

previous years. 

5 4 3 2 1 

10.5 Conducting frequency and error analysis of 

English competencies that students failed to  

master 

5 4 3 2 1 

11.  Your school has adopted ―best practices‖ which still perform well despite  

11.1  Overcrowding 5 4 3 2 1 

11.2  Using a medium of instruction which appears 

‗foreign‘ to the students 

5 4 3 2 1 

11.3  Insufficient textbooks 5 4 3 2 1 

11.4  Poor and substandard facilities 5 4 3 2 1 

11.5  Good but insufficient facilities 5 4 3 2 1 

12.The supervisory practices in your school are 

12.1. Facilitative and consultative 5 4 3 2 1 

12.2. Directive or prescriptive 5 4 3 2 1 

13. Your school has implemented/has been 

13.1  Implementing self-directed supervision for 

experienced, strongly motivated, and innovative 

teachers 

5 4 3 2 1 

13.2  Encouraging peer or collaborative supervision for 

teachers who can work in teams or quality circles 

5 4 3 2 1 

13.3  Mentoring of new teachers and coaching the 

mediocre and low performers 

5 4 3 2 1 

13.4  Promoting teachers‘ group development for 

collective action as part of the school head‘s 

responsibility 

5 4 3 2 1 

13.5  Training teachers how to test their methods as they 

teach (e.g., classroom-based  action research) 

5 4 3 2 1 

13.6. Conducting consultative or brainstorming sessions 

with their staff to resolve problems 

5 4 3 2 1 

13.7  Previewing present assessment practices 5 4 3 2 1 

13.8  Using alternative assessment procedure/s 5 4 3 2 1 

14. The present classroom conditions and structures in your 

school allow the use choral reading, dramatization, role 

playing, etc. 

5 4 3 2 1 

15. The school had installed facilities that allow viewing (in addition to 

listening, speaking, reading, and writing) like  

15.1  Audio cassette players  5 4 3 2 1 

15.2  LCD projector  5 4 3 2 1 

15.3  TV monitors 5 4 3 2 1 

15.4  CD/ DVD players 5 4 3 2 1 
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15.5  CDs 5 4 3 2 1 

16.Given the chance, you would most likely attend a 

seminar, conference, or workshop next year to learn 

more about 

5 4 3 2 1 

16.1  New teaching approaches, methods, and strategies 5 4 3 2 1 

16.2  Using alternative assessment procedures 5 4 3 2 1 

16.3  Conducting classroom-based research 5 4 3 2 1 

16.4  Preparing audio-visual and other instructional 

materials 

5 4 3 2 1 

16.5  Developing instructional materials 5 4 3 2 1 

16.6  Using alternative activities to bridge the gap 

between the classroom activities and the learning 

styles of students 

5 4 3 2 1 

17. The 2010 SEC teaching materials need to be updated and improved in 

terms of 

17.1   Scope and content 5 4 3 2 1 

17.2   Sequence and presentation 5 4 3 2 1 

17.3   Reinforcement and student activities 5 4 3 2 1 

17.4   Assessment of learning outcome 5 4 3 2 1 

17.5   Layout, format, and overall appearance 5 4 3 2 1 

18. The literary works that were used in teaching English I have helped the 

students in  

18.1.  Appreciating Philippine culture, beliefs, and 

values 

5 4 3 2 1 

18.2.  Developing mastery of the target language focus 

(e.g., simple past tense, time markers,  WH 

questions, S-V Agreement, direct discourse, and 

reported speech) 

5 4 3 2 1 

18.3. Types of sentence according to function, use of 

coordinators, and rejoinders 

5 4 3 2 1 

18.4. Improving voice quality, acting skills, facial 

expression, stage presence, stage production, and 

conventions 

5 4 3 2 1 

18.5. Phrasing/blending/pausing/timing, rate, 

enunciation, and accuracy 

5 4 3 2 1 

19. Using the 2010 SEC, your student have improved their 

19.1. Study habits 5 4 3 2 1 

19.2. Learning strategies 5 4 3 2 1 

19.3. Level of self confidence 5 4 3 2 1 

19.4. Participation during group activities 5 4 3 2 1 

19.5. Self-expression 5 4 3 2 1 

20. The implementation of 2010 SEC has made your daily 

tasks  

5 4 3 2 1 

20. 1.Simpler  5 4 3 2 1 
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Please feel free to write comments, suggestions, and recommendations in 

addition to the items included in this questionnaire (You can use the other side 

of this sheet if necessary):     

_______________________________________________________________

_______________________________________________________________

_______________________________________________________________

______________________________________________________________ 

Thank you so much for your time and cooperation. 

 

Note on Contributor 

Dr Bonifacio T. Cunanan is the Assistant Dean in the College of Arts and 

Letters and Professor III of Linguistics in the College of Education and 

Graduate at the Bulacan State University (BulSU). Dr. Bonifacio T. Cunanan 

earned his Ph.D. in Linguistics from the Philippine Normal University, 

Manila. His research interests include stylistics and systemic functional 

linguistics. He is highly regarded for the contributions he has made to the 

teaching of linguistics, SLA research and stylistics at Bulacan State 

University. His research articles have appeared in Philippine ESL Journal and 

Asian EFL Journal. Email contact: btc.947@gmail.com 

 

20. 2. Less stressful 5 4 3 2 1 

mailto:btc.947@gmail.com


 

135 

 

 

Direct Instruction of Phonological Awareness on Bilingual and 

Trilingual Elementary Level Students  

      

Hamed Hivechi 

Farhangian University, Iran 

 

Abstract 

This research examined phonological awareness (PA) of elementary-level 

bilingual and trilingual students. A total of 80 elementary ESL children, 

aged 9-11 and 13-16, were selected out of 96 participants. Half of them 

were bilinguals of Farsi (Persian) and English, and the other half, 

trilinguals of Farsi, Turkmeni and English. The researcher chose the 

subjects from both males and females, and children and teenagers. The 

participants were tested on PA of unfamiliar words before and after 

instruction to see if there was any difference which could be attributed to 

the training the researcher had provided, and also how bilinguals and 

trilinguals of different ages and sexes developed their knowledge of PA, 

especially the elision task. The results of the research showed that there 

was a significant difference between bilinguals‘ and trilinguals‘ PA both 

before and after instruction. In other words, trilinguals were inherently 

more phonologically aware. Moreover, trilinguals maintained their 

superiority after instruction. Although instruction made a significant 

difference in PA of all the subjects, the differences between children and 

teenagers, and males and females were not significant.  

Keywords: bilingualism, trilingualism, phonological awareness, elision 

  

Introduction 

Children go through a lot of phonological errors while learning their mother 

tongue such as final consonant deletion; weak syllable deletion; reduplication; 

consonant cluster reduction, and so on (Bankson & Bernthal, 1998; Stoel-

Gammon & Dunn, 1985). While error patterns of cluster reductions, deletion 

of final/medial consonants, liquid gliding, fronting, stopping and deaf frication 

are dominant in the speech of children under 4 years, only error patterns of 

cluster reductions, liquid gliding and deaf frication persist after 4 years of age 

(Roberts, Burchinal, & Footo, 1990). Regarding the phonological development 

in the early ages, it is generally believed that girls do better than boys. For 

example, girls acquire the voiced dental fricative /ð/ by the age of 4-6 while 

boys acquire it at the age of 7 (Smit, Hand, Freilinger, Bernthal, & Bird, 

1990). Studies have shown that 2.5-year-old girls have more accurate 



 

136 

 

phonological output than boys (McCormack & Knighton, 1996), and more 

boys than girls have expressive and articulation disorder (Weindrich, Jennen-

Steinmetz, Laucht, Esser, & Schmidt, 1998). On the other hand, some 

researchers believe that girls do not necessarily do better in all aspects of 

language and age groups. For instance, Hyde and Linn (1988) believe that 

girls are superior just in the area of speech production. Smit et al. (1990) argue 

that although girls appear to acquire sounds at somewhat earlier ages than 

boys, this effect reaches statistical significance only in the 4 years, 4.5 years 

and 6 years age groups, and not in every preschool age group, but the reverse 

is claimed by Dodd, Holm, Hua, and Crosble (2003) who emphasize that 5.5 

year and 7 year-old girls do better in phonological accuracy measures and 

claim that there is no gender differences in the younger age groups (3 years to 

3 years 11 months; 4 years to 5.5 years).  

 In the school years, literacy becomes one of the most important academic 

goals of curriculum developers, thus improving linguistic achievement is 

essential for success in all other academic areas (Ramirez, 2000). There have 

been many efforts to fulfill the mentioned academic goals, and PA instruction 

has been one of the suggested solutions. PA is the awareness of separate 

syllables and sounds within words in speech (Denton, Hasbrouck, Weaver, & 

Riccio, 2000), the ability to notice, think about or manipulate the sounds in 

language (Torgesen, 1997) and therefore if students cannot accurately 

recognize and manipulate speech sounds, they will have difficulty relating the 

sounds of language to printed words, a skill essential to decoding words. As a 

result, they will have difficulty comprehending what they are reading. The 

significance of PA will be more pronounced when we realize that at least 80 

percent of all poor readers are estimated to demonstrate a weakness in PA 

which will lead to poor spelling as well (Cassar, Treiman, Moats, Pollo, & 

Kessler, 2005). The mentioned problems arise since many children are 

completely unaware of the fact that spoken language is segmented (Williams, 

1987), and because phonemes are co-articulated during speech, it is difficult 

for young children to gain access to the phonemic segments. Even to some 

adolescents and adults, a word is a word, distinguishable from other words 

holistically in terms of pitch, rhythm, stress, and strong-weak template (Hu & 

Schuele, 2005). 

PA facilitates growth in printed word recognition. Even before a student 

learns to read, we can predict with a high level of accuracy whether that 

student will be a good reader or a poor reader by the end of third grade and 

beyond (Good, Simmons, and Kame'enui, 2001). Other studies have revealed 

that people who are more aware of phonology of their native or a foreign 

language have more advantages than others, particularly in word learning and 

reading comprehension (e.g., Metsala, 1999; Dufva, & Voeten, 1999; Carlisle, 

Gugisberg, Strasser & Patton, 2002; Jensen   & Vinther, 2003; Glambo & 

McKinney, 2004; Rydland & Aukrust, 2005; and Hu & Schuele, 2005). It is 
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also observed that PA makes a great difference in literacy of subjects ranging 

from children to adults Nassaji, & Geva (1999).   

Some other studies have shown that PA is teachable. For example, the 

students who have received some PA instruction do better in language 

learning (e.g., Bjursäter and Lacerda, 2003; Byrne & Fielding-Barnsley, 1991; 

Tobin, 2000). Even reading-disabled children showed a great improvement in 

PA due to instruction (Metsala, 1999). There are different techniques that can 

be used in order to teach PA such as repetition, rhyming, segmentation, 

blending and manipulation. But it seems that each of them is suitable for a 

specific purpose and also an age range. Despite extensive research on PA and 

reading, there has been little effort to study practical questions that would 

assist practitioners regarding the choice and interpretation of the PA tests 

available to them. Kilpatrick (2012) argues that phonological segmentation 

may be less useful than phonological manipulation or blending in assessing 

the phonological substrates of reading at these grade levels. Another important 

point is systematicness of teaching PA in order to be effective. Kjeldsen, 

Niemi, and Olofssonal (2003) believes that effects are similar irrespective of 

whether participants receive a large or medium dose of training, a finding 

supporting the notion that a certain level of metalinguistic stimulation is 

sufficient. Over and above that sufficient dose, a careful training procedure 

seems to be more important for long-term training effects than the quantity of 

the training. Another finding (Schneider, Ku¨spert, Roth, Vise´, & Marx, 

1997) supports the notion that a careful training procedure is necessary to 

secure substantial long-term effects. The National Institute of Child Health 

and Human Development (2000) lists the best conditions for phonemic 

awareness instruction: 

 Phonemic awareness instruction is most effective when children are taught 

to manipulate phonemes by using the letters of the alphabet. 

 Phonemic awareness instruction is most effective when it focuses on only 

one or two types of phoneme manipulation, rather than several types. 

 Teaching sessions of about 30 minutes and a total of no more than 20 

hours appear to be the most effective.  

      Unfortunately, the foundation for PA course design has often been 

teaching monolingual people, and incorporating PA in the more difficult and 

challenging field of bilingualism has been relatively new (Grosjean, 1998). 

But as a large number of people have moved from third world countries into 

the industrialized countries, bilingualism and bilingual education have became 

an issue of concern in many parts of the world (Chastain, 1988). Because of 

this, many researchers have turned to bilingualism to see the significance of 

PA in bilinguals and different age ranges. The results of studies show that PA 

of bilinguals as well as monolinguals increase as children grow older, and also 

bilinguals can benefit from PA instructions. For example, Grech and Dodd 

(2008) assessed 2-6 year-old children using a picture naming task. The results 

showed an increase in phonological competence over the age range and 

http://cjs.sagepub.com/search?author1=David+A.+Kilpatrick&sortspec=date&submit=Submit
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differences between children who reported being exposed to only one 

language as opposed to two languages at home. Their results seemed to 

indicate that a bilingual language learning context affected word naming. 

Dodd and Gillon (2001) also studied children as young as four years old in 

English-speaking countries who exhibited emerging PA for syllable and 

rhyme units. Walley (1993) argues that young children tend to perceive words 

more globally, while older children can attend to smaller speech units such as 

phonemes. Bialystok, Majumder, and Martin (2003) examined the 

development of PA in monolingual and bilingual children between 

kindergarten and Grade 2. In the first study, monolingual and bilingual 

children performed equally well on a complex task requiring phoneme 

substitution. The second study replicated these results and demonstrated that 

the language of literacy instruction played a significant role. The third study 

extended the research by including two groups of bilingual children and a 

range of PA and reading tasks. Spanish–English bilinguals performed better 

than English-speaking monolinguals on a phoneme segmentation task, but 

Chinese–English bilinguals performed worse. Other measures of PA did not 

differ among the three groups. 

Some other researchers were eager to discover the overlap of phonological 

awareness. They found that PA in one language can be transferred into other 

languages and therefore they can enjoy the results in the second language. For 

instance, Chiang (2003) studied the casual role of articulation in the 

development of PA through articulation training to examine if transfer 

occurred in bilingual children‘s PA skills. The results confirmed that a short 

period of tongue twister training in L2 enhances PA scores not only in L2, but 

also in L1. Besides, training ―pushed‖ children‘s awareness level to a higher 

one, and training also made the existing awareness abilities more skillful. The 

two results in his study supported the view of cross-language transfer in 

phonological awareness. Chiang and Rvachew (2007) examined the 

relationship between English-speaking children‘s vocabulary skills in English 

and in French and their PA skills in both languages. Results showed that 

French PA was largely explained by English PA, and that PA skills transfer 

across languages. The results of Branum-Martin et al.‘s (2006) study on 

Spanish and English PA showed that the high correlation between Spanish and 

English PA indicates considerable overlap in these abilities. Dickenson, 

McCabe, Clark-Chairelli, and Wolf (2004) investigated the PA of low-income 

Spanish–English bilingual children.  They found that spring levels of PA in 

each language were most strongly related to development of PA in the other 

language.  

In recent studies, although there are some researchers who believe in 

positive transfer, others seem to be cynical in this regard.  Marinova-

Todd, Zhao and Bernhardt (2010) compared Mandarin-English bilingual 

children's performance on PA with that of Mandarin monolingual children and 

English monolingual children. They found that Mandarin-English bilinguals 
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performed better than English monolinguals on the Elision and Blending sub-

tests of the Comprehensive Test of Phonological Processing. Similarly, 

Mandarin-English bilinguals also performed better than their Mandarin 

monolingual counterparts on most of the experimental Mandarin PA tasks. On 

the other hand, Scarpino, Lawrence, Davison, and Hammeret (2011) 

investigated the relationship between oral language abilities and PA of 

Spanish–English preschool children. Their results indicated that English 

receptive vocabulary at the end of preschool predicted English PA abilities in 

kindergarten, whereas Spanish vocabulary was observed to have a negative 

predictive relationship with children‘s English PA abilities. However, after 

controlling for English vocabulary, they discovered that Spanish vocabulary 

no longer had an effect on English phonological awareness. They concluded 

that broad receptive language abilities in English and Spanish did not predict 

later English PA skills. 

Some researchers even moved a step forward and studied PA among 

multilinguals as well. Their findings suggest that even trilinguals can benefit 

from PA and also can develop it. Muter and Diethelm (2001), for instance, 

studied the contribution of PA in a multilingual society. They found that 

phonological segmentation ability and letter knowledge are significant 

predictors of both concurrent and later reading achievement a year later, 

regardless of the children‘s native language. In contrast, rhyming measures 

were not significant predictors of reading skills. Liow and Poon (1998) 

emphasized the significance of language background on nature and 

development of phonological awareness, based on the results of multilingual 

Chinese children in Singapore. Andreou (2007) also studied trilinguals‘ PA 

and found out that trilinguals did a better job in PA than bilinguals.  

Before getting into the heart of the issue, it is important to have a clear 

picture of bilingualism and trilingualism. Different scholars, depending on 

their academic background, have defined bilingualism in different ways. In 

everyday use, a bilingual is a person who speaks, reads and understands two 

languages (Richards,  Platt, & Platt, 1992). Fabbro (2001) believes it can refer 

to a person who speaks two languages or even two dialects and adds that a 

person does not need to have perfect knowledge of the languages to be 

considered a bilingual. The issue of trilingualism seems to be a little more 

complicated than bilingualism.  According to Hoffman (2000) trilinguals 

mainly fall into three different groups: the circumstances and social context 

under which they acquire the third language (e.g., at home or society), children 

or adults who learn in a formal way (e.g., in the school context) and finally 

people growing up in a trilingual or multilingual community. The researcher 

defines the bilingual for purposes of this study as individuals who know Farsi 

as a mother tongue and English as the language that they learn at  institutes as 

a foreign language and the trilinguals as people who use Farsi and Turkmeni at 

home and outside, and English as the language they acquire at institutes. 
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    Contrary to previous study on multilinguals (e.g., Muter& Diethelm, 

2001 and Andreou, 2007), the present study attempts to show a clear picture of 

bilingualism and trilingualism before studying them. Using a background 

questionnaire, subjects were homogenized, and unfamiliar English words were 

used to test the subjects‘ PA through an elision task.  In other words, the 

subjects were studied in equal conditions to see if they differed. Unlike the test 

of Muter and Diethelm (2001), where the test was in favour of monolinguals, 

in this study, it was administered in English. Then, the effect of direct 

instruction of PA on bilinguals and trilinguals, which Andreou (2007) ignored, 

was analyzed. In addition, an analysis of the variables of gender and different 

age groups were included in this study. Finally, an important factor in this 

study is the analysis of languages that have completely different writing 

systems.  For instance, Farsi and Turkmeni are consonantal and English is 

alphabetical.  In the study, the subjects‘ PA through an elision task was 

analyzed before and after instruction to see if there were any differences 

between bilinguals and trilinguals, males and females, and also between 

children and teenagers. To break down the question further, PA is the 

understanding that words are composed of units such as syllables and 

phonemes, and the ability of a learner to manipulate phonemes in words 

(Smith, Simmons, & Kameenui, 1998). Elision is one of the subdivisions of 

PA and is defined as the deletion of a syllable or a phoneme from a word 

(Glambo & McKinney, 2004). By considering the results, we will get one step 

closer to ideal way of language teaching. Therefore, the following hypotheses 

are formulated: 

1. There is no significant difference between bilinguals and trilinguals in 

phonological awareness. 

2. There is no significant difference between children and teenagers in 

phonological awareness. 

3. There is no significant difference between males and females in 

phonological awareness. 

4. Instruction does not make any difference in phonological awareness.  

  

Method 

 Subjects 

A total of 96 elementary ESL students participated in this study. Then, the 

researcher used a background questionnaire developed by Kay-Raining Bird, 

Cleave, Trudeau, Thordardottir, Sutton, and Thorpe (2005) to choose the ones 

within the limits of this study. Finally, the number of subjects was decreased 

to 80, half of which were bilinguals (20 males and 20 females) and the other 

half, trilinguals (20 males and 20 females). Age of children ranged from 9 to 

11 years old, and that of teenagers ranged from 13 to 16. The bilingual 

subjects were chosen from the students who spoke Farsi at home and outside, 

and English at Shokouh‘s language institute; the trilinguals were selected 
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according to the information elicited from the background questionnaire, who 

spoke Farsi and Turkmeni at home and outside and English at Shokouh‘s 

language institute. These participants were elementary level students studying 

at Shokouh‘s Language Institute who had studied English for two years, and 

were residents of Gonbad which is a bilingual society. Their formal education 

was in Farsi and studied English as a foreign language, in the classes where 

there were students whose mother tongue was Farsi, and others whose first 

language was Turkmeni. 

  

Design and Procedure 

The purpose of this study was to compare the two groups of bilinguals and 

trilinguals to predict which group was more phonologically aware. Moreover, 

it was to determine whether age and sex made any relation to phonological 

awareness. Component skill design was employed in this study, consisting of 

one dependent variable and three independent variables. The dependent 

variable was PA of unfamiliar words, and the independent variables consisted 

of language, age, and sex.  

The instruction started with simple tasks and gradually got harder. That is, 

the instruction started with repetition, which is the easiest kind of instruction, 

and concluded with the elision task.  

 

1. Repetition: The phase of giving instruction started with repetition. The 

researcher started with short and familiar stimuli and gradually moved 

towards longer and unfamiliar ones (i.e., 1 to 3 syllables). The participants 

were instructed to repeat either the entire word or as much of it as possible. 

The unfamiliar words were chosen from some magazines (e.g., Say 

―gastric‖). The range of presenting was from short stimuli (i.e., 1 syllable) 

to long ones (i.e., 3 syllables).  

2. Rhyming: Rhyming is ―the quality shared by words or syllables that have 

or end with the same sound as each other, especially when such words, etc. 

are used at the end of lines of poetry, e.g., day, away‖ (Oxford advanced 

learner‘s dictionary, 1997, p. 1009). For this task, students were asked to 

identify words that had the same sound or rhymed. They were presented 

with three words, two of which rhymed, and were asked to repeat the 

words to ensure that they had correctly labeled each of them. Then, they 

were asked to name the words that did not have the same sound or rhyme 

(e.g., ―wall‖, ―dog‖, and ―ball‖).  At the beginning, the words were 

familiar and easy and gradually were shifted to unfamiliar and longer 

words.  

3. Segmenting words: The subjects were presented with some words and 

asked to segment them into individual phonemes. The order of the words 
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was from known words in English to unfamiliar ones (e.g., given the word 

―pen,‖ the correct answer would be ―/p/-/ɛ/-/n/‖). The researcher started 

instruction with words that consisted of two-phonemes and gradually 

increased the number of phonemes to eight. 

4. Blending phoneme-words: The blending phonemes began with blending 

two syllables (e.g., /p ɛ n/ - /s ɪ l/) and progressed to onset/rime (e.g., /k/- / 

æt/) and after that, blending two sounds (e.g., / ɪ /- /t/). The researcher 

gradually increased the number of the syllables and phonemes.  

5. Elision: Elision is the deletion of a syllable or a phoneme from a word 

(Glambo & McKinney, 2004). The researcher started with syllable 

deletion of some familiar words in English and gradually moved to 

unfamiliar words (e.g., ―Say cowboy without boy‖ and ―Say spider 

without ―der‖), followed by initial, final, and midword phoneme deletion 

(e.g., ―Say hat without saying /h/‖ and ―Say pencil without saying /s/‖).  

After the instruction, the test was administered individually in a separate 

room. 

 

Instrumentation 

The researcher produced a test consisting of 30 items in six sections (see 

Appendix B). Before administering the test to the subjects, a pilot study was 

carried out on 34 elementary-level students of Shokouh‘s Language Institute 

to check the teacher-made test. These students had similar characteristics to 

those of the original participants. After administering the test, using indices of 

item facility, and item discrimination, the required changes were made and 

KR-21 was used to calculate reliability of the test. The estimated reliability for 

the test was 0.76.  

Prior to PA instruction, the pre-test was administered individually, in a 

separate room adjacent to the participants‘ ordinary classrooms. The pre-test 

had two examples to show the students how to answer the questions. Because 

the students were at the elementary level and therefore had problem reading 

through the test, the test was administered orally. Therefore, the researcher had 

to read the questions one by one and elicit the answers and put a tick for a 

correct answer and a cross for a wrong one. After ten sessions of PA 

instruction, the same test was administered in the post-test.  

 

Results  

Table 1 shows PA mean (SD) values for each category: language, age, and sex 

before and after instruction. 
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Table 1 

Means (SD) of students for phonological awareness 

Test Bilinguals Trilinguals Children Teenagers Males             Females 

Pre-

Test       

22.72 

(3.59) 

26.42 

(2.63) 

24.47 

(3.25) 

24.67 

(4.03) 

24.60 

(3.47) 

24.55 

(3.85) 

Post-

Test 

25.70 

(3.31) 

29.22 

(1.44) 

27.40 

(2.86) 

27.52 

(3.35) 

27.35 

(3.26) 

27.57 

(2.96) 

     

The results of an independent-samples t-test show that there is a significant 

difference between bilinguals and trilinguals in phonological awareness. 

(t=5.24, df=78, p<0.05). The results of the second independent-samples t-test 

show that there is no significant difference between children and teenagers in 

awareness of phonology in pre-test (t=5.24, df=78, and p>0.05). And finally, 

the results of the third independent-samples t-test show that there is no 

significant difference between males and females in awareness of phonology 

in pre-test (t=0.06, df=78, and p>0.05). 

In order to probe any meaningful differences among the mean scores of the 

three groups, their performance on the post-test was compared and analyzed 

applying three independent-samples t-tests plus a Mann-Whitney. The results 

indicate that there is a significant difference between the scores of bilinguals 

and trilinguals, and bilinguals got better scores (U=284, p<0.05). Also the 

results show that there is no significant difference between children and 

teenagers in PA after instruction (t=0.12, df=78, and p>0.05). There is no 

significant difference between males and females in PA in the post-test 

(t=0.32, df=78, and p>0.05). 

The results of a paired-samples t-test indicate that there is a significant 

difference between the scores of students as a whole before and after 

instruction, 24.575 (3.645) and 27.462 (3.097) respectively. In other words, 

instruction made a difference in the scores of students  (t=13.970, df=79, and 

p<0.05). 

 

Discussion 

The results of the research showed that there was a significant difference 

between bilinguals‘ and trilinguals‘ PA both before and after instruction. 

Moreover, trilinguals kept their superiority after instruction. Although 

instruction made a significant difference in all of the subjects of the bilingual 

society, the difference between two age-groups and sexes was not significant.  

The results of this study appear to be in agreement with studies on the 

effect of phonological awareness, and if PA is teachable (e.g., Bjursäter and 

Lacerda, 2003; Hintze, Owen, Shapiro & Daly, 2000; Tobin, 2000; Byrne and 

Fielding-Barnsley, 1991), especially Byrne and Fielding-Barnsley (1991) who 

found that phonemic awareness instruction improved children‘s ability to 
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decode unfamiliar words. Their findings indicate that PA and letter sound 

knowledge are necessary and teachable. Moreover, the results concur with the 

study of Chiang (2003) that confirmed a short period of training in L2 

enhances PA scores not only in L2, but also in L1. Finally, this research 

appears to support the study of Andreou (2007) who found that trilinguals 

performed better in PA than bilinguals. 

Therefore, the following conclusions can be drawn out from the present 

study: trilinguals are inherently more aware of phonology, or while learning 

other languages, they gradually became aware that there is an arbitrary 

relationship between objects and used words. Consequently, they are more 

aware that spoken words are composed of strings of phonological segments.  

In addition, it can be said that elementary level teenagers have no superiority 

over children when it comes the question of unfamiliar words.  Therefore, for 

both teenagers and children, the insight that words are composed of discrete 

segments comes gradually, often as a result of literacy instruction.  

Although females are more conscious of what they say, and seek prestige 

(Wardhaugh, 1986), and also have larger left hemispheres (Fromkin & 

Rodman, 1988), the findings of this research show that females are not 

superior to males in phonological awareness. Males‘ poor performance in 

comparison to females‘ performance may be socio-cultural in origin rather 

than genetic. In other words, males have the same language and phonological 

ability, but they do not care. And when it comes the question of being tested, 

they show their real abilities.  

Following the findings of this study, the researcher would like to suggest 

that educators should teach PA since even infants (Tan, College & Schafer 

,2005) and adults (Nassaji & Geva, 1999) can benefit from PA instruction.  

But it is clear that different children would need different amounts of time to 

extend their phoneme awareness activities (Blachman, Tangel, Ball, Black, & 

McGraw, 1999). Therefore, separating the students into ability groups makes 

it easier for teachers to provide appropriately paced instruction. For example, 

bilinguals are more in need of phonological instruction than trilinguals as they 

scored worse than trilinguals in PA through elision task. It is worth 

mentioning that PA training must be systematic, structured, and up to a limit 

in order to be causally effective (Kjeldsen et al., 2003). In other words, effects 

are similar irrespective of whether participants received a large or medium 

dose of training, supporting the notion that a certain level of metalinguistic 

stimulation is sufficient.  

Although this study will increase our understanding of the L2 processing 

and also contribute to a fine-tuned understanding of the language learning 

process from a developmental perspective, it is limited in several respects. The 

first limitation is smallness of the sample. Clearly, the findings require 

replication with a larger sample. Second, this kind of giving instruction and 

testing is rather new to the students of that age and therefore the students may 
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have problems answering the questions, especially when it is done 

individually (in a separate room). Third, further studies are needed to examine 

whether the results of the present study can be replicated with students of 

other language backgrounds. However, it is important to caution against a 

simplistic and injudicious application of these findings to a theory of L2 

learning. Finally, since the present study is carried out with children and 

teenagers, further studies should be conducted with adults. 
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Appendix A: Parent Questionnaire, Language Exposure 

 (Adapted from Kay-Raining Bird, Cleave, Trudeau, Thordardottir, Sutton, & 

Thorpe, 2005) 

 

Could you take a few minutes to respond to this questionnaire? Please be as 

honest and objective as possible. 

1. What languages does your child hear at home? Outside the home? 

2. How long has your child been exposed to those languages? 

3. Who speaks which language to your child? 

4. Is your child learning both Farsi and Turkmeni? How do you know? 

5. What language does your child speak best? Comprehend best? 

6. Who lives in your home? 

7. What language is used most often when the adults in the home talk to each 

other? 

8. What language is used most often when the adults in the home talk to your 

child? 

9. What language is used most often by the child in your home? 

10. What language is used most often by your child‘s brothers? Sisters? 

Friends? Other significant people? 

11. Does anyone take care of your child regularly when you are not home? 

      Yes _____ No______ 

      If so, what language(s) does this person use? With your child? 

12. When does your child speak each language at home? 

       Farsi _______________________ Other _______________________ 

13. When does your child hear others use each language at home? 

       Farsi _______________________ Other _______________________ 

14. When does your child talk with people who speak each language outside 

the home? 

      Farsi _______________________ Other _______________________ 

 

 



 

150 

 

Appendix B:  PA Test through Elision Task 

 

Instruction: I wonder if you could take a sound or a syllable away from a word 

and make a whole new word. For example, say stockpile. Now say it again, 

but don‘t say /stock/. Again say fund. Now say it again but don‘t say /d/.    

 

Keys 

stockpile                 (stock)    pile 

fund                        (d) fun 

 

Test Items 

 

First syllable deletion 

 

1. panic                        (pa) 

2. rotate                       (ro) 

3. gumbo                     (gum) 

4. transmit                   (trans) 

5. conceal                    (con) 

Last syllable deletion 

6. landmark                 (mark) 

7. amino                      (no) 

8. nitrate                      (rate) 

9. convert                    (vert) 

10. submit                     (mit) 

Second syllable deletion 

11. precocity                 (co) 

12. rhapsody                 (so) 

13. preamble                 (am) 

14. matricide                 (ri) 

15. juxtapose                 (ta) 

First sound deletion 

16. leech                        (l) 

17. pact                          (p) 

18. heel                          (h) 

19. assent                       (a) 

20. crane                        (c) 

Last sound deletion 

21. mettle                      (l) 

22. overt                        (t) 

23. gnome                     (m) 

24. willow                     (ow) 

25. plague                      (g) 

Middle syllable deletion 

26. fiber                         (b) 

27. heater                       (t) 

28. lighten                      (t) 

29. ripple                       (p) 

30. waffle                      (f) 
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