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Abstract 

Teacher Metalinguistic Awareness (TMA) constitutes an important 
prerequisite to the nature of interaction in any ELT context and conditions 
the teaching /learning outcomes. This study examines pre-service, in-
service and practicing teachers’ attitudes to and their knowledge of 
metalinguistics (awareness of language structure) in the process of L2 
learning and teaching in the multilingual context of Cameroon. In 
particular, the study investigates the Cameroon English language teachers’ 
nature and level of grammatical awareness and highlights the impact of 
such knowledge on the different sources of input (materials, other learners, 
and the teacher) in L2 tutored - language - leaning settings. Evidence about 
TMA in the ELT context of Cameroon indicates a relative positive teacher 
attitude to but poor knowledge of metalinguistics. The need for language-
awareness-raising for the improvement of teacher education and material 
development in the ESL context of Cameroon is indicated. 
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1. Introduction 

There has been considerable public and individual concern 
about the standard of English, both spoken and written, by 
English language users in Cameroon. Successful language 
users need to develop a range of attitudes, understandings 
and skills. These attitudes and skills include amongst 
others, positive attitudes towards language learning, 
exposure to the structure of the target language, extended 
vocabulary, reading and listening comprehension, writing 
and speaking fluency, coherent reading and writing 
practices, as well as  the development of implicit 
grammatical knowledge of the target language.  

Although a variety of variables are responsible for L2 
learners’ eventual language proficiency (age, learner 
motivation, home and school environment, methodology, 
etc), the knowledge and awareness of the teacher about the 
structure of the language in question and the extent to 
which he/she draws from this to develop learners language 
acquisition seems to play a primordial role in L2 
acquisition.  

Various scholars have noted that in spite of the 
importance of a language teacher’s grammatical awareness; 
regardless of years of experience in English teaching, many 
teachers lack knowledge about language (Cajkler and 
Hislam 2002, Mohd Sofi 2002, Nurazila (2007). The explicit 
knowledge that teachers have of the underlying systems of 
the language enables them to act on the three main sources 
of input (materials, students and teachers), teach effectively, 
as well as react to learners’ developmental errors. Andrews 
(1999) argues that this explicit knowledge about language is 
an important part of any second language (L2) teacher’s 
language awareness.  

The importance of grammatical awareness to English 
language teachers has been emphasised by many scholars 
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(Denham and Lobeck 2002; Andrews 1999, 2005; Azar 2007). 
Views in support of its relevance range from emphases on 
the necessity of teachers to be informed about certain 
grammatical fundamentals in order to help students 
recognise patterns of errors to the requirement of teachers 
to be able to clarify grammar information for students. The 
general consensus is that both “initial and continuing 
teachers” should have access to adequate knowledge of 
grammar in order to be in a better position to eventually 
help language learners. 

In addressing the problem of TMA in the ELT contexts 
in Cameroon, the discussion starts with taking up a 
theoretical stance on the explicit teaching of grammar; 
followed by a review of ELT in Cameroon. The 
methodology adopted is highlighted; the data collected is 
presented and discussed. The options and/or strategies for 
improving TMA and its potential impact on input for 
learning in Cameroon are then suggested.  

2. Theoretical considerations 

2.1 What is TMA? 

Thornbury (1997) considers Teachers’ Language Awareness 
(TMA) to be the knowledge that teachers have of the 
underlying systems of the language that enables them to 
teach effectively. The term ‘metalinguistic’ as used in this 
paper is meant to reflect the qualitative differences between 
the language awareness of the educated user of a language 
and that required by the teacher of that language. Effective 
communication in the language, in both the spoken and 
written media, requires both implicit and explicit language 
knowledge. In the same way, the language teacher needs to 
be able to draw from such knowledge in order to ensure 
that his/her students receive maximally useful input for 
learning. This adds an extra cognitive dimension to the 
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teacher’s language awareness, which informs the tasks of 
planning and teaching. It is in acknowledgement of the 
importance of this cognitive dimension that the term 
‘metalinguistic’ is employed in the present paper. 

At the same time, the term ‘awareness’ is used in 
preference to ‘knowledge’ in order to underline the 
important difference between the possession of knowledge 
and the use made of such knowledge. Depending on the 
context, the teacher who is aware of metalinguistics might 
well make minimal use of metalanguage in the classroom, 
however extensive his/her own knowledge might be. The 
focus of the present paper, however, is limited to the 
explicit knowledge of grammar which forms the core of any 
L2 teacher’s metalinguistic awareness. 

2.2 Theoretical premise 

The study is based on the assumption that in order to be 
effective, English language teachers should be able to draw 
on both explicit and implicit knowledge of the language, 
and that they should be able to reflect upon the knowledge 
of the underlying systems of the language (Thornburg 1997, 
Andrews1999). These views have been supported by 
various studies on the teaching of grammar among English 
language teachers; demonstrating how teachers’ avoidance 
of grammar teaching was due partly to their uncertainty 
about their knowledge of grammar. Cajkler and Hislam 
(2002:163) note that besides having much ‘intuitive implicit 
knowledge’ about grammar, the uncertainty for teachers is 
the extent to which they are able to make the implicit 
knowledge explicit and the appropriate technical terms to 
be used. 

This study draws from Andrew’s (1999) theory of 
grammatical awareness which categorizes grammatical 
awareness into four main types: 
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- Type 1: ability to recognize metalanguage 
- Type 2: ability to produce appropriate metalanguage 

terms 
- Type 3: ability to identify and correct errors 
- Type 4: ability to explain grammatical rules 
 

Each type focuses on a different facet of explicit 
knowledge of grammar and grammatical terminology. The 
first is concerned with the recognition of grammatical 
categories (word classes) such as preposition, noun and 
verb. The second is focused on the production of 
appropriate metalinguistic terms involving the ability to 
provide grammatical terms of a given word / phrase. The 
third refers to the identification and correction of errors, 
dwelling on the ability to identify and correct faulty 
sentences or parts of sentences. The last type focuses on the 
grammatical rules, which deal with the ability to explain 
various rules governing the use of grammar, especially 
during the provision of input. 

3. Background of ELT 

Prior to the 1960s, the teaching of grammar, and the focus 
on form were at the heart of language teaching. At this time, 
it was evident L2 teachers need a sound knowledge about 
language. The debate then with regard to grammar centred 
on how it should be taught rather than on whether it should 
be taught.  

However, from the early 70s, grammar lost its position 
as the central focus of L2 instruction due the emphasis on 
Functionalism and Communicative Language Teaching 
(CLT). Attention shifted from the teaching of the language 
system to that of teaching language as communication 
(Howatt, 1984). Communicative success, it was suggested, 
did not necessarily require grammar’. More direct 
challenges to the significance of form-focused teaching 
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include Newmark’s 1966 paper ‘How not to interfere with 
language learning’. This was latter corroborated by other 
scholars like Krashen (1981, 1982, 1985) and Prabhu (1987). 

Central to this ensuing debate, is the nature of the 
relationship between explicit and implicit knowledge of 
grammar. The boundary between these two types of 
knowledge has preoccupied both applied linguists and L2 
acquisition researchers. To Krashen, there is a distinction 
between ‘learning’ (explicit knowledge, which is the result 
of conscious study) and ‘acquisition’ (a subconscious 
process occurring only when the learner’s attention is 
focused on conveying meaning and resulting in implicit 
knowledge).  

Prabhu, on his part, holds that although formal 
instruction promotes the learning of grammar, grammar is 
learnt more effectively through communication. Though 
Krashen’s position has been challenged by many writers 
(McLaughlin 1987, Gregg 1984, Mitchell 1994), his ideas and 
those of Prabhu have nevertheless had a profound influence 
on language teaching and helped to destabilise perceptions 
of the role of form-focused instruction for considerable 
period of time. 

ELT methodology from the late 1990s, to the present, is 
forcefully drifting back to the form-focused teaching. This 
resulted from a variety of reasons, especially with the 
much-talked falling standards of English in ESL contexts. In 
part, this shift in methodology was caused by the reaction 
against Krashen’s views, dismissing as ‘simplistic’, his 
assumption that there is no interface between explicit and 
implicit knowledge (Sharwood Smith, 1981: 166), and with 
many of his critics arguing, as Mitchell (1994: 90) describes, 
that ‘… learning can become acquisition’.  

During this period, the nature of the role played by the 
learner’s conscious mental processes in L2 acquisition has 
been widely discussed in the literature (Schmidt, 1993). One 
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of the suggestions which has recently been emphasised in 
the reassessments of the role of explicit knowledge of 
grammar in L2 learning is that of ‘consciousness-raising’ 
(Rutherford, 1987) or ‘input enhancement’ (Sharwood 
Smith, 1991)in addition, the Language Awareness 
Movement (with its origins in the work of Hawkins, 1981, 
1984) has been highly influential. In the Cameroonian 
context, the Cameroon Association of English and 
Literature Teachers (CAMELTA) is permanently 
emphasising the need for a return to the overt teaching of 
grammar in conjunction with relevant communicative 
aspects of language (eclectic dimensions to teaching). 

In spite of this revived support for the need to focus on 
form, many teachers are still uncertain about the role of 
grammar and how it should be efficiently taught and learnt. 
Most of these teachers are themselves products of an 
education system in which the formal teaching of grammar 
was unappreciated. Consequently, they have considerable 
worry and doubt about their own degree of metalinguistic 
awareness and about the impact it might have on the 
teaching/learning process. It is this knowledge of language 
awareness which constitutes the main focus of the rest of 
this paper. 

The ELT context in Cameroon 

Cameroon is often ranked as a bilingual country, (English 
and French). But, in principle, it is a multilingual nation, 
with at least 248 indigenous languages (Tadadjeu 2004) and 
a lingua franca (Pidgin English), in addition to the two 
official languages. English and French are used as 
languages of education and administration. In the ELT 
context in the country, English is taught to Anglophones as 
a second language (ESL) and to Francophones as a foreign 
language (EFL). 
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For over 50 decades, the Communicative Language 
Teaching Approach (CLT) was adopted in ESL the contexts. 
Over the years, more emphasis was laid on contextual 
teaching that reiterated more of what learners do with 
language and not overtly what they understand about it 
(form or structure). Systematically, classroom teaching and 
strategies were distanced from the overt and/or conscious 
teaching of form/structure and grammar rules. This has 
produced a cumulative effect on both teachers and textbook 
writers.  Hence language teachers and language learners, 
the products of this system are largely lacking in matters of 
language form.  

On the contrary, the teaching of French in the 
Francophone subsystem employed more of the structural 
approach and the overt teaching of grammar rules. This 
positively impacted students’ language performance. In 
addition, the teaching of English to Francophones (EFL) 
takes more of the structural approach as evidenced in the 
course material and classroom practices.  This study has 
therefore been motivated by the grammatical shortcomings 
observed in both the Anglophone practicing language 
teachers and in/pre-service teachers with regard to their 
knowledge about language structure. Further motivation 
derives from observed shortcomings of the CLT and the 
current drive towards eclectic approaches in ELT.  

4. Methodology  

The following research questions guided the collection of 
data for this research.  

(1) What is the practice of grammar teaching in ELT 
contexts in Cameroon? 

(2) What are ESL/EFL teachers’ perceptions and actual 
awareness of metalanguage? 
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(3) What are the possible factors that impact teachers’ 
metalinguistic knowledge?  
(4) What are the options and/or strategies that can help to 

improve teacher language awareness in Cameroon? 
 

 In order to answer these research questions, 
qualitative data was collected through questionnaires, 
classroom observations, teaching practice feedback and end 
of course results. Three sets of questionnaires aimed at 
collecting relevant and/or complementary information 
from Practicing Teachers (PT), Secondary School Students 
(SSSs) and in/pre-service Teacher Trainees (TT) were 
designed. An observation checklist adapted from 
Malamah’s (1987) “Classroom Interaction Analysis” was 
drawn and used in observing metalinguistic 
features/trends in PTs’ classrooms (in government, private 
and mission schools). TTs’ teaching practice feedback (2009 
- 2010) on their trainers’ metalinguistic awareness was also 
sought to complement PTs’ self ratings. 

Population of study 

Although the target population of this study is the ESL 
teacher in Cameroon, it was considered more relevant 
and/or more representational to, in addition to this target 
population, also collect data from secondary school learners 
and teacher trainees. Globally, 70 PTs, 237 TTs and 200 SSSs 
constituted the core of informants/participants from whom 
the data was collected. These 507 informants/participants, 
chosen through simple random sampling, were drawn from 
seven institutions which consisted of two government 
schools (Government Practicing High School Yaounde and 
Government High School Bekwango-Buea), two mission 
schools (Lourdes High School Bamenda and Baptist High 
School Buea), two private schools (English High School and 
Oxford High School Yaounde) and the English Modern 
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Letters Series (LMA)/Bilingual Series (BIL) of the Higher 
Teacher Training College Yaounde. 

Administration of Instruments  

The 18 and 15- itemed questionnaires designed respectively 
for 70 PTs of different levels and for 200 SSSs and 237 TTs 
were administered in different contexts. The questionnaire 
for PTs sought their views on self esteem and self rating of 
language awareness; those for SSSs focused on the ratings 
of their teachers’ error treatment and related classroom 
practices; and those for TTs on reports on observed 
trainers’-classroom-interaction practices on language 
structure from teaching practice feedback. While the 
students’ and student teachers’ questionnaires were filled in 
and returned on the spot, those of the PTs depended on the 
disposition of the respondents.  

An observation checklist guided the observation 
conducted in 12 Forms Three and Four classes of 6 schools 
(4 lessons per class). In all, 48 lessons were observed 
through both participant and nonparticipant observation 
means. Generally, the information elicited from teachers, 
students and student teachers was analyzed concurrently.  

5. Data Analysis and Discussion 

Language learning in tutored contexts depends on various 
parameters, primary amongst them being the learners’ 
needs and the different sources of input. The teacher is the 
major source of input and he coordinates the other input 
sources (learners and the textbooks). This is evident in his 
classroom interactive patterns, especially in the way he 
treats form-focused issues through which his global 
language awareness can be assessed.  
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5.1 Indicators of the practice of ESL in Cameroon 

The causes or sources of the poor language proficiency of 

the Anglophone Cameroonians (form or structure related 

issues) are highlighted in the feedback from the 

questionnaire responses and from teacher classroom-

interaction observation.   

5.1.1 Teacher trainees’ assessment of the difficulty-level 
form-related courses 

The variance in the difficulty-level ratings of HTTC trainees 
and the disparity in their performance on the form-related 
courses are indicative of the type of previous knowledge 
they bring to the training programme. The trainees’ 
difficulty-level and their views about their performance on 
these courses are presented on table 1 below. 
 
Table 1: Value judgments about the difficulty level of language-form-
related courses by LMA and BIL TTs 

 

Courses, Degree of 
difficulty and re-sit 

possibilities 

LMA (English modern letters 
Series) 

BIL (Bilingual Series) 

LMA4 (65) Lma5 (51) BIL4(57) BIL5 (64) 

No. % No. % No. % No. % 
Structure of 
English  (SE) 

Diff 48 73.84 - - 14 24.56   
Not 
Diff 

17 26.15 - - 43 75.44   

Reseat - - 16 31.37 - - 4 6.25 
Advanced 
English 
Speech (AES ) 

Diff 50 76.92 32 62.74 5 8.77 10 15.63 
Not 
Diff 

15 23.07 19 37.26 52 91.23 54 84.37 

Reseat - 0 18 35.30 - - 1 1.57 
Discourse 
Analysis  
( DA) 

Diff 46 70.77 36 70.59 3 5.26 8 12.5 
Not 
Diff 

19 29.23 15 29.41 54 94.74 56 87.5 

Reseat - - 12 23.53 - - 2 3.13 
Professional 
and Literature 
related 
courses (PL ) 

Diff 7 10.77 48 94.12 1 1.75 2 3.13 
Not 
Diff 

58 89.23 3 5.88 56 98.25 62 96.87 

Reseat 0 - 2 3.92 - - 0 0 
Electives and 
Bilingual 
Training (EBT) 

Diff 6 9.23 50 98.04 - 0 0 0 
Not 
Diff 

59 90.77 1 1.96 57 100 64 100 

Reseat - - 0  0 - 0 - 
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It is shown on table1 above that the Anglophone in pre/in-
service training generally faces difficulties on language-
form related courses as compared to the Bilingual trainee 
taking the same courses. For example, 73.84% of LMA4 TTs 
hold that the course SE is difficult. Consequently, 31.37% of 
LMA5 trainees reseat this course in LMA4. On the contrary, 
the Bilingual trainees encounter relatively lesser problems 
on the said course. Of the 57 trainees in BIL4, 24.56% attest 
having difficulties with these course; thus, only 6.25% of 
BIL5 reseat SE. In other professional and literary-related 
courses, ratings from both groups of trainees are similar. 
Both groups prove they have very limited problems in these 
courses; while less than 4% of LMA5 reseat the professional 
and literary courses, and 0% in elective and bilingual 
training courses, none of the Bilingual trainees reseat them.  

The observed disparity in language-form courses can 
be partly attributed to the different approaches used in ELT 
in the Anglophone and Francophone subsystems of 
education in Cameroon. While CLT was largely used in the 
Anglophone subsystem (ESL), the structural approach was 
used in the Francophone subsystem (EFL). Corroborative 
information about the difficulty level/rate of form-related 
courses was also acquired through end of course 
performance and the administration of similar exercises to 
PTs as shown below. 

5.1.2 Performance of TTs and PTs on language structure tasks 

In addition to the opinion sampling of trainees’ self 
evaluation on course difficulty level, their end-of-course 
performance in these courses was also compared. 
Performance trends largely confirm their difficulty ratings. 
In order to find out the extent to which the ratings and 
performances could be explainable or attributed to their 
previous knowledge and training, the same end-of-course 
exercises were given to some practicing teachers of 
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Government, Mission and lay Private schools. The overall 
performance of the PT was compared, first with that of the 
trainees, and then amongst the schools. The tasks involved 
testees’ ability to identify metalanguage structures of whole 
texts (word classes in context, different types of sentences- 
simple, compound, complex in varying relationships of 
coordination and/or subordination) at the level of structure 
of English. In discourse analysis, the tasks involved the 
breaking up of texts into sentences and sentences into 
clauses, bringing out the various clausal elements. 
Performances of both teacher trainees and PT are presented 
on table 2. 
 
Table 2: Performance of teacher trainees and practicing teachers on 
language-form courses 

 

 
Table 2 (continued) 

 
As observed from the table, the score range for LMA5 

is 04 -14/20, while that of BIL5 is 08-17.5/20; confirming 
both group’s value judgments of the courses as presented in 
table1 above. The highest score range amongst the schools 
is recorded by the PT of Mission school (9-16), while the 
lowest is from the PTs of the Government school (04-13.5). 
A closer look or insights into these performances indicate 
both TTs and PTs global strengths in recognizing and 
producing metalanguage.  In spite of the fact that the LMA5 

Informants Teacher trainees’ Performance 

Series/school LMA5 (51) BIL5 (64) 

Score range 04-14/20 08-17.5/20 

Passed/failed/% Pass / % Fai l / % Pass /% Fail  / % 

Word classes identification in isolation and in context 32 63 26 51 60 94 4 6 

Sentence analysis, clausal identification 25 49 19 37 58 91 6 9 

Stating and/or identification of grammar rules 29 57 22 43 53 83 11 17 

Informants Practicing Teacher Performance 

Series/school Government (10) Mission (10) Private (10) 

Score range 04-13.5/20 09-18/20 7-14.5 

Passed/failed/% Pass / % Fail / % Pass  /% Fail / % Pass / % Fail / % 

Word classes identification in isolation and in 

context 

5 50 5 50 7 70 3 30 5 50 5 50 

Sentence analysis, clausal identification 4 40 6 60 8 80 2 20 6 60 4 40 

Stating and/or identification of grammar rules 4 40 6 60 7 70 3 30 6 60 4 40 



Justina Atemajong Njika  /Syllabus Review, Human & Social Sci. Ser. 6 (2), 2015 : 23 - 52  

36 

 

and BILs have undergone the same training in the said 
courses, the LMA5 end-of-course performance is poorer 
than that of their BIL counterparts. For example, of the 51 
LMA trainees, 49% (25/51) passed in sentence analysis and 
grammar rule identification while of the 64 BILs 90% 
(58/64) passed in the same language task. The disparity 
between the two groups should certainly be attributed to 
their difference in ELT experiences.  

Another pointer to ELT trends in ESL contexts in 
Cameroon and teacher metalanguage strengths is the fact 
that the PTs output on language structure tasks seem to 
depend on the degree of follow-up of what goes on in the 
language classroom. There is generally more “laissey-faire” 
in Government schools than in Mission and some Private 
schools. In addition to this, most Mission and some Private 
schools, in addition to the government prescribed textbooks 
use other language material and teaching methodology. 
These are intended to enhance both teacher and pedagogy 
development. This should partly explain why Mission 
school teachers perform better (77%) than those of Private 
schools (50%) and those of Government schools (33.3%) on 
language structure tasks. 

5.1.3 Ratings of the conduct of grammar teaching and 
classroom observation tendencies 

Further investigation on TMA in ESL contexts in Cameroon 
was carried out through TTs evaluation of trainers and 
through observation of classroom interactive practices on 
the use of metalanguage. Teachers’ preferred method of 
grammar teaching, frequency of grammar teaching and 
preferred language teaching approach were observed as 
shown on tables 3a and 3b below. 



Justina Atemajong Njika  /Syllabus Review, Human & Social Sci. Ser. 6 (2), 2015 : 23 - 52  

37 

 

Table 3a: Indicators of TMA through ratings of the conduct of grammar 
teaching 

 
Table 3b: Indicators of TMA through observed classroom practices on 
grammar teaching  
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

As observed on table 3a/3b above, there is incongruity 
between PTs’ self ratings on the practice of grammar 
teaching and the views of TTs about their trainers, the SSSs 
about their teachers and observed tendencies in 
Government, Mission and Private schools. On the preferred 

 
Indicators of 
Teacher 
metalinguistic 
awareness 

Classroom observation of 12 teachers 
(48 hours) 

 
Variables suggesting 
degree of teacher language 
awareness 

Government 
schools 
(16 hours) 

Mission 
schools 
(16hours) 

Private 
schools 
(16 hours) 

No. % No. % No. % 

Predominant 
grammar   
teaching method 

9 56.3 5 31.2 8 50 Covert (implicit) 
0 0 1 6.3 0 0 Overt (explicit 
7 43.5 10 62.5 8 50 Both (implicit and explicit) 

Predominant  
language 
teaching 
approach 

1 6.3 2 13 2 13 Form –focused 

12 75 1 6.3 2 13 Function-focused 

3 18.25 13 81.25 12 75 Form and function focused 

Indicators of 
Teacher 
metalinguistic 
awareness 

Practicing 
teachers’ 

self ratings 
(70) 

Teacher trainees’ 
ratings of trainers (150) 

Students’ 
rating of 
teachers 

(200) 

Variables 
suggesting 
degree of 
teacher 
language 
awareness 

LMA 4/5 
(100) 
English 
( ESL) 

BIL4/5 
(50) 
Anglais 
(EFL) 

No % No. % No. % No. %  

Predominant 
grammar 
teaching method 

48 64.5 66 66 8 16 159 79.5 Covert 
(implicit) 

6 8.5 17 17 10 20 27 13.5 Overt 
(explicit 

16 23 27 27 32 64 14 7 Both 
(implicit 
and 
explicit) 

Frequency of 
grammar 
teaching  
  

61 87.5 62 62 46 92 121 56.5 Frequent 

9 12.8 38 38 4 8 79 39.5 Not 
frequent 

 Predominant 
language 
teaching 
approach 

17 24.3 11 11 0 0 32 16 Form –
focused 

12 17.1 69 69 2 4 140 70 Function-
focused 

41 58.6 20 20 48 96 28 14 Form and 
function 
focused 
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method of grammar teaching, 64.5% of PTs claim to teach 
grammar implicitly, while 23% said they do so both 
explicitly and implicitly. On the contrary, 79.5 % of students 
and 66% of LMA trainees respectively attest to the 
predominantly implicit or covert nature of grammar 
teaching. Meanwhile, 64% of the BIL trainees indicate the 
predominant use of both implicit and explicit means in ESL 
contexts. Classroom observed practices indicate 56.5% of 
covert grammar teaching in Government schools and 50% 
in Private schools. Mission schools use both covert and 
overt methods (62.5%) to teach grammar. 

Classroom observation, as shown on table 3b, confirms 
the covert teaching of grammar in Government and Private 
schools (56.5% and 50%) respectively. Interestingly, 62.5 % 
of observed trends in Mission schools portray a bifocal 
method of teaching of grammar. This probably explains the 
relatively better performance of Mission school candidates 
in English language in public examinations. 

On the frequency of grammar lessons taught, 87.2% of 
practicing teachers claim that grammar is frequently taught, 
while only 62% of LMA and 56.5% of students respectively 
confirm this assertion. On the contrary, 92% of Bilingual 
students attest to the frequent teaching of grammar lessons. 
There is therefore an inconsistency in the views of PTs, TTs 
and SSSs about what obtains in the classroom. On the 
predominant language teaching approach, only 18.75% of 
the observed-classroom practice in Government schools use 
both form and function approaches as against 81.25% in 
Mission and 75% of such practice in Private schools. 

5.1.4 Views about classroom practices on error treatment 

Error treatment (correction and  grammar rule provision) 
trends on mode of error correction, treatment of student-
raised problems, ignoring or postponing error correction 
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and solving form-related problems are presented on tables 
4a and 4b. 
 
Table 4a: Rating of teacher language awareness through error treatment  

 

Indicators of 
Teacher 
metalinguistic 
awareness 

Practicing 
teachers’ 
self ratings 
(70) 

Students’ 
rating of 
teachers 
(200) 

Teacher trainees’ ratings 
of trainers (150) 

Variables 
suggesting 
degree of teacher 
language 
awareness 

LMA 4/5 
(100) 
( ESL) 

BIL4/5( 50 
(EFL) 

No. % No. % No. % No. % 

 Mode of error 
correction 

60 86 32 16 11 11 42 84 Correction and 
provision of 
grammar rule 

15 24 158 79 73 73 14 28 Correction 
without stating 
the grammar 
rule 

16 23 77 38.5 44 44 12 24 Other students 
asked to correct 

13 18.5 - - 51 51 2 4 Error is ignored 
or postponed 

15 23 155 77.5 11 11 42 84 Error to be 
corrected is 
given as 
homework 

Reasons for 
ignoring or 
postponing error 
correction 

40 57 - -     Teacher is not 
aware of the 
error 

67 96 - - - - - - Teacher is aware 
but is unsure of 
correct form 

67 96 - - - - - - Teacher is 
unaware and 
intends to find 
out later 

Treatment of 
student-raised 
problems 

51 73.8 21 10.5 - - - - Teacher further 
explains and 
states rule 

17 24.2 138 69 17 17 44 88 Teacher 
promises to 
explain later / 
homework 

8 11.5 106 53 71 71 10 20 Teacher requests 
given student to 
meet him later 

46 66 151 75.5 4 4 2 4 Teacher asks 
other students to 
provide 
explanation 
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Table 4a (continued) 

 
Table 4b: Classroom observed features of teacher language awareness 

through error correction 

 

Solving of 
difficulties on 
form or 
structure of lang. 

61 87.2 - - 45 45 30 60 Through consulting 
reference grammar 
books 

48 68.5 - - 98 98 50 100 Teacher owns at 
least two reference 
books 

7 10 - - - - - - Teacher consults 
internet 

Trend in 
classroom 
interaction 
practices 

16 22.8 - - - - - - Teacher consults 
other colleagues 

68 92.5 101 50.5 61 61 42 84 Teacher is self 
confident during 
grammar lessons  

57 81.5 97 48.5 61 61 48 96 Answers all 
questions on form 
promptly 

61 87.1 82 41 51 51 46 92 Explains grammar 
rule and gives 
examples 

21 30 117 58.5 22 22 44 88 Explains grammar 
rule and students 
give examples 

 
Indicators of 
Teacher 
metalinguistic 
awareness 

Classroom observation of 12 teachers 
(48 hours) 

 
Variables suggesting degree of teacher 
language awareness Government 

schools 
(16 hours) 

Mission 
schools 
(16hours) 

Private 
schools 
(16 hours) 

No. % No. % No. % 

Mode of error 
correction 

2 13 9 56.3 6 38 Correction and provision of grammar 
rule 

2 13 9 56.3 6 38 Correction without stating the grammar 
rule 

14 88 7 43.8 9 56.3 Other students asked to correct 

5 31.3 7 43.8 7 43.8 Error is ignored or postponed 

9 56.3 3 18.8 3 18.8 Error to be corrected is given as 
homework 

Treatment of 
student-raised 
problems 

2 13 11 63.8 8 50 Teacher further explains and states rule 
7 43.8 1 6.3 2 13 Teacher promises to explain later / 

homework 
5 31.3 0 0 2 13 Teacher requests given student to meet 

him later 
6 38 6 38 4 25 Teacher asks other students to provide 

explanation 

Trends in 
classroom 
interaction 
practices 

7 43.8 15 93.8 12 75 Teacher is self confident during 
grammar lessons  

6 38 12 75 12 63 Answers all questions on form 
promptly 

5 31.3 11 63.8 10 63 Explains grammar rule and gives 
examples 

8 50 6 38 7 43.8 Explains grammar rule and students 
give examples 

3 18.8 9 56.3 9 56.3 Gives metalinguistic terms related to 
topic of lesson 
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It is clear from table 4a that though 86% of teachers say 
they correct and provide the grammar rules, only 11% and 
16% of LMA TTs and SSSs respectively agree. 84% of the 
BIL TTs indicate that this obtains in their grammar classes. 
Of the 70 PTs, 96% of them hold that error postponement or 
the ignoring of a given error is due to uncertainty about the 
correct form. Also, 73.8% of PTs say teachers provide 
further explanations and state the rules. Though 75.5% of 
teachers claim to pay attention to SSs’ raised problems 
through further explanation and rule stating, only 17% of 
LMA TTs and 10.5% of SSSs corroborate this fact. On the 
contrary 88% of BIL TTs and 63.8% of classroom 
observation in Mission schools confirm these facts. 

As attested by 87.2% of PTs, 98% of LMA TTs, 100% of 
BIL TTs and 88% of SSSs, the solving of form-related 
problems is generally through consultation of reference 
material. In spite of the importance of such material, only 
48% of PTs own copies. 100% of both LMA and BIL TTs 
have this material. 

On the practice and/or use of information technology, 
only 10% of PTs are acquainted with and actually use it.  
57% of LMA TTs, 76% of BIL TTs and 92.5% of SSSs consult 
the internet on language related problems. Again, only 
22.8% of PTs say they seek help from colleagues on form-
related problems. 

With regard to general trends in classroom interaction 
practices, global views on the conduct of ESL/EFL teaching 
show that 92.5% and 81.5% of PT hold that they are self 
confident in their grammar lessons, and answer questions 
on form promptly.  Only 50.5% and 48.5% of SSSs confirm 
this fact. Meanwhile, 61% of LMA TT and 96% of BIL TT 
corroborate this information.  

Details from classroom observation on table 4b reveal 
that Mission schools rank first with regard to teacher self 
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confidence during grammar lessons (93.8%), teacher 
promptness in answering form-related questions (75%), 
teacher explanation and statement of grammar rule (63.8%) 
and provision of metalinguistic terms related to topic of 
lesson (56.3%). Private schools rank next and Government 
schools last as illustrated on the table. 88% of the teachers in 
Government schools correct errors without providing the 
grammar rule. As compared to 43.8% in Mission schools 
and 56.30% in Private schools, these observed tendencies 
contradict teacher self ratings as indicated in table 4a, but 
are confirmed by the TTs and SSSs. For example, 79% of 
SSSs hold that correction is not accompanied by grammar 
rule and 33.5% believes that errors are given as homework. 

5.1.5 Overview of ESL/EFL practice in Cameroon 

After the broad sampling of opinions through 
questionnaires, tests and classroom observations, an 
attempt was also made at getting feedback from all the 
participants on the general conduct of ELT in Cameroon. 
This includes classroom interaction practices, views on the 
conduct of ESL/EFL teaching and suggested teaching 
approaches as summarized on table 5. 

It was asserted as indicated on table 5 above, that 
grammar is generally poorly handled in ESL contexts, 
particularly in Government and some Private schools, as 
confirmed by 71.4% of PTs and corroborated by 87% of 
LMA TTs and only by 12% of the BIL TTs for EFL contexts. 
This further point to the fact that CLT and the structural 
approaches which respectively underlie the Anglophone 
and the Francophone educational subsystems in Cameroon 
affect the degree of teacher language awareness. Thus, most 
teachers face difficulties in ESL contexts as a consequence of 
the use of the CLT. While 97.1% of PTs confirm that the ELT 
material used is predominantly communicative oriented, 
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87.1% of them suggest that both form and function-focused 
grammar teaching should be the norm. 
 
Table 5: overall assessment of ESL/EFL practice in Cameroon 

5.2 Discussion   

Analyses of the various feedback from PTs self rating, TTs 
rating of courses and trainers, SSSs rating of class teachers, 
selected classroom observations and feedback from 
performance on language-structure tasks  highlight facts 
about the various variables that suggest the degree of 
teacher language awareness in ELT in Cameroon. The 
discussion is centred on   the practice of grammar teaching, 
ESL/EFL teachers’ perceived and actual awareness of 
metalanguage; the possible factors that impact teachers’ 
metalinguistic knowledge and the options and/or strategies 

Indicators of 
Teacher 
metalinguistic 
awareness 

Practicing 
teachers’ 

self ratings 
(70) 

Students’ 
rating of 
teachers 

(200) 

Teacher trainees’ ratings 
of trainers (150) 

Variables 
suggesting 
degree of teacher 
language 
awareness 

LMA 4/5 
(100) 

( ESL) 

BIL4/5( 50 
(EFL) 

No. % No. % No. % No. % 

Global views 
on conduct of 
ESL/EFL 
teaching in 
Cameroon 

4 6 - - 13 13 44 88 Grammar is 
adequately 
taught. 

50 71.4 - - 87 87 2 12 Grammar is 
poorly taught. 

3 4.2 9 4.5 69 69 2 4 Most teachers 
have problems 
teaching 
grammar.  

47 67.1 191 95.5 31 31 48 96 Some teachers 
have problems 
teaching 
grammar. 

68 97.1 - - 41 41 4 8 ESL materials 
are more 
communicative 
based. 

Suggested 
teaching 
approach 
aimed at 
proficiency 

2 2.8 - - 10 10 0 0 Form -focused 

7 10 - - 0 0 0 0 Function-
focused 

61 87.1 - - 94 94 50 100 Form and 
function focused 
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that can help to improve teacher language awareness in 
Cameroon 

5.2.1 The practice of grammar teaching in ELT contexts in 
Cameroon 

After the analysis of the varied data, it is clear that grammar 
teaching in Cameroon is generally done implicitly and is 
function-focused. Thus, the teachers’ ability to produce 
appropriate metalanguage, identify and correct errors, and 
explain grammatical rules is relatively reduced. On the 
general conduct of grammar teaching, feedback from PTs 
(71.4%) and LMA TTs (87%) indicate that grammar is 
poorly taught. The only exception is observed in the 
Mission schools and to a certain extent in Private schools, 
which do not strictly stick to the purely communicatively 
designed textbooks prescribed by the Ministry of Secondary 
Education and where the teaching of English is both 
functionally and structurally done. This is reflected in 
teacher confidence ratings of 93.6% for Mission, 75% for 
Private and 43.8% for Government school teachers. 

On the contrary, in EFL contexts, as revealed by data 
from BIL TTs, grammar teaching is explicit (92%) and is 
adequately taught (88%). This is further confirmed by the 
BILs performance in language structure-related courses 
with 91%, and 94% pass as compared to their LMA 
counterparts with 63% and 49% pass respectively.  
Observed tendencies in Government, Mission and Private 
schools indicate that the Mission PTs focus on both form 
(structural approach) and function of language in their 
classroom interaction exchanges, while most of the 
Government schools and some Private school PTs remain 
highly indebted to the purely communicative principles of 
language teaching. Moreover, most teachers in Government 
schools do not make salient the key features of the grammar 
areas. They rarely go beyond the language content as 
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presented in the course books. They do not ‘filter’ the 
contents and thus overlook or accept misconceptions in the 
materials. In some cases, they fail to properly filter their 
own classroom output which, at times, is structurally 
incorrect, functionally inappropriate and inadequately 
expressed. Their mediation with learner output in form-
focused activities is largely inadequate as incorrect learner 
output is sometimes ignored. This results to an adequate 
basis for learner generalizations. All of these culminate to 
the general inability of PTs in the ESL contexts in Cameroon 
to promptly handle the language problems that arise in 
class, especially as their use of metalanguage to support 
learning is sometimes incorrect and fails to enhance 
learners’ comprehension. 

5.2.2 ELT teachers’ perceptions and actual awareness of 
metalanguage 

The literature on language teaching often indicates that 
teachers often hide their uncertainties and lack of 
knowledge from others. Due to this uncertainty about a 
teacher’s actual language knowledge, especially when a 
self- rating scale is the only measure of knowledge, we 
used, in addition to self ratings, performance results, 
classroom observations and co-participant ratings in order 
to investigate the PTs language awareness in the ELT 
contexts of Cameroon. In addition, PTs classroom 
interaction patterns from the main sectors of education in 
Cameroon were surveyed in Government, Mission and lay 
Private schools.  

After broadly sampling the above opinions on the 
variables, suggesting global teacher-language awareness 
through metalinguistic indicators, the overall trends show 
that while the PTs largely overrated their global language 
awareness (92.5%), the SSSs and LMA TTs expressed the 
contrary (50.5% and 61% respectively). Furthermore, actual 
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performance in language tasks indicate a 50% and 40% pass 
in Government and Private PTs and an 80% and 70% pass 
by the Mission teachers. Classroom observations further 
contradict these assumptions as observed self confidence in 
classroom interaction patterns show a 93.8% for Mission 
schools, 75% for Private schools and 43.8% for Government 
schools. 

It is evident that regardless of years of experience in 
English language teaching, many teachers in the ESL 
contexts in Cameroon lack knowledge about language- 
ability to recognize metalanguage. Thus, the teaching of 
grammar lessons is generally less frequent. Error correction 
is not often accompanied by the provision of grammar rule 
because most teachers are ignorant or not sure of the 
correction. As a result, they predominantly ignore or 
postpone error correction, or relegate the problem as home 
work. Though the general claim is that form-related 
problems are solved by inferring from reference material, 
only 58% of PTs said they own at least 2 reference books. 
Also, only 10% of the PTs confirm seeking career 
development through the internet.  

5.2.3 Possible factors that impact teachers’ metalinguistic 
knowledge 

The first possible explanation that impacts teachers’ 
language awareness stems from the methodological trends 
in ESL for over 40 years. In fact, the CLT methodology 
founding principles were for the teaching of native speakers 
of English. Generally, the native speaker has the intuitive 
grammatical competence of his language and does not 
require overt teaching of form as the non native does. On 
the contrary, the structural methodology adopted in the 
teaching of French and English to Francophones, has 
proven advantageous over communicative competence 
teaching. 
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The second closely related factor is the predominance 
of communicative based ESL material in the Anglophone 
subsystem as confirmed by 97.1% of ESL PTs. Due to the 
absence of overt treatment of formal rule statement in ESL 
material, teachers shy away from teaching grammar 
explicitly and thus scarcely state melalinguistic terms 
related to the lesson being taught, because they are not very 
confident of themselves 

5.2.4 Strategies that can help to improve teacher language 
awareness in Cameroon 

Given that Teacher Language Awareness (TMA) 
contributes significantly to the nature of interaction in any 
ELT context, and that it conditions the teaching /learning 
outcomes, it is important to envisage possible ways of 
enhancing this important variable. Reactions regarding the 
possible suggested teaching approach aimed at proficiency 
indicate the preference of form -focused teaching approach 
(cf. Section 5.1.5)  

It is important to note that teacher training 
programmes in Cameroon today lay emphasis on form-
related courses such as Structure of English, Advanced 
English Proficiency, and Discourse Analysis etc. The need 
and value of reference material, as well as the urgency to 
draw from the internet are also prerequisites for TTs.  Thus, 
the teachers in training, particularly the LMA TTs, are 
becoming more and more aware of the need to master the 
form in order to be able to complement the basically 
functional related teaching in the ESL context in Cameroon. 

There is therefore a strong need to move from the 
purely function-based teaching to both form and function 
focused teaching. We strongly think that learners’ 
knowledge of the form or structure of language guarantees 
how they is used it and how they understand its function. 
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With regard to this, we think the following suggestions can 
remedy the situation: 

 

 Teachers should make error management and 
treatment and other related form-related issues 
recurrent discussion themes in teacher development 
seminars and conferences. This can go a long way to 
complement one of the challenges in content-based 
instruction in second language classrooms by focusing 
on form in a way that is both effective and appropriate. 
For example, the use of collaborative tasks that push 
learners to consciously reflect on their own language 
use (i.e., produce ‘language-related episodes’) while 
conveying meaning can be reinforced as one way to 
accomplish this goal.) 

 

 Teachers should act as interface between the language 
content of the materials and the learners’ access to 
input, especially in making salient the key features of 
the grammar areas. 

 Teacher should see their role as linguists in their 
language classrooms to the point that they can realize 
the need to filter the contents of published materials 
and notice and/or avoid potential shortcomings by 
being able to:  

 complement proposed didactic material with other 
related adapted material, 

 sought out non classroom output (spoken and written 
to ensure – structural accuracy,          functional 
appropriateness, clarity, properly pitched to the 
learners’ level and adequacy which is the basis for 
learners’ generalizations), 
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 filter learners’ output (as appropriate in the context of 
form-focused and function-focused activities), and take 
the learners’ perspective into account, ensuring that it is 
correct, precise and intelligible, structurally accurate, 
and provide adequate basis for learners’ 
generalizations, 

 function in “real-time”; react spontaneously and 
constructively to issues of language content as they 
arise in class, 

 employ meta language to support learning correctly 
and appropriately. 

5.3 Conclusion  

The paper set out to show that teachers’ explicit knowledge 
of underlying language systems enables them to act on the 
three main sources of input (material, student and teacher). 
They operate as a kind of ‘filter’ controlling the extent to 
which each source of input is made available to the learner. 
The language in teaching materials, for example, may be 
filtered as a result of having been specifically selected by 
the teachers or mediated through teachers’ presentation. 
This in turn enhances their effective teaching as well as their 
ability to react to learners’ developmental errors. It is thus 
appropriate to consider how TMA might ideally manifest 
itself in teachers’ behaviour where the pedagogical 
approach incorporates a focus on form and where they do 
not. The selection of suitable learning tasks in a meaning-
focused approach may potentially involve certain factors 
such as: the potential linguistic demands of the task and the 
linguistic capacity of the learners to cope with those 
demands; learners’ attention to form, and their request for 
formal features’ explanations and feedback from the 
teacher; possibility of potentially meaning-focused 
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language having form-focused traits. Thus, in teaching 
approaches based on meaning-focused pedagogy, the role 
of TMA is still very evident in what operates in the 
classroom. This is because the teacher who envisages the 
classroom as a major source of comprehensible input would 
certainly need to be aware of the current stage of 
development of his/her students’ ‘acquired systems’, and 
would need to select texts that provide the required 
comprehensible input; devise tasks that entail an 
appropriate level of linguistic challenge; and control their 
own language to a level a little beyond the students’ current 
level of competence. All of these tasks would pose 
considerable challenges to the teacher’s language 
consciousness.  

Teachers’ global knowledge and awareness of both 
implicit and explicit metalanguage knowledge can, in 
conjunction with the other sources of input, create and 
sustain classroom accessible form-related and function-
related contexts that can better promote learners’ language 
proficiency. In the process of L2 learning and teaching in 
the multilingual context of Cameroon, there is obviously the 
need for a language-awareness-raising, and for an 
improvement of teacher education and material 
development particularly in the ESL domain of ELT.  
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