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Abstract
Out of all the four language skills, listening comprehension is widely recognized as

one of the most difficult skills for Pakistani learners of English. Although students

are regularly exposed to English through academic settings and digital media, many

still struggle to understand fluent spoken language. This difficulty often stems

from problems in recognizing connected speech, where sounds are reduced, blended,

or modified in natural communication. As a result, learners experience decoding

failure at the level of phonological perception rather than vocabulary or grammar.

The present study explores whether teaching connected speech through a spiral

pedagogy can help reduce these listening barriers at the tertiary level. A quasi-

experimental design was adopted, involving a control group and an experimental

group. Five connected speech features; assimilation, elision, flapping, weak forms,

and contractions were systematically taught and assessed. Researcher-developed

pre-tests and post-tests were used to measure learners’ perception of these features.

Because the test sections contained unequal numbers of items, weighted scoring was

applied to calculate individual listening scores, while aspect-wise averages were used

for group-level analysis. Quantitative data were analyzed using descriptive statistics

and paired-samples t-tests, supported by qualitative classroom observations. The

results show that learners in the experimental group made noticeable gains across

all connected speech features, particularly in elision, flapping, and weak forms. In

contrast, the control group demonstrated only minor improvement, which appears

to reflect natural exposure rather than instructional impact. Analysis of individual

gain scores further revealed considerable variation in learner progress, highlighting

the role of explicit and repeated exposure to connected speech features. Overall,

the findings suggest that a spiral-based approach to teaching connected speech can

significantly improve learners’ ability to process fluent spoken English. The study

highlights the importance of addressing phonological aspects of listening and offers

practical implications for ESL instruction, curriculum development, and teacher

training in Pakistani higher education context.
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Chapter 1

Introduction

While Pakistani English is a recognized variety of English with its own phono-

logical system (Rahman, 1990) (Baumgardner, 1993), this does not eliminate

the need for learners to process connected speech in other widely encountered

varieties, particularly American English, which dominates global academic and

media contexts. Having taught English at the university level for over a decade, I

had observed that many students struggle to understand fluent, natural speech,

even after considerable exposure to English as a second language. This recurring

challenge motivated the present study, which seeks to identify the connected speech

features that Pakistani learners of English find most difficult. The study also

proposes a focused instructional approach and examines its effectiveness in helping

learners improve their perception of the American accent they most frequently

encounter through social media.

While the World Englishes framework rightly recognizes many varieties of English

as legitimate, the focus of the present study is not on accent standardization or

speech production, but on listening comprehension in contexts where learners are

exposed to fluent, naturally connected speech. In academic lectures, digital media,

and online learning platforms, Pakistani learners frequently encounter reduced and

rapid speech forms such as weak forms, elision, and assimilation, particularly in

widely circulating international varieties of English. Difficulty in perceiving these

features creates a practical barrier to comprehension, regardless of the legitimacy

of local varieties. Consequently, the decision to focus on connected speech aspects

1



Introduction 2

in this study was pedagogical rather than ideological, aimed at equipping learners

with perceptual strategies to decode authentic spoken input across contexts, rather

than promoting or privileging any single model of English.

1.1 Background of the Study

Despite English being taught in Pakistan from the early years of schooling and

practiced extensively across successive academic levels, only a limited proportion

of learners achieve communicative spoken proficiency, and even then, mostly it is

achieved through self-practice. If we analyze the reasons behind it, what we come

to an understanding that, there were little to none trainings for the teachers, the

focus was on reading and writing alone, spoken English was never prioritized, and

listening was totally ignored. It is a known fact that output requires input, thus

when we talk about speaking English, there is a lack of individuals who can speak

correct and fluent English because they were never involved in active listening tasks.

We know that reading builds writing skills and listening leads to speaking skills.

English teachers ask students to immerse themselves in language by watching

movies or listen to English songs, yet no one teaches how to listen. Thus, we need

teachers who can reinforce speaking through listening activities. Listening modules

have to be indispensable for teaching English as a spoken language as it serves

as a foundation on which speaking proficiency is constructed. Spoken language

has suprasegmental features and connected speech aspects that makes it different

from the text. Therefore, it is of utmost importance that these be taught in order

for the speakers to sound natural and intelligible. Besides, students who do not

get to develop speaking skills face discrimination in university regardless of their

knowledge, marks and intelligence which leads to lack of confidence, loneliness and

low self-esteem. In order for the learners to be able to internalize the suprasegmental

features of any language through listening practices, it is important to develop their

ears. It is important to reiterate that the aim of this study is not to promote the

learning of any particular accent, but to enable learners to comprehend naturally

spoken English for meaningful learning and effective communication in competitive

academic and professional contexts.
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The benefits of developing the ear are twofold; it will let the learners assimilate more

content through increased intelligibility of the content, and it will help internalize

the suprasegmental features and connected speech aspects on subconscious level

which in turn will result in learners exhibiting more natural sounding speech

patterns. Research suggests that individual differences in auditory processing

ability, such as having a “good ear,” play significant roles in learners’ ability to

perceive and benefit from spoken input in second language contexts (Saito, 2023).

1.2 Connected Speech and Listening Comprehen-

sion

Connected speech refers to the natural flow of spoken language in which words

are not produced in isolation but are shaped by their phonological environment,

ease of articulation and speech rate. In fluent speech, speakers routinely modify

words or word boundaries through processes such as assimilation, elision, reduction,

contractions, weak forms, and flapping. These processes contribute to speech

efficiency and fluency but simultaneously increase perceptual difficulty for second

language (L2) listeners, particularly those accustomed to slow, carefully articulated

classroom input (Brown and Hilferty, 2006) (Celce-Murcia et al., 2010). In countries

such as Pakistan where students mostly learn English by reading under untrained

teachers, they do not come across natural speech and are accustomed to pronouncing

the words with stress on every sound and syllable because this is how their mother

tongue Urdu is spoken. When acoustic input exceeds processing capacity, learners

rely on linguistic expectations set by mother tongue, resulting in perceived but

non-existent forms. Thus, the influence of L1 on L2 is quite strong and they find

the natural reduced speech frustrating. To cater to this problem, the module is

designed following a bottom-up approach.

Listening comprehension in a second language involves the interaction of bottom-up

and top-down processing. While top-down processes rely on contextual knowledge,

expectations, and prior experience, bottom-up processing requires accurate decod-

ing of the acoustic signal into meaningful linguistic units (Field, 2008). Research



Introduction 4

consistently indicates that many L2 listening problems originate at the bottom-up

level, where learners fail to segment the speech stream due to altered phonological

forms in connected speech (Rost, 2011). When listeners cannot identify where

one word ends and another begins, comprehension breakdowns occur even when

vocabulary and grammar knowledge are sufficient.

Connected speech poses a particular challenge because it disrupts the one-to-one

correspondence between written and spoken language. Learners often approach

listening with expectations shaped by orthographic representations, assuming that

spoken input will reflect textbook forms. However, in authentic speech, function

words are frequently reduced, consonants may be deleted or assimilated, and sounds

may merge across word boundaries (Cauldwell, 2013). As a result, learners may

fail to recognize familiar words when they appear in reduced or contracted forms,

leading to misinterpretation or complete loss of meaning.

Empirical studies in L2 listening have demonstrated that lack of awareness of

connected speech features significantly affects comprehension accuracy. Field

(2008) argues that learners often “hear what they expect” rather than what is

acoustically present, causing them to mis-segment input and construct inaccurate

meanings. Similarly, Brown and Hilferty (2006) note that fast speech combined

with phonological reduction increases processing demands, overwhelming learners’

working memory and hindering real-time comprehension. These difficulties are

exacerbated in examination-oriented contexts where listening instruction prioritizes

test strategies over perceptual training.

Another key issue is the rate of speech. In natural interaction, speech is produced

at a pace that leaves little time for conscious decoding. Native speakers rely on

automatized perceptual skills to process reduced forms efficiently, whereas L2

learners often attempt word-by-word processing, which is incompatible with the

speed of authentic input (Rost, 2011). Without prior exposure to connected speech

patterns, learners struggle to keep pace with incoming information, resulting in

increased anxiety and reduced confidence in listening tasks.

Learner perceptions further contribute to the complexity of connected speech

processing. Studies indicate that learners frequently attribute listening failure to
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unknown vocabulary or speaker accent, rather than to phonological modification in

connected speech (Goh, 2000) (Cauldwell, 2013). This misattribution discourages

learners from focusing on phonological form and limits their ability to develop

effective listening strategies. Many local researches suggest including listening in

ESL programs but they do not answer how. Consequently, repeated exposure

without explicit guidance may reinforce listening frustration rather than improve

comprehension.

Overall, the literature suggests a strong and direct relationship between connected

speech and listening comprehension. Difficulties in recognizing reduced and modi-

fied forms interfere with word recognition, disrupt meaning construction, and place

excessive demands on cognitive resources. These findings underscore the need for

instructional approaches that address connected speech explicitly, enabling learners

to develop perceptual awareness and improve bottom-up processing. Understand-

ing the role of connected speech in listening comprehension is therefore essential

for designing effective pedagogical interventions aimed at improving L2 listening

proficiency.

1.3 Problem Statement

The consumption of English content on social media results in self-learning the

language through top-down approach unconsciously, but do the viewers actually

understand the spontaneous dialogues and fluent English, or do they rely on

subtitles to understand the content? This was the first question that led to my

interest in discovering how non-native speakers process the connected speech. To

develop speaking skills in a country which tops in having freelancers who are mostly

getting work from west and have to communicate in English, it is important that

their listening skills are enhanced which will automatically boost their speaking

skills by helping internalize the connected speech aspects.

Classroom observations in a tertiary-level ESL context further highlighted the

nature of the listening difficulties addressed in this study. Despite demonstrating

adequate proficiency in reading and writing, learners frequently struggled to follow
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naturally spoken English, particularly when speech was delivered at normal or fast

pace. During listening sessions such as video lectures and interviews, many students

appeared to rely on isolated content words to infer meaning, while reduced function

words and connected speech features often went unnoticed. This tendency led to

partial or inaccurate interpretation of spoken input, suggesting that the underlying

difficulty was not lexical knowledge but limited sensitivity to phonological features

in continuous speech. These observations reinforced the need to examine connected

speech perception as a specific source of listening difficulty.

1.4 Research Gap

Local Pakistani studies consistently acknowledge the importance of listening as a

core skill in ESL classrooms and recommend its inclusion in language instruction

e.g., (Nawaz, 2021) (Hussain and Javed, 2022) (Riaz et al., 2023). However,

these studies largely remain diagnostic in nature, focusing on learners’ difficulties,

strategy use, or contextual constraints, rather than offering pedagogically grounded

models of listening instruction. In particular, they do not address how listening

should be systematically taught, what specific features of spoken English should

be targeted, or how learners’ perceptual abilities can be progressively developed.

More importantly, despite repeated acknowledgment that Pakistani ESL learners

struggle with fast, natural speech, no empirical study to date has examined the

explicit teaching of connected speech features such as reduction, assimilation, and

alveolar flapping as a means of overcoming connected speech processing difficulty in

the Pakistani ESL context. Existing research attributes listening problems to factors

such as lack of exposure to authentic input, L1 interference, and pedagogical neglect

e.g.,(Nawaz, 2021), yet stops short of experimentally investigating instructional

interventions that target these issues at the perceptual level.

The present study seeks to fill this gap by investigating the teaching of aspects

of connected speech through a spiral methodology, in which listening input and

tasks are recycled and gradually expanded in complexity to build listening com-

prehension incrementally. By examining how Pakistani ESL learners perceive and
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process connected speech features when instruction is structured spirally, this study

moves beyond identifying listening problems to empirically exploring a principled

instructional response to connected speech processing difficulty in the Pakistani

ESL classroom.

1.5 Theoretical Orientation of the Study

The present study is grounded in cognitive and psycholinguistic theories that

explain how second language listeners process spoken input and why difficulties

arise when speech is produced in its natural, connected form. Specifically, the

study draws on Cognitive Load Theory, speech perception theories, and models of

top-down and bottom-up processing to provide a theoretical basis for investigating

the role of connected speech instruction in improving listening comprehension.

Together, these theoretical perspectives suggest that listening comprehension

difficulties in L2 contexts are not solely cognitive or strategic but are closely tied to

perceptual challenges at the phonological level. Cognitive Load Theory explains how

connected speech increases processing demands, speech perception theories account

for segmentation and recognition difficulties, and processing models highlight the

need for balanced top-down and bottom-up interaction.

This theoretical orientation supports the pedagogical assumption underlying the

present study: that explicit instruction in connected speech aspects can reduce

cognitive load, enhance perceptual accuracy, and ultimately improve listening

comprehension.

1.6 Spiral Pedagogy in Contemporary Listening

Instruction

Listening comprehension in a second language develops gradually and requires

repeated exposure to linguistic features across varied contexts. In response to this,

the present study adopts a spiral-based approach to listening instruction, in which

key connected speech features are introduced incrementally and systematically
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revisited with increasing complexity. While the spiral curriculum was initially

conceptualized in earlier educational theory, its underlying principles remain highly

relevant in contemporary second language pedagogy.

Current cognitive and usage-based perspectives emphasize the importance of man-

aging processing demands, recycling input, and allowing learners to form perceptual

categories through repeated encounters with meaningful language. Within this

framework, spiral sequencing supports listening development by preventing cogni-

tive overload and enabling learners to gradually attune to reduced and modified

speech forms commonly found in authentic spoken English.

Accordingly, the instructional design of this study reflects a modern, cognitively

informed interpretation of spiral pedagogy applied to ESL listening at the tertiary

level.

1.7 Research Objectives

Objectives of the study are as follows.

i. To Propose a practical solution; an inductive spiral-based teaching methodol-

ogy for developing ears which can be implemented to all grades and levels.

ii. Analyze whether the proposed methodology lowers cognitive overload in ESL

learners.

1.8 Research Questions

This research will answer the following questions.

i. To what extent does a spiral-based teaching module enhance ESL learners’

processing of fluent General American English speech?

ii. To what extent does the spiral-based methodology reduce connected speech

processing difficulty among ESL learners?



Introduction 9

1.9 Significance of the Study

This research will help administrators, teachers, and academia understand the

importance of teaching listening and that including listening in ESL teaching

is not challenging. This research provides a roadmap in the form of a module

that will help students academically by enabling the students to comprehend the

foreign content; academic lectures and clips on websites like YouTube, making them

understand the language used in movies and serials on Netflix and other mediums.

This will further strengthen their speech by helping internalize other aspects of

English like, plosives as well as supra-segmental features like, stress, intonation,

and so on. The study proposes a practical, multi-level instructional approach;

the Spiral Remedy designed to strengthen listening skills through progressive,

scaffolded exposure to connected speech patterns at university level.

1.10 Delimitations of the Study

Although the proposed instructional approach is potentially applicable across differ-

ent educational levels, the present study was limited to university students enrolled

in Communication Studies who demonstrated a reasonable level of proficiency

in English reading and writing. As a result, the findings may not be directly

generalizable to learners with minimal English proficiency.

The study was conducted with a relatively small number of participants from a

single institution. As a result, the findings may not be fully generalizable to all

Pakistani learners of English or to learners in different educational contexts.

In addition, while several phonological features contribute to accurate pronunciation

and listening comprehension such as word stress, sentence stress, intonation,

plosives, and phonemic contrasts between English and Urdu sounds e.g., /d/, /t/,

/r/, and /w/, the study focused exclusively on selected aspects of connected speech.

These included contractions, weak forms, elision, assimilation, and alveolar flapping,

the latter being more characteristic of American English. Other phonological

dimensions were therefore not examined.
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Furthermore, as American English predominates in instructional materials and

media exposure in the local context, the study was restricted to the American

accent. Consequently, the findings may not fully reflect learners’ processing of

other English varieties, such as British or Australian accents.

Finally, due to time constraints, the instructional intervention was limited to 32

contact hours. A longer intervention period must have yielded deeper and more

sustained gains in learners’ perception of connected speech features.



Chapter 2

Literature Review

2.1 Introduction

Listening comprehension is a core component of second language proficiency;

however, it remains one of the most challenging skills for L2 learners to develop

effectively (Vandergrift and Goh, 2012). In many ESL contexts, listening instruction

relies heavily on exposure and strategy training, with limited emphasis on the

phonological characteristics of natural spoken language (Field, 2008). As a result,

learners often experience difficulty in processing authentic speech, particularly

when spoken input contains reduced and connected forms that differ substantially

from citation forms typically encountered in instructional materials.

Research in speech perception and listening comprehension indicates that successful

listening requires accurate decoding of the acoustic signal in addition to higher-level

inferencing and meaning construction (Rost, 2011). Features of connected speech,

such as assimilation, elision, linking, weak forms, and flapping, frequently obscure

word boundaries and alter surface forms, increasing perceptual difficulty for L2

listeners (Brown and Hilferty, 2006) (Celce-Murcia et al., 2010). When learners

lack awareness of these features, comprehension breakdowns are likely to occur

despite adequate lexical or grammatical knowledge.

The literature reviewed in this chapter is organized thematically to trace the

relationship between listening processes, connected speech phenomena, and in-

structional practices. It first examines theoretical models of listening and speech

11
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perception, followed by a review of research on connected speech and its impact

on L2 listening difficulties. The chapter then analyses pedagogical approaches to

listening instruction, with particular focus on studies that have investigated explicit

instruction in connected speech features and their effects on listening comprehen-

sion (Field, 2008) (Cauldwell, 2013). Empirical findings are critically evaluated to

identify methodological strengths, limitations, and areas of underrepresentation.

Finally, the review considers studies conducted in ESL contexts comparable to

Pakistan, where listening instruction and phonological training remain limited

within formal curricula (Mahmood, 2018) (Rahman and Khan, 2020). By syn-

thesizing global and contextual research, this chapter identifies a clear gap in

experimental studies that systematically examine the impact of teaching connected

speech aspects on listening comprehension. This gap provides the theoretical

and empirical justification for the present study and informs the research design

outlined in the subsequent chapter.

2.2 Listening Comprehension: Nature, Types

and Processes

Listening comprehension is a complex, multidimensional skill that involves the

active construction of meaning from spoken input rather than the passive reception

of sounds. In second language acquisition, listening requires learners to decode

the acoustic signal, recognize linguistic units, and integrate incoming information

with prior knowledge in real time (Rost, 2011)(Vandergrift and Goh, 2012). Unlike

reading, listening offers limited opportunity for revision or control over the rate of

input, which places substantial cognitive demands on the listener, particularly in

L2 contexts.

Listening comprehension is a complex, multidimensional skill that involves the

active construction of meaning from spoken input rather than the passive reception

of sounds. In second language acquisition, listening requires learners to decode the

acoustic signal, recognize linguistic units, and integrate incoming information with

prior knowledge in real time (Rost, 2011)(Vandergrift and Goh, 2012)(Goh, 2000).
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This process operates across multiple levels of listening, most notably discriminative

and comprehensive listening. Discriminative listening refers to the ability to perceive

and distinguish between phonological features such as sounds, stress, intonation, and

connected speech, forming the foundation of accurate auditory processing (Brown

and Hilferty, 2006) (Field, 2008). In contrast, comprehensive listening involves

the higher-order processing of meaning, where listeners interpret and construct

semantic understanding from the input. These two types are interdependent, as

effective comprehension is contingent upon accurate lower-level discrimination of

the speech signal. Unlike reading, listening offers limited opportunity for revision

or control over the rate of input, which places substantial cognitive demands on

the listener, particularly in L2 contexts. The need to simultaneously manage

phonological decoding and meaning construction further intensifies cognitive load,

making listening a particularly demanding skill for language learners (Vandergrift

and Goh, 2012) (Goh, 2000) (Field, 2008).

2.2.1 Models of Listening Comprehension

Early models of listening comprehension emphasized bottom-up processing, in which

comprehension is achieved through the linear decoding of sounds into phonemes,

words, and syntactic structures (Anderson, 1995). From this perspective, successful

listening depends largely on accurate perception of the speech signal. However,

purely bottom-up models were later criticized for underestimating the role of the

listener’s background knowledge and expectations.

In contrast, top-down models view listening as a meaning-driven process, where lis-

teners use contextual cues, prior knowledge, and schematic information to interpret

spoken input (Rumelhart, 1980)(Rost, 2011). While this approach accounts for

predictive processing and inferencing, it may overlook the importance of accurate

phonological decoding, particularly for L2 learners with limited exposure to natural

speech.

More recent research supports interactive models of listening, which propose

that bottom-up and top-down processes operate simultaneously and dynamically

during comprehension (Vandergrift and Goh, 2012). In these models, perceptual
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input and cognitive expectations continuously interact, allowing listeners to adjust

interpretations as new information becomes available. Such models are particularly

relevant to L2 listening, as breakdowns often occur when bottom-up processing

is compromised by unfamiliar phonological features, such as connected speech

phenomena.

2.2.2 Cognitive Processes Involved in Listening

Listening comprehension engages multiple cognitive processes, including attention,

working memory, and perceptual processing. As spoken input unfolds rapidly,

listeners must allocate attentional resources efficiently while retaining segments of

speech in working memory long enough to integrate them into meaningful units

(Field, 2008). When the cognitive load exceeds the listener’s processing capacity,

comprehension is likely to deteriorate.

Research suggests that L2 listeners often expend excessive cognitive effort on

low-level decoding, leaving fewer resources available for higher-level meaning con-

struction (Goh, 2000) (Vandergrift and Goh, 2012). This imbalance is particularly

evident when learners encounter reduced or altered phonological forms in connected

speech. In such cases, the failure to recognize familiar words in their reduced forms

disrupts processing and increases reliance on guessing or inferencing, which may

not always be successful.

Furthermore, speech perception is influenced by learners’ first language phonological

systems, which shape how acoustic input is categorized and interpreted (Cutler,

2012). When L2 input deviates from learners’ expectations, as is often the case in

fast or connected speech, perceptual confusion and misinterpretation are likely to

occur.

2.2.3 Difficulties in Second Language Listening Compre-

hension

Empirical studies consistently identify listening as one of the most problematic

skills for L2 learners (Graham, 2006) (Field, 2008). Common difficulties include
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inability to segment the speech stream, failure to recognize known words, and

difficulty coping with speed and variability in natural speech. These problems are

frequently attributed to limited exposure to authentic spoken input and insufficient

instruction in the phonological features of spoken language.

Connected speech poses a particular challenge, as it alters canonical word forms

through processes such as assimilation, elision, and reduction. As a result, learners

may perceive spoken input as a continuous, unintelligible stream rather than as

discrete lexical items (Brown and Hilferty, 2006). This perceptual difficulty often

leads learners to report that native speakers speak “too fast,” when in reality the

issue lies in phonological processing rather than speed alone.

In many ESL classrooms, listening instruction prioritizes comprehension questions

and strategy use while neglecting the perceptual foundations of listening (Field,

2008) (Cauldwell, 2013). Consequently, learners are assessed on comprehension

outcomes without being equipped with the phonological tools necessary to process

authentic speech effectively. These limitations underscore the need for instructional

approaches that address listening as a perceptual and cognitive process, rather

than solely as a test-based skill.

2.3 Phonological Features of Connected Speech

Connected speech refers to the natural flow of spoken language in which words are

not produced in isolation but as part of a continuous stream. In authentic spoken

English, phonological forms frequently diverge from their citation forms due to

articulatory efficiency, rhythmic patterns, and prosodic constraints (Brown and

Hilferty, 2006) (Celce-Murcia et al., 2010). These variations are systematic and

predictable, yet they often remain underrepresented in formal language instruction,

contributing to listening difficulties for L2 learners.

In classroom contexts, learners are typically exposed to carefully articulated speech,

whereas real-life listening involves reduced, modified, and compressed forms (Field,

2008). The following subsections outline key phonological features of connected

speech that significantly affect listening comprehension.
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2.3.1 Assimilation

Assimilation occurs when a sound changes to become more similar to a neighboring

sound in terms of place, manner, or voicing of articulation. This process facilitates

smooth and efficient speech production but alters the surface form of words (Roach,

2009). Assimilation may be regressive, progressive, or coalescent, depending on

the direction of influence.

For example, in rapid speech, the phrase “good boy” may be realized as gooboy,

where the alveolar /d/ assimilates to the bilabial /b/. Such changes can obscure

word boundaries and hinder word recognition for L2 listeners. Studies show that

learners unfamiliar with assimilation patterns often fail to recognize known lexical

items, leading to comprehension breakdowns (Brown and Hilferty, 2006).

2.3.2 Elision

Elision refers to the omission of sounds, most commonly consonants or vowels, in

connected speech. It frequently occurs in consonant clusters or unstressed syllables,

particularly in rapid or informal speech (Roach, 2009). For instance, “next day”

may be pronounced as nex day, with the /t/ omitted. While elision reduces

articulatory effort, it poses a serious challenge for L2 listeners because the absence

of expected sounds disrupts word recognition and segmentation. Learners may

interpret elided forms as incomplete or unfamiliar words rather than as natural

reductions, resulting in listening difficulty and loss of confidence (Field, 2008).

2.3.3 Contractions

Contractions involve the phonological and orthographic reduction of two words

into a single, compressed form, most commonly through the omission of sounds

and the use of unstressed vowels. Examples include “I am” → “I’m,” “do not” →

“don’t,” and “they have” → “they’ve” (Celce-Murcia et al., 2010). Contractions

are highly frequent in spoken English, particularly in informal and semi-formal

contexts.
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Despite their frequency, contractions often present listening difficulties for L2

learners because they differ markedly from their full forms, which are typically

emphasized in written instruction. Learners may fail to identify grammatical

elements such as negation, tense, or modality when contractions are used, leading

to misinterpretation of meaning (Field, 2008). Explicit instruction in contractions

has been shown to improve learners’ ability to recognize reduced grammatical

forms and process spoken input more efficiently (Cauldwell, 2013).

2.3.4 Weak Forms

Weak forms occur when function words such as articles, prepositions, auxiliary

verbs, and conjunctions are pronounced in a reduced manner in unstressed positions.

For example, “can” may be realized with a schwa instead of /ae/ sound, and “to”

with a schwa instead of /u/ sound (Roach, 2009). Weak forms are essential to the

rhythmic structure of English and are pervasive in natural speech. L2 learners

often struggle with weak forms because they are typically taught strong forms in

isolation. Consequently, learners may fail to recognize highly frequent grammatical

words during listening, which disrupts syntactic parsing and overall comprehension

(Cauldwell, 2013). Research indicates that awareness-raising and focused listening

practice can significantly enhance learners’ perception of weak forms (Celce-Murcia

et al., 2010).

2.3.5 Flapping

Flapping is a phonological process in which intervocalic /t/ and /d/ sounds are

realized as a voiced alveolar flap /R/, as in “better” and “ladder” (Roach, 2009).

Although it is a common phenomenon across English accents, including the British

accent, it is particularly common in American English. This process neutralizes

the contrast between /t/ and /d/ in specific phonological environments, which can

be confusing for L2 listeners. Learning it assists in the comprehension of different

accents as well.

For learners whose first languages do not include an equivalent sound, flapping may

result in misperception or lexical ambiguity. Learners may interpret flapped sounds
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as /r/ or fail to recognize the word entirely, especially in fast speech (Celce-Murcia

et al., 2010). Instruction that explicitly addresses flapping can help learners develop

more accurate perceptual representations of spoken English.

2.3.6 Implications of Connected Speech Features for Lis-

tening Comprehension

The phonological features discussed above contribute to the fluency and naturalness

of spoken English but also increase perceptual complexity for L2 learners. When

learners lack awareness of these features, they may rely excessively on top-down

guessing strategies, which often results in inaccurate comprehension (Field, 2008).

Increasing evidence suggests that explicit instruction in connected speech features

enhances learners’ perceptual sensitivity and supports more efficient processing of

authentic spoken input (Cauldwell, 2013).

Understanding connected speech as a core component of listening comprehension

rather than merely a pronunciation concern provides a strong rationale for instruc-

tional interventions. This perspective underpins the present study and informs the

pedagogical focus examined in subsequent sections of this literature review.

2.4 Listening Difficulties Caused by Connected

Speech

Listening difficulties in second language contexts are frequently attributed to limited

vocabulary or insufficient grammatical knowledge; however, research increasingly

indicates that many comprehension problems arise from perceptual challenges

associated with connected speech (Field, 2008)(Rost, 2011). people speak naturally,

When L2 learners hear natural speech rather than carefully pronounced citation

forms, they struggle to understand the speech stream, even when the words are

familiar to them. This section examines the major listening difficulties caused by

connected speech, with particular emphasis on word boundary confusion, reduced

forms, fast speech, and learner perceptions of spoken English.
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2.4.1 Word Boundary Confusion

One of the most commonly reported difficulties in L2 listening is the inability to

segment continuous speech into meaningful units. In natural spoken English, words

are not separated by pauses; instead, they are produced as part of a continuous

acoustic stream. Connected speech features such as assimilation, elision, weak

forms, and contractions obscure clear word boundaries, making segmentation

particularly challenging for L2 listeners (Field, 2008).

Learners who only rely on written representations of language often expect words

to be clearly separated in speech. When this expectation is not met, they may

mis-segment the input, interpreting multiple words as a single unfamiliar item or

failing to identify known words altogether (Brown and Hilferty, 2006). Research

suggests that word boundary confusion is a primary cause of listening failure,

as inaccurate segmentation prevents subsequent lexical and syntactic processing

(Cutler, 2012).

2.4.2 Reduced Forms and Perceptual Difficulty

Reduced forms are a defining characteristic of connected speech and a significant

source of listening difficulty for L2 learners. Function words and grammatical

elements are frequently pronounced in weakened or contracted forms, resulting

in pronunciations that differ substantially from those presented in instructional

materials (Roach, 2009). As a result, learners may fail to recognize high-frequency

words such as auxiliaries, prepositions, and negation markers during listening.

Studies indicate that learners often report “knowing the words” but being unable to

hear them in spoken discourse (Field, 2008). This phenomenon reflects a mismatch

between learners’ stored lexical representations and the reduced phonological forms

encountered in natural speech. Without explicit instruction in reduced forms,

learners may interpret listening difficulties as a lack of proficiency rather than as a

normal consequence of connected speech, which can negatively affect motivation

and confidence (Cauldwell, 2013).
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2.4.3 Fast Speech and Processing Constraints

Speed of delivery is another factor frequently cited by learners as a major obstacle

to listening comprehension. Native or proficient speakers often speak at rates that

exceed the processing capacity of L2 listeners, particularly when speech contains

reduced and connected forms (Rost, 2011). However, research suggests that the

perception of speech as “too fast” is often linked to phonological reduction rather

than actual speech rate (Field, 2008).

Fast speech increases cognitive load by reducing the time available for perceptual

decoding and integration of information in working memory. When learners are

unable to process the speech signal efficiently, they may miss critical information and

fail to construct a coherent mental representation of the message (Vandergrift and

Goh, 2012). This difficulty is compounded in authentic listening situations, where

learners have limited control over input and minimal opportunity for repetition.

2.4.4 Learner Perceptions of Spoken English

Learner perceptions play a significant role in shaping listening behavior and

strategy use. Many L2 learners perceive spoken English, particularly native-

speaker discourse, as unclear, overly rapid, or fundamentally different from the

English they have learned in classrooms (Graham, 2006). These perceptions often

stem from repeated experiences of listening failure caused by unfamiliar connected

speech features.

When learners attribute comprehension difficulties solely to speed or accent, they

may adopt ineffective coping strategies, such as focusing exclusively on key content

words or abandoning efforts to decode the full message (Field, 2008). Over time,

this can lead to listening anxiety and reduced engagement with spoken input.

Research suggests that raising learners’ awareness of connected speech processes can

positively influence perceptions by helping learners reinterpret listening difficulties

as manageable and predictable (Cauldwell, 2013).
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2.4.5 Implications for Listening Instruction

The listening difficulties discussed above highlight the limitations of instructional

approaches that emphasize comprehension outcomes without addressing the per-

ceptual foundations of listening. Word boundary confusion, reduced forms, and fast

speech are not random obstacles but systematic features of spoken English that can

be addressed through targeted instruction. Explicit teaching of connected speech

features has been shown to improve learners’ decoding ability, increase confidence,

and enhance overall listening comprehension (Field, 2008)(Celce-Murcia et al.,

2010)

Understanding learner perceptions and the sources of listening difficulty is essential

for designing effective pedagogical interventions. By focusing on connected speech

as a core component of listening instruction, educators can better equip learners

to process authentic spoken input and reduce the gap between classroom English

and real-world communication.

2.5 Teaching Listening: Traditional and Explicit

Phonological Instruction

Approaches to teaching listening in second language classrooms have evolved

considerably over time; however, instructional practices often continue to prioritize

comprehension outcomes over perceptual processes. Traditional listening pedagogy

has largely focused on the development of strategies and increased exposure to

spoken input, with relatively limited attention given to the phonological features

that shape natural speech (Field, 2008). This section contrasts strategy-based

instruction and exposure-only approaches with explicit phonological teaching,

highlighting the strengths and limitations of each.

2.5.1 Strategy-Based Instruction

Strategy-based instruction aims to improve listening comprehension by equipping

learners with cognitive and metacognitive strategies such as predicting content,
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identifying key words, monitoring comprehension, and inferencing meaning from

context (Vandergrift and Goh, 2012). These strategies are typically taught through

pre-listening, while-listening, and post-listening activities, which encourage learners

to engage actively with spoken input.

Research suggests that strategy training can enhance learners’ awareness of listening

processes and improve confidence, particularly for higher-level learners (Graham,

2006). However, critics argue that strategy-based instruction often assumes that

learners can accurately perceive the speech signal in the first place. When bottom-

up processing is compromised due to unfamiliar connected speech features, the

effectiveness of top-down strategies is significantly reduced (Field, 2008). As a

result, learners may rely on guessing rather than genuine comprehension, leading

to partial or inaccurate understanding.

2.5.2 Exposure-Only Approaches

Exposure-only approaches to listening instruction are based on the assumption

that repeated exposure to spoken language will naturally lead to improved compre-

hension over time. In such approaches, learners are encouraged to listen extensively

to authentic materials such as lectures, conversations, or media, with minimal

explicit instruction (Rost, 2011). This approach aligns with naturalistic theories of

language acquisition, which emphasize input as the primary driver of learning.

While increased exposure is undoubtedly beneficial, research indicates that ex-

posure alone is often insufficient for L2 learners, particularly in contexts where

opportunities for meaningful interaction are limited (Field, 2008). Without guid-

ance, learners may repeatedly fail to decode connected speech features, reinforcing

inaccurate perceptual representations. Consequently, exposure-only approaches

may lead to fossilization of listening difficulties rather than gradual improvement,

especially for learners at lower proficiency levels.



Literature Review 23

2.5.3 Explicit Phonological Instruction

Explicit phonological instruction focuses on raising learners’ awareness of the

phonological characteristics of spoken language and providing guided practice in

perceiving and processing these features. In the context of listening, this approach

involves direct instruction in connected speech features such as assimilation, elision,

contractions, weak forms, and flapping, combined with focused listening activities

(Celce-Murcia et al., 2010).

Research increasingly supports the effectiveness of explicit phonological instruction

for improving L2 listening comprehension. Studies have shown that when learners

are taught how spoken forms differ from written forms, they are better able to

segment the speech stream, recognize familiar words, and process input more effi-

ciently (Field, 2008)(Cauldwell, 2013). Unlike strategy-based approaches, explicit

phonological teaching strengthens bottom-up processing, thereby providing a more

stable foundation for higher-level comprehension strategies.

Moreover, explicit instruction helps learners reconceptualize listening difficulties as

systematic and predictable rather than as indicators of personal inadequacy. This

shift in perception has been shown to reduce listening anxiety and increase learner

engagement with authentic spoken input (Cauldwell, 2013).

2.5.4 Comparative Evaluation of Instructional Approaches

While strategy-based instruction and exposure-only approaches contribute to

listening development, their effectiveness is limited when phonological processing

is not adequately addressed. Explicit phonological instruction does not replace

strategies or exposure; rather, it complements them by equipping learners with

the perceptual tools necessary to decode spoken input accurately (Vandergrift and

Goh, 2012).

In this regard, teaching connected speech features represents a pedagogically bal-

anced approach that integrates bottom-up and top-down processing. By addressing

the phonological foundations of listening, explicit instruction can enhance the effec-

tiveness of other listening approaches and lead to more sustainable improvements
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in comprehension. This perspective provides the pedagogical rationale for the

present study, which investigates the impact of teaching connected speech aspects

on L2 listening comprehension.

2.6 Empirical Studies on Teaching Connected

Speech in the Pakistani ESL Context

Empirical research on listening instruction in Pakistan has traditionally prioritized

reading, writing, and grammar, with listening often receiving minimal pedagogical

attention. However, the research on the teaching of connected speech has grown

steadily over the past two decades, reflecting increased recognition of the role of

phonological processing in L2 listening comprehension. Within this limited body

of listening research, studies focusing explicitly on connected speech instruction

remain scarce. While earlier studies tended to focus on general listening strategies

or pronunciation accuracy, more recent research has begun to investigate the

effects of explicit instruction in connected speech features on learners’ listening

performance. This section reviews key empirical studies in this area, highlighting

major findings, methodological approaches, and limitations. A growing number of

Pakistani researchers have highlighted phonological and perceptual difficulties as

major contributors to learners’ poor listening comprehension, thereby indirectly

supporting the need for explicit instruction in connected speech features.

2.6.1 General Listening Difficulties Identified in Pakistani

ESL Research

Several Pakistani studies report that listening is consistently perceived by learners

as the most difficult language skill. Mahmood (2018) found that university-level

ESL learners struggled to comprehend spoken English despite adequate grammatical

knowledge, attributing these difficulties to fast speech, unfamiliar pronunciation

patterns, and reduced forms. Similarly, Rahman and Khan (2020) observed that
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learners frequently failed to recognize familiar words in spoken texts, suggesting a

perceptual rather than a lexical deficit.

These findings align with international research indicating that L2 listening prob-

lems often stem from weaknesses in bottom-up processing. A study conducted

outside Pakistan emphasizes that “it is important that pronunciation instructors

introduce phenomena related to phonological processes in English connected speech

and encourage L2 learners to recognize and identify these features in native speech”

(Rattansak, 2025). Rattansak further argues that awareness of such sound varia-

tions plays a crucial role in the comprehension of fast, natural speech. However,

most Pakistani studies stop short of examining specific connected speech features,

instead treating pronunciation and listening as separate instructional concerns.

2.6.2 Phonological Awareness and Listening Comprehen-

sion

A limited number of Pakistani studies have explored the relationship between

phonological awareness and listening comprehension. Shahzad and Ali (2019) re-

ported that learners with greater awareness of English sound patterns demonstrated

better listening performance than those taught through traditional comprehension-

based approaches. Their findings suggest that explicit attention to phonological

features can enhance learners’ ability to decode spoken input.

Similarly, Iqbal and Ahmed (2021) examined the effects of pronunciation instruc-

tion on listening comprehension and found modest but statistically significant

improvements in learners’ ability to process spoken English. Although their study

did not focus exclusively on connected speech, it highlighted learners’ difficulties

with reduced forms and fast speech, indicating the relevance of connected speech

phenomena in the Pakistani ESL context.

2.6.3 Limited Instruction on Connected Speech Features

Research suggests that explicit instruction in connected speech features such as

assimilation, elision, contractions, and weak forms is largely absent from Pakistani
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ESL classrooms. Hassan (2017) notes that pronunciation teaching in Pakistan is

often restricted to isolated sounds and word-level accuracy, with little attention

paid to how sounds change in continuous speech. As a result, learners remain

ill-prepared to process authentic spoken English.

Khan and Mahmood (2020) further observe that listening activities in Pakistani

classrooms are frequently assessment-oriented, focusing on answering comprehen-

sion questions rather than developing perceptual skills. This approach reinforces

the misconception that listening difficulties arise solely from limited vocabulary or

insufficient exposure, rather than from systematic phonological variation in spoken

English.

2.6.4 Learner Perceptions and Classroom Realities

Pakistani learners consistently report that native or proficient speakers of English

speak too fast or unclearly. While similar perceptions have been documented in

global research, these difficulties are intensified in Pakistan due to limited exposure

to authentic spoken input and minimal training in connected speech features.

Learners often rely heavily on written English as their primary reference point,

which further widens the gap between classroom learning and real-world listening

demands.

Teachers, on the other hand, frequently report a lack of training and resources

for teaching listening and pronunciation effectively (Hassan, 2017). This institu-

tional constraint contributes to the continued marginalization of connected speech

instruction within Pakistani ESL pedagogy.

2.6.5 Methodological Gaps in Pakistani Research

To address listening comprehension difficulties, Pakistani researchers have proposed

various instructional strategies. Some studies emphasize the use of authentic

materials in the classroom. For example, Shahid et al. (2021) argue that ESL

learners’ listening comprehension is hindered by limited schema development, as

inadequate background knowledge restricts learners’ ability to connect input with
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meaning. In contrast, Waqas et al. (2025) advocate explicit instruction in weak

forms and aspects of connected speech to improve pronunciation and listening.

Pathan (2023), citing Goh, reports that (66%) of learners identified the speaker’s

accent as one of the most significant factors affecting comprehension.

Despite these insights, a major limitation of existing Pakistani research is the

lack of experimental or quasi-experimental studies that specifically investigate the

impact of teaching connected speech on listening comprehension and the reduction

of difficulty related to connected speech perception and processing. Most studies

rely on surveys, perception questionnaires, or general proficiency tests, offering

limited evidence of causal relationships between instructional intervention and

listening improvement (Mahmood, 2018)(Rahman and Khan, 2020).

Furthermore, few studies examine individual connected speech features or measure

pre- and post-instruction listening gains. This methodological gap limits the ability

to draw firm conclusions regarding the effectiveness of phonological interventions

in the Pakistani ESL context.

2.6.6 Implications for the Present Study

The reviewed literature indicates that while Pakistani ESL learners experience sig-

nificant listening difficulties related to phonological processing, explicit instruction

in connected speech remains underexplored and underutilized. Existing stud-

ies identify the problem but rarely address it through systematic and targeted

pedagogical intervention.

The present study seeks to address this gap by experimentally examining the effects

of explicit instruction in connected speech features on listening comprehension

among Pakistani ESL learners. By focusing on perceptual processes and employing

a structured instructional approach, the study aims to contribute context-specific

empirical evidence to an area that has received limited attention in Pakistani

applied linguistics research.
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2.7 Pakistani ESL Context and Listening Instruc-

tion

In Pakistan, listening is not systematically included as a skill in ESL instruction at

most educational levels. While some elite private schools have recently begun to

incorporate listening activities, the majority of university students have had little or

no exposure to spoken English instruction during their earlier education. Given the

limited instructional time allocated to English courses, extensive listening practice

may not always be feasible. However, learners can be provided with targeted

instruction that strengthens their linguistic awareness and enhances their ability

to perceive spoken English.

It is often assumed that L2 learners will naturally acquire connected speech

features as they gain fluency and proficiency, as their interlanguage develops

(Rogerson-Revell, 2011). However, achieving this requires teacher training and

pedagogical support. Waqas et al. (2025), in their study on teaching weak forms,

highlight several challenges, including limited teacher expertise in phonetics and

phonology, scarcity of instructional materials, and the need for ongoing professional

development.

In such contexts, emerging technologies, including artificial intelligence, offer poten-

tial support. When integrated into the syllabus in a systematic and pedagogically

informed manner, AI-mediated instruction may enhance learning outcomes by

providing consistent input, adaptive feedback, and repeated practice opportunities.

In settings where access to trained teachers is limited, such tools may partially

compensate for gaps in instructional expertise.



Chapter 3

Research Methodology

3.1 Introduction

This chapter describes the study’s methodological framework: the research design,

participants, educational intervention, data collection methods, and analysis tools as

well as theoretical and conceptual frameworks. The study assessed the perceptions

of Pakistani ESL learners about connected speech and tested the efficacy of focused

instructional interventions of weak forms, contractions, assimilation, elision, and

alveolar flapping in improving listening comprehension. A quasi-experimental

mixed-methods methodology was employed to assess both quantifiable alterations

in listening performance and learners’ perceptual reactions to the teaching of

connected speech aspects.

3.2 Theoretical Frameworks

This was an experimental study that involved an integrated framework for de-

veloping listening comprehension through structured exposure and for reducing

cognitive load. For this, two core frameworks had been selected based on their

relevance to the teaching of connected speech and listening comprehension in ESL

contexts.

29
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3.2.1 Cognitive Load Theory

CLT was integrated into the study through the structured sequencing of lessons

starting from less challenging level to most difficult. Understanding fluent speech

places high processing demand on learners, therefore this graded exposure was

intended to reduce cognitive overload and facilitate long-term retention. Listening

input was increased in difficulty over twenty-four sessions, allowing learners to

build familiarity with connected speech patterns without being overwhelmed. CLT

justifies the spiral remedy by arguing that lesson plans should be such that reduces

cognitive load and build schema gradually, which is exactly what my spiral model

aimed to do. It supports my rationale for scaffolded listening training that starts

with easier tasks and moves toward fluent speech decoding.

3.2.2 Relevance of Cognitive Load Theory to Connected

Speech Perception Difficulty

Cognitive Load Theory (CLT), proposed by Sweller (1988), emphasizes that learn-

ing is optimized when instructional design aligns with the limitations of working

memory. Working memory has a limited capacity to process new information,

whereas long-term memory stores knowledge schemas that facilitate fluent compre-

hension. When information exceeds working memory capacity, cognitive overload

occurs, hindering learning and comprehension.

In the context of connected speech processing difficulty, learners often experience

intrinsic cognitive load due to the complex phonological modifications in connected

speech such as assimilation, elision, contractions, weak forms, and flapping. These

phenomena distort the expected lexical boundaries, increasing processing effort.

Additionally, extraneous cognitive load may arise from poorly designed listening

input, lack of metacognitive guidance, or unfamiliar accents.

This study drew on CLT to propose that systematic exposure to General American

(GA) connected speech through controlled digital input, coupled with explicit

awareness-raising activities which can reduce cognitive overload. By scaffolding
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listening experiences and gradually increasing difficulty, learners’ phonological

schemas can adapt, shifting load from working to long-term memory.

3.2.3 Integration of Cognitive Load Theory into the Pro-

posed Methodology

The qualitative, phenomenological design of this research aimed to trace partici-

pants’ lived experiences of listening difficulty and interpret how cognitive overload is

experienced during connected speech comprehension. Through in-depth interviews

and reflective responses, the study sought to uncover the cognitive routes learners

employ when decoding reduced speech forms. To operationalize CLT principles:

i. Intrinsic load: was moderated by selecting input that progresses from isolated

features (e.g., elision) to natural speech sequences.

ii. Extraneous Load: was minimized by ensuring clarity of input, using familiar

topics, and avoiding visual/linguistic distractions.

iii. Germane Load: (schema-building effort) was encouraged through reflective

prompts and guided awareness tasks that help learners consciously reorganize

their phonological perception.

Hence, the methodology was not only descriptive but strategically grounded in CLT,

ensuring that participants’ cognitive resources were directed toward meaningful

learning rather than mere decoding effort (See figure 3.1).

3.2.4 Spiral Learning Approach

The instructional design of the present study is guided by the spiral learning

approach, which emphasizes the systematic revisiting of key concepts over time

while gradually increasing levels of complexity and cognitive demand. Rather

than introducing connected speech features as isolated or one-time content items,

spiral learning treats them as cumulative skills that are reinforced, extended, and

integrated across successive instructional cycles.
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Figure 3.1: Flow Chart: Methodology Pathway to Reduce Cognitive Overload

Within this framework, learners are first exposed to connected speech features in

simplified and highly controlled contexts. Initial lessons focus on recognition and

awareness, allowing learners to familiarize themselves with reduced and modified

forms of speech without excessive processing demands. As instruction progresses,

these same features are reintroduced in new contexts that require higher levels of

perceptual discrimination, contextual interpretation, and real-time processing. This

cyclical return to previously introduced material enables learners to consolidate

earlier learning while progressively developing more automatic listening skills.

Spiral learning also supports the integration of multiple connected speech features

over time. Features such as weak forms, assimilation, and elision are not taught

in isolation throughout the instructional period; instead, each feature is revisited

and combined with previously learned features in later lessons. This cumulative

progression reflects the natural characteristics of authentic spoken discourse, in

which multiple phonological processes occur simultaneously. By encountering these
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features repeatedly across varied tasks and listening texts, learners are better able

to develop flexible and transferable listening strategies.

The lesson sequencing in this study reflects core spiral learning principles. Each

instructional cycle follows a progression from guided perception to contextual-

ized listening practice, with earlier lesson content systematically embedded into

subsequent tasks. Previously taught features reappear in new listening passages,

activities, and assessment tasks, ensuring continuity and reinforcement rather

than linear completion. This design allows learners to deepen their understanding

incrementally while reducing the likelihood of forgetting or fragmented knowledge.

Overall, the spiral learning approach provides a coherent pedagogical structure for

connected speech instruction by aligning repetition with progression. Its emphasis

on recycling, cumulative learning, and increasing complexity ensures that learners

are not merely exposed to connected speech features but are given sustained

opportunities to internalize and apply them in increasingly authentic listening

contexts.

3.2.5 Supporting Pedagogical Principles

In addition to the main theoretical foundations, the instructional design of this

study is informed by key pedagogical principles related to comprehensible input and

learner noticing. Listening materials were selected and sequenced to ensure that

spoken input remained accessible while gradually increasing in complexity, allowing

learners to engage with connected speech features without becoming overwhelmed.

At the same time, instructional tasks were designed to draw learners’ attention

to reduced and modified speech forms that are often missed in natural listening

conditions. Through focused listening activities and guided practice, learners were

encouraged to notice these features within meaningful contexts, supporting more

effective perception and interpretation of authentic spoken discourse.
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Figure 3.2: Visual Model of the Conceptual Framework

3.3 Conceptual Framework

The conceptual framework of this study integrates cognitive, perceptual, and in-

structional perspectives to address persistent listening difficulties faced by Pakistani

ESL learners. These difficulties often stem from limited exposure to natural spoken

English and an overreliance on written forms of the language. As a result, learners

struggle to process fluent speech despite regular engagement with English-language

media.

Grounded primarily in Cognitive Load Theory and models of listening compre-

hension, the framework emphasizes gradual skill development through structured

exposure, explicit listening instruction, and repeated engagement with authentic

input. Rather than treating listening difficulties as a result of insufficient exposure

alone, the framework recognizes the need for guided perceptual training that helps

learners adjust to the realities of connected speech (see figure 3.2).

The framework therefore serves both explanatory and pedagogical functions: it

explains why connected speech poses challenges for ESL learners and outlines how

these challenges can be addressed through systematic instructional design.
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3.3.1 Justification for the Conceptual Framework

Listening difficulties in Pakistani ESL contexts are frequently linked to limited

instructional focus on natural spoken English. While learners are often encouraged

to consume English-language media, they are rarely taught how to listen effectively

to such input resulting in comprehension difficulties. Consequently, many learners

remain dependent on subtitles or become disinterested altogether.

Traditional textbook-based instruction typically prioritizes written grammar and

vocabulary while neglecting the phonological characteristics of fluent speech. The

proposed framework addresses this pedagogical gap by combining gradual exposure,

authentic spoken input, and explicit listening instruction. The connected speech

training module operationalizes this framework by sequencing instruction, managing

cognitive load, and assessing perceptual development through pre- and post-

intervention measures. Overall, the framework validates the module as a theory-

driven instructional strategy rather than a purely intuitive teaching intervention. It

offers a structured approach to addressing a documented listening comprehension

gap in Pakistani tertiary-level ESL classrooms.

3.4 Research Design

This research employed a quasi-experimental mixed-methods methodology, incor-

porating quantitative pre-test and post-test data together with qualitative focus

group input to investigate the learning of the ESL students through the designed

intervention. The research was conducted as a classroom-based teaching sessions,

which helped with the observation of learners’ listening behaviors inside their

natural learning setting for validity. This allowed the researcher to observe how

ESL learners respond to the intervention and how much learning takes place in

authentic teaching contexts.

The descriptive part of the study comprises of the systematic documentation of

learners’ responses to spoken input having features such as weak forms, contractions,

assimilation, elision, and alveolar flapping. The study also classified student

performance beyond basic distinctions of right and wrong, and included a range
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of recognition, partial decoding, and misinterpretation with the help of carefully

designed rubrics (See Appendix D). This method helped us comprehend how

students process reduced speech. This study aimed to analyze changes in learners’

perceptual performance post-intervention by identifying patterns of difficulty,

approximation, and success in their post-listening responses.

An intervention-based methodology was incorporated into the research design to

investigate whether explicit training may facilitate perceptual enhancement in

learners’ processing of related speech. Research on connected speech perception

is still lacking in the setting of Pakistani ESL. Instead of just passively watching

learners have trouble listening, the study specifically included the teaching of five

very important connected speech aspects; weak forms, contractions, assimilation,

elision, and alveolar flapping. The intervention proved useful in knowing how

teaching connected speech can help ESL students understand what they hear.

3.4.1 Rationale for the Quasi-Experimental Design

This study used a quasi-experimental pre-test/post-test approach, applied in the

natural classroom environment. The participants were selected from regular courses

instead of forming a special group of specific kind of students. This helped compare

and decide how well students listened before and after the intervention in natural

learning environment. This method offered a pedagogically sound technique for

assessing instructional impact in authentic ESL classrooms. Comparing pre-test and

post-test assessments of control and experiment groups determined that variations

in listening comprehension could be significantly credited to the intervention rather

than mere incidental exposure.

3.5 Participants

The research was carried out at a private university in Pakistan, where English is

taught as a second language and predominantly serves as the medium of instruction

in academic settings. The participants were undergraduate students who were

taking an English language course that was required for their degree. In this
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educational institute, the main focus of the teachers in an ESL class is on reading,

writing, and grammar, while listening and pronunciation get less attention in

the classroom. Since most of these students came from government or non-elite

private schools, and had mostly learnt English teacher-centered classroom settings

rather than by talking or listening to native or near-native speakers for long

periods of time, they mostly came across spoken English through digital media like

films and TV shows on the internet. The students were only exposed to natural

spoken English in limited settings; YouTube videos sent by a teacher which only

a few could understand and most relied merely on subtitles to get the meaning.

This background is important for the current study because students who do not

have much experience with spontaneous spoken input often have trouble hearing

connected speech features like weak forms, elision, assimilation, and flapping, which

are not usually taught directly in the local curriculum.

3.5.1 Criteria for Participant Selection

The study’s target group comprised second-semester undergraduate students aged

19 to 21 years, engaged in a mandatory English language course at the institution.

The participants had previously attended government or non-elite private institu-

tions, where English was predominantly taught as an academic discipline. Students

were chosen based on whether they were enrolled in the course and whether they

would be able to participate for the whole study. There were no exclusions of

participation based on gender, academic performance, or linguistic background.

3.5.2 Group Assignment

The study included 32 undergraduate students in total. The participants were

split into two groups: a control group with 16 people and an experimental group

with 16 people. The experimental group received direct teaching in related speech

features via a structured spiral-based listening module, whereas the control group

continued with standard course instruction without specific listening intervention.
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3.5.3 Sampling Method

The study utilized a purposive convenience sampling method. The participants

were the researcher’s students for the sake of accessibility and relevance to the

research objectives. This sampling method was deemed suitable for a classroom-

based quasi-experimental study, since it facilitated research inside an authentic

and natural instructional environment which ensured practical viability.

3.5.4 Voluntary Participation and Informed Consent

Students might choose whether or not to take part in the study. Before data

collection began, participants were told what the research was for, what the

instructional activities would be like, and how the data would be collected. They

were told that their grades or standing in the institution would not change whether

they choose to participate or not, or leave at any time. All participants gave their

written consent, and their answers were kept private throughout the study. (See

Appendix J)

3.6 The Instructional Design

A variety of teaching techniques were employed to help students develop their

ears and to give them regular exposure to related speech aspects. These methods

transitioned from clear instructions, regular practice, and a slow transition to

real-life listening situations. Explicit explanation and modelling were employed

only after the first time they heard the audios. Instead of giving rules, short

explanations were given to help students understand patterns they heard in the

listening material, together with the teacher modelling the goal forms. This helped

students connect altered or shortened acoustic forms with their standard lexical

forms. To improve perceptual accuracy and make it easier to recognize related

speech characteristics, controlled drilling and guided repetition were used in group

and individually as well. After listening activities, students did brief, focused tasks

that required them to repeat and tell the difference between sounds. This helped
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them get acclimated to little phonological nuances without putting too much strain

on their brains thus decreasing cognitive overload. These activities focused more

on how well they listened than how well they spoke.

Songs were employed as an extra source of real input to give students more time

to hear connected speech in a natural and interesting way. Because of its rhythmic

structure and repeated patterns, songs let learners hear reduced forms, connecting,

and assimilation many times in meaningful way, which helped them remember

what they learnt (See Appendix C).

The lessons moved from controlled practice to contextualized listening tasks. At

first, challenges were based on single phrases and brief sentences. Later, tasks

challenged learners to understand related speech in dialogues. This progressive

change allowed students to use perceptual abilities they had already learnt on

real spoken information, which helped them go from concentrated recognition to

real-world listening comprehension.

3.6.1 The Spiral Listening Module

The Spiral Listening Module is a tiered, developmental approach to teaching con-

nected speech and reduced forms through incremental listening exposure. Instead

of presenting complex spoken input at once, the model revisits key features across

successive stages, allowing learners to process them with gradually increasing

difficulty. This recursive structure is intended to support perceptual adjustment

while keeping listening demands manageable (see figure 3.3).

The first spiral, “Awareness”, introduces learners to connected speech features

through controlled input, with an emphasis on noticing rather than full compre-

hension. The “Practice” spiral provides repeated and structured listening tasks

that reinforce perception of these features. In the “Application” spiral, learners are

exposed to less controlled, more naturalistic listening input to encourage transfer

beyond the classroom. Overall, the spiral progression aligns with principles of

Cognitive Load Theory by increasing listening demands gradually, thereby sup-

porting listening stamina and reducing persistent misperceptions of spoken forms

(see figure 3.4).
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Figure 3.3: Core components of the Spiral Method

Figure 3.4: Benefits of the spiral methodology

3.6.2 Inductive Approach

An inductive approach was adopted in the instructional design of this study. Rather

than presenting learners with explicit phonological rules at the outset, students

were first exposed to examples of connected speech through guided listening tasks.

Learners were encouraged to notice recurring patterns in reduced and linked speech,

followed by structured practice and application activities. Explicit explanations

were introduced only after initial exposure and practice. This approach aligned

with the spiral listening module, as connected speech features were revisited across

sessions with increasing complexity, allowing learners to gradually internalize

patterns of natural spoken English without cognitive overload.

3.6.3 The shadowing technique

Originally developed in interpreting studies Lambert (1992) (Murphey, 2001),

the shadowing technique has become a valuable strategy in second language

teaching strategies for improving listening and speaking fluency. Shadowing involves

learners modelling speech after hearing it which allows them to internalize rhythm,

intonation, and the fluency of natural spoken language. Although shadowing is

often associated with speaking practice, it was employed in the present study

as a listening-focused technique rather than a speech production activity. The

primary purpose of shadowing was to intensify learners’ auditory attention to the

speech stream and to support real-time processing of connected speech features

such as reduction, elision, and weak forms. Research suggests that shadowing
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enhances bottom-up processing skills by training learners’ ears to detect reduced

forms and linking in connected speech (Hamada, 2011). Moreover, it builds

automaticity and gives confidence in oral production, as learners engage both

receptive and productive skills in real time. In the present study, shadowing is not

treated as a standalone approach but as a supportive technique embedded in the

spiral-based listening module. Its purpose is to make the learners notice reduced

forms and provide them with practical, repeated exposure to connected speech

features in authentic contexts, thereby supporting the inductive learning process

and reinforcing comprehension (Bruner, 1961).

A number of activities were developed to help the students notice, understand and

practice the aspects of connected speech (see Appendix B). These were composed

of brief listening clips, song-based audio, and organized worksheets that helped

students notice, recognize, and practice in a controlled way. The main source of

input was native spoken English, and the audios were chosen from YouTube having

General American accent.

The listening samples were kept short so that students may hear them again and

again and focus on certain phonological elements without getting overwhelmed

by the influx of information. These excerpts were used in activities like guided

listening, transcribing, and the comparison of spoken and written forms. The

song-based materials were used to provide students more chances to hear related

speech in a natural, repetitive and interesting way. This helped them learn about

reduced forms, linking, and assimilation in longer conversations (see Appendix B).

Structured practice using worksheets and drill-based exercises helped students

become more aware of their senses. This included tasks like filling in the blanks,

short transcription, identification exercises, and drills. They were arranged accord-

ing to spiral-based instructional design, which made sure that associated speech

elements were reinforced in each session, and gradually increase in difficulty. Spoken

output during shadowing was not evaluated for accuracy, nor was pronunciation

instruction provided. Instead, shadowing functioned as a perceptual tool that

supported the development of listening sensitivity and complemented the study’s

focus on connected speech perception.
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Figure 3.5: Flowchart of Shadowing Technique in Connected Speech Processing

3.6.4 Role of Noticing in Connected Speech Perception

The instructional design was also guided by the Noticing Hypothesis, which empha-

sizes the importance of learners becoming consciously aware of linguistic features in

order for learning to occur. In the case of connected speech, features such as weak

forms, elision, and assimilation often go unnoticed by L2 learners when they listen

to fluent, real-time speech. To address this, the spiral listening module, inductive

activities, and shadowing tasks were designed to gently draw learners’ attention to

these subtle features through repeated exposure and guided practice. Instead of

relying on explicit rules, learners were encouraged to observe and recognize patterns

in natural speech as they emerged across different listening tasks. This process

of noticing helped support gradual development in learners’ ability to perceive

connected speech and worked alongside the instructional techniques used in the

study.

3.7 Teaching Materials Selection Criteria

The choice of instructional materials was based on pedagogical and methodological

factors that were important to the study’s goals. First, clear audio input was

prioritized to make sure that students could hear the associated speech qualities
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they were supposed to while listening to real spoken English. To avoid cognitive

overload, materials that were too quick or hard to hear were left out.

Second, how well it fit with the goal features was an important factor. We checked

each listening extract and song to make sure that there were clear examples of

weak forms, contractions, assimilation, elision, or alveolar flapping. This made

sure that the teaching materials directly supported the goal of the intervention.

Finally, we chose materials that were both real and easy to understand. A slow to

moderate pace of speech was recommended, since it allowed learners to practice

natural pronunciation patterns while yet being easy for intermediate-level ESL

learners to understand. Some of the listening items also contained relatively fast-

paced speech. This was kept intentionally, as learners are likely to encounter similar

speaking speeds in real-life situations outside the classroom. Including such input

made the task slightly more challenging, but it helped ensure that the listening

material reflected natural spoken English rather than carefully slowed or scripted

speech.

The listening materials used in the intervention were mainly drawn from YouTube

and were selected with considerable care. One of the primary concerns during

selection was the suitability of the content for a Pakistani classroom context. For

example, in one transcript a word was identified as culturally inappropriate, and it

was therefore removed from both the audio recording and the written transcript

before classroom use. Speech rate was another important factor in the selection

process. To expose learners to different levels of listening difficulty, three audio

texts were chosen to represent slow, normal, and fast-paced speech. The slow-paced

extract came from the movie in which a child speaks to his mother, the second was

a moderately paced dialogue from a popular movie, and the third was a fast-paced

extract taken from backstage conversations among judges on a televised singing

competition. Only the audio tracks were used during the intervention, as the videos

were not shown to students in order to avoid reliance on visual cues. The selected

audios were transcribed by the researcher and used as the basis for worksheet-based

listening activities.
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Songs were also incorporated into the instructional intervention as an additional

listening resource to expose learners to naturally occurring connected speech in

a familiar and engaging format. The selected songs were chosen with careful

consideration of lyrical clarity, speech rate, and cultural appropriateness for a

Pakistani classroom context. Preference was given to songs in which the lyrics

were clearly articulated and where connected speech features such as weak forms,

contractions, elision, and assimilation occurred naturally within the melody. Songs

containing explicit language or culturally sensitive content were excluded. In order

to vary listening difficulty, songs with relatively slower tempos as well as those

with faster delivery were included. During classroom use, learners listened to the

audio recordings without access to the music videos so that attention remained

focused on auditory perception rather than visual support. Lyrics were transcribed

by the researcher and adapted into worksheet-based activities, allowing learners to

analyze connected speech features while engaging with authentic and motivating

listening material.

3.7.1 Use of AI in Teaching Material

In addition to authentic audio extracts, targeted shadowing activities were incor-

porated into the intervention. For this purpose, the researcher developed short

sentences aligned with the specific connected speech features being taught in each

lesson. These sentences were then converted into audio recordings using text-to-

speech technology in order to provide consistent and clear pronunciation models.

The generated recordings approximated natural American English speech and were

used to support learners’ shadowing practice. During classroom implementation,

students listened to the sentences and repeated them immediately after or simulta-

neously with the audio, depending on task difficulty. The use of these controlled

audio samples allowed focused attention on individual phonological features while

maintaining a natural-sounding speech model for practice.
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3.8 Experimental Intervention

3.8.1 Overview of the Experimental Intervention

The instructional intervention took place over a period of sixteen weeks as part

of the regular English language course. There were two lessons each week, each

lasting about sixty minutes, for a total of thirty-two hours of instruction. The

intervention took place in a regular classroom and was added to the existing course

schedule so that normal lessons continued without disruption.

The intervention used a spiral-based teaching method, where associated speech

elements were presented, reviewed, and reinforced throughout several sessions, with

each one getting gradually more difficult. Each class had a set format that was

based on CELTA-style lesson staging (see Appendix A). The first part of each

session was a short question to get students thinking about what they already

knew. Then, focused listening activities using short audio clips were introduced.

After that, the learners did guided-noticing exercises, which drew their attention

to certain elements of related speech in the input.

In the next steps, there were controlled practice activities like repetition, transcrib-

ing, filling in gaps, and short discriminating problems. These activities were meant

to help students improve their perceptual accuracy and to get them to process

spoken input from the ground up. Some sessions included shadowing activities that

helped students learn how to imitate the natural rhythm and cadence of speech

while also helping them remember reduced and connected forms.

During the intervention, the listening activities were carried out using audio

materials that had been prepared in advance from selected online sources. Only

the audio tracks were played in class, as the accompanying videos were deliberately

excluded to ensure that learners relied solely on auditory input rather than visual

cues. Each listening activity was accompanied by a worksheet designed around the

audio text. Before listening, learners were briefly oriented to the task requirements.

The audio recordings were then played multiple times, depending on the level of

difficulty and learners’ responses. In several instances, the recordings were paused
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at specific points to give students sufficient time to write their answers and to

reduce processing pressure. The pacing of the activities was adjusted according

to the speech rate of the audio, with slower extracts requiring fewer repetitions

and faster extracts requiring additional replay. Throughout the activities, learners

focused on identifying and processing features of connected speech within the

dialogues, while the teacher monitored comprehension and provided clarification

when necessary.

During the intervention, the instructional input evolved from short phrases to

full sentences. Previously introduced aspects were regularly repeated with fresh

information to help reinforce the knowledge over time. Regular feedback was given

to clear up confusions of the learners. One of the goals of the study was to help

students become more aware of what to expect in real-life listening situations.

Within this overall instructional framework, specific connected speech features

were systematically introduced and practiced through targeted listening, writing,

and guided noticing exercises. The following subsection details how these activities

were implemented during the treatment.

3.8.2 Treatment Procedures and Classroom Practices

The treatment was implemented as a learner-centered instructional intervention

aimed at improving students’ perception of connected speech in real-life listening

contexts. Rather than treating connected speech as abstract phonological theory,

the intervention focused on helping learners notice, hear, and gradually internalize

how English sounds in natural, continuous speech.

All instructional sessions were planned following a CELTA-informed lesson staging

framework, ensuring consistency and clarity across the intervention. Each lesson

followed a structured sequence consisting of a lead-in, focused listening input, guided

noticing, controlled practice, and feedback. This framework allowed learners to

move systematically from awareness to practice while maintaining an appropriate

cognitive load. While individual lesson plans were adapted according to the target

connected speech feature and learner response, the overall structure remained

consistent throughout the treatment. To avoid unnecessary repetition in the main
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text, one comprehensive sample lesson plan illustrating the CELTA-based staging

and activity sequence is provided in Appendix A.

Throughout the treatment, learners were repeatedly exposed to short stretches of

spoken English and were guided to observe how words change, reduce, connect, or

disappear in fluent speech. Each teaching session followed a consistent classroom

routine. Lessons typically began with a brief lead-in activity designed to activate

learners’ prior knowledge and raise curiosity about spoken language patterns. This

was followed by focused listening tasks using short audio clips presented without

visual support.

Listening activities were accompanied by guided noticing exercises, where learners

were encouraged to identify specific features of connected speech in the input. These

were followed by controlled practice activities such as repetition, transcription,

gap-filling, and listening discrimination tasks. In selected sessions, shadowing

activities were incorporated to help learners follow the rhythm and pace of natural

speech while reinforcing memory of reduced and connected forms.

All listening tasks were supported by worksheets specifically designed around the

audio input. Audio recordings were played multiple times depending on the level

of difficulty, and pauses were used strategically to reduce cognitive load and allow

learners sufficient processing time. Instruction gradually progressed from short

phrases to longer sentences, with previously taught features regularly recycled to

support retention and cumulative learning.

3.8.3 Instruction of Individual Connected Speech Features

Each connected speech feature was introduced through a step-by-step instructional

sequence that moved from awareness to controlled practice. Instruction typically

began with simple examples and gradually progressed to more complex sentence-

level input.

i. Weak Forms were introduced as a key source of listening difficulty for learners.

Learners were guided to notice that common grammatical words are rarely

pronounced in their strong forms in natural speech. Initial activities involved
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identifying and underlining weak forms in short written sentences. These

were followed by listening tasks in which learners marked reduced forms after

hearing the audio. Writing exercises were used to visually reinforce vowel

reduction and to help learners understand why certain words are often missed

during listening.

ii. Contractions were taught as a natural feature of spoken grammar. Learners

completed listening-based gap-fill exercises where contracted forms had to

be reconstructed from audio input. Writing tasks required learners to trans-

form full forms into contracted forms and vice versa, helping them develop

form–meaning connections. Through repeated exposure, learners became

more confident in recognizing contractions in fluent speech rather than relying

on written forms.

iii. Assimilation was introduced through listening discrimination tasks that

contrasted careful pronunciation with naturally assimilated forms. Learners

were encouraged to recognize sound changes caused by neighboring sounds

and to treat them as systematic patterns rather than pronunciation errors.

Writing activities allowed learners to rewrite assimilated forms, reinforcing

sound-based listening rather than spelling-based perception.

iv. Elision was taught as a feature where sounds disappear entirely in fast speech.

Learners began with listen-and-repeat activities, followed by slow-versus-fast

speech contrast drills. Writing exercises required learners to underline deleted

sounds, select the most natural spoken form, and rewrite phrases as they are

commonly heard in fluent speech. Reflection tasks encouraged learners to

think about how elision affects listening comprehension.

v. Alveolar Flapping was introduced to familiarize learners with common Amer-

ican English pronunciation patterns. Through repetition drills and short

listening tasks, learners learned to recognize flapped sounds in familiar words,

reducing confusion during natural listening.
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3.8.4 Combined Instruction of Connected Speech Features

In later stages of the intervention, selected connected speech features were taught

in combination to reflect how they naturally co-occur in real spoken English.

During the second last teaching practice, weak forms and contractions were taught

together due to their grammatical similarity and frequent co-occurrence. Learn-

ers worked with short dialogues containing multiple reductions within the same

utterance. Writing tasks involved rewriting sentences into their natural spoken

forms, while listening activities trained learners to identify multiple reduced forms

simultaneously. This helped learners understand grammatical reduction as an

integrated feature of fluent speech.

During the third last teaching practice, linking and assimilation were taught

together to highlight sound interaction across word boundaries. Learners marked

both linking points and assimilated sounds within the same sentences and verified

their observations through listening. This integrated approach helped learners

process continuous speech more holistically rather than treating each phenomenon

in isolation.

Teaching combined features allowed learners to experience connected speech as a

layered and dynamic system, closer to real-life listening conditions.

3.8.5 Pedagogical Orientation of the Treatment

The pedagogical orientation of the treatment was based on the assumption that

listening difficulties in EFL contexts are often perceptual rather than linguistic.

Learners frequently possess sufficient vocabulary and grammatical knowledge but

struggle to recognize familiar language forms in fluent speech.

Accordingly, the intervention emphasized perception before production and focused

on changing how learners listen rather than simply increasing exposure. Writing

activities were integrated with listening tasks to support cognitive processing and

help learners bridge the gap between spoken and written English.

The spiral nature of the treatment allowed learners to revisit previously introduced

features in new contexts, reinforcing learning over time without overwhelming
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them. By gradually shifting learners from word-by-word listening to flow-based

listening, the treatment aimed to develop more effective and realistic listening

strategies.

Overall, the intervention sought to move learners from text-dependent listening to

speech-based listening, enabling them to engage with natural spoken English more

confidently and efficiently.

3.9 Rationale for the Selected Connected Speech

Features

The study mainly focused on five aspects of connected speech out of the many

connected speech aspects that often make it challenging for ESL learners to

decipher what they hear: contractions, weak forms, elision, assimilation, and

alveolar flapping. These elements were chosen on the ground that they are common

in natural spoken English and can make it hard to understand natural speech since

they make word boundaries less clear. Besides, they are rarely taught in Pakistani

ESL classrooms.

Short listening clips with several examples of the target phenomenon were used to

introduce each element. The instruction followed a consistent order for all features.

It started with real audio input and then moved on to guided noticing tasks that

got students to pay attention to reduced or changed forms. Controlled recognition

activities like transcribing, identification, and gap-filling exercises were done to

improve perception, leading to ear development.

To help students recognize function words that are often unstressed in fluent

speech, we talked about contractions and weak forms. Elision and assimilation

were introduced to make learners more aware of how sounds can be deleted or

changed across word borders. This brought to their awareness the intended lexical

forms from changing acoustic information. Alveolar flapping was incorporated

to help learners get used to the phonetic differences between American English’s

intervocalic /t/ and /d/ sounds, which sometimes leads to misidentifying common

words. It is impertinent to mention here that alveolar flapping is also an aspect
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of British English however less common than American English. Therefore, it

was considered important from this angle that it will also help understand British

English.

Throughout the sessions, previously taught aspects were addressed in combination

with newly introduced material, facilitating the reinforcement of prior learning

while accommodating the new information following spiral method. The major goal

of the lessons was still to improve students’ capacity to decode naturally occurring

related speech while listening, not to improve their production accuracy.

3.9.1 Rationale for Including All Subtypes

All identified subtypes of connected speech features were included to ensure just

coverage of the phonological phenomena of the study. Each subtype represents a

distinct type of the same underlying process e.g., assimilation, elision, or reduction,

and poses a different perceptual challenge for ESL learners (See table 3.1). Exclud-

ing particular subtypes would risk underrepresenting the variability of authentic

speech, thereby limiting the ecological validity of the listening instruments.

Including all subtypes also supports content validity, as the pre-test and post-

test systematically sampled the full range of realizations within each connected

speech aspect rather than relying on isolated or prototypical forms. This approach

ensures that learner performance reflects genuine listening competence rather than

familiarity with a narrow set of examples.

From a pedagogical perspective, exposure to all subtypes aligns with a spiral

learning approach, in which learners encounter the same phonological processes

repeatedly across varied contexts and increasing levels of difficulty. Recycling

subtypes in both tests allows for meaningful comparison of learner development

while maintaining parallel test structure. Methodologically, this design strengthens

the reliability and interpretability of pre–post gains by ensuring that improvements

can be attributed to enhanced processing of connected speech as a whole, rather

than to mastery of a limited subset of forms.
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Table 3.1: Categories and Subtypes of Connected Speech Processes

Assimilation (8 subtypes) Alveolar Flapping (5 subtypes)

Progressive assimilation Intervocalic /t/ flapping

Regressive assimilation Intervocalic /d/ flapping

Coalescent assimilation Flapping across word boundaries

Place of articulation assimilation Flapping before unstressed syllables

Manner of articulation assimilation Flapping in multi-word phrases

Voicing assimilation

Assimilation across word boundaries

Complete vs. partial assimilation

Weak Forms (7 subtypes) Elision (5 subtypes)

Weak forms of articles (a, an, the) Consonant elision (/t/ or /d/ deletion)

Weak forms of prepositions (to, for, of) Vowel elision (schwa deletion)

Weak forms of auxiliary verbs Elision in unstressed syllables

Weak forms of modal verbs Elision across word boundaries

Weak forms of conjunctions (and, but) Elision in rapid or casual speech

Weak forms of pronouns (him, her,
them)

Weak forms involving vowel reduction
to schwa

Contractions (5 subtypes)

Auxiliary verb contractions (I’m, you’re)

Negative contractions (don’t, can’t,)

Perfect auxiliary contractions (I’ve, they’ve)

Modal verb contractions (he’ll, we’d)

Tag-question and conversational contractions (aren’t you?, isn’t it?)
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3.9.2 Rationale for Including Cross-Word and Within-

Word Phonological Phenomena

In addition to cross-word connected speech phenomena, the instructional design

also incorporated within-word phonological processes, particularly those occurring

at morphemic and syllable boundaries. Words such as glitter and input exemplify

how segmental changes, including elision, assimilation, and flapping, may occur

within a single lexical item rather than across word boundaries. In glitter, for

instance, the medial /t/ may be realized as a flap in natural speech, while in

input, consonant clusters may undergo subtle articulatory adjustments that affect

perceptual clarity.

Addressing these within-word processes is pedagogically significant because learners

often expect words to be articulated in their citation forms and may fail to recognize

familiar vocabulary when internal sound changes occur. Similarly, attention was

given to phonological processes at word boundaries within phrases, where adjacent

words interact to produce reduced or modified forms. Explicit inclusion of both

within-word and inter-word phenomena aimed to develop learners’ sensitivity to

natural speech patterns, thereby enhancing listening comprehension and reducing

cognitive load during real-time processing.

3.10 Data Collection Methods

The information for this study came from focus group discussion, as well as pre- and

post-test evaluations. This strategy made it possible to carefully test participants’

listening abilities both before and throughout the intervention.

The primary data sources included classroom observations, student replies and

feedback, informal performance indicators for listening accuracy and engagement,

and the researcher’s personal notes. These tactics helped us study how learners

used connected voice input and how the intervention made it easier for them to

notice things.
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3.10.1 Pre-Test and Post-Test Administration, Scoring,

and Group Comparison

A pre-test and post-test design was used to evaluate the effectiveness of the instruc-

tional intervention for both the groups. Before the intervention, all participants

took a listening pre-test to see how well they could understand and recognize

features of connected speech in natural spoken English. The same format was used

for the post-test at the end of the instruction period, but the listening material

had slightly increased difficulty level. Overall, both the pre-test and post-test were

designed to assess the same phonological categories; assimilation, elision, alveolar

flapping, weak forms, and contractions using identical subtypes, thereby ensuring

consistency in structure and scope (see Appendix C). Any variation in difficulty,

therefore, stems not from test design but from the lexical choices and the degree of

phonetic subtlety embedded in the examples. Across all categories, the pre-test

generally employs more transparent and frequently encountered forms e.g., dogs

bark, next day, water, a cat, I’m happy, whereas the post-test shifts toward more

naturalistic, idiomatic, and compressed speech patterns such as would you?, choco-

late bar, water bottle, and shouldn’t have gone. These post-test items often involve

less predictable collocations, multi-word constructions, and layered phonological

processes that more closely mirror authentic spoken English. Consequently, the

post-test can be characterized as moderately more difficult, as it demands a higher

level of phonological awareness and listening sensitivity. This graduated increase in

difficulty is pedagogically appropriate, as it allows the post-test to more effectively

capture learners’ progress following instruction and practice in connected speech.

The same rubric was used to score the learners’ answers that looked at listening

accuracy, recognition of reduced forms, and overall comprehension instead of just

word identification. The experiment group’s pre- and post-test performances were

compared to identify changes resulting from the intervention, while the control

group’s scores established a baseline for natural progression without connected

speech training. The analysis is organized around four comparative perspectives

in order to provide a comprehensive evaluation of baseline equivalence, natural

progression, instructional impact, and learning gains. This method made it possible
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to find patterns of improvement, stability, or ongoing difficulty in both groups

through comparison, which helped to support a structured evaluation of the

instructional intervention.

3.10.2 Focus group discussion

Along with task-based responses, we also got feedback from students after lessons.

Students were inquired about their thoughts on the difficulty of the aspect of study,

and how much they thought their listening comprehension had improved at every

stage. This input gave us a better idea of how learners felt about connected speech

processing and added to the observational data by showing how learners saw their

own progress and problems. This data was in form of recordings in Urdu language

which were later translated and utilized in thematic analysis following (Braun and

Clarke, 2006) Thematic Analysis (See Appendix F).

3.10.3 Classroom Observation

During the intervention, it was observed how engaged and responsive the partici-

pants they were when they did speech exercises. A key part of data collection was

learner feedback which was comprised of written work from listening assignments,

gap-filling exercises, and activities based on recognition that students did during

lessons. It helped us identify patterns of correct recognition, partial decoding, and

misunderstanding of associated speech elements. These responses included asking

for clarification, correcting themselves, and interacting with others.

It was also noticed that students’ confidence and concentration varied between

sessions, particularly when they encountered previously learned material.

3.10.4 Triangulation of Data Sources

Classroom observations, learner feedback via focus group discussion, and pre- and

post-test scores made triangulation possible. It helped study the patterns of per-

ceptual change, rather than just one piece of evidence. The research amalgamated
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various data sources to contextualize enhancements in listening comprehension

within the broader scope of classroom interaction and pedagogical practices, pro-

viding a more comprehensive analysis of learners’ advancement in connected speech

processing.

3.11 Steps for Analyzing Data

The data underwent descriptive and thematic analytical techniques. The main

goal of the study was to look for patterns in how students listened to connected

speech and to see how their listening habits changed over time as they learned.

The methodology focused on recording observed and reported changes in learners’

recognition, segmentation, and interpretation of related speech elements, rather

than merely producing numerical comparisons.

3.11.1 Pre-Test and Post-Test Analysis

This section outlines the procedures used to score, analyze, and interpret the

learners’ performance on the pre-test and post-test designed to assess connected

speech processing difficulty. The analysis focuses on five core features of connected

speech: assimilation, elision, flapping, weak forms, and contractions. Each feature

was given equal weightage i.e, (20%) to maintain construct fairness and avoid

disproportionate influence of any single category on the final proficiency score.

After the pre-test and post-test items were finalized, the audio recordings were

produced. To ensure reliability and authenticity, the test scripts were recorded by

a native speaker of American English. Each test item was played three times, with

a three-second interval between repetitions, allowing participants sufficient time

to process the input. When each phrase was played three times, the audio was

briefly paused to allow participants to write down their responses. This procedure

generated measurable data for subsequent analysis.

The data collected was analyzed through both quantitative and qualitative proce-

dures to provide a comprehensive understanding of learners’ progress. The pre-test
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and post-test scores were compared using appropriate statistical measures to de-

termine improvement in the recognition and comprehension of connected speech

features, specifically contractions, flapping, assimilation, elision, and weak forms.

The rubric allows for graded perceptual assessment rather than binary right–wrong

scoring, capturing fine distinctions in auditory processing (See Appendix D).

3.11.2 Scoring Procedure

Learners’ responses were scored using a five-point analytic rubric developed for

this study. Each response was assigned a score between 1 and 5, where:

• 5 = Excellent.

• 4 = Good .

• 3 = Fair.

• 2 = Poor.

• 1 = Very Poor.

See Appendix D for the detailed rubric. The analytic approach was selected instead

of binary scoring because it provides a more nuanced picture of learners’ perceptual

sensitivity to connected speech, especially in cases where students partially captured

certain sounds but misperceived others.

3.11.2.1 Category-Level Scoring

Both pre-test and post-test data were entered into customized Excel scoring sheets.

Item-level rubric scores were averaged within each connected-speech category,

with all categories weighted equally. Each test item targeted one of the five

connected-speech categories, and category means were calculated to represent

learners’ performance in that feature. Category scores were converted using the

formula (Category Average / 5) × 20, ensuring equal contribution, which was

(20%) from each category, and a maximum possible overall score of (100%).
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3.11.3 Justification for Weighted Scoring Across the As-

pects

All connected speech aspects investigated in this study; assimilation, elision, flap-

ping, weak forms, and contractions were treated as conceptually equal components

of connected speech perception, as no single feature was considered theoretically

dominant. Prior research suggests that listening comprehension breakdowns typi-

cally result from the combined interaction of multiple connected speech features

rather than reliance on a single element (Field, 2008) (Cauldwell, 2013). In line with

assessment principles, rubric categories should only be differentially weighted when

strong theoretical or empirical justification exists (Brookhart, 2013). Accordingly,

no aspect was assigned greater conceptual importance than another.

However, at the level of score computation, weighted scoring was applied due to

unequal numbers of test items across aspects. Specifically, the assimilation section

comprised eight items, weak forms included seven items, while elision, flapping,

and contractions each consisted of five items. Because of this imbalance, the use

of a simple arithmetic average across aspect scores would have disproportionately

inflated aspects with fewer items and understated those with more extensive item

representation. To address this issue, aspect-wise average scores were converted

into weighted scores proportional to their respective item counts prior to calculating

the final listening score. This procedure ensured equitable contribution of each

aspect to the overall score and preserved measurement validity.

It is pertinent to mention that although the test items were presented in short

phrases rather than isolated words, marking focused only on the specific feature

being tested in each item. The surrounding words were included simply to provide

a natural listening context. For example, in bread and butter, the purpose was to

check whether learners could notice the reduced form of and, not whether they

could accurately identify every word in the phrase. Therefore, responses were

scored based on recognition of the target feature, and minor inaccuracies in other

parts of the phrase were not taken into account.

For data analysis, descriptive statistics were used to summarize pre-test and post-

test performance and identify overall trends in listening development. Comparative
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analysis examined aspect-wise gains following instruction or exposure. Improve-

ment was determined through differences between pre-test and post-test mean

scores, while individual score changes reflected learners’ progress in specific con-

nected speech features. In addition, qualitative analysis of learners’ classroom

responses and activities was conducted to identify recurring perceptual difficulties,

learner strategies, and the effectiveness of the spiral-based instructional module in

scaffolding listening competence.

Descriptive statistics were used for mean comparison, and inferential analysis

involved paired-samples t-tests to examine within-group differences between pre-

test and post-test scores.

3.11.3.1 Rubric for Pre and Post-test

The pre- and post-tests consisted of 30 listening items including all subtypes of the

selected connected speech aspects (See table 3.2). The rubric ensured consistent

evaluation across both tests and will help identify perceptual improvement in

recognizing connected speech features. The pre-test and post-test were parallel in

structure and content, as both targeted the same subtypes of connected speech

features across all five aspects. Differences between the two instruments lay

primarily in lexical choice and contextual complexity rather than in the phonological

processes assessed, thereby ensuring comparability while allowing the post-test to

reflect more natural and demanding spoken input. While the post-test included

more complex lexical items and longer phrases to increase listening difficulty, full

sentence contexts were avoided to reduce the possibility of guessing target features

based on overall meaning rather than perceptual cues.

Table 3.2: Distribution of Items Across Connected Speech Categories

Category No. of Items
Assimilation 8
Elision 5
Alveolar Flapping 5
Weak Forms 7
Contractions 5
Total 30 Items
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Rubric for Scoring Recognition Accuracy. The five-point analytic rubric was

designed to be applied to both the pre-test and post-test. This rubric was developed

to capture not only the correctness of responses but also the degree of perceptual

accuracy, allowing for a more nuanced assessment than a binary right–wrong

marking scheme (See Appendix D). The rubric helped assess each of the thirty

items in the pre-test and post-test. Each item score contributed to the learner’s

category average, which was then weighted;

Final Score = ∑ (
Average Rubric Score per Category

5 × Category Weight
)

The rubric thus served a dual function: first, as a diagnostic tool in the pre-test to

gauge baseline recognition, and second, as an evaluative measure in the post-test to

determine perceptual improvement after exposure or training. The analytic design

allowed partial credit for near-correct responses, ensuring that learners’ gradual

progress in connected speech perception could be quantitatively observed.

3.11.4 Final Score Calculation

The final score per participant was obtained using:

Final Score (100) = Assimilation (20%) + Elision (20%) + Flapping (20%) + Weak

Forms (20%) + Contractions (20%)

Excel formulas were applied to automate the scoring, minimize human error, and

allow clear visualization of learners’ performance progress across tests.

3.11.5 Data Interpretation

Once all scores were generated, learners were assigned a Performance Level to

categorize their proficiency:

• 90–100 = Excellent

• 75–89 = Good

• 60–74 = Moderate

• 40–59 = Developing
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• 0–39 = Beginner

This classification enabled comparison of pre-test and post-test performance and

provided insight into which connected-speech features learners struggled with the

most.

3.11.6 Error Analysis

In addition to numerical scoring, learners’ incorrect responses were reviewed to

identify recurring patterns of misperception, such as vowel substitution, omission

of weak forms, and confusion involving reduced consonants. These observations

provided supplementary insight into how learners processed reduced and connected

speech.

• Vowel-substitution errors

• Weak-form omission

• Flapping confusion

• Consonant-cluster reinterpretation

• Lexical substitution

• Full-segmentation breakdown

This analysis helped identify which features contributed most to connected speech

difficulty and how learners processed reduced, assimilated, or weakened sounds.

3.11.7 Reliability and Validity

To maintain scoring reliability:

• All tests were scored twice by the researcher with a 48-hour gap.

• Discrepancies were re-evaluated to ensure consistent application of the rubric.



Research Methodology 62

• The analytic rubric design aligns with the recommendations by Brookhart

(2013) for performance assessment validity.

• Equal weighting ensures content and construct validity (Field, 2008; Cauld-

well, 2018), preventing one feature from disproportionately influencing learn-

ers’ overall scores.

3.11.8 Thematic Analysis and Pattern Recognition

After descriptive analysis, the qualitative data collected via focus group discussion

given in Appendix F underwent thematic analysis. We listened to the audios

and studied their comments over and over again to identify patterns in behaviors,

emotions, and changes in perception. We came up with the first codes by looking

at how they listened, like how they noticed reduced forms more, relied less on

written guidance, and felt more confident throughout listening activities.

After that, these codes were put into larger analytical themes that showed how

perceptions changed over time. We made sure that the themes were consistent and

relevant by comparing them over and over again across sessions and data sources.

This technique allowed the researcher to transition from discrete observations

to more consistent interpretive categories that represented learners’ developing

engagement with connected speech.

3.11.9 Data Categorization for Analysis

The identified themes were systematically organized into coherent analytical cate-

gories that represented the key elements of listening development observed during

the intervention. These categories included, but were not limited to, increased

perceptual awareness of related speech elements, improved segmentation of spoken

information, reduced misinterpretation of lexical boundaries, and greater learner

engagement during listening activities.

Thematic organization of the data enabled a systematic examination of the pro-

gression of various aspects of listening comprehension over time and the influence

of repeated instructional exposure on these advancements. This thematic approach
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also made it easier to compare students and levels of training, which helped us

make sense of qualitative data.

3.11.10 Connecting Analysis to Research Questions

The last step was connecting the themes to the research questions. We considered

how patterns of learning related to the efficacy of the instructional intervention that

helped students understand connected speech. It was ensured that the evidence

from observations, learner responses, and pre- and post-test assessments was in

sync with the study questions, and the data collection, analytical methods, and

the study’s goals were all in line with each other. This made the results more

reliable and backed up fundamental conclusions about how focused connected

speech teaching can help ESL students decode natural speech.

3.12 Ethical Considerations

This study was conducted with careful attention to ethical considerations in order to

protect the rights, dignity, and well-being of all participants. Because the research

took place in a regular classroom setting, participants were clearly informed about

the purpose of the study, the nature of the instructional activities, and the methods

of data collection. They were assured that participation was completely voluntary,

their information would remain confidential, and they could withdraw from the

study at any time without any academic consequences. Written informed consent

was obtained before data collection began.

Participants’ identities were protected throughout the study. Real names were not

used at any stage; instead, codes were assigned, and all identifying information was

removed from transcripts, observation notes, and written responses. The collected

data were securely stored and accessed only by the researcher.

The study did not involve any form of marks for appearing in the tests. Participants

were explicitly told that their performance in listening tasks or classroom activities

related to the research would not affect their academic results. This approach
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helped reduce pressure and anxiety and encouraged genuine participation in the

learning activities.

Academic honesty was maintained throughout the research process. All teaching

materials, audio resources, and theoretical frameworks were properly acknowledged,

and the data were analyzed and reported accurately and transparently. The study

followed institutional ethical guidelines and upheld principles of integrity and

responsibility in educational research.



Chapter 4

Results and Discussion

4.1 Introduction

This chapter presents the results and discussion of the study. The findings are

drawn from two sources of data: pre-test and post-test listening scores from the

control and experimental groups are presented in Appendix C, and qualitative

data obtained from focus group discussions with participants in the experimental

group are presented in Appendix F. The purpose of this chapter is twofold: first, to

examine the extent to which the proposed spiral-based teaching module enhanced

learners’ ability to decode fluent speech; and second, to explore whether this

instructional approach reduced cognitive overload in ESL learners.

The chapter is divided into two main sections. Section 4.2 reports the quantitative

results based on four comparative perspectives, while Section 4.3 presents the

thematic analysis of learners’ perceptions. Section 4.4 integrates and discusses

both sets of findings in relation to the research questions.

The analysis is structured around four comparative perspectives:

1. within-group comparison for the control group

2. baseline equivalence between the groups

3. post-test comparison between groups

4. within-group comparison for the experimental group

65
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This layered comparison allows for a comprehensive evaluation of natural pro-

gression, instructional impact, and qualitative changes in listening strategies. To

ensure consistency and reliability of scoring, all responses were evaluated using a

perception-based listening rubric (see Appendix E), which categorized responses

into four levels: accurate recognition, minor error, phonologically plausible approx-

imation, partial recognition, and misinterpretation. Each test item was rated on a

scale from 1 to 5, as shown in the rubric in Appendix E. This rubric helped assess

each of the thirty items in the pre-test and post-test.

4.2 Quantitative Results: Pre-Test and Post-Test

Comparison

4.2.1 Baseline Pre-Test Comparison:

Control Group vs Experimental Group. A comparison of the pre-test scores of the

control and experimental groups demonstrates that both groups began the study at

a comparable level of listening proficiency. As illustrated in Table 4.1, mean scores

across all connected speech features showed only minor variation, with no system-

atic advantage observed for either group. Both groups displayed similar initial

difficulties in perceiving native-like speech. Common patterns included frequent

missegmentations, semantic substitutions, and incomplete comprehension across

connected speech items. This baseline equivalence confirms that any subsequent

change in post-test performance cannot be attributed to pre-existing differences in

listening proficiency. Instead, observed differences must be interpreted in relation

to the instructional conditions experienced by each group during the interven-

tion period. Baseline Comparison of Control and Experimental Groups (Pre-Test

Scores)

The comparison of pre-test results across the experimental and control groups

revealed several common areas of difficulty, indicating that learners in both groups

faced challenges in perceiving fluent spoken English. Analysis of aspect-wise

performance showed particularly low scores in features associated with reduced
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Table 4.1: Pre-test scores of both groups to establish baseline comparability
prior to the intervention.

Feature Cntrl-Group Mean Exp-Group Mean
Contractions 3.19 2.64
Weak Forms 2.92 3.03
Elision 4.19 4.04
Assimilation 2.91 3.00
Alveolar Flapping 2.93 3.20
Overall Mean Score 3.23 3.18

and connected speech, such as weak forms, contractions, assimilation, and elision.

These findings suggest that learners struggled not due to lack of vocabulary or

grammatical knowledge, but due to difficulty processing phonological reduction

and sound modification in continuous speech.

The pre-test results further indicated that learners relied heavily on orthographic

expectations, which limited their ability to recognize familiar words when they ap-

peared in reduced or altered forms. This mismatch between written knowledge and

spoken input highlighted a gap in learners’ listening competence and underscored

the need for targeted perceptual training.

These identified problem areas directly informed the design of the instructional

intervention. The treatment was therefore structured to focus on perception-

oriented listening activities, guided noticing, and repeated exposure to connected

speech features in a spiral manner. Specific classroom activities and exercises

were selected to address the weaknesses observed in the pre-test, ensuring that the

intervention was data-driven and pedagogically justified.

4.2.2 Post-Test Comparison: Control Group vs Experimen-

tal Group

The comparison of post-test results revealed a clear variation in learning outcomes

between the experimental and control groups. While both groups demonstrated

some level of improvement, the experimental group showed substantially higher

gains across most connected speech aspects. In contrast, the control group’s
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improvement was limited and inconsistent, suggesting that exposure to regular

instruction alone was insufficient to produce meaningful perceptual gains.

There was a considerable difference when the post-test scores of the control and

experimental groups were compared. Table 4.2 reveals that the experimental group

did better than the control group in all of the main related speech categories,

namely elision, assimilation, weak forms, contractions, and alveolar flapping. The

most obvious variations were in the parts of language that spiral education focused

on, such as assimilation and elision. The control group still had some recognition

and a lot of misinterpretation, but the experimental group was better at recognizing

things, had greater phonological plausibility, and decoded things more consistently

across items. After the test, the two groups did considerably differently, which

shows that their listening outcomes were very different after the instructional

session. It also shows that the disparities we noticed are related to the unique

teaching method used.

Aspect-wise analysis of the post-test results indicated that learners in the ex-

perimental group performed notably better in features directly targeted during

the intervention, particularly those involving phonological reduction and sound

interaction.

Table 4.2: Post-test Listening Performance of Both Groups Following the
Instructional Period

Feature Cntrl-Group Mean Exp-Group Mean
Contractions 2.83 3.98
Weak Forms 3.46 4.19
Elision 3.44 4.36
Assimilation 2.94 3.76
Alveolar Flapping 2.71 4.28
Overall Mean Score 3.08 4.11

These gains suggest that focused instruction and repeated exposure played a

significant role in improving learners’ ability to process fluent spoken input. The

control group, which did not receive targeted connected speech training, continued

to show difficulty in recognizing reduced and connected forms despite completing

the same assessment. Overall, the post-test comparison reflects variation in learning
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attributable to the instructional treatment, indicating that systematic connected

speech instruction had a measurable impact on learners’ listening performance.

4.2.3 Experimental Group: Pre-Test vs Post-Test Compar-

ison

The results of the experimental group’s pre-test and post-test show that the

participants’ perception of connected speech increased much after the intervention.

The experimental group’s pre-test results show that they know a little bit about

how speech qualities are connected to each other. They did better at flapping and

elision. But the lower mean scores in contractions demonstrate that the students

weren’t particularly good at using less prevalent grammatical forms before they

obtained help with their grammar. Table 4.4 shows that students improved at

recognizing reduced speech patterns. The most significant enhancements were

noted in phonologically intricate elements such as assimilation, elision, and alveolar

flapping, which had previously posed the greatest levels of confusion.

Individual gain scores revealed that EG10 and EG12 demonstrated the greatest

improvement from pre-test to post-test, with gains of 45.01 and 32.51 points

respectively, indicating substantial enhancement in connected speech perception

following instruction as seen in Table 4.3.

Table 4.3: Gain scores of two participants with the greatest improvement

Group Pre-test Score Post-test Score Gain Score
EG10 36.59 81.60 +45.01
EG12 51.69 84.20 +32.51

The responses after the test were more consistent, had less extreme distortions,

and had a higher percentage of phonologically plausible approximations. They

also improved at identifying words. These patterns, as illustrated in table 4.4,

show that students paid more attention at one assessment point than at the other.

They also suggest that the changes are more than just improved scores; they show

that participants processed relevant speech in a more steady and structured way.
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The average score of 4.11 shows that the educational intervention improved the

students’ understanding of the connected speech.

Table 4.4: A descriptive comparison of the experiment group’s listening
performance before and after the intervention

Feature Pre-test Mean Post-test Mean
Contractions 2.64 3.98
Weak Forms 3.03 4.19
Elision 4.04 4.36
Assimilation 3.00 3.76
Alveolar Flapping 3.20 4.28
Overall Mean Score 3.18 4.11

A comparison of the pre-test and post-test results of the experimental group revealed

a marked improvement in learners’ perception of connected speech following the

instructional intervention (see Appendix C7). The post-test scores were consistently

higher than the pre-test scores across all assessed aspects, indicating that learners

benefited from the targeted instruction. This within-group comparison suggests

that the instructional design was effective in addressing the listening difficulties

identified at the pre-test stage.

Aspect-wise analysis further demonstrated that the most substantial gains occurred

in connected speech features that were explicitly and systematically taught during

the intervention. Learners showed notable improvement in recognizing weak

forms, contractions, and features involving sound interaction such as linking and

assimilation. Improvements were also observed in elision-related items, which had

previously posed considerable difficulty at the pre-test stage. These results indicate

that repeated exposure, guided noticing, and controlled practice contributed to

enhanced perceptual accuracy. By gradually increasing task complexity and

recycling previously introduced features, the intervention enabled learners to

develop more realistic listening strategies and reduce reliance on orthographic

expectations.

Secondly, the intervention was more about listening to understand than about

speaking. This allowed students to focus on decoding speech as it flows sponta-

neously, without worrying about how they sound like a native speaker. Shadowing,
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guided observation, and comparing transcripts are some of the methods that helped

students link reduced spoken forms to their underlying lexical representations.

Third, students were more likely to employ meaning reconstruction instead of

decoding words one at a time when they listened to real-life examples and conducted

task-based listening tasks. This points towards how the ESL learners listen is

especially important for Pakistani ESL students, who are often proficient in reading

and writing but have trouble with spoken information in real time. This steadily

changed their perception, and is in accordance with emerging theories about how

the brain works that claim learners need to be slowly exposed to new information

in order to keep their processing load under control.

4.2.4 Control Group: Pre-Test vs Post-Test Comparison

Comparing the control group’s pre-test and post-test scores revealed only bor-

derline improvement in overall listening performance. As shown in Table 4.5,

slight improvement was observed in certain connected speech features, particularly

contractions and weak forms; however, these improvements were inconsistent. In

contrast, features involving phonological modification, most notably assimilation,

elision, and alveolar flapping remained challenging for most of participants. High

rates of misinterpretation and low levels of phonologically sound responses were

detected, indicating minimal perceptual adjustment over the testing period.

Table 4.5: A descriptive comparison of the control group’s listening performance
before and after the instructional period

Feature Pre-test Mean Post-test Mean
Contractions 3.19 2.83
Weak Forms 2.92 3.46
Elision 4.19 3.44
Assimilation 2.91 2.94
Alveolar Flapping 2.93 2.71
Overall Mean Score 3.23 3.08

This result suggests that general exposure to English, without explicit instructional

focus on connected speech, was insufficient to bring about meaningful changes
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in learners’ processing of natural spoken input. The limited progress in the

control group indicates that connected speech features are unlikely to be learnt

through routine English instruction at tertiary-level. These findings prove Field’s

(2008) assertion that the perceptual demands of connected speech require targeted

pedagogical intervention rather than reliance on exposure alone.

4.2.5 Features Contributing to Connected Speech Percep-

tion Difficulty

A review of learners’ responses across the pre-test and post-test showed that some

connected speech features were noticeably harder to perceive than others. The

results suggest that difficulties were not evenly distributed across features, with

certain types of reduction causing more consistent problems for learners. The

greatest difficulty was observed in items involving weak forms of function words.

When words such as and, to, can, and have were reduced and unstressed within

phrases, learners often failed to notice them or treated them as part of neighboring

words. In many cases, these items were missed altogether, indicating that reduced

stress and vowel quality made them particularly difficult to perceive in continuous

speech.

Items involving reduced realizations of /t/ also posed considerable difficulty. Learn-

ers frequently struggled with cases where /t/ was realized in a weakened form in

natural speech, such as in intervocalic contexts or across word boundaries. These

reduced forms appeared to interfere with learners’ expectations of clear segmental

cues, making word recognition less straightforward.

Assimilation contributed to perception difficulty mainly when sound changes oc-

curred across word boundaries. While learners sometimes misperceived these items,

they were often still able to recover the intended meaning from the surrounding

context. As a result, assimilation-related difficulties tended to be more limited in

scope compared to those caused by more heavily reduced features.

Elision was also associated with some degree of perceptual difficulty, particularly in

consonant clusters where one or more sounds were absent. However, the impact of
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elision was generally more localized, affecting individual words rather than leading

to broader breakdowns in phrase-level understanding.

Overall, the results indicate that features involving greater reduction and loss of

prominence, especially weak forms and reduced realizations of /t/, were more likely

to interfere with learners’ perception of connected speech than features such as

assimilation and elision, which tended to preserve clearer phonetic cues.

4.2.6 Variation in Learning Attributable to Instructional

Strategies

The results show that teaching connected speech in an organized fashion can help

students move from the English they learn in class to the English they speak

in real life. The experimental group’s progress indicates how vital it is to teach

related speech in ESL listening programs for college students. It provides evidence

of the effectiveness of the instructional design in improving learners’ ability to

process fluent spoken English. While individual variation in learning was observed,

the general upward trend in scores suggests that structured connected speech

instruction can play a meaningful role in enhancing listening comprehension.

Quantitative analysis of pre-test and post-test scores revealed clear variation in

learning outcomes between the experimental and control groups, attributable

to differences in instructional strategies. The experimental group demonstrated

substantially higher mean gains across connected speech aspects, with consistently

larger pre-to-post score differences than those observed in the control group. In

contrast, the control group exhibited only modest mean score increases, reflecting

regular progress rather than targeted perceptual development.

Aspect-wise comparison further indicated that the largest gains in the experimen-

tal group occurred in features that were explicitly addressed through structured

listening, guided noticing, and repeated exposure, whereas gains in the control

group were smaller and less consistent across aspects. The magnitude and con-

sistency of score improvement in the experimental group, relative to the control

group, quantitatively reflect variation in learning associated with the instructional

strategies employed during the intervention.
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4.3 Qualitative Findings: Thematic Analysis of

Focus Group Discussions

4.3.1 Introduction to Thematic Analysis

The analysis aimed to explore learners’ perceptions of the listening module and

its impact on their listening and speaking skills. Focus group discussions were

audio-recorded with participants’ consent and transcribed verbatim in Urdu. The

transcripts were then translated into English for analysis The focus group data

were analyzed using a thematic analysis approach, following the principles outlined

by Braun and Clarke (2006) using ATLAS.ti. To retain participant anonymity, all

identifying information was removed, and participants were assigned codes (P1,

P2 and so on). Due to the transcription being lengthy, only translated excerpts

relevant to the identified themes are reported in the findings.

4.3.2 Theme 1: Perceived Listening Difficulties Prior to

Instruction

Participants consistently indicated that prior to the educational intervention, they

found it challenging to comprehend rapid, colloquial English speech, particularly

in the context of international news, films, and dialogues featuring non-native

speakers. Learners often said they felt like they couldn’t understand, especially

because of contractions and peculiar ways of saying things.

"When we used to listen to news from other countries, there were contractions we

didn’t understand." (P1)

"Before these sessions, we couldn’t understand what foreigners were saying or films

in English." (P8)

This theme shows that students didn’t hear related speech very often and relied

on meticulous, textbook-style pronunciation before the intervention.
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4.3.3 Theme 2: Increased Awareness of Connected Speech

Features

A prominent theme in most of the responses was the development of awareness

regarding connected speech features such as contractions, reduced forms, and

accent variation. Learners reported that aspects which previously caused confusion

became clearer after systematic practice.

“After this, contractions and related features became clear.” (P8)

“We learned many things that we had never been taught before.” (P3) This suggests

that absolute focus on connected speech helped learners decipher fast speech as

systematic rather than random or careless.

4.3.4 Theme 3: Improvement in Listening Comprehension

The majority of participants in the module reported enhancements in their listening

skills. Students claimed they understood spoken English better when it was in

media settings and when they were talking to someone in real time. This shows

that they went from not being sure how to decode natural speech to being more

confident of how to do so.

“Our listening improved a lot” (P1)

"We can now understand a lot more when we watch films." (P5)

This stated improvement aligns with the measurable post-test advancements

observed in the experimental group.

4.3.5 Theme 4: Transfer of Listening Gains to Speaking

Skills

Although the main focus of this study was listening comprehension rather than

speech production, the qualitative findings suggest that the intervention also

had a noticeable impact on how learners felt about their own spoken English.

Thematic analysis of classroom discussions and learner reflections showed that
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many participants believed their speech had become more fluent and natural

over time. Several learners reported greater awareness of how words connect in

natural speech. Even though explicit speaking practice was not a core part of the

instructional design, increased exposure to connected speech appeared to influence

how learners perceived and monitored their own speech. These observations point to

a possible link between improved listening perception and spoken fluency. However,

since speech production was not formally assessed in this study, these improvements

are reported as learner perceptions rather than measured outcomes.

“We can hear better and give the right answer." (P2)

"It helped me talk and listen better." (P16)

This demonstrates the connection between listening and speaking skills, particularly

during interpersonal communication.

4.3.6 Theme 5: Positive Learning Environment and Peda-

gogical Value

Students expressed that a supportive classroom was very important and that they

really liked the way the teacher taught. Participants also emphasized the need to

integrate such modules into regular English instruction, preferably from an early

educational stage.

“The class environment was friendly, which made it easy to understand.” (P7)

"This type of module should be added to regular English classes." (P14)

This subject emphasizes the perceived educational significance of connected speech

instruction.

4.3.7 Summary of Qualitative Findings

The qualitative findings substantiate the quantitative results of the study by il-

lustrating that learners not only enhanced their test performance but also had
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significant transformations in listening awareness, strategy utilization, and commu-

nication confidence. The alignment of test scores and learner views enhances the

validity of the instructional intervention.

4.4 Integrated Discussion of Findings

4.4.1 Impact of Explicit Connected Speech Instruction

Across both the control and experimental groups, the pre-test data revealed

considerable difficulty in decoding naturally occurring connected speech. Learners

in the control group frequently misinterpreted target phrases as unrelated lexical

items. This was especially clear when shortened versions were confused with

phrases that had nothing to do with them for example, "dogs biting" was thought

to mean "horse riding" or "stop fighting", which showed that bottom-up phonological

processing was not working.

The experimental group’s post-test findings, on the other hand, revealed big

improvements in how well they recognized sounds, how well they partially decoded

things, and how plausible their phonological responses were. Learners did not

always get everything right, but they did get better at making guesses that were

close to the right syllabic structure, stress patterns, or phonological aspects of

the target phrases. This indicates that the intervention promoted perceptual

reconfiguration instead of simple memorization.

This change backs up the idea that listening comprehension is not something

that happens on its own, but rather something that can be taught through rising

awareness and guided exposure. In Pakistan, it is very important for ESL learners

to learn how to understand English, hence it is proposed that ear development be

a part of the ESL curriculum.

4.4.2 Contextual Implications for Pakistani ESL Learners

The findings indicate that the spiral-based instructional approach enhanced learners’

ability to decode fluent spoken English while also creating a low-pressure learning
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environment. By reducing complexity through gradual sequencing, systematic

recycling of features, and an emphasis on noticing and practice rather than rule

memorization, the intervention minimized cognitive overload and led to measurable

improvements in listening performance. These results provide strong pedagogical

support for integrating connected speech instruction into ESL curricula, particularly

at the university level. Based on the findings, teachers are encouraged to:

• provide explicit guidance on reduced and contracted forms in spoken English;

• recycle connected speech features through spiral sequencing;

• incorporate perception-based listening activities that prioritize phonological

discrimination;

• emphasize learner noticing of patterns in continuous speech; and

• delay production-focused demands until learners demonstrate sufficient per-

ceptual control.

The effectiveness of this approach across proficiency levels suggests that spiral-based

connected speech instruction is broadly applicable. It is especially well suited to

the Pakistani ESL context, where learners often demonstrate strong reading skills

but experience persistent difficulty processing spoken English in real time.

A key implication of the study lies in clarifying a distinction that is frequently

blurred in local ESL research. Much existing work assumes that listening compe-

tence develops naturally through exposure and extensive listening practice. While

theoretically sound, this assumption presupposes sustained learner motivation and

access to input conditions that are not always realistic in formal ESL contexts.

As a result, listening is often treated as a skill that improves with increased input

rather than as one that depends on specific phonological processes involved in

real-time speech decoding.

The present study adopts a different perspective by framing listening difficulty in

terms of connected speech processing difficulty. From this viewpoint, comprehension

problems often arise not from limited vocabulary or grammar, but from difficulty

perceiving and segmenting continuous speech. Even linguistically competent
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learners may struggle when reduced or modified forms cannot be recognized in

real time. By targeting connected speech processing difficulty directly, the study

addresses an aspect of listening that has received limited attention in Pakistani

ESL research.

Importantly, embedding listening and connected speech instruction in particular

within the formal curriculum offers clear instructional benefits. When listening is

part of assessed coursework, learners receive structured guidance and sustained

practice rather than relying on informal exposure alone. Such integration promotes

equitable access to listening development and supports a more inclusive and

pedagogically grounded approach to ESL instruction.

4.4.3 Assimilation: Transitioning from Semantic Inference

to Phonological Awareness

Prior to instruction, learners frequently interpreted assimilated forms as unrelated

lexical items. Target phrases such as “dogs chase,” “this year,” and “green beans”

were often misheard as semantically distant expressions, indicating that learners

did not perceive assimilation as a systematic phonological process. Instead, reduced

forms were treated as unfamiliar lexical input.

Following instruction, a clear shift in perceptual behavior was observed. Learners

demonstrated improved segmentation by correctly identifying word boundaries,

underlying phoneme sequences, and segmental substitutions in assimilated forms.

In the post-training worksheet, most learners achieved near-perfect performance

across different types of assimilation, with remaining errors reflecting phonologically

plausible approximations rather than unrelated guesses.

This pattern reflects a transition from reliance on semantic inference toward

phonological approximation, suggesting developing sensitivity to connected speech

processes. Consistent with previous research, explicit instruction in the relation-

ship between phonological processes and surface speech forms appears to support

learners’ ability to map reduced auditory input onto stable lexical representations.

Importantly, systematic but imperfect approximations indicate perceptual develop-

ment rather than failure, as connected speech perception improves gradually.
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4.4.4 Elision: Improved Inference of Reduced or Missing

Segments

Elision posed a significant challenge in the pre-test, with learners frequently failing

to detect missing segments and instead interpreting elided forms as unrelated

lexical items. For example, hit ’em all was mostly misperceived as semantically

distant expressions, suggesting reliance on surface phonetic similarity rather than

reconstruction of underlying forms.

Post-instruction analysis revealed a shift in learners’ perceptual strategies. While

learners consistently identified stressed lexical items, variability remained in the

perception of reduced function words. Importantly, incorrect responses were

phonologically plausible rather than random, indicating increased sensitivity to

reduction, elision, and consonant cluster simplification (see Appendix H).

Errors were concentrated at points where word boundaries were obscured by con-

nected speech, suggesting active attempts to segment continuous input. Compared

with pre-training responses, post-training approximations remained closer to the

target phonological structure, reflecting a move away from semantic inference

toward bottom-up decoding. Consistent with models of L2 speech perception, such

constrained approximations signal emerging perceptual competence rather than

breakdown.

4.4.5 Alveolar Flapping: Reduction in Lexical Confusion

At the pre-test stage, alveolar flapping proved particularly challenging. Learners

often misinterpreted flapped realizations of intervocalic /t/ and /d/, leading to

substantial lexical confusion. These patterns suggest that learners initially treated

flapping as unpredictable variation rather than a rule-governed phonological process.

Following instruction, learners demonstrated increased awareness of flapping en-

vironments and greater sensitivity to phonological constraints. Although some

inaccuracies persisted, responses were more systematically constrained, and seman-

tically unrelated interpretations were markedly reduced. This indicates growing
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acceptance of phonetic variability within the sound system and recognition that a

single lexical item may surface in multiple forms.

4.4.5.1 Emergent Pedagogical Insight: L1-Based Scaffolding and Phono-

logical Overgeneralization

An important pedagogical insight emerged during instruction. The flapped real-

ization of intervocalic /t/ and /d/ closely resembles the Urdu alveolar tap ray, a

familiar sound for learners. Drawing attention to this similarity initially facilitated

perception and production by reducing cognitive and articulatory load.

However, some learners overgeneralized this correspondence, temporarily replacing

both flapped forms and the English rhotic /r/ with a single L1-based sound. This

reflects a common interlanguage strategy in which learners simplify unfamiliar

contrasts by collapsing them into familiar categories.

To address this, targeted contrastive practice was introduced, juxtaposing flapping

contexts with words containing /r/, supported by explicit explanation and guided

feedback. Over time, learners refined this distinction, reducing inappropriate

transfer. Pedagogically, this highlights the value of L1-based scaffolding when

used judiciously and paired with explicit awareness-raising to prevent phonological

overgeneralization.

4.4.6 Weak Forms: Sensitivity to Function Word Reduction

Weak forms proved to be one of the most persistent sources of difficulty for learners,

particularly when reduced grammatical items occurred in unstressed positions and

carried low lexical salience. In the pre-test, learners frequently misinterpreted

function words, often reconstructing them as semantically implausible lexical items.

For instance, reduced sequences such as I would’ve been were sometimes perceived

as unrelated strings like out of bin, suggesting that learners were attempting to

match the acoustic input to familiar words rather than recognizing weak forms

within a grammatical sequence.
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During the intervention, learners were explicitly introduced to the schwa phoneme

and its IPA representation /@/ to raise awareness of its role as the default vowel in

unstressed syllables. Instruction focused on high-frequency grammatical words such

as from, for, and to, which learners often expect to hear in their strong forms. By

repeatedly linking these items to schwa across different phonological environments,

learners were encouraged to perceive vowel reduction as a regular and systematic

feature of connected speech.

Following instruction, learners demonstrated greater sensitivity to weak forms,

particularly in recurring patterns such as a little noise, “from the start,” and

there are some apples . Post-intervention worksheets showed that learners were

increasingly able to preserve the intended syntactic structure of utterances, even

when phonetic detail was incomplete or orthographically inaccurate. Instead of

producing unrelated guesses, learners’ responses reflected growing awareness of

how reduced grammatical elements function within continuous speech.

These findings indicate that explicit instruction in weak forms, especially when

anchored in an understanding of the schwa vowel, plays a critical role in developing

ESL listening skills. Failure to perceive reduced grammatical elements can distort

sentence meaning despite accurate recognition of content words. The improvement

observed in this study suggests that raising awareness of schwa as a unifying

phonological feature enables learners to adopt more flexible and realistic listening

strategies (see Appendix H).

4.4.7 Contraction Processing: From Orthographic Depen-

dence to Perceptual Mapping

Tasks focusing on contractions revealed that learners initially relied heavily on

written-form expectations when processing spoken input. In the pre-intervention

phase, contracted sequences were often expanded into full forms or segmented

into multiple lexical items. Complex contractions such as shouldn’t’ve gone were

frequently restructured in ways that reflected spelling-based assumptions rather

than spoken patterns, indicating an orthography-driven listening approach.
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After instruction, learners showed a clear shift in how they processed contracted

forms. Post-intervention responses demonstrated greater acceptance of compressed

sequences such as it’s, I’m, you’re, and didn’t, and an improved ability to map

reduced auditory input onto complete syntactic constructions (see Appendix H).

Although spelling accuracy remained inconsistent and some learners continued to

expand contractions in writing, the reconstructed utterances were largely syntacti-

cally and semantically appropriate. This suggests progress in perceptual mapping

rather than orthographic control.

These findings reinforce the view that gains in listening comprehension should

not be equated with spelling accuracy. In this study, learners’ ability to recover

intended grammatical meaning from reduced speech proved to be a more meaningful

indicator of perceptual development. Even when written forms were imperfect,

learners demonstrated increasing sensitivity to how spoken English compresses

function words and auxiliaries, reflecting a gradual shift from text-based listening

toward speech-oriented processing.

4.4.8 Learner Engagement, Awareness, and Strategy Shift

One of the most notable outcomes of the intervention was a qualitative shift in

learners’ listening behavior. Learners became more attentive to auditory patterns,

more tolerant of ambiguity, and more willing to hypothesize meaning rather than

abandoning comprehension attempts. This was evident in their increased tendency

to produce phonologically plausible forms instead of unrelated lexical guesses.

This shift aligns with the study’s emphasis on perceptual awareness rather than

rote performance. Learners were not merely arriving at correct answers but

were developing more effective listening strategies. In this sense, the intervention

supported not only improved comprehension outcomes but also a fundamental

change in how learners approached spoken English.
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4.4.9 Educational Implications

The findings suggest that instruction in connected speech should not be treated

as an advanced or optional component of ESL curricula. Instead, it should be

integrated into listening instruction from the early stages of language learning.

In the Pakistani ESL context, classroom instruction has traditionally prioritized

grammar, vocabulary, and written accuracy, often leaving learners underprepared

for natural, fluent spoken English.

The present study demonstrates that even brief and focused instructional interven-

tions can lead to meaningful changes in learners’ perceptual strategies. On this

basis, ESL instructors are encouraged to incorporate connected speech features

explicitly and systematically into listening lessons. This includes presenting phono-

logical processes in accessible ways, using varied audio materials at manageable

speech rates, and designing tasks that require learners to reconstruct meaning from

reduced or compressed speech.

Greater emphasis should be placed on the underlying phonological logic of spoken

language rather than surface-level accuracy alone. Importantly, partial or imperfect

understanding should be recognized as a natural and productive stage in listening

development, reflecting learners’ gradual adaptation to the realities of authentic

spoken communication



Chapter 5

Discussion, Conclusion and

Implications

The main purpose of this study was to develop an integrated model of perception

of politics with its dual outcomes. In order to attain the purpose, the research

questions were articulated and tested with respective hypothesis. Generally, we

found a good support for our hypotheses, while some results were contrary to

expectation. In following chapter, the possible reasons for these results are discussed

in detail.

5.1 Introduction

This chapter interprets the findings of the present study, which examined the

impact of explicit, spiral-based instruction in connected speech on the listening

comprehension of tertiary-level ESL learners. Rather than simply reiterating

the statistical outcomes, the discussion contextualizes the findings by aligning

them with the research questions, the guiding theoretical framework, and relevant

literature in second language acquisition and applied phonology.

The primary objective of the study was to determine whether systematic instruction

in selected connected speech features could enhance learners’ ability to perceive and

decode naturally occurring spoken English, particularly as encountered through

English-language media. Because connected speech phenomena obscure word

85
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boundaries and reduce acoustic salience, they present persistent challenges for

ESL learners whose listening instruction often relies on citation-form speech. This

chapter therefore explains how and why the instructional intervention contributed

to measurable changes in listening performance.

The discussion is organized according to the research questions, with particular

attention to differences between the experimental and control groups and to

variation in learners’ performance across individual connected speech features. The

findings are interpreted through established theoretical perspectives, including

bottom-up processing theory, cognitive load theory, Krashen’s input hypothesis,

and Schmidt’s noticing hypothesis. The chapter also outlines pedagogical and

curricular implications, acknowledges limitations, and offers recommendations for

future research.

5.2 Summary of Key Findings

The findings clearly demonstrate that explicit, spiral-based instruction in connected

speech significantly enhanced ESL learners’ listening comprehension. Comparison

of pre-test and post-test results revealed substantial gains in the experimental group

across all instructional features, whereas the control group showed only marginal

improvement. This contrast suggests that perceptual development in listening does

not reliably occur through exposure alone and benefits from systematic instructional

support.

Feature-specific analysis indicated differential degrees of improvement. The greatest

gains were observed in elision and assimilation, suggesting that once learners became

aware of predictable phonological patterns, they were better able to interpret

reduced forms in fluent speech. Contractions also showed marked improvement,

likely due to learners’ prior familiarity with these forms. Weak forms improved

more gradually, indicating that perceptual mastery requires sustained exposure

and reinforcement. Alveolar flapping remained the most challenging feature,

highlighting the influence of L1 phonological systems on perceptual acquisition.
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Overall, the findings suggest that ESL listening difficulties stem less from deficiencies

in vocabulary or grammar and more from limited perceptual awareness of connected

speech phenomena. Targeted instruction and structured practice enabled learners

to process authentic spoken language more effectively, laying the foundation for

improved listening comprehension.

5.3 Discussion of Findings by Research Question

5.3.1 Effect of Instruction on Overall Listening Compre-

hension

The first research question examined whether explicit, spiral-based instruction in

connected speech influenced learners’ overall listening comprehension. The results

indicate a significant positive effect, as evidenced by substantial post-test gains in

the experimental group compared to the control group.

These improvements suggest that learners’ listening difficulties are closely linked to

challenges in identifying reduced and modified forms in fluent speech rather than to

insufficient lexical or grammatical knowledge. Prior to instruction, learners tended

to rely on citation-form expectations, which hindered effective segmentation of

continuous speech. Following instruction, learners demonstrated improved decoding

ability, allowing them to recognize words and phrases despite phonological reduction

and variation.

In contrast, the control group showed no meaningful improvement, indicating that

exposure to spoken English alone is insufficient for perceptual development when

listening instruction does not explicitly address differences between spoken and

written forms.

From a cognitive perspective, the effectiveness of the intervention can be attributed

to its spiral-based design, which introduced connected speech features incrementally

and reinforced them across instructional cycles. This sequencing reduced cognitive

load by enabling learners to focus on recurring phonological patterns, thereby

facilitating more efficient processing of spoken input.
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These findings support the view that explicit instruction in connected speech

strengthens bottom-up processing skills essential for effective listening comprehen-

sion and helps bridge the gap between classroom listening activities and authentic

spoken language.

The findings indicate that learners’ perceptual development trajectories changed

following instruction, with the experimental group showing improvement across all

targeted connected speech features. However, the extent and rate of improvement

varied, reflecting differences in inherent phonological complexity, feature salience,

and learners’ prior exposure and readiness.

i. Assimilation demonstrated moderate to substantial gains in post-test perfor-

mance. Prior to instruction, learners struggled to recognize assimilated forms

because phonological changes altered segmental realization, obscuring word

boundaries. Explicit instruction sensitized learners to predictable phonolog-

ical variation, enabling more accurate segmentation of continuous speech.

These findings suggest that assimilation becomes perceptually accessible

when learners recognize it as a systematic rather than arbitrary process.

ii. Elision produced the most pronounced improvement. Once learners un-

derstood that certain sounds are routinely omitted in fluent speech, they

were better able to reconstruct intended lexical forms. Despite appearing

structurally complex, elision proved cognitively accessible when learners were

trained to anticipate omission patterns and rely on contextual cues. This

supports the view that perceptual difficulty often arises from learners’ ex-

pectation of complete phonological forms rather than from the absence of

segments themselves.

iii. Contractions showed rapid improvement, likely due to learners’ existing

familiarity with these forms in both spoken and written English. Instruction

capitalized on this prior knowledge by aligning orthographic and phonological

representations, which facilitated quicker uptake. For this reason, contractions

were introduced early in the instructional sequence and functioned as an

accessible entry point into connected speech awareness.
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iv. Weak forms improved more gradually than other features. Although learners

became more sensitive to reduced vowels and stress patterns, fast or dense

speech continued to pose perceptual challenges. These findings indicate that

mastery of weak forms requires extended exposure and repeated reinforcement,

as their low salience makes them less perceptually robust in fluent discourse.

v. Alveolar flapping remained the most challenging feature, even after explicit

instruction. Learners frequently confused flap realizations with /r/, likely

due to L1 phonological influence and the absence of comparable sounds

in their native language. Targeted practice contrasting both sounds e.g.,

butter yielded limited improvement, underscoring the persistent effect of

first-language interference and suggesting that certain phonological features

may require prolonged and focused perceptual training.

Collectively, these findings demonstrate that listening difficulties are not uniform

across connected speech features but are shaped by phonological salience, frequency

of exposure, and cross-linguistic similarity. The results highlight the need for

differentiated instructional approaches that account for varying levels of perceptual

complexity and allocate instructional time accordingly.

5.4 Relationship of Findings to the Theoretical

Framework

The findings provide empirical support for the theoretical frameworks underpinning

the study, including bottom-up processing theory, cognitive load theory, Krashen’s

input hypothesis, and Schmidt’s noticing hypothesis. Together, these perspectives

explain the observed gains in listening comprehension following explicit connected

speech instruction.

From a bottom-up processing perspective, improved post-test performance reflects

enhanced ability to decode phonological input. Explicit instruction enabled learners

to attend to reduced and altered forms, facilitating more accurate segmentation

and integration of phonological and higher-level interpretive processes.
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Cognitive load theory helps explain the effectiveness of the spiral-based instructional

approach. By introducing one feature at a time and systematically recycling

previously taught material, the intervention minimized cognitive overload and

promoted gradual automation of perceptual skills.

The findings also align with Krashen’s input hypothesis, as instruction increased

the comprehensibility of authentic spoken input by making learners aware of phono-

logical patterns that had previously impeded understanding. Similarly, the results

support Schmidt’s noticing hypothesis, demonstrating that explicit attention to

connected speech features transformed previously unnoticed phonological phe-

nomena into meaningful perceptual cues. Collectively, these frameworks function

synergistically to explain how explicit instruction enhances listening comprehension

by improving perceptual decoding, managing cognitive demands, and directing

learner attention.

The findings of this study have important implications for ESL listening instruction,

particularly at the postsecondary level where learners are increasingly exposed to

authentic spoken English. The demonstrated effectiveness of explicit, spiral-based

instruction in connected speech suggests that traditional listening pedagogy, often

focused primarily on comprehension questions, does not sufficiently address the

perceptual demands of real-world listening.

First, ESL listening instruction should incorporate explicit training in connected

speech features rather than relying on exposure alone. The substantial gains

observed in the experimental group indicate that difficulties arising from reduced

and modified speech forms persist without systematic intervention. Instruction

should therefore foreground features such as weak forms, contractions, assimilation,

and elision instead of assuming that learners will acquire them implicitly.

Second, the success of the spiral-based instructional model highlights the ped-

agogical value of sequencing and recycling. Gradual introduction of connected

speech features, coupled with repeated reinforcement across instructional cycles,

enabled learners to consolidate perceptual awareness without cognitive overload.

This approach is particularly beneficial for learners whose prior engagement with
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English has been predominantly text-based and who require structured support in

adapting to spoken language.

Third, the findings suggest that listening pedagogy should prioritize perceptual

development alongside comprehension. Learners’ improvement was attributable

not only to task practice but also to directed attention to phonetic realization in

fluent speech. Activities such as focused listening, guided transcription, minimal-

pair discrimination, and awareness-raising tasks can help establish a perceptual

foundation that supports more effective comprehension.

The study also underscores the importance of teacher knowledge in implementing

connected speech instruction effectively. ESL teachers require a sound understand-

ing of spoken phonology and its pedagogical applications. Accordingly, professional

development initiatives should include focused training on teaching connected

speech and designing perception-oriented listening activities. These implications

are particularly relevant in the Pakistani tertiary context, where listening instruc-

tion is often assessment-driven and text-oriented. Integrating explicit connected

speech instruction can help narrow the gap between classroom listening practices

and the communicative demands of academic and real-life contexts.

5.5 Implications for English as a Second Lan-

guage Curriculum and Assessment

Beyond classroom pedagogy, the findings have broader implications for ESL cur-

riculum design and listening assessment. The positive impact of explicit connected

speech instruction suggests that curricula emphasizing grammatical accuracy and

lexical knowledge alone may inadequately prepare learners for authentic spoken

communication. At the curricular level, listening syllabi should move beyond

exposure-based models and explicitly incorporate connected speech features as

learning objectives. Listening should be treated as an active perceptual skill that

requires systematic training in decoding fluent speech. A spiral curriculum that

introduces connected speech features at progressively higher levels of complexity

can support sustained development and reduce long-term perceptual difficulties.
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In terms of materials development, ESL textbooks and audio resources should

reflect the characteristics of natural spoken English, including reduced forms,

variable stress patterns, and phonological linking. Overreliance on carefully artic-

ulated speech may inadvertently raise listening expectations and limit learners’

preparedness for authentic input. The findings support the inclusion of graded

authentic audio materials that increase in phonological complexity while remaining

pedagogically accessible.

Listening assessment practices also warrant reconsideration. Conventional assess-

ments tend to emphasize comprehension outcomes while overlooking the perceptual

processes underlying successful listening. Incorporating tasks that require recog-

nition of reduced forms, identification of connected speech features, or focused

decoding can yield a more accurate representation of learners’ listening ability and

enhance alignment between instructional objectives and assessment practices.

The study further suggests that connected speech instruction can be integrated

progressively across educational levels. At the primary level, instruction may

focus on high-frequency and perceptually salient features such as weak forms,

basic contractions, and simple linking. At the secondary level, learners may be

introduced to more complex patterns such as assimilation and common elision. At

the tertiary level, explicit awareness-raising, transcription tasks, and perception-

focused activities can refine learners’ processing of fluent speech. This progression

is intended as an illustrative framework rather than a prescriptive curriculum, with

implementation decisions remaining the responsibility of curriculum designers and

policymakers.

Effective curricular integration, however, depends on teacher preparation and

institutional support. In Pakistan, English teachers are not uniformly trained

in phonology or listening pedagogy, and specialized TEFL or TESOL related

qualifications are not mandatory. Consequently, large-scale curricular adoption of

connected speech instruction would require parallel investment in teacher training

and pedagogical guidance.

At the same time, connected speech instruction need not rely exclusively on

teacher expertise. Self-access components can supplement classroom instruction by
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embedding connected speech activities within textbooks or digital materials. For

example, QR codes linking to curated audio resources and guided listening tasks

could provide learners with independent exposure to authentic spoken input. Given

the widespread availability of mobile devices in Pakistan, mobile-assisted learning

offers a practical means of extending perceptual training beyond the classroom.

Overall, embedding connected speech awareness into curricular and assessment

frameworks can better support learners’ transition from classroom-based listening

to real-world communicative contexts and promote more realistic, sustainable

listening proficiency.

To operationalize these curricular recommendations, a short, structured micro-

level instructional sequence can be embedded within regular ESL classes without

disrupting existing syllabi. For instance, a fifteen-minute listening segment may

begin with a brief awareness-raising phase (three to four minutes), in which learners

are introduced to a specific connected speech feature (e.g., weak forms or linking)

through isolated examples. This can be followed by a guided perception task

(five to six minutes), where students listen to short, authentic or semi-authentic

audio clips and identify or discriminate the target feature, thereby strengthening

bottom-up processing. Subsequently, a focused decoding activity (three to four

minutes), such as partial dictation or micro-transcription, can encourage learners

to map acoustic input onto linguistic forms. The segment may conclude with

a brief reflective or feedback stage (two to three minutes), allowing learners to

verify responses and consolidate noticing. Such a sequence aligns with principles of

scaffolded instruction and cognitive load management, as it limits task complexity

while systematically building perceptual accuracy. Importantly, its brevity and

modularity make it feasible for integration into tertiary-level ESL classrooms as a

recurring instructional routine rather than an additional curricular burden.

5.6 Limitations of the Study

Despite the proven efficacy of explicit connected speech instruction, several lim-

itations must be recognized in the interpretation of the results. Acknowledging
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these limitations aids in contextualizing the findings and pinpointing areas for

enhancement in subsequent research.

First, the study had a small sample size that came from only one tertiary-level

institution. The quasi-experimental design facilitated a significant comparison

between the control and experimental groups; however, the limited sample con-

strains the generalizability of the results to larger ESL populations. Conducting

the study again with larger and more varied samples would make the results more

valid outside of the study.

Second, the length of the teaching intervention was short. While substantial

improvements were noted during the intervention period, prolonged instructional

exposure is required to attain comprehensive mastery of specific connected speech

characteristics, especially those that consistently posed challenges, such as weak

forms and alveolar flapping. A prolonged treatment duration may elucidate the

sustainability and enduring retention of perceptual improvements.

Third, the study concentrated on a specific subset of connected speech features,

including weak forms, contractions, assimilation, elision, and alveolar flapping.

Other features of connected speech, like linking, intonation, and rhythm, were not

looked at. Consequently, the results provide merely a partial representation of

learners’ engagement with connected speech phenomena. Even with these problems,

the study gives a systematic and theoretically sound look at teaching connected

speech and sets the stage for more research into ESL listening pedagogy.

5.7 Recommendations for Future Research

While the present study provides evidence for the effectiveness of explicit connected

speech instruction, it also opens several avenues for further investigation. Future

research would benefit from involving larger and more diverse samples drawn

from multiple institutions and proficiency levels. Such studies would strengthen

the generalizability of the findings and allow for meaningful comparisons across

different learning contexts. Including learners from a wider range of linguistic
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backgrounds may also help clarify how first-language phonological systems shape

the perception of connected speech features.

Longitudinal research is particularly needed to examine the long-term impact of

explicit connected speech instruction. Extending the duration of instructional

interventions and incorporating delayed post-tests could offer insight into whether

perceptual gains are maintained over time and how effectively they transfer to

spontaneous listening in real-world communicative situations.

Further studies could also broaden the scope of investigation by examining addi-

tional aspects of connected speech, such as linking, stress timing, rhythm, and

intonation. Exploring these features would contribute to a more comprehensive

understanding of spoken language perception. In addition, comparative research

contrasting explicit perceptual instruction with implicit exposure-based approaches

could help identify the most effective instructional practices for developing listening

skills.

Finally, future research may explore the relationship between listening perception

and spoken production, particularly how increased perceptual awareness of con-

nected speech influences learners’ pronunciation and fluency. Investigating this

perception–production relationship could offer valuable insights for designing more

integrated and holistic ESL instruction.

To facilitate replication, future studies should adopt a clearly structured implemen-

tation of the instructional model by maintaining consistency in key design elements,

including participant proficiency level, instructional duration, and task sequencing.

The present study can be replicated by employing a controlled pre-test/post-test de-

sign with comparable ESL learners, using parallel listening assessment instruments

that measure both perceptual discrimination and comprehension. Researchers are

encouraged to retain the core instructional sequence comprising awareness-raising,

guided perception, and focused decoding tasks while adapting content to their spe-

cific linguistic contexts. Instructional materials, including audio samples and task

formats, should reflect authentic or semi-authentic connected speech to preserve

ecological validity. Additionally, maintaining similar intervention intensity (e.g.,

short, regular sessions distributed over several weeks) would allow for meaningful
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comparison of results. While contextual adaptations are expected, preserving these

core methodological features will enable researchers to evaluate the effectiveness

of the model across diverse settings and contribute to a more cumulative and

comparable body of research.
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Appendix A

Sample Lesson Plan

A.1 TP1: Lesson Plan of Contractions

Course: ESL Listening and Pronunciation Level: Intermediate (B1–B2) Age

Group: Adult learners

Lesson Length: 60 minutes Teaching Context: Tertiary-level ESL classroom

Lesson Aim To raise learners’ awareness of connected speech and its impact on

listening comprehension in natural spoken English.

Subsidiary Aims

• To help learners identify reduced forms in continuous speech

• To improve learners’ ability to recognize word boundaries during listening

Assumptions Learners are familiar with individual word pronunciation but strug-

gle to recognize words in natural, fast speech. Anticipated Problems and Solutions

Problem Solution Learners may not notice reductions Replay audio with guided

focus questions Learners may feel discouraged Use short, manageable listening

segments

Materials Audio recording of a short dialogue, Transcript with marked reductions,

Whiteboard
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Figure A.1: Instructional Procedure for Teaching Contractions Stage 1
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Figure A.2: Stage 2: This stage includes contractions that are easy to miss in
connected speech.
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Figure A.3: Stage 3: In this session more advanced contractions are introduced
along with their full forms.



Appendix B

Miscellaneous Listening Activities

and Drills

Listening Exercise 1 Topic: Contractions

Instruction: Listen to the audio and fill in the blanks.

1. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . going to visit my friend today.

2. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . it crazy how this works?

3. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .be here in five minutes.

4. Pardon me. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . sit elsewhere.

5. . . . . . . . . . . . . . . . . . . . . . . . . . .not sure if . . . . . . . . . . . . . . . . . . . . . . . . . . a good idea.

6. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .been waiting for an hour.

7. They . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . told us about the gifts.

8. . . . . . . . . . . . . . . . . . . . . . . . .been curious if you . . . . . . . . . . . . . . . . . . . . . . . . tell me.

9. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . getting a little cold.

10. He said . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . be right back.

11. You . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . told me.
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12. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . better finish your work.

13. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . in pain.

Listening Exercise 2 Topic: Contractions

Instruction: Listen to the audio and fill in the gaps.

Interviewer 1: But seriously, just talking about the season, it is interesting,

because I know all of you thought about what do you do when you do have to give

someone bad news. I know some of you are less hesitant than others, but is it hard

to give someone bad news early on?

Judge 1: Well, not hard, hard in the fact that yes, going to be the truth. Now,

on live television, and now we have to tell you and critique your entire future.

I think of it as my kids. going to be as dignified as I possibly be, but at the same

time, . . . . . . . . . . . going to tell you if . . . . . . . . . . . not ready, . . . . . . . . . . . not ready.

Interviewer 1: Yeah.

Judge 1: Because, remember now, . . . . . . . . . . . . . our reputation and their future.

Interviewer 1: When you look at what chosen to bring back to Hollywood, are

you happy with it?

Judge 2: Oh my gosh. Oh yeah.

Interviewer 1: I saw what happened yesterday. You must be psyched.

Judge 2: I think . . . . . . . so thrilled. . . . . . . . put ourselves into a pickle, honestly.

Interviewer 2: Is it because . all been there? I mean, in seriousness, . all had a

moment where maybe it . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . go your way.

Listening Exercise 3

Instruction: Identify the use of contractions in the dialogue.
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Rosalie: I . . . . . . . . . . . . . . . . . . . . . . . particularly like you, but. . . Well, I envy you.

Bella: What? . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ridiculous.

Rosalie: No, not. You have a choice. I . None of us did, but you do, and choosing

wrong. I . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . care how miserable your human life is.

Bella: My life is not miserable. And not perfect. I mean, nobody’s life is perfect.

Rosalie: Mine was. Absolutely perfect. There were things I still wanted. A family

of my own.

Bella: . . . . . . . . . . . . . . . . . . . nothing . . . . . . . . . . . . . . . . . . . ever going to want. More.

Rosalie: wrong again. After been changed, one thing want more. One thing kill

for. Blood.



Appendix C

Research Instruments

C.1 Audio Source

The audio materials for both the pre-test and post-test were scripted in advance

and recorded by a native speaker of American English to ensure consistency, clarity,

and reliability across test administrations. The speaker provided informed consent

for the use of the recordings for research purpose.
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Figure C.1: Pre-Test Script
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Figure C.2: Post-Test Script
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Figure C.3: Control Group’s Pre-Test Averaged and Weighted

Figure C.4: Control Group’s Post-Test Averaged and Weighted

Figure C.5: Experiment Group’s Pre-Test Averaged and Weighted

Figure C.6: Experiment Group’s Post-Test Averaged and Weighted
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Figure C.7: Pre-Test and Post-Test Gain Score of Experimental Group
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Audio Scripts and Transcripts

D.1 Song Transcription: “Fix you” by Cold Play

When you try your best, but you don’t succeed

When you get what you want, but not what you need

When you feel so tired, but you can’t sleep

Stuck in reverse

When the tears come streaming down your face

’Cause you lose something, you can’t replace

When you love someone, but it goes to waste

What could it be worse?

Well, high up above, or down below

When you’re too in love to let it go

But if you never try, you’ll never know

Just what you’re worth
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D.2 Transcripts of the audios taken from the

videos of YouTube that were used in the

intervention for listening purpose

Figure D.1: Dialogues at slow pace (Movie: The Sixth Sense)
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Figure D.2: Dialogues at Normal Pace (Movie: The Twilight

Figure D.3: Dialogues at Fast Pace (Program: American Idol
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Scoring Rubric

Table E.1: Scoring Rubric for Recognition Task
Score Descriptor Criteria (Recognition Task)
5 (Excellent) Fully correct recogni-

tion
The phrase was transcribed exactly as
heard, with no errors or omissions. Mi-
nor acceptable spelling differences that
do not alter meaning were disregarded.

4 (Good) Minor, non-
meaningful error

The response showed clear understand-
ing with one small phonetic or ortho-
graphic deviation that did not change
the intended words.

3 (Fair) Partial recognition Only one word was accurately recog-
nized or the overall phrase was partially
correct, indicating developing auditory
perception.

2 (Poor) Related but incorrect The response bore phonological resem-
blance to the target phrase but reflected
misunderstanding of sound blending or
reduction.

1 (Very Poor) No recognition The response was blank, irrelevant, or
completely incorrect, showing no evi-
dence of connected speech recognition.
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Translated Focus Group

Discussion

Table F.1: Translated Participant Responses from Post-Module Interviews

Speaker Excerpt

Researcher The original discussion was in Urdu, so it was translated

in English and participants were given codes such as P1,

P2 and so on.

Researcher How was your experience with the listening module?

P1 It was very good. We learned new things, it helped

us with pronunciation, and our knowledge of accents

improved. This will help us in the future.

Researcher Do you think your listening skills improved or not?

P1 Yes, our listening improved a lot. When we used to listen

to international news, there were contractions and similar

features that we couldn’t understand. With the help of

these lessons, we can now understand those things.

Researcher How was your experience?
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Speaker Excerpt

P2 The experience was very good and enjoyable. The best

thing is that our English has improved a lot compared to

before. We can speak better, we can listen better, and

when someone speaks English, we can understand and

respond properly.

Researcher Please share your experience.

P3 The experience was quite good. We learned many things

that we had never been taught before. What we learned

here will help us a lot in the future. We used to hear

different accents but couldn’t understand them clearly;

because of this practice, things that were difficult or

unfamiliar have now become clear.

Researcher How was your experience?

P4 It was a very good experience. Our listening improved,

and our speaking skills also improved.

P5 The experience was very good. Earlier, when we watched

movies, we couldn’t understand many words. Now we

can understand much more. Our listening has improved

a lot, and overall, it was a good experience.

P6 It was a very good experience. Earlier we didn’t have

confidence or ability to speak, but now we do, and we

can speak correctly.

P7 We enjoyed learning with you. The class environment

was friendly, which made it easy to understand what you

taught. Our knowledge increased, and our listening and

speaking improved further.
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Speaker Excerpt

P8 Alhamdulillah, our experience was very good. Before

these sessions, we couldn’t understand foreigners’ dis-

cussions or English movies. After this, contractions and

related features became clear, and now understanding

has become easier.

P9 The experience was very good. We learned a lot about

communication how to listen, understand others, and

respond appropriately.

Researcher Please share your experience.

P10 Our experience was very good, especially our listening

skills improved. Earlier we faced difficulty with pronun-

ciation of words, but with practice, that also improved.

P11 Our experience was quite good. Our understanding

developed, and we learned many new things.

P12 It was a very good experience. Our listening skills im-

proved.

P13 I would say that we learned a lot.

Researcher Do you think this kind of module should be added to

regular English classes?

P14 Yes, it should be added. Things that we couldn’t under-

stand before start to become clear.

P15 Yes, it is very important, because if we don’t understand

English properly, we cannot respond correctly.

Researcher Should this practice be introduced at school level, or is

it suitable only for university level?

P16 It should start from the beginning. If we had learned

this earlier, our English would be much better by now.

It can still improve if we try.

Researcher Do you think this module helped only listening, or speak-

ing as well?
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Speaker Excerpt

P16 It helped both listening and speaking, because when you

gain knowledge, you can apply it anywhere.
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Data Collection Sample

Figure G.1: Participant EG10 Pre-Test
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Figure G.2: Participant EG10 Post-Test



Appendix-G 122

Figure G.3: Participant EG12 Pre-Test
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Figure G.4: Participant EG12 Post-Test
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Sample Filled Learner Worksheets

Figure H.1: This demonstrates the student’s understanding of the alveolar
Flapping
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Figure H.2: Student identifying the correct form after listening to the audio
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Figure H.3: Student listens to the audio and writes down the contractions
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Figure H.4: Student’s responses shows how they perceive the elided forms
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Figure H.5: This shows their grasp on the concept of weak forms and the use
of schwa



Appendix I

Ethical Approval

Figure I.1: Consent Form Signed by HOD, English Department, Abasyn
University
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Student Consent Forms

Figure J.1: Conrol-Group Participants’ Consent Terms and Form
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Figure J.2: Conrol-Group Participants’ Consent Form
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Figure J.3: Experiment-Group participants’ Consent Terms
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Figure J.4: Experiment-Group participants’ Consent Form



Appendix K

Certificate of Review

Figure K.1: Research Ethics Committee Certificate of Review
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