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Abstract 

English now is a global language used by speakers from various cultural and linguistic 

backgrounds, and non-native speakers outnumber native speakers. As a result, it has 

been argued that English language teaching should shift from the traditional model of 

teaching native English to a Global Englishes language teaching model. Several 

pedagogical implications have been proposed for Global Englishes language teaching, 

which can be categorized as cultural exposure and linguistic exposure. As English 

language teaching textbook materials are assumed to play an important role in 

learners’ language input, especially in the perception of Global Englishes elements, it 

is suggested to incorporate Global Englishes language teaching in textbook materials. 

In the Chinese context particularly, learners are more likely to encounter people from 

other Asian countries rather than English-speaking countries, and English language 

learners also set their aim of learning English for global use. This study evaluates to 

what extent a textbook series Advance with English, used for the intermediate level 

senior high school students in Jiangsu Province of China, reflects Global Englishes 

elements in cultural exposure and linguistic exposure. The results indicate that 

although knowledge of diverse cultures and linguistic strategies are incorporated in 

the textbook materials, there is limited exposure to how English is used in dynamic, 

fluid and changing lingua franca contexts by speakers from different cultural and 

lingual backgrounds. The general implication of this study is that English textbook 

materials in China should be incorporated with various lingual and cultural English uses 

in an authentic global context, and that English teachers should be educated with 

aspects in Global Englishes language teaching. 

Key Words: Global Englishes language teaching, English language textbook materials, 

English language teaching in China
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Chapter 1 Introduction 

Nowadays English as a global language is being spoken by an increasing number of 

people in non-English-speaking countries, and the concept of “English speakers” may 

no longer only refer to people from English-speaking countries. There are now many 

more non-native English speakers than native English speakers around the world 

(Crystal, 2012). As a result, these new varieties of English may challenge the norms of 

how English is used by native English speakers in English-speaking countries and 

people’s long-time attachment to native English (Galloway, 2017; Galloway & Rose, 

2015).  

In the field of English language teaching (ELT), there exists some controversy about 

whether these new varieties should be legitimized and adopted in teaching (e.g. Quirk, 

1990; Kachru, 1991). Criticism has also been raised about proposals to adopt these 

new varieties in ELT (e.g. Van de Doel, 2010; Sowden, 2012a, 2012b). Despite the pros 

and cons of accepting new varieties of English in ELT, the fact is that, in most non-

English-speaking countries, such as China, the traditional approaches to ELT seem 

unchanged, with both teachers and students still adhering to the native speakers’ 

norms (Galloway & Rose, 2015). The native usages of English are regarded as the only 

criteria against which to judge the English level of students, and using English as native 

speakers is set as the ultimate learning objective in these countries.  

Textbook materials, as the main language input for learners and teaching guidance for 

teachers, play an important role in ELT, especially in non-English-speaking countries 

such as China (Hu, 2002; Mishan & Timmis, 2015; Richards, 2001). As a result, the 

textbook materials in countries like China can determine, to some degree, what kind 

of English knowledge students gain from their English learning (Pennycook, 2000; 

Siqueira, 2015).  

Inspired by the different opinions that ELT experts hold on the phenomena of the wide 

spread of English around the world, and the significance of English textbook materials 

in the ELT industry, this current study is an evaluation of a series of English textbooks, 
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namely Advance with English, which is used in senior high schools in Jiangsu Province 

of China, from the perspective of Global Englishes (GE). This current study provides a 

literature review of the research on Global Englishes language teaching (GELT) and ELT 

textbook materials evaluation (Chapter 2). The methodology employed in this study to 

evaluate two aspects of GE, being cultural exposure and linguistic exposure, in the 

textbook series is described in Chapter 3. In Chapter 4, the findings of this current 

study are presented and discussed. Finally, in Chapter 5, the research questions are 

addressed and the pedagogical implications of the findings for GELT are discussed. 
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Chapter 2 Literature Review 

2.1. Definitions of the Global Englishes Research Paradigm 

Global Englishes is defined as the representation of “the diversifying nature of 

Englishes used worldwide” and also how English is used through “people’s efforts to 

be intelligible in intercultural settings, [negotiate] meanings and [create new usages of 

English] while retaining their own identities” (Murata & Jenkins, 2009: 5). Therefore, 

the research field of GE is an umbrella paradigm, including the research fields of World 

Englishes, English as a lingua franca (ELF), English as an international language (EIL) 

and Translingual Practice (Galloway & Rose, 2015), which all investigate how the 

English language functions globally (Galloway, 2017). In this dissertation, the term “GE” 

is used when referring to all of the work done in the above four research fields. 

The work carried out in the GE field can mainly be categorized into two groups: “the 

identification and codification of national varieties of English” and “[the examination 

of] English use within and across national borders” (Galloway & Rose, 2015: xii). The 

research work carried out in these two categories will be presented in this section. 

2.1.1 Varieties of English 

Among all the approaches to study varieties of English used worldwide, perhaps the 

most useful and influential schema to categorize them is Kachru’s (1992) Three Circle 

Model, which represents the differences between the English used in the Inner Circle 

(IC), in which English is spoken as a first/native language, the Outer Circle (OC), which 

has a history dominated by the English language and where English is used as a 

second/official language, and the Expanding Circle (EC), where English has no 

dominance in history and is used as a foreign language. Although the Three Circle 

Model has been criticized for focusing on geography and history related to English, 

rather than how English is used by its speakers, it offers a convenient categorization of 

the varieties of English worldwide (Jenkins, 2015). 

Since Kachru’s (1992) work, there have been other significant contributions to the 
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identification and codification of the linguistic features of sounds, vocabulary and 

pragmatics of the varieties of English in specific areas and countries (e.g. Crystal, 2012; 

Galloway & Rose, 2015; Kachru et al., 2006; Kirkpatrick, 2007; Melchers & Shaw, 2011; 

Schneider, 2011; Walker, 2010). Instead of simply presenting the usages of English in 

these “new” varieties, which differ from the “standard” version of English, the 

aforementioned work tries to raise English learners’ awareness of the rich variation of 

English (Kachru, 2005). 

2.1.2 English Use within and across National Borders  

It is assumed that English is an international language and “is no longer linked to a 

single culture or nation but serves both global and local needs as a language of wider 

communication” (McKay, 2002: 24). Rather than referring to a particular, or a 

simplified version of English, GE investigates how English is used in dynamic, fluid and 

changing lingua franca contexts (Sharifian, 2009; Canagarajah, 2013; Galloway, 2017).  

Over the past two decades, there has been controversy about the conceptualization 

of the speakers involved in such lingua franca contexts. Firth (1996) and House (1999) 

regard ELF as a “contact language” (Firth, 1996: 240) used by speakers from different 

linguacultural backgrounds, none of whom are from English communities. Kirkpatrick 

(2007: 3) expands on previous definitions, by defining ELF as the global use of English 

“by people for whom English is not their first language”, which accords with previous 

definitions, by excluding native English speakers’ use as ELF, but including the English 

used by non-native English interlocutors from the same language community as ELF. 

In contrast, Seidlhofer (2011: 7) defines ELF as “any use of English among speakers of 

different first languages, for whom English is the communicative medium of choice 

and often the only option”, and, thus, includes native English speakers as ELF speakers 

also. Similarly, Cogo & Dewey (2012: 11-12) define ELF “as the principle contact 

language [...and] a means of communication among different first language speakers”. 

It is worth noting that, although there have been some claims on the distinction 

between ELF and EIL, for example claims on what kinds of English speakers are 
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included and whether a certain version of English should be adopted in these two 

research paradigms, respectively (McKay & Brown, 2016; Sharifian, 2009), both ELF 

and EIL focus on how English is used within and across national borders and both 

belong to the GE research paradigm (Galloway & Rose, 2015). 

2.1.3 Summary of Global Englishes Research Paradigm 

In this dissertation, all of the work mentioned above in the GE field is respected, and 

the key points of the GE research paradigm are summarized as follows: 

(1) GE does not regard the Englishes used by non-native speakers, which are different 

from native speakers’, as “errors”, but varieties of English; 

(2) GE is not a simplified version of English, but is used in dynamic, fluid and changing 

lingua franca contexts; 

(3) GE includes any interaction in English by native speakers exclusively, native 

speakers with non-native speakers and non-native speakers exclusively, which also 

includes non-native speakers from the same language background. However, as non-

native speakers from the same lingual community can use their shared mother tongue 

to communicate, GE mainly investigates English functioning as the preferred, or even 

the only, communication instrument, especially its use between non-native speakers 

from different language backgrounds. 

2.2 Global Englishes Language Teaching Approaches 

Global Englishes Language Teaching can be defined as “an approach to English 

language education that addresses the implications of Global Englishes” (Galloway & 

Rose, 2015: 254). This section will discuss the literature on the different views of ELT 

related to GE and the reasons for adopting GELT approaches, especially in the Chinese 

context, together with some of the implications of GELT and criticism on these 

implications. 
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2.2.1 Debates on English Language Teaching Approaches related to Global Englishes 

In the early 1990s, it was argued by Quirk (1990) that non-native Englishes are deficit 

and inferior for English teaching. According to Quirk (1990), English learners should 

aim to acquire precise English, as the “correct” use of English dominates in 

international communication. Kachru (1991) replied to Quirk’s (1990) proposal of 

“deficit linguistics”, in that these varieties of non-native Englishes “may be a matter of 

‘difference’, which is based on vital sociolinguistic realities of identity, creativity and 

cultural contact” (Kachru, 1991: 11) in a global context, and argued that these varieties 

deserve their own right. Kachru (1991) further argued that it is likely that learners 

combine local norms with English learning, as constant exposure to native English may 

not be possible in many OC and EC countries. 

From the key points of the GE research paradigm in Section 2.1.3, it can be inferred 

that native English is not excluded in the GE paradigm and the traditional native English 

teaching model is still very popular in many OC and EC territories after more than two 

decades of debate. Nonetheless, adopting more GELT approaches seems to be an 

unavoidable trend, for the reasons discussed in Section 2.2.2. 

2.2.2 Reasons for Adopting Global Englishes Language Teaching Approaches 

With the spread of the English language around the world, English has become a global 

language whose non-native speakers have far outnumbered native speakers (Crystal, 

2012). As a consequence, numerous varieties of non-native English have developed, 

which are rooted in speakers’ first languages and sociolinguistic features in the local 

domains, such as the reflection of local culture and identity in language (Kirkpatrick, 

2007). GE, therefore, assumes that English belongs to all its users (Seidlhofer, 2009), 

challenges native-English-speaker norms and the ideology of “standard” English, 

paying more attention to the diversities of English (Galloway, 2013, Galloway & Rose, 

2015). It is argued that, since the English language has been undergoing changes in its 

forms and uses, ELT ought to be adapted for such trends (Seidlhofer, 2004). However, 

the current ELT still seems to mainly adhere to the native-English-speaker model and, 
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therefore, cannot expose English learners to the ways in which English is used in an 

authentic global context (Galloway & Rose, 2015). 

2.2.2.1 Chinese Context in relation to Global Englishes Language Teaching 

Located in East Asia, China belongs to the EC, in which there is no historical relevance 

to the English language (Kachru, 1992). However, the past few decades have witnessed 

English playing a dramatically important role in the process of the reform and the 

opening up of China during the trend of globalization (Cortazzi & Jin, 1996; Hu, 2002). 

According to Wei & Su (2012), almost 400 million people, which is approximately one 

third of the population in China, are learning English, making China the largest English 

learning country in the world (He & Li, 2009).  

Nowadays, English in China is regarded as “an indispensable language for international 

exchange and better-paid employment” (Honna, 2006: 115). This view was reflected 

in an online questionnaire survey of 1,613 Chinese undergraduates, which shows that 

they believe that English is very useful for them in both their studies and their work, 

as they feel they can be associated with the global economy and global affairs (Liu et 

al., 2016). English in China is no longer used to communicate with people from IC 

countries only, but with people all around the world, and especially those from other 

Asian countries (Kirkpatrick, 2011, 2012; Kirkpatrick & Xu, 2002; Rai & Deng, 2016). At 

the same time, whilst English can help people gain more international access in both 

education and the job market, it may pose a threat to local Chinese identities and 

beliefs (Galloway & Rose, 2015; Fang, 2017). Consequently, it has been argued that ELT 

in China should change from the native-speaker model to a more fluid lingua franca, 

and one that also embraces Chinese features. 

2.2.3 Implications of Global Englishes Language Teaching 

To adopt GELT, an “epistemic break” (Kumaravadivelu, 2012: 14) is required to 

completely shift the current ELT model, in terms of teaching terminologies, teaching 

methods, cultural competence, the textbook industry and language testing (Jenkins et 

al., 2011; Kumaravadivelu, 2012). Several pedagogical implications that aim to 
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implement such an “epistemic break” have been proposed. In this section, these 

pedagogical implications are categorized into two main themes: cultural exposure and 

linguistic features. 

2.2.3.1 Global Englishes Language Teaching and Cultural Exposure 

ELT is suggested to embrace diverse cultural elements to raise students’ awareness of 

multiculturalism, which is a prominent feature in GE, as GE speakers come from a 

variety of cultural backgrounds. Cultural exposure, therefore, is an important element 

in GELT, and it is divided into: the exposure of uses and users of English; and cultural 

topics.   

Uses and Users of English 

English as an international language belongs to no certain fixed culture or country 

(McKay, 2006). In order to change students’ stereotype of native speakerism, more 

exposure to English speakers from different countries is suggested in ELT (Galloway & 

Rose, 2013, 2015; Matsuda, 2005; Kirkpatrick, 2009, 2012). This would not only 

exemplify lexical, grammatical, phonological and pragmatical variation in English 

(McKay, 2002), but also raise students’ awareness that English is also used in other 

countries and among speakers from diversified linguistic backgrounds, and “that 

culture in intercultural communication is a fluid and emergent concept” (Galloway & 

Rose, 2015: 207). 

Cultural Topics 

Topics containing various cultures are also suggested to be discussed in the English 

class, and they can be grouped into three themes: source cultural topics with learners’ 

own culture; target cultural topics with cultures from IC countries; international 

cultural topics with a wide range of cultures, both in English-speaking countries and 

non-English-speaking countries (Cortazzi & Jin, 1999). Diverse cultural topics including 

all of the above three themes are encouraged to raise students’ awareness of 

respecting multiple cultures (Cortazzi & Jin, 1999; McKay, 2002, 2006, 2012), in order 
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that students can gain a basic impression of how English is used internationally 

nowadays, by reflecting on the incorporation of their own culture and other cultures 

(McKay, 2002, 2006, 2012). 

2.2.3.2 Global Englishes Language Teaching on Linguistic Features 

It is suggested to expose students to as many varieties of English as possible (D’Souza, 

1999), in order for them to be better prepared for international interactions (McKay, 

2012). However, in actual teaching practice, it can be “both impossible and 

unnecessary to expose students to all of the varieties of English in the world” 

(Galloway & Rose, 2015: 203). Kirkpatrick (2007) provides three alternative models for 

teaching the variations of English within and across the varieties of English in OC and 

EC countries: an exonormative native speaker model, which takes IC English as the 

teaching model; an endonormative nativised model, which uses the local variety; and 

a varied lingua franca model. An exonormative native speaker model is adopted in 

most OC and in almost all EC territories, as such models have long been available and 

are widely considered as being the “standard”. However, for the majority of English 

learners, a native speaker model can be neither attainable nor appropriate. An 

endonormative nativised model adopts the local variety of English used in some OC 

countries, which can be salient to the learners, but such models may lack legitimacy 

and codification. In contrast, a lingua franca model aims to achieve success in cross-

lingual communication, rather than in any specific variety of English. This model 

requires learners to be aware of the linguistic features that can affect, or help, 

understanding in cross-lingual communication and emphasizes communicative 

strategies. 

Three linguistic levels, being lexico-grammar, phonology and pragmatics, are mainly 

examined in such a lingua franca teaching model (Jenkins et al., 2011). 

Accommodation skills (Jenkins, 2000, 2007), which GE speakers use to change their 

way of speaking for better understanding by their listeners, are emphasized in all of 

these three GE linguistic levels, which can also reflect English users’ creativity in using 
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the language (Seidlhofer, 2011). These three levels are explained in detail as follows: 

Lexico-grammar 

Lexico-grammar in GE was first proposed by Seidlhofer (2004), who summarizes the 

previous hypothesis on typical “errors” of lexico-grammar in GE, based on the Vienna-

Oxford International Corpus of English (Hollander, 2002; Kordon, 2003; Seidlhofer, 

2003), that are required to be corrected by English teachers in traditional ELT, despite 

these “errors” being unproblematic for GE communication. Seidlhofer’s (2004) 

hypotheses about GE lexico-grammatical features were confirmed by later empirical 

research on naturally occurring communications between GE speakers  (Breiteneder, 

2005, 2009; Cogo & Dewey, 2012; Mauranen, 2012; Pitzl et al., 2008). These features 

are listed below, and some expressions are revised from Seidlhofer’s (2004) original 

proposals to make them more features than “errors” (Figure 2.1): 
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Phonology 

Based on research concerning the intelligibility of phonology in GE, Jenkins (2000, 

2002) categorizes the features of English phonology into two groups. One group is 

lingua franca core features, which can affect understanding and are important in 

pronunciation teaching. These features are drawn from studies on common features 

of English varieties and how speakers invent phonological usages in cross-lingual 

communication. The second group is lingua franca non-core features, which do not 

Figure 2.1: Features of Lexico-grammar in GE

(1) Third person singular zero in present tense (e.g. “If somebody take a

disadvantage...” rather than “If somebody takes a disadvantage...”)

(2) Usage of prepositions (“omission” of prepositions, e.g. “look this picture”
rather than “look at this picture”; innovative use of prepositions, e.g. “depend of

the issue” rather than “depend on the issue”; “redundant” prepositions, e.g.

“discuss about something” rather than just “discuss something”)

(3) Usage of articles (“omission” of articles, e.g. “I always walk to shop as it’s so

close” rather than “I always walk to the shop...”; “redundant” articles, e.g. “I

went to the home after work” rather than “I went home after work”; different

from native English usage of articles, e.g. “Can you pass a salt please?” rather

than “Can you pass a bottle of salt please?”)

(4) Innovative collocation with verbs (e.g. make, do, take, have and get) that

have a high level of semantic generality (e.g. “do a crime” rather than “commit a

crime”)

(5) “Confusion” of relative pronouns (e.g. “There are a lot of children which

need a family.” rather than “There are a lot of children who need a family.”)

(6) “Replacing” infinitive-constructions with that- clause (e.g. “I want that...”

rather than “I want to...”)

(7) “Confusion” of tag questions (e.g. “They should..., isn’t it?” rather than

“They should..., shouldn’t they?”)

(8) “Over” explicitness (e.g. “black color” rather than just “black”)

(9) Creation of words by familiar word formation processes (e.g. “pronunciate”

rather than “pronounce”, “increasement” rather than “increase”)

(Breiteneder, 2005, 2009; Cogo & Dewey, 2012; Mauranen, 2012; Pitzl et al.,

2008; Seidlhofer, 2011)
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affect success in GE communication. Non-core features may not be possible to teach 

in class and substitutes of them should not be regarded as “errors” in ELT. These 

“errors”, reversely, may even help improve intelligibility in GE communication. 

However, as Jenkins (2002) herself points out, these non-core features in phonology 

have not been confirmed by any empirical research. Even after more than a decade, 

there are still few studies in this field. The lingua franca core features and lingua franca 

non-core features of phonology listed by Jenkins (2000, 2002) are presented in Figure 

2.2 and Figure 2.3, respectively: 

 

Figure 2.2: Lingua Franca Core Features of Phonology

Segmentals:

(1) All consonant sounds, except /θ/ and /ð/ (e.g. “Bat” can only be pronounced

as /bæ t/ rather than /pæ t/, but “that” /ðæ t/can be pronounced as /zæ t/.)

(2) Omission of consonants in consonant clusters only permissible according to

native English rules (e.g. “factsheet” can be pronounced as “facsheet” but not

“fatsheet” or “facteet”)

(3) Distinction of vowel length (e.g. a long /iː/ in “seat” and a short /ɪ/ in “sit”)

Suprasegmental:

(4) Nuclear stress placement which “highlights the most salient part of the

message, indicating where listeners should pay particular attention” (Jenkins,

2000: 153), especially for contrastive stress (e.g. “THIS is my Italian book.” and
“This is my ITALIAN book.”)
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Pragmatics 

Pragmatics in GE is investigated in two aspects: how GE speakers try to achieve mutual 

understanding in communication and how they signal non-understanding (Galloway & 

Rose, 2015; Jenkins, et al., 2011). Empirical studies have shown that misunderstanding 

and non-understanding rarely occur in GE communication, and some pragmatic 

strategies have been proposed that show how GE speakers accommodate and share 

their common status of being non-native speakers (Hülmbauer, 2009) in cross-lingual 

communication when they face misunderstanding or non-understanding. Here is a list 

of the most common GE pragmatic strategies that can be adopted in ELT, as codified 

Figure 2.3: Lingua Franca Non-core Features of Phonology

Segmentals:

(1) /θ/, /ð/ (e.g. can be replaced by /t/ and /d/, /s/ and /z/, and /f/ and /v/)

(2) Dark [ɬ] (e.g. can be replaced by clear /l/)

(3) Vowel quality (e.g. “Dog” is pronounced as /dɒɡ/ in UK Received

Pronunciation and /dɑɡ/ in General American English) except /ɜː/ (e.g. /ɜː/ of

“fur” in UK Received Pronunciation cannot be replaced by /ɑː/)

(4) Consonant clusters (Additional vowels can be inserted into consonant

clusters. e.g. “Stay” [steɪ] can be replaced by [ɪsteɪ] or [səteɪ].)

Suprasegmentals:

(5) Connected speech features such as weak forms (use of schwa) which are
used “to weaken an unimportant item in order to highlight an important one”

(Jenkins, 2000: 146) (e.g. “For” does not need to be weakened as /fə/ in the

sentence “What did you do that for?”), and assimilation which is used to

increase speaking speed (e.g. “Green pen” does not need to be taught to

pronounce as “greem pen”.)

(6) Pitch movements (tones) to signal attitudes or grammatical meanings (e.g.

The rules for a rise-fall tone to indicate that the speaker is impressive, sarcastic

etc. and the rules for a fall-rise tone for yes/no questions can be too general for

teaching.)

(7) Stress-timing (as opposed to syllable-timing) for equal time intervals

between stressed syllables

(8) Word stress placement and production (e.g. aPARTment can be replaced by

apartMENT)
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by Jenkins et al. (2011) and Galloway & Rose (2015) (Figure 2.4): 

 

An additional pragmatic feature found among multilingual GE speakers is exploiting 

their plurilingual resources, such as code-switching (Cogo, 2009), which can show the 

multilingual and multicultural identities of GE interlocutors. Although plurilingual 

resources can play an important role in GE communication, most of them occur 

naturally among speakers from different language backgrounds, whose rules can be 

hard to generalize for ELT. In addition, in many non-native-English-speaking countries, 

such as China, it is required that English is the only language to be used in the ELT class, 

and the learners’ first language as plurilingual resources may not be allowed. 

2.2.4 Criticism of Global Englishes Language Teaching Approaches 

Although it seems widely accepted that ELT should raise students’ awareness of 

respecting diversified cultures, some criticism and doubts still exist in ELT, related to 

GE linguistic exposure, despite researchers in the GE field striving to shift the 

Figure 2.4: Pragmatic Strategies in GE

(1) Self-repair (of proper names, contents, wording and grammar, see example

in Appendix 1) (Mauranen, 2006)

(2) Asking for/offering clarification/paraphrasing for additional explanations (see

example in Appendix 2) (Cogo & Dewy, 2012; Mauranen, 2006)

(3) Repetition (in monologues/speeches or of others’ texts in conversations)

(see example in Appendix 3) (Cogo, 2009; Lichtkoppler, 2007; Watterson, 2008)

(4) Rephrasing, topic negotiation and discourse reflexivity to make a topic more

salient (see example in Appendix 4) (Firth, 1996; House, 1999, 2009; Mauranen,

2007)

(5) Silences/filled pauses (er/m) to realize speech acts or express interpersonal
politeness (Böhringer, 2007)

(6) Pre-empting strategies which help predict misunderstanding and

non-understanding before they occur (Kaur, 2009)

(7) “Let is pass” strategy that “the hearer [...] lets the unknown or unclear [...]

word or utterance ‘pass’ on the (common-sense) assumption that it will either

become clear or redundant as talk progresses” (see example in Appendix 5)

(Firth, 1996: 243)
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traditional ELT paradigm to a more GELT one. It is argued that GELT seems to propose 

an alternative to the traditional native English teaching model, which tries to 

encourage students to learn some features instead of others and places more 

emphasis on non-native English, but the “epistemic break” (Kumaravadivelu, 2012: 14) 

should encourage a shift in perspectives and attitudes towards the English language 

(Van den Doel, 2010; Sowden, 2012a). There is also criticism that some GE linguistic 

features occur in any language exchanges, no matter whether between first language 

speakers or second language speakers, and should not be considered as typical 

features of GE (Sowden, 2012b). However, it is also argued that “GELT is not a 

prescriptive one-size-fits-all model for ELT” (Galloway, 2017: 14), which does not 

provide such a teachable model, and that it is teachers and students who should 

choose to decide what to teach and learn (Cogo, 2012; Jenkins, 2012). Taking into 

account all of the concerns about the GELT approach, the above GE features are used 

only as a checklist for the ELT evaluation in this dissertation. 

To sum up, although there remains some controversy about whether GE should be 

incorporated into ELT and how to incorporate it, it is evident that GELT, which requires 

exposure to varieties of cultures and the English language, is an unavoidable trend in 

OC and EC territories, and especially in the current Chinese context, where English is 

being used for an increasing number of international exchanges, mainly with other 

Asian countries.  

2.3 Global Englishes and English Language Textbook Materials 

ELT materials consist of anything that can be used to help to learn English, including 

written materials and audio-visual materials (Tomlinson, 2011). This section will 

discuss textbook materials, including both written and audio materials, related to GE, 

with the reasons for incorporating GE into textbooks, previous research on evaluating 

GE oriented features in textbooks, including English textbooks related to GE in the 

Chinese context, and some changes that can be made to incorporate GE elements in 

English language textbook materials. 
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2.3.1 Reasons for Incorporating Global Englishes into English Language Textbook 

Materials 

Textbook materials can play an important role in the ELT curriculum, providing basic 

language input, as well as information carried by the language for learners and 

teaching guidance for teachers (Mishan & Timmis, 2015; Richards, 2001). As they are 

written by ELT experts and are claimed to be reliable and valid (Cortazzi & Jin, 1999), 

textbooks can even cover the whole curriculum for many English teachers (Macalister, 

2016).  

As GELT tends to “present English as a pluralistic and dynamic entity, rather than a 

monolithic and static one” to students (Matsuda, 2012: 169), and very few teachers 

know what GE is and how to incorporate it into teaching, textbook materials could be 

more important for GELT than for traditional ELT. Textbook materials may also serve 

the function of “making learners successful communicators”, which is especially a 

requirement now for English as a global language and as the “common means of 

communication across linguacultural boundaries” (Vettorel & Lopriore, 2013: 484). 

Some ELT material experts, such as McDonough et al. (2013) and McGrath (2013), also 

recognize that English as a global language is an unavoidable trend, challenging the 

traditional ELT materials design. As all textbook materials carry the messages of culture 

and ideology (Pennycook, 2000), which “serve as the main source of linguistic and 

cultural input for learners” (Siqueria, 2015: 245), it is important to shift the teaching 

paradigm in textbook materials to a more GELT approach, with exposure to various 

cultures and varieties of the English language. The evaluation of GE oriented features 

in ELT textbook materials in previous empirical research will be presented in the next 

section, with the two kinds of exposure taken into consideration. 

2.3.2 Previous Research on Evaluating Global Englishes Oriented Features in English 

Language Textbook Materials  

Various textbook materials used worldwide have been evaluated for GE oriented 

features, and they are: New American Streamline, Cambridge English for Schools, 
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Interchange Series Third Edition and Top Notch, used for the intermediate level 

learners in the study by Naji Meidani & Pishghadam (2013); The Big Picture, Global, 

English Unlimited, New Headway (fourth edition), Speakout and Outcomes, used for 

the intermediate level adult learners in the study by Tomlinson & Masuhara (2013). 

There are also other studies on the textbooks used in specific countries, including: ten 

English textbooks used for pre- and intermediate levels in Italian secondary schools 

(Vettorel & Lopriore, 2013); three main textbook series for the advanced level used in 

Germany, evaluated by Syrbe & Rose (2016); six elementary level textbooks for 

seventh-grade students in the study by Matsuda (2002), and six elementary level 

textbooks for seventh-grade students, ten intermediate level textbooks for eleventh-

grade students and forty-three advanced level textbooks for university students 

evaluated by Takahashi (2010) in Japan.  

The results demonstrate that there has been a trend towards shifting the traditional 

ELT model, which focuses on IC English, to a more GELT model, only by adding multiple 

cultures and cross-cultures in the topics discussed in textbooks, but the shift in English 

uses and linguistic exposure from the IC ELT model to a GELT model remains rather 

limited (Naji Meidani & Pishghadam, 2013; Tomlinson & Masuhara, 2013; Vettorel & 

Lopriore, 2013). Matsuda (2002) and Takahashi (2010) provide details of uses of 

English in Japanese textbooks, but, although there are more international uses than 

intranational uses, overall it is shown that the learners’ home country, Japan, and IC 

countries are overemphasized for the users and uses of English. It is also worth noting 

that, in the study of Syrbe & Rose (2016) on German textbooks, even though there are 

some various cultural elements for an awareness of multiple cultures, evidence of 

cross-cultural awareness is difficult to find, which differs from previous studies.   

The criteria used in the above research for an evaluation of GE oriented features in 

textbook materials can generally be grouped into the two themes of GELT implications, 

being diversified cultural exposure and GE linguistic exposure, through content 

analysis and thematic analysis. In terms of diversified cultural exposure, the criteria 

are mainly consistent with the implications of the cultural topics transmitted by texts 
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and on the representation of users and uses of English. In terms of GE linguistic 

exposure, the levels of phonology incorporated implicitly in audio materials and 

pragmatic uses of English have more focus, and an analysis of lexico-grammatical 

features is difficult to find. Although these studies provide general directions for 

evaluating GE oriented features in textbook materials, the detailed items of cultural 

topics and explicit/implicit GE linguistic exposure cannot be seen in the criteria for 

evaluating textbook materials, except for the representation of users and uses of 

English in Matsuda (2002) and Takahashi (2010) in the Japanese context. The criteria 

for analyzing the representation of users and uses of English by Matsuda (2002) and 

Takahashi (2010), which can clearly show the extent of the GE communication 

incorporated in the materials, are explained in detail as follows: 

Locations and interlocutors set in the dialogues of the textbook materials were used 

to evaluate the representation of uses and users of English in Matsuda (2002) and 

Takahashi (2010). Regarding the locations of English uses, based on Kachru’s (1992) 

Three Circle Model, a categorization of countries, as the locations where English is 

used, was involved in the evaluation, and further divided into 7 themes (Matsuda, 

2002) (Figure 2.5). This criterion was also followed in Takahashi (2010). 

 

For the analysis of the interlocutors of English uses, they were firstly grouped into the 

Figure 2.5: Locations Evaluation Criteria

(1) Learners’ home country

(2) IC countries

(3) OC countries

(4) EC countries other than the learner’s home country

(5) Multiple contexts (international phone calls and letters that involve more

than one of the above four contexts)

(6) Fictional contexts (e.g. in a time machine)

(7) Unknown or no context

(Key: IC: Inner Circle; OC: Outer Circle; EC: Expanding Circle)

(Matsuda, 2002: 187; Takahashi, 2011: 52)
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themes of same-country uses (between speakers from the same country) and mixed-

country uses (between speakers from different countries). The same-country uses and 

mixed-country uses were further categorized into three themes each by Matsuda 

(2002) (Figure 2.6), and the theme “non-native” was further divided into Japanese 

speakers and non-Japanese speakers by Takahashi (2010), in order to investigate 

whether the English used by non-native speakers excludes speakers from the learners’ 

home country, being Japan. As the textbooks analyzed in Takahashi (2010) are 

designed especially for Japanese learners, it could be possible that most of the non-

native speakers are from Japan, to appeal to the target learners rather than to reflect 

GE uses. Compared with more general criteria that could be applied in any textbook 

evaluation provided by Matsuda (2002), local features and target learners are 

considered in Takahashi’s (2010) model (Figure 2.6). 
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Figure 2.6: Interlocutors Evaluation Criteria

Same-country uses

(1) Between speakers

from the same IC country

(3) Between speakers

from the same EC country

Mixed-country uses

(4) Between NSs

Between NSs and NNSs

(5) Between NSs and NNSs

from learners’ home

country

(6) Among NSs, NNSs

from learners’ home

country and from other

countries

(7) Between NSs and NNSs

from countries other than

learners’ home country

Between NNSs

(8) Between NSs from

learners’ home country

and from countries other

than learners’ home

country

(9) Between NNSs from

countries other than

learners’ home country

(2) Between speakers

from the same OC country

(Key: IC: Inner Circle; OC: Outer Circle; EC: Expanding Circle; NSs:native speakers;

NNSs: non-native speakers)

(Matsuda, 2002: 188; Takahashi, 2010: 54)
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2.3.2.1 English Language Teaching Textbook Materials used in China related to Global 

Englishes 

Textbooks, as instructional materials (Tomlinson, 2001; Masuhara, 2007), whose 

quality can, to some extent, determine the quality of ELT in the Chinese context, could 

be the main language input for most English learners in China (Hu, 2002). There are 

also several studies of textbook materials evaluation related to GE elements in the 

Chinese context, including two series of English textbooks, Longman Elect and 

Treasure Plus, for (pre-) intermediate level junior high school students in Hong Kong 

by Yuen (2011); two textbooks, Freshman English and Oral Training, for advanced adult 

learners in Taiwan by Yu (2015); and a full set of textbooks, New Senior English For 

China, for intermediate level senior high school students in mainland China by Xu 

(2013).  

The former two studies indicate similar findings, in that, in the English textbook 

materials, the contexts of English-speaking countries are mainly focused on. However, 

Xu’s (2013) analysis shows that there seems to be a desire to engage with multicultural 

and multimodal materials in China, as there is evidence in the set of textbooks of 

adherence to current GE and ELT principles (Sharifian, 2009; McKay, 2012; Matsuda 

2012), through examples of the co-existence of global cultures and Chinese culture, 

and awareness of different varieties of English including Chinese variety of English. 

The evaluation criteria for textbook materials used in China emphasize the awareness 

of multi-culture or cross-culture, and varieties of English, rather than the uses of 

English in diversified contexts. There is also a lack of detailed items in any of the 

aspects, similar to the majority of the aforementioned relevant research worldwide.  

It can be concluded from the previous materials analysis research conducted in both 

China and other parts of the world that there does seem to be a desire to incorporate 

some GE elements in most of the ELT materials only to raise students’ awareness of 

various cultural issues around the world, but, in terms of the uses of English and the 

English language itself, ELT materials, in general, still adhere to the native English 
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model. This lack of GE materials could result in preventing English teachers from 

implementing a change in ELT (Galloway & Rose, 2015). Some proposals for 

incorporating GE in ELT materials will be provided in Section 2.3.3. 

2.3.3 Possible Changes to incorporate Global Englishes into English Language Textbook 

Materials 

Experts in materials evaluation and development have noticed the trend of English as 

a global language and have developed principled approaches to ELT materials 

evaluation. For example, Tomlinson (2006, 2010, 2016) provides checklists for GE 

materials evaluation that include exposure to authentic language, such as through 

interactive social media platforms (Matsuda, 2005), to demonstrate use of the target 

language for intercultural communicative purposes and the linguistic features of 

varieties of English.  

Proposals have also been put forward for designing and using ELT materials based on 

the above results of textbook materials analysis and also other GE empirical and 

theoretical research. According to these proposals, ELT materials should involve 

related activities that can raise students’ awareness of the plurality of English, English 

usage outside the classroom, communicative strategies for successful intercultural 

interaction and the study of global topics and cultures (Lopriore & Paola Vettorel, 

2015). To be more specific, based on previous research findings, in order to help 

students to break away from the stereotype that English is used only in the IC and to 

expose them to different types of communication, ELT textbooks should include a 

variety of users and uses of English, more characters from OC and EC countries other 

than the learners’ home country, and dialogues representing multilingual contexts 

(Matsuda, 2002, 2003; Takahashi, 2010). From the perspective of exposing students to 

the linguistic features of GE, authentic listening materials should be employed to 

demonstrate both varieties of English and how speakers from different lingual 

backgrounds accommodate themselves to the listeners. However, both positive and 

negative effects of presenting GE in authentic listening materials are reflected in an 
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experiment carried out by Galloway & Rose (2014) on listening journals. After a study 

of 108 Japanese students’ reflections on listening to English speakers from various 

linguistic backgrounds and English interactions across national borders for about ten 

minutes every week during GE courses, Galloway and Rose (2014) found that, whilst 

listening journals can be very useful materials to expose students to diverse Englishes, 

as opportunities for GE usage are provided, they may also have limitations with regards 

to raising students’ awareness of English interactions across borders and may reinforce 

students’ stereotypes of certain varieties of English, especially when the exposure is 

short term.  

In the Chinese context in particular, it is argued that ELT materials should maintain a 

balance between the domestic Chinese and the overseas situation, rather than mainly 

emphasizing western life, which is unfamiliar to the learners (Fang, 2011; Luo, 2011; 

Rai & Deng, 2014), in order that the target language can be more accessible to its 

learners without “affecting the purity of source [Chinese] language or culture” (Rai & 

Deng, 2014: 142).  

In summary, textbook materials are claimed to be a key element in the whole ELT 

curriculum to expose students to GE. Several empirical studies in China, as well as in 

other parts of the world, have been carried out to evaluate GE oriented elements in 

English language textbook materials, ranging from the elementary level to the 

advanced level, and suggestions to incorporate GE in textbooks have been put forward. 

However, currently, there remains a lack of textbook materials for GELT and a lack of 

evaluation criteria for the GE elements in textbooks, except for the representation of 

uses and users of English.    

2.4 Summary of the Chapter 

To summarize this chapter, GE identifies and codifies varieties of English and 

investigates how people use English, both within and across national borders. As there 

are now many more non-native English speakers than native English speakers around 

the world, it is suggested that the traditional ELT model, which adheres to native 
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English only, should shift to a GELT model, which aims to expose learners to diversified 

cultural elements (uses of English and cultural topics) and variation of the English 

language (three linguistic levels: lexico-grammar, phonology and pragmatics). GELT, 

therefore, can better prepare English learners in the OC and EC territories for future 

English use, especially in China, which has the largest population learning English and 

has the most frequent exchanges with other Asian countries.  

Textbook materials can be the main language input for most English learners in the OC 

and EC countries, and scholars have conducted empirical studies to evaluate GE 

oriented features in ELT textbooks, offering proposals for GELT materials. In the 

Chinese context, previous studies have tended to evaluate intermediate level 

secondary school textbooks for GE oriented features, including the textbooks 

Longman Elect, Treasure Plus and New Senior English For China. These studies indicate 

that ELT model has not yet shifted from traditional “standard” IC Englishes model to a 

GELT one, in terms of both cultural and linguistic features of GE, and the evaluation 

criteria for these two features are not detailed.  

In this current study, another series of ELT textbook materials, namely Advance with 

English, used for intermediate level students in senior high schools in Jiangsu Province 

of China, is selected to investigate to what extent GE elements have been incorporated. 

For this purpose two research questions have been formulated, based on GELT 

implications of the cultural and linguistic features: 

(1) To what extent are various cultures represented in the textbook materials? 

(2) To what extent are linguistic levels of GE reflected in the textbook materials? 

The methodology adopted in this study will be discussed in the next chapter. 
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Chapter 3 Methodology 

This chapter will firstly provide an overall introduction to the textbook materials 

Advance with English, followed by the materials evaluation criteria and procedures 

employed in this current study. Finally, the reliability, validity and limitations of the 

methodology adopted in this current study will be discussed. 

3.1 Description of the Textbook Materials 

The series of textbooks Advance with English Students’ Book was originally published 

by Oxford University Press (China) Limited and edited by the Teaching and Research 

Division of Jiangsu Provincial Department of Education and Oxford University Press 

from 2004 to 2006. These textbooks are specified for intermediate level learners in the 

senior high schools in Jiangsu Province, which is a developed coastal province situated 

in East China. Senior high school students in China are usually in the age range of 15 

to 18 years old. The series contains 11 modules in total, with Modules 1 to 5 being 

compulsory modules that should be taught in all of the senior high schools in Jiangsu 

Province, and Modules 6 to 11 are optional modules for further study. The compulsory 

modules consist of 3 units each, while the optional models contain 4 units each. Each 

unit has 7 sections, which can be seen in Table 3.1. Audio materials are affiliated to the 

textbooks in three sections: Reading, Task and Project. The intended objectives for 

learners are that, by the end of the compulsory modules and optional modules, they 

could achieve Level 7 (CEFR B1) and Level 9 (CEFR B2) in English, respectively, enacted 

by the National Department of Education (英语课程标准, 2007). 

 

Table 3.1: Sections in a Unit
Section Welcome to

the unit
Reading Word Powerer Grammar and usage Task Project Self-asessment

Contents introduction 
to the topic 
of the unit; 
discussion

a reading
text;
reading
strategies;
reading 
comprehension 
exercises;
discussion

vocabulary
related to 
the unit 
topic; word 
formation 
processes

grammar rules 
with
examples in 
contexts related 
to the unit 
topic;
grammar exercises

3 steps 
to
finish a 
task, 
with 
skills 
buiding 
for each 
step

a 
reading 
text;
a 
project 
based on
the 
reading 
text

study 
checklist;
comments on 
study

Period (45 min) 1 2 1 2 1 2 -
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3.2 Materials Evaluation Criteria 

3.2.1 Cultural Elements Evaluation Criteria 

To evaluate the cultural elements related to GE in the textbook materials, the 

evaluation criteria were divided into two parts: the representation of English uses and 

users; and cultural elements discussed in the topics. 

Representation of English Uses and Users 

The evaluation criteria for English uses and users in the textbook materials follow the 

criteria by Matsuda (2002), which were further modified by Takahashi (2010), in 

Japanese textbooks evaluation (Section 2.3.2), as their criteria can show the detailed 

items contained in cultural exposure of uses and users of English and investigate the 

degree of the exposure to each item. The evaluation criteria for uses and users of 

English were divided into the presentation of locations and interlocutors.  

Location Evaluation Criteria 

As mentioned in Section 2.3.2, a categorization of countries based on Kachru’s (1992) 

Three Circle Model is included as the representation of locations in the criteria in this 

study, and the criteria were further grouped into 7 themes. In this study, the item 

“learner’s home country” has been changed from Japan in Matsuda (2002) and 

Takahashi (2010) to China. The details of the location evaluation criteria can be seen 

in Figure 2.5 in Section 2.3.2. 

Interlocutor Evaluation Criteria 

As explained in Section 2.3.2, the categorization of the representation of the 

interlocutors was divided into same-country uses and mixed-country uses at the first 

stage, and then further categorized into 5 themes by Matsuda (2002) and 9 themes by 

Takahashi (2010) (Figure 2.6). As China, like Japan, belongs to the EC, whose learners 

are non-native English speakers (Kachru, 1992), the evaluation criteria for the 

interlocutors involved in the series of textbooks Advance with English followed 

Takahashi’s (2010) more detailed criteria, in which local features and target learners 
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were taken into account. As there is no introduction of characters involved in the series 

of textbooks, and the interlocutors are randomly made up in this study, it is likely that 

the linguistic origins of the interlocutors cannot be inferred. As a result, the theme 

“unknown” was added with same-country uses and mixed-country uses. The learners’ 

home country was also changed from Japan to China. 

Cultural Elements in Topics 

The evaluation criteria for the cultural elements included in the topics discussed in the 

textbook materials followed the themes of source cultural topics (learners’ own 

country), target cultural topics (English-speaking countries) and international cultural 

topics (both English-speaking countries and non-English-speaking countries) by 

Cortazzi & Jin (1999), which were also discussed by McKay (2002), as mentioned in 

Section 2.2.3.1. In order to make a clearer distinction between the three themes, the 

theme “international culture” in this study was referred to as culture from neither the 

learners’ own home country, China, nor an English-speaking country. “International 

culture” was also used to represent the cross-cultural topics and common topics of all 

human-beings, such as sustainable development. By making the clarification used in 

this study, the criteria from Cortazzi & Jin (1999) and McKay (2002) can be used to 

cover all kinds of cultural topics. 

3.2.2 Linguistic Elements Evaluation Criteria   

As the evaluation criteria were not able to adopt all of the features of all the varieties 

of English around the world, to evaluate the linguistic elements related to GE in the 

textbook materials, only typical lingua franca features were considered and the 

evaluation criteria were divided into the three linguistic levels of GE: lexico-grammar, 

phonology and pragmatics (Jenkins et al., 2011). The explanation of the GE features in 

lexico-grammar, lingua franca core and non-core features in phonology, and the 

pragmatic strategies in GE exchanges are discussed in Section 2.2.3.2. These widely 

recognized features were used for the evaluation criteria for GE linguistic elements, in 

order that the extent of the GE linguistic levels included in the materials could be 
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presented. However, as the lingua franca core features of phonology can exist in both 

traditional ELT and GELT, only the lingua franca non-core features of phonology were 

investigated. A detailed explanation of these criteria can be seen in Figures 2.1, 2.3 

and 2.4 in Section 2.2.3.2. 

3.3 Materials Evaluation Procedures 

Textbook, as a kind of document, was evaluated in this study. Unobtrusive measures 

are required in document research, which involve the use of non-reactive sources 

without the presence of researchers (Gray, 2014). As a result, the series of textbooks 

were read carefully to familiarize the researcher with the content before the study was 

carried out. Purposive sampling, which depends on the researcher’s own judgment for 

specific needs (Foster et al., 2015; Gray, 2014; Robson, 2011), was adopted for the 

samples in this study, as it was impossible to evaluate each sentence in the textbook 

materials from beginning to end. The samples were chosen because they contain the 

exact information the researcher aims to seek, which could not be gained from other 

samples (Maxwell, 1997). To be more specific, the purposive sampling used in this 

study includes typical case sampling, which represents the key aspects of a 

phenomenon, intensity sampling, which is made up of information-rich cases for 

detailed information, and sequential sampling, which evolves as data for further 

collection (Gray, 2014; Teddlie & Yu, 2007; Teddlie & Tashakkori, 2009). 

As mentioned in Section 3.2.1, the representation of uses and users of English and 

topics discussed in the textbook materials were taken into consideration for evaluating 

cultural elements. Dialogues included in the written textbook materials, as well as the 

audio materials, were focused on for evaluating the representation of uses and users 

of English, as locations and interlocutors representing uses and users of English can 

only occur in dialogue materials. These dialogues include face-to-face communication, 

emails/letters and telephone calls (Matsuda, 2002; Takahashi, 2010). For the 

evaluation of the cultural elements in topics, the main texts in the section of Reading 

and Project were investigated (see Table 3.1), as exposure to the topics in the textbook 
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materials is mainly transmitted through these two sections, which contain the largest 

word count and teaching focus.  

The procedure for GE linguistic features evaluation is divided into explicit features 

(direct teaching for or against GE linguistic features) and implicit features (indirect 

exposure to GE linguistic features). The language instructions, illustrations and task 

activities and exercises in the Word power, Grammar and usage and Task sections (see 

Table 3.1), as well as word lists at the end of each module for unfamiliar vocabulary 

were used to search for any direct teaching of elements related to GE linguistic 

features, as these sections contain the richest information of language points. 

Dialogues of online chat, face-to-face communication and phone calls of mixed-

country uses from the analyzed results of uses of English were investigated to 

determine whether or not they can expose GE linguistic features indirectly to students, 

as GE linguistic features are more likely to occur and can help, to some extent, in casual 

text messages or spoken communication between interlocutors from different 

linguistic backgrounds. 

3.4 Data Analysis Procedures 

Content analysis and thematic analysis were used for analyzing the data collected in 

this study. “Content analysis is a research technique for making replicable and valid 

inferences from texts (or other meaningful matter) to the contexts of their use” 

(Krippendorff, 2004: 18), which involves identifying particular characteristics of the 

data systematically and objectively (Gray, 2014). Thematic analysis is a data analysis 

method for identifying and categorizing these characteristics (Braun & Clarke, 2006; 

Fereday & Muir-Cichrane, 2006). The contents in this study are the written texts or 

audio texts as samples, as mentioned in Section 3.3, and the themes for analyzing the 

contents are the evaluation criteria, as mentioned in Section 3.2. 

For the analysis of cultural elements, as there are no characters introduced in the 

series of textbooks Advance with English and the characters involved in the dialogue 

materials are randomly created, the linguistic origins of the locations and interlocutors 
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in the dialogues could only be inferred by analyzing the content of the dialogues, and 

they were then categorized into the themes of uses and users of English. The category 

of cultural elements in topics was analyzed, by summarizing the content discussed in 

the main texts. All the themes of cultural exposure were counted by numbers, and the 

percentage of each main theme was presented to determine the extent of various 

cultural exposures.  

Regarding the analysis of GE linguistic features, they were analyzed by carefully 

searching for any evidence in the samples mentioned in Section 3.3, which is related 

to teaching these features either explicitly or implicitly.   

3.5 Reliability and Validity of the Study 

Qualitative approaches were mainly adopted, or based on, in this study, as most of the 

methods mentioned above belong to qualitative methodology, hence reliability and 

validity in qualitative research will be discussed in this section.  

The degree of reliability in a research is measured by the stability of the findings (Gray, 

2014). Triangulation can improve the reliability of qualitative approaches, and multiple 

triangulation and methodological triangulation were adopted in this study (Denzin, 

1989), as different samples and different criteria were used for evaluating the two 

themes, being cultural exposure and GE linguistic features exposure.  

The validity of qualitative research involves two aspects: internal validity and external 

validity. Internal validity requires repetitive checks of interpretations from the data 

(Whittemore, et al., 2001) and external validity requires generalizing the data to other 

similar situations (Gray, 2014). In this study, the data was double checked and the 

analysis criteria were consistent. The samples selected from the textbook materials 

can be generalized and can reflect the degree of GE oriented features included in the 

whole series of the textbook materials. 

3.6 Limitations of the Criteria and Procedures 

As mentioned in Chapter 2, there has been some criticism of the evaluation criteria 
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used in this study. For example, Kachru’s (1992) Three Circle Model is criticized for 

relying too much on geography and history related to English (Jenkins, 2015), and 

some GE linguistic features are criticized for focusing too much on non-native English 

(Doel, 2010; Sowden, 2012a) and others as features which could occur in any language 

exchanges (Sowden, 2012b). These concerns have been taken into account in this study, 

and the evaluation criteria were only used as a checklist of the GE features in the ELT 

textbooks, rather than being encouraged as a specific alternative pedagogical model 

for ELT.  

The procedures in this study also have their own limitations. Purposive sampling can 

provide greater depth to the study, but it also limits the breadth of the study (Teddlie 

& Yu, 2007). In this study, GE features may exist in other sections of the textbook 

materials that were not used for the evaluation. Furthermore, with a particular case in 

qualitative research, with the same evaluation criteria, samples and methods, 

different researchers may reach different findings (Silverman, 2014), as they may have 

different understandings of the same research procedure. As a result, another 

limitation in this study is that the findings could not be double checked by another 

researcher.   
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Chapter 4 Findings and Discussion 

4.1 Cultures Represented in the Textbook Materials 

The locations and interlocutors set in the dialogues and topics discussed in the main 

reading texts of the Reading and Project sections were investigated to determine the 

cultures represented in the textbook materials. 

4.1.1 Dialogues 

There are a total of 101 dialogues in all of the 11 modules of Advance with English 

Students’ Book. The locations where the dialogues take place and the interlocutors 

involved were grouped into different themes, according to the nations (see Section 

3.2.1), and the frequency of each theme was counted. 

Locations 

As can be seen in Table 4.1, it seems that the series of Advance with English textbooks 

tends not to set the dialogues in certain countries, as 72% of the dialogues do not 

indicate the exact location of a certain nation/nations where the dialogue takes place. 

However, it cannot present how English is used internationally and does not 

incorporate the proposal for GE textbook design that states that language exposure 

should be set in authentic contexts to show how English is used across the world 

(Tomlinson, 2006, 2010, 2016).  

The dialogues that explicitly show the location of a certain nation/nations account for 

28%, and 11% take place in China, being the learners’ home country. IC countries 

account for 10%, and they are either the US or the UK. None of these dialogues occur 

exclusively in OC or EC countries other than China. There are only 7 multiple-context 

dialogues taking place through the internet, letter or phone, and all of them include 

China and IC countries (US, UK and Canada). Only one of the multiple-context 

dialogues includes a country (Brunei) that is neither China nor an IC country. This is 

similar to previous studies (Matsuda, 2002; Takahashi, 2010), in that English uses in 

the learners’ home country and in IC countries are emphasized more than in other 
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countries or multiple contexts, which cannot demonstrate that English is now more 

often used in a vast amount of non-English speaking countries (Crystal, 2012) and in 

dynamic and changing contexts (Canagarajah, 2013; Galloway, 2017; McKay, 2002; 

Sharifian, 2009), although the English used in China could transmit to learners the idea 

that the English language has been rooted in the sociolinguistic domains of the 

learners’ home context (Kirkpatrick, 2007). Details of the locations can be seen in Table 

4.1. 

 

Interlocutors 

Among the 101 dialogues, 70% do not show exactly where the interlocutors are from 

(Figure 4.1). Similar to the locations in the dialogues, international uses of English 

cannot be presented by unknown interlocutors and the proposal of setting dialogue 

materials for authentic English use cannot be reflected (Tomlinson, 2006, 2010, 2016).  

Regarding the dialogues which explicitly show the linguistic origins of the interlocutors, 

in contrast to Matsuda’s (2002) and Takahashi’s (2010) studies of Japanese textbooks, 

which reflect more mixed-country uses than same-country uses, in this study 23% of 

the dialogues take place between speakers from the same country, whilst 

communication between speakers of different countries accounts for only 7% (Figure 

4.1). This resembles the findings that indicate that the exposure of English used across 

borders in ELT texts, as well as the language tasks, is quite limited (Syrbe & Rose, 2016; 

Tomlinson & Masuhara, 2013; Vettorel & Lopriore, 2013). The proposal that GE mainly 

textbook China IC country OC country
EC other 
than 
China

country
multiple
contexts

country
fictional
contexts

unknown
country

total

M1 0 2 US (2) 0 - 0 - 3
UK-China: letter (1)
Canada-China: email
（2）

0 14 19

M2 0 2
UK (1)
US (1)

0 - 0 - 1 UK-China: letter (1) 0 5 8

M3 1 2 UK (2) 0 - 0 - 0 - 0 7 10
M4 1 0 - 0 - 0 - 0 - 0 11 12

M5 1 3
US (1)
UK (2)

0 - 0 - 0 - 0 6 10

M6 2 0 - 0 - 0 - 2
China-Brunei-UK:
online chat room (1)
US-UK: letter (1)

0 8

M7 2 0 - 0 - 0 - 0 - 0 7 9
M8 0 0 - 0 - 0 - 0 - 0 6 6
M9 0 0 - 0 - 0 - 1 China-US: phone (1) 0 3 4
M10 2 1 US (1) 0 - 0 - 0 - 0 3 6
M11 2 0 - 0 - 0 - 0 - 0 7 9
total 11 10 0 0 7 0 73 101
percentange 11% 10% 0% 0% 7% 0% 72% 100%

M: Module, IC: Inner Circle, OC: Outer 

Table 4.1: Locations of Dialogues

Circle, EC: Expanding Circle

4
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relates to English uses between speakers from different countries (Firth, 1996; House, 

1999; Seidlhofer, 2011; Cogo & Dewey, 2012), and the claim that English belongs to all 

of its users (Seidlhofer, 2004) cannot be reflected in the series of textbooks’ materials. 

Furthermore, in the Chinese context in particular, the dialogue materials cannot 

showcase the fact that English in China nowadays is used for international exchange 

(Honna, 2006) and English learners aim to be involved in the global economy and 

global issues for learning English (Liu et al., 2016). Details of same-country uses and 

mixed-country uses will be explained in the remainder of this section. 

 

Same-country uses 

23 dialogues occur between speakers from the same countries. 11 of these dialogues 

take place between interlocutors from 3 IC countries, 5 between Americans, 5 

between British speakers and 1 between Canadians. 12 dialogues are between EC 

speakers, and all of these EC interlocutors are from the learners’ home country, being 

China. Disappointingly, but not unexpectedly, there are no interlocutors from the same 

OC countries taking part in the dialogues included in the textbook materials. As 

mentioned previously, English use between interlocutors from the same country is also 

a part of the GE research paradigm (Kirkpatrick, 2007), but the exposure to only 

interlocutors from the same IC countries and the learners’ home country, China, may 

not be enough to challenge learners’ stereotype that English is mainly used by native 

23%

7%

70%

Figure 4.1: Interlocutors of Dialogues

same country

mixed country

unknown
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speakers, inconsistent with the GELT approach (Galloway, 2013). Details of same-

country uses can be found in Table 4.2. 

 

Mixed-country uses 

There are only 7 occurrences in total of dialogues between speakers from different 

countries, and all of these dialogues take place between native English speakers and 

non-native speakers. Notably, there is no evidence of communication between either 

native English speakers exclusively or non-native English speakers exclusively from 

different countries in the dialogues of the textbook materials (Table 4.3). The exposure 

of English uses in the series of textbooks’ materials is not consistent with the fact that 

there are now many more non-native speakers than native English speakers around 

the world (Crystal, 2012) and the proposal that the GE research paradigm mainly 

showcases English interaction between non-native speakers who have different first 

languages and English is their only communicative instrument (Firth, 1996; House, 

1999). 

Table 4.2: Three Types of Same-country Uses
textbook IC country OC country EC country total
M1 2 US (2) 0 - 0 - 2

M2 2
UK (1)
US (1)

0 - 0 - 2

M3 3
UK (2)
Canada (1)

0 - 1 China (1) 4

M4 0 - 0 - 1 China (1) 1

M5 3
US (1)
UK (2)

0 - 1 China (1) 4

M6 0 - 0 - 2 China (2) 2
M7 0 - 0 - 2 China (2) 2
M8 0 - 0 - 0 - 0
M9 0 - 0 - 0 - 0
M10 1 US (1) 0 - 2 China (2) 3
M11 0 - 0 - 3 China (3) 3
total 11 0 12 23

M: Module, IC: Inner Circle, OC: Outer Circle, EC: Expanding Circle
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Furthermore, among the 7 mixed-country dialogues, 5 of them are between native 

speakers from IC countries (UK, Canada and the US) and non-native speakers from 

China. Only 2 dialogues include interlocutors from countries other than China or IC 

countries, and these interlocutors are from Brunei, Italy, France and Germany (Table 

4.4). Even these mixed-country dialogues cannot prepare students for the situation 

that, nowadays, English in China is used to communicate more with speakers from 

other Asian countries than with speakers from IC countries (Kirkpatrick, 2011, 2012; 

Kirkpatrick & Xu, 2002; Rai & Deng, 2016). 

 

Table 4.3: Three Types of Mixed-country Uses
textbook between NSs both NS and NNS between NNSs total
M1 0 3 0 3
M2 0 1 0 1
M3 0 0 0 0
M4 0 0 0 0
M5 0 0 0 0
M6 0 1 0 1
M7 0 0 0 0
M8 0 1 0 1
M9 0 1 0 1
M10 0 0 0 0
M11 0 0 0 0
total 0 7 0 7

M: Module, NS: native speaker, NNS: non-native speaker

Table 4.4: Details of Mixed-country Uses between NS and NNS
textbook both NS and NNS

NS and
NNS from 
China

country

NS, NNS from 
China
and NNS from 
countries
other than 
China

country
NS and NNS from
countries other 
than China

country total

M1 3
UK-China (1)
Canada-China
（2）

0 - 0 - 3

M2 1 UK-China (1) 0 - 0 - 1
M3 0 - 0 - 0 - 0
M4 0 - 0 - 0 - 0
M5 0 - 0 - 0 - 0
M6 0 - 1 China-Brunei-UK (1) 0 1
M7 0 - 0 - 0 - 0

M8 0 - 1
Italy-US-France-
Germany-China-
Canada (1)

0 - 1

M9 1 US-China (1) 0 - 0 - 1
M10 0 - 0 - 0 - 0
M11 0 - 0 - 0 - 0
total 5 2 0 7

M: Module, NS: native speaker, NNS: non-native speaker
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4.1.2 Main Reading Texts 

Altogether, there are 79 topics discussed in the main texts of the Reading and Project 

sections in all of the 11 textbook modules, with 10% being Chinese culture, 23% target 

IC culture and 67% international culture (Table 4.5) categorized by their cultural 

features (see Section 3.2.1). 

Chinese culture as the source culture includes some famous places of interest in China, 

such as Shangri-la, some famous Chinese people, such as Yang Liwei, and traditional 

practices like acupuncture. There is also a text introducing the development of Chinese 

characters. Similarly, in the theme of target culture, topics cover: a tour guideline for 

an entire IC country, being Canada; famous people from IC countries, like Sir Clive 

Sinclair; some cultural practices, especially school culture in IC countries; and a text 

introducing the English language and its history, in comparison with the development 

of Chinese characters. However, while appreciation of literature, such as Charles 

Dickens’ Great Expectations and Robert Burns’ “A Red, Red Rose”, is evident in the 

materials that focus on the target culture, this is lacking in the materials concentrating 

on Chinese cultural topics. In addition, created stories tend to be set against the 

background of an IC country to provide more about the target culture than the source 

culture. Regarding international culture, topics include global issues, which range from 

teenage problems to sustainable development, as well as specific cultural exposure to 

certain places, such as an adventure in Africa, which are neither in China nor in IC 

countries. It is also worth noting that there are some cross-cultural topics included in 

the main texts of the series Advance with English Students’ Book, such as a comparison 

between ancient China and Rome, eastern and western culture and an Italian opera 

set against a Chinese background. Details of topics can be found in Table 4.5. 



38 
 

textbook Chinese culture topics target culture topics international culture topics total

M1 0 - 2
school life in the UK;
American family fight

4

staring a new school 
club;
dying to be thin;
teenage problems with 
families;
guidelines for health 
and fitness

6

M2 2

travel in Shangri-
la;
story about Chinese
astronaut Yang 
Liwei

1 boy missing in the US 3
an adventure in Africa;
the curse of the mummy;
searching for the Yeti

6

M3 1
the development of
Chinese characters

2
fog and other stories;
English and its 
history

3
shark attacks;
lost civilization;
ancient China and Rome

6

M4 0 - 0 - 6

advertisements;
developing an ad 
campaign;
the Olympics;
entering a new sport 
into the Olympics;
virtual reality cinema;
science fiction 
stories;

6

M5 1
protecting the
Yangtze River

0 - 5

teenagers' friendship 
problems;
different teenage 
friendships;
relationship between 
economy and 
environment;
desertification;
cloning;
relationship between 
human and nature

6

M6 1
story about Chinese
athelete Sang Lan

2
stand-up comedy;
minority cultures in 
inner circle countries

6

play set in a park;
play set in a palace;
the happiest time of 
life;
cultural differences;
work of the UN;
work of the MSF

9

M7 1 Chinese acupuncture 1 the London Underground 6

development of TV and 
audio devices;
possible negative 
effects of mobile phone 
use on people's health;
two life-saving 
medicines;
pros and cons of 
internet use;
searching on the 
internet;
traffic accidents and 
road safety

8

M8 0 - 3

Charles Dickens and 
Great Expectations;
the poetry of Robert 
Burns;
Harry Potter and the 
Philosopher's Stone

5

Turandot in Beijing;
art museums in Europe;
unusaul pictures;
important film events 
around the world;

8

M9 2
the Imperial Tombs;
the White House 
Temple

3

introduction of 
Canada;
sporting culture in 
Australia;
biblical idioms in 
English

3
the Acropolis;
national flags;
colors and cultures

8

M10 0 - 1
population mobility
in

Table 4.5: Topics of Reading Texts

 the US
7

helping developing 
countries;
sustainable 
development;
the Roma group;
Aids;
dangers of drugs;
cybercrime;
interllectual property

8

M11 0 - 3

gap year among British 
students;
story of Sir Clive 
Sinclair;
university life in 
Canada

5

jobs;
skills in different 
jobs;
tips for job interview 
success;
story of a Chinese 
father in th US;
introduction of a 
university

8

total 8 18 53 79
percentage 10% 23% 67% 100%

M: Module
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Overall, there is evidence in the main reading texts of the series of textbooks that great 

efforts have been made to expose learners to the perspective of cross-culture and 

multi-culture, rather than only traditional IC English cultures, which resonates with 

some of the previous studies (Naji Meidani & Pishghdam, 2013; Tomlinson & 

Masuhara, 2013; Vettorel & Lopriore, 2013; Xu, 2013), but does not accord with the 

findings that reflect that foreign cultural topics in ELT textbooks mainly relate to 

English-speaking countries in the Chinese context (Yu, 2015; Yuen, 2013) and that 

cultures in German ELT textbooks are rather static (Syrbe & Rose, 2016). Exposing 

learners to various topics from all the cultural themes of source culture, target culture 

and international culture can raise their awareness of respecting multiple cultures 

(Cortazzi & Jin, 1999; McKay, 2002, 2006, 2012). In addition, the emphasis on learners’ 

own Chinese culture and a comparison of local culture with both English-speaking 

cultures and other cultures can help learners to “step closer to the target language 

without affecting the purity of the source language or culture” (Rai & Deng, 2014: 142) 

and to “[establish] a sphere of interculturality” (McKay, 2002: 88).  

4.2 Global Englishes Linguistic Levels in the Textbook Materials 

As explained in Section 3.3, both explicit and implicit features in the textbook materials 

were investigated to search for the three linguistic levels of GE: lexico-grammar, 

phonology and pragmatics, the checklists of which are provided in Section 3.2.2, and 

Figures 2.1, 2.3 and 2.4. 

4.2.1 Explicit Features 

The explicit features of GE linguistic exposure were searched for in instructions, 

illustrations, task activities and exercises in order to practice these features in the 

textbook materials, and the results of direct teaching related to the three linguistic 

levels will be presented in this section. 

Lexico-grammar 

Evidence of direct teaching instructions of subject-verb agreement, usages of 
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prepositions, “correct” usages of prepositional phrases, relative pronouns and tag 

questions, and word formation processes can be found in the textbook materials. 

Subject-verb agreement 

There is a section on subject-verb agreement in Module 3 Unit 3 Grammar and usage 

(Appendix 6), and the instruction is written as follow: 

 

Different situations in which singular or plural verbs should be used, as well as several 

example sentences and exercises to practice subject-verb agreement, are provided 

below the instruction (see Appendix 6). In addition, a tip beside the instruction informs 

learners that singular verbs should be used after some indefinite pronouns. The 

instruction of subject-verb agreement emphasizes the importance of distinguishing 

between the usage of singular and plural forms of verbs to English learners, which is 

considered unnecessary in GELT, as third person singular zero is a distinct characteristic 

trait in GE interactions (see the example in Figure 2.1), and whether verbs agree with 

the subjects or not does not cause any problem or create an obstacle in 

communication (Hollander, 2002; Kordon, 2003; Seidlhofer, 2002, 2003; Cogo & Dewey, 

2012). 

Usages of prepositions 

The teaching of how to use prepositions can be seen in Grammar and usage in Module 

7 Unit 1 (see Appendix 7). Several example sentences showing how to use prepositions, 

as well as exercises to practice the usages of prepositions, are provided in this section. 

The usages of prepositions are divided into prepositions of time, prepositions of place 

and prepositions of movement. Each of the usages provides instructions about how to 

use different prepositions to deliver different meanings. Two tips beside the 

instructions are provided for learners to avoid the “mistakes” that may occur when 

using prepositions. 

“Subject-verb agreement means choosing the correct singular or plural verb

after the subject.” (Module 3: 50)
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On one hand, these instructions may strengthen the stereotype of native use of 

prepositions and learners may regard these rules of using prepositions as the only 

criteria for intelligibility. On the other hand, however, students may possibly extend 

these rules for their own innovative use of prepositions. These innovative uses of 

prepositions may not be found by native speakers, but can turn out to be useful 

assistance for GE speakers (see the example in Figure 2.1) (Cogo & Dewey, 2012). 

“Correct” usages of prepositional phrases 

In the section of prepositional phrases teaching in Module 7 Unit 1 (see Appendix 8), 

how to combine prepositions with some verbs, nouns and adjectives is included and 

some example sentences are given below, in order that learners can understand the 

meanings of these prepositional phrases through the context. However, this 

instruction delivers information to students that these prepositional phrases are rather 

fixed and can only be used in the way presented in the textbook. In authentic English 

uses among GE speakers, omission of the prepositions in these phrases does not lead 

to non-understanding in communication (see the example in Figure 2.1) (Hollander, 

2002; Kordon, 2003; Seidlhofer, 2002, 2003; Cogo & Dewey, 2012). 

“Correct” usages of relative pronouns 

The Grammar and usage section in Module 1 Unit 1 shows the use of relative pronouns, 

that, which, who, whom and whose, in attributive clauses (Appendix 9). The 

instructions are written as follows: 

“We usually say ‘in the morning/afternoon/evening’, but when we talk about

‘morning/afternoon/evening’ of a particular day, we use ‘on’, e.g., on Sunday
morning; on the afternoon of 5th June”

“We say ‘on a bus/train/plane’ but ‘in a car’.” (Module 7: 8)
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The instructions indicate that English learners should be clear about the functions of 

each relative pronoun in attributive clauses and should not confuse their meanings 

and usages. Examples and exercises providing practice in using relative pronouns in 

attributive clauses can be seen in Appendix 9. However, although variations of relative 

pronouns use can be found in GE, which differ from the uses in English as a native 

language (see the example in Figure 2.1) (Cogo & Dewy, 2012), the instructions guide 

students to only use relative pronouns as native speakers do. 

“Correct” usage of tag questions 

The instructions in different ways to form tag questions in English can be found in the 

Grammar and usage section of Module 1 Unit 3, as follows:  

 

The instruction is explained in detail of how to form a tag question with proper verb 

forms and pronouns at the end of a positive/negative statement and after an 

imperative clause. Examples and exercises are provided in Appendix 10. They require 

English learners to learn all these rules by heart and to pay attention to using these 

“1. In attributive clauses, that and which are used to refer to things.

2. In attributive clauses, we use who to refer to people.

3. When who functions as the object, it can be replaced by whom .

4. We can leave out who, whom, which and that when they are the objects.

5. We use whose to mean possession. It usually relates to a person, but it can

also relate to things” (Module 1: 10)

“1. At the end of a positive statement, we use a negative question tag. At the

end of a negative statement, we use a positive question tag.

2. When the main clause uses words like neither, none, nobody, nothing, few,

little, never, hardly or seldom, it is considered negative. It is, therefore, followed

by a positive question tag.

3. We use a personal pronoun like I, we, you, he, she, it or they in a question tag.

4. We use an auxiliary verb, modal verb or be in a question tag.

5. After an imperative clause, we use will you. After Let’s, we use shall we”
(Module 1: 50)
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rules “correctly” in real life communication. However, “failing” to use the “correct” 

version of tag questions does not affect interactions (see the example in Figure 2.1), 

and there is no need for students to spend a lot of time on distinguishing these usages 

(Seidlhofer, 2004).     

Word formation processes 

Evidence shows that explicit instruction of word formation occurs in five Word power 

sections and exercises for this English usage can be seen in Appendix 11. Four of these 

sections teach students how to add prefixes or suffixes before or after a word to create 

new nouns and adjectives. 

 

 

 

 

“We can add suffixes to verbs, nouns and adjectives to form nouns.” (see

examples in Figure 4.2)

Figure 4.2: Examples of Adding Suffixes to form Nouns

(Module 2: 46)

“Sometimes we use a different form, usually ending in -ess, when referring to a

woman.” (see examples in Figure 4.3)

Figure 4.3: Examples of Adding -ess

(Module 2: 46)
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A tip beside the text provides some exceptions, in that sometimes the final letter(s) 

need(s) to be removed or changed when adding a suffix to form a new adjective (see 

Figure 4.5). 

 

 

“These are some of the different ways to form adjectives from nouns and verbs.”
(see examples in Figure 4.4)

Figure 4.4: Examples of Adding Suffixes to form Adjectives

(Module 4: 6)

Figure 4.5: Instruction and Examples of Exceptions for Adding Suffixes to form

Adjectives

(Module 4: 6)

“We can form abstract nouns from some verbs and adjectives by adding suffixes.”
(see examples in Figure 4.6)
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An additional instruction is given in relation to final letter(s) change when adding 

suffixes to form abstract nouns (see examples in Figure 4.7): 

 

 

Figure 4.6: Examples of Adding Suffixes to form Abstract Nouns

(Module 4: 46)

Figure 4.7: Examples of Final Letter(s) Change to form Abstract Nouns

(Module 4: 46)

“Sometimes you can guess what a word means by looking at its prefix and suffix.”
(see examples in Figure 4.8)



46 

 

The remaining instruction on word formation strategy is about creating compound 

words. 

 

Figure 4.8: Examples of Meanings of Prefixes and Suffixes

(Module 5: 46)

“These are the different ways to form compound adjectives:” (see examples in

Figure 4.9)
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Explaining word formation strategies and providing examples in textbook materials 

can enable learners to apply these methods to create new words themselves beyond 

the examples given and to predict the meanings of some unfamiliar words. These new 

words formed by the strategies may not be seen in native English, but they are the 

symbols of the creativity of GE users (see examples in Figure 2.1), “exploiting the 

alternative encoding possibilities inherent in the language” (Seidlhofer, 2011: 103). 

In summary, although there is some explicit teaching of lexico-grammatical strategies 

commonly used in GE, the instruction in the textbook materials tends to showcase the 

“standard” native use of lexico-grammar, and regard those varieties uses different 

Figure 4.9: Examples of Forming Compound Adjectives

(Module 4: 26)

“These are the different ways to form compound nouns:” (see examples in

Figure 4.10)

Figure 4.10: Examples of Forming Compound Nouns

(Module 4: 26)
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from the “standard” as “errors”, which cannot present the various English lexico-

grammatical uses in a global context and is inconsistent with the GELT approach 

(Galloway, 2013, 2017; Galloway & Rose, 2015).  

Phonology 

Segmentals 

At the end of all of the 11 modules of Advance with English, there is a word list for 

unfamiliar vocabulary contained in the textbook materials with phonetic symbols from 

the Oxford Advance Learners’ Dictionary (Fourth Edition) (examples are provided in 

Appendix 12). Some of the lingua franca non-core features of segmentals are taught 

through the phonetic symbols, including the exact quality of consonants /θ/ and /ð/, 

exact quality of all vowels and no insertion of additional vowels in consonant clusters. 

Even within English as a native language, there can be a great variation of segmentals, 

for example, “dog” in UK Received Pronunciation is pronounced as /dɒɡ/, but /dɑɡ/ in 

General American English (Jenkins, 2000: 144). However, the instruction of the 

phonetic symbols of the vocabulary in the word lists might contribute to learners’ 

stereotype that there is only one “standard” version of English pronunciation, and 

cannot expose learners to the varieties of English segmentals.   

Suprasegmentals 

Evidence of explicit teaching instruction of lingua franca non-core suprasegmental 

features of pitch movements (tones) to signal attitudes or grammatical meanings and 

word stress placement, as well as task activities to practice these features, can be 

found in the textbook materials. 

⚫ Pitch movements (tones) to signal attitudes or grammatical meanings 

Skills building 1 in the Task section of Module 1 Unit 2 is about understanding tones in 

spoken English to understand the speaker’s feeling. Examples of different tones, stress 

on certain words and pauses in the sentence “Please sit down.” are provided to show 

different attitudes the speaker may have, as well as different grammatical meanings in 
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the same sentence (Figure 4.11). Listening activities for pitch movements (tones) 

related to attitudes are provided in Appendix 13. 

 

It can be inferred that these instructions are intended to raise learners’ awareness of 

the fact that pitch movements (tones) might play an important role in judging speakers’ 

attitudes and showing grammatical meanings in spoken English. However, pitch 

movements (tones) that intend to show speakers’ attitudes or grammatical meanings 

can be very subjective, as they depend on the individual speakers and specific 

communicative contexts (Jenkins, 2000). Therefore, the rules for the pitch movements 

(tones) to indicate these two aspects seem to be impossible to generalize and to teach 

in class (Jenkins, 2000, 2002). 

⚫ Word stress placement 

Regarding word stress placement teaching, there is a tip in the Task section of Module 

4 Unit 1 instructing students to distinguish the pronunciation for “increase” and 

“decrease” when they function as different parts of speech. It could be likely that 

students may overgeneralize with similar words with the same form for nouns and 

Figure 4.11: Examples of Pitch Movements (Tones) Showing Attitudes and

Grammatical Meanings

(Module 1: 32)
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verbs, for which the rule does not apply, such as “report”. The Task section in Module 

9 Unit 2 also emphasizes the importance of word stress placement in English 

pronunciation with a role-play activity provided (see Appendix 14). 

 

In addition, the phonetic symbols in the word list of each module (see examples in 

Appendix 12) are all marked with word stress for polysyllabic words, which indicates 

that it is necessary for learners to master word stress placement in a certain “standard” 

version.  

Although word stress placement can be essential to native English listeners, it can 

hardly cause problems among non-native speakers (Jenkins, 2000). The instructions 

for teaching the only “standard” version of word stress placement to Chinese high 

school learners could be unnecessary, as word stress placement varies in different 

varieties of English and Chinese people are more likely to encounter non-native 

speakers from other Asian countries (Kirkpatrick & Xu, 2002; Kirkpatrick, 2011, 2012; 

Rai & Deng, 2016). For example, the word “apartment” in some Asian lingual 

communities, such as Japan, is pronounced as “apartMENT” rather than “aPARTment”. 

Moreover, as many factors, such as other syllables in a word, the context of a word in 

a phrase and the grammatical function the word has in a sentence, can affect word 

stress placement, it can also be very complicated, or even impossible, to directly teach 

word stress placement to learners (Jenkins, 2000). 

In summary, some lingua franca non-core features of English phonology are taught 

explicitly in the textbook materials, which is both unnecessary and impossible (Jenkins, 

2000, 2002). Moreover, teaching only the “standard” native version of phonology also 

hinders learners to perceive the other varieties of English phonology used in the world. 

Pragmatics 

“In the English language, all words of more than one syllable have what is called

word stress. This means at least one of the syllables is longer and louder than

the other syllable(s). You should learn word stress as you learn new vocabulary.”
(Module 9: 28)
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It is surprising that evidence of directly teaching all of the listed pragmatic strategies 

(see Figure 2.4) to prepare students for GE communication, as well as some activities 

to use these strategies, can be found in the Task sections of the series textbooks. 

Self-repair 

The significance of self-repair in communication is stressed and learners are required 

to listen carefully to the correction in the Task section of Module 4 Unit 2. 

 

There is a dialogue picture illustration of self-repair and a listening conversation 

activity requiring students’ special attention to self-repair (see Appendix 15). 

Expressions of self-repair, such as “I mean which national team.” and “I used to love 

Holland, but now England is my favorite.”, occur in the conversation. Such self-repair 

strategies included in a language task can prepare students to avoid misunderstanding 

in real-life communication, especially communicators who share different cultural and 

lingual backgrounds (Mauranen, 2006). 

Clarification/paraphrasing 

In the Task section of Module 7 Unit 1, instruction is provided on how to ask for 

clarification and paraphrasing. 

 

“[...] [P]eople often make mistakes and correct themselves later, change their

minds or say something irrelevant.

[...] Even if you think you have found the answer to a question, continue to listen

carefully. The information may be change later and may contain something that

is not related to the question. Look out for words such as but, however, or and I

mean” (Module 4: 32)

“You can use the following language to ask for clarification:

Could you repeat that? Does that mean that...?

If you want someone to repeat the main points, you can say something like the

examples below:

So that means[...]

In other words[...]”

(Module 7: 12)
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A role-play activity requesting students to use clarification and paraphrasing to ask for 

more detailed information is provided below the instruction (see Appendix 16). 

Repeating by asking for clarification and paraphrasing can signal non-understanding, 

as can asking for more explanation by GE users in order to continue the 

communication (Galloway & Rose, 2015; Jenkins et al., 2011). 

Repetition 

In Module 8, repetition of key words in communication is emphasized for both 

listening and speaking skills. 

 

Following the instruction, there is a listening activity, in which students pay attention 

to the key words repeated by teachers when telling students about the elements in 

each paragraph of writing a literary review. For example, the key words of “author, title, 

genre, category, plot, character etc.” are repeated as the important elements of a 

literary review (see Appendix 17). Repeating key words even before misunderstanding, 

also known as a pre-empting strategy, can help avoid the mistakes that may occur in 

GE communication, especially in a monologue or speech (Kaur, 2009).  

 

In this section, repetition strategies are taught in the context of dialogues. Two 

examples of the importance of repeating words for emphasis in dialogues to show an 

understanding of the question are provided and learners are required to consolidate 

the repetition skill for emphasis in a role-play activity, which can be seen in Appendix 

18. Repeating what others have said in dialogues can help increase mutual 

understanding in communication between GE speakers (Galloway & Rose, 2015; 

“Key words are often repeated.

The teacher may try to tell you that a word is important by repeating it

several times.”

(Module 8: 10)

“[Repeating the words someone emphasizes] will make it clear that you

understood the question and are answering it exactly.” (Module 8: 60)
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Jenkins, et al., 2011). 

Rephrasing, topic negotiation and discourse reflexivity  

Quite a few of the Task sections in the series of textbooks contain instructions to help 

students to rephrase, negotiate topics and adapt discourse in communication, with the 

use of discourse markers, formal and informal language for different contexts, and 

written and spoken language. How to use the English language for various functions is 

also provided for learners, including offering suggestions and alternatives, expressing 

opinions, apology and possibilities, convincing others and identifying degrees of 

obligation. In addition, some specific contexts, for example how to use the English 

language in a job interview, are also set in the textbook materials. The GE pragmatic 

strategies of rephrasing, topic negotiation and discourse reflexivity can involve the 

listeners in the communication, so that the topic discussed can be more salient to 

them (Firth, 1996; House, 1999, 2009; Mauranen, 2007). 

Silences/filled pauses 

In the task of instructing students how to write a dialogue, the communicative strategy 

of silences/filled pauses to realize speech acts or express interpersonal politeness is 

mentioned.  

 

Followed the instruction, there is an example dialogue showing how learners can use 

silences/filled pauses when speaking: 

 

Using these minimal responses as filled pauses can help GE communicators 

demonstrate their attention to the conversation and have more time to think about 

how to respond, especially those for whom English is not their first language 

“In regular speech, [people] often say things like Umm and Hmm.”

“[...] What’s up, Mum?

Umm, your room is a mess. [...]”

(Module 1: 36)
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(Böhringer, 2007; Kaur, 2009). 

Pre-empting strategies 

In addition to the repetition strategies mentioned above, other pre-empting strategies 

are also offered in certain communicative contexts to help speakers to foresee the 

obstacles that may occur in communication (Kaur, 2009), such as recognizing dates and 

names of places, listening for problems and causes, identifying priorities and emotive 

language. 

“Let it pass” strategy 

The “Let it pass” strategy, which requires learners to ignore something unimportant or 

irrelevant in listening, is taught in the Task section in Module 3 Unit 3, and the 

instruction is written as follows:  

 

Two listening activities, a conversation and a monologue, are provided for students to 

practice understanding the gist of the talk, rather than the details of the contents (see 

Appendix 19). The “Let it pass” strategy is required in the tasks if students do not 

understand something in detail, demonstrating a commonly-used resource in GE 

interactions (Firth, 1996). 

To sum up, although the findings are similar to Vettorel & Lopriore’s (2013) study on 

Italian secondary school ELT textbooks, in that these pragmatic strategical instructions 

and activities are not set in any GE context, and are consistent with Sowden’s (2012b: 

107) concern that such strategies may occur in any language exchanges “in which 

speakers are exploring shared ideas or aiming to bridge communication gaps caused 

by a lack of ready lexical or syntactic resources”, the pragmatic strategies included in 

the direct teaching of the textbook materials, overall, are common in GE 

communication and can help learners, to some extent, avoid non-understanding or 

“If you hear a word you do not understand, do not stop to think what it

means--keep listening. Remember you are listening for the gist, not the details.”

(Module 3: 52)
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misunderstanding with interlocutors from different linguistic backgrounds (Galloway 

& Rose, 2015; Jenkins et al., 2011).  

4.2.2 Implicit Features 

Three online chat, face-to-face and phone call dialogues between/among mixed 

country users from the results of Section 4.1.1 were used for identification of implicit 

linguistic features of GE. The texts and transcripts for the dialogues can be seen in 

Appendices 20 to 22. Appendix 20 is an online chat between three interlocutors from 

China, Brunei and the UK, who are talking about cultural differences. The speakers in 

Appendix 21 are representatives of six major international film festivals from six 

different countries (Italy, the US, Canada, Germany, France and China) on a television 

show introducing different film festivals. Appendix 22 is a phone call between a 

Chinese headmaster and a contact person in New York for a cultural exchange tour. 

Careful reading of the texts and listening to the audio materials reveals that there is 

no obvious evidence of any substitute of lingua franca non-core features of phonology 

and lexico-grammatical GE features. However, some application of pragmatic 

strategies does occur in these dialogues of speakers from mixed-countries. For 

example, the discourse markers in Appendix 20, such as “Really?” and “Well, you 

know...”, are used for discourse reflexivity. The repetition strategy, such as “All night?”, 

can also be found in Appendix 20 for showing mutual understanding. In Appendix 21, 

“I hate to interrupt you, but...” and “I hate to contradict you, but...” are used for topic 

negotiation. In the phone call between a Chinese headmaster and an American contact 

person (Appendix 22), the Chinese headmaster asks for repetition and clarification of 

the exact address, and the American contact person clarifies the spelling of addresses 

and repeats the telephone number in advance, which also indicates the application of 

pre-empting strategies. 

Although the materials involve some use of pragmatic strategies for better 

understanding between/among mixed-country speakers, the features of phonology 

and lexico-grammar cannot identify the interlocutors as international English speakers. 
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Compared to the study of the materials of authentic listening journals, which can 

expose learners to diverse Englishes (Galloway & Rose, 2014), the implicit exposure to 

GE elements in the textbook series of Advance with English is rather limited.   
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Chapter 5 Conclusion 

This dissertation analyzed the GE oriented features in the series of ELT textbooks 

Advance with English Students’ Book used in the senior high schools of Jiangsu 

Province in China, in order to determine if the textbook materials have adjusted to ELT 

changes in considering that English has become a global language. To investigate to 

what extent the materials can be used for GELT, two research questions were 

formulated:  

(1) To what extent are various cultures represented in the textbook materials?  

(2) To what extent are the linguistic levels of GE reflected in the textbook materials?  

5.1 Summary of the Findings 

5.1.1 To what extent are various cultures represented in the textbook materials? 

Various cultural knowledge transmitted through the English language, rather than the 

various cultures involved in the use of the English language, is represented in the 

textbook materials. The topics discussed in the main texts cover cultural knowledge 

from learners’ home country, English-speaking countries, and other countries, and go 

beyond merely presenting different cultures, as they include a comparison between 

cultures and cross-cultural insights. However, in terms of the cultural elements in the 

uses and users of English, most of the dialogue materials tend to hide the linguistic 

origins of the locations and interlocutors. The remaining known linguistic origins of the 

use of English are mainly either the learners’ home country, China, or IC countries, 

with very few dialogues involving English use in other countries and by other speakers. 

Overall, the representation of cultural elements in the textbook materials is not 

various enough for GELT. 

5.1.2 To what extent are the linguistic levels of GE reflected in the textbook materials? 

The linguistic strategies of using English, rather than the linguistic features of GE, are 

reflected in the series of textbooks’ materials. Some linguistic features of GE, lingua 

franca non-core features of phonology and common lexico-grammatical features by 
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GE speakers, which do not affect intelligibility in communication, are taught explicitly 

in the instructions and illustrations. There is a tendency to set a “standard” native 

version of English in the textbook materials, and the varieties of English that differ from 

this “standard” are regarded as “errors”. Furthermore, these varieties cannot be 

shown in GE interactions to reflect GE features implicitly. However, some linguistic 

strategies, especially pragmatic strategies, commonly used by GE users are taught 

explicitly in the textbook instructions and illustrations, and are applied in GE 

communication implicitly. Overall, for the three linguistic levels of GE, there does seem 

to be some GE pragmatical reflection, a little GE lexico-grammatical reflection, but 

barely no phonological reflection. 

In summary, although the textbook materials of Advance with English can raise 

learners’ awareness of respecting diverse cultures and some strategies for using the 

English language in a global context, there is a lack of materials for students to realize 

that English nowadays is used in diverse, fluid and changing lingua franca contexts by 

speakers from various lingual and cultural backgrounds in the textbook series. As a 

result, the series of textbooks’ materials have not yet shifted from the traditional 

native English teaching model to a more GELT model. 

5.2 Comparison with Previous Research 

This study on analyzing the series of senior high school textbooks, Advance with 

English, used in Jiangsu Province, generally resonates with most of the previous 

research, in that the current ELT textbook materials used in non-native-English-

speaking countries still mainly follow a native English model, and there is little 

apparent evidence of GE oriented features being incorporated in the textbook 

materials, in terms of both cultural and linguistic features (Matsuda, 2002; Naji 

Meidani & Pishghadam, 2013; Takahashi, 2010; Tomlinson & Masuhara, 2013; Syrbe & 

Rose, 2016; Vettorel & Lopriore, 2013; Yu, 2015; Yuen, 2011). It also accords with Xu’s 

(2013) conclusion, in that desirability to embrace some global elements can be 

reflected in Chinese ELT textbook materials. 



59 

5.3 Pedagogical Implications 

To incorporate GE in ELT materials an “epistemic break” (Kumaradivelu, 2012: 14) is 

needed to change the traditional native English teaching model, which lies in  

awareness of varieties of English, uses of English and the topics discussed in English 

(Lopriore & Paola Vettorel, 2015). The specific pedagogical implications of the findings 

from the textbook materials analysis for ELT materials design and materials use will be 

discussed in this section. 

5.3.1 English Language Textbook Materials Design 

In terms of cultural exposure, in addition to incorporating multiple cultural topics and 

cross-cultural topics in ELT materials (Cortazzi & Jin, 1999; McKay, 2002, 2006, 2012), 

to raise students’ awareness of the representation of the uses and users of English for 

more varied cultural exposure, textbook designers should explicitly present in the 

textbook materials where the characters are from and include more characters from 

OC and EC countries, rather than only the learners’ home country and IC countries 

(Matsuda, 2002, 2003; Takahshi, 2010). By setting these concrete characters, it would 

be easier to design the dialogues used in various locations and used by different first 

language interlocutors. 

From the perspective of the linguistic features of GE, any substitute of the features 

different from native English should be regarded as “varieties”, instead of “errors” in 

the instructions, in order that the textbook materials could present a more GELT 

approach. Moreover, some authentic materials that can expose learners to how 

English is used in different contexts by various users, such as interactive social media 

platforms (Matsuda, 2005), can inform students about how different Englishes are 

used in a global context (Tomlinson, 2006, 2010, 2016). Authentic listening materials, 

such as listening journals (Galloway & Rose, 2014), can be a starting point for the 

change from traditional ELT materials to GELT materials, and increase learners’ 

exposure to diversified varieties of English, if they are incorporated in ELT for a long 

term. These authentic English language materials should also be considered as the 
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aspects included in ELT textbook design. 

5.3.2 English Language Textbook Materials Use 

Providing English teachers are equipped with GE knowledge, as there are many multi-

cultural and cross-cultural issues discussed, and some linguistic strategies taught in the 

textbook materials, opportunities could be offered to introduce GE elements to 

students. For example, teachers should be aware of those cultural issues and draw 

students’ attention to them, rather than merely focusing on the language points in the 

main texts. They should also emphasize and encourage students to use those English 

linguistic strategies in real-life communication, especially in a global context.  

When they teach those linguistic features, which do not affect understanding in 

communication, such as the third person singular -s in the present tense in the 

textbooks, English teachers could emphasize that such features are just one of the 

many kinds of English uses, whilst in daily communication there can be many other 

uses of English to raise students’ awareness of the varieties of English (Breiteneder, 

2005, 2009; Cogo & Dewey, 2012; Jenkins, 2000, 2002; Pitzl et al., 2008; Seidlhofer, 

2004).  

To sum up, to incorporate a more GELT approach in the Chinese context, both textbook 

designers and English teachers should be aware of the global issues in ELT to 

implement such an “epistemic break” (Kumaradivelu, 2012: 14). 

5.4 Limitations and Suggestions for Further Research 

It can be drawn from the pedagogical implications in this study that an important 

element of incorporating GE in textbooks is how English teachers use the textbook 

materials. Questions from this study are raised which relate to whether teachers in 

China have adequate knowledge of GE and whether they can be flexible enough to 

incorporate GELT in the English classroom. To be more specific, due to the limitation 

in this study, in that there is no access to teachers' books, further study is suggested 

to investigate whether teachers' books can equip teachers with adequate knowledge 
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of GE, and how teachers’ books guide teachers to teach English in classroom. Further 

study could also investigate the ELT policies applied in China, which could reflect the 

extent of freedom that English teachers can have to implement GELT.  

Another limitation in this study is that only one series of textbooks used in China was 

analyzed. Further similar research focusing on analyzing and evaluating GE oriented 

features in more ELT materials used for learners from different levels in other areas of 

China, as well as in other countries in the world, is recommended, as the research 

findings may vary in different ELT contexts.  

5.5 Overall Summary 

This small-scale study analyzed and evaluated the GE oriented features in the textbook 

series of Advance with English, used in senior high schools in Jiangsu Province of China. 

It was indicated that the GE oriented features in the series are limited, which hinders 

shifting the paradigm from the traditional native English ELT to GELT. The general 

implication of this study is in line with the standard view that ELT textbooks should 

place more importance on authentic uses of English in various lingual and cultural 

contexts, moving away from native English speaker’ norms, and that English teachers 

should be equipped with adequate knowledge of GE.
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Appendices 

Appendix 1: Authentic Example of Self-repair Strategy between Speakers from 

Different Language Backgrounds 

S1: /. . ./ conditions for minorities ah then it will be no questions eh it will be no 

conflicts [wording] between the ethnic people and eh minorities Russian Minorities 

[proper names/contents] (.) so eh in Lithuania there is no such question about these 

in eh uhm i about Letvi- Latvia [proper names/contents] i’m not sure because i’m not 

very familiar with the situation but i know that in Estonia still exist eh a lot of problems 

between local government and eh minorities (.) and what about a another part of your 

question eh it’s eh about a general position of Balti- general Baltic states’ eh position 

[proper names] in world yes in just ah (.) as it was a t- (.) is it okay [...]  

S3: yeah 

S1: okay @ as it was told before eh that eh as you (x) you (x) told before that main 

roles eh the main roles [grammar] are in uhm in France [...]  

(Mauranen, 2006: 139)
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Appendix 2: Authentic Example of Clarification between Speakers from Different 

Language Backgrounds 

McDonald’s (S1: French; S2: Italian) 

S1: you know I was reading the in Italy a baker won a business competition 

S2: what do you mean? 

S1: yeah: he won something 

S2: a business competition? 

S1: no I mean you know there is competition between businesses 

S2: ah:: 

S1: and he won against McDonald’s 

S2: a baker? 

S1: a baker  

(Cogo & Dewey, 2012: 124) 
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Appendix 3: Authentic Example of Repetition between Speakers from Different 

Language Backgrounds 

(Karen: first language German; Daniela: first language Italian) 

KAREN: actually ... I didn’t like Salzburgh a lot ... I think it’s very ... very traditional 

DANIELA: (laughing) 

KAREN: it was nice to be there ... two days  

DANIELA: one day 

KAREN: yeah 

DANIELA: it’s small 

KAREN: yeah it’s small and ... people are very unfriendly there 

(Cogo, 2009: 261) 
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Appendix 4: Authentic Example of Rephrasing, Topic Negotiation and Discourse 

Reflexivity between Speakers from Different Language Backgrounds 

EP: It it’s it’s I I I see no . . . ehm sense (1s) in that discussions. discussions I I I I don’t 

know eh what about you, but 

MA: (3s) But as an individual we are you know responsible I think for 

EP: (1s) hmm 

MA: At at least at the very smallest scale we can do something . . . but you’re quite 

right you know in larger scale you know that’s true you know because eh majority of 

eh of eh greenhouse gases are produced by factories and this sort of (and) by you 

know i in industries. . .   

(House, 2009: 180)
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Appendix 5: Authentic Example of “Let it pass” Strategy between Speakers from 

Different Language Backgrounds 

(B: first language Syrian; H: first language Danish) 

B: ... so I told him not to u: :h send the:: cheese after the- (.) the blowing (.) in 

the customs 

(0.4) 

we don't want the order after the cheese is u: :h (.) blowing. 

H: I see, yes. 

B: so I don't know what we can uh do with the order now. (.) What do you 

think we should uh do with this is all blo:wing Mister Hansen 

(0.5) 

H: I'm not uh (0.7) blowing uh what uh, what is this u: :h too big or what? 

(0.2) 

B: no the cheese is bad Mister Hansen 

(0.4) 

it is like (.) fermenting in the customs' cool rooms 

H: ah it's gone off 

B: yes it's gone off 

H: we: :ll you know you don't have to uh do uh anything because it's not ... 

((turn continues)) 

(Firth, 1996: 244)
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Appendix 6: Instructions, Examples and Exercises for Subject-verb Agreement 

 

(Module 3: 50) 
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(Module 3 : 51) 
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Appendix 7: Instructions, Examples and Exercises for Prepositions 

 

(Module 7: 8) 
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Appendix 8: Instructions, Examples and Exercises for Prepositional Phrases 

 

(Module 7: 9) 
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Appendix 9: Instructions, Examples and Exercises for Relative Pronouns 

 

(Module 1: 10) 
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(Module 1: 11) 
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Appendix 10: Instructions, Examples and Exercises for Question Tags 

 

(Module 1: 50) 
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(Module 1: 51) 
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Appendix 11: Exercises of Creation of New Words by Familiar Word Formation 

Processes 

  

(Module 2: 46) 
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(Module 4: 6) 

 

(Module 4: 46) 
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(Module 5: 46) 

 

(Module 4: 26)
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Appendix 12: Examples of Phonetic Symbols 

 

(Module 10: 73) 
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Appendix 13: Listening Activities for Tones related to Emotions and Attitudes 

 

(Module 1: 32) 
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Appendix 14: Role-play Activity for Word Stress 

 

(Module 9: 28)



81 

Appendix 15: Picture Illustration and Listening Activity for Self-repair Strategy 

 

Transcript: 

Ma Yan: Do you like football, Yu Lei? 

Yu Lei: Yes, I do.  

Ma Yan: Me too. What’s your favorite team? 

Yu Lei: That’s easy, Manchester United. 

Ma Yan: No, I mean which national team? 

Yu Lei: Oh, well then, that would be England. I used to like Holland, but England is now 

my favorite. 
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Ma Yan: Did you watch England play the World Cup in Korea and Japan in 2002? 

Yu Lei: Yes, I saw the games on TV, but England only played in Japan. 

Ma Yan: Where was the World Cup held before that, in 1998? 

Yu Lei: In the USA, I think. 

Ma Yan: Wasn’t it in France, Yu Lei? 

Yu Lei: That’s right. What’s your favorite team? 

Ma Yan: That’s difficult. It used to be France, but now I support China. 

Yu Lei: Why? 

Ma Yan: Because they’re our own team, and because they played in the 2002 World 

Cup for the first time. 

Yu Lei: Do you think the first Asian World Cup was a success? 

Ma Yan: I think the 2002 World Cup was extremely well-organized, and the host 

countries provided a very warm welcome to the fans. It was definitely a success. 

Yu Lei: Will you watch the next World Cup? 

Ma Yan: Of course. 

Yu Lei: Will you go to see the matches live? 

Ma Yan: I’d love to, but the tickets are too expensive. 

(Module 4: 32)
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Appendix 16: Role-play Activity for Clarification and Paraphrasing 

 

(Module 7: 12)
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Appendix 17: Listening Activity for Repetition in Monologues/Speeches 

 

Transcript: 

Remember, a literary review is usually written in the simple present tense. In the first 

paragraph, you should mention the author of the story as well as its title. You should 

also write what genre or category the story belongs to. It is important to mention 

where the story is set, and this helps to put the story in an environment that the 

readers can understand. So in Paragraph 1, you need to mention the author, the title, 

the genre and where the story is set.  

In the next paragraph, you should give a summary of a plot. You should also describe 

the important characters in the story. You should describe any character development 

which takes place in the story as well. Briefly describe the changes that occur in the 

characters from the beginning of the story to the end. So in Paragraph 2, you should 

talk about the plot, characters and character development. 

In the third paragraph, you should discuss the important themes of the story, and the 

language used in it. How an author uses language is what makes writing so interesting. 

Imagery is a language that both authors and poets use to make their writing colorful. 

Imagery uses a lot of pictures and images, such as symbols, to help us understand more 

clearly. Be sure to mention only imagery and give examples from the text. So in 
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Paragraph 3, you should discuss the themes and symbols. 

In the last paragraph of your review, you are expected to write your personal opinion 

of the story. You should say why you like it or why you don’t. Would you recommend 

it to a friend? If you want to, you can give the story a rate from 1 to 5, with 5 being the 

highest score, and 1 the lowest. Your personal opinion and the rate of the story could 

be given at the end. 

(Module 8: 10)
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Appendix 18: Examples and Role-play activity for Repetition in Dialogues 

 

(Module: 8: 60) 
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Appendix 19: Listening Activities for “Let it Pass” Strategy 

 

(Module 3: 52)



88 

Appendix 20: Online Conversation of Mixed-country Use 
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(Module 6: 34-35)
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Appendix 21: TV Show of Mixed-country Use 
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(Module 8: 50-51) 
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Appendix 22: Transcript of Phone Call between Mixed-country Users 

Mr Martin: Hello, Mr Liu. We look forward to welcoming you to New York High 

School. 

Mr Liu: Hello, Mr Martin. The students are all very excited about our trip. 

Mr Martin: We have finished organizing the trip. Could you confirm your arrival 

details for me please? 

Mr Liu: Yes. We will arrive at Kennedy International Airport on Friday October 14th at 

5.30 p.m. Will you be able to meet us? 

Mr Martin: Yes. We will have a coach there to meet you and take you straight to the 

place where you will stay. We have booked rooms for you and your students at the 

International Students’ Inn at 90 West 116th Street in upper Manhattan. 

Mr Liu: I’d like to write that address down, so that I can tell my students. 

Mr Martin: Of Course. In Manhattan, the streets have numbers instead of names, 

which may be a bit confusing. The International Students’ Inn is on the 116th street, 

on the west side of Manhattan Island. So the address is number 90 on West 116th 

street. Manhattan is spelled M-A-N-H-A-T-T-A-N. The phone number, if anyone needs 

to contact you or your students is 2128627824. I will repeat that in case you didn’t 

get it. The number is 2128627824. 

Mr Liu: Thank you. I’ve written that all down. 

Mr Martin: Now, during the 7 days that you’re here, your orchestra will perform in 2 

concerts at 2 different schools. The first one will be on the Monday the 17th in the 

evening at Lincoln High School. Lincoln is spelled L-I-N-C-O-L-N. The second one will 

be on Wednesday the 19th at Washington College. We are also inviting you to attend 

our school orchestra concerts on Saturday the 15th and again on Tuesday the 18th in 

the same place. Then, there will be a farewell concert party held on Thursday night at 

our school. All of these events will be at 7.30 p.m, so your students will just have two 

free evenings. 

Mr Liu: That sounds very good. What about the day time? 

Mr Martin: Well, we have organized some group tours to show you around New York. 

Mr Liu: That sounds wonderful. What have you planned? 

Mr Martin: on Saturday morning we have arranged to take you on a boat tour around 

the island of Manhattan. That way you can see the Statue of Liberty and all the 

skyscrapers. You can see the UN headquarters from the boat and many of New York’s 

famous bridges. Later on your students can go and visit some of these places by 

themselves. I think it would be good if we have one more organized activity, but I 

don’t know if your students would prefer to to visit the Bronx Zoo, or if they would to 

be shown around the Empire State Building and the Metropolitan Museum of Art. 
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Perhaps you could let me know. 

Mr Liu: I’ll ask my student organizers to find out what they would like to do. 

Mr Martin: The rest of the time your students are free. There’s plenty to see and do 

in New York. 

Mr Liu: Yes, I’m sure. Thank you for your wonderful planning. I’m really looking 

forward to coming and I look forward to meeting you. 

Mr Martin: I look forward to meeting you as well. See you soon. Goodbye! 

Mr Liu: Goodbye! 

 

(Module 9: 10)
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