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THE ENGLISH AND FOREIGN LANGUAGES UNIVERSITY, 

HYDERABAD 

Entrance Test  

Ph.D. (English Language Education) 
 

Time allowed: 2 hours                                                                           Maximum marks: 70 

Section A 

To what extent do you agree or disagree with the statements given below? Respond to each 

statement in not more than 100 words.         (10 marks) 

1. Watching movies and listening to songs leads to automaticity. 

2. There is a big difference between Sociolinguistic Competence and Discourse Competence. 

3. Indian students will be better off with ‘prescriptive’ rather than ‘descriptive’ grammar. 

4. Comprehensible output facilitates second language learning.  

 

Section B 

Use a separate answer book 

Discuss any TWO of the following statements in not more than 150 words each.  

         (15 marks)   
                                                                                               

1. Teacher cognition can influence the teaching practices of ESL teachers. 

2. Success of teaching grammar in a communicative manner in the ESL classroom is not 

dependent on the teacher’s proficiency level in English.  

3. Learning a second language is to a large extent dependent on the availability of    

comprehensible input. 

4. Corrective feedback in writing does not help SL learners develop higher accuracy in the target 

language. 
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Section C  

(Use a separate answer book.) 

 
 

Read the text below and attempt the following tasks: 

1. Prepare an outline of the text to indicate its structure. Links between ideas must be 

indicated.                                                                                              (5 marks) 

 

2. Using your outline, write a summary of the text in not more than 150 words.    

    (15 marks)  

Among the roles ascribed to expatriate English language teachers are: teacher and model of the 

language; representative and interpreter of his or her culture; learning facilitator; friend and 

counsellor. All of these roles have cultural dimensions, and are to some extent defined by the 

expectations of the teacher and the language learners. For most teachers, their fundamental 

orientation to language teaching is 'communicative'; but many learners may have expectations 

which are rather different. Is the communicative approach culture specific, or is it based on 

universal generalizations about educational practices that transcend individual cultures? 

 

The literature indicates that different constructions of meaning or 'meaning systems' exist across 

cultures which inhibit the transferability of particular pedagogical practices between them. As 

Orton (1990) discovered, for her methodology course to be accepted in China, it required not 

only a change in behaviour on the part of her Chinese participants, but also a change in their 

value orientation:  

On reflection it seemed that for the Chinese to adopt the approach proposed, they would 

not only have to do more of, better and perhaps a little differently, what they had always 

done, but they would also have to make radical changes to some of their basic beliefs, 

values and consequent ways of acting (1990: 2).  

 

Rather than trying to assimilate the Chinese English language teachers to her own Western 

values, Orton's solution was to reframe the task in keeping with Chinese values. The result was a 

different form of the original practice, 'based on a new relationship between teacher and student' 

(ibid.). Significantly, her findings touch upon a fundamental aspect of learning concerning the 

need to make new knowledge sensitive to existing beliefs and values. As Damen (1987: 302) 

explains, 'learning involves the incorporating of new information into old sets of beliefs and 

knowledge for the purpose of maintaining a consistent world view'. 
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The importance of making new knowledge attuned to the learner's worldview is especially 

obvious, where the disjunctive between the old set of beliefs and the new experience is too great. 

According to Jarvis (1986), this will produce passive resistance or non-learning on the part of the 

student. This view is also supported by Little and Sanders (1990) who, in a quantitative study 

examining the perceptions of a group of foreign language students toward various teaching 

methods, found that unfamiliar activities having a communicative or process orientation were not 

highly valued by students from traditional backgrounds. They concluded that too large a gap 

between the current level of performance and the intended learning experience results in a 

breakdown of language production, and frustration for the language learner. 

 

The distinction between ESL and EFL highlights a mismatch for Asian learners between the 

instrumental aims of the communicative approach and their own situation. It is important to 

remember that ESL takes place within an English-speaking environment. As a result, the ESL 

student will have a far greater need to communicate. At the lower levels, the student has the 

opportunity to immediately test out or practise new language skills in authentic situations. At the 

higher levels, a great deal of language acquisition will occur outside the classroom, and the ESL 

teacher will act more as a facilitator, providing structure, explanations, and a forum for 

discussions. EFL, on the other hand, is always a cultural island, and the EFL teacher is cast in the 

onerous role of sole provider of experience in the target language. Without the reinforcement of 

an English-speaking environment, motivation becomes more a product of the teacher's initiative 

on the one hand, and the student's will to succeed—or fear of failure—on the other. 

 

Whereas ESL is integrative, in that it is designed to help individuals function in the community, 

EFL is a part of the school curriculum, and therefore subject to contextual factors such as support 

from the principal and the local community, government policy, etc. It is also dependent on the 

teacher's language proficiency, teaching resources, the availability of suitable materials, and may 

or may not test communicative competence, depending on national curriculum goals. By 

contrast, ESL teaching is primarily designed to develop communicative competence, with little 

or no curricular demands and pressure of examinations. Reconsidered in this light, the EFL 

teacher could be doing the student a disservice by focusing on oral skills when, for example, the 

examination is testing for translation skills. 

 

Forms of discourse, complicated by sociocultural expectations and assumptions that are often 

unconscious, make working in a foreign setting quite a complex task even where no language 

barriers exist. Our culture is a major factor in perceptual discrepancies. Culture helps supply us 

with our world-view and therefore plays a dominant role in intercultural communication. Every 

cross-cultural interaction rests on assumptions each party makes about their own and the other 

party's culture. The problem with such assumptions is that they are often inaccurate and 

misleading. The idea that Western culture has discovered a language teaching methodology with 
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universal application, and that communicative competence shares the same priority in every 

society, may be just such an assumption. 

 

In the confusion between Eastern and Western world-views, it is quite natural to fall into the trap 

of assigning one's own hierarchy of goals and value orientations to our counterparts from the 

other culture. The often unexamined practice of making casual attributions about the behaviour 

of people from other cultures from our own perspective is part of a much larger picture, in which 

social interactions in one culture are distorted through the prism of values in another. For 

example, the pivotal Western notion of the 'teacher-as-facilitator' as being an ideal 

teacher/student relationship makes its entry here. Its presence should alert us to the social 

principles underlying the communicative approach. Indeed, so long as the embedded notions of 

social relations remain unstated, the essential conflict arising in the transfer of a Western 

teaching approach into an Asian context can all too easily be ignored. The alternative is to 

concede that there is some other way of viewing the world which is incompatible with the 

principles of the communicative approach. As Phillipson (1992: 15) points out, the process 

involves asking awkward and difficult questions about the English teaching profession 

internationally and about the possibly unquestioned ideological tenets of our work. 

 

 

Section D 

(Use a separate answer book.) 

Read the article given below and answer the questions that follow. (25 marks) 

Errors and good language learners 

by Michael Roberts and Carol Griffiths 

 

1. Over the years, various teaching and learning methods have approached errors in 

language learning from quite different theoretical and practical standpoints.  An ongoing 

problem is a definition of “error”.  Should an error be related to native-speaker 

utterances, as suggested by Lennon (1991)?  Although defining error in these terms has 

some appeal, there is wide variation among those who would consider themselves to be 

native speakers, so whose variety is to be taken as the standard?  Or should an error be 

judged according to whether it is grammatically correct or whether it is acceptable, as 

discussed by James (1998)?  Although grammar may be a relatively objective criterion, 

able to be decided upon by some higher authority such as a reference grammar book, 

what is accepted as “correct” is by no means absolutely uniform across language 

varieties, while acceptability is a highly subjective measure.  In spite of many years of 
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debate, a review of the literature reveals that there is no “unproblematic” (Ellis and 

Barkhuizen, 2005, p.56) definition of error.  

The Behaviorist view 

2. The Behaviorist approach to language learning expounded by Skinner (1957) saw 

language learning as a process of habit formation – the acquisition of a series of 

responses to external stimuli developed through a process referred to as operant 

conditioning.  Under this approach, language errors were considered to be counter-

productive because they led to the formation of bad habits, which, if left uncorrected 

resulted in fossilization. 

 

3. The two-pronged strategy to counter this problem involved (1) the avoidance of error 

through contrastive analysis, and (2) the treatment of error with rigorous correction 

practices.  The Contrastive Analysis Hypothesis (CAH) put forward by Lado (1957) and 

others, claimed that the similarities and differences between learners’ first language and 

their target language, respectively, accounted for the relative ease or difficulty of learning 

various language features.  By focusing attention on the differences, teachers could help 

learners avoid the error trap. 

 

The Cognitive view 

 

4. Skinner’s view was strongly challenged by Chomsky (1959) in his review of Skinner’s 

work.  Chomsky maintained that language learning was a process of rule formation, that 

it is a cognitive process.  He was fascinated by what has been referred to as Plato’s 

problem, or the logical problem of language acquisition, that is how such a perfect 

product could result from such an impoverished input.  In his parlance, the output was 

underdetermined by the input (Chomsky, 1981).  Noting that the hypotheses formed by 

language learners were not completely random, but seemed to be constrained in some 

way, he postulated a species-specific (human), domain-specific (language), biological 

endowment: a genetically encoded predisposition to learn languages.  Sometimes referred 

to as the Language Acquisition Device (LAD) or Universal Grammar (UG), this facility 

consists of a core of principles encoding what is possible in the whole range of human 

languages, and a set of parameters which encode the paths of variability across 

languages. 

5. These parameters are initially set at the most restrictive (non-inclusive, least marked) 

position.  As learners encounter language input (however imperfect), they are able to 

glean enough evidence to “trigger” the correct setting of the parameter for that particular 

language.  Chomsky also talks about positive and negative evidence.  Direct negative 

evidence (overt correction) is usually not available to first language learners and indirect 
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negative evidence (that is, noticing the absence) is not considered strong enough to 

trigger the setting.  Thus, parameter setting requires positive evidence (presence of a 

feature in the input). 

 

The Interlanguage view 

 

6. Building on this view, Corder (1967), in his seminal article on the significance of learner 

error made several important observations that shaped the path of research in years to 

come.  He noted a distinction between input, or what is made available to the student, and 

intake, or what is taken in.  He also noted that the learner agenda often differs from the 

teacher agenda and that the learner’s built-in syllabus is probably more efficient than the 

teacher-imposed one.  He makes a distinction between mistakes, which are performance 

slips, and errors, which are evidence of the learner’s interim, and as yet incomplete, 

language system, and which he referred to as transitional competence (later called “inter-

language” by Selinker, 1972).  Corder ascribed a threefold importance to errors: they 

provide evidence to researchers of how language is learned and they are a device by 

which learners learn, testing and modifying their hypotheses about language.   

7. The notion of a built-in syllabus excited researchers in the 1970s who thought that if they 

could find what this built-in syllabus was, they could solve all the problems of language 

teaching and learning.  The now famous morpheme studies of Burt and Dulay (1980) 

showed common acquisition orders across a variety of language types, suggesting that 

interference from the first language was not the main factor involved.  This led them to 

develop their Creative Construction Hypothesis which asserted that learners recreated the 

“rules” or mental representations of the target language by a process of inferring them 

from the input.  The common acquisition orders discovered in the morpheme studies led 

to the inclusion of the Natural Order Hypothesis in Krashen’s (1985) Monitor Model. 

 

The Communicative view 

 

8. Krashen built his Monitor Theory around the notion that comprehensible input was the 

necessary and sufficient condition for language acquisition to occur (the Input 

Hypothesis), and that there was a distinction between the acquired system and the learned 

system (the Acquisition-Learning Hypothesis).  He incorporates Corder’s notion of a 

built-in syllabus in his Natural Order Hypothesis, and attempts to explain why children 

do so much better learning a first language, than adults do learning a second language by 

postulating a set of affective attributes such a poor motivation, anxiety, and inhibition 

which can block the functioning of the Language Acquisition Device (the Affective Filter 

Hypothesis).  Working with Terrell (1983) he developed the Natural Approach, a 

teaching method which sees the role of classroom teaching as one of providing 

comprehensible input in communicative contexts and in a supportive affective 
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environment.  Under this approach, error correction, structural grading, and grammar 

explanations are proscribed. 

9. While Burt and Dulay’s studies concentrated on correct performance, or what was 

successfully acquired, there were those who felt that in so doing they were overlooking a 

very important aspect of language development, which  Wode, Bahns, Bedey, and Frank 

(1978) referred to as pre-target like regularities.  These were errors in the sense of 

Corder’s characterization of errors as systematic, but they seemed to show up regularly in 

the interlanguage systems of learners regardless of their first language.  A series of 

studies looking at these so-called developmental sequences for aspects of language such 

as negation, interrogatives and plurals, concluded that these sequences were obligatory, 

unrelated to first language background, and impervious to  instruction.  This last finding 

appears to be the basis for at least some skepticism about the effectiveness of error 

correction, if not justifying the extreme view of proscription. 

 

 

Sample questions 

Answer the questions in your own words. Do not copy verbatim from the text. 

1. In what way is defining “error” problematic?  

 

2. Explain briefly how errors were viewed by the Behaviorist, Cognitive and Interlanguage 

theorists tracing the reason(s) for the change in perspective.  

 

3. “This last finding …” ( paragraph 9) – what is the “finding”?  What lead to this finding 

and how did it affect the understanding of errors?  

 

 

 


