
Nepal English Language Teachers' Association (NELTA)
GPO Box No. 11110, Kathmandu, Nepal
Phone 977-1-4229299 Email: ccnelta@wlink.com.np
Website: www.nelta.org.np

Volume 12,  Number 1 & 2  December 2007

Journal of

NELTA

Editor-in-Chief 

Prof. Jai Raj Awasthi, PhD
 

Editors

Anjana Bhattarai, PhD 

Prem Bahadur Phyak

Founded in 1992, NELTA is rigorously working 

to give a forum to the English language teachers 

of Nepal.  The vision of NELTA is to enhance 

quality of English language teaching and 

learning in Nepal and promote professionalism 

among the ELT professionals. To translate this 

vision into practice, we have mission to establish 

NELTA as a forum for enhancing the quality 

of English language teaching and learning 

through professional networking, supporting and 

collaboration. NELTA publishes the Journal of 

NELTA every year which incorporates articles 

from various issues of ELT. We welcome your 

research, experience and thought based articles 

for the Journal.



NELTA Executive Members (2007-2009)

Advisors
Prof. Dr. Jai Raj Awasthi
jrawasthi@hotmail.com

Prof. Dr. Tirth Raj Khaniya
khaniyatirth@hotmail.com

President

Prof. Dr. Govinda Raj Bhattarai
arisgod@enet.com.np
Senior Vice President
Mr. Ganga Ram Gautam

gangagautam@mos.com.np
Vice President

Mr. Laxman Gnawali
gnawali@wlink.com.np

General Secretary
Mr. Hemanta Raj Dahal

hemanta_dahal@hotmail.com
Secretary

Mr. Kamal Poudel
kpoudelnp@yahoo.com
Membership Secretary

Mr. Lekhnath Sharma Pathak
lekhnathspathak@yahoo.com

Treasurer
Dr. Bal Mukunda Bhandari
bhandaribm@yahoo.com

Dr. Krishna Chandra Sharma
bhkrishna@wlink.com.np

Ms. Sarita Dewan
saritadewan@yahoo.com

Mr. Prem Bahadur Phyak
pphyak@gmail.com

Mr. Raju Dev Acharya
rmen@wlink.com.np

Mr. Ramji Hamal
ramji_hamal@yahoo.com

Members 

Dr. Lava Deo Awasthi
aagat@mail.com.np

Mr. Arjun Neupane
agajin@wlink.com.np

Ms. Saraswati Dawadi
saraswati_dawadi@yahoo.com

Mr. Gopal Prasad Bashyal
cellspalpa@yahoo.com

Mr. Jay Prakash Singh
nelta_brj@yahoo.com



Special Thanks to
Oxford University Press

NELTA expresses its sincere appreciation and gratitude to Oxford 
University Press for their continuous support since NELTA was incepted. 
NELTA is particularly grateful to Oxford University Press for sponsoring 
the complete printing and publication of this issue of the Journal of 
NELTA. Oxford's contribution to the English Language Teaching in Nepal 
is incredible and praiseworthy. It has gone ahead in developing quality 
English language materials in partnership with the associates based in the 
country.

Oxford University Press is a department of the University of Oxford. It 
furthers the University's objectives of excellence in research, scholarship 
and education by publishing academic materials worldwide. It had its 
origins in the late fifteenth century with the first book printed in 1478, only 
two years after Caxton set up the first printing press in England.

Today,  Oxford University Press is the largest University Press in the 
world. The Press continues to provide intellectual richness through their 
scholarly works in all academic disciplines, school's and higher education 
textbooks, children's books, materials for teaching English as a foreign 
language, dictionaries, reference books and journals.

Oxford University Press in India is a microcosm of the press's worldwide 
organization, serving the educational needs in the Indian subcontinent. 
It propagates the liberal objectives of the University to further education 
and learning through publication; doing so in a fashion that reflects the 
specific needs of the country that it serves. We wish the Press all the best 
in its future endeavours and sincerely hope that it continues to bring out 
quality materials reflecting its "tradition of excellence" that is synonymous 
with its name.

NELTA thanks Oxford University Press once again and looks forward to 
many more years of lasting association with them.



Editorial 

Across the globe, English Language Teaching (ELT) has grown as one of the 
valued professions. As English is one of the most widely used languages in 
the field of science and technology, information and entertainment, business, 
media and education, we are using it directly or indirectly. In addition, the 
English language has played an important role to enhance democracy and right 
to information since most of the world’s current events first release in English. 
Thus, teaching and learning of English has become mandatory for all. To make 
ELT profession more effective, technical, timely and dignified, the experts 
and practitioners in every country are striving hard. There is a growing trend 
of organizing seminars, workshops, conferences and publishing journals and 
newsletters at local, national and international levels for sharing issues emerging 
in this profession. These activities help to solve some of the issues but new ones 
crop up with the change in other spheres of life.

Nepal English Language Teachers’ Association (NELTA), with the noble vision 
of enhancing professionalism of English teachers in Nepal, is managing these 
activities for the last thirteen years. The publication of the Journal of NELTA is 
its regular feature. Its publication is quite exciting now compared to its initial 
phase when the number of contributors from home and abroad was limited. 
With change in time, the quantity and quality of the contributors have been 
encouraging. In addition, there has also been an increment in the readership. The 
journal has been a popular reference material for the young as well professional 
ELT researchers.

The contributors’ of this volume have dealt with the ELT issues from different 
perspectives. They not only address the issues theoretically but also explore 
the existing ELT situation in practice. Whether it is an Indian underprivileged 
child’s difficulty in having education in English or the problem of having an 
appropriate and effective language policy in Africa, the issues are similar to 
ours. 

We hope that the present volume will equally be supportive to ELT researchers 
and practitioners as were the past volumes. Please, help us and yourselves by 
contributing, reading the journal and implementing the ideas incorporated in 
it. The innovative practitioners can be equally significant contributors. Let's 
try our hand not only in the classroom but also in strengthening our academic 
development through this esteemed publication, the only of its kind in the 
country. 

Finally, we express our thankfulness to the valued contributors and especially 
to Oxford University Press for sponsoring the publication of this issue of the 
journal.
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An Investigation of Nepalese English Teachers’  
Perception of CLT and its Implementation  

in Nepalese Secondary Schools

Abstract

The aim of this paper is to 
demonstrate what Nepalese 

secondary school English 
teachers understand by 

CLT and what they think 
they are doing in order to 
teach the target language 

effective employing the CLT 
methodology. The study 

addresses only the Nepalese 
teachers’ perceptions about 
CLT. Conventional methods 
such as questionnaires and 
semi-structured interviews 

and the inclusion of myself as 
research participant observer, 

were employed to collect the 
accessible data. The study 

identified what teachers think 
to do to practise CLT effectively 

and what aspects hinder 
them from implementing CLT 
effectively. The present study 

found that Nepalese secondary 
school English teachers do 

have a basic understanding 
of CLT and are potentially 

able and willing to carry 
out communicative classes. 

However, my findings suggest 
that teachers are restricted 

by a number of factors such 
as very limited in-service 

training, large classroom size, 
restricted teaching materials 
and excessive teaching hours.

Kalpana Adhikari* 

Introduction

In the Western countries, the CLT approach has been in use for last 

three decades and has developed in a number of ways. However, in many 

Asian countries such as China, South Korea, Taiwan, Japan and Nepal, 

it is still seen as a relatively new EFL teaching approach, with a limited 

impact on teaching practices in certain educational sectors (Li, 1998; 

Michell & Lee, 2003; Sata & Kleinsasser, 1999). It is not surprising to 

learn that, in Nepal, CLT was only introduced into the secondary school 

EFL context in 2000 (Rai, 2003; Sharma, 2003).

What is new as a CLT concept in these countries is a pedagogic 

approach that focuses on language as communication, rather than as an 

academic subject. The main goal of CLT is not to help the learner to pass 

examinations but to develop the learners’ communicative competence 

(CC). The main focuses of CLT could be defined as i) language teaching 

through developing learners’ communicative competence and ii) 

‘developing procedures for the teaching of four language skills that 

acknowledge an interdependence of language and communication’ 

(Richards & Rodgers, 1986: 66).

In the modern CLT teaching approach, the roles of the teacher have 

expanded from being a provider of information and rules, to being a 

facilitator of the communication process, classroom participant and 

observer, researcher, needs analyst, a student counsellor, and a group 

organiser (Richards & Rodgers, 1986; Knight, 2001). The changing 

duties of the teacher reflect the changing outcomes of the learners. 

Mitchell (1994) suggested that in a modern language teaching approach, 

priorities are given to the needs and the interest of the individual learner 

and the aim of teaching is to facilitate learning, but not to control the 

learning process.

* Ms Adhikari is a PhD Fellow in ELT at University of Leeds 
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In theory, when using CLT, it is assumed that 

teachers will utilise certain roles that complement 

the approach. However, it may not always be true 

that teachers fully understand the potential of these 

roles and practices: it is very important to understand 

what teachers actually believe and practice in their 

classroom (professional life), since these beliefs will 

influence their teaching (Raths & McAnich, 2003). 

Furthermore, research on language teacher’s 

thinking suggests that teachers tend to develop their 

knowledge and understanding in the course of their 

reflective practice (Borg, 2003). A number of areas 

have been identified as those through which teachers 

develop their language teaching principles e.g. 

through their ‘underlying beliefs or personal theories 

the teacher held regarding the nature of the broader 

educational process, the nature of language, how it 

is learned and how it may be best taught’ (Breen et 

al., 2001: 472). The educational process here can be 

understood as the teacher or professional education 

which shapes trainee (inexperienced) teachers’ 

beliefs, and programmes which ignore the teachers’ 

earlier beliefs may be less effective at forming the 

later beliefs.  Similarly, ‘how it is learned’ refers 

to a language learning experience where language 

teachers form and develop their language learning 

beliefs by reflecting on their own language learning 

experiences. Finally, ‘how it may be best taught’ 

relates to the extended language teaching experience 

where language teachers constantly reflect on their 

own practices (Borg, 2003; Breen et al., 2001; Milton 

et al., 2000).

Bailey et al. (1996) also investigated the factors 

relating to positive language learning experiences. 

They identified the language teacher’s attitude to 

teaching plays a more significant role than simply 

language teaching methodology. Teachers who are 

caring and committed, have clearer expectations of 

their learners, thus helping them to discover their 

learners’ interests and motivations for learning 

language; teachers need to show their respect 

towards the learners as much as the learners show 

respect to the language teachers; learner’s motivation 

to learn language is more influential than teaching 

technique; and finally the positive classroom 

environment facilitates language learning.

Borg (2003) reviewed a wide range of research 

articles on teachers’ attitudes to beliefs on language 

teaching and has used the term ‘teacher’s beliefs’ 

to mean the language teacher’s cognition and has 

characterised language teachers’ cognition as prior to 

the language learning experience, teacher education, 

and classroom practices. According to Borg, language 

teacher’s cognition is an unobservable cognition 

component of teaching such as what teachers know, 

believe and think. 

Teacher development programmes looking at 

reflective practice or teachers’ beliefs or the 

research on teaching, for example, help to shape 

teachers’ professional practice. According to Borg 

(1998), teacher development programmes such as 

reflective practice, encourage teachers to become 

aware of and analyse their own performance; in so 

doing they broaden their practice. Furthermore, the 

programme which incorporates teachers’ classroom 

behaviours and the rationale behind them are 

particularly influential. Furthermore, teachers’ 

practice is shaped by their beliefs about ELT and the 

role beliefs play in teaching. In addition, teachers 

develop their practice more effectively when they 

are given opportunities to analyse lesson transcripts 

(reflecting on their own practice) and by examining 

other teachers’ reflective discourse (ibid).

The correlation between theory and practice is an 
important area of research. Nunan (1989) concluded 
that even among teachers who were highly qualified 
and trained and had clear goals for communicative 
classes, only few opportunities were created for 
genuine communication in the target language. This 
suggests that discrepancies exist between teachers’ 
beliefs and their actual classroom performances. 
Li, for example, (1998) identified a number of 
constraints teachers came across regularly while 
implementing CLT in the EFL Chinese context. Sato 
and Kleinsasser (1999) suggested that even when 
teachers had participated in pre-service or in-service 
CLT programmes, there were a discrepancy between 
teachers’ understanding of CLT and the researchers. 
In this present proposed study, it is essential to find 
out the teacher’s knowledge of CLT, their beliefs 
about CLT and their practices and beliefs in applying 

CLT.  

Kalpana Adhikari
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However, it is uncertain whether non-native 

English language teachers in Nepal have a similar 

understanding of CLT and their practices in their 

daily professional life. Firstly, EFL teaching and 

learning traditions have been restricted in Nepal 

for almost three centuries in the upper primary to 

secondary school level as one of the core modules 

(subjects). Secondly, as English is taught as a foreign 

language, learners get very little or no opportunities 

to practice in real life situations. Furthermore, 

teaching materials are semi-authentic and they are 

specially written for Nepalese school level learners. 

Finally, English language teachers in Nepal are  

non-native. 

Research context

The CLT approach to English language teaching 

in Nepalese secondary schools is relatively new, 

implemented in 1990s along with new textbooks 

which were supplemented by teachers’ guide books 

and audio cassettes. A new English language testing 

system was designed to ascertain students in the 

four language skills of speaking, listening, reading 

and writing for the School Leaving Certificate (SLC) 

level exam. 

Only a few evaluative studies are available. These 

studies claim that CLT has not been practiced 

effectively. For example, Rai (2003) has claimed 

that reasons for the lack of effective CLT practice are 

due to Nepalese teachers’ inadequate competence 

in English and the lack of sufficient supplementary 

teaching materials. Similarly, Sharma (2003) has 

produced a comparative study between Australian 

adult English second language learning classes and 

Nepalese primary schools. Her study reported that 

secondary school English teachers in Nepal have 

a greater reluctance in designing supplementary 

teaching materials and English teachers’ willingness 

to design and adopt supplementary materials which 

foster CLT. However, her study did not recognise 

fundamental distinction between Australian native 

English teachers and Nepalese non-native English 

teachers.  The above studies do not provide enough 

supported data to sustain these claims as true in 

all instances and they do not incorporate teachers’ 

beliefs and their classroom practices.  

Of the few studies on the development of CLT in 

Nepal, none has integrated or focused on teachers’ 

perspectives, understanding, or classroom practice 

of CLT. It is very important to recognise teachers’ 

belief, understanding and their classroom practices 

as they are the one who deliver everyday lessons. 

Through in-service training, peer observation, 

seminar and action research, teachers develop their 

beliefs and effective and comprehensive practices. 

The study

In order to understand teachers’ perception, 

knowledge, and practices about CLT, I employed 

triangulation that included qualitative and 

quantitative data sources of secondary school 

English teachers’ perspective. The research tools 

used in this study were a) a questionnaire survey; 

b) semi-structure follow up interviews; and c) the 

researcher as a participant observer. 44 teachers 

from 25 different schools in Kathmandu and 38 

teachers from private schools and 6 teachers from 

government-aided schools were included in this 

study. Their teaching experience varied from 2 to 22 

years and the majority were teaching at secondary 

level. 

Thirty-five out of the 44 survey participants 

volunteered for semi-structure internet (MSN) 

interviews. Four were chosen according to their 

interest and willingness in taking part in the study, 

which reflected both sexes, variety of teaching 

experiences, teaching settings (government-aided 

and private) and CLT or language teaching training. 

This information was based on the completed 

questionnaire. 

In this study, the content analysis method was used to 

examine data, as the survey and the semi-structured 

interviews were designed to elicit teachers’ views, 

understanding, beliefs, and classroom practice in 

CLT classes. As a result, the analysis had focused on 

the content of participant’s responses and ignored 

any language accuracy issues.  

An Investigation of Nepalese English ...
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Findings

The findings of this study were guided by the 

original questionnaire survey and semi-structured 

interviews as they were designed considering 

the CLT theories. As a result, the findings were 

categorised into five broader areas of participants’ 

academic qualifications and language teacher 

training; classroom size; teaching materials; actual 

classroom practices; and teachers’ views of CLT. 

Participants’ academic qualifications and 
language teacher training

The findings showed that there were considerable 

differences in the profiles of teachers regarding their 

qualification, and training in the government-aided 

and the private sectors. All the government-aided 

school teachers in this study had some training 

either short or long-term training or professional 

qualification in ELT or they simply had a teacher 

training degree or a Master Degree in English 

Literature. These teachers also completed short-term 

training in ELT from NELTA. This suggests that all 

the government-aided school teachers in the capital 

city are well qualified in teaching EFL, however 

things are very different outside Kathmandu. 

Moreover, those who took part in this study were 

likely to be more motivated, and so this result may 

not be representative across all the schools, or all 

teachers in the capital.  

Surprisingly, the research data revealed that some of 

the private sector teachers neither had short nor long-

term training in ELT. The majority of the teachers 

held a wide range of qualifications and professional 

training which varied in the length from two days 

workshops and conferences to up to three years 

degree in education and some of them held a degree 

in English literature. However, five out of 38 had not 

attended any ELT training. Furthermore, there was 

one participant who had not had any specific English 

language or teaching qualifications. He only held an 

intermediate graduation in Commerce (equivalent to 

‘A’ Level) and he had been teaching at grade 8 (year 

8) for 18 years. It is therefore common to encounter 

untrained and unqualified teachers teaching English 

in some of the secondary schools in Nepal.  

To sum up, the findings showed that in regard to 

academic qualification and training, the state school 

English teachers in the capital city were more highly 

qualified and trained than to the private school 

teachers. However, this does not guarantee that 

state sector education is better than private sector 

as qualification does not always represent the 

quality of education. Moreover, from the interview 

data, and my own observations as a researcher, 

it was found that most state school teachers sent 

their children to private school which suggests that 

the private sector provides better education. The 

School Leaving Certificate (SLC) results consistently 

show that the private sector gets better results than 

the state sector. In addition, even teachers who 

were highly qualified and trained, and had goals 

for communicative classes, still created very few 

opportunities for genuine communication in the 

target language (Nunan, 1989).

Classroom size

The survey and interview data confirmed that the 

classroom sizes were generally large in Nepalese 

secondary schools. Numbers ranged from 10 to 

70 students; the average was 33. During the data 

analysis, it was found that there was a significant 

difference between the government-aided and 

the private sector. The average classroom size of 

government-aided was 55 students (ranging from 

50-70). Data from the interviews revealed that even 

when teachers considered themselves confident 

and competent to conduct communicative classes, 

they were always impeded by the large class size. 

According to Nunan (1989), the ideal class size is 15-

20 students, but the study found this to be impossible 

in the Nepalese government-aided schools where 

classrooms were overloaded by student numbers. 

However, in the private sector, class sizes were 

considerably smaller than those in the state sector. 

The study showed that the average state sector 

classroom size was 30 students (ranging from 10-

50). This was approximately half the size of the 

state school.  The class size varied from school to 

school and the interview data revealed that even 

in the private sector, class size was still one of the 

Kalpana Adhikari
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main constraints that teachers regularly face during 

communicative classes. This suggests that even 30 

students were too many for effective communicative 

language teaching, confirming Nunan’s (1989) 

observations. 

There are a number of reasons for the significant 

difference in class size between the two settings. 

Firstly, the research found that there were very few 

government-aided schools in Kathmandu and too 

many private schools. Secondly, within the capital 

city, there are large numbers of well educated 

and well off parents who believe in private sector 

education and have no trust in the government-

aided sector. Moreover, this research was only based 

in Kathmandu and here the population has grown 

rapidly, while the provision of government-aided 

schools has not kept pace. Therefore, even though 

there are relatively small numbers of illiterate 

and less well off parents, there are not enough 

government-aided schools, resulting in much bigger 

class sizes in such schools.

Teaching materials

Our English textbook was taken by practitioners 

as the ‘bible’ of language teaching in Nepal and it 

was developed by the Department of Curriculum 

Development, Ministry of Education, in line with the 

National Nepalese Secondary School Curriculum of 

Nepal. Almost all the participants (43/44) reported 

that they used the state supplied textbook. However, 

there were some concerns from the practitioners 

that Our English was not adequate on its own and 

needed to be supplemented with other textbooks. In 

contrast, practitioners who used Our English found 

that it helped learners to develop interactive skills 

in English, and demonstrated the communicative 

and functional aspects of language. Moreover, the 

language of the textbook is simple and manageable, 

and it encourages learners to use the target language 

inside and outside the classroom. 

The majority of the participants reported that 

students appreciated the communicative approach 

to learning, the practical activities and the accessible 

and simple language. They claimed that students 

found Our English very important, relevant, and 

enjoyable, and because the SLC exams were based 

on the current textbook which was in line with 

the national Nepalese Curriculum, students feel 

confident and motivated. 

The study confirmed that the ‘textbook’ had 

integrated all four language skills, with a focus on 

communicative competence. It was also found 

very few, or no authentic texts as the textbook was 

adapted to the Nepalese foreign language teaching 

context. However, teachers thought themselves 

competent enough to use the textbook and learners 

seemed to enjoy and be motivated to learn the target 

language. Even so, some teachers felt it was bad 

practice to rely heavily on the textbook, and some 

of the teachers were found to be designing teaching 

materials and encouraging learners to get involved 

in generating materials. There was a concern from 

teachers on the long teaching hours. This suggests 

that the government should cut down long teaching 

hours and provide teachers with specifically allocated 

time to design teaching materials. 

Furthermore, most of the private and all the 

government-aided schools were provided with 

very basic supplementary teaching materials such 

as teachers’ guide books, cassette tapes, and most 

commonly ‘language activities books’ in the capital. 

This study revealed that teachers understand the 

importance of varied teaching aids, and the problems 

they face by a lack of them. To resolve this, teachers 

should be encouraged to use locally available 

materials such as newspapers and magazines 

published in English. In addition, schools should be 

provided with more funding to buy teaching aids.

Classroom practices

Traditionally teaching in Nepal has relied on a very 

teacher-led model, in which the teacher stands at 

the front of the class and the pupils learn either by 

taking diction or by rote learning. This research 

supports the suggestion that this is now changing. 

This study revealed that many Nepalese teachers are 

not simply restricted to a traditional Asian approach 

to teaching and there is an increasing understanding 

of CLT whereby students play an active role in the 

learning and teaching processes. 

An Investigation of Nepalese English ...
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In the interactive classroom, the majority of teachers 

recognised the importance of the dominance of 

English, based on the understanding that the 

maximum use of the target language enhances 

language acquisition. In Nepal, most of the private 

schools compel their teachers to use English as a 

classroom language across the syllabus, while in 

English classes Nepalese (L1) is strictly banned. In 

addition, students came from the middle class family 

background and most of the parents were educated 

and knew the value of English. As a result, learners 

had a good understanding of English compared to 

government-aided school learners. 

However, the situation in the government-aided 

school was very different as teachers preferred 

to use both Nepalese (L1) and English (L2) as the 

classroom language. Unfortunately, most of the state 

school learners belong to low income background 

and generally most of the parents are illiterate and 

hardly understand the need and the value of learning 

English (Bhattarai, 2001). The research data revealed 

that the use of L1 to students with lower language 

proficiency helped the learner to understand what 

was happening in the class and as a result students 

can be motivated in learning and see the objectives 

of the lesson. This could reflect lower language 

proficiency in many government-aided schools, so 

that to help learners understand the target language, 

culture and people, teachers may have to use L1 so 

that students remain motivated. 

Teachers’ views on CLT

The present study revealed that the CLT approach 

was viewed very positively by secondary school 

English teachers as they believed that CLT was a 

very practical approach to language teaching as it 

provided maximum opportunities to the learners 

in foreign-language learning settings. The research 

data confirmed that the majority of the participants 

preferred to provide a task/activity to a group, 

as practicing language in a group promotes the 

development of learners’ language proficiency as 

they get more opportunity to share their ideas, 

views, and experiences within the group and they 

learn from each other. While working in a group, 

learners were encouraged and motivated to share 

their ideas to the class as learning is viewed as a joint 

work and learners are expected to contribute to the 

group as much as they gain (Breen & Candlin, 1980).  

However, only a few participants recognised the link 

between group work and the kind of teaching that 

CLT promotes, that is the ‘learner-centred’ approach 

to language learning and teaching. 

Richards and Rodgers (1986) argue that the 

maximum use of different tasks encourages learners 

to take part actively in pair or group work, and that 

this provides them with the best opportunity to 

communicate using the target language. There are 

four main tasks/activities which are commonly used 

to enhance CLT: problem solving; information-gap; 

discussion; and role play. The research data showed 

that the classroom practitioners from the private 

sector favoured all these different activities/tasks 

than that of the government-aided sector. From 

this, it is clear that even though government-aided 

school teachers were well qualified and trained, 

their practice was limited than the private sector. 

It confirmed the previous claim that teachers’ 

qualifications do not always guarantee the quality of 

education.

Conclusion

Findings of this study confirmed that the Nepalese 

secondary school English teachers involved saw 

themselves as well informed and competent when 

conducting the CLT classes. However, it also revealed 

that there are a number of factors which restrict 

these teachers from pursuing the CLT approach 

effectively in their classroom. These are: very little 

in-service training; large class sizes, restrictive 

teaching materials; and long teaching hours. 

It was found that the learner-centred approach to 

language teaching was perceived as important by 

most of the teachers, even those who had not had 

any training in the CLT approach. More surprisingly, 

some teachers who had recently completed CLT 

training still restricted themselves to the traditional 

‘teacher-centred’ approach. This would be very 

interesting area to develop further research, through 

classroom observation, as it may be that teachers’ 

Kalpana Adhikari
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classroom performances differ from their beliefs 

and understanding. Milton et al. (2000) proposed 

that teachers develop their principles and beliefs 

through pre-service or in-service training and 

from their own classroom practice, though these 

experiences may not always be observed in their 

classroom performance. 
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Classroom Sociology and Language Learning

Sushil Kumar Adhikari* 

Daya Ram Gaudel* 

Abstract 

The main objective of this study 

is to see if language classes in 

the government-aided  schools 

in western part of Nepal are 

aware of the importance of 

the classroom sociology and 

how students engage in power 

sharing in class and group 

dynamism and also if language 

teachers pay attention to 

this while forming groups. 

The study has also tried to 

find out the constraints in 

the application of the factors 

that come under classroom 

sociology and micro-politics in 

the class.  

* Mr Adhikari and Mr Gaudel teach at SOS Hermann Gmeiner School, 
Gandaki, Pokhara. 

Introduction 
Teaching and learning have undergone a sea change. It is not because 

the context has changed but because the way the learning as a process 

used to be looked at has been updated along the line of Language 

Acquisition Theories and perceptions. Earlier behaviorists claimed 

that language learning is a unidirectional process whereby language 

teacher implants language into the tabula rasa brain of the learner. The 

learner was merely considered a receptacle and passive receiver. This 

theory encourages habit formation rather than a construction process in 

which the learner gets actively engaged in the formation of knowledge 

regarding language.

Of late, constructivism has brought students to the centre of class as 

a community. It is because students spending time reacting and being 

reacted to come to bear on their knowledge construction. In other words, 

knowledge acquisition particularly language acquisition is a community 

act and a class forms a society. In this light, under classroom sociology 

different relational and physical components are studied. This helps to 

understand different barriers-social, economic, and gender perception- 

that students bring into the class and even develop in the class through 

interaction and social discourse. These interactions and social discourse 

give birth to micro-politics which come into play in relation to the issues 

of power structure that students share among themselves and with 

teachers. If this power structure in lop-sided, it may develop powerful 

barriers to whole communication and collegiality.

Social significance of classroom discourse

Experts discuss on general features and functions of language which 

make communication so central in school. To begin with, language 

transmits curriculum; despite the wealth of technological advancements 
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Who controls the teaching/learning?

It is a fact that language teacher occupies a central 

source of knowledge. However, this goes against the 

new tradition of belief that students are to lead the 

class, not the imparter.

Constructivism vs. instructivism

If language learning is to be reverse to the 

behaviourists standpoint, it should be assumed that 

it is the students who construct language knowledge 

independently with a language teacher only as a 

catalyst.

available for presenting information in the classroom, 

spoken language remains the primary medium for 

providing instruction and demonstrating what has 

been learned. Language is used to initiate, monitor, 

adjust and evaluate cognitive process.

Secondly, language communicates control; 

classrooms are "crowded human environment" in 

which one person– namely the teacher– is responsible 

for preventing and coping with disruptions, as 

well as and encouraging and enhancing learning 

processes (ibid.). While naturally occurring crowded 

environments are characterized by numerous 

"simultaneous autonomous conversations" (ibid.), 

the classroom  situation relies on language rights 

and mores– usually  created by the institution and 

enforced by the teacher - to establish and maintain 

social relationships.

Similarly, language reflects personal identity; 

language is such an integral part of culture and 

socialization that students experience the sensation 

of vulnerability when asked to put themselves and 

their speech "on the line," so to speak, in front of 

peers and superiors. The increasing prevalence of 

diverse linguistic backgrounds and levels or types 

of cultural literacy combined in one classroom 

only further complicates the matter. Additionally, 

teachers, like students, bring personal perspectives 

and anxieties with them in their classroom talk. 

These issues of communication are brought to the 

forefront, as the primary way in which speakers 

express their identity and attitudes within the 

classroom setting is through language.

Components of classroom sociology

Classroom sociology has many defining constituents 

that should be considered as components of 

classroom sociology. They are:

The teacher should convey the message –through his 

visual kinesics- that he is available and facilitating, 

not the one who is' evil-eye'.

Relationship between students and the 
teacher

The teacher should ensure that he/she goes upto 

each student having problem so that he/she can 

handle his/her queries. The diagram shows what 

mostly happens in the classroom of the third world 

countries. It is found that this diagram represents 

most of the language teachers' classroom movement 

in the Nepalese context.

Classroom layout

For a language teacher it is required that classroom 

layout is taken into best of considerations. The 

furniture arranged is to enhance enough space for 

the teacher to move about and reach upto each and 

every individual student.

Classroom Sociology and Language Learning
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Group formation

The group formation depends on the class size, 

the students' micro-politics and power sharing 

dynamics and gender differences present and felt 

by the students. Another point not to be forgotten 

is that peers play an important role to dictate their 

say in language learning and mode of teaching. In 

other words, language should accommodate these 

dividing lines to keep them fused.

Methodology 

We picked out four large government-aided schools 

which are thought to represent the government 

scenario in terms of language teaching and learning 

and how classroom sociology was taken care of, if any. 

We observed the whole period of 45 minutes so that 

we could discern composite teaching and learning 

activities along with patterns of class of cluster 

formation and if the teachers were aware of fact as 

to why a certain student or group was forthcoming 

and why the other sulked. We also made sure that 

classes of different level were observed and studied.

We did not inform the concerned teachers about 

what we were supposed to do. This was because we 

thought that that might promote the teachers to 

contrive a mock teaching which would ultimately 

have given a false picture. Several snaps were taken 

so that upon the later visits we could tally them.

Afterwards when a picture of the language classes 

in government-aided  schools in Nepal was 

ascertained, we put it through different theories like 

constructivism, theories of class room sociology and 

the theories of group dynamism in the class to name 

a few.

Government-aided school research 
(observation based)

Even if we can talk of many lofty principles and 

strategies, what we should not ignore is that the 

down to earth scenario is a big say. In Nepal, the 

constraints we talk about are myriad and varied. 

Upon our observation, we felt the constraints that 

impede the language learning/acquisition process 

which are as follows :

Class size

The schools we observed were government-aided 

schools. The class size was huge and unmanageable 

to some extent.

Students' background

What we believe and feel is that students form a 

cluster along the line of either their economic status 

or race. The status capital was playing a role in group 

division in these schools and the students mostly 

identified with it.

Gender and race

For a class to be homogenous in every sense, a 

teacher has to be not only expert in content but also 

exposed to social composition of the locality from 

which the students come to school. A new teacher 

may teach well but if he leaves out the necessity to 

study the community he might fail to understand the 

social identification of the students, which will affect 

the interpersonal milieu of the classroom. A tightly 

clustered classroom is an area of micro-politics 

rather than a smooth, fluid entity. In observation, 

we found that teachers preferred frontal teaching 

and students clustering pattern was ignored as a 

result the back benchers were always at the back 

throughout the academic year. We asked the teachers 

as to why it was so they simply said that it was the 

way they did. Ignoring the classroom sociology led 

to a very poor language learning and most of the 

students felt left out.

Basics of classroom management

To manage a classroom better, it is essential to 

manage the following components which will allow 

every individual learner to participate in learning 

opportunities of the classroom.

Classroom furniture: Each classroom is equipped 

with a set of furniture. Almost in all government-

aided schools of Nepal, the furniture is usually a 

long rectangular wooden desk paired with a bench 

fixed into two or three columns in the classroom. 

As the furniture is fixed, conducting group activities 

is limited to students of the same desk. The seats 

Sushil Kumar Adhikari, Daya Ram Gaudel
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of the students are determined by the teachers to 

ensure that they are occupying seats according 

to the relation with the other students. The seat 

arrangement is based upon the idea of combining 

the students of mixed ability to enable learning 

from each other. As language teaching demands a 

high level of practice to enhance the language skills, 

the existing type of furniture becomes the barrier to 

an easy access to the other groups to participate in 

various language tasks. 

Classroom sounds: Classroom sounds refer to 

the nature of sounds produced by the teacher and 

students during the period of learning a language. 

The sounds create an overall atmosphere of the 

classroom. It is a common problem that the voice 

of a teacher being produced from the front of the 

classroom is hardly audible at the back of the 

classroom with over 60 students which results in 

engagement of students in undesirable personal 

chat among themselves no matter how hard the 

teacher exerts pressure upon them. The students 

feel either being left out or take as an opportunity 

to engage in some private chat. This region of the 

classroom becomes passive zone and the front of 

the classroom becomes the action zone of learning 

where the attention of the teacher is mostly focused 

on. We found the same during our observation.

Classroom tasks: In a language class, language tasks 

determine the level of involvement that teacher 

and students establish. If the tasks are not selected 

and designed considering the requirements and 

interests of students, the involvement becomes less 

active and language learning does not take place as 

expected by the teacher. If tasks do not contribute to 

the examinations of the students, it is common that 

students simply skip it no matter how important it is 

in terms of communicative competence. 

Classroom management techniques

The classroom management techniques play a 

pivotal role to foster language learning. Various 

techniques can be suggested to ensure an active 

learning atmosphere in a language class. It is useful 

to keep a regular record of each individual student 

being involved in various tasks and their roles. The 

purpose of the record is the display of role play in 

the tasks and sharing different roles to the same 

student. The roles can be exchanged as new tasks 

are set for the students. Another technique is to 

put up a sign up chart on the classroom wall. The 

open display of the record is the reminder both to 

the teacher and students to encourage participation 

in further activities. It is true that silent listening 

without active participation is not real learning.   

Recommendations

The recommendations below are made based 

upon our visit, observation and analysis of the real 

classroom practices in some government-aided 

schools of the western region. Upon the above 

findings, the following recommendations have been 

put forth:

•	 Since the furniture of the classroom can't be 

replaced with tables and chairs right a way 

in the government-aided schools in Nepal, 

the teacher should explore and devise the 

techniques to have the students work in pairs 

and groups in the existing furniture of the 

schools. The pair and the groups can be formed 

from the same desk. Considering the power 

sharing, gender and ethnicity of the students, 

the teacher needs to work out a plan to divide 

the roles of the students in language tasks.

•	 The teacher needs to pay attention to the 

backbenchers, who mostly stay idle in language 

learning.

•	 We observed that the sitting arrangements of 

the students were fixed; this should be made 

flexible and the teacher should see to it that 

every student is required to sit around the 

class.

•	 It was also found that girls and boys were 

watertight compartments. This should not be 

the case.

•	 Frequent change in leadership should be 

ensured. This will distribute power sharing 

dynamism and the students will feel that they 

own the class equally.

•	 Girls should be encouraged and given a little 
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more opportunities so that gradually they shed 

their earlier inhibitions.

•	 A systematic record keeping of leadership roles 

will serve the basis of reminding students and 

teacher constantly about the kind of student 

participation in language learning.

•	 The school management should assume that 

language classes are sometimes noisy and the 

teacher should convince the headmaster about 

it. The teacher should not be scared to introduce 

discussion activities in the classroom. 
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Abstract

The present paper begins 

with the definition of Second 

Language Acquisition (SLA) 

and briefly highlights its birth 

and growth in the historical 

perspectives. It also sheds 

light on the changes it has 

undergone keeping in view 

the issues that the researchers 

dealt with in course of time.

Introduction

Second Language Acquisition (SLA) is a relatively new discipline in the 

field of applied linguistics. Gass and Selinker (1994:4) define it as the 

term that “refers to the learning of a language after the learning of the 

native language. As with the phrase “second language”, L2 can refer to 

any language learned after learning the L1, regardless of whether it is the 

second, third, fourth or fifth language.” This definition has solved a long 

lasting controversy that persisted among language learners regarding 

the word second language. The multilingual language speakers count 

the languages they learned in turn in course of time as first, second, 

third and so forth.  Making a difference between a second and foreign 

language which are often synonymously taken Gass and Selinker further 

state that “learning in a second language environment takes place with 

considerable access to speakers of the language being learned , whereas 

learning in a foreign language  environment usually does not”(ibid: 5). 

Thus, learning environment plays a significant role in the acquisition of 

the first, second and foreign languages. 

In recent years, SLA is trying to establish itself as a separate discipline 

in the field of linguistics. “SLA is thought of as a discipline devoted to 

discovery and characterizing how it is that a human being is able to 

learn a second language: what knowledge does he or se bring to the 

task, what set of learning procedures does he or she use, what strategies 

are appropriate for certain phenomena and not others, etc. (Schachter, 

1993:173).” However, as a growing discipline, it is also drawing the 

knowledge from different disciplines. “SLA draws on multidisciplinary 

theoretical and empirical perspectives to address the specific issues of 

how people acquire a second language and the specific problem of why 

everyone does not do so successfully”  (Larsen-Freeman 2000:165).

What follows now is a brief history of SLA as to how it grew in the past 

and where it is heading to now.

* Dr Awasthi is Professor at the Department of English Education, 
Tribhuvan University

Second Language Acquisition:  
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The beginning of SLA

The birth of SLA ties up with the behaviourist 

psychology flourishing in the 1940s post war period 

and the American structuralism, the aim being “to 

study, discover and characterize the what and how of 

any language acquired to any degree after the putative 

first language (Block, 2003:8).” Behaviourism, 

as Block (2003) explains after Bloomfield is that 

children learn their first language via a sequence 

of events that involves the association of uttered 

sounds with positive and negative responses which 

led to reinforcement or a change of behaviour. 

Structuralists following behaviourism believe ‘the 

study of language learning   to be exclusively about 

observable behaviour’ (ibid: 13). During the same 

period, Contrastive Analysis (CA) emerged with a 

view to comparing the native and target languages for 

predicting the areas of difficulties that the learners 

feel while learning the latter. After the publication of 

books like Fries’ Teaching and Learning of English 

as a Foreign Language (1945), and Uriel Weinreich’s 

(1953) Language in Contact, CA obtained  utmost 

importance in course of designing materials for the 

teaching and learning of a foreign language. These 

works also introduced the concepts of ‘transfer’ and 

‘interference’. 

 In 1957 Robert Lado published the book Linguistics 

Across Culture “which brought together behaviourist 

psychology and structural linguistics in the 

development of CA as a rigorous means of deciding 

what to teach, when to teach it, and how to teach it” 

(Block 2003:14).The structural linguists practised 

Audiolingulism as a method of teaching second/

foreign language which was backed by ‘a theory of 

language and a theory of language learning (ibid: 

14)’. Syllabi and materials were designed based on 

the results of CA with the presumption that errors 

were the outcome of the mother tongue interference. 

However, Chomsky’s attack on Verbal Behaviour 

gave a blow to the behaviourist psychology and the 

theories/methods of language teaching based on it. 

Ellis (1994a:300) gives a candid summary of the 

impact of Chomsky’s review on Verbal Behaviour 

: “Chomsky’s review of Skinner’s Verbal Behaviour 

set in motion a re-evaluation of many of the central 

claims. The dangers of extrapolating from laboratory 

studies of animal behaviour to the language 

behaviour of humans were pointed out. The terms 

‘stimulus’ and ‘response’ were exposed as vacuous 

where language behaviour was concerned. ‘Analogy’ 

could not account for the language user’s ability 

to generate totally novel utterances. Furthermore, 

studies of children acquiring their L1 showed that 

parents rarely corrected their children’s linguistic 

errors, thus, casting doubt on the importance of 

‘reinforcement’ in language learning… the demise 

of behaviourist accounts  of language learning led to 

reconsideration of the role of L1 in L2 learning.” 

The hay days of CA did not last long as the prediction 

made after comparing and contrasting the native 

and target languages often failed as the learners 

committed errors in non-predicted areas as well. 

This led the emergence of Error Analysis (EA) in 

1960s. Corder (1967) in his article The Significance 

of Errors took a different role regarding the 

‘conceptualisation and significance’ (Gass and 

Selinker, 1994:66) of errors. Since then errors were 

taken as the important aspects in language teaching. 

They symbolize the sign of imperfect learning 

rather than long held notion of addressing them as 

‘unwanted’, ‘sin’, ‘to be eradicated’, etc. They present 

the learners’ attempt towards learning and a system 

that the learner generates himself/herself. In some 

sense, this is the beginning of the field of second 

language acquisition, which at point is beginning to 

emerge as a field of interest, not only for pedagogical 

implications that may result from knowing about 

second language learning.

The beginning of SLA led to the emergence of several 

methods and techniques in the field of second/

foreign language teaching and as a result the 1980s 

was declared as the method era by applied linguists 

and ESL/EFL experts.  

During 1970s the system that the learner develops in 

course of the acquisition of second language is named 

as ‘approximative system’ (Nemser, 1971), and 

Interlangauge (Selinker, 1972). Selinker (1992:149) 

gives credit to Corder(1967) for the interest that his 

seminal paper aroused in SLA and Interlanguage. 

When “Corder made the point that learner errors 

Jai Raj Awasthi
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should not be seen as proof of incomplete learning, 

but as proof that learners at any given point in their 

L2 development possess some form of linguistic 

competence which is systematic.” This paper further 

brought attitudinal change in the second language 

teachers with regards to their perception of learners’ 

errors. 

Sharwood Smith (1994) believes that these 

researchers including Corder (1967) came up with 

three basic assumptions regarding the learners’ 

linguistic competnce:

	 that language learners are in possession of a 

complex and creative learning device;

	 that learner’s language competence at any given 

time is internally coherent and systematic; and

	 that the learner’s transitional competence or 

interlanguage is an idiolect. 

Thus, the ground works of SLA started by these 

researchers. The primary phase moved to the 

direction of creative construction which refers to “a 

school of thought which maintained the view that 

L1 and L2 acquisition were similar and were driven 

by the same subconscious learning mechanisms 

unaffected by the conscious intervention and cross-

linguistic influence” (Sharwood Smith, 1994:197). 

Several research studies, and particularly in the 

acquisition of morphemes and their order were 

carried out during the initial period. Brown (1973) 

and Dulay and Burt (1973, 1975) were some of 

the pioneers in this field. The two decades long 

misconception regarding errors as the result of 

L1 interference was refuted after several study 

results that showed that the major chunks of the 

errors were committed by the learners due to the 

intralingual complexities in the language itself or are 

developmental in nature.  It was during the 1970s, 

attempts were also made based on the research 

results to equate L1 with L2 in terms of the order 

of acquisition. Krashen (1976) took this proposition 

very seriously and brought a theory/model of SLA 

made up of five interrelated hypotheses: acquisition 

and learning, natural order, input hypothesis, 

monitor model and affective filter hypothesis. 

But McLaughin evaluates Krashen’s theory. He 

thinks that any SLA theory must “have definitional 

precision and explanatory power,…be consistent 

with what is currently known,…be heuristically rich 

in its predictions,… and.. . be falsifiable” (1987:55). 

Krashen’s theory does not seem to meet these 

criteria. Whatever weaknesses labeled against 

Krashen, his contribution to SLA is exemplary in 

the sense that he pioneered the advancement of 

researchable questions. He “advanced the legacy 

of Corder by trying together what Selinker sees as 

the third epistemological database available to SLA 

researchers: the experimental, the observational and 

empirical”, (Block 2003:23). In addition, his work 

advanced the research work further in a broad model. 

His monitor model strengthened the tradition laid 

down by Corder despite its weaknesses. “One of the 

things which had made(Krashen’s monitor model) 

interesting and intriguing is that it reflects the 

complex nature of SLA, taking into account concerns 

of linguistic theory (through its ‘natural order’ 

hypothesis), social psychology theory( through its 

‘affective filter hypothesis’), psychological learning 

theory (through  its ‘acquisition learning hypothesis’), 

discourse analysis and sociolinguistic theory 

(through both the ‘comprehensible input hypothesis 

and the ‘monitor’ hypothesis )” Lightbrown (1984: 

245-56). It is because of all these reasons Krashen 

is well read by teachers and students in the field of 

applied linguistics, TESOL and SLA.

The 1980s and beyond

During this period several research works on SLA 

were carried out and several theories proposed and 

discussed. Many researchers also attempted to make 

SLA an autonomous discipline. Ellis (1994a:18) 

proposed the following model for the investigation 

of SLA.  
Ellis through this model tries to see the development 

of SLA in course of time and the emphases that the 

researchers put while carrying out their research 

works. The initial research works concentrated on 

CA, EA and interlanguage studies but in course of 

time the area of studies diversified. Thus, the SLA 

study extended to the four areas mentioned above 

and beyond in course of time. Similarly, Ritchie and 
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Bhatia (1996:19) make a survey of the discipline and 
identified the following questions that led the SLA 
studies during this period:

a. What cognitive structures and abilities underlie 
the L2 learner’s use of his or her L2?   

b. What properties of the linguistic input to the 
L2 learner are relevant to acquisition?

c. What is the nature of the L2 learner’s capacity 
for attaining the cognitive structures and 
abilities referred to in (a)? 

We may simplify the above questions in the following 
way:

	 What  is the nature of the L2 learner’s 
overall capacity for language 
acquisition?

	 How is that capacity deployed in real time 
to determine the course of SLA?

In course of time, several theories and models of 
SLA have been proposed but  it is very difficult to 
state their exact number. They range now from 
fifteen to over forty. Long (1985) recorded about 
twenty theories of SLA but along with Larsen-
Freeman (1991) he records over forty theories. 
Long (1993:225) ‘includes theories, hypotheses, 
models, metaphors, perspectives, theoretical claims, 
theoretical models, and theoretical perspectives’ 
and the number comes from 40-60. However, 

McLaughlin (1987) discusses five theories in his 
book Theories of Second Language Learning. 

Input and interaction (Long, 1981) got prominence 
in SLA in the 1980s, a stretch of Krashen’s 
comprehensible input as it required completion. A 
further stretch to it led to the emergence of output 
(Swain, 1985). It is output that receives feedback. 
However, ‘it was Gass who has provided the most 
comprehensive model along these lines and it is 
therefore Gass who will serve as the model for what 
is meant by Input Interaction and Output (IIO) 
model’ (Block, 2003: 26). Thus, the IIO model got 
prominence against the Krashen’s exclusive input 
hypothesis model which got prominence in the 
1970s. The journey is still on and we may see several 
SLA theories/ models in the days ahead.

Focus Learning Focus on the Learner

Description Explanation

Area 1

Characteristics of

learner's language

Area 2

Learner external

factors

Area 3

Learner internal

mechanism

Area 4

Individual learner

differences

Errors Social context L 1 transfer Learner strategies

Acquisition orders

and developmental

sequences

Input and

interaction

Learning process

Variability

Knowledge of 

linguistics universals

Pragmatic features

Communication 

strategies

Conclusion

SLA as a new discipline emerged with the practice 

of CA, EA and interlanguage. Several applied 

linguists contributed significantly to its growth.  

Many theories/models have been proposed and the 

researchers in the past have emphasized on various 

aspects of SLA in their studies. Starting with the 

monitor model and input hypothesis, SLA study 

has extended to input-interaction-output model in 

recent years.

Jai Raj Awasthi
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Abstract 

In ancient India, the caste 
system played a very important 

role in the field of education 
where the right to education 

was restricted to the children 
of the elite class alone. Even in 

the post British era, the English 
language has been occupying 

the focal point in every sphere 
of the Indian life. In the context 

of Education for All, focus 
should be directed towards the 

education of the underprivileged 
or the disadvantaged child in the 

mainstream curriculum – such 
that he can use English as a tool 

for social mobility and change 
the life conditions that he is 

born into – that of a tea garden 
labourer. This paper is research 

based and uses personal 
experience and involvement on 
the part of the researcher with 

the subject under study- the 
disadvantaged learner in the 

guise of the tea garden labourer 
child (henceforth TGLC)  for 

whom education in general, and 
English education, in particular, 

is a first generation experience.  
In this study, it becomes clear 
how the disadvantaged child 

emerges as an individual who 
is often characterized as the 
withdrawn, aggressive and 
lonely child who shies away 

from all school activities.

Role of English Language Education in Social and 
Economic Upliftment of Children of Labour Community: 

An Indian Case

Papori Rani Barooah*

Introduction 

The world has shrunk and become a smaller place with the rapid 

technological advancements today. In the context of these developments, 

very few communities have remained monolingual. Being bilingual or 

knowing another language may mean “getting a job; a chance to get 

educated; the ability to take a fuller part in the life of one’s own country 

or the opportunities to emigrate to another; an expansion of one’s 

literary and cultural horizons; the expression of one’s political opinions 

or beliefs. A second language affects people’s careers and possible 

futures, their lives and their very identities” (Cook, 2001:1). Thus being 

able to speak more than one language achieves much beyond mere 

artistic achievement or simple pleasure: the acquisition or learning of a 

second language, using the two words interchangeably, becomes vital to 

the life of millions of people in the world around.  Therefore, the role of 

the teacher or the educator becomes more important now. 

Any “whining schoolboy”, to use Shakespeare’s words, is expected to 

learn the second language and ever since the first schoolboy “crept like 

a snail unwillingly to school” the harassed teacher has had to deal with 

not only the brilliant aspiring titan but also with the “educationally 

subnormal” (Burt, 1961) or in simpler terms the “backward child.” The 

individual learner – disadvantaged or not, is unique and so are his 

problems and the obstacles he faces in language learning. This is more 

acute in the children coming from the labour community characterised 

by poverty and illiteracy in which they are the first generation learners.

*  Ms Barooah is a Lecturer in English at Girls’ Polytechnic 
Guwahati- 781021, Assam, India.

Need for learning English as a second language in India

Whether one is for or against it, one cannot deny that English as a 

language has been playing a major role in India, since the time of the 
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British colonizers. Even the Constitution of India 

has accorded English the status of the Associate 

Official Language- whereby every official document 

has to use the English language wherever it uses the 

national language- Hindi. India is a vast country 

with its population speaking a variety of languages. 

Further, each language has a number of dialects and 

sub-dialects, many of which do not even have their 

own scripts. The Constitution of India has recognised 

15 local languages as official languages.  Even 

though Hindi is declared as the national language, 

its use is restricted to a very few states of Northern 

India, with the entire southern, eastern and the 

north-eastern states being more comfortable using 

English as their official language. In fact, today there 

are more English teachers, more English students 

and more Indian English writers, a stronger English 

press and a powerful media than the time when the 

British left the country. With the growth of literacy, 

urbanity, and technological advancement, the scope 

and intensity of communication in English for inter-

group contact is getting radically transformed. In 

many urban situations a minimum acquaintance of 

English is taken for granted and it is regarded as an 

essential part of the middle class baggage. In fact, 

in states like Meghalaya, Nagaland and Mizoram, 

English is accepted as the sole official language and 

in the rest of India, there exists, in the words of 

Khubchandani (1997), the “English caste” who show 

a distinct obsession with Western values and act as 

gatekeepers to upward mobility. He calls this as the 

“brown saheb mentality."

But, it cannot be denied that the root reason of 

introducing English in India – of creating a class of 

‘clerks’ to make handling official works in India easier 

- has today, under the changing times, adapted itself 

to suit the times. Today, a fluent speaker of English 

can see that the language is marked by many material 

advantages associated with learning it. Besides, all 

major educational establishments – including all 

technical and non-technical institutes use English 

as the only medium of instruction. Students with 

less exposure to the English language face a major 

hurdle in comprehending the educational input. 

Again, with new job opportunities like the call centre 

industry, the hotel industry, the airlines and travel 

agencies etc., offering alluring job alternatives, 

English as a language has started to enjoy a booming 

sense of prestige. Though not generally used as a 

mother tongue, English is an additional subject and 

under the Three Language Formula, English is one 

of the three languages a school goer needs to know 

- the other two being Hindi and the mother tongue. 

English is also used as a medium of instruction in 

courts, and as the chief means of communication 

of the government in its dealings with foreign 

governments. What we cannot overlook is the fact 

that for Indians, it is a reality that the English-

knowing sections, which are ever increasing, 

command control over the Indian scenario in all 

working scenes.

With the globalization of the Indian economy and 

the open trade agreements, the world is recognizing 

the power and efficiency of the advancing Indian 

economy to occupy a leading position. Indian 

professionals are creating a great impact on 

every sector of the global scenario of science and 

technology, media and communication, and art 

and culture. English language being the key factor 

in achieving all these, there is a strong need for 

the learning of English as a very important second 

language not only for the urban Indian community 

but also for the remotely situated tribal populace.

Concept of the disadvantaged learner

In the early stage of British colonialism, there was 

a major need to have a class of English-speaking or 

comprehending group for the British to discharge 

their daily functions in India. That was how the 

English language percolated into the lives of the 

higher classes in India. But, today, with the existing 

English teaching programmes for ethnic and sub-

ethnic minorities, it has become clear that the 

learning of English has ceased to be the privilege of 

the rich and higher classes. All the schools in India 

have courses in English for students possessing a wide 

range of abilities, with different styles of learning and 

different foci of interests. A growing number of who 

are from the socio-economically backward classes. 

Role of English Language Education in Social and...
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The marked differences in the learning output of the 

students and their divergent school performances 

have led to the question of variable successes and 

the concept of the disadvantaged child.

The term ‘disadvantaged’ is used to direct one’s 

attention to someone who is deficient in some way 

and feels a major handicap in meeting the human 

potential (Fantini, 1968). It is a relative term that 

has been so far used to include those who are 

economically in the low-income group, physically 

handicapped or belong culturally to that stratum of 

society, which is a diversion from the mainstream.  

Thus, in a nutshell, the term disadvantaged includes 

the lower classes, ethnic minorities, immigrants and 

refugees.

When the disadvantaged learner comes to the 

classroom, starting from his kindergarten days, he 

misses out about eighty-five percent of what goes 

on in a formal classroom as such children have 

not been trained to listen (Silberman, 1964). It is 

because, that the disadvantaged learners are those 

who come from low-income households where the 

basic concern revolves around food and clothing 

and thus very little or no time remains for other 

interactions with their parents. The parent of the 

disadvantaged child has little or no time, to talk 

with his child. More often than not, he is the first-

generation learner who comes to the classroom with 

a completely different set of values in comparison 

to his middle class classmates. All these make it 

“difficult to become involved because they cannot 

see the relationship between what they study and 

their personal world” (Graham, 1969: 21). He comes 

from a world, which has no access to the newspapers, 

no books, no pictures and no magazines, which form 

a major source of knowledge for the middle-class 

children. Yet, ironically, it is the printed page, which 

is the mainstay of the school days he has just begun 

to make a part of his life. “Learners who have had 

little or no contact with these media in their early 

years are at a disadvantage as soon as they enter 

learning situations which depend on oral and written 

language” (Withall, 1967: 49). Middle class values 

like thrift, parsimony, practice of social amenities 

and a concern about a better future often perplex the 

disadvantaged learner and leaves him in a confused 

state. The term disadvantaged thus stands out 

mainly because of its distinctive differences from the 

mainstream. It, thus, becomes mandatory to take up 

the cause of the education of the disadvantaged as 

a special cause of concern and look at the role that 

English language learning can play to change his 

whole life set-up for the better.

Selection of the study group 

The children of the tea-garden-labour (henceforth 
TGL) community are considered as the 
disadvantaged learners in the context of this study. 
The tea gardens in Assam are a legacy of the British 
colonizers and perhaps as old as the language itself. 
Just like English in India has attained the official 
status of being the Associate Official Language, 
similarly the tea plantations that the English have 
left behind play a major part in the Indian economy. 
With the employment of over one million, the tea 
plantation industry is among the largest private 
employers in India. It is spread across the states of 
Assam, Kerela, Tamil Nadu and West Bengal. The 
plantation workforce, that is the TGL community, 
has been amongst the most exploited workforce 
in the organised sector. Their wages are amongst 
the lowest when compared to workers in other 
industries, and their working and living conditions 
are most dismal. Most of the plantations are located 
in remote and isolated areas, the workers are mainly 
dependent on plantations as there are hardly any 
other ready employment avenues. They are illiterate 
and are migrants from Orissa to Assam, with no 
knowledge or information about their rights. The 
fact that the plantation areas do not come under 
the purview of rural development and other anti-
poverty programmes of the government has also 
prevented their conditions from improving. The 
tea-garden-labourer child (henceforth TGLC) who 
evolves out of a generation of tribal culture is mostly 
the first-generation learner. The social and economic 
conditions that make up his home environment 
marks him off as culturally disadvantaged.

Papori Rani Barooah

Objectives of the study  

The study aims at an empirical investigation making 

use of field research to decipher the factors affecting 
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language learning in the TGLC and its implications 

for performance in the examinations in general and 

English language learning in particular. The TGLC 

is viewed as a disadvantaged child. The attempt of 

the study is to analyse the importance of the English 

language as a tool for social mobility of the TGLC. 

The present study has been undertaken with the 

following objectives in mind:

1) To identify the factors impeding language 

learning and the role of attitudes and motivation 

in the learning of the English language by the 

TGLC.

2) To identify the problems inherent in the setup 

in which the TGLC gets educated in general 

and learns to use the English language in 

particular. 

3) To attempt an empirical study and arrive at the 

root causes that lead to the lack of motivation 

towards the learning of the English language. 

4) Finally, to study the role of the English 

language education in social and economical 

upliftment of the children of tea garden labour 

community.

Research tools and methods

The problems quoted above can be formulated into 

a set of questions to which answers are sought in 

order to design the instruments to carry out the field 

work.

1) What are the major problems faced by the 

TGLC in getting educated in a school setting?

2) What are the problems faced by the TGLC in the 

learning of the English language in particular?

3) Has the existing setup of the teaching of the 

English language been able to create job 

opportunities for a better and economically 

sound future of the TGLC? 

4) Has the English language served as an added 

advantage in bringing about a social upliftment 

of the TGL community?

The fieldwork included two steps – a Preliminary 

Study and the Main Study, as it was necessary to 

get to know the teaching- learning conditions of the 

TGLC as well as the home background that they came 

from before the issues to be highlighted in designing 

the research tools could be decided on. This was 

necessary to maintain the authenticity of the data 

collected as the present study aims to identify the 

factors that affect language learning.

The fieldwork spread over a period of one year with 

frequent visits to the school, active interactions with 

the TGLC, the teachers who taught them, as well 

as, with the TGL. After the informal meetings, the 

students and the teachers were ready to answer the 

Questionnaires and video record the interviews. The 

research tools used were:

	 Student questionnaire 

	 Teacher questionnaire 

	 Proficiency test in English 

	 Videotaped interviews of teachers, 

parents, students and management staffs.

Discussion of the findings 

An analysis of the student questionnaire leads us to 

some major observations on the TGLC. The TGLC is 

well aware of the place of importance that English 

holds in one’s professional life today. He has a 

positive attitude towards the English language but 

he is very clear in his mind of the fact that English is 

necessary only if one wants to move out of the TGL 

community. Within his own community, learning 

of English is of no immediate use. English for them 

can be seen to be synonymous with intelligence and 

they associate the English language and an ability 

to speak fluently in English with upward social 

mobility.  They also have a positive attitude towards 

themselves. But given the home atmosphere they 

come from and the illiteracy of their parents, they 

are not properly motivated to take up seriously the 

learning of the English language. Besides, in their 

own opinion, they do not get much English language 

as input. They do not feel that their English teacher 

makes a study of the English language easier for 

them.

One fact that has emerged from the study is that we 

can conclude that the TGLC can be termed as the 

economically disadvantaged child. He meets all the 

Role of English Language Education in Social and...
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conditions that typify him as the disadvantaged 

child- from an economically poor home, the first 

generation of ‘active’ learners in the TGL community. 

With the workforce of more than one million, the 

Plantation industry in India is considered as the 

one of the largest employers. Yet, unlike other 

industries, the labourers in the tea industry are an 

exploited lot – amongst the lowest wage earners. 

Remotely situated, the tea gardens in Assam do not 

offer any other employment opportunities apart 

from the Plantations. Illiterate immigrants, they 

have no knowledge or awareness of their rights. The 

fight for the raising of wages and bettering the social 

and economic conditions is today a long fought 

unending battle.

Given the circumstances that the TGLC is today 

placed into and the changing economic scenario both 

at home and the society around, one prime tool that 

can come to his rescue is the learning of the English 

language. Equipped with the English language, he 

can curve for himself a niche in this fast changing 

world where there is a potential for different job 

opportunities apart from what his forefathers had 

taken up. The situation seems optimistic as today 

the English language is no longer an alien language 

for the tea garden workers. Besides, with the spread 

of education opportunities, there are a number of 

English schools that have penetrated the remotest 

part of India and the tea gardens in Assam are no 

exceptions to the rule. A learning of the English 

language not only opens up s scope for a better 

means of livelihood but can also serve as a boost 

towards growing into a universal, race-less, culture-

free identity. Besides, the government of India has 

taken up initiatives in this respect by placing the 

TGLC in the category of the backward, minority 

section in the community and reserving seats in 

all premier educational institutions and jobs in the 

country. Interviews with some of the successful 

candidates who had cleared their Board exams from 

the tea garden school show that the knowledge of 

the English language as well as their capacity to 

use it confidently in public was a major factor that 

contributed towards their success in getting jobs in 

various national and multinational companies. 

Conclusion 

The present study arrives at the following conclusions 

that act as determinants in the role of the English 

language in the academic and professional progress 

in the TGLC.

1. The parents of the TGLC are illiterate 

and come from poor economic conditions 

where the prime need is to earn enough 

to run the family. The children are hence, 

encouraged to earn from a very small 

age rather than motivating them to get 

proper education. The causes may be a 

complete ignorance to the usefulness and 

applicability of school learning. 

2. However, the TGLC seems to have the 

basic positive attitudes towards education 

in general and the English language in 

particular and seems to realize in full the 

potentialities of the language for their 

economic empowerment.

3. The TGLC is accustomed with living in a 

closed society where the prevalent feeling 

is that the English language learning 

is required only to move out of his 

community in order to make a separate 

world of his own away from the society he 

was born in.

4. As most of the teachers are not from TGL 

community, they show an indifferent 

attitude towards the education of the 

TGLC. Not only do they consider the 

TGLC as coming from a tribal, backward 

community, but they are convinced that 

the TGLC can never learn the English 

language as he does not have the conditions 

necessary for doing the same.

5. However, there are a few candidates of 

the TGL community who have come out 

successful in acquiring formal school 

education and also learning the English 

language. They are found to be well-

placed in government and private sector 

job both nationally and internationally. 

In every sphere of life, from teaching to 

Papori Rani Barooah
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professionals, literary men to politicians, 

we have representations from the TGL 

community. All of them have agreed to 

the importance of English in their social 

mobility and upliftment.
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Abstract

Nowadays, teacher education 

programmes focus on the 

necessity developing  teacher’s 

skill beyond the necessary 

technical skills of instruction 

and management towards a 

process where they can feel 

safe to put their own work 

into a wider social, cultural 

and political context. In this 

consideration, this article 

attempts to justify reflection 

and critical pedagogy the 

most effective means for 

improvement of a teacher's 

performance. There is a hope 

for them to be professional 

by reflection and critical 

pedagogy.

Reflection and Critical Pedagogy

Gopal Prasad Bashyal*                                                    

*  Mr Bashyal is a teacher trainer at Educational Training Centre, Palpa. 
He is an executive member of NELTA Central Committee.

Introduction 

The classrooms that teachers inherit are most complex place to deal 
with. The students bring diverse identification regarding religion, caste, 
mother tongue, financial condition, family education, culture, history, 
society, region, politics etc. Likewise, the students have individual 
differences i.e. mental, physical capabilities, emotions, needs, desires, 
interests, aptitude and attitude. They also differ in prior knowledge and 
experiences. The teachers are expected to deliver the educational goods 
demanded by society as well as to develop citizens for humankind. They 
are often obsessed with the mastery of technical skills for instruction 
and class management. They often say, "Tell me how to do it.” I think 
there is much more to do. 

Teachers need to develop critical ability through which they can analyze 
their school sites. They need to examine their educational goals and refine 
their promises. They need to ask themselves what is needed for them to 
become a good teacher. They should appreciate their own history and 
cultural experience. If they can appreciate their own background, they 
can better appreciate the heritage and culture of their own students.

Change for professionalism

First, teachers need to be ready for changes. They are expected to 
integrate theory and practice, analyze critically, and implement them 
to bring changes in practice. Therefore, teachers need to have a critical 
insights into their roles in schools and to examine critically the value 
of the knowledge they transfer to the students and the role of school in 
society. 

The teachers are mostly on pressure of accomplishing classroom activities 
but do not have much reflection time.  However, they are constantly 
in need of self-renewal i.e. re-creating themselves over and over. For 
their professional development, they need much more than mastery of 
certain behaviours associated with students’ achievement, they need 
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to involve in critical reflective thinking practice 
about their work. They need to be reflective, critical 
and inquiring. These qualities can be developed 
by i) the analysis of classroom interaction based 
on observation and interview, ii) the case studies 
focusing on texture and context, and iii) examining 
their own practice: reflexive and contextualized 
knowledge. These processes allow them to be self-
understanding and self-determining. 

A model teacher aspiring to a professional practice 
would have accumulated a body of substantive 
knowledge, have some specific skills and have 
developed a degree of technique and engage in what 
is generally termed reflective teaching.

Defining reflective practice

Reflective practice is a mode that integrates or 
links thought and action with reflection. It involves 
thinking about and critically analyzing one's actions 
with the goal of improving professional practice. 
Engaging in reflective practice requires individuals 
to assume the perspective of an external observer 
in order to identify the assumptions and feelings 
underlying their practice and then to speculate about 
how these assumptions and feelings affect practice.

According to Schon (1988), the stage is set for 
reflection when "knowing-in-action"--the sort of 
knowledge that professionals come to depend on 
to perform their work spontaneously--produces an 
unexpected outcome or surprise. This surprise can 
lead to one of two kinds of reflection: reflection 
on action, which occurs either following or by 
interrupting the activity, or reflection in action, 
which occurs during (without interrupting) the 
activity by thinking about how to reshape the activity 
while it is underway. 

Reflective teaching is a cyclical process because once 
we start to implement changes then the reflective and 
evaluative cycle begins again: What are we doing? 
Why are we doing it? How effective is it? How are 
the students responding? How can we do it better? 
are some of the questions the reflective practitioner 
tries to answer. 

The teachers have to keep learning, keep finding 
new things because the teachers who still teach the 
ways they did ten year ago, the students do not listen 
to them. They are outdated. The truly reflective 

teacher is one who makes instructional decisions 
consciously and tentatively, critically considers a 
full range of pertinent contextual and pedagogical 
factors actively seeks evidence about the results and 
continues to modify these decisions as the situation 
warrants. The teachers have personal choices about 
the way they think, feel and behave as teachers 
and how teachers can become aware of   learning 
atmosphere they create and how the moment by 
moment choices they make can affect the learning 
environment of their students. Thus, reflective 
teaching is enriching, empowering and enduring. 

Critical pedagogy for innovations

A critical pedagogy is needed to manage the complex 
social system of the classroom and diagnose the need 
of individual students. There is always confusion 
about teacher's role in the society: transmission or 
transformation. In many ways the passing on of 
knowledge - transmission - remains the basic quest 
of schooling. This really ignores the experiences 
and potentialities of the students. Their creativity is 
lost and become more dependent on the teachers. 
How can we encourage the teachers to build new 
narratives rather than retell the old stories? Yes, we 
can put emphasis on building rather than retelling, 
on producing rather than reproducing.  Now the 
pedagogical paradigm has been shifted towards 
transformation and teachers can collaborate with 
the students and other stakeholders, e.g. community 
people, colleagues, educationists, education 
administrators etc to transform. The major concern 
is to capitalize the knowledge of stakeholders for 
classroom practice. Critical pedagogy calls for 
collaboration. Teachers are the agents who work in 
complex social sites and who have the power to help 
transform. But it is difficult to practice it in existing 
"teacher is everything" school environment. We 
need to realize first that knowledge and production 
of knowledge can be made less external so that 
transformation is possible though it takes a longer 
time.

Critical pedagogy encourages teachers to view their 
practice critically and complexities of the educational 
process through various lenses. There we find some 
traditions are established as sacred and treated as 
immutable and rarely examined. The teachers are 
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teachers to build confidence and an empowerment 

that allows them to experiment with various 

methodologies, strategies, and techniques and test 

educational theories in the prevailing situation.

Recording lesson: It is somehow impossible in 

our area. However, if it is possible, it will be very 

fruitful to self-analysis and critique of one's lesson. 

The records of lessons help teachers analyzing 

various aspects of their own and their students' 

behaviours and strategies as well.

Student feedback: Students are a good source of 

reflection and critical pedagogy. The teachers need 

to develop a set of questionnaire or observation 

checklist and give different students to respond on 

them. The instruction should be quite clear so that 

observation would be more objective. Likewise, 

informal talks with the students will also provide a 

lot insight about teacher's performance. Sometimes 

a formal sitting with the students is necessary.

Authorship

In addition to these recommendations, a teacher 

must muse on his own performance. Some questions 

would help teachers make recollections purposeful. 

For example, 'What did I teach today?' 'What was the 

question that most of the students couldn't answer?' 

Was the sentence confusing?', 'Could they answer 

if I told it differently?' Just find five minutes at any 

time on the day and recollect what you did, what the 

responses were. Think about the better choices and 

implement them, evaluate their effects and bring a 

novel idea every time and become a teacher. You are 

the best author of the strategy for you.
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also not encouraged to be analytical and time is 
rarely given for such a reflective process. The time 
has come to work on changing this stained reality. 

Critical pedagogy encourages teachers to be open 
to the students for sharing their stories - stories of 
their experiences, culture, knowledge, language etc 
so that they will be able to walk into a class with 
confidence and be known as an interesting, firm 
but fair teacher. Teacher stories must not simply be 
devices to instruct or to draw student stories, they 
must be true stories narrated in a critical fashions. 
Affirmation and critique go hand in hand.

Ways of developing reflection and critical 
pedagogy

The recommendations are made as given below so 

that teachers can develop reflective teaching and 

critical pedagogy.

Daily journal/teacher's diary: Teachers 

require maintaining journal in which they record 

daily experiences, feelings, emotional responses, 

and analyses of observations and teaching. These 

journals are interactive in nature. Journal writing 

provides little time from their busy schedule 

to make connections or discover discrepancies 

between practice, theory, personal feelings and 

values. It is means to explore and articulate their 

understandings and feelings about the actions, 

ideas, and environment.

Cross-disciplinary sharing: There could be 

a seminar or sharing sessions among the teachers 

of different subjects in the school. This seminar 

provides a forum for the teachers to communicate 

through which they share experiences, stories, 

knowledge, feelings, reactions and ideas. It is an 

opportunity to examine their own experiences.             

Observation: Teachers must invite other teachers 

to observe their classes and in turn they should 

observe others' classes. They should follow all the 

pre-observation, observation and post-observation 

stages of observation. It must be a professional 

support, not administrative one. The observer and 

observee should agree on the area of observation 

before observation takes place. Observation helps 
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Abstract 

Literature is a rich source of 

language teaching. Among the 

different genres of literature, 

poetry is the most difficult 

one because of deviant use 

of language. It also includes 

metaphoric and ironical 

meaning of language. Thus, 

activities for teaching should 

inculcate multiple aspects of 

language used in the poetry. 

This article presents activities 

for teaching poetry at higher 

secondary level. 
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Introduction 

Poetry is probably the most practised and least understood of any creative 

enterprises. Most teachers may have realised how complex good poetry 

can be and how difficult it is to know about all the various techniques 

that can be used for teaching poetry. It is indispensable that the sense 

of wonder and enthusiasm should be in the forefront in enjoying poetry. 

However, poetry is too often taught under duress for both the teacher 

and student. It is probably because we at once jump to dig out and 

analyse the hidden meaning of poetry which not only destroys its joy but 

also makes it more complicated. 

Keeping this fact in view we are trying to suggest some simple and practical 

ideas for teaching poetry at higher secondary level so that the teachers 

can encourage young readers to enjoy poetry with greater pleasure and 

understanding. This article develops some possible activities and tasks 

for teaching the poem 'On the Vanity of Earthly Greatness' by Arthur 

Guiterman which are mostly based on the format provided by Gillian 

Lazar in his book Literature and Language Teaching (1993). Though 

the same steps and activities may not be strictly useful for all poems, 

we expect that they will give the teachers an insight for teaching poetry 

by providing them with some generalisable procedures and techniques 

which they can adapt in their own poetry class.  

Pre-reading activities  

A. Stimulating students’ interest 

Activity 1 

Predicting the theme from the picture 

Show the pictures given in the activity 4 below removing the detail 

information in the class and ask the students to guess who/what they 
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Arthur Guiterman, born of American parents in 
Vienna, Austria on November 20, 1871 graduated 
from the college of the city of New York in 1891. 
The editor of the Woman's Home Companion 
and the Literary Digest he cofounded the Poetry 
Society of America in 1910. Best known for his 
humorous poems dealing with American history 
and legends, Guiterman is the author of over 
a dozen collections of poems, including Betel 
Nuts, What They Say in Hindustan (1907). The 
Laughing Music (1915), Wildword Fables (1927) 
and Gaily the Troubadour (1936). On the Vanity 
of Earthly Greatness is taken from Gaily the 
Troubadour.

are. Help them to recognize each of the pictures and 

say that Charlemagne and Julius Caesar were great 

people in the past and mastodons and grizzly bears 

were strong animals. 

Now ask the students what they have in common. 

Then write their responses on the board. Ask them 

which common adjectives can be used to describe 

each of them. Their responses might be big, strong, 

powerful, fearful, awesome, great etc. Ask them if 

they are great or powerful any more.

Activity 2 

Predicting the theme from the title 

Tell the students that they are going to read the 

poem 'On the Vanity of Earthly Greatness'. Then 

ask the students to guess/predict the theme of the 

poem from its title and write their predictions on the 

board. Finally, tell them that the theme of the poem 

might be 'nothing can last forever’.  

B. Providing the historical or cultural 

background

Activity 3 

Reading text on historical/cultural 

background

Tell the class that the poem was written by Arthur 

Guiterman. Then give them in groups the following 

flashcard that contains information about Guiterman 

and ask them to read. 

In the light of this information about Guiterman ask 

them to tell what they think the poem 'On the Vanity 

of Earthly Greatness' is going to be about? Ask them 

what they can expect in the poem and write their 

responses on the board. 

C.  Helping students with the language of 

the poem

Activity 4 

Tell the class that they are going to read about two 

great people in the past and two great animals 

which are mentioned in the poem. Then give them 

the following flashcards in groups and ask them to 

read. 

Bal Mukunda Bhandari,  Yadab Prasad Adikari

Mastodons were elephant-like giant animals. They 
disappeared from North America about 10,000 years 
ago. Mastodons were furry like woolly mammoths, and 
similar in height at roughly three meters at the shoulder. 
The tusks of the mastodon sometimes exceeded five 
meters in length, and were nearly horizontal. The tusks 
were probably used to break branches and twigs and to 
fight with each other.

Mastodon

The grizzly bear is a powerful bear that lives in the 
uplands of western North America. Grizzly bears reach 
weights of 180–680 kilograms and stand 2.44 m tall 
on their hind legs.; the male is on average 1.8 times as 
heavy as the female.

In spite of their massive size, these bears can run at 
speeds of up to fifty-five kilometres per hour (thirty-
five miles per hour).

Grizzly bear
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Charlemagne

Charlemagne the Just, born about 
742 probably in Aachin, Germany 
was the king of the Franks who 
united Western Europe and es-
tablished Holy Roman Empire. 
He built magnificent palaces and 
cathedral. His palaces were centre 
for learning. He ruled for 40 years 
and died in 814 at the age of 72.

Activities for Teaching Poetry

Julius Caesar

Julius Caesar, born 100 

BC in Italy was a great 

Roman general and 

powerful dictator. A very 

powerful leader with 

a huge army under his 

command, he defeated 

many countries and 

became the sole ruler. He was stabbed to death 

outside the building where the senate of Rome 

met. 

While-reading activities 

Activity 5 

Give the students a jumbled version of the poem 

as below and ask them to put it together again in 

groups.

On the Vanity of Earthly Greatness

                                             

Is ferric oxide known as rust.

Great Caesar's bust is on the shelf,

The tusks that clashed in mighty brawls

Was feared by all is now a rug.

The sword of Charlemagne the Just

And I don't feel so well myself.

The grizzly bear whose potent hug

Of mastodons, are billiard balls.

 - Arthur Guiterman

Now, ask them to turn over the poem in their book 

and compare their version with the original poem. 

Ask them if their version is same as or different from 

the original. Ask them to tell the reason why they 

ordered the poem in the way that they did. 

Activity 6 

Ask the students to read the poem and find words 

for each of these definitions. 

a. long pointed teeth as in the elephant. 

b. a game for two people played with cues and 

three balls on a long table covered with green 

cloth. 

c. large extinct mammals like elephants. 

d. large variety of brown bear found in North 

America and North Russia. 

e. a powerful Roman Statesman and general. 

f. a king who united Western Europe.

g. a stone or metal model of a person's head, 

shoulders and chest.

After they complete, they can be asked to compare 

their answer with their partners. 

Activity 7

Ask the students to read the poem again and find 

synonyms for each of these words. 

fights 

powerful 

spear 

embrace 

Activity 8 

Tell them that column A below has four things 

of great importance in the past which have been 

compared to the trivial things at present in column 

B.  Then ask them to match.

A B

the tusks of mastodons rug

the sword of 

Charlemagne

bust

the grizzly bear rust

Julius Caesar billiard balls



Journal of NELTA    Vol. 1 2   No. 1 & 2   December 2007

30 Bal Mukunda Bhandari,  Yadab Prasad Adikari

They can be asked to compare their answer to see if 

they have matched correctly. Ask them what might 

be the intention or purpose of the poet in comparing 

the great things with the trivial things. Write their 

responses on the board. After that ask them what 

figure of speech this type of comparison is. If the 

responses are not correct, explain as below. 

The poem involves four comparisons between things 

which are different or unlike each other. This type of 

figure of speech is called metaphor. 

Activity 9 

Ask the students under which column above A or 

B does the narrator/poet keep himself. Why does 

he keep himself in column A, that is, with the great 

things, not in column B with the trivial things? Then 

write their responses on the board and explain as 

below. 

The narrator is trying to convey a message that 

nothing great lasts forever. Therefore, it is vain to 

pride yourself on earthly greatness. On the other 

hand, the narrator is keeping himself in the rank of 

great people like Charlemagne and Julius Caesar. 

This is irony. Irony results from the gap between 

the expressed meaning and intended meaning. 

By telling other people not to boast the narrator 

is boasting. It's his vanity. The tone of the poem is 

ironical towards all who pride themselves on earthly 

greatness.  

Activity 10

Ask the students to read the poem aloud with 

appropriate rhyme and rhythm and ask them to 

find two rhyming words in the poem for each of the 

following.

 falls  must mug  elf

Ask the students if they know the rhyme scheme of 

the poem. If incorrect answer comes, explain that 

AA, BB, CC, DD is the rhyme scheme of the poem. 

Ask them to read aloud again to find which sounds 

get repeated frequently. Write their answers on the 

board and ask what the effect of the repetition of /t/ 

/d/ and /r/ sounds in the poem is.

Activity 11

Tell the students that they are now going to discuss 

and answer some questions from the poem in group 

and give them the following questions: 

a. Which stanza compares the tusks of 

mastodons to billiard balls? 

b. Why does the poet compare the grizzly 

bear with a rug in the third stanza? 

c. Why does not the narrator feel so well in 

the last stanza? 

d. What four great things are mentioned 

in the poem? Does their greatness still 

exist? 

Now ask them to write their answers and compare 

in pairs.

Post-reading activities 

Activity 12

Give the students the following statements about the 

possible underlying meanings of the poem and ask 

them to decide which ones are true or false. 

a. The poem makes us realize that nothing is more 

powerful than time.

b. The poem tries to glorify human greatness.

c. Humour in the poem arises from its ironical 

tone.

d. The poem presents a serious subject matter in 

a playful way.

e. The narrator of the poem is not vain at all.   

f. The message of the poem is nothing lasts 

forever. 

Activity 13

Give the students the following critical comments 

and ask them to find which is more convincing and 

why.

'On the Vanity of Earthly Greatness' uses four 

different metaphors to convey the message that 

'nothing lasts forever' or 'nothing good can stay'. 

Great emperors will eventually crumble to nothing. 

Powerful mastodons and grizzly bears in the past are 

now no more powerful. Time devours everything; 
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time destroys everything. So it is vain to boast upon 

anything. 

The poem captures the readers' attention with its 

deceptively simple rhyme scheme, that is, AA, BB, 

CC and DD. The poem has a fun and somewhat 

comic feel or tone brought by this rhyme scheme. 

The poet seems to be trying to give a serious message 

in a playful way. The poem gets straight to the point 

and rhymes nicely.

'On the Vanity of Earthly Greatness' uses four 

impressive comparisons to give its message to 

the readers that the objects of art like the sword 

of Charlemagne and the bust of Julius Caesar are 

everlasting. Such great things are to be preserved 

forever. 

Activity 14

Ask the students to discuss in small group what 

could be the possible summary of the poem. Then 

ask them to present it orally. 

Activity 15

Call 8 students to the front of the class and give the 

pictures of Charlemagne, Julius Caesar, Mastodons 

and grizzly bear to four of them. Similarly, give the 

flashcards of rug, rust, billiard balls and bust of 

Julius Caesar to four of the rest and ask them to find 

their partner when you say 'rust', 'grizzly bear' etc. 

Activity 16

Ask the students to practise reading the poem aloud 

with suitable mime and gestures. 

Follow-up activities 

a. Ask the students to paraphrase each 

stanza in their own language.

b. Ask them to write an essay on 'The Vanity 

of Human Greatness'.
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Abstract

The present article is an 

attempt to highlight the need 

for a comprehensive ELT 

survey of Nepal which is 

being undertaken by Nepal 

English Language Teachers' 

Association (NELTA). It 

outlines the scope of the survey 

and its expected contribution 

towards redefining the 

status and position of the 

English language in the 

contemporary ELT scenario of 

new Nepal. The article draws 

information from sources such 

as discussions held with the 

ELT stakeholders at different 

times, seminars and archives 

including the ELT Survey of 

1983/84. 

The Proposed ELT Survey: Redefining Status and  

Role of English in Nepal

Govinda Raj Bhattarai* 

Ganga Ram Gautam* 

Introduction 

Linguistically speaking Nepal is considered one of the richest living 

laboratory which has stored more than one hundred living languages 

distributed along the ecological zones. They descend from four great 

language families viz. the Indo-Aryan, Tibeto-Berman, Austro-Asiatic 

and Dravidian. Also there are few unidentified language families. The 

linguists have claimed to have found as many as 120 languages however 

the latest census has recorded 92 (CBS, 2001). These languages are 

defined as national languages of the nation. Nepali has been widely 

used as a lingua franca and also the official language. Recently with the 

restoration of democracy, there is a growing concern and awareness 

towards the promotion and preservation of the indigenous languages 

though some of the languages are on the verge of extinction. With 

the introduction of the mother tongue education policy at primary 

level education, the government also has taken initiative towards the 

establishing and supporting mother tongue education through 14 

indigenous languages in formal education (CDC). In this scenario, it is 

difficult to frame language policy when keep such linguistic diversity 

aside. Not only this, we have a long tradition of about 200 years of the 

introduction of English in Nepal. Until recently, it was considered as 

a foreign language with a limited role and purpose. Now in the global 

context it is striving to take a position of second language. 

Nepal is providing education through six universities with about 1000 

constituent and their affiliated colleges, some 1500 higher secondary 

schools and 42100 schools of which 7154 are privately run and the 

rest are publicly run. English occupies a prominent position in the 
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total education system of Nepal (Awasthi, 2003). 

Almost all university education, tertiary educational 

colleges and privately run academic institutions 

use English for all academic purposes – teaching, 

evaluation and research. When this is compared 

with the government aided academic institutions, 

a bleak situation prevails mostly on account of 

English. Growing public craze towards the English 

language is seen in the growing attraction of parents 

and students towards privately run education 

institutions of the country, whether at the university 

level or the school level. At present education 

policy makers have to bridge the contrasting gap by 

establishing a meeting point. 

In the last few decades, the position of English in 

the formal education curricula has been fluctuated. 

Sometimes, it was proposed that English language 

be introduced from grade four and at other times it 

was introduced at grade one. Likewise, the university 

education also faced similar type of dilemma as it 

failed to make Nepali the medium of instruction 

mandatory since the early 90s. Instead of being 

replaced with Nepali, it is being more dominant and 

almost exclusive as the medium of instruction in 

higher education. 

All these decisions made in the past lacked research 

grounding and thorough analysis regarding the 

position of English in the national language 

planning mechanism. Most of the decisions 

were reached whimsically at the political level 

without really considering the ground realities 

and they lacked preparatory exercises before their 

implementation (Khaniya, 2007). The only historic 

guidelines in Nepalese ELT were the ELT Survey 

1983/84. However, its recommendations were not 

materialized fully (Awasthi, 2007). Moreover, ELT 

scenario in the following years changed drastically 

resulting from the researches in the ELT pedagogy 

carried out worldwide. Thus, ELT in Nepal has still 

suffered from the lack of concrete direction and 

most of the problems are left unaddressed. 

Need for a comprehensive ELT survey

English is no longer limited to the classroom 

situation. It has now expanded its reach to various 

fields such as human rights, democracy, development 

sector, media and governance. To put in Crystal's 

(1987) words, English is the main language of the 

books, newspapers, airports and air traffic control, 

international business and academic conferences, 

science, technology, medicine, diplomacy, sports, 

international competitions, pop music and 

advertising. The spread of global cyber culture has 

spread the use of English even to the remote rural 

areas alike. Similarly, English has also played a link 

role in unifying the people living in diverse cultural 

and linguistic settings. Such roles were not perhaps 

envisaged in the last decades. Despite this wide and 

expanded use of English, there is a lack of authentic 

and valid document which can provide clear picture 

of the use of English in Nepal. 

The country is experiencing a great transitional 

phase politically and socio-culturally. In the new 

Nepal the role of English is going to be more 

prominent and widespread in uniting people and 

strengthening national harmony. It also needs to be 

used more extensively to help people access the fruits 

of development and in consolidating the same. 

The role of English in Nepal has not been visible in 

the policy documents. The decisions made from time 

to time are on an ad hoc basis they do not reflect 

any long-term vision and plan. Also, the position of 

English in the context of mother tongue education, 

mitigating the gap between public and private sector 

education and the medium of instruction at the 

higher education level need to be revisited, redefined 

and reassessed at the policy level to give clear policy 

directives. 

English has now become synonymous to quality 

education. In order to be considered to be elite, 

knowledge of English is indispensable. In the 

perspective of classroom teaching, English plays 

significant role. In order to bring in quality, the 

teaching and learning of English has to be to the 

mark that it addresses the quality parameters 

both in terms of delivery, materials and classroom 

discourse. The key factors of the quality ELT such 

as curricula, textbooks, methodology, teachers, 

learners, assessment and the overall teaching 

learning situation should also be assessed and 

The Proposed ELT Survey: Redefining...



Journal of NELTA    Vol. 1 2   No. 1 & 2   December 2007

34

strategies and measures to be adopted for their 

promotion need to be recommended.  

It has been obvious that for the last 15 years, 

NELTA has been playing a key role in the 

promotion and enhancement of ELT in Nepal. It 

has been devoted to the professional development 

activities of English language teachers. Due to its 

professional commitment and its acceptance by the 

stakeholders nation-wide, it has earned high degree 

of professional credibility and trust. NELTA has co-

partnered with government and non-government 

organisations such as Ministry of Education and 

Sports, British Council, US Embassy, international 

publishing houses and so on. In order to offer its 

professional contributions to the future of ELT in 

Nepal with focused and meaningful partnership 

with its stakeholders, NELTA has incorporated 

the undertaking of ELT survey as a part of its 

strategic plan which has been envisaged for years. 

As a preliminary task of outlining the nature of the 

survey, NELTA has now been engaged in developing 

the proposal with the kind assistance of the US 

Embassy in Nepal. 

With the rationales mentioned above, NELTA 

feels that with the experiences and its strengths 

earned during these years since its inception, it is 

in a position to carry out this task of ELT  Survey in 

Nepal. For this task, NELTA has formed a high level 

survey team to detail out the proposal. 

Objectives of the survey

The objectives of the proposed ELT Survey include: 

•	 To document the state of English language 

teaching in Nepal at both public and 

private sector.

•	 To observe and describe the teaching 

and learning of English at all levels of 

education.

•	 To justify the role of English to promote 

and strengthen democracy in Nepal.

•	 To analyse the ELT curriculum with 

respect to the current trends in ELT.

•	 To assess the English language teaching 

and learning materials and examination 

practices in formal education system of 

Nepal.

•	 To assess the English language proficiency 

of teachers and students.

•	 To review the research activities in the 

field of English language education in 

Nepal.

•	 To assess the kind and quality of English 

in academia.

•	 To draw an outline of Nepali variety of 

English. 

•	 To identify the role of NELTA for the 

enhancement of ELT in Nepal including 

networking and professional development 

of English language teachers.

•	 To recommend strategies for the 

enhancement of ELT in Nepal.

Coverage/scope of the survey

NELTA is shaping the proposal drawing suggestions 

from the key ELT stakeholders in Nepal. In this 

connection, NELTA has organized rounds of 

discussions, workshops and seminars throughout 

the year and has collected views, opinions and 

suggestions from the experts and policy makers. The 

inputs received so far have indicated the following 

areas to be considered in the forthcoming survey. 

•	 Language policy and position of English 

in formal education.

•	 Teacher education policy and practices 

with reference to English language 

teaching.

•	 English language proficiency of the 

learners of all levels of education. 

•	 English language proficiency and 

performance of English language 

teachers.

•	 Perception, attitudes, aspiration of parents 

towards English.

•	 Status of English in both public and 

private educational institutions. 
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•	 English language teaching learning 

materials.

•	 Testing and evaluation policies and 

practices with reference to ELT.

•	 English literacy and role of English in 

strengthening democracy.

•	 English in the development sector (I/

NGOs).

•	 Role of International agencies working in 

English language education in Nepal.

•	 English and its use in the ICT.

•	 Coordination among ELT stakeholders.

•	 Research in ELT.

•	 Role of NELTA and other organisations. 

Expected outcomes of the survey

Once the survey is accomplished, Nepal will have 

an authentic document to fix the position of English 

in the national language policy framework. It 

will document the English language needs of the 

Nepalese learners both in formal and information 

sectors. The use of English in the world of academia 

and beyond will also be traced out. The findings of 

the study will also help us demarcate the status of 

English for a few decades to come. 

The survey will also provide valuable input in order 

to revisit and reshape the existing ELT pedagogy 

– training, materials production and evaluation 

system. Accordingly, the document will provide 

NELTA with clear directives regarding the mode of 

contribution and operation for the promotion and 

enhancement of quality ELT in Nepal. 

Conclusion

The proposed ELT survey is an ambitious and 

historic endeavour. Once accomplished, this 

document is expected to provide clear directives 

in the future of ELT  in Nepal. Moreover, the role 

and status of English will clearly be defined in the 

national language policy. 
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Abstract

This paper focuses on the 

principles of test design, 

construction, administration 

and analysis that underpin 

good testing practice.  Readers 

will be provided with the 

essential theoretical and 

practical background that they 

need to construct and analyze 

their own tests or to evaluate 

other tests.

* Dr Coombe teaches at Dubai Men’s College, Higher Colleges of 
Technology.

Introduction    

In the past ten years, there have seen a number of developments in the 

exam production and evaluation process. Although the specialist testing 

literature has burgeoned in this decade, information about recent devel-

opments and issues is often slow to filter down to the classroom level. 

This paper provides an opportunity for teachers and administrators to 

explore and evaluate aspects of the testing process and discuss current 

issues. In addition to becoming familiar with standard approaches to 

classroom testing, alternative forms of assessment such as self-assess-

ment, portfolio writing, and student-designed tests will be discussed.

The cornerstones of testing

Language testing at any level is a highly complex undertaking that must 

be based on theory as well as practice. Although this paper focuses on 

practical aspects of classroom testing, an understanding of the basic 

principles of good testing is essential.   The guiding principles that gov-

ern good test design, development and analysis are validity, reliability, 

practicality, washback, authenticity, transparency and security. 

Validity

The term validity refers to the extent to which a test measures what 

it says it measures.  In other words, test what you teach, how you 

teach it. Types of validity include content, construct, and face.  For 

classroom teachers, content validity means that the test assesses the 

course content and outcomes using formats familiar to the students.  

Construct validity refers to the “fit” between the underlying theories 

and methodology of language learning and the type of assessment. 

For example, a communicative language learning approach must be 

matched by communicative language testing.  Face validity means that 

the test looks as though it measures what it is supposed to measure. 

Fundamentals of Language Assessment
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This is an important factor for both students and 

administrators. Other types of validity are more 

appropriate to large-scale assessment.

Reliability

Reliability refers to the consistency of test scores. It 

simply means that a test would give similar results if 

it were given at another time. Three important factors 

affect test reliability. Test factors such as the formats 

and content of the questions and the length of the 

exam must be consistent. Administrative factors 

are also important for reliability. These include the 

classroom setting (lighting, seating arrangements, 

acoustics, lack of intrusive noise etc.) and how the 

teacher manages the exam administration. Affective 

factors in the response of individual students can 

also affect reliability. Test anxiety can be alleviated 

by coaching students in good test-taking strategies.

Practicality

Classroom teachers are well familiar with practical 

issues, but they need to think of how practical matters 

relate to testing.  A good classroom test should be 

“teacher-friendly.” A teacher should be able to 

develop, administer and mark it within the available 

time and with available resources. Classroom tests 

are only valuable to students when they are returned 

promptly and when the feedback from assessment is 

understood by the student. In this way, students can 

benefit from the test-taking process.  Practical issues 

include time, resources (everything from computer 

access, copying facilities, AV equipment to storage 

space), and administrative logistics.  

Washback

Washback refers to the effect of testing on teaching 

and learning. Unfortunately, students and teachers 

tend to think of the negative effects of testing such 

as “test-driven” curricula and only studying and 

learning “what they need to know for the test.”  

Positive washback, or what we prefer to call “guided 

washback” can benefit teachers, students and 

administrators. Positive washback assumes that 

testing and curriculum design are based on clear 

course outcomes which are known to both students 

and teachers/testers. If students perceive that tests 

are markers of their progress towards achieving these 

outcomes, they have a sense of accomplishment. In 

short, tests must be part of learning experiences for 

all involved.

Authenticity

Language learners are motivated to perform when 

they are faced with tasks that reflect real world 

situations and contexts. Good testing or assessment 

strives to use formats and tasks that mirror the types 

of situations in which students would authentically 

use the target language. Whenever possible, teachers 

should attempt to use authentic materials in testing 

language skills.

Transparency

Transparency refers to the availability of clear, 

accurate information to students about testing. 

Such information should include outcomes to be 

evaluated, formats used, weighting of items and 

sections, time allowed to complete the test, and 

grading criteria. Transparency dispels the myths 

and mysteries surrounding secretive testing and 

the adversarial relationship between learning and 

assessment.  Transparency makes students part of 

the testing process.

Security

Most teachers feel that security is an issue only in 

large-scale, high-stakes testing.  However, security 

is part of both reliability and validity.  If a teacher 

invests time and energy in developing good tests 

that accurately reflect the course outcomes, then it 

is desirable to be able to recycle the tests or similar 

materials. This is especially important if analyses 

show that the items, distractors and test sections 

are valid and discriminating. In some parts of the 

world, cultural attitudes towards “collaborative 

test-taking” are a threat to test security and thus to 

reliability and validity.  As a result, there is a trade-

off between letting tests into the public domain and 

giving students adequate information about tests.  

Cornerstones checklist 

When developing, administering and grading exams, 

ask yourself the following questions:
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	 Does your exam test the curriculum 

content?

	 Does your exam contain formats familiar 

to the students?

	 Does your test reflect your philosophy of 

teaching?

	 Would this test yield the same results if 

you gave it again?

	 Will the administration of your test be the 

same for all classes?

	 Have you helped students reduce test 

anxiety through test-taking strategies?

	 Do you have enough time to write, grade 

and analyze your test?

	 Do you have all the resources (equipment, 

paper, storage) you need?

	 Will this test have a positive effect on 

teaching and learning?

	 Are the exam tasks authentic and 

meaningful?

	 Do students have accurate information 

about this test?

	 Have you taken measures to insure test 

security?

	 Is your test a good learning experience for 

all involved?

Test development process                    

All good test writers know that developing a test 

is a multi-faceted procedure.  Teachers/testers 

should start the planning phase of the exam well 

in advance of test dates. The second phase of test 

development focuses on the actual test content.  

In this phase, teachers map the exam, develop its 

content and establish grading criteria. The next 

phase of test development occurs before the test 

is actually administered. In this phase, students 

receive information about the test and are coached 

in test-taking strategies. Test administration is 

the next phase in the development process. Here 

important policies such as makeup exams and 

testing conditions are decided upon.  An especially 

important part of the test development process 

occurs after the test.  In this phase, teachers 

calibrate their marking, grade exams, compute basic 

statistics, and report on results. The last phase of the 

process involves reflection. Here teachers/testers/

administrators are asked to reflect on the testing 

process and make recommendations for improving 

not only the exam but also the curriculum and its 

delivery.  The following checklist can be used by 

teachers to develop classroom tests:

Planning

	 Establish purpose of test

- place students in program 

- achievement of course outcomes

- diagnosis of strengths and areas for 

improvement

	 Identify objectives

- operationalize outcomes

	 Decide on cut-offs

	 Inventory course content and materials

- consider appropriate formats

- establish overall weighting

	 Determine exam schedule

	 Draft test specifications

Test content and development

	 Map the exam

- decide on sections, formats, 

weighting

	 Construct items

	 Establish grading criteria

	 Prepare an answer key

	 Vet the exam

	 Pilot the exam

Before the test

	 Provide information to students

- coverage, weighting, formats, 

logistics

	 Prepare students 

- student test-taking strategies

- practice exam activities
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Test administration

	 Decide on test conditions and procedures

	 Organize equipment needed

	 Establish makeup policy

	 Inform students about availability of 

results

After the test

	 Grade tests

- calibrate if more than one teacher 

involved

- adjust answer key if needed

	 Compute basic statistics

	 Get results to students

- provide feedback for remediation

	 Conduct exam analysis

- overall exam analysis

- item and distractor analysis

- error analysis

	 Report on exam results

	 Channel washback 

Reflect on the testing process

	 Learn from each exam

- Did it serve its purpose?

- What was the “fit” with curricular 

outcomes?

- Was it a valid and reliable test?

- Was it part of the students’ learning 

experience?

- What future changes would you 

make?

Guidelines for classroom testing  

The following are some general guidelines for good 

classroom testing.

•	 Test to course outcomes

•	 Test what has been taught, how it has been 

taught

•	 Weight exam according to outcomes and course 

emphases

•	 Organize exam  with student time allocation in 

mind

•	 Test one language skill at a time unless 

integrative testing is the intent

•	 Set tasks in context wherever possible 

•	 Choose formats that are authentic for tasks and 

skills

•	 Avoid mixing formats within one exam task

•	 Distinguish between recognition, recall, and 

production in selecting formats

•	 Design test with entire test sections and tasks 

in mind

•	 Prepare unambiguous items well in advance 

•	 Sequence items from easy to more difficult

•	 Items receiving equal weight should be of equal 

difficulty

•	 Write clear directions and rubrics

•	 Provide examples for each format

•	 Write more items than you need

•	 Avoid sequential items

•	 Take your test as a student before finalizing it

•	 Make the test easy and fair to grade

•	 Develop practice tests and answer keys 

simultaneously

•	 Specify the material to be tested to the 

students

•	 Acquaint students with techniques and 

formats

•	 Administer test in uniform, non-distracting 

conditions

•	 For subjective formats, use multiple raters 

whenever possible

•	 Provide timely feedback to students

•	 Reflect on exam without delay

Writing objective test items 

Multiple choice questions (MCQs)

Multiple-choice questions are the hardest type of 

objective question to write for classroom teachers. 

Although many people believe MCQs are simplistic, 
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actually the format can be used for intellectually 

challenging tasks. Teachers should keep the 

following guiding principles in mind when writing 

MCQs:

•	 The optimum number of response options for 
F/SL testing is four.

•	 With four response options, one should be an 
unambiguous correct or best answer.  The three 
remaining options function as distractors.

•	 Distractors should attract students who are 
unsure of the answer.

•	 All response options should be the same length 
and level of difficulty.

•	 All distractors should be related in some way 
(e.g. same part of speech).

•	 The question task should be clear from the 
stem of the MCQ.

•	 The language of the stem and response options 
should be as simple as possible to avoid skill 
contamination.

•	 The selection of the correct or best answer 
should involve interpretation of the passage/
stem, not merely the activation of background 
knowledge or “verbatim selection.”

•	 Avoid using “all of the above”, “none of the 
above”, or “a, b, and sometimes c, but never d” 
options.

•	 All response options should be grammatically 
correct.

•	 Correct answers should appear equally in all 
positions.

•	 Make sure there is a correct answer for each 
item.

•	 Whenever possible, context should be 
provided.

•	 Recurring information in response options 
should be moved to the stem.

•	 Avoid writing absurd or “giveaway” 
distractors.

•	 Avoid extraneous clues.

•	 Avoid sequential items where the successful 
completion of one question presupposes a 

correct answer to the preceding question.

Main idea MCQ format

The testing of the main idea of a text is frequently 

done via MCQs. The recommended word count 

of the paragraph or text itself should be based on 

course materials. One standard way to test main idea 

employs an MCQ format with the response options 

written in the following way:

•	 JR (just right) This option should be the correct 

or best answer.

•	 TG (too general) This distractor relates an 

option that is too broad.

•	 TS (too specific) This distractor focuses on one 

detail within the text or paragraph.

•	 OT (off topic)  Depending on the level of the 

students, this distractor is written so that it 

reflects an idea that is not developed in the 

paragraph or text.  For more advanced students, 

the idea would be related in some way.

Main idea can also be tested via the TFN format by 

using the “This text/paragraph is mostly about...”   

prompt.

True/false/not enough information (TFN)

True/false/not enough information questions are 

a reliable way of testing reading comprehension 

provided that there are enough questions. They have 

the added advantage of being easier and quicker to 

write than MCQs. Teachers should keep the following 

guidelines in mind when writing TFNs:

•	 Questions should be written in language at a 

lower level of difficulty than the text.

•	 Questions should appear in the same order as 

they appear in the text.

•	 The first question should be an “easy” question.  

This serves to reduce text anxiety.

•	 Avoid using absolutes like “always” or “never” 

in TFNs.

•	 Have students circle TFN rather than write a 

letter in a blank.

•	 To increase the discrimination or reduce 

the guessing factor, add the Not Enough 

Information option. It means that the 
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necessary information to answer the question 

is not included in the text.  

•	 Successful completion of TFN items should 

depend on the student’s reading of the text, not 

on background knowledge.

•	 Avoid discernible patterns for marking i.e. 

TTTFFFNNN.

•	 Avoid verbatim selection or simply matching 

the question to words/phrases in the text.

•	 Paraphrase questions by using vocabulary and 

grammar from course materials.

•	 The TFN format is effectively used to test 

reading, but should be avoided for listening 

comprehension. When using this format for 

listening comprehension, it is advisable to 

reduce the number of options to T or F.

Matching

Matching is an extended form of MCQ that draws 

upon the student’s ability to make connections 

between ideas, vocabulary and structure. The 

advantage over MCQs is that the student has more 

distractors per item. Additionally, writing items 

in the matching format is somewhat easier for 

teachers than either MCQs or TFNs. These are some 

important points to bear in mind:

•	 Include more items in the answer group than in 

the question group.

•	 Never write items that rely on direct 1-on-1 

matching.  The consequence of 1-on-1 matching 

is that if a student gets one item wrong, at least 

two are wrong by default. By contrast, if the 

student gets all previous items right, the last 

item is a “process of elimination freebie.”

•	 Matching can be used very effectively with 

related items for gap-fill paragraphs instead 

of two lists.  In this way, students focus on 

meaning in context and attend to features such 

as collocation.

•	 If a two-column format is used for matching, 

number the questions and letter the answer 

options. Leave a space for students to write the 

letter of the chosen answer. This prevents lines 

drawn from Q to A columns which is a grader’s 

nightmare.

•	 Avoid extraneous clues such as using “an” when 

the correct answer starts with a vowel.

Writing subjective test items 

Most teachers find that it is relatively easy to write 

subjective test item prompts as contrasted to 

objective ones. The difficulty lies in clearly specifying 

the task for the student so that grading is fair and 

equitable to all students. Some teachers find that the 

best approach is to write a sample answer and then 

analyze the elements of that answer. Alternatively, it 

is useful to ask a colleague to write a sample answer 

and critique the prompt. Writing good subjective 

items is an interactive, negotiated process.

The F/SL literature generally addresses two types 

of writing: free writing and guided writing. The 

former requires students to read a prompt that 

poses a situation and write a planned response 

based on a combination of background knowledge 

and knowledge learned from the course. Guided 

writing, however, requires students to manipulate 

content that is provided in the prompt, usually in 

the form of a chart or diagram.

Guided writing

Guided writing is a bridge between objective and 

subjective formats. This task requires teachers to 

be very clear about what they expect students to do. 

Decide in advance whether mechanical issues like 

spelling, punctuation and capitalization matter when 

the task focuses on comprehension. Some important 

points to keep in mind for guided writing are:

•	 Be clear about the expected form and length of 

response (one paragraph, a 250-word essay, a 

letter etc.).

•	 If you want particular information included, 

clearly specify it in the prompt (i.e. three causes 

and effects, two supporting details etc.)

•	 Similarly, specify the discourse pattern(s) the 

students are expected to use (i.e. compare and 

contrast, cause and effect, description etc.)

• Since guided writing depends on the students’ 

manipulation of the information provided, be 
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sure to ask them to provide something beyond 

the prompt such as an opinion, an inference, or a 

prediction.

•	 Be amenable to revising the anticipated answer 

even as you grade.

Free writing

All of the above suggestions are particularly germane 

to free writing. The goal for teachers is to elicit 

comparable products from students of different 

ability levels.  

•	 The use of multiple raters is especially 

important in evaluating free writing. Agree on 

grading criteria in advance and calibrate before 

the actual grading session.

•	 Decide on whether to use holistic, analytical or 

a combination of the two as a rating scale for 

marking.

•	 If using a banding scale, adjust it to the task.

•	 Acquaint students with the marking scheme 

in advance by using it for teaching, grading 

homework and providing feedback.

•	 Subliminally teach good writing strategies by 

providing students with enough space for an 

outline, a draft and the finished product.

•	 In ES/FL classrooms, be aware of cultural 

differences and sensitivities among students.  

Avoid controversial issues that might offend or 

disadvantage students.

Writing calibration process

For test reliability, it is recommended that clear 

criteria for grading be established and that rater 

training in using these criteria takes place prior to 

marking. The criteria can be based on holistic or 

analytical rating scales. However, whatever scale is 

chosen, it is crucial that all raters adhere to the same 

scale regardless of their personal preference. 

The best way to achieve inter-rater reliability 

is to practice.  Start early in the academic year 

by employing the marking criteria in non-test 

situations. Make students aware from the outset of 

the criteria and expectations for their work. Collect 

a range of student writing samples on the same task 

and have teachers evaluate and discuss them until 

they arrive at a consensus score.  

Statistics    

Statistics simply mean mathematical forms of exam 

results. Unfortunately, the term statistics often has 

negative connotations for language teachers. Yet 

teachers can easily learn how to use statistics to get 

information about their students’ performance on a 

test and to check the test's reliability. Basic statistics 

provide information on individual students, the 

class as a whole, the course content and how it has 

been taught. Every teacher can benefit from this 

feedback. The most important statistics are simple 

arithmetic concepts which are easy to compute with 

a hand calculator.

Basic statistics for classroom testing

The most useful statistics for classroom teachers are 

known as descriptive statistics.  They “describe" the 

population of students taking the test. The mean, 

mode, median, standard deviation, and range are 

common descriptive statistics. Of these, the mean is 

the most important for classroom teachers.

Other descriptive statistics are important for large-

scale, high stakes testing and can easily be calculated 

with computer applications such as Excel.

The mean:  Once a test has been administered to a 

group of students, the first step for any classroom 

teacher should be to compute the mean score or 

arithmetic average.  The mean is the sum of all the 

scores divided by the number of scores. Mean scores 

can be computed for the test as a whole or for each 

section (i.e. listening, reading, writing etc.) of a test. 

Computing a mean score can give you information as 

to the reliability of the test. In general, mean scores 

that fall within the 70th percentile (i.e. from 70 to 

79) are said to be valid indicators of test reliability.  

For shorter or mastery quizzes, however, teachers 

can expect higher means.

Pass/fail rate: Another useful statistic to compute is 

the pass or failure rate for a given test or quiz. This 

is most simply done by a grade breakdown. The first 

step in this process is to count the number of A's, 
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B's, C's, and D's received on the test. This number 

represents the pass rate for a given test. Divide this 

number by the total number of students who took 

the test and you have the pass rate. To compute 

the failure rate, count the number of F's or failing 

grades and divide this number by the total number 

of students who took the exam.

Histograms:  Histograms are visual representations 

of how well a group of students did on a test or 

quiz. Histograms can be easily drawn from a chart 

of grade breakdowns (number of A, B, C, D and F 

grades received on a test). These totals are later 

graphed on a chart. The resulting curve represents 

how the class did as a whole on a test.

Computing basic statistics for classroom use

	 Figuring the mean

- Add the grades of all students

- Divide the total of the grades by the 

number of students

- The result is the mean for that test or 

quiz.

	 Figuring the pass rate

- Count the number of students in each 

grade category. In some systems, this 

will be A, B, C, D, F.  Note that test 

and quiz grades can be out of any 

number, not just 100.

- Divide the number of students 

who received a grade in all passing 

categories by the number of students 

who took the test.

- The result is the pass rate for that 

class for that test.

	 Figuring the failure rate

- Count the number of students in each 

grade category. In some systems, this 

will be A, B, C, D, F.

- Divide the number of students 

who received a grade in all failing 

categories by the number of students 

who took the test.

- The result is the failure rate for that 

class for that test.

	 Plotting a histogram

- A histogram is a picture of your grade 

distribution or breakdown.  It is a 

simple graph with two axes.  One side 

(the vertical) represents the number 

of students who took the exam.  The 

horizontal side has the range of 

grades received on the exam.  

- Create the vertical axis by showing 

how many students took the exam.  

For example, if you have 25 students 

in your class, have the bottom 

represent 0 and the top 25 with 

intervals of 5 students.

- Create the horizontal axis by showing 

the range of possible grades.  For 

example, you may have F on the left 

side, followed by D, C, B, and A in 

ascending order.

- Plot the number of students who 

received each grade.  Remember to 

note grades for which there were 

no scores at the zero level.  Then, 

you can either use bars to depict the 

number of scores in each category or 

connect the dots at the top of each 

column (include the zeroes!).
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Sample classroom statistics worksheet

Teacher:_____________   Class________

Exam:______________   Date:_________

Failing F D grades C grades B grades A grades

59 and below 60 to 69 70 to 79 80 to 89 90 to 100

25

20

15  

  

10

  5

  0

 F D C B A

Total number of students taking exam:___

Number passed: ______   Pass rate: _____%

Number failed:   ______   Fail   rate: _____%

Grade breakdown:

 A:    n = ____    % = ____

 B:    n = ____    % = ____

 C:    n = ____    % = ____

 D:    n = ____    % = ____

 (cusp:    n = ____    % = ____)

 F:    n = ____    % = ____

Class Mean:

Total of all scores: _______

____divided by_____________   =     _______

___ mean

Number of Ss:        _______

Technology for testing   

Technology is increasingly employed in testing. 

The last decade has progressed from scanned 

examinations to the recent widespread use of 

computer adaptive testing. Each institution embraces 

technology according to available resources, but 

whatever the use, technology should always be in 

the service of teaching and testing, not the other way 

around.

Scanned tests   

Many schools and colleges use scanners to quickly 

and accurately grade and analyze objective tests. 

From a testing perspective, the most important 

consideration is that items and tasks follow good 

testing practice since the results will only be as good 

and valid as the test itself. The use of a scanner 

requires that students fill in a special answer or 

“bubble” sheet that is machine-readable. This 

presents some mechanical problems for students 

who may inadvertently transfer information 

incorrectly from the question paper to the answer 

sheet. 

Computer-based testing 

Computer-based testing (CBT) has numerous 

advantages including:

- quick, accurate results and feedback

- detailed statistical analysis

- easy administration with a high level of 

security

- item banks of validated test items

- encouragement of certain effective test-taking 

skills

However, the use of CBTs requires access to 

hardware and software and special training in test 

construction using formats that are amenable to 

machine scoring.  Additionally, some skills such as 

writing and speaking can only be computer tested 

with sophisticated equipment.

Computer-adaptive testing

Recently, institutions such as ETS have developed 

language tests using computer-adaptive testing 

Christine Coombe
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(CAT). CATs are tailored to individual ability levels 

since each question presented to the candidate is 

based on their response to the previous question. 

In addition to all the CBT features noted above, 

advantages include shorter testing time and the 

establishment of the individual’s unique level. CAT 

requires sophisticated equipment and test writing 

skills based on item response theory.

Internet resources 

The Internet provides access to global resources on 

testing. Some Internet sites address generic testing 

issues while others are specific to English language 

testing.  Most of the sites listed below “point to” other 

Internet testing resources. Please note that URLs or 

addresses change often; those provided below were 

accurate as of mid-March 1999.

Clearinghouse on Assessment and Evaluation’s site 

(http://www.ericae.net) provided by ERIC, the 

Educational Resources Information Centre, provides 

linkage to a wide range of resources including the 

ERIC Search Wizard. Useful aspects of the ERIC site 

include the ERIC Thesaurus online which facilitates 

finding keywords for searches and RIE, Resources 

in Education.

CRESST, the National Center for Research on 

Evaluation Standards and Student Testing’s site 

(http://cresst96.cse.ucla.edu/index.htm) is funded 

by the U.S. Department of Education. It is primarily 

useful for K-12 teachers.

Language testers consider the University of Surrey’s 

Resources in Language Testing site (http://www.

surrey.ac.uk/ELI/ltr.html) to be invaluable. Dr. 

Glenn Fulcher maintains this site which directs the 

searcher to virtually all of the important general 

and language assessment sites on the Internet.  In 

addition, Dr. Fulcher also provides the Language 

Tester’s Guide to Cyberspace, http://www.surrey.

ac.uk/ELI/cybertxt.html, an essay which describes 

and evaluates the usefulness of Internet testing 

sites.

For tests by British examination boards, a good site 

is English Language Examinations (http://www.

ilcgroup.com/ILC_ExamsBC.html) which surveys 

tests by Cambridge, Oxford, IELTS and other testing 

boards.

An American counterpart is found at the site 

maintained by Educational Testing Service (http://

www.ets.org/), the developers of TOEFL, GRE and 

other standardized tests.  These sites help teachers 

determine which tests are most appropriate for their 

students and also provide specific information on 

test specifications for preparing the students to sit 

the exams.  Look here for information on the TOEFL 

2000 CAT project.

Language Testing Update from the University of 

Lancaster provides online summaries of recent 

publications and news of professional conferences 

at their site (http://www.ling.lancs.ac.uk/pubs/

ltu/ltumain.htm).

Teachers who want to become more familiar with 

Computer Adaptive Testing can learn more about 

it at the University of Minnesota’s CARLA website 

which employs a FAQ (frequently asked questions 

format (http://carla.acad.umn.edu/CAT.html). 

Teachers from the Arab world can consult the official 

webpage of the TESOL Arabia Testing, Assessment 

and Evaluation (TAE SIG) Special Interest Group at 

(http://taesig.8m.com).

Alternative assessment  

Alternative assessment has evolved from recent 

educational reforms which emphasize performance 

in authentic learning contexts and greater learner 

autonomy.  A key part of alternative assessment is 

that the student in actively involved in documenting 

progress towards language development.

Self-assessment

Self-assessment plays a central role in student 

monitoring of progress in a language program.  

It refers to the student’s evaluation of his or her 

own performance at various points in a course.  

An advantage of self-assessment is that student 

awareness of outcomes and progress is enhanced.

Portfolio assessment

Portfolios are collections assembled by both teacher 

Fundamentals of Language Assessment
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and student of representative samples of on-going 

work over a period of time. The best portfolios are 

more than a scrapbook; they contain a variety of 

work in various stages and utilize multiple media.  

Student-designed tests

A novel approach within alternative assessment 

is to have students write tests on course material. 

This process results in greater learner awareness 

of course content, test formats, and test strategies. 

Student-designed tests are good practice and 

review activities that encourage students to take 

responsibility for their own learning.   

Learner-centred assessment

Learner-centred assessment advocates using input 

from learners in many areas of testing.  For example, 

students can select the themes, formats and marking 

schemes to be used. Involving learners in aspects of 

classroom testing results in reduced test anxiety and 

greater student motivation. 

Conclusion

The development of English language tests depends 

upon a number of factors. Most importantly, 

however, is that the guiding principles of validity, 

reliability, practicality, washback, authenticity, 

transparency and security should guide the creation 

of classroom tests.  These important cornerstones 

of good testing practice are essential in test design, 

construction, administration and analysis. 

Experience has shown that teachers value 

information that they can put into practice and 

immediately enhances their skills. I hope that this 

paper has equipped teachers with a heightened 

awareness of current testing issues and the means 

to put them into practice by creating effective 

classroom tests.
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Creative Writing: Painting Pictures with Words

Laura Copeland*

*  Mr Copeland teaches at Kwansei Gakuin University Nishinomiya, 
Japan.

Abstract

This article is a summary of 

a creative writing workshop 

given at the 12th International 

Conference of NELTA. The 

article gives an overview of the 

author’s teaching philosophy 

on writing. The article then 

discusses certain strategies for 

teaching creative writing and 

provides sample classroom 

activities which were 

demonstrated at the NELTA 

conference presentation.      

Cleaning the slate:  making space for voices and ideas 

Before pen meets paper.  Before ideas get translated into words. Before 

topics are chosen. Before…before…before any academic activity happens 

in class, the first concept of writing I try to teach is that individual 

interpretations, opinions and beliefs are invaluable. I assure students 

that they do not have to agree with one another on issues, and they 

certainly need not agree with me. The most important thing is that they 

have their own ideas and not waver in their opinions, even if they are 

the only person in the class who has that opinion. Students often join 

a writing class rather timidly and slightly overwhelmed at the daunting 

task producing written work; work which they sometimes feel outclassed, 

unqualified and inferior in their ability to do well, especially in a second 

language.  

“I’m not good at writing.” I hear this all the time and read it on 

questionnaires I give to students the first day of class. “I’m not good 

at grammar.” Indeed English grammar is difficult, especially when 

writers must conform to the rigid rules and established conventions 

of formal writing assignments. Despite these student judgments about 

their personal writing abilities, everyone has something to say. Getting 

students to believe in themselves and their ideas is the foundation for a 

successful class. When they believe in themselves and their individual 

ideas, then they feel more confident about expressing themselves, both 

orally and on paper. As their ideas are coming out, they are learning 

to say things, and they begin to notice the importance of how to say 

things. What we say and how we say it are as unique and individual as 

our fingerprints.    

Talking is a catalyst for writing. Once ideas have been verbally articulated, 

we start learning to say things on paper - and the focus is on how to say 

things:  we begin learning how to put our individual fingerprints on our 

work. 
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Colouring outside the lines:  formal writing 
vs. creative writing

We must teach formal writing skills to our students. 

We must teach them the rules. We must teach 

grammar. We must teach organization and structure. 

We must teach, and enforce, the rights and wrongs 

of formal writing - anything less is a disservice to 

our students. If our students can communicate 

well in formal written English, then they will have 

opportunities for further education and better 

employment. 

However, the creative writing class is not a class in 

which I impose rules. Rather, it is a place of written 

exploration and free expression. Anything is ok. I 

believe this type of freedom allows young writers the 

opportunity to experiment with writing and become 

confident and comfortable expressing themselves in 

the written word. This confidence will ultimately lead 

to improving all aspects of their writing, including 

their formal writing skills.  

When students realize that they do not need to 

colour within the lines, or adhere to certain rules 

and conventions, there is no fear of making mistakes 

– there are no mistakes to be made because there are 

no rules. Their work is not “wrong.”  They begin to 

take chances and challenge themselves. They begin to 

read their work aloud to the class. Class discussions 

become livelier and take more time. Everyone has 

something to say, and everyone believes in what she 

or he is saying.  As the semester continues, I find 

myself doing less and less of the talking. Discussion 

is brimming with the personal opinions and colourful 

musings of confident writers.  

The art of description is a lifelong process. To say 

things without saying things (show, don’t tell) is 

an aspect of creative writing that is forever being 

shaped and re-shaped by our experiences in life, 

especially as we communicate these experiences via 

the five senses such as sight, sound, taste and touch 

(O’ Conner, 1957).  

One way, I begin to teach description is through 

poetry and the five senses. Initially most students 

have no belief in their ability to write a poem. They 

thought that poetry, and poems, is what professional 

writers do, not them. And not in a second language. 

But much to their surprise, with a little scaffolding, 

they will soon be creating amazing images – three 

dimensional pictures of sight, sound, smell, taste, 

and touch. Below is a model for learning to write 

poetry that I found on the internet. For this example, 

the topic of spring is used; however, you can easily 

substitute different topics depending on classroom 

interests. The point is students learn to communicate 

and describe things through the five senses.

Spring…

Spring comes ________________________

It looks like _________________________

And it sounds like ____________________

It smells like ________________________

Sometimes it tastes like _________________

And I can touch (feel) __________________

The initial descriptions might be a bit broad and 

vague.  For example, one student wrote, “It smells 

like flowers”.  If the students are using broad words, 

ask them questions which help them to think more 

specifically and descriptively.  

So I asked, “What do flowers smell like?”

He replied, “Fresh.  Green.”

“What kind of flowers?” 

“Roses.”

“What do roses smell like?”

“Hmm, roses,” we both laughed.

“What color of roses do you like?”

“Pink.  Red is love.  It’s too strong.  White is plain.”

“That’s cool.  And pink is good because it can mean 

love that’s love for anybody, not just a romantic 

thing.  It’s kind of light, ya know.  It could go either 

way.”  

He agreed, “It’s not too serious if I give her pink 

roses.  If I give her red roses she thinks I want to 

marry her.”

“Yep,” I grinned.  “So spring smells like light, or how 

about soft, pink roses.”  

Laura Copeland
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“Yeah, like an Indian princess would have.”  And 

then he clapped his hands and exclaimed, “It smells 

like the soft pink roses of an Indian princess!”   

Very nice!

Mixing the palette:  lesson ideas

During the first few weeks of class, most of my 

students tend to be more comfortable describing 

their images verbally rather than through the 

written word. Again, I think this is part of their 

initial insecurity that they do not believe themselves 

to be writers. I also believe that, especially as second 

language learners, they have had much more practice 

with spoken English than they have had with written 

English. So between writing English and speaking 

English, they are naturally more comfortable 

speaking. This proves to be advantageous because 

again, my first concern is to get them talking. We 

therefore begin learning how to say things via oral 

exercises in storytelling and then proceed to written 

descriptions. 

Storytelling

As a warm-up for this exercise, I brainstorm with 

the class synonyms for big. Then I say, “Bob Sapp is 

a big man.” Actually, he is a very big man1, but that 

sentence is very boring. Then I proceed to describe 

Bob’s bigness via the five senses. I do not use the 

word big; rather, I show his bigness. The students 

are able to see his bigness. Then, in their small 

groups, they must do the same type of description 

with crazy. Once they have talked through their 

ideas and images in small groups, I have the entire 

class stand up and form a circle.  We proceed to go 

around in the circle telling a story about a crazy 

person – what a crazy person looks like, sounds like, 

tastes like, smells like, and what a crazy person does.  

The one rule is:  you cannot use the word crazy.  

Students are free to say as much as they want. For 

some students, it is easy to say three or four lines of 

descriptions. For others, especially the shy students, 

one short description is their best effort. Regardless 

of how much or how little a student says, everyone 

�  Bob Sapp is a famous MMA fighter in Japan.  He is 
6’5” tall (1.96m) and weighs 350lbs (160kg). 

has spoken. It is always a victory when every student 

in the class says something. For our debrief we talk 

about the things they did well. For example, how 

they were able to use connecting words or make 

transitions from one scene to another, the creativity 

of their images, and of course the fact that no one 

said crazy; rather, everyone showed crazy. We also 

discuss what they would do differently if they were 

to do this exercise again.  

Having students reflect on their work is a great 

lesson about critical thinking and the learning 

process. Debrief and reflection teach our students to 

think about not only what they can do to improve 

their work but it also encourages them to celebrate 

the things they do well. 

Jigsaw words

For this exercise, I give the students a sheet of words. 

They cut out the words they want to use and create a 

story/poem by adding their own words to complete 

their narrative.  Jigsaw is a good form of scaffolding. 

It primes the students’ imaginations with words 

and images. Sometimes, the hardest part of writing 

is coming up with the first word.  Students can feel 

overwhelmed looking at a blank sheet of paper. With 

jigsaw, there are many words to choose from, and 

ideas begin to coagulate.    

Student example:  “silence” by Maiko and 
Akisa

When he comes in the midnight

We sleep as we wear polka-dot pajamas

We are wishing sweet dreams,

But we are restless

He puts some cookies and toys

Oak tree giggles outside,

He whispers shh in the wind

He goes into a blanket of stars

That’s Christmas.

Last word/first word

I do this exercise in the large group because I want 

Creative Writing: Painting Pictures with Words
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all the students to participate in the large group. A 

public act of writing allows students to become more 

comfortable sharing their writing with the class. Of 

course, there are initial feelings of nervousness and 

apprehension. But they all have to do it – this creates 

solidarity among the class members. Large group 

exercises create opportunities for a class to come 

together, have a shared experience, and encourage 

each other. They learn to trust themselves and trust 

one another.

One student comes up with a sentence or phrase and 

writes it on the board. The following student begins 

the next line with the last word of the previous 

sentence or phrase.  For the example below, it was 

quite coincidental that the poem opened and closed 

with the first line. However, it is a nice example of 

coming full circle with an idea.   

Following is a lass example (The luminary is 

an annual illumination of holiday lights. It is in 

remembrance of the 6,000 people who lost their 

lives during the 1995 Kobe earthquake):

Nothing is beautiful

Beautiful luminary

Luminary is crowded

Crowded are the leaves of Sakura

Sakura is fragile

Fragile is snow

Snow blankets the earth

Blanketing the earth is sky

Sky is endless

Endless is life

Life is priceless

Priceless is beautiful

Beautiful is nothing

Nothing is beautiful

Canvases for honouring student work

As our students write, and learn to write well and in 

confidence, we should celebrate their writing. Make 

it a habit to display their work. Displaying student 

work has several positive impacts on individual 

students and the classroom community. As showing 

their work becomes a natural habit for them, the 

students become more comfortable publicly talking 

about their work.  In addition, when students see 

and read each other’s work, they can provide one 

another with wonderful praise and applause. With 

such positive peer encouragement, students are 

motivated to continue challenging themselves to 

take chances and improve their writing.

Making copies of their work and reading their work 

to the class encourages everyone to believe that they 

are indeed writers. If students lack confidence in 

themselves as writers, passing out a neatly typed 

copy of their work to the class often adds credibility 

to not only their ideas but also to the belief that they 

are a writer.  

One of my students who was a very gifted writer, yet 

painfully shy, rarely spoke in class.  While reading 

her work I was always frustrated at why this smart, 

thoughtful, creative young woman was not sharing 

her ideas with the class.  She had so many wonderful 

insights to share.  As writers, we could all benefit from 

hearing her voice. And she as a writer could grow so 

much if she would share her thinking and writing 

with the class. So as we were studying how to write 

conclusions, I typed her example of a conclusion and 

passed it out to the class.  In the following days, she 

began to volunteer to read her work.  Each time she 

volunteered, she read more and more. On the last 

day of class, she volunteered to read her entire story. 

It was marvellous! The story, yes it was marvellous…

but her voice, confidently reading her own work that 

was marvellous! 

Conclusion:  a work in progress    

We are all writers. We all have something to say. 

Creating space for different voices in our class honours 

our students’ individual thinking and encourages 

them to have confidence in their own ideas and 

opinions. With this freedom and confidence, students 

can approach writing and writing assignments with 

less fear of failure and more enthusiasm for writing. 

Laura Copeland
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As students experience success in creative writing, 

the confidence and skills they learn can be easily 

transferred to formal writing. The rules of formal 

writing become less intimidating. Students view the 

rules as helpful guidelines instead of unreasonable 

restrictions. The rules are not silencing writing 

voices; rather, organization, grammar, and structure 

are boundaries in which individual expression and 

thought are contained.    

Writing, like all other art, takes time to develop and 

mature. It is a process. Just as we grow and mature 

as individuals, we grow and mature as writers. Even 

though most people greatly appreciate museum 

masterpieces, one would not criticize a five year old 

on her elementary artwork by harshly comparing her 

Creative Writing: Painting Pictures with Words

picture to a Van Gogh or Matisse.  Similarly, we must 

not be overcritical of our students’ creative writing.  

Whether they are struggling novices or seasoned 

veterans, we must encourage our students in every 

stage of who they are as writers. We must create a 

classroom where students can find, and develop, 

their writing voice, and have confidence expressing 

their ideas – a place where they can paint their own 

pictures in their own words.

Reference 

O’Connor, F. (ed.). 1957. Mystery and Manners. 

Sally and Robert Fitzgerald. New York: Farrar, 

Straus & Girov. 



Journal of NELTA    Vol. 1 2   No. 1 & 2   December 2007

52

“Hungry Tigers Talk to the Wall”:  An Action Research on 
Reflective Teaching Practice Cycle

Dhruba Babu Joshi*

Abstract

This paper reports a result 

of an action research (AR) 

on "Hungry Tigers Talk to 

the Wall" on the effectiveness 

of shifting the weight of 

thinking from teacher's 

teaching to students' learning. 

I present how I move to 

observing students’ learning 

and reflecting upon the 

implications for my teaching. 

Particularly I have tried to 

justify that the most productive 

starting place for teachers’ 

professional development 

can be their own classroom 

experience. Further, I discuss 

how I have involved students 

as guide of my teaching.
*  Mr Joshi teaches at the Campus of International Languages, TU.

Introduction

A teacher is like a tailor. Usually a shirt that best suits Tom Cruise 

(an actor) may not suit us. Exactly a best teaching method, a perfect 

approach and an excellent lesson plan that suits in one situation may 

not succeed in another. However, a teacher can adapt strategies and 

techniques and apply them in their situation the same as a tailor copies 

the style of a fashionable shirt and stitches a new one that best fits in 

customers. I agree with Roberts’ (1998) reforming teaching which is one 

of the fundamental ways of professional development; teachers are more 

likely to learn when reflecting on and testing personal theories. Teaching 

in fact includes caring for all aspects of the learners’ needs. Teachers 

must be able to identify learners' needs, encourage and lead them to 

achieve their desired goals. The most important trait of a complete 

teacher is commitment "an intellectual or emotional bond to some 

course of action" (Morrison 1993:5). The first commitment must be to 

the self which involves a promise to self to do best in existing situation. 

In this article, I discuss how I identified a challenge in my situation, 

how I planned a course of action and involved learners in their learning 

process and move on to how the chain of actions "Hungry Tigers Talk to 

the Wall" was developed.  

Background

For the last six years, I have been teaching English at the Campus of 

International Languages. Every semester, I ask a question to myself how 

I, in my present classroom situation, can do something different. Last 

semester, I involved learners in their learning process by providing them 

responsibilities for their learning pathway. 

In order to explore the possible areas, I asked my students, “Why do 

you come to learn English?”, “How do you think you can improve 
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your competence over language?” “What are the 

opportunities available in learning English?” and 

“What are the challenges?” The most common 

answer for the first question was that they would 

have plenty of opportunities if they learned English. 

For the second question, most students asserted 

that they were very excited to learn English. In order 

to improve competence in the English language, 

they said that they need to read at least an hour a 

day anything written in English like newspapers, 

magazines, novels, and stories, get into conversation 

with friends whenever they meet each other, write 

at least a page a day in their diary and listen to 

English news broadcast  by BBC/CNN or watch 

English movies. They mentioned plenty of available 

opportunities in their list. Books are available in 

reasonable cost; free e-books can be downloaded 

from Internet. Moreover, there are libraries in the 

city where they can be members. They can also 

practice English among friends. I reflected on 

these answers; the act of reflecting means taking 

an attitude of inquiry and curiosity towards my 

teaching practice to become more aware of it rather 

than just immerse in it (Adrian, 2006). Next, I asked 

why they were not able to improve their English. The 

most frequent answers were, “I make plans but do 

not follow”, “Today, I promise to myself to practice 

English and in a few days I forget.” Finally, I came to 

a conclusion that every learner knows what he/she 

supposed to do but he/she does not implement it. In 

this report, I use the word “knowledge” means what 

learners know about English and the word "action" 

means what they exactly do in order to practise it. 

The focused question was what accelerates the 

learning of English? Obviously, knowledge and 

action. The discussion among the learners revealed 

that they know what they have to do to improve 

their English but they hardly apply it in action. 

Consequently, there exist a wide gap between the 

knowledge that learners possess about the best 

ways of language learning and what they exactly do. 

Certainly, there is a triangular relationship among 

knowledge, action and learning. I illustrated this 

figure in the class in order to motivate the learners 

what they are supposed to do to develop competence 

in English.

The wider the gap the 

slower the learning

The closer the gap the 

quicker the learning

ActionKnowledge

Learning

ActionKnowledge

Learning

Then I involved the learners in the activities which 

could minimize the gap between the knowledge and 

action. They were asked what obstacles they had 

to overcome in minimizing the distance. The most 

frequent answer was that they do not have conducive 

environment to speak English as many of their 

friends prefer to speak in Nepali. Some others said 

that they did not have enough command over English 

to use it. Likewise, they had a list of problems. Then 

I asked them to divide their problems under three 

different columns- under controlled zone, under 

influenced zone and under not influenced zone. The 

controlled zone refers to the kind of activities upon 

which learners have control, for example,  to read 

something written in English or to watch English 

movies or to listen to English news or to write in 

English a page or two daily. They were also asked 

to focus on influenced zone that means on the kind 

of activities on which they can have high influence, 

for example, to speak English with friends in the 

classroom. However, they were suggested not to 

worry about the things on which they do not have 

any influence, for example, the classroom size or 

students' politics. This certainly motivated them to 

make commitment to focus on the area they have 

control over and use the same to improve their 

English. 

Classroom activity

I reasonably agree with Adrian (2006) that we need 

to examine our own experience in order to learn 

from it, but where do we start? In my situation, I 

started with a view how would I get my learners 

to use more English. Then an idea occurred to my 

mind. I wanted them to give a metaphorical name so 

that they would feel it and be encouraged to practice 

English among friends. 

Hungry Tigers Talk to the Wall”:  An Action...
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I name the class "Hungry Tigers" and make the tigers 

talk in English. The tigers do not eat grass in any 

condition but the meat; in the same way the tigers 

in the class would always speak English among the 

friends in any condition. In fact, they were asked to 

make commitment on what they agreed. Further, 

they also promised to read an hour anything written 

in English. I also demonstrated an example of freefall 

writing and asked them to do so on anything that 

comes in their mind while writing. Once they started 

writing, they would not stop it unless they write at 

least a page or two. Certainly, that encouraged the 

class to speak English whatever English they knew. 

The atmosphere of the class changed; in fact the 

class became much quieter. A few days later, I asked 

for their responses; they replied that though the 

concept was effective, they did not have much to talk 

in English and often shifted to mother tongue. This 

idea worked, however, the challenge ahead was how 

to involve them in more practice. This forced me to 

think something new. 

As a result, "Hungry Tigers-Talk to the Wall" was 

formed that means they could speak with any object 

around them. I demonstrated how they could speak 

to a table “I brought you five years ago. I had to pay 

a lot of money. You were so attractive and looked 

really nice in this room. But now you have lost 

your beauty. You have gathered dust all over you.” 

Likewise, students talked with many other objects 

such as photographs, pressure cooker, TV set, etc. 

Everyday ten students were scheduled to present 

in the class. Learners were also allowed to record 

their presentations, actually that was very common 

as many learners had camera in their mobile. The 

students were suggested to have a view of their own 

presentation and also to discuss on their strengths 

and weaknesses. This discussion and the exchange 

of ideas among the friends actually brought them 

closer to each other and they felt confident to express 

themselves in English.

Later they were also asked to describe a scene they 

saw around them. For example, a student described 

"Today I saw a woman selling vegetable to an old 

man. Behind her, there was a cow eating thrown 

part of green vegetable. On the other side, there 

was a car parked (sis) and the driver was reading 

a news paper…..” To me such written pieces were 

reliable original teaching materials because of 

which the classroom became more interesting. I was 

also able to spot major weakness in their language 

structure. 

A month later, "Hungry Tigers Readers Group" was 

established. One day I sat together with learners 

discussing what to do next to empower the learning 

cycle. I proposed that they could read simplified 

version of fictions and stories available in the market 

as they are very cheap. A book costs in between Rs. 

45-50. First, a name list of novels or short stories 

was prepared. Then the class was divided into five 

groups of six to eight members in each group. Then 

each member was asked to buy one of the books 

from the list. Each student bought a different book 

when the group was finally formed the class had 

thirty more simplified version of novels. I provided 

learners some pre-reading stimuli. Usually, before 

reading involved, for example, previewing the title 

and the cover illustration, the cover illustration or 

looking at the list of contents or chapter headings.   

Everyday before I started the usual class I gave 

sometimes to discuss the book they had read- at 

least a book a day. Discussing on the final outcomes 

proved to be very motivating for the learners. The 

type of question we discussed were similar ones- was 

the book enjoyable for you? Why or why not? What 

were your favourite or least favourite moments? Who 

were your favourite or least favourite characters? 

Certainly, I agree with Ellis (1991) involving 

learners in reading helps them expose to richness of 

English and develop language awareness, language 

competence and passive vocabulary assimilation. 

Error correction

As far as error correction is concerned, most common 

errors were recorded indirectly and later these were 

corrected in groups. I did not correct all the errors 

they made. I focused on those errors that most of the 

learners made, for example, subject verb agreement. 

In addition, the errors committed in the target 

language item were also corrected. For instance, if 

the lesson was about events and circumstances, the 
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appropriate use of the past simple tense and past 

continuous tense was considered for the correction. 

Most importantly, when to correct the errors has 

been a difficult decision for me. However, I corrected 

errors sometimes just after they committed them, 

for instance, when they were involved in controlled 

practice. Sometimes the errors were corrected when 

the language learning activities were over such as 

post-lesson activities. In order to correct errors 

different techniques were used. For instance, the 

erroneous parts of the sentences were repeated or a 

similar alternative situations were provided. And as 

far as possible, the learners themselves were given 

opportunities to correct their errors. 

Conclusion

I accept Richards’ (2003) argument that the right to 

teach the way we want is very important for teachers. 

If we lose this right, we lose the courage to try new 

ideas, to explore more than one alternative, to 

explore freely. With this in mind, I started to explore 

my teaching- seeing teaching differently. I have been 

more open and attempted to see and understand 

what was going on between me and students and 

among students themselves that actually liberated 

me from the traditional role of a speaker. My aim 

was to involve my learners in their learning path. I 

particularly led them more than I fed. Every time 

they were the centre of learning; all the learning 

responsibilities were given to them. It was really an 

amazing experience to watch the “Hungry tigers” 

very closely in their learning highway. My aim 

was to encourage my students to make their own 

learning decision based on their context. Actually, I 

have discovered students are more attracted by the 

rich opportunity of interactions. One of the biggest 

advantages to involving in such learning cycle is that 

they take ownership of their learning process. Such 

spiral cycle was developed from “Hungry Tigers talk 

in English” to “Hungry Tigers talk to the wall” to 

eventually “Hungry Tigers’ Readers club.” This has 

encouraged me to explore further, leading to fresh 

insight and new questions to explore. Empowering 

students refers to creating opportunities for 

developing autonomy. According to Vilches (2005), 

it pertains to recognizing that ultimately all learning 

must be done by the learners. The role of teachers is 

of the facilitator. This also justifies the concept that 

a teacher cannot teach a language as such but they 

can definitely create an environment where learners 

learn a language. 
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Abstract

Study of English texts today 

takes place through two 

approaches: textual and 

cultural. The textual approach 

focuses on the study of a 

text’s formal features. The 

cultural approach includes 

the study of social, cultural 

and political contexts within 

and beyond the text. Though 

these approaches are usually 

taken as separate, they should 

be used as complementary 

to each other. Simultaneous 

use of both approaches gives 

learners adequate exposure to 

the text as a source of language 

learning and of understanding 

human values.  

Introduction 

In a very traditional sense, being a scholar in English means being able 

to do two things: first, to use the English language with correct grammar 

and pronunciation; second, to read and analyze classical literary texts 

with special focus on learning certain excerpts by heart.  In this sense, 

traditional English studies is text-based, focused on the teaching and 

learning of linguistic conventions and discernible meanings within the 

periphery of the text with only secondary attention to the potential range 

of inferences and implications. 

The trend has changed today. English is a full-fledged discipline with 

multi-faceted accesses and assimilations. English teachers’ knowledge of 

grammatical norms and literary genres is sometimes only a prerequisite 

for their reaches to the vast domain of texts, contexts, meanings and 

interpretations. English studies has already walked through the black-

boarded classrooms out to history, culture, politics, gender, sexuality, 

media, globalization, diaspora, human rights, law, and many other areas 

of inquiry. The evolution of English from past to present can be rightly 

termed as the evolution from language and literature into culture.  

Two models

The twentieth century saw the development and practice of diverse 

approaches of studying literary texts. These approaches fall into two 

representative models in terms of their distinctive characteristics. 

The first is the essentialist textual model which came into practice 

predominantly from 1920s to 1960s. It comprises formalism, New 

Criticism, structuralism and deconstruction. The second is the more recent 

cultural-political model developed after 1970s. It covers a wide range of 

areas like Marxism, new historicism, gender studies, postcolonial studies, 

media studies, globalization, human rights, ethnic studies and others. 

These two models are generally taken in a contrastive relationship, and 

in the light of only a thin complementarity. In humanities, for example, 

the textual model is believed to have restricted the wider goal of English 
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studies, and is taken only as a precondition to enter 

into a vast range of cultural studies. In Education, 

the cultural model is taken as a secondary method 

in the course of attaining mastery, scholarship and 

professionalism in English. Thus, on the face of the 

comparison, the general dichotomy between these 

models is that of purism without eclecticism and 

eclecticism with purism. What follows here is a brief 

discussion on the issues surrounding the efficacy 

and importance of these models. The discussion is, 

however, delimited to the study of literary texts. 

The textual model focuses on the formal aspects 

of literary texts and disregards their relation with 

the author and the context of writing. To begin 

with, formalism is the method of inspecting, or 

rather scanning, literary texts in the light of their 

“literariness.” A formalist teacher, or a critic, tries 

to trace such literary elements as metaphors, 

alliterations, rhymes, metric patterns and the 

like with an aim to show the literariness of a text. 

The general conviction is that a text becomes 

literary through the process of “estrangement,” 

“defamiliarization” and “foregrounding.” The 

formalist is, therefore, subject to a general criticism 

for lapsing into a process of “treasure hunt for 

objective correlatives, conceits, the image, or ironic 

turns of phrase,” and for the tendency to overlook 

feeling, which makes his approach “appear heartless 

and cold in its absorption with form” (Guerin et 

al., 1999: 122). In the same way, the New Critical 

approach concentrates on how the formal elements 

of a text -- metaphors, paradox and irony -- generate 

the meaning from within. A New Critic avoids 

giving value to the matters “outside the work itself 

– the life of the author, the history of his times, or 

the social and economic implication of the literary 

work” (Guerin et al., 1999: 81). 

Similarly, structuralism studies how the one-to-

one relationships of “signifiers” and “signifieds” 

sufficiently render meaning and existence to a 

text. “For structuralists,” according to Bertens 

(2003: 45), “... everything played a role in what a 

text was and did.”  Here, “everything” refers to the 

formal, visible and decodable semiotic features. 

Deconstructionists, despite their opposition to the 

notion of a text’s centrality and self-sufficiency of its 

linguistic codes, claim that there is nothing beyond 

the text itself. The thrust of their study of a literary 

text is to point out the dominance of alternative 

meanings that stem from the indeterminacies 

and inconsistencies underlying the relationships 

between signifiers and signifieds strictly from within 

the text.  In deconstructive reading of a literary 

text, Hawthorn (2003: 225) observes, “The play of 

signifiers cannot be stopped or made subject to the 

sway of any extratextual authority: there is...nothing 

outside the text.”  Deconstructionists are vocal in 

announcing the death of the author and therefore 

in defying the possibility of reading a literary text in 

the light of human values. 

All of these textual approaches have limited their 

studies within only one or other aspect of the literary 

text. The priority of formalists and New Critics is the 

study of poems in isolation from prose. They inspect 

how the figures and tropes of a poem self-sufficiently 

construct an organic whole. Structuralists base their 

studies mainly on the system of language paying 

little attention to the value of genres and their 

essential elements. Deconstructionists observe 

inconsistent and indeterminate relation of codes, 

with a “commitment to the rooting out of a belief 

in absolute and extra-systemic determinants of 

meaning” (ibid.).  As a whole, all these textual models 

overlook the possibility of studying literature from a 

wider socio- political perspective and thus restrict 

the goal of humanities, though at the same time they 

lead to specialization through technique- and skill-

oriented study practices. 

Let us now look at the scope of the cultural model of 

literary study. This model has been in vogue with the 

emergence of cultural studies after 1970s. Cultural 

studies are an eclectic literary and social movement, 

not just confined to the study of culture it literally 

seems to mean. As a critical movement and a 

discipline it “denies the autonomy of individual, 

whether an actual person or a work of literature” 

(Guerin et al., 1999: 241). The point is that the 

cultural approach transcends the boundaries of a 

text’s self-sufficiency and challenges the notion of 

pervasiveness of a single subject or voice. Cultural 
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critics stress that “literature does not occur in a 

space separate from most of the other concerns 

of our lives” (Guerin et al., 1999: 242). Cultural 

studies welcomes a wide variety of topics ranging 

from theories such as Marxism, new historicism, 

gender studies, postcolonial studies and ethnic 

studies to the more formal academic disciplines 

like sociology, anthropology, globalization, media 

studies, urban studies, public policy studies, and 

human rights studies --  all political in nature for 

their representation and advocacy of prevalent 

socio-political issues. 

Why has this model been the basis for literary study 

in the English studies programmes? The answer 

lies in the notion that literature as a discipline 

should be eclectically taught, read and interpreted. 

The concern for adapting to the changes of the 

world is always of great value to writers, readers 

and practitioners of literature. Scholars and 

academicians in the humanities and social sciences 

are continually encouraged by the need of updating 

their disciplines along with the changes in the world 

and, especially, to the level of credibility scientific 

inquiries have enjoyed today. It is also true that 

the scope of human knowledge has been diversified 

greatly over the years. The zeal for establishing new 

types of discourses and fitting themselves into the 

same domains have always pushed writers and 

critics to the task of exploring and experimenting 

wider areas of knowledge. Because English is a 

lot more a unifying discipline than a mere lingua 

franca today, the English departments are more 

comfortable to allow knowledge of various disciplines 

to enter into their curricula than they used to be 

before 1970s. The “human” in the humanities and 

the “social” in the social sciences always constitute 

the natural ingredients of literature. In this regard, 

any novel experimentation over the time becomes 

a subject of formal academic discourse in English 

departments. This is why media studies, human 

rights, globalization and ecocriticism, for instance, 

have come to be included in the English studies 

programmes in the recent times.  Consequently, 

the traditional thrust of multi-disciplinarity has 

gradually shifted towards interdisciplinarity with a 

prime objective of the unification of diverse fields of 

knowledge in the making of perfect human beings 

out of university graduates. 

Ironically, the recent trend of interdisciplinarity 

indicates the growth of a new tendency to 

professionalize literary study towards “efficiency, 

narrow specialization, careerism and expertise” 

(Waugh, 2006: 30), within one or other “cultural” 

domains. Moreover, the leap from textual limitations 

into more inclusive cultural-political modes of 

discourse also seems to lead literary study towards a 

phase of confused professionalism possibly making 

university graduates “perceived Jacques-of-all-

trades” (Waugh, 2006: 31). At the same time, the 

existence of disciplinary preoccupations is feared 

to bring the potential danger of “incommensurable 

difference between disciplines” (ibid.). In this 

sense, the glory of English as a unifier of disciplines 

may lapse into the notoriety of making academic 

hotchpotches. Baldick (2006) purports that after 

1970s, the advent of the cultural-political study of 

literature has caused “the pure home of criticism” to 

be “contaminated” and that such development has 

been “lamented as signaling the collapse of critical 

standards, cultural value and even the tradition of 

Western civilization” (p. 94). But notwithstanding 

the fear for further constriction of literary study 

into “careerism and expertise,” or for the collapse 

of “critical standards,” literature cannot afford to 

remain a mere text in its traditional sense. The study 

of literature should continue to function across the 

spectrum of disciplines, theoretical movements 

and schools because it does contain grounds for 

multiple voices – voices both of the privileged and 

the marginalized. 

Each model has its strengths and weaknesses. For 

example, the textual approach makes the study of a 

text mechanical as it puts the learners to intensive 

search of the formal features and their position. It is 

more technical and result-oriented and less helpful 

in nurturing the critical and creative potential of 

the learners. But, at the same time, it is helpful 

in maintaining aesthetic charm in the use of the 

language, and encourages the habit of learning by 

constructive imitation. 
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The cultural model reduces the chance of learning 

English for its physical, aesthetic features. Purity and 

perfection in the use of English, which are considered 

actual professional prerequisites in certain work 

stations, tend to be secondary concerns in this 

approach. Freedom in critical thought on inferences 

and implications, -- in the search of multiplicity -- 

may take a form of unnecessary “treasure hunt” that 

this model tends to escape from. But it augments 

learning by reflection and association, and is 

useful in making the study process interesting and 

interactive both in and out of a formal classroom. 

Conclusion 

Any one of these models should not be taken as 

superior to the other. The textual model tends to 

limit the scope of English studies by restraining it 

from manifesting human values, but is useful in 

rigorous learning of the formal features of English 

through a literary text. It should remain an essential 

classroom model for English teaching in schools and 

universities on the ground that English is a foreign 

language and that learners should get adequate 

exposure to its fundamentals. Using textual model 

does not however mean being a formalist, a New 

Critic, a structuralist or a deconstructionist in a 

strict sense. It means studying a poem as sufficient 

with its own language, form and content. Using 

a cultural model does not mean going beyond the 

text all the time. Actually, the text is always there 

at the foundation of learning. Seeing the potential 

of multiple meanings and connections in a text is 

what makes a reading cultural. In fact, integration 

or mediation between both models makes a better 

third model. Simultaneous use of both textual and 

cultural approaches enables the preservation of 

the “home of pure criticism” and, at the same time, 

enhances the adaptation of English studies to novel 

experimentations taking place across disciplines. The 

objective of English studies programmes, therefore, 

should be to “maintain cultural continuity and to 

create a diverse but educated public which would 

check the process of ‘dumbing down’ and raise the 

standard of political and social debate” (Day, 2006: 

138). Finally, in order to preserve what F.R. Leavis 

called “the great traditions,” and to make English 

studies even more eclectic, we should allow both 

textual and cultural models to exist side by side.
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Introduction 

Language teaching in general and English Language Teaching (ELT) in 

particular has tremendously changed over the centuries. Principally, 

language teaching in twentieth century underwent numerous changes 

and innovations. The history of consideration in language teaching 

goes back to the teaching and learning of Greek and Latin in the Middle 

Ages though it became an independent profession only in the twentieth 

century. After the status of Latin changed from the most dominant living 

language to a dead language, modern languages like English, French, 

and Italian began to be taught employing the same method of language 

teaching i.e. classical method, more popularly known as Grammar 

Translation Method (GT Method). Since then ELT does seem to be 

swinging like a pendulum between the extremes of method as language 

teachers have ever been in search of better and more effective method 

of teaching. Moreover, the ELT trends that were very popular in the 

past have vanished today and have been substituted by others. Several 

factors have contributed to the adoption of new trends in ELT. 

The changing winds and shifting sands of the history of ELT 

The history of language teaching goes back to the teaching of classical 

languages e.g. Greek and Latin before the 13th century. The teaching and 

learning of Greek and Latin were confined to the analysis of grammar, 

translation works and rhetoric. Though modern languages like French, 

English and Italian gained importance as a result of political changes 

in Europe in the sixteenth century, they entered the curriculum of 

European schools in the eighteenth century. They began to be taught 

as Latin was taught i.e. applying Grammar Translation (GT) method. 

Despite the fact that this method was considered to be a method without 

any theory, it dominated foreign language teaching from 1840s to 1940s 

and in the modified form it is still popular in some parts of the world. 

In the mid and late nineteenth century, however, it was opposed and 
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rejected owing to ignoring the development of oral 

proficiency in the learners. Realizing the need for 

communication and oral proficiency in the language 

learners, some individual language teaching 

specialists developed new approaches. One of them 

was a Frenchman C. Marcel (1793-1896) who referred 

to child language learning as a model for language 

teaching. The Englishman T. Prendergast (1806-

1886) advocated that learners should be taught the 

most basic structural patterns. He proposed the 

first structural syllabus. It seems as if Prendergast 

was anticipating what was going to happen during 

1920s and 1930s. Likewise, Frenchman F. Gouin 

(1831-1896) developed an approach to teaching 

a foreign language based on his observations of 

children’s use of language. Educators recognized the 

need for speaking proficiency rather than reading 

comprehension or literary appreciation as the goal 

of language teaching. In spite of the attempts made 

by Marcel, Prendergast and Gouin to promote 

alternative approach to language teaching, their 

ideas failed to receive widespread support. 

The wind of change blew in 1880s when practical 

minded linguists like Henry Sweet in England, 

Wilhelm Vietor in Germany, and Paul Passy in France 

provided intellectual leadership to give reformist 

ideas greater credibility and acceptance. Linguistics 

was revitalized then. Linguistics stressed that speech 

was the primary form of language. International 

Phonetic Association (IPA) was established. Sweet 

argued that method should be based on scientific 

analysis of language and study of psychology. It was 

realized that speech patterns were more fundamental 

elements of language. All this led to the development 

of Natural Approach and ultimately led to the 

development of Direct Method. This was obviously 

the first language teaching method to have drawn 

the attention of language teachers and specialists 

and further it was the method to move language 

teaching into a new era i.e. method’s era.  The Natural 

Approach believed that foreign language could be 

taught without translation or the use of learner’s 

native language if meaning was conveyed directly 

in the target language. Nevertheless, Henry Sweet 

later recognized its limitations. Though it offered 

innovations at the level of teaching procedures, it 

lacked thorough methodological basis. The history of 

language teaching throughout much of the twentieth 

century saw the rise and fall of a variety of language 

teaching approaches and methods. The most active 

period in the history of approaches and methods was 

from the 1950s to 1980s. “Language teaching in the 

twentieth century was characterized by the frequent 

change and innovation and by the development of 

sometimes competing language teaching ideologies” 

(Richards & Rodgers, 2002:1). The first major 

paradigm in the modern language teaching was the 

adoption of grammar based method which came to 

be known as the structural approach in the United 

Kingdom and Audiolingualism in the United States. 

Audiolingual method became popular between 

1950s and 1960s. However, it was surpassed by 

the Communicative Approach later. During the 

same period, other methods attracted smaller but 

equally enthusiastic followers including Silent 

Way, Natural Approach, Total Physical Response, 

etc. In the 1990s, Content-Based Instruction and 

Task-Based Language Teaching emerged. Other 

approaches, such as Cooperative Learning, Whole 

Language Approach and Multiple Intelligences, 

originally developed in general education, have been 

extended to foreign and second language teaching. 

Approximately, every decade a new approach or 

methodology comes into vogue and all the methods 

have had their heydays. Brown (1994: 14) stated 

on the changing ELT paradigm “as schools of 

thought have come and gone, so have language 

teaching methods waxed and waned in popularity.” 

“The changing winds and shifting sands of ELT as 

Marckwardt (1972:5, in Brown 1994) views is the 

cyclical pattern in which a new paradigm of teaching 

methodology emerged about every quarter of a 

century, with each new method breaking from the 

old but at the same time taking it with some of the 

positive aspects of previous paradigm.”

The whys and wherefores of the paradigm 
shifts in ELT

“Language learning, teachings are dynamic, fluid, 

mutable processes. There is nothing fixed about 

them” (Larsen-Freeman, 2004: 186). Unlike the 

teaching of other subjects – Maths, Physics, etc. 
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which have by and large remained the same, the 

ELT tradition has been subject to tremendous 

change especially throughout the twentieth century. 

Approximately, every decade a new approach or 

methodology comes into practice. Particularly, 

the period from the 1950s to 1980s has often been 

referred to as “The Age of Methods” during which a 

number of quite detailed prescriptions for language 

teaching were proposed. All the methods have had 

their glory days. As elements of Computer-Aided 

Language Learning (CALL) began to grow, the very 

need for human teachers came briefly into question. 

Suddenly, everyone wanted to get “plugged in” like 

the hero in the movie “Matrix” and learn everything 

instantly. Many theorists, linguists, language 

researchers, educational psychologists and a sea of 

teachers have contributed to our knowledge and 

understanding of the language teaching and learning 

processes. A few of the many major theories, events 

and trends which shaped ELT during the past 

decades include:

i. Methodologies are as much a product of 

their times as educational systems, and 

rooted in the ideas of their time. Ideas 

have a habit of coming into and going 

out of fashion. Many new approaches are 

rediscoveries of old methods neglected 

but re-illuminated.

ii. Gardner (1993) proposed a theory 

of Multiple Intelligences in general 

education but was later applied to 

language teaching .This opened the way 

to more diversity of activities focused on 

the students themselves and their innate 

skills, preferences and abilities. This 

consequently led to the concept of learner 

centredness realizing the individual 

differences. Student-centred teaching 

and learning-based courses, texts and 

programs developed at an increased rate.

iii. Noam Chomsky’s theory of 

Transformational Generative Grammar 

(1957) gave us greater insight into 

language learning vs. language acquisition. 

His criticism on B.F. Skinner’s theory of 

learning truly brought a revolution in the 

arena of general learning as well as in 

language acquisition.

iv. Krashen’s theory of Second Language 

Acquisition deepened our insight into 

language acquisition and learning. 

v. Asher’s Total Physical Response claimed a 

successful adult second language learning 

as a parallel process to child first language 

acquisition. 

vi. Crossovers from the general educational 

trends such as Cooperative Learning, Whole 

Language Approach, Neurolinguistic 

Programming and Multiple Intelligence 

theory have influenced language teaching 

and learning considerably.

vii. Content-based, task based and 

participatory approach emphasized on 

teaching language through communication 

rather than for it. They aim the students to 

use English to learn it.

The inventory can be extended as there are many 

significant contributions that could be noted here. 

Each of the English language teaching and learning 

methodology and didactic approaches of the past 

decades has contributed in part to our understanding 

and applications of English as a foreign or second 

language. 

Key trends in ELT today  

ELT practitioners around the globe have been 

practising different trends suitable to their context, 

needs, availability of resources and practicality. We 

have had more than a dozen of methods of language 

teaching offered at different times. All the methods 

of language teaching are practised in classrooms. 

Obviously, some teachers stick on certain 

methodologies very sternly. Nonetheless, majority 

of the English language teachers instead of adhering 

to certain prescribed trends, follow different ones at 

different times applicable to their contexts. Besides, 

they practise different trends to grow academically 

and professionally. Some of the modern trends that 

are taking place in ELT today are as follows:
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Networking 

With the facility of e-communication, it has 

been possible for the English language teachers/

practitioners to network and enrich their teaching. 

This has enabled the teachers to share their 

experiences and develop their profession.  The 

Special Interest Group (SIG), Support Groups, 

discussion, chat room, etc. have contributed to the 

enhancement of teachers’ career. Networking has 

also enabled teachers not to depend upon the theories 

and methods prescribed by the methodologists and 

to try out as have been practised by others. Online 

ELT resources are growing rapidly, newsletters on 

ELT are being used more by both the teachers and 

students. This has enabled them to become a bit less 

dependent on knowledge generated by 'experts' in 

other contexts, and on the authority of the published 

book (Underhill, 2004).

Method synergetics or eclecticism

It is crossbreeding of ‘elements of various methods 

to find those practices which best support effective 

learning’ (Rodgers, 2003:2). If we view the classroom 

practices, we find teachers not blindly depending on 

a particular method of teaching prescribed but the 

ELT practitioners often practise the hybrid of more 

than one method of teaching. In fact, all the methods 

propounded so far have been in vogue partly- if one 

is not practicable the teacher switches instantly to 

another.

Eclecticism refers to not confining to only one style 

or a set of ideas but choosing from a wide variety. 

When teachers subscribe to the pluralistic view of 

methods, pick and choose from among methods 

to create their own blend, their practice is said to 

be eclectic (Larsen-Freeman, 2004). In fact, this 

is a hybrid of the best methods or practices. The 

teachers who have a consistent philosophy and pick 

in accordance with it, could be said to be practising 

principled eclecticisms. The teachers who practise 

principled eclecticism should be able to give a reason 

for why they do and what they do. 

Strategopedia
Give a man a fish

He eats for a day 

Teach him to fish

He eats for the whole life.

A trend in ELT today has been to make the students 

independent learners. Today, a school of thought 

has developed with the purpose of equipping 

learners with appropriate learning strategies to take 

the responsibility for self-direction. The students 

are trained in the use of learning strategies in order 

to improve their learning effectiveness. The learners 

learn how to learn. Cooperative learning and Multiple 

Intelligences teach learners different learning 

strategies to apply while learning a language.

Student centredness

The English language teachers all over the globe 

seem to have realized that gone are the days when 

teachers delivers lectures in front of their pupils who 

just sit as passive listeners. Learner centredness 

is the demand of the time. That is why language 

teachers have to play the role of facilitators in the 

classroom, not the authorities. As a matter of fact, 

the pupils learn by doing in pairs and groups.

Reflective practice

This is about teachers’ questioning and exploring 

their own practice of teaching. It is a sort of systematic 

curiosity about going beyond the edges of what we 

know and do, to find out how we could do things 

differently or better (Underhill, 2007). Reflecting 

upon our own way of teaching tremendously helps 

the teachers to improve the practice. The basic idea 

about reflection is that a teacher learns about his/her 

teaching and how to improve it by trying to observe 

and understand what is happening in his/her own 

classroom, reflecting on it, learning from it and 

trying out something slightly different and so on.

Rethinking aim

One key trend in English teaching profession 

linked to the growing interest in global education 

is rethinking of basic educational goals, the way of 

English education (Cates, 1998). A growing number 

of educators are now starting to discuss what the 

aims of English language teaching should be. Some 
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educators have argued that need for an approach to 

language education that aims at fostering a sense of 

social responsibility in students. A growing number 

of educators are now beginning to discuss what the 

aims of English language teaching should be. Brown 

(1990) opines, “what are we doing for the earth? 

What are we doing to save it and what on earth 

does this have to with you as an ESL teacher. Global 

peace and environmental issues intrinsically affect 

every human being on earth. We teachers have a 

mission, mission of helping everyone in this world 

communicate with each other to prevent the global 

disaster ahead” (quoted in Cates, 1998).

Conferencing 

Today, the English language teachers seem to have 

realized that conferencing is one of the best means of 

enhancing ELT. English language teachers in almost 

all countries have established their professional 

organizations, and they organize and participate in 

different kinds of seminars, workshops, training, 

and conventions in order to grow academically 

and professionally. International Association 

for Teachers of English as a Foreign Language 

(IATEFL), Teaching English to the Speakers of 

Other Language (TESOL), Nepal English Language 

Teachers’ Association (NELTA), Bangladesh 

English Language Teachers’ Association (BELTA), 

etc. are some of the professional forums which have 

given English teachers a platform to share their 

ideas and experiences on ELT. On the significance 

of conferences, Ur (2005: 326) maintains that 

they “offer a rich selection of lectures, workshops, 

seminars and panel discussions, and so on from 

which you may be able to update yourself on 

the latest research and controversies, learn new 

techniques and methods, become acquainted with 

latest published materials in your field and meet 

other professionals.”

Grammaring

Gone are the days when English language teachers 

make the students parrot the rules of the language 

and use them in making sentences either in speech 

or writing. Instead, recently the teachers of English 

have begun to involve their pupils in grammaring 

rather than teaching grammar. Larsen-Freeman 

(2007) claims it to be the fifth skill of language that 

incorporates the ability to use grammar structures 

accurately, meaningfully and appropriately for 

one’s communicative purposes. Here grammar 

is seen as more of a process than a product. 

Grammar lessons are no longer about knowing 

language systems (declarative knowledge), but 

about knowing how to use language (procedural 

knowledge). Putting ‘grammaring’ alongside other 

skills is interesting but of course, the four skills 

without inherent grammaring are not possible. 

The idea of grammaring is that grammar teachers 

should divest themselves of the idea that grammar 

is a simply a set of rules for memorization rather the 

goal of learners of ESL is closer to the development 

of a skill. Therefore, grammar is conceived in its 

active and progressive sense.

Updating

ELT practitioners today update their knowledge 

of the language as well as the methodology in 

various ways such as reading journal, participating 

in training, seminar workshops etc. Surfing ELT 

websites also enables the teachers to update their 

knowledge of trends and techniques around the 

world. Academic qualifications once acquired are 

not enough for the teachers in anyway to teach 

language effectively forever. They need to go along 

the demand of the time and current practices.

PPP lesson

This is a very popular practice particularly in 

teaching grammatical items. Nevertheless, it can be 

equally applied while teaching the skills of language. 

The PPP lesson of language teaching has an aim of 

language teaching. The teacher first contextualizes 

the new language item. Then he/she gets students to 

practise it in controlled practice activities. Practice 

is usually done in pairs or small groups. Finally, the 

teacher asks the students to use the new language 

in less controlled activities in a communicative way.  

Many of the structural and functional courses have 

prescribed PPP model of teaching.
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Locally produced materials

Today, the countries around the globe have realized 

that the instructional materials produced in one 

country may not be effective in other countries. 

Unlike in the past, different countries are producing 

the teaching materials (textbooks and other reference 

materials) on their own, and that suit to their 

own soil, culture, and values. Imported language 

teaching materials are in no way practicable in the 

context where they are not produced keeping into 

consideration the local needs.

Communicativeness

In language teaching, communication has been on 

everyone’s lips today. It has well been understood 

that communication should be the fundamental aim 

of language teaching. Today, the focus is on how 

learners can be made proficient to communicate 

to others who speak the same target language. The 

communicative method of language teaching is, 

therefore, largely practised today by the teachers 

where the target language (English) is spoken in the 

environment.

Sharing with a colleague

Informal discussions with a colleague with whom the 

teachers feel easy can add a lot to one’s professional 

development as well as heighten his/her morale. The 

teacher who wishes to find a solution to a teaching 

problem, speaks in confidence about a failure, get an 

idea as to how to teach a language item effectively. 

The teacher may wish to tell someone original 

solution he/she has found to an old problem and 

discuss a new teaching idea he/she has had.

Anti-method era

The methodologists have ever been in search of 

more effective method of teaching foreign languages 

or second languages. One method is embraced as 

an improvement over the other. Nevertheless, no 

method has been a panacea for the solution of ELT 

problems. This is why, a pessimistic view has been 

developed among the methodologists themselves. 

Long (1991) stated that methods do not matter 

because they do not exist. Brown (1994a, in Rodgers 

2003) opined that the era of method is over. ELT, 

therefore, is now in ‘post method thinking’. 

Frustration

Whereas on the one hand, the ELT practitioners 

have been keeping update their profession going 

in line with the current trends in ELT, a large mass 

of English language teachers have not been able to 

follow the trends due to lack of resources available 

to them, which in turn have developed a sense 

of frustration in them. Particularly, the teachers 

working in the hinterlands have been deprived of 

the online resources, conferencing and unaware 

of the emerging trends in the field and consider 

themselves to be underprivileged.

Future trend 

The future is quite uncertain. Nevertheless, no one 

can stop us from predicting the future. Pondering 

on the existing trends and a wave of change, we 

can make a sensible guess that we are moving from 

simplicity to complexity, from uniformity to diversity, 

from prescriptivism to eclecticism, from oneness to 

pluralism, from customary to embryonic ways of 

doing things, more towards flexibility, practicality 

and towards refinement of current practices in order 

to make a difference.

Conclusion

There is no single most excellent way of teaching 

foreign languages. The successful language teacher 

will not confine himself/herself to only a single 

method. A method which is appropriate with one 

class on one occasion will not necessarily suit to the 

same class at another time. Likewise, a method which 

is suitable for one language teacher while teaching 

a particular language item may not be applicable 

for other teacher in the same or similar context. 
There has been a gradual shift from a literature-

based foreign language to equipping learners with 

communicative skills for interaction globally. Most 

English language teachers and more significantly 

most teacher trainers adhere to communicative 

methodology today. A large number of articles and 

conference talks have been devoted to exploring 
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precisely the communicative approach of language 

teaching. Nonetheless, ELT practitioners have not 

remained reliant on fixed prescribed and imposed 

practices. Instead, ELT practitioners around the 

globe put into practice a great deal of diverse 

activities to keep themselves up-to-date and enhance 

their practices which have been dealt above.
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Three caveats

Before I speak on the theme of this year’s NELTA Conference, “English 

and Social Mobility: Empowerment or Marginalisation?” I need to make 

three points about my comments.

First, I am an outsider. I cannot advise you Nepalese language educators 

on matters of language policy and the education of your youth. It would 

be arrogant of me to think that I could or that I should say anything that 

would be contextually appropriate for you. Whatever I do say, therefore, 

you must carefully consider in light of your own situation.

Second, I am not a critical linguist. That is not to say that I do not seek 

to understand power and its imbalance. Nor does it mean that I ignore 

matters of social justice. Quite the contrary, I do try hard to act in a 

responsible way in my life when it comes to issues of social equity.  For 

instance, I was recently involved in starting a program for teachers of 

English language learners in the United States. As you probably know, 

the United States is a land of immigrants. Due to changing demographics 

in the United States, the immigrant population has become increasingly 

geographically dispersed. As a result, sometimes children of immigrants 

are placed with teachers who mean well, but who are untrained when 

it comes to working with English language learners. Our program is 

designed to assist teachers to help their students learn English and 

therefore succeed in getting an education without losing their heritage 

language and culture.

Third, changing the whole socio-political dynamics of language use 

and abuse is beyond any one person’s energy to alter. Whatever the 

reason, the socio-economic-political climate currently favours English 

as the international language of communication, technology, commerce, 

science. The future may favour another language—Chinese or Urdu 

Abstract

Some see the learning of 

English as the key to the 

future. Others see the teaching 

of English as cultural 

imperialism.  In order to 

serve our students, we need 

to get beyond ideology and 

teach English in a way that 

empowers and does not 

impose. One way to do this is 

to think about language and its 

learning in a wholly different 

light.
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for example. Recently there was an article in The 

London Observer (February 4, 2007) announcing 

that schools in England and Wales will soon be 

able to replace French and German with Mandarin 

and Urdu.  The article goes on to say that for the 

first time, English and Welsh educators will not be 

forced to offer only European languages to children.  

Instead, children will be able to choose from a list 

of languages that are thought to be “economically 

useful.” 

So who knows what lies ahead?  I do know that I 

did not decide to give English its unique status in 

the world, and I will not be around to anoint its 

successor. Perhaps because of my age, I choose to 

work on what I can do, not what is beyond my power 

to do. However, I have been asked by you, my hosts, 

to speak on the theme of your conference for this key 

speech, and so I shall.  

The growth of English

Let me begin by speaking of the situation in general. 

All over the world, we are witnessing a tremendous 

increase in demand for English---not only due to 

different changing demographics, such as the type 

that I have just mentioned, but also because of the 

trend towards globalization, which is, of course, now 

a fact, no longer a speculation.

One relevant consequence of globalization is that 

more and more governments are mandating that 

second/foreign language instruction be required 

of younger and younger students.  Within the last 

decade in Thailand and Egypt, for instance, a new 

constituency for English as a foreign language 

came into being when their Ministries of Education 

announced that English language instruction would 

now begin in the lower primary grades.  

Nunan (2003) notes that the emergence of English 

as a global language has also had a major influence 

on the government of Taiwan’s thinking. Taiwan 

aims to be a major economic global player and 

sees the economic imperative as a major impetus 

for promoting the learning of English. Thus, in 

September 2001, English was introduced in Grade 

5 (in which learners are 10-11 years of age), but this 

was then lowered to Grade 1 in 2002.

A recently published document on the English 

curriculum (cited in Nunan, 2003) sets out the 

official government line on principles underpinning 

the curriculum (Ministry of Education, Taiwan, 

2000).

The objective of the elementary/junior high school 
curriculum should be to instil a basic communicative 
ability, to prepare students to take a global 
perspective, and to give individuals confidence in 
communicating in the global area (“thus improving 
the nation’s competitiveness”).

Indeed, according to Graddol (2006), on whose 

book I have based a lot of this article, a massive 

increase in the number of people learning English 

has already begun, and is likely to reach a peak of 

around 2 billion in the next 10–15 years.  On the 

one hand, he notes, “the availability of English as 

a global language is accelerating globalization. On 

the other, the globalization is accelerating the use of 

English.” In an opinion column in a recent edition of 

the Times of India, the editor wrote;

 The National Knowledge Commission's 

recommendation to include English compulsorily in 

school curricula across the country from Class I could 

not have come a moment too soon. Government 

must implement it right away if India is to realise its 

potential as a knowledge economy. As things stand, 

Indian professionals are much sought after globally 

because of the linguistic edge they are equipped with, 

but a majority still does not have access to English.

The article continues,

The handicap is brought into relief when school-leav-

ers seek higher education where English is, almost 

exclusively, the medium of instruction.It is further 

accentuated at the workplace where it is the preferred 

language of transaction. Alarm bells are already be-

ing sounded about the lack of skilled graduates the 

Indian education system is churning out. It is sim-

ply not in step with the requirements of the global 

marketplace…. http://timesofindia.indiatimes.com/

OPINION/Editorial/Mind_YourLanguage/article-

show/1230140.cms.

Interestingly, Seidlhofer et al. (2006) observe that 

in Europe, English is not only studied because of 

“top-down” educational policies of governments.  
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Instead, individuals themselves are motivated to 

learn English on their own because of their interest 

in popular music, dance, sports, or computers…

Indeed, “[p]art of the explanation for the strength 

of the popularity of English in this synergy between 

top-down [government] and bottom-up [individual] 

processes” (Phillipson, 2003: 89).

For many people, though, learning English is more 

than supporting a hobby.  Indeed, English is a 

necessary skill for many guest workers, who leave 

their home countries in search of better-paying jobs 

elsewhere. For example, in 2003, Malaysia made 

basic proficiency in English a requirement for all 

foreign employees, just as Bangladesh signed an 

agreement to send 200,000 workers to Malaysia 

(Graddol, 2006).

In many countries, the money that foreign workers 

make and send to their families back home is a 

significant contribution to the national economy 

of their home countries.  Even so, Graddol (2006) 

notes that “studies in individual countries, such as 

Nepal, indicate that the actual flow may be 10 times 

or more than [recognized].  In many countries, such 

as sub-Saharan African countries, there may be no 

official statistics actually collected.  In any event, 

English is widely regarded as a gateway to wealth for 

national economies, organisations, and individuals. 

If that is correct, the distribution of poverty in future 

will be closely linked to the distribution of English.”

Problems with the increasing spread of 
English

Knowing English is therefore key to employment in 

a globalized economy.  There are, however, those 

who find problems with the increasing spread of 

English.

One concern is that the growth of English will lead 

to the decline, even the death, of other languages.  

Krauss (1992) estimated that as few as 600 of the 6-

7000 languages on earth today will remain healthy 

through the next century.  Then, too, a report writ-

ten for the European Commission in 1995 warns 

of dire consequences for the 48 minority language 

groups of the European Union.  The report argues 

that given "the shift in thinking about the value of 

economic development and European integration, 

attention must be given to sustaining the existing 

pool of diversity within the EU."

There is no question, but that the number of lan-

guages in the world has been falling throughout 

modern times, and the decline may be accelerating. 

However, according to Graddol (2006), the spread 

of global English is not the direct cause of language 

endangerment. The downward trend in language 

diversity began before the rise of English as a glo-

bal lingua franca. English has had greater impact on 

national languages, rather than regional languages 

spoken more locally.

In support of this observation, a recent article in 

the International Herald Tribune (October 23, 

2006), entitled “Globalization:  Saving Thailand’s 

Other Languages,” made a similar point. “Thailand 

is home to a colourful patchwork of ethno-linguistic 

groups, making up some 14% of its 64 million 

people.  But some are in an especially bad way: 14 

of the country’s 70 or so languages are “imminently 

endangered” and could die out in the next 50 to 100 

years, say linguists.  The danger is not from English, 

however.  As speakers of these less commonly spoken 

languages “bump up against the forces of modernity 

and the dominant, unifying Thai culture, the[se] 

languages may face a slow death.”  In other words, 

it is the national language, Thai, that threatens the 

local languages, not English.

In fact, “in terms of native-speaker rankings, English 

is [actually] falling in the world league tables. Only 

50 years ago it was clearly in second place, after 

Mandarin. It is likely that Spanish, Hindi-Urdu 

and English all have broadly similar numbers of 

first-language speakers. Some commentators have 

suggested that English has slipped to fourth place, 

where its position will become challenged by Arabic 

in the middle of this century” (Graddol, 2006).

What is clear is that the world language system is 

being transformed. However, English is not the 

main reason for global language loss. The impact of 

English is mainly on the status of other big national 

languages. Then, as I mentioned earlier, who knows 
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what the future holds?   It could be that Mandarin 

will replace English as the language of the global 

economy. Certainly, interest in studying Chinese 

is growing.  In Portland, Oregon, USA, there is, for 

example, a public school, where English-speaking 

children are immersed in Chinese all day long.

A second objection to the spread of English is 

because English is a colonial language.  Some are 

bothered by the fact that it is the language of one-

time imperialists that is so valued today.  Others, 

though, do not find this fact troubling.  Instead, they 

feel fortunate if they are a former colony because 

they can exploit this heritage. We saw this earlier in 

the editorial from the Times of India. India is only 

one of many countries in South and South-East Asia 

to now exploit its English-speaking colonial heritage, 

which connects it to the global economy. 

Malaysia, a former British colony, once had a 

large English-speaking population.  Prior to 

independence, standards of English were high.  

However, in the interest of promoting a national 

language, the government stopped investing in the 

teaching of English.  As a result, there has been a 

deteriorization in the standards of English in the 

country, and such deteriorization is seen as a major 

obstacle to the aspiration that Malaysia be declared 

a developed nation by 2020 (Nunan, 2003).  

As a result, these days, the Malaysian government 

is investing considerable sums of money in the 

teaching of English. The Ministry of Education is 

working on reintroducing English as a medium 

of instruction in science and technical subjects at 

school and university in order to restore the high 

English standards it once enjoyed.

Responding to the spread of English

Some countries have tried to legislate against 

the spread of English.  For instance, in 1994, 

the Toubon Law was passed in France.  The law 

prohibits companies from using English in their 

advertisements.  So, for example, a restaurant in 

France that promotes “Le Sandwich” can be fined.  

Other countries have also attempted to ban the use of 

English.  However, such efforts are futile.  The back 

and forth switching between and among languages 

is a very natural process (Graddol, 2006).

Indeed, it should be acknowledged that English is 

not itself a pure language.  It has been influenced 

by many languages over the course of its history.  It 

has borrowed words from a number of the world’s 

languages.  Indeed, English is one of the most hybrid 

and rapidly changing languages in the world. You 

yourselves have experienced this in Nenglish where 

“cold store” has come to mean “corner shop.”

English has never had a state-controlled regulatory 

authority for the language, equivalent, for exam-

ple, to the Académie française in France. Whatever 

the level of purity, “It’s a lost cause to try to fight 

against the tide,” said Jacque Levy, who studies glo-

balism at the Swiss Federal Institute of Technology 

in Lausanne and who is a native French speaker.  

English, he added, is just the latest in a line of glo-

bal tongues.  It could have been another language; 

it was Greek, then Latin, French, now it is English” 

(New York Times, August 6, 2006).

Another response to the dominance of English is 

not to legislate against it, but to appropriate it. Se-

idlhofer, Breitender and Pitzi (2006), for example, 

recognize that a common language is needed for a 

sense of community, but they also recognize that a 

common language can be a threat to multilingual-

ism.  Their answer to have both a unified commu-

nity and equal rights for all community languages 

is to no longer consider English as a possession of 

native speakers of English.  Seidlhofer et al. (2006) 

have called for the teaching and using of English as a 

lingua franca (ELF), an independent concept whose 

linguacultural norms are not controlled by native 

speakers.

Because ELF is primarily used by non-native speak-

ers of English, it has been suggested that what is 

important is intelligibility, not perfection in pro-

nunciation, or even in grammar.  Thus, for example, 

proponents of ELF suggest that teaching English 

interdental fricatives and the third person singular 

present tense marker is unnecessary.  Both of these 

(and others) are difficult to learn and their absence 

in language use does not interfere with intelligibil-
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ity.  Thus, the target model is not the native speaker 

of English, but a fluent bilingual speaker, who can 

negotiate meaning with other non-native speakers.

Another move along these lines is to teach a reduced 

form of English for communicative purposes.  Jean-

Paul Nerriere, a retired vice president of IBM, 

advocates the teaching of “Globish,” a combination 

of “globe” and “English.” Globish uses a limited 

vocabulary of 1,500 words, taken from the Voice of 

America, among other sources, which can be put 

together to express more complicated thoughts.  For 

example, “a kitchen is the room in which you cook 

food.” Or “a nephew is the son of my brother/sister.”  

In an article in the New York Times (August 6, 

2006), Mr. Nerriere, a non-native speaker of English 

himself,  is quoted as saying that he got the idea for 

Globish from his travels in Asia while he was working 

for IBM.  “I observed that my communication 

with my Japanese or Korean colleagues was much 

easier, much more efficient and much less inhibited 

than what I could observe between them and the 

American associates traveling with me.”  In fact, 

Globish is something that a native speaker of English 

would have to learn.  In any case, “Globish is not a 

language, it will never have a literature, it does not 

aim at conveying culture or values.  Globish is just 

a tool, practical, efficient, limited on purpose,” Mr. 

Nerriere wrote in an e-mail message (New York 

Times, August 6, 2006).

A third response to the dominance of English is to 

recognize that knowing English is not sufficient in 

today’s world. English has provided a significant 

competitive advantage to its speakers over the last 

few decades, but many are already discovering that 

they need to know other languages, in addition to 

English. Graddol (2006) observes that it is not 

surprising that demand for languages courses at 

Indian universities is increasing. When CIEFL 

(Central Institute for English and Foreign Languages, 

Hyderabad) advertised a course in Spanish in 2005, 

it was apparently sold out within an hour. There is 

a renaissance in foreign language learning driven by 

such economic realities. 

Evidence of this renaissance exists in other parts 

of the world as well.  For instance, there is a move 

in the United States to preserve the languages 

spoken by immigrants, which are called “heritage 

languages.”  The impetus comes variously from 

students, their families, and their communities.  

There are numerous heritage language programs 

springing up all over the country.    

According to newly released data from the U.S. 

Census Bureau (a census is conducted every 10 years, 

so the data were gathered in 2000), the number of 

people who speak a language other than English 

at home has grown exponentially. A headline in 

my hometown newspaper, the Ann Arbor News 

(October 9, 2003) declared “Multilingualism 

grows. In 2000, nearly 800,000 state of Michigan 

residents aged 5 and older spoke a language other 

than English at home.” The reporter noted that this 

reflected a growth rate of some 40% since the 1990 

census. As large as this figure is, it is actually more 

modest than the growth rate in other states in the 

country.  In fact nationally, nearly 47 million people 

are not native English speakers—almost a 50% jump 

from 1990. 

The increasing number of immigrants, particularly 

those with sufficient numbers to make commercial 

interests take notice, has led to a number of 

businesses competing to serve the new arrivals. 

Recently, America Online (the largest private 

internet service provider in the U.S.) launched 

its AOL Latino service, targeting homes where 

Spanish is mostly or exclusively spoken.  Also 

recently, Ford Motor Company began to advertise 

a particular pickup truck, aimed at Spanish 

speakers and Asian-Americans. Further, appliance 

retailers report that more and more customers 

are asking for satellite dishes that pick up Arabic 

programming. (Southeastern Michigan has the 

highest concentration of speakers of Arabic living 

outside of the Middle East).  As Wallraff (2000, in 

Nunan 2003) argues, the spread of Spanish [and 

other languages]  in the United States indicates that 

English is not sweeping away all before it.
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English for empowerment                                                                                        

What, then, about Nepal?  The peace accord holds 

the promise of a new beginning for Nepal.  Perhaps 

soon, Nepal can more fully exploit its comparative 

advantage in sectors such as hydropower and 

tourism, both of which benefit from personnel with 

a knowledge of English.  The government aspires to 

make all Nepalese literate to ensure their access to 

the fruits of development.  It is my understanding 

that knowledge of the English language is a top 

educational goal for the Nepalese government, 

and students and their parents.  It is recognized 

that English language skills provide better job 

opportunities and greater information access, 

and promote civic involvement.  No knowledge of 

English can mean marginalization. Whether we 

agree politically or not, English is important in 

empowering Nepalese.  How, then, can educators 

in Nepal move from ideology to empowerment in 

English language education?  I will suggest two ways 

here, but leave it up to you to discover others.  

One way it seems to me is to avoid feeling victimized 

by globalization and instead to accept it and make 

it work for you.  One example of this is the recent 

coining of the term “glocalization,” which combines 

globalization with localization.  It therefore includes 

both universalizing and particularizing tendencies.  

An example of glocalization is the creation of 

products that are intended for the global market, but 

that are customized to meet local conditions as well.  

Another example is the use of global technologies, 

such as the internet, to promote local services.

A second way, it seems to me to move from ideology 

to empowerment is to teach English in a way that 

empowers and does not impose. This might be 

accomplished if we think about language and its 

learning in a wholly different light than what is 

customary.

One customary way of thinking about language 

is thinking of it as knowledge.  It is seen to be the 

teacher’s job to transmit to the student the knowledge 

about English that the teacher has learned.  From this 

knowledge transmission perspective, good teaching 

requires that the teacher be knowledgeable about 

English and possess effective ways of packaging and 

delivering this knowledge.  It is the students’ job to 

learn the knowledge that they are given.

However, a little reflection shows that a knowledge 

transmission model of education does not work 

especially well for language.  Knowing all there is 

to know about English will not prove especially 

helpful if students cannot somehow apply or use this 

knowledge, a problem I have referred to as the “inert 

knowledge problem” (Larsen-Freeman, 2003).  In 

order to speak a new language, students need to 

develop the capacity to utilize what they know about 

a language, but also to create language anew.  

Good teaching in this capacity-building approach 

to language education involves teachers not only in 

being competent in using the language themselves, 

but also in their ability to manage the learning process 

(Larsen-Freeman, 2000), including organizing 

the  learning process to fit students’ current level 

of development.   It also requires teachers to be 

sensitive to their students’ native language and 

identity.  The students’ role involves a willingness to 

be open to something new, to practice this newness 

and to keep trying and failing, and trying again.  

When successful, this kind of learning results in 

the attainment of a skill—learning to speak another 

language without undermining one’s identity as a 

speaker of another language.

You see learning does not take place when people 

are taught. It takes place when people mobilize 

themselves. What I need to do as a teacher is to 

create conditions which enable students to teach 

themselves and to know that they are the authors 

of their own learning process (S. Gattegno, personal 

communication, 1996). No one can teach the whole 

of the language. No one can teach English. It is too 

vast, fluid, mutable, and variable. So I have to ask 

what I can give my students [a skill] that will make 

them independent learners. Whatever I give them, 

I wish it to be a tool or instrument that allows them 

to learn as autonomous human beings, to rely on 

themselves instead of me.

Language is not as a target to be replicated, but as 

a process in which to be engaged.  A process view 
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of language may, in part, provide the foundation for 

knowing how to think about the subject matter in 

terms of student learning. For language teachers do 

not only teach language, they teach students. The 

English that is taught is constantly being redefined. 

If this were not so, every course and every lesson in it 

would be like every other one, beginning and ending 

at the same points (Larsen-Freeman and Cameron, 

forthcoming).

Language learning is not about conformity to 

uniformity; it is about empowering students to make 

meaning and to present themselves to the world as 

they so choose. Students’ developing the capacity to 

do this is not much aided when teachers conceive 

of their role as transmitting a static product, 

when they should instead be thinking of it as truly 

shaping a dynamic system within their students. 

Nor is it the case that dynamic system-shaping 

within students will be well-served if teachers and 

researchers presume that the units of linguists are 

psychologically real for learners. This is not to deny 

the value of a well-constructed syllabus or textbook. 

But both of these provide, at best, convenient 

launching pads. Students still operate within whole 

linguistic systems of their own creation, which may 

bear little resemblance to what has been launched. 

It remains of utmost importance, therefore, to 

recognize that what teachers teach needs to respond 

to what it is students show teachers that they need. 

The development of subject matter capacity thus 

proceeds in a much more negotiated and holistic way 

than an atomistic and predetermined one (Larsen-

Freeman, 2003).

We have reached such a moment in relation to the 

status of global English: the world has changed and 

will never be the same again. As ever increasing 

numbers of people learn English around the world, 

it is not just “more of the same.” There is a new 

model. English is no longer being learned as a 

foreign language, in recognition of the hegemonic 

power of native English speakers.  Instead, it can 

be taught in an empowering way—where students 

do not just learn facts (e.g., grammatical rules), 

nor do they simply emulate a model.  Instead, 

they [acquire the skill to] enact a dynamic system 

and put it to the purposes they wish—whether it 

is to travel, to understand the lyrics to pop music, 

to learn about another culture, to study abroad, 

to advance oneself economically. But this takes a 

special teacher—who sees his or her job in a special 

way. One who sees the learning of language as 

empowering—sees giving students choices rather 

than conformity to uniformity. This teacher is truly 

a manager of learning.  So long as English is seen as 

merely an elite’s lot, English education will remain 

shaky. In contrast, students in Nepal need to see 

how English can benefit them in their context, how 

it can transform their lives, what promises it holds 

for them.

Conclusion

In conclusion, it appears that English is here to stay 

as a language of international communication, at 

least for a while.  If we accept it as a tool, a key to 

success, that does not mean that we have to risk local 

languages or that we have to accept a monolinguistic/

monocultural view of the world. We might, instead, 

think of glocalization—of how to adapt global trends 

to meet local needs and adjust to local conditions.  

Furthermore, in the best of all worlds, any language 

would be taught as an additional language—to add 

rather than to subtract from students’ language 

repertoires.  We recognize that such an approach will 

not only prepare our students for the economic and 

political realities of today’s world, but will do so in a 

way that helps them to grow and expand as human 

beings. And finally, I have suggested one way to do 

this is to help students learn how to make choices in 

how they use their language resources. This will be 

best accomplished when teachers see themselves as 

managers of learning, rather than as transmitters of 

knowledge.
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Theoretical issues in language planning

The definitions stated above about language planning imply that either 

there have been various alternatives that have been evaluated and one 

has been chosen as the best (Haugen, 1966:52 and Jernudd, 1973: 17) 

or that a consensus has been reached. However, consensus in issues of 

language for nation has some limited analytical value because decisions 

regarding policies do not always depend on consensus, but involves 

power and conflict sometimes. In a multilingual country, each language 

group takes its language as the best; a consensus would therefore, 

become difficult. This makes policy decisions more of a conflict. 

According to German (1973: 73), language policy is refers to program 

of action on the role and status of a language in a given community. 

This program involves the maintenance, extension or restriction of 

the range of uses of the language for particular functions. A language 

plan is, hence, a vehicle for implementing a language policy. Cooper  

(1989:  45) considers language planning as a deliberate effort to influence 

the behaviour of others with regard to the acquisition, structure or 

functional allocation of their language codes. The merit of Cooper’s 

definition is based in the conscious behavioural terms or principles that 

planners intend to push on the users. Language planning, according to 

Tollefson (1981: 175), applies to a wide range of processes in terms of a 

planned change to the structure (corpus) and status of a language. The 

former, which is driven by the latter, deals with changing the shape 

of the language such as standardizing its pronunciation, orthography, 

grammar, and dictionaries, etc. While the latter deals with changing 

the attitude of the speakers towards a language. This, therefore, means 

corpus planning is linguistic based while status planning is basically 

political (Kaplan, 1991). 

A language policy involves two aspects, thus; a set of processes leading 

to the formulation of the policy and a set of steps to be taken to 
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implement the policy. Language policy formulation 

involves decisions taken at different levels, both 

higher and lower (Bamgbose, 1989: 2). The former 

are decisions made at the governmental level in 

terms of what will be used in schools. The latter 

are consequential decisions taken by ministries, 

government officials or private institutions, such 

as commissions, publishing houses, media houses, 

private schools or business firms.

Processes of language planning  

Scholars distinguish between decision-making or 

language determination and policy implementation.  

The four steps in the process of language planning 

have been suggested by Neustupny (1970: 4) 

are- policy making (or the selection of a national 

language), codification; through spelling and 

grammar rules, elaboration by expanding the 

language and cultivation through the preparation 

of style manuals. The distinction between language 

determination and language development is also 

cited by Jernudd (1973: 16-17). The former involves 

mode to select variations within a language or 

dialect for specific purposes while the latter deals 

with the working out of the means and strategies 

that will bring the desired results. For example, 

preparations of textbooks, vocabulary lists, 

grammars and orthography rules are part of the 

language development. Ferguson (1964: 31-32) 

cites language development under three major 

categories such as graphisation, standardization and 

modernization, in which graphisation refers to the 

adoption of a writing system and the establishment 

of spelling and other orthographic conventions. 

Standardization is the acceptance of one variety 

of language throughout the speech community. 

Modernization is the process of making language 

equal to other developed languages as a medium 

of communication. These activities fall into broad 

category of corpus planning (Kloss: 1969). 

However, Fasold (1984) argues that the notion 

of modernization is worrisome as it implies that 

some languages are underdeveloped than others. 

This is quite untrue as all languages at one time or 

another borrow from other languages to expand 

their vocabulary and not to modernize themselves. 

Modernization is, therefore, used to mean lexical 

expansion to cater for scientific and technological 

lexical items. It has been clear from the definitions 

that a distinction should be made between 

language planning, formulation of a policy and its 

implementation.

As for the status planning and significance of one 

language against others, three types of language 

policies have been distinguished by Kloss (1971: 25, 

1985: 2-3). In the first place, it is the official languages 

recognized by the government for particular 

function; secondly, the education policy that relates 

to the language recognized by the educational 

institutions for use as a medium of instruction and 

as subjects of the study at the various levels of public 

and private schools and colleges; thirdly, general 

language policy that covers an official government 

recognition or tolerance of languages used in mass 

communication by natives of the country. 

Thus, for countries that adopt an ex-colonial 

language for official purposes along side an 

indigenous language as a national official language, 

the national language becomes the language, chosen 

as a symbol of peoples identify as citizens of that 

country. This achieves the goal of nationalism 

(Fishman, 1968: 7). The official language is chosen 

for nationalism purposes, or what Garvin (1973: 30-

1) calls the participatory functions in world cultural 

developments such as science and technology, 

international business and diplomacy.

Why language planning?

Policy cannot be isolated from the environment in 

which it takes place. It does not exist in a vacuum. 

The understanding of the environment is necessary 

as needs for policy actions are generated in the 

environment and transmitted through a political 

system. Language planning works have provided 

a framework for understanding motivations for 

planning and the relationship between language 

planning and socio-economic planning. The 

question of why we should plan languages and 

the goals behind it are addressed by Fishman 

(1971). He suggests that multilingual countries 
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mostly the developing nations are confronted with 

the requirements of the two conflicting needs of 

nationalism and nationism (Fishman, 1968: 6-7). 

Nationalism, according to him, is considered as the 

new nations need to search its own ethnic identity 

as it tries to overcome local, tribal, and religious as 

well as other communal loyalties that clash with 

loyalty to the state. Nationalism is the macro-aspect 

of solidarity, so typically expressed via the national 

flags, anthems and perhaps a national language. 

Nationism refers to the need to acquire authenticity 

and national efficiency with its neighbors or on 

the international scene. Communication systems, 

education and commerce express sings of cultural 

nationism (Bell, 1976: 168-169). The definitions and 

boundaries of nationalism and nationism clearly 

show the interaction of the official and indigenous 

languages and their perceived roles at a macro-

level, they also obscure the diachronic changes 

to functional allocations of languages in country 

such as Nepal where Nepali and probably English 

have co-existed for over a hundred years. In this 

situation, one cannot, at a macro-level, have such 

a sharp demarcation between the use of Nepali and 

English as usage depends also on who has acquired 

both languages, with what level of competence and 

in what context. My experience is that the elevation 

of one language in a multilingual nation to official 

circles is more divisive than integrative because 

such leads to ethnic conflicts.

Kelman (1971) addresses the question of why 

nations choose a language through development 

of a relationship between language and nation. His 

theory is based on what he refers to as instrumental 

and sentimental attachment to the language. By 

instrumental, he means the benefits one gains from 

society by using the language while sentimental 

refers to one’s emotional history with the language. 

Sentimental attachments measure how the language 

represents the individual. Both attachments are 

based on social and individual ideas, participation 

and social norms (ibid.). 

The Ford Foundation states that language 

determines the transmission of cultural aspect and 

should provide an essential link to the individual 

and group roots of personal identity and social 

community. Language determines the deeper 

structures of social change and development. 

Languages also, distinguish ethnic identity, social 

status or membership (Gumperz and Hymes, 

1972). Conversely, they also serve as measures of 

preservation of social differences (Eastman, 1983). 

These comments show that policy formulation should 

consider the attitudes of ethnic groups towards 

their languages and language. Choices should not 

be justified only under languages with a literary 

heritage or lingua francas with a grate tradition. In 

other ways, the use of minority languages and their 

role in education, economic development and other 

aspects of community life need to be considered for 

the sake of their users and their needs. Language 

planning must be associated  with efforts on behalf 

of language rights and must be implemented in a 

fashion which encourages minorities to regulate 

their own lives and to help shape the policies that 

affect them, rather than merely being the ‘objects of’ 

policies coming from the outside or ‘above’.

Language in education policy

Policies are normally disseminate through the 

education sector that determines how the national 

language and official language are to be taught, the 

amount of time devoted to the national language 

instruction in the national curriculum, what other 

languages will be included in the curriculum, how 

they will be taught and what fraction of the curricular 

day will be devoted to the learning of those other 

languages. Language planning for educational 

purposes has received much attention in Africa 

and elsewhere. The leading organization of African 

oneness (The African Union) has taken it upon 

itself to promeote the use of the African languages 

by declaring the year 2006 as The Year of the 

African Languages. This is to encourage the people 

of Africa to be proud of their languages. However, 

most African languages tend to be marginalized 

and lose out in the competition with European 

languages. In Malawi, and elsewhere, proficiency 

in English is essential for upward social mobility 

and privileged positions according to Phillipson  

(1992: 28). He further laments that just as schools 
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were the principal instruments for traditional 

cultures, it is such schools which are stifling 

local languages and imposing alien tongues and 

values. This clearly shows that schools function 

as ideological vehicles of the legitimate language, 

English, as an official language which is considered 

a symbol of transforming ones social position and 

as such it is directly convertible into what Bourdien 

(1977, 1983) calls cultural and economic capital. The 

elite who has inverted their time and money into 

education profit from their time by holding high 

paying jobs, unlike the uneducated. Thus, English is 

a socio-economic status market. 

There is a general consensus among the elite 

that there is no common indigenous cultural 

heritage that can act as a unifying or integrative 

force for national unity as happens in Ghana, 

Liberia (English), Mozambique, Angola, Guinea-

Bissau (Portuguese) and Cameroon (English-and 

French). This realization leads to the adoption of 

the colonial masters’ language for both nationism 

and nationalism. In multilingual countries, this is 

the likely possible choice and the policy is enforced 

through the educational policy. The immediate effects 

of this policy are, that firstly, can lead to co-ordinate 

bilingualism. Secondly, it stratifies the population 

into two categories: the young ones get absorbed 

in the process of modernization and the languages 

associated with it and the old people cling to the old 

system and its language, thirdly, local languages are 

supposed and relegated to the secondary status and 

underdeveloped as they are viewed as transitory, that 

is, stepping stone to the ultimate goal of learning the 

imported language. Fourthly, biculturalism becomes 

a significant phenomenon of the new nation whereby 

the cultural influences of the adopted language of 

modern technology either co-exist or mix with the 

indigenous culture.

Other scholars have, however, cautioned against 

total vernaculisation vis-à-vis colonial languages, 

especially if the chosen vernacular is not tied with 

immediate important issues in the local population 

(Eastman, 1983: 71), world events, science and 

technology, employment and the general up-ward 

mobility. The whole community for integrative, 

economic and political power as the case of Swahili-

Tanzania, should support vernacularisation. The 

planners of vernacularisation should clearly spell 

out the economic and cultural benefits of using 

such languages. Ideally, there is no use in elevating 

a vernacular if it does not elevate people’s social 

mobility and economic standing. 

Having focused on theories of language planning it 

is imperative to acknowledge that the theories do 

not sometimes give one an opportunity to examine 

the various attributes, complexities and factors 

that determine a particular look at a given country 

(Colonna and Strine, 1991). There is the danger of 

describing language policies that have different 

socio-historical differences using the same rational 

theories. In this case, the real problems and impetus 

that lead people or governments to adopt different 

policies may be obscured behind systematic 

approach. It is necessary to examine economic, 

cultural, political, religions factors and other socio-

linguistics factors. The important part played by the 

imported languages, ethnic pride and cleavages and 

the distribution of functions between imported and 

local languages need addressing. The identification 

and recognition of the relationship between what is 

being planned and the individuals who are going to 

benefit from it should be born in mind. Instances 

of policy failure due to lack of consultation and 

research into people’s actual use of languages 

are well documented. For example, in Israel, the 

Academy had to modernize Hebrew by creating new 

vocabulary, some efforts were successful, but not 

all (Hoffman, 1974; 1976). Similar problems were 

experienced in Malaysia as the academies struggled 

to invert a greater lexicon in Bahasa Indonesia and 

Bahasa Malaysia to allow science and technology to 

be taught in those languages. 

Conclusion

The success or failure of a language in education 

program depends on public enthusiasm and support, 

and the motives of those most closely targeted by the 

policy. This paper has attempted to present some 

of the important considerations to language policy 

formulation, the need for socio-linguistic surveys. It 
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has also stated that language planning takes place 

in a socio-economic and political environment. 

Therefore, need for consultation and negotiations 

are necessary. 
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Introduction

When we talk about the evaluation of the textbook most of the teachers 

are concerned with selection of the textbooks i.e. predictive evaluation. 

But most teachers are not even aware of retrospective evaluation, which 

is on-going evaluation of the textbooks which takes place after the book 

has been selected for use. The evaluation of textbooks is considered 

important activity in the lives of the English teacher. In countries where 

selection of textbooks is the responsibility of the teacher the decision 

making which comes with book selection is important as it involves 

costs, financial and pedagogical. Wrong decisions will result in selection 

of inappropriate books which would have adverse effects on teaching-

learning and also lead to wastage of financial resources. In countries 

(like in Malaysia) where book selection is done by a central authority 

within the Ministry of Education, retrospective evaluation is important 

so that feedback about the book can be relayed to the central authority 

so that revision processes can be considered.

Part I: Predictive evaluation 

Predictive evaluation is done for the purpose of the selection of books. 

Traditionally, there are two main types of predictive book selection, one 

which is an implicit model, and the other the explicit model. The implicit 

model, also known as the fuzzy model, is one which is based on impressions 

and aptly named the impressionistic model. This method of evaluation 

depends very much on teacher intuitions. It is generally considered an 

effective way of evaluating textbooks, especially if done by experienced 

teachers. However, the drawback of impressionistic evaluation is that 

team evaluations cannot be done this way. In the present situation, 

with increase in populations and the expansion of schools which have 

resulted in more classrooms for each level, many teachers may teach a 
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particular level and this requires team evaluations of 

textbooks which can only be done effectively by use 

of a standard checklist.

The explicit model is the preferred alternative to the 

implicit model. The explicit model can be used quite 

effectively in situations where many teachers teach a 

particular level and team evaluations are necessary. 

Explicit evaluation is done using an evaluation 

instrument which is usually in the form of a checklist. 

Instruments come in very many forms, some have 

open-ended questions as items while others may 

resemble the likert-style checklist which are in the 

form of a rating scale. Some of the more popular 

checklists are the ones developed by Skierso (1991), 

Cunningsworth (1995), and Byrd (2001). There are 

numerous textbook evaluation checklists developed 

around the world and most of these are developed 

because teachers believe that there is no such 

thing as a “global” checklist as different learning-

teaching situations warrant different approaches 

in evaluation. The desire for “local” considerations 

in checklist criteria led to institutions around the 

world developing their own instruments and this 

in turn led to a “proliferation” of checklists. Most of 

these instruments are neither tested for reliability 

nor validity.

There are some problems faced by teachers while 

doing predictive evaluation. One main problem is 

the lack of time which is presented to the teacher 

assigned to the job. Teachers are usually given a 

couple of days or sometimes even a few hours to do the 

job. In most cases a cursory glance through the book 

is all they have time for. When pressed for time some 

teachers may be tempted to “seek assistance” from 

the publishers of the books in contention. There is 

of course ready assistance provided by the publisher 

and this comes in the form of descriptions of the 

content and the potential uses of the book which are 

elaborately described in the introduction or preface 

and expertly crafted in the form of a synopsis in the 

blurb. Most teachers usually are aware of the pitfalls 

of using the assistance of publishers in deciding on 

a book only after the decision is made and the books 

are used. Obviously whatever the publishers claim 

the book can do are based on biased, non-objective 

evaluations of the book. They are in fact merely 

marketing strategies to help sell the book. 

Another serious problem faced by teachers doing 

predictive evaluation is in the use of the evaluation 

instrument which especially if untested for reliability 

and validity maybe the representation of the nuances 

and even eccentricities of the developer. A critical 

evaluation of some commonly used instruments 

have shown that they are neither developed for the 

job nor teacher (or user) friendly. There are many 

reasons why items in textbook evaluation checklist 

do not serve the purposes for which they are 

developed and some of them are listed below:

i) The items in evaluation checklist are too 

localized and developed for the specific 

needs of a particular community of 

teachers for a particular period of time. 

The Tucker (1975) instrument for instance 

places importance on “adequacy of pattern 

practice” which would have been relevant 

in classes where the Audio-Lingual 

Method (ALM) is the dominant method 

used to teach English and materials were 

developed to foster the practice of habit 

formation through repetitive drills.

ii) Items developed sometimes are difficult 

to respond to objectively. The Skierso 

(1991) checklist while being a very 

comprehensive one with high rater-

reliability (Mukundan, 2004) does have 

items which are difficult to respond to. 

One such item is the one that is related 

to structure control in the textbook: To 

what extent are new structures controlled 

to be presented and explained before 

they appear in drills, dialogues or reading 

material (Skierso, 1991). An item such as 

this sets unrealistic tasks for the evaluator. 

It is quite impossible for the teacher to 

track the use of structures especially in 

books for upper levels as texts are longer 

and vocabulary loading is quite high.

iii) Items can create a lot of confusion as they 

are not easily understood by teachers, 

especially those inadequately trained or 
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inexperienced. The Skierso (1991) checklist 

introduces terms like “abstractness” in 

the item (To what extent is the level of 

abstractness appropriate?). Most teachers 

will not be able to comprehend the item 

because of the unfamiliar use of the term.

Part II: Retrospective evaluation

Retrospective evaluation of textbooks is also known 

as in-use evaluation of textbooks. This involves 

continuous evaluation of the textbook after it 

is selected and while it is used. Retrospective 

evaluation of books is done for several reasons some 

of the important ones being:

i) The book that has been selected can be 

evaluated throughout the period it is used 

and re-evaluated to determine suitability. 

The results of the while-use evaluation can 

force it out of the classroom if it is found 

to be unsuitable.

ii) Teachers can use the results of while-

use evaluation to make the book more 

productive and their teaching more 

effective by identifying parts of the 

textbook that need adaptation. When the 

book is used again in another session or 

term or year in a new class, the teacher 

would be able to optimize use of the 

book. Unsuitable parts are deleted and 

new material found to substitute them. 

Then other processes of adaptation like 

simplification are also carried out.

Retrospective evaluation using the 
composite framework (Mukundan, 2004) 

While-evaluation or retrospective evaluation of 

textbooks is a term-long or session-long process, 

which means that as long as the textbook is used it 

will be evaluated. As there is a lot of time to evaluate 

the book, the process of evaluation can be made more 

effective by having a system of triangulation of data, 

where data about the effectiveness of the book can 

be sought from a number of instruments rather than 

through the usual method where a single instrument 

is used. Although, like predictive evaluation, the 

single instrument approach can be used (where an 

evaluation checklist is used to evaluate the book), it 

is far better to use a composite framework where the 

checklist is accompanied by two other instruments, 

the concordance software and the reflective journal.

The inspiration to the development of the composite 

framework for textbook evaluation came from the 

Richards and Rodgers Model for Methodology (1987) 

which suggests that Method comprises Approach (the 

body of theory surrounding a particular method), 

Design (Teaching Materials) and Procedure (How 

a particular method works in the classroom). The 

development of the composite framework recognizes 

the complexity of methodology as illustrated by 

the Richards and Rodgers Model where Approach, 

Design and Procedure are inter-dependent upon 

each other. The composite framework likewise 

recognizes the complexity of the evaluation process 

and uses multiple instruments dependent on each 

other. Retrospective evaluation would be a year 

long activity for teachers which could serve many 

purposes, the two main ones being:

i) Teachers working on the retrospective 

evaluation project will be discovering 

through empirical analysis, the strengths 

and weaknesses of the textbook in 

the teaching situation. They will then 

be actively involved in research and 

professional development.

ii) The findings of the textbook evaluation 

exercise will allow teachers teaching the 

same level to collaborate in joint research 

and be involved in discussion about the 

project which will increase the level of 

knowledge of these teachers and enhance 

their potential for critical enquiry and 

thinking.
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Figure 1:  The composite framework for ESL text-

book evaluation (Mukundan, 2004)

Activity sequence for teacher-evaluators 
working on evaluation using the composite 
framework

i) Using the checklist teachers do team 

evaluations periodically. Three evaluations 

spaced over the teaching year would be 

beneficial. Results of the evaluations are 

then summarized and documented.

ii) Teachers work on getting the textbook 

pages to be digitized in the form of 

textfiles. The entire vocabulary loading 

of the textbook is then analyzed using 

concordance software. Essential 

information like the number of running 

words (tokens) (figure 2) and different 

words (types) (figure 3) and their loading 

and distribution patterns throughout the 

book can be made explicit to the teacher 

through the use of the concordance 

software.

Figure 2: Number of tokens in the form 4 textbook in Malaysian Secondary Schools

Figure 3: Number of types in the form 4 textbook in Malaysian Secondary Schools

Other information like the repetition and recycling 

efficiency of words can be investigated through the 

use of dispersion plots (figure 4) which the software 

is capable of doing. The figure below shows the 

dispersion plot for the word “study” and its varieties 

as investigated in one textbook. 
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iii) Teachers keep reflective journals when 
covering several units or chapters of 
the textbook. While many teachers 
complain that they rarely have time for 
supplementary activities like that of 
keeping journals or logs, it is important to 
bring awareness to teachers that keeping 
journals should not be considered a chore 
but rather an activity very much like 
keeping a personal diary.

iv) A final evaluation should be carried out 
after the teachers have completely used the 
book. This evaluation will be carried out 
using data from all three instruments. The 
checklist will still be the main instrument 
used for the evaluation of the book. The 
evaluation checklist will however be 
supported with data elicited from the 
two other instruments; the concordance 
software and the effective journals. For 
example, an item in the Skierso (1991) 
checklist which evaluates exercises and 
activities (To what extent are the activities 
provided the best calculated to achieve the 
stated objectives?) would be best evaluated 
with support data from reflective journals. 
On the other hand an item in the same 
checklist which evaluates the distribution 
of words and structures (To what extent is 
there an even distribution of grammatical 
and vocabulary material among the 
chapters?) would be best evaluated 
using data generated by the concordance 
software.

Figure 4: Dispersion plot for the word “study” and 

its varieties

Conclusion

Teachers must be aware that textbook evaluation 
must be viewed from two perspectives: Predictive 
and Retrospective. While predictive evaluation 
is the most common form of evaluation and that 
which most teachers are aware of, school must 
train teachers for retrospective evaluation as well. 
Training of teachers for retrospective evaluation 
should include training in the use of the checklist, 
training in the writing of reflective journals and 
development of skills in the conversion of textbooks 
into digitized format and in the use of concordance 
software for analysis purposes.

Once retrospective evaluation is formally 
established in schools, teachers will become better 
informed about the strengths and weaknesses of the 
textbook and are in a better position to decide on 
aspects of adaptation. The other beneficial aspects 
of implementing retrospective evaluation would be 
in the extent to which teachers become involved in 
their own professional development.
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Introduction 

Literature and language teaching are closely related. Though they 

are considered to be different, they are the same in the layman sense 

because literature is also language. Literature provides the language 

learners with a lot of exposure to the variety of language functions and 

structural patterns. Teaching language functions and structural patterns 

without their use in context is to force the students to suck the language 

item dry. To quote Collie and Slater (1987: 3) one of the main reasons 

for teaching literature is that "it offers a bountiful and extremely varied 

body of materials." At the same time, literature is authentic material 

for learning a language. By authentic we mean the materials that are 

produced in response to real life situation but not for the specific purpose 

of teaching.

Similarly, literature provides the students with the cultural knowledge 

of the language they are learning. Language and culture are so closely 

associated that it is difficult to understand one fully in the absence of 

another. Lazar (1993: 14) gives the following reasons for introducing 

literature in the language classroom:

•	 It is very motivating.
•	 It is authentic material.
•	 It has general educational value.
•	 It is found in many syllabuses. 
•	 It helps students to understand the target language culture.
•	 It is stimulus for the acquisition of language.
•	 It develops students' interpretive abilities.
•	 Students enjoy it and it is fun.
•	 It is highly valued and has high status.
•	 It expands students' language awareness.
•	 It encourages students to talk about their opinions and 

feelings.

While answering the question 'Is literature taught or caught?' Brumfit 

and Carter (1986: 23) mention that "none of us teaches anything 

worthwhile directly to the students; we simply create conditions for 
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successful learning." Therefore, the role of a teacher 

is to create conducive environment for absorbing 

literary texts rather than applying jug and mug 

theory. The students need to be provided with the 

variety of exercises for understanding the literary 

texts.

Literary texts are of in various genres. They are 

novels, plays, short stories, and poems to name the 

some. In this short article, I am going to deal with 

the techniques of teaching short stories.

According to Collie and Slater (1987: 109), short 

stories are often an ideal ways of introducing students 

to literature in the foreign language classroom for 

the following reasons:

•	 They can usually be dealt in a single class.
•	 They are less difficult for foreign learners 

to read on their own.
•	 They offer greater variety for teachers 

choose varieties of short texts according 
to the tastes and interests of the students.

•	 They can be used not only in long-term 

courses but in short-term courses as well. 

On the other hand, since the short stories are 

compressed, care and preparation are needed for 

their successful presentation otherwise students 

may leave many things unnoticed. This is not always 

necessary to read the story in the class either silent 

or loud. Students can read them on their own at 

home. As such, different activities should be devised 

in order to help the students understand the text.

The activities for teaching stories can be divided 

into three stages. Some useful techniques for the 

different stages are exemplified here with the story 

'Worn Path'. Teachers can use these and other 

similar activities to deal with a short story. At the 

same time, the difficulty level of the activities can 

be adjusted according to the level of students. The 

limitation of the time determines the number of 

activities. Some of the activities can be given as 

home assignment too.

Activities 

This section deals with different activities that can 

be conducted on the different stages of teaching 

stories.

Pre-reading activities

Pre-reading activities are those activities which help 

the students to build up expectations for reading. 

While reading, students can confirm whether their 

expectations are met or not. To use another term, 

students need to be 'tuned in' (Underwood, 1989) 

so that, before reading they know what to expect, 

both in general and for particular tasks. This kind of 

preparatory work is pre-reading.

Activity 1

Teacher gives the background of the author.

Euroda Welty was born in 1909 in Jackson, 

Mississippi. She was educated at Mississippi State 

College for Women. She studied advertising. Her 

works include: The Southern Review, The New 

Yorker, The Atalantic Monthly, Delta Wedding( 

1946),Ponder Heart(1954), Losing Battles(1970), 

The Optimist's Daughter(1972), The Eye of the 

Story(1977 and On Writer's Beginnings(1984). 

She was awarded the Pulitzer Prize for work The 

Optimist's Daughter. 

Activity 2

Teacher asks some questions to make predictions 

about the story:

•	 What do you guess from the title?
•	 What do you mean by the word 'worn'?
•	 Do you know any poor and old woman in 

your locality?
•	 How is she like? What does she wear? 

Who does she live wit

Activity 3

Students will be divided into two groups and read 

the following extracts on 'unconscious heroism' and 

'Phoenix' (a mythical bird). Then they will exchange 

the ideas between the groups after reading (This is 

an activity which has information gap activities).

Group A

A hero is a person who is admired for courage, 

outstanding achievement and adventurous act. 

Generally, in Greek mythology it refers to the man 

of superhuman qualities. Heroism refers to the 
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great courage. It is the ability to conduct courageous 

and adventurous activities. Generally, heroism is 

conscious because people do courageous activities 

knowingly. The 'unconscious heroism', on the other 

hand, refers to the quality in which a person does 

heroic activities unconsciously. In such case, heroic 

activities are guided by the unconscious desire of a 

person.

Group B

A phoenix is a mythical bird with beautiful gold and 

red feathers. At the end of its life-cycle the phoenix 

builds itself a nest of cinnamon (a tropical tree) 

twigs that it then ignites; both nest and bird burn 

fiercely and are reduced to ashes, from which a new, 

young phoenix arises. The new phoenix is destined 

to live, usually, as long as the old one. In some sto-

ries, the new phoenix embalms the ashes of the old 

phoenix in an egg made of myrrh (aromatic resign 

used in perfume) and deposits it in the Egyptian city 

of Heliopolis (the city of the sun in Greek). The bird 

was also said to regenerate when hurt or wounded 

by a foe, thus being almost immortal and invincible- 

a symbol of fire and divinity.

Activity 4

Students make prediction about the story on the 

basis of the following extracts taken from the story:

	 She was very old and small and she 

walked slowly in the dark pine shadows, 

moving little side to side in her steps. 

	 Her eyes opened with their widest and 

she started down gently. But before she 

got to the bottom of the hill a bush caught 

her dress.

	 She passed through the old cotton and 

went to the field of dead corn.

	 Moving slowly from side to side, she went 

into the stone building and into the tower 

of steps, where she walked up around 

and around until her feet knew to stop. 

	 'Here I be', she said. There was a fixed 

and ceremonial stiffness over her body. 

Activity 5

General discussion on the theme:

This story is about an old black woman called 

Phoenix Jackson. She lives in a house long way from 

the town. She has a grandson who is ill. She makes 

a very difficult journey long way from her house to 

town to take medicine for her grandson. Though she 

is very old to make a long and difficult journey, she 

is guided by unconscious heroism i.e. the love of her 

grandson whom she loves more than herself. 

Activity 6

Match the following words with their meaning:

Creek  a narrow trench like depression

Furrow   human figure dressed in old cloth  

 and set up in a field to scare birds   

 away

Scarecrow  stream

Lolling  five cent coin

Nickel  water made alkaline with   

  wood ashes

Dime  a brown North America dog 

 

Lye  (of tongue) hanging loosely

Persistent US ten cent coin

Mourning dove     continuous 

Springy         a case where medicine doesn't  

  work  

An obstinate  elastic

case  

While-reading activity
While reading activities are the activities which 

students do while reading the text.  The purpose of 

these activities is to help them to comprehend the 

text. These activities should be chosen carefully.

Activity 7

Read the story and order the events as they happen 

in the story.

•	 After she got to the top she turned and 

gave a full severe look behind her where 

she had come.

•	 The old women walked slowly in the dark 

pine shadows.

•	 She crossed the creek along the log with 

great difficulty.

Teaching Short Stories with a Difference
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•	 She was frightened with the scarecrow.

•	 She went through a barbed fence.

•	 A man took her out of the ditch.

•	 She took a nickel which was fallen out of 

the white man's pocket.

•	 She fell in the ditch.

 Activity 8 

Complete the following sentences with appropriate 

words from the story:

•	 Phoenix Jackson was making a ……from 

her house to town.

•	 On the way she has to face many……

•	 She was going to town……some medicine 

for her grandson.

•	 When she reached the city, it was the time 

of ……

•	 When she reached the place, she…… the 

purpose for which she made the trip.

Activity 9

Read the story and answer the following questions:

•	 What are the various obstacles faced by 

Phoenix Jackson on her way to the town?

•	 What did she do when she was knocked 

down by the dog?

•	 Give some evidences to prove that Phoenix 

is very poor.

•	 Why does she make the journey to the 

town in the time of Christmas?

Activity 10

Students will make a web to describe the character 

of Phoenix and her grandson.

Activity 11

Change the following direct speech into indirect 

ones.

•	 "Doesn't the gun scare you", he said.

•	 "I am bound to go on my way", said 

Phoenix.

•	 "Please, missy, will you lace up my shoes", 

she said by holding up her foot.

•	 "Are you deaf", cried the attendant.

•	 "Now, how is the boy?" said the nurse.

•	 "I thank you", she said.

Activity 12

Give the present forms of the following verbs.

Tried   cried    made  

 ran   stood   left

Went   shut  bent  

 came   gave   heard

Why do you think these verbs are used in the past 

tense?

Activity 13

Correct the following grammatically incorrect and 

elliptical sentences taken from the story uttered by 

Phoenix Jackson.

•	 "Glad this not for the season for the bulls," 

she said.

•	 "Ghost," she said sharply," who be you the 

ghost of?"

•	 "Dance, old scarecrow", she said," While I 

dancing with you."

•	 "This the easy place. This the easy going." 

Madhu Neupane
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•	 "No sir, I going to town."

•	 “I doesn't mind asking a nice lady to tie up 

my shoe when I gets out on the street.

•	 "Here I be," she said.

•	 "My little grandson, he sit up there in 

the all wrapped up, waiting by myself," 

Phoenix went on.

•	 "I going to the store and buy my child a 

little windmill they sells, made out of 

paper."

Now discuss with your partner why these sentences 

have been used and what they indicate.

Post-reading activities 

Post-reading activities are done after the reading 

is completed. Usually these activities are the 

extensions of the work done at pre-reading and 

while reading stages. These activities are useful in 

checking whether the students have understood 

the text or not. These activities can be given to the 

students as the home assignment. These activities 

should be designed in such a way that they stimulate 

the expressive power of the students.

Activity 14

•	 Write the story as it is told by Phoenix 

Jackson herself.

•	 Students will play the role of Phoenix 

Jackson and the white man in front of the 

class.

•	 Suppose that you are the nurse who met 

Phoenix Jackson. Write a letter to your 

friend describing the event.

•	 How can you compare Phoenix Jackson 

with the mythological bird Phoenix? 

Teaching Short Stories with a Difference

Conclusion

Now there is no debate on whether literature 

should be introduced in language classroom or 

not. The importance of introducing literature in 

the language classroom cannot be exaggerated. The 

most important aspect is that literature provides the 

context for meaningful learning of language. Only 

the meaningful learning can have lasting effect on the 

life of the learners. Though literature is important, it 

may be meaningless and time consuming if it is not 

exploited properly. So the activities which maximize 

the involvement of the students and thus maximize 

the learning should be devised. To quote Brumfit 

and Carter (1986:23), “none of us teaches anything 

worthwhile directly to the students; we simply create 

conditions for successful learning."
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Context of the study

Among 54 students of higher secondary level to whom I teach, 35 are 

girls and 19 are boys who come from different ethnic, linguistic, and 

geographical background. The linguistic composition of the classroom 

is given in the following table:

Table 1: Linguistic composition of the class

Mother tongue Number of students

i. Nepali 15

ii. Rai* 10

iii. Newari 8

iv. Tamang 6

v. Limbu 6

vi. Gurung 5

vii. Magar 4

The table shows that classroom is heterogonous in terms of the lin-

guistic background. Majority of students speak Nepali as their mother 

tongue whereas Rai and Newari languages occupy the second and third 

positions respectively.  Similarly, Limbu and Tamang are in the fourth 

position whereas Magar is the last. I had also asked a question to the 

students to know the background of their schooling with the assump-

tion that exposure they receive in school also affects in the level of their 

performance in English as shown by various studies. It is also relevant 

to know their background of schooling because they have just started 

college after passing SLC.  The following table shows the background of 

the schooling: 
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Abstract

We normally assume 

that teachers are only the 

consumers who should adopt 

new methods, techniques, 

and activities propounded 

by experts whether the 

activities are relevant in their 

context or not. Because of 

this assumption, sometimes 

teachers do not get solution by 

using inappropriate strategy 

for the solution of a problem. 

Towards the professional 

development of the English 

language teachers, action 

research is an important 

academic venture which helps 

them identify problems, adopt 

strategies which are relevant 

to their context, and observe 

and reflect on the effectiveness 

of the action. This paper is 

based on my reflection on 

the debate used for adult 

learners along with theoretical 

assumptions and framework of 

the action research.
 * Among the nine Rai students, the mother tongue of 2 students was Wambule 

Rai, 3 Chamling Rai, and 5 Bantawa Rai..
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Table 2: Students’ schooling

Questions Yes No

i. Was the medium of instruction of 

your school English?

2 52

ii. Did you get chance to speak 

English?

14 40

iii. Did you pass your SLC as a 

regular student?

18 36

Almost all students have come from the Nepali 

medium schools. In Nepal, although students are 

taught English from grade one at public schools, 

private school students outperform them in speaking 

English because they provide more exposure in 

English than public school counterparts. In addition 

to the students from English medium schools, 10 

students from public school also replied that they 

got a chance to speak English which was only limited 

to the classroom period of English subject whereas 

2 students opined that they used to speak English in 

co-curricular activities like parents’ day, children’s 

day, etc. Among the students who passed their SLC 

in supplementary exam, 3 had failed Mathematics, 

2 Social Studies, 3 Science, and 28 English in their 

regular examination. This observation clearly shows 

that students’ knowledge over English in their 

schooling was not strong. 

To establish the logical relationship between their 

background and attitude towards English language, 

three simple questions were asked to the students. 

As my students were poor in using English, I 

thought that they should be asked some questions 

to make them realize their own weaknesses so that 

they become motivated to learn it. The responses 

provided by the students to the questions have been 

summarized in the following table:

Table 3: Attitude towards the English language

Questions Yes No
i. Is English a difficult subject for 

you?

46 8

ii. Do you like to speak English? 52 2

The table shows that majority of the students took 

English a difficult subject. They had provided three 

major reasons that make it a difficult subject for 

them.

	 They do not understand the meaning of 
English words (they understand meaning 
of English words in term of Nepali i.e. 
through translation). 

	 There is no proper environment in the 
government-aided schools to learn 
English.

	 English is far different language from their 

mother tongue. 

Regarding the question ‘Do you like to speak 

English?’ almost all (52) students answered 

‘yes’ whereas only 2 students said ‘no’. The 

three reasons provided by the students who 

would like to speak English were as follows:                                                                                           

	 to develop thinking power,

	 to improve English because it is  the most 

widely used  international language, and

	 to get a good job. 

Centre for Research and Social Development 

(CERSOD, 2001) has pointed out that home 

environment and parental support are two crucial 

contributing factors for the performance level of the 

students. To be familiar with the home environment 

of the students for English language learning, I had 

asked some question to them which, along with 

responses of students are as follows:

Table4: English outside classroom 

Questions Yes No

Do you speak English at home?  4 50

Do you read English newspaper? 10 44

Do you watch English programme 

on TV?

12 42

The table shows that the number of students who 

used English in the classroom was nominal although 

around 20% students answered that they read 

English newspaper and watch English programme 

on TV. They also opined that it was difficult to 

understand English for them.  

Reflection on the context 

From this preliminary observation, some important 
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issues or problems related to students’ speaking skill 

have been drawn as follows: 

	 Background of students’ schooling i.e. 

English or Nepali brought differences 

in the performance level of English in 

the classroom- students who came from 

English medium school could speak 

English whereas those from government-

aided schools could not.

	 Lack of students’ participation in 

classroom activities was the major 

encumbering factor for low performance 

level of English.

	 Students were highly motivated to learn 

(here speak) English though they thought 

that it was a difficult subject. 

What was my problem? 

Diagnosis of the right problem is said to be half 

healing. On the first day of my class, I had a whole-

period-introductory class where all students had 

been given opportunity to introduce themselves in 

brief using English. But almost all students could 

not speak English fluently- it could easily be felt 

that they were worried about speaking English 

among the mass of the friends. According to Shumin 

(1997), speaking a foreign language in public is often 

anxiety-provoking. Sometimes, extreme anxiety 

occurs when EFL learners become tongue-tied or 

lost for words in an unexpected situation, which 

often leads to discouragement and a general sense 

of failure. The affective filters (Krashen and Terell, 

1983) are always up when students are asked to 

speak English i.e. they are not self-confident and 

do not feel easy to speak rather they are frustrated 

and anxious. Oxford (1990: 140, in Shumin1997)  

opines that the affective side of the learners is 

probably one of the most important influences on 

language learning success and for Brown (1994) 

foreign language learning is a complex task that is 

susceptible to human anxiety which is associated 

with feelings of uneasiness, frustration, self-doubt, 

and apprehension. Developing oral skills is a real 

challenge for many EFL school teachers since 

the students do not live in an English speaking 

environment and most of them attend schools 

where English is taught as a curricular subject (de 

Porto, 1997).  

After a regular observation for one month, I made 

a conclusion that my students hesitated to speak 

English in classroom- they preferred using Nepali. 

Although they passed their SLC, they were not able 

to interact in English to participate in the classroom 

activities. 

Action research and professional 
development 

Action research is the systematic collection and 

analysis of data relating to the improvement of 

some aspects of professional practice (Wallace, 

1998:1). Action research incorporates two words 

‘action’ and ‘research’. ‘Action’ simply refers to the 

new activities that teachers do in the classroom 

to solve the problems and ‘research’ refers to the 

sense of enquiring or exploring new knowledge and 

ideas. Thus action research aims to make teacher 

researchers for their own professional development. 

We generally assume that teachers are just consumers 

who should adopt the new approaches, methods, and 

techniques generated by the researchers or experts 

no matter how relevant they are to the needs of the 

students and classroom context.  Sometimes the so-

called new techniques do not work in the classroom. 

So the first thing for the teachers is to find out what 

the real problem(s) is/are with his/her students. 

Action research helps teacher find out the problems 

and ways for their solution which bring change in 

their teaching. 

Action research in language classroom is a tool for 

teacher and curriculum development (Onel, 1997), 

which incorporates both theory and practice. As 

teachers, one of the qualities that we should expect for 

professional development is that we should develop 

the strategy that should help us to turn the problems 

we face in our professional careers into positive 

rather than negative experiences. The strategy is 

basically a way of reflecting on our teaching which is 

done by systematically colleting data on our everyday 

practice and analyzing it in order to come to some 

decisions about what our future practice should 
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be (Wallace, 19981). Classroom action research 

occurs when teachers reflect critically about the 

teaching situation, identify learning or instructional 

problems, and institute methods to solve them 

(Elyildirim and Ashton, 2006). Action research is 

the application of fact-finding to practical problem-

solving in a social situation with a view to improving 

the quality of action  within it (Burns, 2000: 443), 

involving the collaboration and cooperation of 

researchers, practitioners and laymen. Gay (1987:8) 

asserts that: 

The purpose of action research is to solve classroom 

problems through the application of scientific 

method. It is concerned with a local problem and is 

conducted in a local setting. It is not concerned with 

whether the results are generalizable to any other 

setting and is not characterized by the same kind of 

control evident in other categories of research. The 

primary goal of action research is the solution of a 

given problem, not contribution to science. 

It is often initiated by teachers to solve their 

practical problems in the classroom with the help 

of their colleagues, students, parents and other 

stakeholders. Thus, action research begins and 

strengthens collaborative learning and teaching 

activities among the teachers. One of the most 

important characteristics of action research is its 

reflective nature. It encourages language teachers to 

know where they and their students stand in terms 

of language teaching and learning that provides 

valuable directions for future activities. So it makes 

teachers able to evaluate their own action. It is a form 

of self-reflective enquiry undertaken by participants 

in social situation in order to improve the rationality 

and justice of their practice (Carr and Kemmis 1985, 

in Brown and Rodgers 2002).  To reflect on own 

teaching a teacher can ask some questions, as given 

below,  to himself/herself which are related to his/

her own teaching.      

	 Are there any problems in teaching English 

language in my classroom?  

	 What are they?

1  I have changed the use of second person pronouns of 
Wallace into the first person pronouns. 

	 What do I want to improve? 

	 What are the reasons for my concern?

	 How can I improve it?

	 Who can help me and how? 

	 How will I know it has improved?

	 What are next problems to be solved? etc. 

Action research is carried out in a cycle of different 

successive stages. There is no any objective 

framework of carrying out an action research. 

Lewin2 (1952, in Burns 2000: 444) gives two 

major stages of action research; diagnostic stage 

(problems are analyzed and hypotheses developed) 

and therapeutic stage (hypotheses are tested by 

consciously directed change experiment in a real 

social; life situation). Kemmis and McTaggart (1998) 

outline four essential moments of action research: 

planning (develop a plan of action to improve what 

is already happening), action (act to implement the 

plan), observation (observe the effects of action in 

context) and reflection (reflect on these effects as the 

basis for further planning). Scholars have suggested 

that flexibility is central to action research, which 

must be able to respond to the unpredictability of 

the situation in which it is used as Somekh (1993, 

in Burns 1999: 32) argues that action research 

as ‘chameleon-like’, as the plans, actions and 

observation through which action researchers 

proceed should be able to be transformed by their 

social, educational and political settings as well as 

by their personal and professional values, beliefs 

and histories.  Although different scholars discuss 

almost similar steps of action research, they slightly 

differ in ordering of the steps (Bhattarai, 2005) as 

Nunan (1992) gives seven different stages; initiation, 

preliminary investigation, hypothesis, intervention, 

evaluation, dissemination and follow up, and 

Desncombe (1998) provides five stages; professional 

practice, critical reflection (identify problem, or 

evaluate changes), research (systematic and rigorous 

enquiry), strategic planning (translate findings into 

action plan) and action (instigate change).    

2  Kurt Lewin, the social psychologists coined the term 
action research for the first time. His model is known 
as Lewin’s model of action research.   
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Despite this variety in the stages of the action 

research proposed by various scholars, a typical 

action research takes place in the following stages:

Identification of problems: As mentioned above, 

identifying the right problem is the most important 

stage in language teaching which determines the 

nature and the types of activities that the teacher 

adopts. The source of the problem may be the 

difficulty which we or our students are experiencing 

that can be specified after a long observation of the 

teaching and learning processes in our classroom. 

The teacher specifies when, who, where and how 

aspects of the problem. The problem selected should 

be manageable.

Action: This stage is also called ‘execution stage’ 

in which the teacher deliberately introduces the 

new techniques/strategies/activities that he/she 

thinks are relevant to the solution of the problem 

identified. This simply refers to bringing innovations 

in language teaching. The action continues for a 

period of time. 

Observation: This stage is concerned with 

colleting evidence or data that will help a researcher 

to analyze whether our solution is successful or 

not. There are different ways to collect evidence. 

The most important evidence is to compare the 

behavior of students; positive change in behaviour 

shows the successful solution of the problem but 

opposite does not show. Personal notes, observation 

schedules, peer observations, audio recordings, 

video recordings, interviews of learners, and their 

parents, student journals, teacher journals, etc. can 

be used to collect the evidence.

Analysis and interpretation: This stage is 

concerned with evaluating the evidence collected i.e. 

reflection on data. In this stage, the teacher analyses 

whether his/her problem has been solved, if no, 

what should be done next to solve the problem and 

if yes, what the next problem is. 

What did I do? 

First, I interviewed students to know their 

background. The aim of the interview was to identify 

the real cause of the low performance level in 

English. The major reason behind the problem was 

the lack of their participation in English classroom- 

the observation shows majority of the students 

were from the government-aided schools who did 

not get a chance to speak English. To address this 

problem, I introduced debate in the classroom three 

times a week. For it, I divided students into nine 

different groups consisting of six students in each 

group based on the order of their roll number. The 

topic given to the students was related to an essay 

in their textbook which was “plural children destroy 

personal happiness of parents.” After selecting the 

topic, students of each group were divided into two 

groups consisting of three students in each group- 

one group was affirming group and another was 

opposing group. The debate was conducted in the 

following format:  

	 The first speaker of the team affirming the 

resolution speaks first.

	 Then, the first speaker of the opposing 

team refutes his/her arguments and puts 

his/her argument against the resolution.

	 After that, the second speaker of the team 

affirming the resolution refutes his/her 

arguments and offers arguments for the 

resolution and the second speaker of 

the opposing team does same as the first 

speaker does.

	 Finally, the third speaker of each team 

summarizes the arguments of the whole 

team. 

Each debater was given three minutes to put his/

her arguments and the whole team was given four 

minutes extra time to discuss with friends on the 

spot. A student was given the role of a time keeper. 

The winner was selected on the basis of the secret 

votes of the audience (students in the class). In the 

first round of the debate, students were also allowed 

to mix the Nepali language in their speech. But from 

the second round of the debate they were strictly 

prohibited to use Nepali. The debate took place for 

2 months. 

What happened? 
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When I interviewed all the students in the class, 

all of them were enthusiastic to know the reason 

behind it in the beginning. The interview made 

them realize what their level of performance was 

and why they were poor in speaking English. It was 

a great achievement to make the students realize 

what they had to do. It made students ready for 

doing something. Some major findings of the study 

which were based upon ethnographic observation of 

classroom were as follows (Annex 2):

	 The use of English in class and outside the 

class was increased. 

	 The use of mother tongue was reduced.

	 Majority of the students started asking 

questions to the teacher in English (they 

used not to ask questions in English in the 

past).

	 Majority of the students could express their 

opinion in English for at least 3 minutes 

on the familiar topic (it was observed in 

the individual impromptu speeches of the 

students).

	 Although the students were self-confident 

in speaking English, their language was 

still not correct especially the subject-verb 

agreement and the use of tense. In this 

sense, the study has pointed out another 

area of the action research i.e. how to 

make students use correct subject-verb 

agreement and tense.

	 Cooperative learning was fostered which 

was observed in the classroom interaction 

of the students.   

So what?

Action research is an important process of 

enhancing professionalism in English language 

teaching. There is no doubt that without having a 

sense of critical enquiry in language teachers, they 

do not grow professionally. Critical sense of enquiry 

brings innovation in language teaching. But it is 

quite difficult for the teachers to have theoretical 

knowledge of research, a vast discipline. In this 

context, action research is a way to transform the 

role of teachers from only teaching to teaching 

plus researching. To solve classroom problems, the 

teachers should explore the techniques/strategies 

that are relevant to their problems. Action research 

takes classrooms as an ideal environment for the 

study of talk and concerned with bridging the 

gap between the theory and practice (Brown and 

Rodgers, 2002). “It is assumed that most language 

teachers wish to develop themselves professionally 

on a continuing basis. They have access to a wide 

variety of methods of doing this. One method is 

by reflecting on problematic areas through action 

research. The main function of action research is to 

facilitate the reflective cycle” (Wallace, 1998: 18). A 

basic assumption behind professional development 

in English language teaching is to reflect on what 

the teacher himself/herself is doing and what can 

he/she do in future. Without reflection on particular 

context and problem, adaptation of any technique 

may fail because a technique and activity useful in 

one context and for a teacher may not be useful in 

another context and teacher. Thus, the teacher has 

to add his responsibility of researching on his/her 

teaching context. 

This study shows that debate can be a useful 

technique for the students to develop freer speaking 

ability in the classroom. Debate will encourage shy 

and introvert students to speak in the classroom. 

It will also enhance cooperative learning as well as 

lower the affective filter while speaking English. It 

fosters students’ confidence to put their argument 

and persuade others logically. On the whole, they 

find the classroom a place to exercise democracy 

and leadership through teaching and learning of 

English. As Giplin (1999, in Blazquez 2007) says, I 

learned that if we teachers explore what occurs in 

our classrooms, if we reflect critically on the theories 

and beliefs that underlie our practice and we share 

our findings, then fundamental changes in the 

classroom can be accomplished.           

References 

Bhattarai, A. 2005. Action research:  a reflective 

cycle. Journal of NELTA, Vol. 10 No. 1&2. 

Blazquez, B. A. 2007. Reflection as a necessary 

condition for action research. English Teaching 

Reflecting on a Classroom Research: Developing Professionalism...



Journal of NELTA    Vol. 1 2   No. 1 & 2   December 2007

96

Forum, Vol. 45. No.1.

Brown, H. D. 1994. Principle of Language Learning 

and Teaching. London: Prentice Hall. 

Brown, J. D. & T. S. Rodgers. 2002. Doing Second 

Language Research. Oxford: Oxford University 

Press.

Burns, A.1999. Collaborative Action Research 

for English Language Teachers. Cambridge: 

Cambridge University Press.

Burns, R. B. 2000. Introduction to Research 

Methods (4th ed.). London: Sage Publication.

CERSOD. 2001. District Level Achievement. 

Kathmandu: Department of Education. 

Denscombe, M. 1998. The Good Research Guide for 

Small-scale Research Projects. Buckingham: 

Open University Press. 

de Porto, B. C. 1997. Developing speaking skills by 

creating our own simulations for EFL courses. 

English Teaching Forum, Vol. 35 No. 3.

Elyildirim, S. & S. Ashton. 2006. Creating positive 

attitudes towards English as a foreign language. 

English Teaching Forum, Vol. 44 No. 4. 

Gay, L. R. 1987. Educational Research. London: 

Merrill Publishing Company.

Kemmis, S. & McTaggart (eds.). 1988. The Action 

Research Planner (3rd ed.). Australia: Deakin 

University Press. 

Krashen, S. D. & T. D. Terell. 1983. The Natural 

Approach. Oxford: Pergamon Press Ltd. 

Nunan, D. 1993. Research Methods in Language 

Learning. Cambridge: Cambridge University 

Press. 

Onel, Z. 1997. Teacher initiated research: action 

research. English Teaching Forum, Vol. 35 

No.1.

Shumin, K. 1997.  Factors to consider: developing 

adult EFL students’ speaking abilities. English 

Teaching Forum, Vol. 35 No. 3. 

Wallace, M.J. 1998. Action Research for Language 

Teachers. Cambridge: Cambridge University 

Press.

Annex 1: Interview schedule for the students 

Name:                                                        Sex:

Mother tongue:                          

Schooling:

a. Private/Public 

b. English medium/Nepali medium 

……………………………………………………

1. Did you pass your SLC regular?   Yes/No 

2. If no, which subject did you fail?................

3. Did you get chance to speak English in your 

school?  Yes/No 

4. If yes, what were the occasions?

5. If no, what were the reasons?

6. Is English a difficult subject for you?  Yes/No

7. Do you like to speak English?  Yes/No

8. If yes, why?

9. If no, why?

10. Do you speak English at home? Yes/No

11. Do you read English newspaper? Yes/No

12. Do you watch English programme on TV?   

Yes/No
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Annex 2:  The students’ behaviour 

Students’ 

behaviour 

Before/early stage After/ late stage 

Always Frequently Sometimes Rarely Always Frequently Sometimes Rarely

Students 

were 

hesitant to 

speak in 

English

90% 5% 5% 45% 10% 20% 25%

Students 

actively 

participated 

in the debate   

5% 10% 15% 80% 55% 30% 20%

Students 

using their 

mother 

tongue in 

English class  

80% 10% 10% 5% 45% 45% 5%

Students 

working 

individually

85% 10% 5% 40% 10% 15% 35%

Students 

working in 

group

15% 15% 46% 24% 35% 55% 10%

Students 

asking 

questions  in 

English

5% 5% 90% 15% 55% 15% 15%

Students 

with correct 

grammar 

20% 40% 40% 15%  45% 15% 25%
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Abstract

There are certain skills or 

aspects of pedagogy that are to 

be given due attention in order 

to make the language class 

effective and fruitful for the 

learners. In this connection, 

the language teacher should 

take various things into 

consideration to manage 

and direct his instructional 

activities to his destination. 

Good ESL teachers are patient 

at explaining things. Being 

comfortable with explaining 

content and context to 

students is an essential skill for 

teachers. Modern teachers can 

help their students improve 

their skills, save time, avoid 

mistakes, live more satisfying 

lives and achieve goals. This 

article mainly describes some 

of the crucial issues of the 

English Language classroom.

ESL Teacher in the Classroom:  
Some Considerations 

    Bhesh Raj Pokhrel*

*  Mr Pokhrel teaches at the Department of English Education, TU and 
School of Education, KU.

How should the teacher behave in the classroom?

To be a good English teacher, one should follow various things in the 

classroom so that the students will develop positive attitude towards 

him/her, and ultimately to the subject he/she teaches.  Here, we will 

discuss some of the important characteristics that will help one to be a 

good language teacher.

Good teachers are inherently fair-minded. They assess students on 

the basis of their performance, not on the students' personal qualities, 

background or culture. They are patient at explaining things. The 

following points will show some of important guidelines for a teacher to 

behave skillfully in his language class.

	 Have patience. If someone has a question, do not be rude when 

he/she is trying to understand you. 

	  Make sure you have a full understanding of the subject you 

are teaching. 

	 Make sure that you are speaking in a polite language. It is 

extremely annoying when a teacher says something like 

“irregardless” or adds a preposition/prepositional phrase to 

the end of every sentence, whether or not it actually belongs 

there. 

	 Students need homework, but do not give your students so 

much homework that they end up neglecting their other 

courses. 

	 Be willing to work with your students, but do not be a 

pushover.

	 It is quite unprofessional to come into class dressed like a 16 

year-old high school girl/boy.

	 Create a variety of instant involvement techniques that can be 

used to capture students’ attention for what will be presented. 

	 Give eye-to-eye contact. 
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	 Change teaching style to give variety. 

	 A change of pace is refreshing and helps 

students re-enter the learning process. 

	 At appropriate times it is stimulating and 

interesting to meet in a different location 

or setting for a specific learning task. 

Classroom and technical language

By and large, both teachers and students use the 

English language as the medium of instruction in 

the English classrooms. In L2 contexts, English 

is typically used only in the English classroom. 

Therefore, the English teacher should provide the 

exposure of English to his students as much as 

possible. 

The teacher should be a role model for the 

students in the use of English. Language is a 

vehicle for communication; so the teacher should 

encourage the students to use English for their real 

communication. The teacher can create a situation 

to use some language functions and the students 

can be instructed to take part in conversation or 

dialogues. Moreover, to practically use English for 

communication, the teacher must use English for 

giving instructions and general orders and requests. 

To avoid confusion and difficulty on the part of the 

students, the teacher can use gestures and facial 

expressions. The following expressions represent 

some examples of classroom language:

	 Good morning, students.

	 Come in. 

	 Good!

	 Very good!

	 Stand up.

	 Sit down, please.

	 Work in pair with your friend.

	 Show your homework.

	 Solve these questions.

	 Well done!

	 Please, no noise.

	 Say it louder.

	 No, it isn’t.

	 Try it again.

	 Goodbye.

	 See you tomorrow.

According to Elliott and Awasthi (1999), it is a good 

idea to make a large chart with examples of class-

room language written on it. The chart can be put 

up in the classroom and the students can look at the 

chart when they need to say something. When new 

sentences are learnt, they can be added to the chart.

Teachers’ voice in the classroom

As soon as a teacher arises to speak, he has mainly 

two objectives:

•	 He needs to make sure that each listener 

hears and understands his words

•	 He wants to attract and hold the attention 

of each listener.

When the teacher speaks, he has an important asset 

that is not fully available in a written communication. 

The personality which the listeners observe is a 

compound of the teacher’s voice (which they hear) 

and the total teacher (which they see).

Nothing else will matter if the learners cannot clearly 

hear and understand the teacher’s words. Therefore, 

it is worth mentioning here how teachers can use 

their voice to facilitate L2 learning for the learners. 

Volume

If the classroom includes more than ten students, then 

the teacher will probably need to speak somewhat 

louder than he speaks in normal conversation. The 

volume of his voice will depend on the size of the 

classroom, the size of the audience, the acoustics of 

the room, etc.

Pace

One of the most common faults of an inexperienced 

teacher is talking too fast in order to be heard and 

understood. But, in fact, it is necessary to speak far 

more slowly than in normal classroom. The larger 

the room and the audience, the more slowly you 

should speak.
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Pronunciation

Each syllable of the words should be articulated 

clearly with the necessary focus on supra-segmental 

features like stress, tone, juncture intonation, etc. 

Some teachers blur their syllables; this habit often 

puts the students in confusion.

Getting attention

When the teacher speaks in order to capture and hold 

the attention of the students, he has to overcome 

some obstacles: distractions, lack of motivation, 

monotonous sound, etc.

Eye contact

When the teacher speaks, he should not concentrate 

on just one person or just one section of the 

audience. He should shift his gaze slowly from 

person to person, from front to back, from right to 

left. The teacher should make every student feel that 

he/she (teacher) is looking at him/her in the eye and 

speaking directly to him/her.

Using blackboard 

The blackboard is the common attribute of the 

classroom. It is a very useful teaching aid that is 

placed directly in front of eyes of the learners. It 

is the focus of the students' eyes. The colour of the 

blackboard is not necessarily black; it may be green, 

blue, etc. The followings are the useful tips to use the 

blackboard efficiently.

i) At the start of each lesson, the teacher should 

ask someone to clean the board and write the 

date in one corner. This provides an opportunity 

for real language use, with a range of 'please' 

and 'thank you' formulae. While the cleaning is 

being done, the teacher can conduct a warm up 

activity, a game or a song.

ii) It is advisable to use some brightly coloured 

pieces of chalks. This helps in focusing pupils' 

attention.

iii) Blackboard writing should look more like print 

than cursive script. Letters should be large so 

that those seated at the back can read easily.

iv) The teacher should not stand with his back to 

the class as he writes. Stand at 45 degrees and 

write with the arm extended. It also helps the 

teacher to write straight.

v) The teacher should never work in silence. It is 

necessary to keep the class involved. He should 

comment on his drawing as he draws. It is 

advisable to invite students to read out what he 

is writing, to answer a related question, how to 

spell the next word, and so on.

vi) The teacher should avoid long periods of 

inactivity on the part of the class. Anything that 

requires careful drawing or planning should 

be done at home earlier, in picture of poster 

form.

vii) Before writing anything, the teacher should 

divide the blackboard in three sections. These 

need not be exactly the same width. New 

vocabulary is written on the left hand section 

and any grammar point or structure goes to 

the right. These language items will stay on the 

board until the end of the lesson. The centre 

is used for ongoing work, such as pictures, 

working examples and notes.

Classroom management

Classroom management is a term used by many 

teachers to describe the process of ensuring that 

classroom lessons run smoothly despite disruptive 

behaviour by students. The term also implies the 

prevention of disruptive behaviour. It is possibly the 

most difficult aspect of teaching for many teachers 

and indeed experiencing problems in this area causes 

some to leave teaching altogether. It is closely linked 

to issues of motivation, discipline and respect.

A large part of traditional classroom management 

involves behaviour modification; that is, establishing 

rules and procedures at the beginning of the school 

year. It also involves being consistent in enforcing 

these rules and procedures. There needs to be 

positive consequences when rules are followed and 

negative consequences when rules are broken. There 

are newer perspectives on classroom management 

that are more holistic and comprehensive. One 

example is affirmation teaching, which guides 

students toward success in helping them see how 
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their effort brings positive results in the classroom. 

Affirmation teaching avoids traditional threats, 

bribery, or persuasion, and relies instead upon 

creating an environment where students are 

successful as a result of their own efforts (studying 

for an examination, for example).

Discipline with dignity is one of the most widely 

practiced behaviour management philosophies in 

the world. Discipline with Dignity, provides an in-

depth flexible approach for effective school and 

classroom management. With a strong focus on 

developing responsibility, it is a comprehensive, 

practical programme that leads to improved 

student behaviour through responsible thinking, 

cooperation, mutual respect, and shared decision-

making.

Tools for teaching is a classroom management 

method with the focus on positive aspect of it, which 

is the result of four factors: how teachers regard 

their students (spiritual dimension), how they set up 

the classroom environment (physical dimension), 

how skilfully they teach content (instructional 

dimension), and how well they address student 

behaviour (managerial dimension).

Conclusion

As a language teacher, one has to consider many 

factors while delivering the content in the classroom. 

There are various ‘how’ and ‘what’ issues for any 

language teacher to make his/her teaching effective 

in the classroom. Some of the concluding issues in 

this connection can be as follows:

	 Being comfortable with explaining content 

and context to students is an essential skill 

for teachers.

	 Create a variety of instant involvement 

techniques that can be used to capture 

students’ attention for what will be 

presented. 

	 The teacher should be a role model for the 

students in the use of English.

	 When the teacher speaks in front of the 

class, he should give adequate attention 

to volume, pace, pronunciation, how to 

get the students’ attention and eye contact 

with the students. 

	 Affirmation teaching avoids traditional 

threats, bribery, or persuasion, and relies 

instead upon creating an environment 

where students are successful as a result 

of their own efforts.
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Introduction

Chhɨlɨng language is a member of Kirati language, a Tibeto-Burman 

group of Sino-Tibetan language family which has  subject-object-verb 

(SOV) structure. Chhɨlɨng language is spoken by an ethnic group of Rai 

Kirati of the same name at Tamor area of Ãkhisalla VDC of Dhankuta 

district which is adjacent to Khoku and Belhara. The ethnonym Chhɨlɨng 

consists of five clans. They are Loŋgaba, Chhoŋkha, Phaŋphu, Phanchu, 

Rajbeŋsi. The population of the Chhɨlɨng  is 1314, according to CBS Re-

port -2001. This language is yet to be documented so it is on the verge 

of extinction. Now, it is a high time for ducumenting the Chhɨlɨng lan-

guage. 

Personal pronouns in Chhɨlɨng are different from other Rai Kirati lan-

guages. Unlike Bantawa, Chhintang, Athpahariya, Chamling, Puma, 

etc., the Chhɨlɨng language has third person dual and plural pronouns. 

In many Kirati languages mentioned above, there is the same term for 

third person dual and plural but the ambiguity of third person dual and 

plural is resolved by only verbs. Although the term for third person dual 

and plural is the same, verb agreement forms are different. So the third 

person dual and plural pronouns found in the Chhɨlɨng language is new 

for linguists and this data compelled us to think that there was third 

person dual and plural pronouns in Kirati languages but in the course of 

time, these terms might have been forgotten by its native speakers.  

Chhɨlɨng personal pronouns

Similar to many languages of the world, personal pronouns in Chhɨlɨng 

are divided into three categires in terms of person- first, second and 

third persons and singular, dual and plural in terms of number. 

Personal Pronouns in English and Chhɨlɨng: A 
Constrastive Study

Ichchha Purna Rai*

Abastract 

This paper attempts to show 

the similarites and differences  

between persnonal pronouns 

in Chhɨlɨng and English 

languages. Then, it suggests 

some pedagogical implications 

of the study. I myself visited 

the Chhɨlɨng area and collected 

the data for Chhɨlɨng personal 

pronouns by taking help of 

informants1 whereas, I took 

the data for English personal 

pronouns from ‘A Practical 

English Grammar’  writen by 

Thomson et al. (1996). 

1 Main informants are Lok Man 
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Rai, a certificate student.
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First person pronouns

The first person pronoun denotes to the addressor 

or the speaker. Like other Kirati languages, there 

are five first person pronouns in Chhɨlɨng language. 

It has singular, dual and plural in terms of number 

and distinguishes inclusive and exclusive of hearer 

distiction in the first person dual and plural 

pronouns. This is a unique feature of first person 

pronouns in Kirati languages. The examples given 

below illustrate the first person pronouns of the 

Chhɨlɨng language:

1. ɨŋga khim khaiʔ -wa   

  1sNOM  house go -1sS

2. anchi khim kha -chi

  1diNOM  house   go -d

3. ani  khim khar -i

  1piNOM  house   go -p

 

4. anchiŋa khim  kha –chi -ŋa

  1deNOM  house go –d -e

5. aniŋa khim   khar –i –ki -ŋa

  1peNOM  house go –p –NPST –e

Second person pronouns

The second person can be defined in terms of speak-

er-hearer distinction which refers to the hearer or 

addressee. In Chhɨlɨng, there are three second per-

son pronouns in terms of number- singular, dual 

and plural- which is simialr to other Kirati languag-

es. The following examples from the Chhɨlɨng lan-

guage illustrate the second person pronouns more 

clearly:

6. khan khim  a- khaʔ -noʔ
  2sNOM    house 2- go -NPST

7. khanchi khim  a- kha –yuk -chi

  2dNOM   house 2- go –NPST –d

8. khani khim   a- khar –i -ki

  2pNOM  house 2- go –p -NPST

Third person pronouns

The third person pronoun refers to the person or the 

thing except the speaker and hearer or the addressor 

and addressee. But in Kirati language, there is a 

strong issue that whether  the pronoun used as the 

third person is really the third person pronouns 

or the demonstrative ones. It is very difficult to 

deferentiate the third person pronouns and the 

demonstrative pronouns in Kitati languages. The 

third person pronouns are analyzed in the name 

of the demonstrative pronouns (Rai, 1985: 80).  

There is no human and non- human and gender 

distinctions in Chhɨlɨng as in other Kirati languages 

which is available in Indo-Aryan languages. Unlike 

the other Kirati languages, third person dual and 

plural pronouns in the Chhɨlɨng language are not 

neutralized. In most of the Kirati languages, the 

third person dual and plural difference is neutralized 

and the ambiguity between them is resolved by verb 

agreement forms. 

The third person pronouns in the Chhɨlɨng language 

are two in terms of proximity- proximal and distal-  

and three in terms of number- sigular, dual and 

plural. This case is rare in other Kirati languages 

and it has been a new message for Kirati linguists. 

The following examples illustrate the third person 

pronouns clearly in Chhɨlɨng language: 

i. Proximalː naŋ

 9. naŋ  khim  khaʔ -noʔ
  3sPROX.NOM  house  go -NPST

 10. naŋkhachi  khim  kha –yuk -chi

  3dPROX.NOM  house  go –NPST -d

 11. naŋkha  khim  uŋ- khaʔ -noʔ
  3pPROX.NOM  house  3- go –NPST

ii. Distalː khun

 12. khun   khim  khaʔ -noʔ
  3sDIST.NOM  house  go -NPST

 13. khunkhachi khim kha –yuk -chi

  3dDIST.NOM house go –NPST -d

 14. khunkha  khim  uŋ- khaʔ -noʔ
  3pDIST.NOM  house  3- go –NPST
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English personal pronouns

The English language, an Indo-Aryan language, has 

subject-verb-object (SVO) structure which is now 

widely  used as a lingua franca across the world. 

This language consists of three types of personal 

pronouns in terms of person- first, second and third- 

which are described in the following sub topics:

First person pronouns 

In English, there are two types of first person 

pronouns in terms of number- singular and plural. 

There is no dual pronoun in English which is similar 

to the Nepali language which is genetially related 

with English. The examples given below illustrate 

the first person pronouns:

15. I eat  rice

1sNOM  eat  rice

16. We    eat  rice

1pNOM   eat  rice

Second person pronouns

The second person pronoun refers to the pronouns 

adreessed to the hearer or addressee. In the Eng-

lish language, first and third person pronouns dis-

tinguish the singular and plural but this is neutral-

ized in the second person. It is also neturalized in 

the verb agreement forms. The following examples 

show the neutralization:

17. You    eat  rice

  2sNOM   eat  rice

18 You     eat  rice

 2pNOM   eat  rice

Third person pronouns

The third person pronoun refers to the person or 

thing other than the speaker and hearer or addres-

sor and addressee. The third person pronouns in 

English language have gender and human vs. non-

human distinctions. They are singular and pluaral in 

terms of numbers. The following examples illustrate 

the third person pronouns more clearly.

19. He   eat -s   rice.

 3sM.NOM eat -3sNPST rice.

20. She  eat -s   rice.

 3sF.NOM eat -3sNPST rice.

21.  It  cost -s   fifty rupees.

 3sNH cost -3sNPST fifty rupees.

22.  They   eat  rice

  3pNOM eat rice

Contrastive analysis

This article  also focuses on the similarities and dif-

ferences between the English and Chhɨlɨng personal 

pronouns which have been analyzed in terms of per-

sons as follows: 

The first person pronouns of Chhɨlɨng and 

English

The Chhɨlɨng language has five first person pronouns 

altogether. They are of three types in terms of 

number; singualr, dual and plural and distinguish 

the exclusive and inclusive of the hearer distinction 

in dual and plural pronouns. Chhɨlɨng first person 

pronouns are ɨŋga, anchiŋa, anchi, aniŋa, ani. 

Morphologically, they can be analyzed in this way: 

*an (I) + ga (s) = ɨŋga, *an (I) + chi (d) + ŋa (e) = 

anchiŋa, *an (I) + chi (d) + i (p) = anchi, *an (I) + 

i (p) + ŋa (e.) = aniŋa, *an (I) + i (p)= ani. Because 

of the availability of dual pronoun in the Chhɨlɨng, 

it is easy to differentiate two from many. Likewise, 

there are also exclusive and inclusive pronouns. 

The hearer is excluded in exclusive pronoun and 

included in inclusive pronoun. So, the hearer knows 

easily that whether s/he is included or excluded. 

This is a common characteristic of Kirati languages. 

On the contrary, the English language has only two 

first person pronouns. They are singular (I) and 

plural (we). In English, there is no dual pronoun and 

the distinction of pronouns in terms of exclusion 

and inclusion. The English pronoun ‘we’ is realized 

by the four different pronouns with their own verb 

agreement forms in the Chhɨlɨng language. For 

example, we+ two is realized by the terms anchiŋa 

and aniŋa  and we+all is realized by the terms anchi 

and ani. More specifically, we+he is realized by the 
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pronoun anchiŋa, we+he+they is realized by the 

pronoun aniŋa. Similarly, we+you is realized by the 

pronoun anchi and we+you+they is realized by the 

pronoun ani. Similarly, the speaker of the Chhɨlɨng 

language can distinguish two from many and 

exclude and include the hearer by using the personal 

pronouns. But, in English, we+ two, we+all, I+he, 

I+he+they, I+you and I+you+they are neutralized. 

These ambiguities cannot be resolved in a similar 

way to the Chhɨlɨng language.

The second person pronouns of Chhɨlɨng 

and English

Chhɨlɨng has three types of second personal 

pronouns in terms of person, namely singualr, dual 

and plural. These terms are khan, khanchi and 

khani. These three pronouns can also be analyzed 

morphologically: *khan (you) + Ø = khan, *khan 

(you) + chi (d) = khanchi, *khan (you) + i (pl) = khani. 

Whereas, the English has only one term you for both 

second person singual and plural. The ambiguity 

between singular and plural is not resovled by both 

pronoun and verb agreement forms in English. 

The second person pronoun you is realized in three 

different terms khan, khanchi and khani with their 

own verb agreement forms in the Chhɨlɨng language 

and you (s), you (d), you (p) are addressed by 

different pronouns in the Chhɨlɨng language but this 

phenomenon is not found in the English language.

Analysis of the third person pronouns of 

Chhɨlɨng and English

Chhɨlɨng language has six terms for third person 

pronouns. They are naŋ, naŋkhachi, naŋkha, 

khun, khunkhachi, khunkha. The pronouns naŋ, 

naŋkhachi, naŋkha refer to proximal pronouns and 

khun, khunkhachi, khunkha refer to distal. These 

pronouns can also be analyzed morphologically: 

*naŋ (this/s/he) + Ø = naŋ, *naŋ (this/s/he) + kha 

(p) + chi (d) = naŋkhachi, *naŋ (this/s/he) + kha 

(p) = naŋkha, *khun (that/s/he) + Ø = khun, *khun 

(thas/s/he) + kha (p) + chi (d) = khunkhachi, *khun 

(thas/s/he) + kha (p) = khunkha.

Although Chhɨlɨng third person pronouns seem  

as if they are demonstrative pronouns, they are 

widely used as the third person pronouns. It can be 

a subject for further study which is not the aim of 

this article. Chhɨlɨng third person pronouns refer 

to proximal, and distal which are measured by the 

place where the speaker is standing at the moment 

of speaking. If someone or something is near to the 

speaker naŋ is used, if someone or something is far 

from the situation of naŋ,  khun is used. As in the 

other Kirati languages, Chhɨlɨng has the distiction in 

terms of proximity but human vs. non-human and 

gender distinctions are not found which exist in the 

English language as he and she refer to human (male 

and female) and it refers to non-human . Besides, he 

and she distinguish gender distinctions. 

Conclusion: pedagogical implications

Chhɨlɨng language has fourteen pronouns whereas 

English has only seven pronouns.  An English 

learner of Chhɨlɨng feel difficult to learn the 

Chhɨlɨng pronouns because of its large numbers. 

In first person pronouns, there are five pronouns 

in the Chhɨlɨng language whereas there is only two 

pronouns in English. For English people, it is very 

difficult to internalize the Chhɨlɨng pronouns like 

anchiŋa, aniŋa, anchi, ani. All these pronouns of the 

Chhɨlɨng language are replaced by only one term we 

in English. Thus  English people cannot distinguish 

these terms accurately. Dual and plural pronouns 

are found in Chhɨlɨng which are not found in 

English. Similarly, the concept of the exclusiveness 

and inclusiveness which are not found in English are 

found in the Chhɨlɨng language. So, these features 

must be focused by the English speakers while 

learning the Chhɨlɨng language. Chhɨlɨng pronouns 

distinguish two from many but not in English so this 

duality must also be paid due attention whether a 

Chhɨlɨng speaker is talking about two or more than 

two. If s/he is taking to two, s/he should use one 

pronoun for this and if s/he is talking to more than 

two, s/he should use another pronoun. Similarly, 

the Chhɨlɨng language learners must pay attention 

towards exclusive and inclusive property. Whether 

the speaker is excluding the hearer or including the 

hearer can be noticed in the Chhɨlɨng language. If 

s/he is excluding the hearer, s/he should use one 

pronoun and if s/he is including the hearer, s/he 
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should use another pronoun. If s/he fails to use a 

proper pronoun for exclusive and inclusive, his/her 

communication cannot be tolerated. These features 

of Chhɨlɨng language about first person pronouns are 

dominant features for English people while learning 

the Chhɨlɨng language.

In English, there is only one term  for Chhɨlɨng dual 

and plural pronouns so one who is learning the 

Chhɨlɨng language must pay attention towards dual 

and plural pronouns. In English, singular and dual 

pronouns are the same so there may be confusion 

about the number of the second person pronouns of 

the Chhɨlɨng language.

In third person pronouns, Chhɨlɨng has a different 

concept in comparison to English. Proxmity is not 

found in the third person pronouns in English  

which is found in the Chhɨlɨng language. Chhɨlɨng 

third person pronouns resemble the demonstrative 

pronouns this and that of English. In Chhɨlɨng, 

the concept of the proximity (proximal and distal) 

must be paid attention. If someone or something is 

near from the speaker, s/he should use naŋ and far 

from the situation of naŋ, s/he should use khun. In 

this way, the number and proximity must be paid 

attention while learning the Chhɨlɨng third person 

pronouns.

On the contrary, Chhɨlɨng people who are learning 

the English pronouns must pay attention with the 

differences between Chhɨlɨng and English pronouns. 

Only a few English personal pronouns are vis-a-vis the 

Chhɨlɨng personal pronouns. In first person English 

pronouns, there are only two numbers- singual and 

plural to refer to we+two and we+all - which must 

be kept in mind. The concept of distinguishing two 

and two from many is not vailable in English. These 

overlapping concept can confuse the learner to learn 

the English first person pronoun.  Besides this, dual 

and plural pronouns are neutralized in English 

which is not found in the Chhɨlɨng language. These 

overlapping and neutralized pronouns must be paid 

attention. Similarly, there is no concept of exclusive 

and inclusive- English has only one pronoun for 

I+he, I+you, I+he+they, I+you+they so the learner 

should forget the speaker-hearer distinctions.

In English, the pronoun you is used as both singular 

and plural and dual and plural  pronouns are not 

only neutralized but also singular and plural are 

neutralized in second person pronoun. This must 

be kept in mind while learning the second person 

English pronoun. The third person English pronouns 

are more complex in comparison to the first and 

second person pronouns- the third person pronouns 

distinguish the gender and human vs. non-human 

which are not found in the Kirati languages. In 

this case, the learner must pay attention towards 

gender and animacy distinction.  She, he and it  are 

used if s/he is taking about female, male and non-

human beings resperctively. If the learner fails to 

distinguish the gender and human vs non-human, 

his/her communication could not be meaningful.

Abbreviations

Ø = zero marked, 2 = second person, 3 = third 

person, d = dual,  DIST = distal, e = exclusive, 

F= feminine, i = inclusive, M= masculine, NOM = 

nominative, NPST = non past, NH= non human, 

p = plural, PROX = proximal, s = singular ,S = 

Subject
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Introduction

Over the years a number of models and approaches for teacher education 

have made their appearance based on the different views regarding 

teaching and training. The oldest among them is The Craft Model 

(Zeichner, 1983) which is based on the notion that teaching is a craft and 

it is best learned by observing and imitating the expert's technique and 

by following his advice and instructions. The Applied Science model as 

Freeman and Richards (1993) see believes that the foundation of teaching 

should be based on the findings of scientific research and experiments, 

and that "teaching can, for example, be seen as a science, a technology, a 

craft, or an art, and each of these characterizations carries with it defined 

orientations toward the activity of teaching and the knowledge base of 

the teacher." The Reflective Model as proposed by Wallace (1991) tries to 

incorporate the important features of both the above mentioned models 

as a compromise solution which gives due weight both to experience and 

to the scientific basis of the profession. The Loop Input Model proposed 

by Woodward (1991) maintains that the content and the process should 

be fused so that they strengthen and enhance each other, which in her 

view, is perhaps the best way of effecting information and transferring 

experience. Each model has its strengths and weaknesses. In practice 

however, the Craft Model still dominates. The teachers imitate what 

their trainers had demonstrated during their training. Very few of 

them try to be different from their trainers. Learners are different and 

they prefer different styles or strategies of learning. This is also true 

to teachers when they are trainees. There is, therefore, a need to help 

teachers be innovative, think of the alternative ways to teach the same 

teaching item. 

Each classroom is different from other not only in terms of the number 

of students and the physical facilities available in the school or in the 
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the notion that teaching is a 

craft and that it is best learned 
by observing and imitating 

the expert's techniques and by 
following his/her advice and 

instruction still dominates. The 
teachers imitate what their 
trainers had demonstrated 
during their training. Very 

few of them try to be different 
from their trainers. Learners 
are different and they prefer 
different styles or strategies 
of learning. This is also true 

to the teachers when they are 
trainees. There is, therefore, 

a need to help teachers be 
innovative, think of the 

alternative ways to teach 
the same teaching item. The 
present paper, does not talk 

about the different models 
and approaches of teacher 

education and give any theory 
but it presents some practical 

ideas for teachers to show how 
the same teaching item can be 

taught differently. 
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classrooms but more importantly in terms of the 

type of students. In the same classroom, there are 

learners from different background (highly or less 

educated family, poor or well off family, etc.), who 

have different personality (introvert, extrovert, 

talkative, shy, etc.) and different learning styles. 

Only one type of teaching, activity or task in the 

classroom, therefore will not be effective. A teacher 

has to think of alternate activities that would suit 

most (if not all) learners and their preferred learning 

style or strategy. This means that the teacher has to 

be more prepared in providing more freedom to their 

learners so that they can be more creative in their 

reading and writing. The present paper, 'I don't like 

songs: I like stories' does not talk about the different 

models and approaches of teacher education. It 

does not propose any new learning style either. It 

does not give any theory; it presents some practical 

ideas to show how the same teaching item (a poem, 

for example) can be taught differently and by doing 

so tries to help teachers think of the different ways 

for teaching the same teaching item. It advocates 

creativity through teaching reading and writing.

Creative reading supports creative writing 
and vice-versa

Creativity demands freedom and therefore learners 

should have freedom in what they learn (e.g. 

reading and writing) and how they learn, (e.g. all 

by themselves). However, he may not be able to 

enjoy the freedom until and unless we teachers 

have prepared them for it. Therefore, preparation 

or setting the scene, to enjoy learning, is very 

important. To read a literary text creatively, for 

example does not mean learners are set free to read 

and interpret it through group or pair work. It would 

be like pushing a child or a group of children into a 

swimming pool, a river or a pond, and telling them 

to learn swimming all by themselves. Some of them 

might learn this way, some cannot: some will develop 

a dislike to swimming and abandon it, while some 

others might drown themselves. Many of us have 

learned swimming this way (on our own) but there 

was always the danger of being drowned. I think, we 

would not like to develop detest against reading in 

our learners and we should not risk the danger of 

their being drowned. I suppose we should take them 

to the water first and let them see how other people 

are swimming, (prepare them if you like) and then 

push them gently into the water, let them feel it, 

let them enjoy if they can and if they are drowning 

help them to get out, and then again encourage 

them practise more. We should keep in our minds 

that less adventurous will need more guidance 

and more adventurous will need less assistance. 

We should not also forget that all of them will not 

learn the way we would like them to learn: some will 

favour back stroke while some others free style for 

example. Keeping this metaphorical example aside, 

what I am trying to say is that before asking learners 

to read a poem and interpret it, we (the teachers) 

must prepare them (the learners) for it (reading) 

only then they can be able to read and interpret the 

reading text and more importantly enjoy it.

Keeping this in view, I have designed different 

activities for the same teaching item. The aim of the 

activities is to engage learners in creative reading and 

creative writing through a poem in order to develop 

creativity in them, and to show teachers how the same 

teaching item can be taught differently. However, as 

I mentioned earlier there is no guarantee whatsoever 

that an activity designed for one classroom will be as 

effective in the other classroom. Teachers, therefore, 

can always, adapt, modify or change the activities 

to suit their classroom. We should not forget that 

what makes teaching more interesting is the fact 

that every teacher teaches differently. It is also true 

that each learner learns differently, and therefore 

we should always think of alternate ways of teaching 

the same item. 

The following activities (I & II) are designed to teach 

the poem 'Where the rainbow ends', (Rai et al., 

2000) which is given in the appendix.

Activity I  

Pre-reading activities

	 Sing a song with the whole class. You can also 

play a cassette first, and then sing with the 

whole class. The point is that the whole class 

should sing together. Tell them that you will be 

watching them to make sure that they sing.

I Don't Like Songs, I Like Stories
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	 After the singing is over, ask the learners if they 

found it difficult (some of them will definitely 

say it was difficult). Ask why did they find it 

difficult (tune, words, because it's in Nepali or 

in English, etc.)?

	 Point out that it was also difficult because 

everyone was thinking of the other person 

sitting next to him/her: Singing together is 

difficult because you have to consider others, 

who are singing with you.

	 Ask if living together is difficult. Why? (Elicit: 

Living together is difficult. If it were not so, 

then Israel and Palestine would haven’t fought 

so long, Muslims and Hindu would not have 

cut each other’s throat and there would not 

have been quarrels between neighbours and 

between the brothers of the same family. Living 

together is difficult because to live together you 

have to consider the people you're living with. 

You have to sacrifice some of your interest. 

This is true in a family, in a community, in a 

nation or in this world.) The activity aims to 

prepare the learners for reading the poem, 

and practise listening and speaking skills.

While-reading activities

	 Distribute the worksheet 1 and ask them to 

do the task 1. Say that you're going to read 

the poem and they have to tick or cross the 

questions while listening to you. The question 

can be made more difficult or easier to suit the 

level of your learners. (This activity aims to 

practise listening and reading skills.)

	 Ask them to read the poem silently and check 

their answer. After each question, not just 

thank or praise them for the correct answer 

but check if they really knew the answer or just 

shot in the dark. You can do it, for example, 

by asking him/her the line of the poem which 

verifies if the statement is true or false.

(The activity is geared to practise speaking, and 

reading skills.) 

	 Ask them to read the poem, and discuss with 

their pair to do the task 2. (The aim of this 

activity is to practise their, reading and 

speaking skill.)

Post-reading activity

	 Ask them to do the task 4. Before they write 

the poem, ask them to make (a) a list of the 

things rich people have and poor do not have 

(b) despite their differences, the things they 

can together and (c) the title of the poem. 

Move round and help them. (This activity is to 

develop creative writing.)

Activity II

Pre-reading activities

	 Tell the story (handout 1) in the class.

	 Ask a few questions about the story: What was 

the mistake our forefathers did? What should 

have they done, etc.?

	 Tell them that they are going to read the poem 

and find out if the poem is talking about the 

similar mistake, which our forefathers did in 

the past. (The activity aims to prepare the 

learners for reading the poem, and practise 

listening and speaking skills.)

While-reading activities

	 Ask them to do the task 1 (Worksheet 2) in 

pairs. When the finish, ask them swap and 

compare their answers. Then discuss their 

answers with the whole class. (The activity 

is geared to practise speaking, reading and 

writing skills.)

	 Ask the learners to go through the poem 

and do the task 2 in pairs. (This activity is 

for vocabulary development, reading and 

speaking.)

Post-reading activities

	 Ask the learners to do the task 3. Before they 

do it, ask them to close their eyes for a minute 

or so, and think of the sights, smells, etc. of the 

Tarai and the Pahad. Move round and help 

them. (This activity aims to develop creative 

writing in the learners.)

Vishnu S Rai
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Worksheet 1 

Task 1: Your teacher is going to recite a poem. 

Listen to him carefully and find out if the 

following statements are true or false.

•	 The poem was written by a black 

poet.

•	 He doesn't like white people.

•	 The poem is about racial harmony.

•	 The poet wants people of different 

races to live together in peace.

Task 2: Read the poem and try to find the answers 

to the following questions. Do it in pairs.

•	 Who does the word 'brother' refer to?

•	 What do you think the poem is about? 

Suppose we change the word brother 

into brotherhood, and black tune 

and white tune into black and white 

people, does it then change your 

impression of the poem?

•	 Why does the poet say that to learn to 

sing together is difficult? Is it because 

the poet is black?

Task 3: Fill in the blank space with appropriate 

words.

 The poem is an …..for brotherhood. It 

is a song of …………… between……them. 

The world is divided into ………….. and 

there is ………between them. But the 

poet hopes that there will be a place 

where people will …… together. It is a 

……poem but it ……… with a hopeful 

…………

Task 4: Make (a) a list of the things rich people 

have and poor don't (b) despite their difference, 

the things they can do together, and (c) the title 

of the poem. The beginning of the poem is done 

for you. 

 There must be a place 

 Where we can meet, and…….

Worksheet 2

Task: Read the poem and answer the following 

questions.

(a) Why is it difficult to sing together? 

(b) What does the poet wish to do?

(c) There is neither black nor white tune. 

There is only music. Do you agree? 

Why? Why not?

(d) Do you like the poem? Why? Why 

not?

Task 2: Given below are the words, which 

are from the poem. They have two meanings. 

Discuss them with your friends then give their 

two meanings and their grammatical names. 

One is done for you.

(a) end: (V) finish, (N) purpose

(b) sort:

(c) white: 

(d) tune: 

Task 3: The poem talks about the Black and the 

White people. They have differences but they 

should respect each other and live together. It 

is same with the Pahade and Madhese in our 

country. They have differences but they should 

respect each other and live together. Write a 

poem about it by filling the gaps with words and 

phrases.

 Although I’m a Pahade when I think of 

Madhesh

 I see   slender paddy plants dancing in the 

breeze

I hear …………………………………………………

I taste  juicy mangoes, crunchy ‘murai’ and 

watery melons 

I smell ………………………………………………

I feel ………………………………………………

And I say ‘I am a Padheshe because I like 

Madhesh.

I Don't Like Songs, I Like Stories
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Appendix I

Handout 1
Long ago people had wings. They could fly from 
Malaysia to Vietnam and Nepal to Malaysia. 
Some people have large wings, and some have 
tiny ones. They always quarreled. Large winged 
people looked down at the little winged people 
and would say, "Little wings are useless. You can-
not fly far with such tiny wings. We can fly far 
away with our large wings." To this little winged 
people would retort, "Large wings are just show. 
It takes lot of time to warm up before you could 
really fly. We can fly swiftly and reach our desti-
nation before these large wings could get started." 
They argued and argued. 
One day a stranger came to the village. He had 
golden wings. Everyone gathered round him 
and asked, "How come you have golden wings 
which we don't have?" The stranger replied "You 
also can have golden wings but for this you have 
to go to the place (make a guess where?) where 
the rainbow ends. And you both large and little 
winged people have to go there together." 
The stranger left the village. Both large and little-
winged people wanted to have the golden wings 
but they couldn't see each other eye to eye, how 
could they fly to the place together. They called 

a meeting to solve the problem. They could not 
agree with each other. Another meeting –the 
same result. Meeting after meeting was called 
and at last they agreed to fly together. It was also 
decided that the large winged will carry the lit-
tle winged on their wings, and the little winged 
in turn will prepare the food and feed the large 
winged. So Ladies and Gentlemen, the date and 
time of the flight were fixed. 
On the appointed day and time, they flew: one, 
two, three, four, dozens, hundred, thousands of 
them started flying, above the house, up above 
the trees, up above the clouds, up and up and 
up. Eventually they reached the place where the 
rainbow ends. There they found a golden pot, 
and as soon as they touched the pot their wings 
became golden. They were very happy. They 
started dancing and boozing. When the time 
of merriment was over, the question of the re-
turn journey rose. Large winged said, "Now we 
have golden wings. So leave these little winged 
here and let us fly back." Hearing this, the little 
winged drew their swords and said "if you leave 
here we will cut your wings." 
Ladies and gentlemen a fierce battle started. As 
soon as they touched each other, their wings fell 
down and both large and little winged, since they 
have become wingless, fell down on to the earth. 
From that day onward people had no wings.

Appendix II

Where the Rainbow Ends!

Where the rainbow ends

There’s going to be a place brother,

Where the world can sing all sorts of songs 

And we’re going to sing together, brother,  

You and I, though you’re white and I’m not. 

It’s going to be a sad song, brother,   

Because we don’t know the tune,  

And it’s a difficult tune to learn.

But we can learn, brother, you and I, 

There’s no such tune as a black tune, 

There’s no such tune as a white tune. 

There’s only music, brother,  

And it’s music we’re going to sing 

Where the rainbow ends.  

                                                 - Richard Rime

Vishnu S Rai
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Enhancing Structure and Written Expression among EFL Thai 
Students through Consciousness-Raising Instructions

          Amporn Sa-ngiamwibool*

Rationale for the study     

The review of prior studies leads this present study to the conviction 

that instructions through specific consciousness-raising practice at 

the appropriate level to facilitate acquisition are most effective in the 

foreign language teaching situations where learners are not exposed 

to the practice language outside the classroom. From this position, 

therefore, consciousness-raising instructions can turn skill-getting from 

a classroom to skill-using in everyday communication.

Consciousness-raising and language acquisition

Consciousness-raising, a term first introduced by  Sharwood Smith 

(1981), is defined as deliberate attempts on the part of teachers (or 

researchers) to raise learners’ consciousness of the formal features of 

the target language with a view to promote the development of their 

L2 knowledge. The definition implied that learning is a result of direct 

manipulation of learners’ mental state. Sharwood Smith (1991, 1993) 

later renamed it as input enhancement, which expanded the meaning 

of consciousness-raising, which mainly concerns the manipulation 

of learners’ mental state, to the external manipulation of the input or 

instruction. Therefore, noticing was not limited to direct manipulation 

of learners’ mental state as it had been first defined. Noticing was also 

termed as focal awareness (Atkinson & Shiffrin, 1968), perceived input 

(Gass, 1988), input enhancement (Schmidt, 1983, 1990, 1991, 1993, 

1994), input processing (VanPatten, 1990, 1996). Whatever it was 

termed, these theorists agreed that noticing played an important role in 

second language acquisition (SLA). 

Consciousness theoretically equals to awareness, consisting of three 

levels: perceiving, noticing, and understanding. Consciousness-raising 

is the attempt to increase the ability to consciously perceive and notice 

Abstract

English writing is difficult for 
Thai university students since 
English is a foreign language 
in Thai contexts. According to 

theorists and researchers in 
Second Language Acquisition 
(SLA), consciousness-raising 

(C-R) at the level of noticing is 
effective for enhancing skill-

getting.  This study therefore 
aimed to examine the effects 

of consciousness-raising 
instructions (CRI) on Thai 

students’ writing achievement. 
This study employed a pretest-

posttest experimental design. 
The testing points, based on 

the Structure and Written 
Expression in the TOEFL 

test, included noun, pronoun, 
article, verb, adjective, adverb, 

preposition, conjunction, 
subject-verb agreement, 

infinitive and gerund, word 
order, parallel construction, 

adjective clause, adverb clause, 
comparative, and superlative.  

The statistical analyses were 
means, standard deviation, 

and ANCOVA. The results 
revealed that C-R instructions 

had significant effects on 
students’ writing achievement. 
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information in order to turn it into knowledge which 

is called understanding or learning. As noticing plays 

important role in consciousness-raising theory and 

it is the gateway to understanding or learning, this 

study is based on the position that noticing is needed 

for foreign language learning. Numerous research 

studies have investigated this issue.

Prior research

Debate on consciousness-raising

In the field of Second Language Acquisition (SLA), 

there are two opposing views whether consciousness 

plays crucial role in learning or not. This study is based 

on the position that consciousness plays crucial role 

in language learning and language learning takes 

place at the conscious level so consciousness plays 

an important role in language learning. However, 

there is a debate on the amount of consciousness. 

The different views concerning the amount of 

consciousness sufficient for language learning may 

result from how consciousness is measured. There 

are various measures used in consciousness-raising 

research, all of which are subject to criticism. 

Variety in consciousness measurement

The measurement of detection is somewhat difficult 

as it deals with mental process. Those measures 

fall into three groups: post-exposure measures, on-

line measures, and meaning-oriented measures. 

Post-exposure measures include multiple-choice 

recognition (Leow, 1993, 1995), grammaticality 

judgments instructions (Alanen, 1995; Doughty, 

1991; Trahey & White, 1993), debriefing 

questionnaires or interviews (Alanen, 1995; Izumi, 

Bigelow, Fujiwara, & Fearnow, 1999; J. White, 

1998); and think-aloud protocols (Jourdenais, 

1998; Jourdenais, Ota. Stauffer, Boyson, & 

Doughtly, 1995). On-line measures consist of 

checking-marking different types of morphemes 

while structure and written expression to oral input 

(VanPatten, 1990); producing think-aloud protocols 

(Alanen, 1995; Leow, 1997a, 1998a, 1998b; Rosa & 

O’Neil, 1999); meta-talking ( Swain & Lapkin, 1997); 

taking notes (Izumi, 1999, 2000); and underlining 

the grammatical structure (Fotos, 1993; Izumi et 

al., 1999). Meaning-oriented measures are form-

focused instruction (Alanen, 1995; Doughty, 1991); 

grammar-based instructions (Fotos, 1993; Fotos & 

Eills, 1991); negative evidence/feedback (Carroll, 

Roberge, & Swain, 1992; Carroll & Swain, 1993; 

Tomaselllo & Herron, 1988, 1989; White, 1991, 

1998); a combination (Lightbown & Spada, 1990; 

Spada & Lightbown, 1993; White, Spada, Lightbown, 

& Ranta, 1991);  textual input enhancement (Alanen, 

1995; Doughty, 1991; Izumi, 2000; Jourdenais, 1998; 

Leow, 1993, 1995, 1997; Shook, 1994; White, 1998); 

recasts (Ayoun, 1999; Doughty, Izumi, Maciukaite 

& Zapata, 1999; Doughty & Varela, 1998; Long, 

Inagaki, & Ortega, 1998; Mackey & Philp, 1998); 

structure-focused, task-based interaction (Mackey, 

1999); interaction enhancement (Muranoi, 1996); 

input flood (Trahey & White, 1998); task repetition 

(Gass, Mackey, Alvarez-Torres, & Fernandez, 1999); 

pre-task planning (Crookes, 1989; Foster & Skehan, 

1996; Ortega, 1999; Skehan & Foster, 1996); and 

processing instruction (VanPatten & Cadierno, 

1993; VanPatten & Oikkenon, 1996; VanPatten & 

Sanz, 1995). Although these studies suggest that 

noticing can promote learning, due to these various 

measures, there is no definite conclusion on how to 

assess noticing. Some of these measures therefore 

are subject to criticize. 

Research on consciousness-raising 

Several researchers (VanPatten, 1990; VanPatten 

& Cadierno 1993; Doughty 1991; Fotos & Ellis, 

199; Fotos, 1993) have offered interesting 

characterizations of input-oriented research. For 

example, VanPatten (1990) investigated the effects 

of comprehension instructions on structure and 

written expression comprehension. A control 

group, without any instructions, listened to the text 

in a normal way whereas an experimental group, 

with given instructions, listened for a lexical item, 

morphological marker, or the definite article. All 

subjects were required to reproduce the information 

extracted from a structure and written expression 

comprehension text after the text was presented. The 

research findings revealed that, in the texts where 

processing resources are limited and meanings 

are more important than form, instructions which 
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interfere least with processing would produce 

higher comprehension scores than instructions with 

interference which focus on form. This research 

indicated that information processing ability had 

an effect on what is feasible to extract from input 

under real-time processing conditions. Several other 

researchers (e.g., Ellis, 1994; Underwood, 1990; 

Bygate, 1988; Dechert, 1983; Crooks, 1989; Foster 

& Skehan, 1996; Mehnert, 1998; Skehan & Foster, 

1997; Swain & Lapki, 1997; French, Kowal & Swain, 

1994; VanPatten, 1996) have offered interesting 

characterizations of influences on speech production. 

More importantly, there is a sharp contrast between 

comprehension-based and processing-based 

approaches to input. The former (for example, 

Krashen 1985) is dominated by the need to extract 

meaning, and may, as a result, not lead to any focus 

on form, since it is ongoing comprehension that 

takes priority. The latter is more concerned with 

the control of attention during comprehension, 

and the way different clues can be focused on, for 

example through the development of and effective 

use of structure and written expression strategies 

(Clark & Clark 1977). VanPatten (1990) argued that 

the processing approach is compatible with some 

clear pedagogic goals. This suggests the usefulness 

of training language learners in effective processing, 

to make them more able to notice relevant cues in 

the input so that form-meaning links are more likely 

to be attended to.

Several researchers have investigated the effects 

of task dimensions and task difficulty concerning 

consciousness-raising. Candlin (1987), for example, 

proposed a set of criteria by which instructions 

might be selected and graded. First, cognitive 

load should be taken into consideration. This 

concerns the general complexity of the content of 

the task, including the naturalness of the order it 

may be required to follow and also the number of 

participants or elements. Next, communicative 

stress is important. More stressful instructions are 

seen as those which involve pressure which comes 

from the interlocutor, either because he or she is a 

native speaker or because of superior knowledge or 

proficiency. Then, particularity and generalizability 

are necessary. This concerns the clarity of the goal 

of the task, as well as the norms of interpretation. 

Code complexity and interpretative density are 

essential. The former concerns the complexity of the 

linguistic code itself, while the latter is concerned 

with the complexity of the operations which need to 

be carried out on such a code. The last criterion is 

process continuity. This derives from the familiarity 

of the task type as well as the learners’ capacity to 

relate the task to instructions they are familiar with. 

Several other researchers (Berwick, 1993; Mohan, 

1986; Cummins, 1984; Mohan, 1986; Skehan, 

1992) have offered interesting characterizations 

of instructions. For example, Berwick (1993) used 

multivariate statistical techniques in an attempt to 

uncover underlying dimensions of instructions on 

an empirical basis. Drawing upon previous research 

(Berwick, 1988) and a wider literature on analyzing 

educational activities (Cummins, 1984; Mohan, 

1986), he proposed two dimensions as underlying 

instructions. The first dimension concerns task 

goals, with contrasting educational and social poles 

at either end of the dimension. Educational goals 

have clear didactic functions, while social goals 

require the use of language simply because of the 

activity in which participants are engaged. The 

second dimension is based on task processes, with 

extremes of experiential and expository instructions. 

Experientially oriented instructions seem to be more 

concrete in nature on more abstract information 

which may be the basis for generalizations and 

decontextualized language use (Cummins, 1984). 

Unlike Pica, Kanagy, and Falodun (1993) and 

Duff (1986), Berwick (1993) is more concerned to 

explore different types of language associated with 

instructions which contain different combinations 

of qualities. 

Collectively, all these research studies focus on 

how consciousness-raising enhances structure and 

written expression skill via input such as instruction 

and task. However, there is no conclusive agreement 

on this argument, accumulative evidence of many 

studies, not any single study, may help resolve it. 

Structure and written expression skill is the basis of 

everyday conversation, an increased structure and 

written expression skill is a key factor for learner’s 

Enhancing Structure and Written Expression among EFL...
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spontaneously communicative development 

directing towards a truly independent use of 

language skill outside the classroom. This present 

study thus aimed to empirically examine this issue. 

Although there are numerous studies in general 

structure and written expression skill learning 

strategies, insufficient empirical research has been 

done to investigate the effect of consciousness-

raising practice on foreign language skill using 

and even fewer studies have examined its effect in 

couple with the use of computer-assisted program. 

This study was therefore undertaken to investigate 

the effect of the consciousness-raising model as 

presented below. 

Model of the study

According to theory of consciousness-raising, 

consciousness-raising is, as defined by Smith 

(1981), the attempt to draw learners’ attention to the 

formal properties of language, aiming at enhancing 

the ability to communicate in a genuine situation, 

and thus providing an opportunity to explore the 

relationship between the target language and the 

context at the discourse level in various contexts. 

The definition implies that learning is a result 

of direct manipulation of learners’ mental state. 

With this definition, this study proposes a model, 

based on the theory, to draw learners’ attention for 

structure and written expression development. The 

model consists of four components: (a) exploring 

the target language in context, (b) noticing its clue 

or clues, (c) discovering the relationship, and (d) 

understanding. Exploring refers to the opportunity 

which allows the students to perceive both forms 

and functions of a target language in a particular 

context. Noticing refers to the condition which draws 

the students’ attention specifically to the target 

language. Noticing helps the students be conscious 

or aware of the relationships between the target 

language and its context.  Discovering refers to the 

ability to actively work out the relationships between 

the target language and its context by themselves. 

Understanding refers to the ability to use what 

the students discovered to make their own choices 

regarding the relationships between the target and 

clue in each context and apply the understanding for 

other contexts on their own.  Below is the theoretical 

model of this study. 

Exploring contexts

                   

 Noticing clues

Discovering relationships between clues and 

contexts

Understanding and using  what has been 

discovered

Figure 1: Components of consciousness-raising 

model

The consciousness-raising model begins with 

exploring the target language in context. Exploring 

allows the learners to perceive both forms and 

functions of the language in a particular context. An 

opportunity to explore the context helps the students 

perceive different forms and functions of the target 

language in various contexts and understand the 

relationships between the target language and 

context and see how forms and functions of the 

target language in different contexts. Following 

exploring the target language in context is noticing 

the clue or clues of target language. Consciousness-

raising or noticing means repeatedly drawing 

the students’ attention specifically to the target 

language. Noticing the clue or clues surrounding the 

target language is a necessary condition for learning 

the language of another language or acquiring the 

language itself as it helps the students to be conscious 

or aware of the relationships between the target 

language and context. Consciously noticing the clue 

or clues of a target language in context leads to a 

subtle understanding of the relationships between 

the target language and context. Discovering 

the target language in context gives the students 

opportunity to actively work out the relationships 

by themselves. This helps develop language 

learning in a more sophisticated way and enhance 

a genuine communication. Lastly, by discovering 

the relationships between the target language and 

ì
ì

ì
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context by themselves, the students additionally 

learn to use their understanding in making their 

own choices regarding the relationships between 

the target language and context in each context 

and  practically apply the understanding for other 

contexts on their own.  

This present study, therefore, aimed to examine 

the effects of the C-R model proposed-above on 

structure and written expression skill with the 

purposes of study below.

Purposes of the study

This research primarily aimed to empirically 

examine the effects of consciousness-raising (C-R) 

instruction on foreign language learners’ structure 

and written expression achievement. As the study 

was based on consciousness-raising theory, the 

specific purposes of the study centered around the 

factors that might have effects on learners’ acquiring 

of the target skill. The factors were: 

(a) the presence or absence of the 

consciousness-raising instruction (CRI)

(b) the presence or absence of the task 

directions to search for a rule or rules

(c) time constraint

(d) cognitive load

(e) task difficulty 

Research question

The only research question of this study was: Do the 

different types of exposure to input as manipulated 

by (a) the presence or absence of the consciousness-

raising (C-R) instructions, (b) task directions to 

search for a rule or rules, (c) time constraint, (d) 

cognitive load, and (e) task difficulty have different 

effects on the noticing and understanding of the 

target grammar at the discourse level?  

Scope of the study  

The scope of this study was as follows:

	 The population of this study was the 

students who enrolled in the course GE. 

2203 (English 3) at Krirk University in 

the second semester in the academic 

year 2006. The students who studied 

abroad, took English as a major, exposed 

to English outside the classroom, or tried 

the TOEFL test were excluded. The total 

number of subjects in this study were 

ninety students from different faculties: 

Business Administration, Liberal 

Arts, Communication Arts, Law, and 

Economics. These subjects were randomly 

assigned into three different groups, each 

of which consisted of thirty students and 

were taught by the researcher.

	 The main concern of this study focused 

on the effects of the consciousness-raising 

instructions on the learners’ structure and 

written expression skill. 

	 There were various structure and written 

expression contents in this study which 

were drawn from the Structure and 

Written Expression in the TOEFL test, 

included the following testing points: 

noun, pronoun, article, verb, adjective, 

adverb, preposition, conjunction, subject-

verb agreement, infinitive and gerund, 

word order, parallel construction, adjective 

clause, adverb clause, comparative, and 

superlative.  Below were the details of 

each testing point.

Noun. This study tests the ability to understand 

the use of nouns: countable noun and uncountable 

noun.

Pronoun. This study tests the ability to understand 

the use of  possessive pronoun, as distinct from 

possessive adjective.

Article. This study tests the ability to understand the 

use of articles: definite and indefinite articles.

Verb. This study tests the ability to understand the 

use of these basic tenses of verb; present simple, 

present continuous, and past simple.

Adjective. This study tests the ability to understand 

the use of adjective, as a noun modifier.

Adverb. This study tests the ability to understand 

the use of adverb, as a verb modifier. 
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Preposition. This study tests the ability to understand 

the use of adjective, as used with place and time.

Conjunction. This study tests the ability to understand 

the use of conjunction, as used for addition, contrast, 

choice, cause, reason, and condition.

Subject-Verb Agreement. This study tests the ability 

to understand the agreement of the subject and verb, 

focusing on the numbers of the subject.

Infinitive/Gerund. This study tests the ability to 

understand the use of infinitive and gerund, focusing 

on the verbs followed either by  infinitive or gerund.

Word Order. This study tests the ability to 

understand how words are connected and their 

positions, focusing on the order of adjective and 

adverb.

Parallel Construction. This study tests the ability to 

understand  the construction of words used in series 

which need to be the same part of speech, focusing 

on noun, verb, adjective, and adverb.

Adjective Clause. This study tests the ability to 

understand the use of adjective clause, as describing 

a person, a place, and a thing.

Adverb Clause. This study tests the ability to 

understand the use of  adverb clause, focusing on 

adverbial clauses of time and place.

Noun Clause. This study tests the ability to 

understand the use of  noun clause, focusing on 

noun clauses as subjects, objects, and etc.

Comparative. This study tests the ability to 

understand the use of comparative, focusing 

on different types of comparative adjectives: 

one- syllable adjectives, adjectives ending in –y, 

adjectives with two or more  syllables, and irregular 

adjectives.

Superlative. This study tests the ability to understand 

the use of superlative, focusing on different types 

of superlative adjectives: one-syllable adjectives, 

adjectives ending in –y, adjectives with two or more 

syllables, and irregular adjectives.

Research methods

Design of the study

A pretest and posttest experimental design with two 

experimental groups and one control group was used 

in this study to collect data on the testing points. The 

three groups were listed below.

A pretest and posttest experimental design with two 

experiment groups and one control group was used 

in this study. The three groups were listed below.

Group 1: CRI group with task directions to search 

for the rule or rules.

An experiment group 1 received (a) the CRI 

instructions, (b) task directions to search for a rule 

or rules, (c) time constraints, (d) cognitive load, and 

(e) task difficulty.

Group 2: CRI group without task directions to 

search for the rule or rules.

An experiment group 2 received all factors as Group 

1, except task directions to search for a clue or 

clues. 

Group 3: Control group

A control group received none of the following as the 

two experiment groups: (a) CRI, (b) task directions 

to search for a rule or rules, (c) time constraints, 

(d) cognitive load, and (e) task difficulty. Since this 

group was a control group, it was given speaking 

instruction instead of structure and written 

expression one.  

Population and subjects

The population was the students who enrolled  GE. 

2203 (English 3) in the second semester in 2006 

at Krirk University. The subjects in this study were 

90 second-year students from various faculties, 

consisting of Business Administration, Liberal Arts, 

Communication Arts, and Law. The subjects fell 

into three groups: two experimental groups and 

one control group. The three groups were either 

facilitated or taught by the subjects’ normal class 

instructors who had sixteen teaching experience and 
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the subjects were not exposed to English outside a 

classroom and had never tried the TOEFL test. 

Variables

The variables in this study fell into three groups: 

independent, covariate, and dependent.

Independent variables: The independent variables 

in this study fell into two training conditions: the 

consciousness-raising instructions either with or 

without instructions directions to search for a rule 

or rules. The former referred to the way in which 

the target structure and written expression was 

presented with the rule or rules that accounted 

for the target structure and written expression. 

The latter referred to the way in which the target 

structure and written expression was presented 

without the rule or rules to the target structure and 

written expression. 

Covariates: Covariates in this study were pretest 

scores. Below were samples:

1. Professional people expect _____ when it is 

necessary to cancel an appointment.

a. you to call them

b.  that you would call them

c.  your calling them

d.  that you are calling them

2. In a new culture, many embarrassing situations 

occur _____ a misunderstanding.

a.  for

b.  of

c.  because of

d.  because

Dependent variables: Dependent  variables were 

posttest scores. Below were samples.

1. When friends insist on______expensive gifts, it 

makes most Americans uncomfortable.

a. them to accept

b. their accepting

c. they accepting

d. they accept

2. Gilbert Stuart is considered by most art critics _

___greatest portrait painter in the North American 

colonies.

a.  that he was 

b. as he was

c. who was the

d. the

Instruments

There were several elicitation instruments employed 

in this study, consisting of: the consciousness-

raising instructions with directions to search for 

the rule or rules of the target structure and written 

expression, the consciousness-raising instructions 

without directions to search for the rule or rules of 

the target structure and written expression, pretests, 

and posttests.  The details of each instrument were 

as follows.

The consciousness-raising instructions with 

directions to search for rule or rules of the target 

structure and written expression, constructed for 

one  experimental group, gave  clues directing to 

the target structure and written expression and 

information of the target structure and written 

expression. 

Notice the underlined words and find the correct 

answer.

1. One of the most effective vegetable protein 

substitutes is the soybean _____ used to 

manufacture imitation meat products.

a. which can be 

b. it can be

c. who can be

d. can be

2. _______ 1000 species of finch have been 

identified.

a.  As many as

b.  As many

c.  As much as

d.  Much as
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The consciousness-raising instructions  without 

directions to search for rule or rules of the target 

structure and written expression, constructed for 

the other  experimental group, were almost exactly 

the same as the consciousness-raising instructions 

with directions to search for the rule or rules of the 

target structure and written expression, except there 

were no clues directing to the target.

1. One of the most effective vegetable protein 

substitutes is the soybean _____ used to 

manufacture imitation meat products.

a.  which can be 

b.  it can be

c.  who can be

d.  can be

2. _______ 1000 species of finch have been 

identified.

A. As many as

B. As many

C. As much as

D. Much as

Reliability and validity

The steps of reliability and validity check of this 

present study were as follows. First, the instruments 

which had been constructed based on the purposes 

of research study were sent to five judges for content 

validity check. The contents were then adjusted to 

their advice. Then, these instruments were tried 

out with thirty students who were the population 

of the study for construct validity check. Finally, 

the instruments were tested by Alpha Cronbach 

Coefficient for reliability check. The result was 

0.846, which indicated the moderate reliability.

Data collection 

All three groups followed the pretest and posttest 

experimental design of data collection. In general, the 

two experimental groups follow these procedures: 

pretest, task, and posttest of each grammatical 

point. These groups were assigned to complete the 

procedures in fifteen minutes. 

Data analysis

The data analysis fell into two parts: scoring 

procedure and statistical analysis. Below were the 

details of scoring procedure and statistical analysis.

Scoring procedure: In order to assess noticing and 

understanding, counts of pretest and posttest scores 

on recognition of the rule or rules to the target 

structure and written expression were compared. 

1 point was given every time when the subjects 

could give both the correct form and the report of 

the rule or rules of the target structure and written 

expression and 0 if they could not.  

Statistical analysis: In order to answer Research 

Question 1, mean and standard deviation were used 

for describing the data and an ANCOVA analysis, 

chosen for this study in order to control extraneous 

factors (e.g, prior knowledge), performed on the 

data in order to compare the differences among the 

three groups. 

Results

A mean and standard deviation were used for 

describing the data in order to provide an overview 

for an ANCOVA analysis. The pretest and posttest 

mean scores and standard deviation of the three 

groups were shown as follows:

The mean scores (and standard deviation) of the 

three groups.
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C-R instruction with direc-

tions to search for the rule

C-R instruction without di-

rections to search for the rule

     Control Group

Pretest 

Posttest

  4.7333 (1.98152)

16.4000 (1.95818 )

  4.7667 (1.99453 )

 12.4333 (2.55536 )

  4.4333 (1.88795 )

  6.5667 (1.61210 )

The table presents the means and standard deviations 

for the scores on the structure and written expression 

test.  The results revealed that the posttest mean 

scores of all groups in all groups were higher than 

the pretest mean scores. The posttest mean scores of 

the three groups were ranked from the highest to the 

lowest: the C-R instruction with directions to search 

for the rule (16.4000), the C-R instruction without 

directions to search for the rule (12.4333), and the 

control group (6.5667) respectively. The ANCOVA 

on the total score on posttest yielded a significant 

main effect for C-R instruction with directions to 

search for the rule, F(3, 30) = 24.472, p < .005,  for 

C-R instruction without directions to search for the 

rule, F(3, 30) = 3.643, p < .005,  and the control 

group, F(3, 30) = 4.485, p < .005. The effect of 

the interaction between pretest and posttest of the 

groups was statistically significant.   

Discussion

The results are consistent with those of Bialystock 

(1991). In the study, consciousness-raising, or 

drawing learners’ attention to the formal properties 

of language, facilitates language learning effectively. 

The results are also consistent with those of Schmidt 

(1993). In Schmidt’s study, the results reveal that 

consciously attending to and noticing specific aspects 

of the target language is the first thing in learning. 

However, the results of this study conflict with 

those of Tomlin and Villa (1994). In their study, 

detection needs the learners’ attention in order to 

make accessible the key information of what they 

are learning but detection does not necessarily need 

consciousness. In this present study, the learners 

use information they detect to gain access to the key 

of whatever they are detecting. When the learners, 

while detecting, consciously notice or pay attention 

to what they are learning, learning is likely to be 

more effective. The results reveal that the students 

need to consciously pay attention to what they are 

learning in order to notice the relationship between 

the target language and context. While noticing, they 

need to incorporate detection to learning. These 

differences may result from how consciousness is 

measured since these studies employed different 

measures. 

On the effects of input, the results of this study, 

together with those of VanPatten and Cadierno 

(1993), Doughty (1991), Fotos and Ellis (1991) 

and Fotos (1993), Crooks (1989), Foster and 

Skehan (1996), and VanPatten (1996) revealed 

that C-R instructions are very useful for language 

processing and learning. For example, in the study 

by VanPatten and Cadierno (1993), when measured 

by a comprehension test, the two treatment 

groups outperformed the control group and the 

experimental group outperformed the traditional 

one, and that, when measured by a production test, 

the two treatment groups outperformed the control 

group again. These research studies indicated that 

developing input-processing skills is a feasible 

pedagogic strategy, and that input processing can be 

directed towards the target language. Crookes (1989) 

suggested that the consequences of a limited-capacity 

attention system are apparent again, only this time 

the limited attention is directed to complexity, not 

accuracy, and that different pedagogic goals can 

be associated with different methods of organizing 

language work in class. VanPatten (1996) revealed 

that the processing approach is compatible with some 

clear pedagogic goals and suggests the usefulness of 

training language learners in effective processing, to 

make them more able to notice relevant cues in the 

input so that form-meaning links are more likely to 

be attended to. 

On task difficulty, the results of this present study 

were consistent with those of several studies. Candlin 

(1987), for example, suggested a set of criteria by which 
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instructions might be selected and graded. First, 

cognitive load should be taken into consideration. 

This concerns the general complexity of the content 

of the task, including the naturalness of the order 

it may be required to follow and also the number 

of participants or elements. Next, communicative 

stress is important. More stressful instructions are 

seen as those which involve pressure which comes 

from the interlocutor, either because he or she is a 

native speaker or because of superior knowledge or 

proficiency. Then, particularity and generalizability 

are necessary. This concerns the clarity of the goal 

of the task, as well as the norms of interpretation. 

Code complexity and interpretative density are 

essential. The former concerns the complexity of the 

linguistic code itself, while the latter is concerned 

with the complexity of the operations which need 

to be carried out on such a code. The last criteria is 

process continuity. This derives from the familiarity 

of the task type as well as the learners’ capacity to 

relate the task to instructions they are familiar 

with. Similarly, Berwick (1993) suggested that, first, 

instructions should have goals with clear didactic 

function. Second, task processes should be more 

concrete in nature on more abstract information 

which may be the basis for generalizations and 

decontextualized language use (Cummins, 1984).  

Unlike Pica, Kanagy, and Falodun (1993) and 

Duff (1986), Berwick (1993) is more concerned to 

explore different types of language associated with 

instructions which contain different combinations 

of qualities and the instructions should be on an 

empirical basis.

The results of this study lent empirical support to the 

arguments previously mentioned and for providing 

comprehensible input and also for promoting 

comprehended input in instructed L2 environments. 

The greater the level of consciousness-raising, 

the greater the chances of successful learning of a 

target language in context. Thus, practitioners need 

to design activities with instructions that promote 

consciousness-raising of the clues necessary for 

successful learning of a target language in context 

at the micro and macro level (for examples, see 

Bernhardt, 1991; Lee & VanPatten, 2003).

The results of this present study were similar to those 

of Doughty’s (1991) study. There was no meaning-

oriented group in the present study, which focused 

on explicit learning, consisting the rule-oriented 

groups only, either with or without directions to 

search for a rule or rules. Doughty found that implicit 

learning promoted comprehension learning.

Similarly, this present study was similar to that 

of Fotos and Ellis (1991) and Fotos (1993) found 

that there was very little difference between the 

traditionally instructed group and those students 

who had been exposed to the C-R activities 

(instructions which draw attention to a particular 

form, but giving no explicit information), suggesting 

that traditional form-oriented instruction is not the 

only way in which noticing can be triggered and 

made more likely. 

Robinson’s (1995) investigation did not find a 

significant contrast between the instructed and the 

rule-search conditions; in other words, the difference 

in improvement from the pretest to the posttest 

between the group with instruction but without the 

rule-search conditions and the group with the rule-

search conditions but without instruction groups 

was not statistically significant.

However, the results of the present study were 

inconsistent with that of Alanen (1995), who 

discovered that learning was enhanced by the 

presence of formal instruction with explicit rule 

presentation, which had a significantly stronger 

impact on learning than textual enhancement 

alone.  

This study was also different from that of van 

Patten (1990) in that information processing ability 

had an effect on what was feasible to extract from 

input under real-time processing condition. Like 

in another study, van Patten and Cadierno (1993) 

found that the experimental groups outperformed 

the traditional one, when measured by a production 

test and by a comprehension test.

Similarly, the results of this study differed from 

those of Doughty (1991) who found that the two 

experimental groups, either meaning-oriented or 

rule-oriented, outperformed the control group, when 
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measured by a structure test and by a comprehension 

test. Of the two experimental groups, the meaning-

oriented group outperformed the rule-oriented one, 

when measured by a comprehension test, indicating 

that implicit learning can be comprehension driven. 

For the influence on speech production, the present 

study differed from that of Underwood’s study 

which discovered that the regular past showed 

improvement on all three instructions. However, 

it decreased on Task 2 and Task 3, implicating that 

task conditions could affect the balance between 

syntactic and lexical processing. The results of the 

present study also found that there was a decrease 

on the posttests, which decreased more on the 

experimental group with task conditions. The 

implication of the present study therefore supported 

that of Underwood’s study in that task conditions 

can affect processing. 

The present study agrees with Crookes’s (1989) 

study which found that the group with planning 

time made the task more complex and thus did not 

achieve greater accuracy, while disagreeing to Foster 

and Skehan (1996) in that the planning conditions 

all generated scores significantly different from one 

another, with the strength of the effect of planning 

being greater for the narrative and decision-making 

instructions than for the personal task. 

The results of this present study were inconsistent 

with that of Mehnert (1998) in that there was a 

significant difference between the one, five, and ten 

minute conditions. A contrasting pattern was found 

with the complexity measure, with no significant 

difference between the zero, one, and five minute 

conditions, but with all of these significantly different 

from the ten minute condition. 

The results suggested that, when faced with limited 

attentional resources for speech production, second 

language speakers were given planning time, 

they channel this resource initially to accuracy 

and fluency, and only later towards attempting 

more complex interpretations of instructions. 

In retrospect, it may be fortunate that previous 

researchers did, indeed, take ten minutes as the 

operationalization of planning time. 

The results of the present study were inconsistent 

with the results of the earlier study Skehan and 

Foster (1997) in that there was a clear effect with 

the planning group outperforming the non-planners 

on accuracy measures. The results for the post-

task were more complicated; however, since there 

was an interaction between planning and post-task 

conditions. Having to do a post-task led to greater 

accuracy with the planners but it did not lead to 

greater accuracy for the non-planners, suggesting 

that there were alternative means for achieving the 

same goal - devoting attention to accuracy. 

For task-based instruction and task difficulty, this 

study confirmed Candlin (1987) in discovered that: 

(a) cognitive load should be taken into consideration; 

(b) communicative stress is important; (c) 

particularity and generalizability, concerning the 

clarity of the goal of the task  are necessary; (d) 

code complexity, concerning the complexity of the 

linguistic code itself, and interpretative density, 

concerning complexity of the operations which 

need to be carried out on such a code, are essential; 

and (e) process continuity, which derived from the 

familiarity of the task type as well as the learners’ 

capacity to related the task to instructions they are 

familiar with,  is important.

To conclude, this present study investigation, which 

sought to test the effectiveness of a pedagogical 

intervention in promoting structure and written 

expression development through consciousness-

raising theory and the use of computer-assisted 

program which was newly introduced to English 

teaching in this university, found some obvious 

implication mentioned below. 

Implication 

This present study provided the following 

implications. First, the findings determined whether 

the consciousness-raising task improved the learners’ 

structure and written expression skill development. 

Then, the findings determined whether the training 

supports the theoretical and empirical findings of 

prior studies. Next, the findings rendered the features 

of effective instruction for structure and written 

expression development. In addition, the findings 
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rendered the new types of effective strategies for 

teaching structure and written expression to EFL 

adult learners. In addition, the strategy rendered 

can be applied to other areas of language study as it 

deals with language contexts. The strategy, therefore, 

encouraged the learners to use skill getting more 

frequently and this will certainly result in greater 

communicative competence. The learners were able 

to communicate in the spontaneous situation. Then, 

the findings could be applied to advanced English 

and autonomous learning. Also, the study improved 

the teaching of English to a higher standard and the 

learners became more independent and improve 

their language skills. Finally, the study developed 

instructors’ structure and written expression 

teaching skills.

Limitation and future inquiry

The findings of this research study were limited at 

least to these three issues. First, they were limited 

to the subjects with a profile similar to those who 

participated in this study. Different learners have 

different learning styles, which have effects on L2 

acquisition more or less. The study on the subjects 

with different learning styles may result in different 

findings. Next, they were limited to the target 

language contents under this study.  The findings 

were limited to the rule or rules identical with or 

similar to the ones tested in this present study.  

Different target language and different clues may 

result in different findings. Finally, they were limited 

to the situational context with a profile similar to the 

context of this study. Different situational contexts 

influence L2 learning. The contexts which provide 

the learners opportunity to practice L2 outside the 

classroom will certainly result in a more fruitful 

acquisition. The contexts which provide the learners 

opportunity to practice L2 independently and 

produce it spontaneously in genuine communicative 

situation will certainly result in a more productive 

learning, which finally leads to autonomous 

learning.

The future study may replicate this present study 

in order to find out whether or not the findings of 

the future study agree to those of the present study, 

either with or without the same testing points. Also, 

the future study may investigate the effects of the 

consciousness-raising task with other language  

skills. The limitations mentioned above should 

also be proved. The future inquiry should replicate 

the present study with: (a) different subjects, (b) 

different contents, (c) different language targets with 

other skills, and (d) various situational contexts in 

order to verify whether or not the conscious-raising 

task generates similar findings. 
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Abstract

The present write up deals 

with the art and mechanics 

of reading a poem. Some 

important ideas from different 

books related to the discussion 

on poetry are quoted. How 

reading of a poem becomes 

pleasant and useful is the 

prime focus of the article. Some 

related terms are repeatedly 

used like rhyme, rhythm, 

metre, association, image, 

symbol, and form.       

Introduction

We read a poem for pleasure. Those words in a poem give us and find our 

feelings of joy and sorrow embedded in them. Our different moods get 

echoed in different forms of poems. Our own images seem to pip us from 

the gaps of lines. What famous writers and critics say about the reading 

of a poem is relevant to include in this context. Scholes (1991: 528) 

highlights that “reading a poem for the first time ought to be a little like 

meeting a person for the first time. An initial exploratory conversation 

may lead to friendship, dislike, indifference….If the relationship 

progresses, it will gain intimacy as surface politeness is replaced by 

exchange of ideas and feelings at a deeper level. Just opposite to the view 

of Scholes, Quinn (1992: 10) thinks that the act of “reading a poem is like 

a swimming: it's an activity that has to be learnt; doing it well means 

training and practice.” Their views reflect that pleasure of the poem lies 

in the art of proper reading of the text. It is a matter of practice and 

training. However, every reading is a fresh experience and it brings new 

insight about the poem. And therefore, Boulton (1989: 5) comments, "A 

good poem is more interesting at the twentieth reading than at the first; 

we can always find something new in it; and, no matter how much we 

pull it to pieces, as soon as we stand back and look at it the pieces leap 

together once more.”

An act must have the sense of pleasure for the doer to be fully involved. 

A child gets lost when it finds colourful flowers in a garden or by the 

roadside or by riverbank and it equally gets lost looking at the continuous 

foaming flow of hilly streams and  chirping of birds in the nearby groves. 

If the same child is taken to the formal gathering of grown up people 

and at a political party's meeting with long speeches and  unpleasant  

arguments, the child feels uneasy and  bored as the activities do not 

touch  his heart and mind at all. 

Sense of profound joy and deep pain often find no words to get expressed 

just as the lovers intense feeling of love can only be felt but can hardly  
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be expressed. However, “the attempt to find words 

has produced some of our greatest poetry,…the 

beauty of  poetry" (Boulton, 1989:1). The beauty 

of a poem is related to its form, and the concept 

of form implies certain shape, definiteness and 

coherence. The form of poetry is more distinct than 

the form of prose as it is regarded to be the most 

beautiful form of literature and historically the most 

primitive. “Poetry because of its primitive element, 

has perhaps more physical form than any other kind 

of literature." This means "the form of poetry can be 

perceived physically, by the ear and eye …(ibid: 7). 

All this shows that reading of poetry demands the 

knowledge of both the physical form and the mental 

form of poetry. The physical form means the sound 

of poetry which includes rhythm, rhyme, intonation 

and different types of echoes and repetition whereas 

the mental form refers to the content, fact with logical 

sequence i.e. its grammatical structure, logical order, 

associations, use of  images and emotion. Both these 

forms are invariably interrelated and therefore the 

sound of poetry and the content as the base for the 

sounds are intertwined. It is something like "you 

cannot take an egg out of a cake that has been baked” 

(Boulton, 1989: 10).

Poetry is meant for hearing, enjoying the sound, 

not just for reading lonely and silently. When it is 

read silently then its prime charm is missing. Young 

generation loosing the interest for poetry may be 

primarily because of schools and colleges dealing 

with poetry like fictions, focusing individual student's 

silent reading and the teachers paraphrasing and 

annotating in a raucous dry way which ultimately 

kills the interest of readers in poetry. The spirit 

of poetry survives only with reading it loudly and 

carefully in the class and poetry sessions. In face, 

recitation and hearing formulate the main charm 

of poetry. The sweetness of poetry is associated 

with technicalities like rhymes, rhythm and metre 

(pattern of stresses). Rhythm is inclusive of metre 

and metre is just a small part of  rhythm. In English, 

rhythm depends on the arrangement of stresses. In 

other words, English rhythm is stress-based, French 

is syllable-based whereas Greek and Latin rhythms 

are long and short syllable patterned. The concept 

of metre becomes vague without a brief discussion 

of the formative element of metre viz. foot. A 

Companion to Literature (1996) presents the foot in 

this way; “the basic unit of metre in poetry is a group 

of two or three syllables called a foot. The process of 

determining the prevailing foot in a line of poetry 

(called scanning or scansion) begins with identifying 

the unstressed syllables by means of a horizontal 

mark (-) and the stressed ones with a slant mark  

(/).” English language has four metrical feet that are 

used regularly as follows: 

i. the iamb  - /(unstress and stress , 2 syllabic foot)

ii. the troche  / - (stress and unstress , 2 syllabic 

foot)

iii. the dactyl  / - - (stress, unstress and unstress, 3 

syllabic foot)

iv. the anapest   - - /  (unstress, unstress and stress, 

3 syllabic foot)

A metre in English verse is named based on the 

above mentioned feet pattern. About these basic 

patterns, the following funny lines are very helpful 

to understand them.

Iambic feet are firm and flat

And come down heavily like that

Trochees dancing very lightly

Sparkle, froth and bubble brightly.

Dactylic dainties lilting so prettily

Moves about fluttering rather than wittily.

While for speed and for haste such a rhythm is the 

best 

As we find in the race of the quick anapaest.

The most commonly used metre in English verse 

is iambic pentameter. The verse lines of iambic 

pentameter without rhymes are named blank verse. 

All of Shakespeare’s plays, Milton’s Paradise Lost 

and many long narrative poems are in blank verse. 

Versification is named on the basis of number of 

feet to a line as well as the metre. A short line has 

fewer feet than a long line. The name is given to 

metre on the basis of the number of feet it contains. 

One foot, two feet, three feet, four feet, five feet, 
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six feet, and seven feet (very rare) long metres are 

called monometer, dimeter, trimester, tetrameter, 

pentameter, hexameter and septenarius respectively. 

Placing of pause is also very important in English 

rhythm. If there is a pause in the middle of a line, 

it is called caesura, pause at the end is called end-

stopped and if there is no such pause in a line , it is 

a run on line. 

A free verse has neither a rhyme nor a regular metre. 

It is different from prose due to its rhythmical 

quality. The rhyme scheme plays a significant 

part in the emotional effect of a poem. Spencer's 

elaborate rhyme scheme in Prothalmion makes it 

formal and ceremonious presentation. Narrative 

writing usually employs simple rhyme scheme as in 

Chaucer’s Canterbury Tales, Keats' Lamia, Scott's 

Marmion, Shelley's The Sensitive Plant and Byron's 

The Prisoner of Chillon and Coleridge's The Ancient 

Mariner. Satire demands a crisp rhyme scheme 

which creates ambience for sharp remarks. War 

poets particularly Wilfred Owen in order to give an 

impression less certainty have used partial rhyme, 

his editor calls it pararhymes. This technique 

is also used by Auden to show anxiety, fear and 

uncertainty.

 Wrapped in a yielding air, beside   

 The flower's soundless hunger

 Close to the tree's clandestine tide,

 Close to the bird's high fever, 

 Loud in his hope and anger ….

Onomatopoeic words have great support to the 

signification of used signifiers. The phrase ‘cool 

moonlight' with long vowels and two 'l' sounds give 

the impression of more peaceful and restful than the 

phrase 'fidgety kittens' with short vowels and  brittle 

't' sounds  uneasy and mobile. Usually long vowels, 

l's, m's and n’s suggest slow and peaceful ambience/

movement.

The long day wanes; the slow moon climbs; the 

deep Moans round with many voices (Ulysses). 

Rhyme scheme in English verse was adopted from 

continental poets when French and Latin influence 

started dominating British scenario after the 

Norman Conquest in 1066. Prior to that historic 

era alliteration was the basis of Anglo-Saxon 

poetry as the core physical form of English poetry. 

Since 1066, the place of alliteration was taken by 

rhymes. Alliteration is more an instinctive method 

of emphasis. Many idiomatic expressions gain much 

of their force from alliteration. For example, ‘speech 

is silver, silence is golden', ‘fine feathers make fine 

birds'.

Repetition of sound, word or phrase is a part of 

physical form of poetry. Repetition may be for the 

purpose of foregrounding some object or idea, may 

be the expression of joyful mood and  may be with 

the objective of making something clear, whatever 

the purpose, its role is  quite significant.

It is the cause, it is the cause, my soul!

Let me not name it to you, you chaste stars! 

It is the cause. (Shakespear)

Fallen, fallen, fallen, fallen, fallen from his high 

estate (Dryden).

Sometimes some expressions are repeated many 

times in order to obtain the emotional climax:

Let him have time to tear his curled hair,

Let him have time against himself to rave,

Let him have time of Time's help to despair,

Let him have time to live loathed slave, 

Let him have time a beggar’s orts to crav    

      

- Shakespeare: The Rape of Lucrece

We have seen in rituals, prayers and magic 

incantations, repetitions are very much used  to 

evoke emotions, to make the  mind concentrated at 

a  desired object and idea , create a psyche  ready 

to receive something  innovative  and  unusual.  

Repetition gives a sense of power over the used 

word and phrase. And of course, it creates a melody 

of its own. It suggests that the relationship between 

religion and poetry was very close in the primitive 

phase of human civilizations, the relationship was 

waned in the later phase of human society. Hymns 

and psalms clearly indicate the fact.
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Types of poetry

Epic 

From the perspective of size or length of a poem, 

epic is the longest poem with a popular narrative 

involving heroic action generated and based on 

physical or spiritual conflict or both. It has formal, 

ornate and dignified style. Historically, it belongs to 

the earlier phase of literature. It uses simple verse 

form. 

Ode

According to The Oxford Reference Dictionary, an 

ode is “a lyrical poem often in the form of address 

and now usually rhymed." Pindaric odes are dignified 

or exalted whereas the odes of Horace are simpler. 

Keats wrote odes in the pattern of Horace. More 

elevated odes were produced by Dryden, Thomas 

Gray, Wordsworth and Coleridge.

Lyric

"Lyric is now the name for a short poem, usually 

divided into stanzas… and directly expressing the 

poet's own thoughts or sentiments. In ordinary 

language, lyric means a song: the sort of song which 

was sung in ancient Greece to the music of the lyre 

and which is sung in the modern world to the music 

of the guitar” (Rees, 1987: 75). In a lyrical poetry 

feeling comes before the thought as in the following 

poem:

My heart leaps up when I behold

A rainbow in the sky:

So was it when my life began;

So is it now I am a man:

So be it when I shall grow old,

Or let me die!

The child is father of man;

And I could with my days to be

Bound each to each by natural piety.

Sonnet

The sonnet, a fourteen-lined poem, is formal lyric. It 

is a poem about an idealized lady, which 

is about the poet's serene sacred devotion to the 

lady, perhaps one sided, as the Roman poet 

Petrarch wrote about Laura and Dante about 

Beatrice. Europe had a long tradition of writing

poems about such idealized ladies.

Elegy 

It is a subdivision of lyric, a poem of mourning or 

sorrowful theme. For example, Tennyson's "Break, 

break, break."

Epigram 

It is a short witty poem. It is of usually two, four or 

six lines, concisely written and intends to display 

wit. For example: 

    Here lies my wife! here let her lie!

    Now she's at rest, and so am I.

-Dryden   (quoted in Boulton, 1989:102)

Images 

Images in a poem are pictures in words and canvass. 

The readers’ eyes visualize the colours embedded 

in sounds. A poem has either a cluster of images 

of contrastive or supportive nature or a single 

dominant image which guides the structure of the 

poem. Robert Burns's poem Oh My Love Is Like A 

Red Red Rose, has a number of images which are 

not closely related.

 Oh my love is like a red, red rose

That's newly sprung in June;

 O my love is like the melody,

That's sweetly play'd in tune
  

As fair art thou, my bonny lass, 

So deep in love am I;

And I will love thee still, my dear,

Till a’ the seas gang dry.

Till a’ the seas gang dry, my dear, 

And the rock melt wi’ the sun;

And I will love thee still, my dear, 

While the sand o’  life shall run.

And  fare  thee  weel, my only love ! 

And  are thee weel a while !

And I will come again, my love, 

Though it were ten thousand mile.
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In George Herbert’s Love the experience of divine 

love is shown, the single image dominates the 

whole poem as the shy attendance of a consciously 

unworthy guest at a feast forms the central point of 

the poem.

Love bade me welcome; yet my soul drew back, 

Guilty of dust and sin.

But quick-eyed love, observing me grow slack

From my first entrance in,

Drew nearer to me, sweetly questioning

If I lacked anything.

A guest, I answered, worthy to be here. 

Love said, you shall be he.

I, the unkind, ungrateful? Ah, my dear, 

I cannot look on thee. 

Love took my hand and smiling made reply, 

Who made the eyes but I?

Truth, lord, but I have marred them; let my shame

Go where it doth deserve. 

And know you not, says love, who bore the blame?

My dear, then I will serve.

You must sit down, said Love, and taste my meat, 

So I did sit and eat.

Love is divine love, Christ as the redeemer and the 

unworthy guest is the poet who is conscious of his 

sins.

In poetry, the choice of words is very important 

for their rhythmic and rhyme effects and for their 

associative value. Concentration and preciseness are 

true essence of poetry.

Why do readers sometimes fail to 
understand poem?

Every poem is the product of a process and it involves 

ideas about some objects or individual feelings about 

some events or objects, and therefore, some poems 

sound vague and strange due to readers’ lack of ideas 

about the content that the poem is involved in.

	 Chaucer, Shakespeare, and Milton are 

unintelligible without a slight knowledge of 

medieval astronomy and astrology.

	 Some poems of Wordsworth are puzzling unless 

one has the idea about Godwin's theory.

	 Most English poets allude to classical mythology 

and many contemporary poets allude to Freud 

(Auden, MacNiece), Marxism (Day Lewis, 

Auden, Spender, Cornford, Caudwell), history 

and legend (Edith Sitwell), Jung and Blake and 

so on. If the reader is not familiar with these 

concepts and theorists, his/her understanding 

is problematic. 

	 Understanding of the use of images and 

symbols is also necessary for proper grasp of 

the poems of imagist and symbolist poets. 

Thus, the reading of a poem demands the reader’s 

interest in poetry and sincere devotion to reading.  

The reader must have also certain information about 

the poet whose poems s/he intends to read and basic 

ideas of the content that the particular poet deals in 

his/her writing. Then fundamental idea about rhyme 

and rhythm is equally useful to grasp the beauty of 

the poem. The reading of the poem if done with the 

aforementioned tips would be a real achievement. 
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Introduction 

The term plagiarism, derived from the Latin word ‘plagiarius’ meaning 

‘kidnapper’ or ‘plunderer’, has been defined as the practice of using other’s 

ideas and texts and claiming them as one’s own original authorship 

without acknowledging the source. Plagiarism is a very serious problem 

in the academic world. It is a form of academic theft and “is sometimes 

a moral and ethical offense rather than a legal one since some instances 

of plagiarism fall outside the scope of copyright infringement, a legal 

offense” (Gibaldi, 2003: 66). Plagiarism can be deliberate or accidental; 

it can be of “ideas or of language” (Sowden, 2005: 226). But whatever 

the cause and nature is, plagiarism after all is plagiarism and it is not 

pardonable in the academic world. Regardless of the degree to which an 

infraction is intentional or substantial, plagiarism violates an original 

author’s intellectual property rights (Jocoy, 2006). 

Plagiarism may take various forms. The most serious form of plagiarism 

is “to obtain and submit as your own paper written by someone else” 

(Gibaldi, 2003: 70). Other forms of plagiarism include doing the copy-

and-paste of texts without acknowledging the original authorship, 

paraphrasing the original ideas of others without referencing them or 

attributing the citation of a text to a false authorship. Martin (1994) 

believes that most of the plagiarism by university students that is 

challenged by their teachers is word-for-word plagiarism.  Plagiarizers 

sometimes just change the number of respondents and responses in a 

research data or rename the subjects in a case study. In academic field, 

self-plagiarism has also been a problem when a writer reuses a previously 

published material (or part of the material) without attributing the 

previous publication. Many students might not be aware that they must 

acknowledge their own source if they are using it twice.
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Reasons of plagiarism

Why do students plagiarize other’s works and 

present them as their own? There can be various 

factors involved in it. Sowden (2005) sees cultural 

background of the students as a major factor 

in involving the students in plagiarism. More 

particularly, universities in the West (e.g. the USA 

and the UK) blame Asian students of plagiarizing 

in their academic writing because of their cultural 

background. Ha (2004), however, views cultural 

factor as one of the problems but not a sole problem 

of plagiarism. He further argues that plagiarism 

is never allowed in the Vietnamese schools and 

colleges, but it has been a big problem there. Liu 

(2005) also argues that Chinese culture never allows 

its students to copy other’s works and present them 

as their own. He sees cultural conditioning as a 

limited factor, as opposed to a popular myth in the 

Western world. If we see plagiarism as a practical 

reality, its most obvious reasons are the language 

and content problems faced by the students 

(Yakovchuk, 2007).  Nathan maintains that “not 

only do many such students lack the basic linguistic 

resources necessary, but they also do not fully 

understand the role that citations and sources play 

within the structure of academic argument, and lack 

the linguistic mechanics to successfully integrate 

sources within their academic writing” (2007: 102). 

In addition, these problems are compounded with 

other problems like lack of motivation, desire for 

a better product, aspiration for higher grades, etc. 

Narrating her experience in the Nepalese context, 

Bhattarai (2007) shows various reasons for the 

thriving plagiarism industry— “the majority of lazy 

people, who are eager to stride forward through 

unfair means; the lack of adequate and stringent 

laws of copyright; the delay and hassles in the 

implementation of such regulations; and a lacklustre 

attitude on the part of authorities.”

Consequences of plagiarism

Most plagiarized work goes undetected. The 

invention of modern technology like internet has 

made plagiarism easier than ever before. Universities 

can use penalties to the students ranging from simple 

warning to expulsion from the academic program. 

Academic institutions have the power to fail and 

even expel student plagiarizers, even if this power 

is seldom exercised (Mawdsley, 1986; Reams, 1987). 

At the institutional level, plagiarism is normally 

addressed through formal policies, including 

penalties for transgressions (Thomley, 1989). 

Nathan (2007), however, believes that warnings and 

threats do not enhance students’ capacity to avoid 

plagiarism. It is at the same time labor-intensive 

and ultimately impossible to eliminate plagiarism 

by detection and penalties by the university 

authorities. Students who deliberately cheat or 

engage in fraudulent behavior are always putting 

the academic values and ethics of the institution at a 

great risk. When writers are charged as plagiarists, 

they are likely to lose their social prestige and suffer 

from public harassment. Gibaldi, for example, gives 

this example as a consequence of plagiarism- “a 

well-known historian charged with plagiarism was 

asked to resign from prominent public positions 

even though she admitted responsibility for the 

theft, compensated the author whose work she took 

and announced her intention to issue a corrected 

edition of her book” (2003:67). Martin Luther 

King, Jr., leading figure of Black Rights Movement 

in the USA, was also charged with plagiarism in his 

PhD dissertation, and still today there is a piece of 

information tagged at this research informing its 

readers that his dissertation consists of plagiarized 

work.

Detection and prevention

Identifying plagiarism in academic papers is a very 

difficult task. Even technology-equipped software 

like Copycatch or Turnitin is not feasible in all 

contexts, particularly in developing countries like 

Nepal, because of the problems of accessibility of 

computers and internet facilities that are coupled 

with a large number of students. It is at the same time 

true that “plagiarism is indeed a plague, a social and 

creative evil that needs to be wiped off-- through dire 

measures if necessary” (Bhattarai, 2007). Sowden 

(2005a: 332) realizes that the problems of plagiarism 

can never be resolved, but they can be addressed. He 

recommends that parallel assessment procedures, 
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such as viva voce interviews, can be introduced 

where plagiarism is suspected; greater use can be 

made of oral presentations (ibid.). An alternative 

is to prevent plagiarism by designing assessment 

procedures appropriately, for example by getting 

students to use their own experiences in creative 

writing (Carroll, 1982). Nathan  similarly suggests 

a technique build around the idea of ‘writing from 

constrained sources’ where “students are required 

to generate academic texts in response to authentic 

or semi-authentic tasks which center around limited 

number of academic source texts” (2006: 103).

Students never have to think that teachers are not 

able to detect their plagiarized work. If they have an 

access to an online text or a paper text, their teachers 

do have the access too. Once the assignment is 

suspected as a plagiarized work, the teacher can 

type a distinctive phrase from a student's paper 

into a good search engine, and see what material 

can be found (Standler, 2002). Students must bear 

in mind that their teachers are the experts in the 

field and know the sources more than their students 

do. Punishing the students of their plagiarized 

work sometimes can be counter-productive in the 

academic field. Teachers must teach plagiarism to 

their students not from a punitive approach, but 

rather by drawing their attention to good writing, 

and referencing and citation skills. They must bear 

in mind that there must lie a difference between an 

original work and a plagiarized work that is reflected 

in the student’s achievement, for example.

Background of the present study

The present study is primarily based on my 

experience of evaluating assignments of graduate 

students at the Department of English Education at 

Tribhuvan University and my experience of guiding 

their Master of Education (M Ed) theses at the same 

department. Tribhuvan University-- the largest 

and oldest university in Nepal-- has implemented 

internal assessment system weighing 20 marks 

effective from the academic year 2006 in master’s 

degree level. There is no prescribed procedure by 

the university as to how the internal assessment 

is to be actually carried out; it principally depends 

on the concerned subject teachers. Some teachers 

administer a test, consisting of either objective 

items or subjective items or a combination of both, 

of twenty marks while others give some writing 

assignment and ask the students to submit the 

answers within a certain period. Similarly, the 

students who opt for theses in M Ed second year are 

supposed to produce an original research paper of 

approximately 100 pages in a linguistic or language 

teaching topic. All the thesis students are made 

aware in well advance of the rules and regulations 

of doing theses including the areas like proposal 

writing, reviewing the literature, instrumentation, 

methods of analysis, documenting the source, etc.

This paper is a result of my experience as an internal 

evaluator and as a thesis supervisor in the university. 

When I went through the assignments of my 

students, I was surprised to see that most students 

had copied some text material from other books and 

journals and pasted it exactly as it was in the original 

text. A few students had submitted me the same 

answer (word to word) with only different cover 

pages. One interesting example, among others, is an 

exact text from www.wikipedia.com/constrastive-

analysis, which I found in the introduction section 

of the assignment on contrastive analysis. The 

capitalized words in the online text were capitalized 

in the student’s assignment, highlighted words were 

highlighted and the words with blue colour font 

were printed blue (I could know this because the 

print of words with blue colour was relatively dim). 

The way some students do their graduate thesis is 

not less interesting. I have come across theses that 

are more or less an exact copy of works previously 

done on a similar topic. Copying the text and ideas 

without acknowledging the source is very prevalent. 

Some students even do not read the original books, 

journals and theses, but surprisingly document their 

names at the reference section.

It is against this background that this paper explores 

the issue of plagiarism among university students 

and aims to answer the following questions: 

	 Are the students aware that plagiarism is an 

academic crime?
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	 How do the students prepare their writing 

assignments? 

	 What are the reasons for plagiarizing? 

	 Should plagiarism be allowed? 

	 How can it be prevented?

Participants

The participants in this study included ninety-

six M Ed second year students (majoring English 

Education), coming from diverse regional and 

cultural backgrounds at the Department of English 

Education in Tribhuvan University. All of them 

had been doing their courses in English Education 

with their primary aim to be teachers in higher 

secondary schools and university colleges in the 

future. The participants were selected at random 

from two sections, but they were assured that their 

participation in the study was voluntary. Another 

group of participants were 17 students doing their 

graduate theses as a partial fulfilment for their M Ed 

degree. 

Data collection

The data for the study were obtained through two 

major sources: questionnaire and interview. The 

questionnaire was meant for the students who had 

just submitted me their assignments for the course 

‘applied linguistics’ and ‘semantics and pragmatics’. 

It was distributed at the end of ‘applied linguistics’ 

class to a group of fifty-three students in section 

A, and at the end of ‘semantics and pragmatics’ 

class to a group of forty-three students in section 

B. The students were informed of the purpose of 

the study and were also explained the jargons like 

‘plagiarism’, ‘cut and paste’, ‘academic writing’, etc. 

before they could have questionnaire in their hands. 

The students very enthusiastically took part in the 

study and reported their answers in 10-15 minutes. 

Writing their names or any sort of identification 

was optional. The data from research students were 

obtained through face to face interviews during 

thesis guidance, during viva voce or immediately 

after thesis viva voce, and their responses were 

noted down manually as they answered. Among the 

17 students, 5 were my own thesis students whom I 

asked during my guidance to them. Responses of 7 

students were collected during viva voce interview 

where questions were asked by the members of 

the research committee including me. 5 students 

were interviewed immediately after they appeared 

viva. The first 12 students were not informed that 

their responses were being noted down and would 

be used for the research purpose. The third group 

of 5 students, however, was clearly explained the 

purpose of the interview. They were, therefore, 

rather hesitant to answer my questions because they 

thought that their plagiarism might lead them to a 

penalty.

Interpretation of results

The data obtained through questionnaire and 

interview will be presented in different sections.

Questionnaire results

The responses obtained through self-reported 

questionnaire revealed that 97% of the students 

were aware that plagiarism is an illegal practice in 

writing their academic papers. 98% of the students 

surveyed, however, accepted that they had copied 

texts without mentioning the original source.  In 

an answer to a question on how they prepared 

their assignments, they reported that they copied 

texts from different books, journals and web pages, 

paraphrased the texts, and also used their original 

words and sentences. The following table shows how 

a typical assignment was prepared by the students. It 

was calculated by averaging the percentage reported 

by each student.

Table 1. Questionnaire results on how each assign-

ment was prepared

Source Percentage
Copying texts from books/jour-

nals without citing the source

28

Copying from web pages and 

pasting without referencing

10

Paraphrasing of texts/ideas and 

claiming them as their own

30

Students’ original words/sen-

tences/ideas

22

Other sources (e.g. consulting 

subject teacher/friends, etc.)

10
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The table above displays in average how the 

assignment  papers were prepared by the students. 

This revealed that ‘copy-paste’ strategy was helping 

to complete their assignments to a great extent. 

Their originality occupied only approximately one-

fifth portion of their writing. This fact, however, is 

not generalizable to all the students since answers 

varied greatly. One student, for example, reported 

that s/he had copied about 75% of his/her writing 

from books and journals, approximately 3% from 

websites, about 15% by paraphrasing other texts 

and only 7% his/her original writing. At the opposite 

end, another student reported that s/he had used 

only 5% copy-paste strategy, 30% paraphrasing, and 

the rest was his/her original writing. 

Why do the students plagiarize then? The students 

gave various reasons; each student gave several 

reasons. The responses have been roughly grouped 

in the following categories.

Table 2. Questionnaire results on why students pla-

giarize

Categories of responses No. of 

responses

I do not know I must 

acknowledge the source.

32

Everybody does this and I do 

too.

46

I do not have time to do the 

work.

60

I do not have motivation/

energy to do the assignment.

59

I do not think teacher would 

notice/know this.

53

I think the teacher does not 

care even if s/he knows.

51

I have problems with content 

to write on my own.

27

I am not confident that I can 

write correct English.

68

I want to acknowledge but do 

not know the system.

23

My teacher did not teach me 

that I must acknowledge.

13

I forgot to mention the source. 8

I think reproducing exact 

words of the original is the best 

writing.

75

Copying texts/ideas makes my 

writing better.

84

I do not have sufficient 

resources to consult and write 

on my own

26

Teachers do not make a 

distinction between plagiarized 

and original writing while 

awarding marks.

57

Other (e.g. friends’ suggestion, 

assessment system, etc.)

19

The table above is a clear picture of why the students 

plagiarized. Large number of students (approxi-

mately 84%) believed that copying texts and ideas 

makes their writing better while 75% of the students 

thought that reproducing exact words of the original 

is the best example of writing.  Approximately 57% 

of the students reported that teachers do not make 

a fair judgment between original writing and plagia-

rized writing while awarding marks, and therefore 

they were quite discouraged to spend more time in 

preparing their assignments. Some Students (60%) 

also reported that they did not have enough time to 

write papers for all subjects within a limited time.

Interview results

Face to face interview was conducted with the stu-

dents who were doing their M Ed thesis in different 

topics of linguistics and language teaching. All the 

17 students agreed that plagiarism is a prohibited 

practice in academics and claimed that they had not 

plagiarized in their research. After I used several 

circumlocutions (e.g. ‘Your writing is not balanced: 

in some places your writing is very strong while in 

other places it is full of grammatical errors’; ‘I think 

I have seen this sentence somewhere else’, etc.) they 
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agreed that they had plagiarized. Here is one exam-

ple of a conversation with my own student. 

Guide: Shyamji (changed name) I wonder you 
completed your thesis so quickly.

Student: Yes sir. I need a transcript very soon. My 
college requires this.

Guide: You have done a very good piece of 
work…

Student: (overlapping) I worked very hard, sir.

Guide: Let me finish my saying first. It is a very 
good piece of work but I don’t find a balance in 
your writing. Your writing is very strong in some 
chapters while very weak in others. What may be 
the reasons?

Student: May be. I had very limited time so there 
might be some errors at some places. I will correct 
them.

Guide: You have copied some paragraphs and 
sentences from other theses and books without 
acknowledging. Yes?

Student: No, sir. I wrote the complete thesis on 
my own.

Guide: But still there are cut-paste works in you 
thesis. (Pointing out a sentence at random) I 
believe this is not your sentence.

Student: (Swears touching his Adam’s apple) No, 
sir. This is the sentence I wrote. 

Guide: (With bolder and louder voice pointing 
out another sentence which he  thought was 
plagiarized) Shyamji, I am now sure that I have 
seen this sentence   in one linguistics text. 
You cannot deny this.

Student: (Lowering the head) Yes, sir. I am sorry, 
sir. I did not have time. I have a job and cannot 
save my time for thesis. 

Guide: It means your thesis is a plagiarized 
work.

Student: No, sir. I did not copy the whole thesis. 
There are some sentences that I wrote on my own 
too.

(This conversation was written based on an 

interview with a thesis student)

The students’ responses were manually noted down 

during the interview and were grouped later into dif-

ferent categories. Each student gave several reasons. 

The following table shows this.

Table 3. Interview results on why students plagia-

rize

Reasons Number of 

responses

Content problems 15

Language problems 13

System/culture of the depart-

ment

12

No time to do research 12

Lack of knowledge of referenc-

ing

7

Desire to write a better thesis 6

Almost all the participants interviewed confessed 

that they could not complete their research if they 

did not plagiarize, and revealed that if they acknowl-

edged every source, then very little would remain 

of their own! Therefore, most students had content 

problems. 7 students reported that they did not know 

the system of referencing, particularly of materials 

that they downloaded from websites.  When asked 

what plagiarism meant, most students understood 

plagiarism as only a patchwork activity; they were 

not aware that paraphrasing and rewriting the same 

ideas of others without acknowledging them was 

also a form of plagiarism. They thought that if they 

picked up different sentences from multiple sources 

and wove them on their own, then that was not a 

plagiarism but a proper practice in research. Some 

students even replied that their supervisors did not 

care at all when they plagiarized.

Discussion 

The findings of the present study conformed to 

the findings of previous research studies in the 

field. Though the students know that plagiarism is 

not an accepted practice in academic writing, they 

plagiarized their work in a substantial amount. Their 

plagiarism is intentional. The reasons behind their 

plagiarizing are common across different studies. 

Most students in this study opined that plagiarism 
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must be allowed to some extent because they could 

not complete their work without copying. Research 

studies in American and European universities have 

come up with conclusions that Eastern culture, 

particularly Asian culture, encourages students to 

plagiarize. We have to assure ourselves and others 

that we never encourage plagiarism in our students. 

When asked ‘Who should be blamed for plagiarizing’, 

almost all the students in this study unanimously 

replied that it is the system that should be accused. 

Surprisingly, no student said that students are the 

source of plagiarism. Then what should be done? 

All the stakeholders of academia must be aware of 

the fact that plagiarism should never be allowed and 

entertained. Universities and departments must 

make clear rules and policies, and if any student 

is found to be plagiarizing, it must be immediately 

addressed. Students must be taught the system of 

proper referencing and citing the sources. If they 

plagiarize again, they must be penalized; penalty 

can be in different forms ranging from rejection of 

papers to expulsion of students from the program. 

Conclusion

In the academic community, anecdotal evidence 

alongside formal and casual empiricism suggests that 

instances of plagiarism have increased significantly 

(Collins & Rickman, 2005). This study has started a 

discussion of a much-discussed issue in the Nepalese 

context. Student plagiarism is a most complained 

issue in all the departments at Tribhuvan University. 

Further studies in this issue can be done comparing 

the data across different departments and disciplines 

including more participants. The present study is a 

small scratch of a big lesion. It is just a visible tip of 

an iceberg. Plagiarism has been troubling teachers 

and research supervisors since long. It is also well 

known fact that plagiarism is a problem that can 

never be fully prevented. The invention of internet 

has further assisted the plagiarizers. Texts on the 

web have premium access to everybody and they 

do not have to bother turning the pages of books. 

Many students even have their assignments written 

by others. The university does not have a consistent 

policy on internal assessment system. Nor is it 

clear about the action to be taken when students 

plagiarize. Even if the teachers identify the cases 

of plagiarism, they are helpless because there is no 

policy in the universities in Nepal. Universities, as 

elite institutions in society, have a moral obligation 

to stop the rot (Williams, 2002).There should 

be a strict policy applicable to all the students 

in the university. Plagiarism is a serious offence 

against scholarship and should be condemned and 

penalized (Martin, 1994). Once plagiarism has been 

detected, it is important that it is dealt with fairly, 

consistently and in accordance with the principles 

of natural justice  (Carroll & Appleton,  2001). 

Students must be aware that even if they lift up a 

single sentence without acknowledging the source, 

this is plagiarism. Intentional plagiarism is more 

disastrous than accidental one. 
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Abstract

This paper tries to bring the 

clear picture of ELT classrooms 

out in respect to classroom 

setting, movement of teachers 

and classroom interaction of 

government-aided schools with 

reference to Nepal. It tries to 

show the classroom scenario 

of Nepalese government-aided 

schools in a remote area. It 

also attempts to analyze the 

observed data and concludes 

that the English classrooms 

are not found encouraging 

for beginners. Even a trained 

teacher is also found not 

sincere to the importance of 

classroom setting, classroom 

movement and classroom 

interaction in learning.

Introduction

Today, English has been a widely used language. It has become the life 

of an individual as it has wider range of advantages. It has occupied 

the top-most position in every sector: schools, colleges, universities, 

non-governmental and governmental organizations, business, mass 

communication and so on. To get an important and well paid job inside 

country or abroad, students consider English as the first career.

Harmer (1997) points that people want to learn English for different 

reasons such as to get better job/opportunity, to gain  pleasure, to get 

information, to know the literature, to participate as a member of the 

community of that language. Corder (1973) says, “...teaching language 

is, and always has been thought of as developing a set of performance 

skills in the learners, syllabuses and timetable, are often expressed in 

terms of the skills being taught.”

In the light of different purposes 'hundreds of developing countries 

through out the Caribbean, Africa, South American and Asia have taught 

English in thousand of classroom' (Renaud  et al., 2007). Nepal is one 

of those countries which has included English in curriculum from grade 

one to higher education as one of the compulsory subjects. Awasthi  

(2003: 22-23) opines, 'English entered in the Nepalese Education in 1854 

when the then Prime Minister Jung Bahadur Rana opened a high school 

in Kathmandu. The introduction of English Language Teaching (ELT) 

in Nepalese education started only in 1971 with the implementation of 

National Education System Plan (NESP) and still continues.” English 

has become the demand of the age. The government has decided to 

start English from grade one as one of the compulsory subjects carrying 

100 marks. The major rationale of teaching English at primary level 

especially in grade four and five are- it is an international language, 

language of trade and commerce, a language of library and a medium of 

instructions for higher studies. With respect to the rationale mentioned 
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above, the primary level curriculum of English (for 

grade one to five) has specified the following   level 

wise general objectives: 

	 to  give  pupils ample exposure to the 

English language so that they can 

understand and respond in simple 

English with acceptable pronunciation 

and intonation, 

	 to provide them opportunities to practice 

their English in and outside the classroom, 

so that they can communicate in simple 

English,

	 to help them develop enthusiasm for 

reading so that they can be responsive and 

knowledgeable readers, 

	 to help them develop  their potentialities 

in writing so that they can be creative 

writer and

	 to develop a positive attitude towards 

learning English and build up confidence 

in using English.   

To achieve the level wise general objectives, grade 

wise objectives of teaching English and their learning 

achievement are clearly provided. To achieve the 

specific objectives, different teaching principles 

and methods, teaching resources, assessment 

techniques and time allotment have been included. 

Besides these, the elaboration matrix with language 

functions, language structures, activities, context 

and evaluation scheme, time allotment focusing 

different skills for each grade of this level have been 

specified to direct the teachers in order to achieve 

the goals and objectives of the curriculum.

Thus, the present ELT curriculum for primary level 

of Nepal aims at developing students 'functional and 

communicative competence- the ability not only to 

apply the grammatical rules of a language in order 

to form grammatically correct sentences but also to 

know when and where to use these sentences and 

to whom (Richards et al., 1985). With reference to 

developing students' communicative competence, 

different teacher education programs have been 

launched in Nepal. Awasthi (2003) states that 

women teacher training, on-the- spot- training, 

teacher training through distance learning,  and B-

level (under SLC) teacher training were conducted 

to train the primary teachers in the past. It has 

increased the number of trained teachers to some 

extent but still, the majority of primary teachers 

remain untrained. The teachers have been trained on 

the belief that they bring about qualitative change in 

education with knowledge of contents and skills in 

pedagogy and meet the objectives of curriculum but 

in case of Nepal it has become just an imagination 

especially in government schools of remote areas.

Problems related to ELT in Nepal

Some other common problems or issues that deter 

from meeting  the objectives of curriculum are- lack 

of physical setting, electronic facilities, good text 

books, supplementary materials, refresher training, 

the positive attitude towards English and so on. We 

educators, professors, teachers and other concerned 

people raise these issues when we talk about English 

teaching and learning environment in Nepal. Even 

trained teachers stress the need of overcoming the 

above mentioned issues but they themselves fail to 

bring changes in their own organization. It has been 

seen, on the one hand, that most of the teachers 

participate in the training only for formality, 

especially to be promoted in their jobs but not 

to change their stereotyped methodology and on 

the other hand, the training organizers take it as a 

ritual phenomenon to organize trainings without 

any follow ups to see whether the skills delivered 

have been implemented in real classrooms. Thus, 

training in teacher education has become training for 

training’s sake, not for change and implementation. 

Besides this, trainings have not been successful to 

create awareness in the importance of instructional 

management to meet the objectives of the lessons.

Importance of instructional management in 
ELT classes

Instructional management is very important 

aspect in language teaching and learning. It 

includes suitable classroom facilities i.e. furniture, 

chalkboard, textbooks, supplementary materials, 

classroom setting, teacher's movement in the 

ELT Classes and Instructional Management:  An Observational Study



Journal of NELTA    Vol. 1 2   No. 1 & 2   December 2007

144

classroom, classroom interactions, etc. It also 

deals with the procedures for grouping students 

for different types of classroom activities. Use of 

lesson plans, handling of equipments are also parts 

of classroom management. The major aspects of 

classroom management are the role of teachers in 

grouping students keeping in view the variables 

such as the inclusion of sex, competence, socio-

cultural background, and so on. If teachers have the 

knowledge and skills of managing classrooms they 

can learn many things from such classes. Even the 

most effective activities become worthless if they are 

not organized properly.

Having the experience of the problems and the 

realization of the needs of classroom management 

in ELT, I was highly attracted to observe and carry 

out a research to find out its status. I observed 

primary ELT classes of Gorkha district focusing 

on classroom setting, teacher's movement and 

classroom interaction.

Objectives of the study

The principal objectives of the study were:

	 to find out the common classroom 

setting,

	 to explore the condition of classroom 

movement of teachers, and

	 to record the condition of classroom 

interaction. 

Limitations of the study

This study had the following limitations:

•	 The data were taken on the basis of 

classroom observation.

•	 The study focuses only on primary level 

English teaching classes of government-

aided schools.

•	 Only twenty-eight classes were observed 

for the study.

•	 The observation focused on classroom 

setting, classroom movement and 

classroom interaction.

•	 Each class was observed once.

Sampling procedure 

Among 508 government schools in Gorkha district, 

13 are higher secondary, 69 secondary, 55 lower 

secondary and the rest of them are primary. I 

selected only 14 schools using purposive sampling 

procedure. Out of them, one higher secondary, two 

secondary, one lower secondary and three primary 

schools within Prithvinarayan  municipality and 

two higher secondary, two secondary, one lower 

secondary and two primary schools from outside the 

municipality were selected for the study. Although 

fourteen schools were selected ranging from primary 

to higher secondary, only two primary level English 

classes especially grade four and five of each school 

were selected and observed. The main purpose of 

the selection criteria was to study the condition of 

different types of government schools.

Research tools and data gathering 
procedure

The study was focused on classroom setting, 

classroom movement of the teacher and classroom 

interaction. I developed three different observation 

forms to observe classroom setting, teachers’ 

movement, and classroom interaction respectively. 

In the process of observation, I selected two schools 

of the same route to make it convenient for a day 

and observed two primary English classes. Each 

of the classes was observed for 45 minutes. It took 

eight days to complete the observation work.

Analysis and interpretation of data

The collected information was analyzed and 

interpreted in terms of classroom setting, classroom 

movement of the teachers and classroom interaction. 

The analysis has been carried out as accurately as 

possible. The analysis and interpretation has been 

done both statistically and descriptively.

Classroom setting

The following table presents the analysis of the 

classroom setting by the teachers in schools under 

study area:
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S.N. Criteria of observation

No. of  Classes and their percentage with 

reference to response found

Remarks

Yes Percentage (%) No Percentage 

(%)

1. Are there desk-bench setting 

suitable for group work/pair 

work activities?

_ _ 28 100 There were 

2 columns 

and 5 rows in 

average

2. Are the height and width 

of desk-bench fit for the 

beginner level students?

3 10.7 25 89.3

3. Is the distance between desk 

and bench of the same pair 

suitable for them?

8 28.6 20 71.4

4. Are desks and benches 

separated and movable?

8 28.6 20 71.4

5. Is the distance between 

blackboard and first row 

bench enough to move 

easily?

3 10.7 25 89.3

6. Is the blackboard 

rectangular-cemented-

chalkboard?

_ _ 28 100

7. Is the size of blackboard 

properly made with 

reference to students' level?

_ _ 28 100

8 Is the size of the class 

appropriate for teaching?

_ _ 28 100

9. Are the students grouped 

with gender balance?

2 7.1 26 92.9

10. Is the classroom decorated 

with teaching aids?

_ _ 28 100

11. Is the placement of door 

and windows scientific with 

reference to classroom?

4 14.3 24 85.7
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The table shows that out of 28 classrooms, none of 

the classrooms was found with desk-bench setting 

focusing for group work and pair work activities. 

About 92.9% of the classrooms were found with 2 

columns and six rows of desk-bench in average; the 

height and width of the desk- bench of 3 classrooms 

(10.7%) were found a bit suitable for beginner level 

students and rest lacked it. The distance between 

desk-bench of the same pairs of 6 classes (21.4%) was 

found appropriate for the students and rest (78.6%) 

lacked it. It was also found that only 8 classes (28.6% 

out of 28) were found to have the bench and desk 

separated and movable whereas the rest (71.4%) 

had attached and immovable desk and bench. It was 

seen that the distance between blackboard and  the 

first row bench of 3 classrooms (10.7% out of 28) was 

appropriate whereas  25 classrooms were congested 

to move and do the activities.         

From the table, it can be seen that the shape and 

type of blackboard of all the observed classes were 

found rectangular cemented chalkboard and were 

not properly made to fit the students' age and grade 

level. The classes were found large and crowded 

having more than 50 students in average. The table 

further shows that only 2 classes (7.1%) were found 

grouping students maintaining gender balance 

whereas the others (92.9%) were found separating 

the zones for girls and boys. All of the observed 

classes were not decorated with teaching aids. Out 

of the total, 85.7% of the classrooms were found to 

have doors and windows placed unscientifically. 

Classroom movement of the teacher

The table given below presents the analysis and 

interpretation of the movement of teachers in the 

classroom.

S.N. Criteria of observation No. of teachers out 

of 28 on basis of 

positive answers

percentage of 

time they spent 

out of 45 m

Remarks

1. Does the teacher mostly move 

around the blackboard?

18 80%

2. Does the teacher mostly move 

side by side in the front of the 

classroom? 

5 100%

3. Does the teacher mostly move 

front to back in the centre of the 

classroom? 

4 75%

4. Does the teacher mostly move 

front to back in the left of the 

classroom? 

_ __

5. Does the teacher mostly move 

front to back in the right of the 

classroom?

 _ __

6. Does the teacher move in balance 

in the classroom?

1 100%
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The table indicates that 18 teachers (64.3%, out 

of 28) spent 80% of their time moving around the 

blackboard, 5 teachers (17.6% of the total) spent 

100% of the time moving side by side in front of 

the classroom and  4 teachers (14.3%) spent their 

time moving from front to back in the centre. The 

table also shows that none of the teachers was found 

mostly moving from front to back in the left and 

right and only one teacher was found balancing the 

movement.

Classroom interaction

The data related to interaction in the classroom 

between teachers and students have been presented 

in the following table.

S.N. Criteria of Observation No. of classes  and their per-

centage on the basis of re-

sponses found

Remarks

Yes % No %

1. Does the teacher use warmers while teach-

ing?

20 71.4 8 28.6

2. Does the teacher encourage the students 

to talk/response or impose his ideas? 

4 14.3 24 85.7

3. Does the teacher use pictures? 24 85.7 4 14.3

4. Does he/ she use real objects? 8 28.6 20 71.4

5. Does he/ she conduct pair work and group 

work?

- - 28 100

6. Does she/ he conduct role play? - - 28 100

7. Is there question- answer drill conduct-

ed? 

22 78.6 6 21.4

8. Does the teacher talk less than the stu-

dents? 

- - 28 100

9. Is there Student- Talking -Time more than 

teacher's?

- - 28 100

10. Is the level of the language of teachers ap-

propriate for the level of students? 

3 10.7 25 89.3

The table given above shows that out of 28 classes 

observed, warmers were used in 20 classes (71.4%) 

and rest did not. Only 4 classes (14.3%) were found a 

bit encouraging for the students to respond whereas 

in a large number of classes (85.7%) the  teachers 

imposed their ideas to the students. In respect to 

using pictures and real objects, It was found that in 

a high majority of the classes (85.7%) pictures were 

used. Similarly, out of 28 classes, only in 8 classes 

(28.6%) real objects were used. The table also shows 

that all of the classes observed (100%)  lacked the 

use of group work/pair work, and  role play. Teacher 

Talking Time (TTT) was much more than Students 

Talking Time (STT). The language of the majority of 

the teachers (89.3%) was found very poor. 

The findings

The findings of the study are as follows:

i. Government-aided schools of Gorkha 

district have crowded classrooms.

ii. The classrooms are not reasonably made 
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in terms of windows, doors and blackboard 

position. Because of improper angle of 

blackboard and placement of windows 

and doors, blackboards shine from the 

back, left and right corners. So blackboard 

writings become invisible in most of the 

classrooms.

iii. The blackboards are cemented on the wall 

of the classroom in different size. 

iv. The distance between blackboard and the 

first row bench is very close which makes 

the teachers difficult to move and students 

to breathe because of  the dust that come 

out of the pieces of  chalk. 

v. Benches/desks are not found in proper 

size, the height and distance of desk-

bench create problems for the students to 

read, write and reach their books. About 

80% of the desk-benches are attached as a 

result conducting group works is difficult. 

vi. Most of the classes contain two columns 

of desk and bench- one for girls and other 

for boys.

vii. The classrooms are not found decorated 

with teaching materials to create teaching 

environment. 

viii. Teachers seem to move around the 

blackboard most of the time and present 

their lessons from the front. Sometimes 

they move from front to back in the centre 

but it is unlikely to move from front to 

back through the corners. 

ix. The classroom setting has brought 

problems in the movement of the teacher. 

Besides this, teachers are also conditioned 

to move around the blackboard paying 

more attention to the students of the first 

row only.

x. Most of teachers do not use warmers in 

a proper way. The teachers mostly try to 

impose their own ideas by controlling the 

classroom. 

xi. Teacher Talking Time is found too high. 

xii. All the activities take place in the front 

and only the first row students can see and 

hear the teacher clearly. 

xiii. Sometimes some teachers use pictures but 

they do not use them properly. 

xiv. It is also found that teachers make picture 

of those things which can be found and 

brought into the classroom. While using 

pictures they talk more than it is required 

of them.

xv. No group work/pair work, discussion and 

project works are found in practice which 

can develop students’ communicative 

competence. 

xvi. Teachers are not found comfortable 

and confident in terms of their fluency, 

pronunciation and body movement to 

arouse interest in learning.

Conclusion

The classroom setting of most of the government-

aided schools at primary level of Gorkha district is 

not suitable for the beginners. The small crowded 

classroom with polished cemented chalkboard 

attached on the front wall, is the principal teaching 

material. Teachers do not seem to be prepared for 

the lesson. There is a narrow space left between 

blackboard and the first row benches which brings 

problem for teacher’s movement. Similarly, space 

between two columns is found very narrow as a result, 

most of the teacher do not try to conduct different 

activities to develop communicative competence. In 

the field of ELT, instructional management is very 

important.  Therefore, the concerned agencies and 

teacher education centres should pay their attention 

to address the existing problems.
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Introduction

Deliberative education is a process that employs speech, communication, 

discussion and debate in the classroom in order to maximize students’ 

participation in the learning process. This methodology redefines the 

role of a teacher to more that of an educational coach in the educational 

process as they confront students with new tasks.  Deliberative 

methodologies aim at:

	 Engaging students in the subject matter by providing an incentive 

to learn – this doesn’t mean enticing the students with candy but 

rather enticing them with an intrinsic desire to learn, debate, and 

build on that knowledge. Students come out of a properly prepared 

deliberative exercise – enthralled, excited, and ready to take on their 

next communicative exercise.  They may be nervous and anxious 

before a debate and possibly during but most students describe the 

feeling after a debate to be exhilarating and addictive.  

	 Assisting students in applying knowledge, they have gained in other 

subjects and in life experiences related to real world situations 

and dilemmas.  Students want to talk about the world they live in, 

discuss ethical, social and political matters, and understand how 

the changing world affects them and the issues that concerns them.  

Deliberative methodology expects learners to know about their 

world by encouraging them to gather insights and information and 

use it to argue the issues and potential solutions.  

	 Developing an array of skills such as critical thinking, decision-

making, public speaking, and communication and providing them 

with greater ability to adapt to the fast-changing realities of the 

modern world.  Deliberative methodology opens students up to 

discussions and debates that expect them to voice their thoughts 

and knowledge on a subject and challenge inadequacies in their 

opponents’ message.  This forces them to think, process, and 
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analyze in English and puts language to use 

– cementing language learning. In this way, 

deliberative education also empowers students 

and provides them with skills and abilities 

applicable in other walks of life. 

The paper presents different formats of deliberative 

education and its practical application in the EFL 

classroom.  

Educational debate

Educational debate is a formal contest of 

argumentation between two teams during which one 

team supports, while the other team opposes a given 

proposition. A debate begins with a ‘resolution’, 

a simple statement of a topic that is subjected to 

critical analysis by both teams. The team supporting 

the resolution speaks first and is referred to as an 

affirmative team (since it affirms a given resolution). 

The opposing or ‘negative’ team must then refute the 

arguments offered by the affirming team and offer 

arguments against adopting the resolution.  Each 

team is expected not only to outline their positions 

on a given issue (the so called “cases”) but they are 

also required to respond directly to the arguments 

offered by their opponents. It is the job of a “judge”, a 

neutral third party (either an individual, for example 

a teacher or a group of individuals- fellow students), 

to listen carefully to the arguments presented by 

both sides and decide which set of arguments is 

most persuasive.  

Apart from being an educational methodology 

debate is better known as intrinsic part of democratic 

institutions since the time of ancient Greeks. Study 

and practice of debate furthers the development 

of skills that are essential to living in a democratic 

society. Because of this academic debate has been 

included in the system of education of many countries 

(for example the US, Great Britain, Australia) and 

thousands of secondary school students all over the 

world are engaged in debate activities in classroom 

and in the form of extra-curricular programs. There 

are many debate formats, which may differ slightly 

depending on the number of speakers involved in 

debate (varying usually from 2 to 8) and their rules 

and procedure. Debate is a flexible learning tool 

that meets a number of educational goals. Debate 

develops communication and speaking skills by 

providing an opportunity for students to deliver 

both prepared presentations as well as practice 

impromptu speaking in response to arguments 

made by other students. Debate offers structure and 

imposes limits on speaking order and time, thus 

introducing an element of control over the process. 

It develops students’ critical thinking skills: both 

during the process of preparation for debate when 

students need to develop their team’s position on 

a given issue and during the actual debate when 

students have to critically respond to other’s 

arguments- thus thinking on their feet. Debate also 

emphasises research and use of written evidence 

(e.g. examples and quotes) and requires group work 

and cooperation among students both during the 

process of preparation as well as during the debate. 

Apart from the above-mentioned attributes, debate 

is an excellent conflict resolution tool- emphasising 

peaceful and tolerant communication and respect 

for the opinions of others.

Debate as a method is best conducted over a 

number of lessons- including a number of stages: 

brainstorming and analysing possible arguments on 

both sides of the debate; researching a given issue 

in depth in order to find support and additional 

arguments; analysis of arguments and preparation 

of teams’ cases; the actual debate during which 

students present their arguments and respond to the 

arguments of others; and finally a debriefing stage 

in which students can evaluate their performance, 

consider the outcomes of the debate and offer 

feedback to each other. 

The role of teacher in debate is best described 

as coaching and facilitation. The teacher should 

provide a good topic for debate- the one which will 

allow both teams to come up with quality arguments 

on both sides of the debate, suggest (or provide) 

possible resources for researching the topic and offer 

guidance during teams’ preparation. The teacher 

should also judge a debate and offer feedback after 

the debate is finished. Debate can involve a selected 

number of students (depending on the format) as 

well as the whole class. When only a number of 
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students is directly involved in a given debate, other 

students should be instructed how to judge and 

assess a debate and offer feedback to their peers.

Although debate is best applied at the end of a 

unit, providing a closure (and being a good test of 

students’ acquisition of knowledge), it can also be 

used as an introduction to a unit (especially when a 

debate involves all the students and aims at testing 

what students already know about the topic) or 

during any other stage of educational process on a 

given unit. 

Teachers of EFL can choose debate as a means of 

discussing a given thematic unit as an effective 

substitute for classroom discussion. The advantage 

of debate over discussion is that the former offers 

a structured forum, with a clear division of roles 

and speaking time, which forces all participants to 

express their views rather than these who are more 

articulate and outspoken (and often monopolize 

classroom discussions). The disadvantage of 

debate is that it can only directly involve a limited 

number of students. The teacher may address this 

inconvenience by assigning the rest of the class 

the role of judges or choose a different deliberative 

methodology, know as a role-play. 

Role-play

Role-play is a technique in which students are 

presented with roles in the form of a case or 

scenario and then are asked to act out these roles 

for educational purposes. Role-play can then be best 

described as a either or planned human interaction 

that involves realistic behaviour under artificial or 

“imagined” conditions. In teaching methodologies, 

role-play is considered to be an excellent tool 

for introducing students to different social roles. 

Mostly, this process takes place when students are 

involved in role-plays that are situations depicting 

a specific problem of social life. The goal of role-

play as a teaching method is not only to practice 

competencies, but also to stimulate a discussion that 

allows identification of the effective and ineffective 

patterns of behaviour under given circumstances. 

The technique involves many variations and types 

(depending on the level of preparation- spontaneous 

role-plays, dramatic skits, etc. and number of 

students involved- pairs groups and multiple groups). 

Apart from the functions listed above, in the context 

of deliberative education, role-plays can serve as a 

method for improving communication, analysing 

and researching issues, formulating arguments and 

exchanging views on a variety of topics.

Role-plays often involve fictitious personae but 

teachers may also develop role-plays involving real 

characters- current or historical figures.  Similar to 

other deliberative methodologies, role-plays develop 

a number of skills: 

	 Communication skills – by providing a practical 

illustration of what happens when people 

communicate, either verbally or nonverbally; 

by giving students an opportunity to receive 

and provide feedback, by developing listening 

skills through activities that require students to 

actively listen to each other.

	 Research skills – particularly by involving 

students in more developed and complex 

role-plays which require students to look for 

sources (on the internet, in the library); and 

use it effectively- through activities involving 

quoting sources and supporting ones’ views 

with relevant data; ability to critically evaluate 

sources- through the activities involving 

assessing information presented by other 

students.

	 Problem solving and critical thinking skills  - 

by asking students to generate ideas, respond 

to each other’ views, propose alternative 

solutions, defend their views and critique the 

views of others 

Role-plays are highly engaging activities which 

increase students’ participation both during the 

preparation process and during the activity itself.  

Role-playing relies heavily on experiences of 

participants in ways that increase their ownership 

of learning. Students are engaged in all stages of 

the role-play, starting from planning and finishing 

with debriefing and as are result are much more 

motivated to participate in the process of learning. 

This technique is highly interactive and shifts 
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teaching and learning from teacher-centered to 

student-centered.

This technique is also highly flexible. The teacher 

can change the role-play as it is being conducted, 

and the materials can be edited to fit particular 

situations. Role-playing can be engaged in for brief 

or long periods (some of the role-plays may last as 

long as 1.5 hours although 45 minutes are more 

common). Typically a role-play exercise involves the 

following stages: introduction, assignment of roles, 

preparation of the students’ groups or individual 

students, stage preparation (optional), role-play, 

evaluation and debriefing. 

During the role-play, a teacher should try to exercise 

a minimum of control and intervene only in order 

to assure the smooth running of a lesson. It is 

important for teachers to remember that the role-

play should be a highly interactive, student-centered 

activity since only as such it fulfills its educational 

objectives. 

Some of the types of deliberative role-plays include: 

mock parliament- in which students role-play 

parliamentarians (e.g. in the House of Commons) 

who deliberate on a given issue, prepare resolutions 

and vote on them; mock trial (or moot court) in which 

students are confronted with an offense or crime 

and need to determine the guilt of a fictitious (or 

real character) subjecting it to adversarial analysis 

(with students role-playing prosecution, defense, 

witnesses, experts, judges and jury); mock talk-show 

in which students can deliberate about an issue role-

playing characters that have direct personal stakes 

in a given issue as well as neutral audience. 

Similar to debate, a role-play can be used during 

different stages of a particular unit- at the beginning 

of the unit it can serve as an excellent introduction 

and illustration of a certain education point or 

objective, while when a more complex role-play is 

conducted at the end of a unit, it can serve as a closure 

and/or a test of students skills and knowledge. 

Simulations

Simulations are similar to role-plays but they put 

more emphasis on the process of experiencing 

interactions and group processes rather than playing 

an individual role of certain characters (although 

very often simulations are based on students playing 

certain roles). The difference between the role-play 

and simulation is also in the authenticity of the roles 

taken by students. In a simulation exercise a student 

is more likely to play a natural role - that is a role 

that they sometimes have in real life while in a role-

play they would more often assume roles of fictitious 

characters. 

Simulations develeop similar skills as role-plays and 

in addition provide students with an opportunity 

to: 

	 increase students’ awareness of how their 

perception of others, motivations and cultural 

heritage can affect their interactions with other. 

Very often good simulations will lead students 

to rethink their behaviour and attitude toward 

others. 

	 allow students to examine their own biases 

and focus on how they perceive differences in 

others and what impact it may have on their 

inter-personal relations;

	 allow students to examine how stereotypes 

are developed, barriers created, and how 

misunderstandings among people in groups are 

magnified. Students will also be able to observe, 

work out and adopt appropriate mechanisms 

for successful interactions with others. 

Similar to other debate and role-plays, simulations 

are excellent teaching methods. They require active 

participation from students and they develop strong 

motivation to learn (especially when an element of 

competition is introduced).  Since most educational 

simulations present students with a social context 

in which they have to interact with others, often co-

operate and later on debrief the process- focusing on 

their feelings and emotions, a simulation exercise 

increases students’ empathy and teaches the rules of 

group processes and group dynamics. 

A well-developed simulation is also conducive of 

acquiring certain knowledge-base and content of 

since it allows the participants to learn from personal 

experiences, rather than from a lecture or even a 
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discussion, in which the message is received from 

a “second hand”. For example a cultural diversity 

simulation will make the participants much more 

sensitive to the fact that cultural differences generate 

stereotypical perception and thinking than a lecture 

on the same subject. Many simulation games will 

also allow to develop inquiry skills for gathering 

information, making inferences, and verifying 

data. In many of the simulation, students will 

need to come up with strategies for solving certain 

problems, dilemmas or achieving certain goals and 

objectives. This in turn will require the participants 

to employ their critical thinking skills, inference and 

conclusion making, use of evidence, etc. 

One of the popular simulations simulates interaction 

between different cultures and students are required 

to act according to some social norms assigned to 

them and confront their peers in a social interaction, 

in which these represent different cultural norms 

and behaviours. 

The drawback of this method, however, is that 

developing good simulations is labour intensive and 

teachers may be better off using already-existing 

simulations and adapting them for their needs 

rather then developing them from scratch. 

Presentations

Each of the methods presented above will use the 

element of students’ presentations to one degree 

or another. These presentations will vary in length 

and the level of preparedness as well as their level 

of structure and formality. Recognizing the need 

of students to acquire good presentation skills not 

only for the purpose of successful implementation 

of other deliberative methods but also for more 

general educational purposes (e.g. making 

presentations throughout school and college and 

later in adult life), deliberative education places 

high emphasis on developing students’ presentation 

skills. Deliberative education assumes a structured 

approach to presentations and has developed a 

whole range of formats and educational methods 

to teaching students how to become more effective 

speakers. 

All of the above types of presentations may require 

students to develop a number of skills and abilities: 

reasoning and argumentation, organization, style, 

presentation and delivery (e.g. body language, eye 

contact, voice, etc.), contact with the audience and 

use of presentation aids (Power Point, etc.). Different 

types of speeches and presentations share many of 

the common characteristics yet teachers may want to 

emphasise different skills when assigning different 

types of speeches. For example speeches to inform 

may make a greater use of presentation aids that 

some speeches to be made on special occasions.  

Teaching of presentation and public speaking can 

be made part of other deliberative methodologies 

(e.g. debate) when a teacher will emphasise certain 

elements of public speaking during the preparation 

or debriefing process or they can be taught on 

their own- by teachers asking students to prepare 

and deliver speeches or presentations on assigned 

topics or subjects. Presentations and speeches can 

be developed into different formats: allowing for 

individual as well as group work.

Deliberative methodologies work best with students 

who are already quite accomplished in English 

(upper intermediate to proficiency levels).  The 

challenge is to make them proficient and hopefully 

fluent in this wonderfully rich language to expand 

their possibilities.  Deliberative education offers 

innovative and creative ways to teach vocabulary, 

grammar, and sentences structure in a way that 

challenges and helps r students to grow in their 

language abilities.  Deliberative methodology is 

the ideal way to approach Advanced and Proficient 

learners as they already possess an understanding 

of how words are put together to form thoughts and 

sentences in English not to mention how to choose 

appropriate words, phrases, and conjugations. 

However, deliberative education goes one step 

further and challenges students to think, analyse, 

and debate ideas and concepts.  It gets away from the 
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boring repetitious language activities and focuses 

on real-world situations using debate forums, role 

plays, simulation activities, and presentations to 

encourage learners to think on their feet and think 

critically.   

In addition to being an excellent method of in-

classroom teaching, deliberative methodologies can 

be used successfully as extra-curricular activities. 

Teachers and students can start debating societies 

at schools, organize competitive debates as well 

as public debates involving members of local 

communities. Students can also practice after class 

mock trial or mock parliaments, turning them 

into weekend events to be watched by their peers, 

teachers and parents.

To learn more about deliberative education and 

international debate movements, please visit www.

idebate.org a website supported by the International 

Debate Education Association (IDEA).

Further readings                                     

Argument and Audience: Presenting Debates in 

Public Settings, By Ken Broda-Bahm and 

Daniela Kempf, IDEA Press.

Debatabase Book: A Must Have Guide For Successful 

Debate, By the Editors of DEBATABASE. 

Discovering The World Through Debate : A Practical 

Guide to Educational Debate for Debaters, 

Judges and Coaches (Second Edition), By 

William Driscoll and Joseph Zompetti, IDEA 

Press.

Many Sides: Debate Across The Curriculum, By 

Alfred C. Snider and Maxwell Schnurer, IDEA 

Press.

Speaking Across The Curriculum: Practical Ideas 

for Incorporating Listening and Speaking Into 

the Classroom, By The California High School 

Speech Associaiton's Curriculum Committee, 

IDEA Press.
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Book Review

book is really meaningful and attractive which 
reflects the scenario of education from primary to 
university level. The size and quality of the book 
is also appreciable. It contains the contents and 
information about Nepalese education which are 
very useful for strengthening of the whole system of 
Nepalese education. The book covers a wide range 
of topics, issues, challenges, and suggestions which 
are important for the development of the education 
system in general and education for national 
development in particular. The book is new and 
different from others available in the field of Nepalese 
education. It extensively deals with the issues 
emerging in the Nepalese education such as open 
university and distance learning, equal education, 
inclusive education, privatization of education, 
democracy, education and peace, and standard in 
education. The book not only raises the issues but 
also deals with them under different headings like 
historical background, critical examination of their 
current status, international trends of those issues, 
and their new horizons. This is how the book offers 
useful insights in education addressing the emerging 
issues in education. Therefore, the policy makers, 
executioners, teachers, and researchers can accept 
the book as a reference material for their purpose. 

The author begins with the historical perspectives 
of the education system from primary to higher 
education of Nepal. Several sea changes in the 
development of education system and different 
efforts made for their improvement, their 
achievements, weaknesses and future challenges 
have been incorporated in the book. In addition, 
the guidelines to address the problems, the new 
horizons in education and roles and functions of 
school education to develop the foundation for 
national development are also included in the book. 

The author has argued that the system of education 
should be regularly monitored through national 
assessment. He has made an effort to present 
the reforms that took place in the field and the 

Science and technology has dramatically changed 
the whole world. The 21st century is going to be 
more technology and knowledge based than ever 
before. The world is going to be globalized. To have 
a meaningful life even in the village, of course, 
new ideas should be inculcated in the mind of the 
youth. Our youth require more analytical rather 
than merely mechanical skills to cope with the 
needs of the emerging society. But in our country 
because of the visionless leadership in education 
we are adopting an age-old system of education. 
Our curriculum is following a deeply rutted path 
directed more by events of the past rather than by 
the changing needs of the present. The core of the 
present curricula differs only in superficial ways 
from the curriculum followed by the tutors during 
the Renaissance. As a result, a large number of our 
students are flying abroad for quality education 
instead of attracting the youth from elsewhere to 
such a country which is full of natural beauty and 
temperate climate. This has directly affected to the 
development of our country. Therefore, we need to 
reform current education practices so as to make it 
relevant and useful to the contemporary societies 
by integrating education with the productive 
service and business sector. Realizing the dire 
need for reform in Nepalese education in line with 
national development, Dr. Tirth Raj Khaniya has 
recently published a book entitled “New Horizons 
in Education in Nepal” which has incorporated the 
burning issues of education.   

The book presents new horizons in education in 
Nepal and provides inputs for future reform. If the 
visions in the book are translated into action, of 
course, Nepal will move some steps ahead towards 
modernizing the system of education for national 
development. This book is highly useful for policy 
makers, planners, researchers, teachers and the 
students especially pursuing higher education. 

The book is organized under five parts and fifteen 
units within 312 pages. The cover page of the 
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achievement of the students as well. In addition, 
the challenges for Nepalese school education like 
access, quality, management, etc. in the days ahead 
are also discussed. The author reviews the present 
structure of school education and supports that 
school education should be categorized into tier 
system i.e. the grades 1-8 elementary education, and 
the grades 9-12 secondary and higher education. 
He argues that school education should be self 
complete, independent, self-contained, terminal 
and autonomous in nature in order to address the 
emerging needs of the societies. With this idea in 
mind, he has presented some guidelines for the 
further improvement of the system. He also argues 
that the existing S.L.C Board and H.S.E. Exam 
Board should be merged into one and Nepal School 
Education Board (NSEB) should be established 
under an act which will be more economical. The 
board should be given full autonomy to take care of 
all kinds of activities related to students' evaluation, 
exam, research and other academic activities from 
primary to higher secondary level. He further points 
out the problems of higher education and talks 
about its changing trends. He also focuses on the 
autonomy of the departments in the university for 
academic change.

The author has also dealt with the historical 
perspective and rationale of Resource Centre System 
in Nepal along with its critical issues. He has also 
suggested some guidelines to make the education 
system more productive. He has pointed out the 
rationale for adopting distance mode of education 
in Nepal. Along with this, he has presented some 
possible challenges for the implementation of 
distance learning. His clear vision and guidelines 
prove that open university and distance learning can 
easily be handled in our country. 

At present, there is a great debate on privatization of 
education in Nepal. However, Dr Khaniya does not 
seem to have negative attitude toward this system. 
He has presented the historical perspectives, the 
reasons for the demand of the private education 
in Nepal, contribution of private sector and some 
of its criticisms and a conceptual framework of 
privatization of education. His plan as to how the 
public and private education can collaborate with 
each other for the benefit of the country seems really 
praiseworthy. He has also talked about the historical 
perspectives of the participation of the community 
in school management. He has pointed out some 
critical issues such as entrusting communities to 
manage schools themselves.      

In the last chapter, the book deals with some other 
emerging issues in education in Nepal. It highlights 
how the political turmoil in our country has affected 
our education system. The importance of democratic 
education for sustainable peace- peace becomes 
sustainable if it starts from the classroom- has been 
discussed extensively. The book also opines as to 
how democracy could be strengthened through 
democratic education in Nepal. The argument, as 
it puts forward, is that the country should provide 
quality education by integrating it with the socio-
economic situation of the country in order to solve 
the real problems of unemployment. 

The book is very useful for all the people concerned. 
It is successful to depict a clear picture of the past 
and present education system with the new trends 
and future direction of education in Nepal. The book 
is a good source of knowledge for the students, an 
attractive guideline for the policy makers, a good 
source of literature for the researchers and a clear 
mirror for all the readers who want to understand 
the education system of Nepal.
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