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ABSTRACT

The objective of this study is to offer a symptomatic reading of 326 journal articles
produced inthe field of ELE from 1995 to 2013 in Bangladesh. Inthe first reading of
symptomatic reading, | tried to discover presences/absences or sightings/oversights of the
ELE research establishment of Bangladesh. Inthe second reading, | tried to detect the
problematic/unconscious of the journal articles. Precisely, the first reading reveals that ELE
research in Bangladesh revolves around technical-mechanical issues—which signifies the
presence of reification in the field. The second reading indicates that the
unconscious/problematic of the ELE research establishment of Bangladesh is positive,
eurocentric, and dehumanized. Inaddition, research activities of Bangladesh are not immune
to professional fallacies and mechanical reproduction. Inshort, ELE research establishment
of Bangladesh is suffering from—what | have termed—creative impotency. In this study, |
have proposed a South Asian Paradigm which can democratize and humanize ELE research.
In particular, the South Asian Paradigm contains the following components: dialectic
materialism, anti-colonial struggle, and peoples’ humanism. Precisely, a paradigm shift can

cure the creative impotency of this discipline.
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Chapter One

Introduction

“But as there is no such thing as an innocent reading, we must say what reading we are guilty

of” (Althusser, 1968, p. 14).

I
The objective of this study is not to offer a meta-analysis of ELE research articles of
Bangladesh. The study does not offer any critical appreciation of ELE research articles
either. Inaddition, the objective of this work is not to find out a solution to the ELT
problems of Bangladesh. Further, this article does not merely seek to identify the issues and
themes of ELE research in Bangladesh. This work does not even intend to offer a wholesale
criticismof ELE journal articles of Bangladesh. The objective, then, is to offer a
symptomatic reading (Althusser, 1968) of ELE research produced in the Bangladeshi
academia. In particular, symptomatic reading enables a reader to (a) detect the absences and
oversights in texts, and (b) to discover the problematic i.e. (philosophical framework) of the
texts by examining the system of presence/absence in a text. In other words, the
presence/absence in a text is not an abrupt quality of the text; presence/absence or
sight/oversight reveals the composition of the unconscious of the text. However,
symptomatic reading requires an Informed Gaze. Inother words, symptomatic reading is a
philosophically informed reading. Inthis study, my understanding of philosophy and critical
theory constituted an informed gaze for me. | am interested in a philosophical (or

symptomatic) reading of ELT journal articles for the following reasons. First, an
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unsystematic reading deals with surface and facts of texts whereas a symptomatic reading
exposes the mechanism of knowledge production. Second, symptomatic reading reveals the
ontological dimension of research product. Thus, symptomatic reading unearths the
paradigm of an academic establishment. In this study, | tried to discover the mechanism and
ontological composition of ELE research articles. This discovery led me to a critical

examination of the existing ELE research paradigm.

1
There are two layers in the method of symptomatic reading: first reading and second reading
(Althusser, 1968). The first reading of symptomatic reading reveals absences/oversights in a
text. The second reading of symptomatic reading constitutes the problematic (philosophical
framework) of the text. Inaddition, symptomatic reading detects the mechanism of
knowledge production. Further, it identifies the system of the production of knowledge effect
in a paradigm. Precisely, “knowledge effect” refers to the cognitive appropriation of the real
world. A conception of knowledge (i.e. what constitutes knowledge) and a historical
condition (e.g. politics, religion) produces knowledge effect. On the other hand, mechanism
of knowledge production means order of appearance of forms/concepts or arrangement of
concepts. Inother words, a combination of ‘real order’ and ‘logical order’ produces
knowledge. The movement of these concepts confirms the validity of knowledge.

In this study, by employing the technique of first reading, I tried to discover sightings
and oversights in the ELE research establishment of Bangladesh. The first reading discloses
that ELE research of Bangladesh sights methods/techniques in ELT, skill development (lower
order mechanical skills), perceptions/attitude of teachers/students etc. On the other hand, the
ELE research oversights multilingualism, anti-colonial struggle of the people,

anthropological specificity, agency of the people, creativity of the people etc. The second
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reading indicates that the ELE research establishment of Bangladesh is Positive, Orientalist,
and mechanically reproductive. Inthis study, | have employed symptomatic reading for the
following reasons: (a) symptomatic reading is an apparatus to discover the mechanism of
knowledge production, (b) symptomatic reading reveals the politico-philosophical tendency
ofadiscipline, (c) symptomatic reading reveals the meaning of silence, (d) symptomatic
reading reveals the unconscious of a discipline, (e) symptomatic reading destabilizes the
Logos (i.e. authority of a discipline, and (f) symptomatic reading can lead to an

epistemological break in a discipline.

11
In chapter 2, | have tried to explain the politics of research. In particular, in my discussion of
the politics of research | have analyzed the process of knowledge production in the existing
world order. In this chapter, | have used an undocumented concept of Ahmed Javed (Editor,
Pathshala, A multidisciplinary journal based in Bangladesh). In a personal dialog, Ahmed
explained his concept of Proletarization of Knowledge to me. This concept adequately
explains the poverty of knowledge in the post-colonial world. Inchapter 3, I have discussed
the themes of ELE research in Asia. The objective of this discussion was to situate ELE
research issues of Bangladesh in the global context. This discussion reveals the
epistemological structure of the post-colonial countries. Inchapter 4, | have elaborately
described Althusser’s method of symptomatic reading. In addition, I have recorded the
research questions of this study in this chapter. Inchapter 5, I have documented the collected
journal articles. | have generated 24 categories to record these articles. The table of this
chapter contains category, source, title, and method of the articles. Inchapter 6, | have
discussed sights (e.g. Methods and Techniques, Curriculum/Syllabus and Material Design)

oversights (e.g. higher order thinking skills, EIL issues, Cognitive Linguistics) of ELE
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research establishment of Bangladesh. Inaddition, | have tried to analyze the mechanism of
knowledge production. In particular, it appears that a positive conception of knowledge
dominates the ELE research in Bangladesh. In addition, Orientalism, Eurocentrism, and
some Professional Fallacies determine the condition of knowledge production. Inother
words, an ideological and political system appears to crystallize the combination of ‘logical
order’ and ‘real order’. This mechanism appears to be responsible for the mechanical
reproduction of “knowledge” in the field of ELE that hardly contains any use-value. In
chapter 7, I have defined the collected articles (produced from 1995-2013) as First
Generation Research. In particular, the first generation research in ELE is non-creative,
Orientalist, mechanical, and dehumanized. In this chapter, | have also proposed a paradigm
shift—a shift from positive research to dialectic materialist research. In particular, | have

tried to outline a South Asian Paradigm in this chapter.

v

At this point, it seems pertinent to mention the status of the English language in Bangladesh.
English language is taught as a separate subject from Grade-1 to Grade-XI|I in the mainstream
education of Bangladesh (see “Preface” in Hoque, 2012). Inaddition, CLT is the officially
declared method of ELT in the pre-university education in Bangladesh. At university level,
both Bangla and English are used as medium of instruction. It is to note that autochthonous
peoples of Bangladesh are streamed into the mainstream education system (see National
Education Policy 2010, p. 4).

Finally, I would like to note that I have used the term “Eurocentrism” throughout the
study in the following senses. First, According to Macey (2000, p. 115), Eurocentrism “holds
that Europe is the centre of the world and that its culture is by definition superior to all

others”. Second, Brooker (2003, p. 95) maintains: the term Eurocentrism describes “the way

11
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a particular cultural model, ‘centred’ upon European intellectual traditions and socio-political
systems, has been generalized so as to apply to the world at large”. By the term “reification”,
I mean an extreme form ofalienation—an imposed dissociation (see Brooker, pp. 221-222).
By the term Political Linguistics, | mean a branch of academic study that addresses the
connection between language and politics. In particular, Political Linguistics may address the
following issues: cultural conceptualization, decolonization of English language, language
endangerment/death, interactions between languages, class and language (teaching), gender
and language (teaching) identity, power etc. This apart, | have used the terms ELE and ELT

interchangeably.
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Chapter Two

Politics of (English Language Education) Research

Domination of masses by elites is rooted not only in the polarization of control over
the means of material production but also over the means of knowledge production
including, as in the former case, the social power to determine what is valid or useful
knowledge. Irrespective of which of these two polarizations sets off a process of
domination, it can be argued that one reinforces the other in augmenting and

perpetuating this process (Rahman, 1982, p. 14).

In this chapter, | have tried to detect the politics of research in the world. Inorder to examine
the politics of research, | have mainly engaged ideas of Phillipson, Cohen, Manion &
Morrison, Aijaj Ahmed, Arundhati Roy, and Ahmed Javed. In particular, Phillipson
addresses the issue of ‘Educational Imperialism’; Cohen, Manion & Morrison explain how
power determines ‘research agenda’; Aijaj Ahmed analyzes the operation of ‘Academic
Imperialism’; Arundhati Roy explains the process of ‘Colonization of K nowledge’; and

Ahmed Javed explains politics of research by using his term ‘Proletarization of Knowledge’.

2.1 Crystallization of Research Approach/Agenda

Cohenetal. (2007, pp. 46-47) contend that connection between politics and research can be
detected at both macro and micro level. Macro-political level concerns the determination of

researchagenda. Inparticular, policy-maker, donors, funders, or sponsors may define
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research agenda, and may identify topics to be investigated. Insuch cases, research activities
may revolve around evaluation and policy and implementation related issues. However,
Burgess (1993, in Cohen et. al., 2007, p. 46) suggests that researchers, not sponsors, should
determine and specify research topics. In this context, Caplan (1991, in Cohen et. al., 1997,
maintains that the objective of research is not to “simplistically” serve policy decision; the
objective of research is to construct knowledge, i.e. concepts, propositions, explanations,
theories, methodologies etc. At micro-political level, policy makers or sponsors may affect
research design. For instance, policy makers who are concerned with short-term solutions
and simple recommendations to solve complex problems may force researchers to adopt
‘Simple Impact Model” and positivist approach. Thus, policy makers and researchers may
contribute to simplification of complex reality. Usher and Scott (1996, p. 176 in Cohen 2007,
p. 47) maintains that positivist research [a dominant paradigm of research] does not challenge
existing power-structure of a society and does not question traditions. Therefore, the central
question pertaining to the politics of research is: “Who defines the ‘traditions ofknowledge’
and the disciplines of knowledge; the social construction of knowledge has to take into
account the differential power of groups to define what is worthwhile research knowledge,

what constitutes acceptable focuses and methodologies of research and how the findings will

be used” (p. 47).

2.2 The Politics of Paradigm

The term ‘paradigm’ is connected with Kuhn’ book The Structure of Scientific Revolutions
(1962). Precisely, the term paradigm refers to “a framework of concepts, results, and
procedures within which subsequent work is structured” (Blackburn, 1996). Cohenetal.
(2007) offer a comprehensive discussion of research paradigm. Cohen et al. begin their
discussion with the description of philosophical foundation of research. Cohen et al. record

that any research approach evolves through the following process: ontological assumptions



English Language Education Research in Bangladesh

leading to epistemological assumptions; epistemological assumptions leading to
methodology; and methodology leading to instrumentation and data collection. Ontological
assumptions refer to the notion about the formation or nature of social phenomena. Precisely,
ontology deals with the question whether social reality exists independently outside
individual consciousness; or whether social reality is constructed by individual
consciousness. Inaddition, ontology is also concerned with the question whether social
reality is ‘objective’ or a manifestation of individual human perception. Inshort, the central
question of ontology addresses the formulative process of social reality. In other words, the
question is whether social reality is [linguistically] constructed or social reality exists
irrespective of the presence of human consciousness. These ontological questions are
addressed by ‘nominalism’ and ‘realism’. Nominalism holds that reality is linguistically
constructed; on the other hand, realism claims that [concrete] reality exists independent of
human consciousness or linguistic signification. Balckburn (1996) describes the following
characteristics of realism. First, realism holds that certain “kinds ofthing” (p. 320) exist.
Second, the existence of thing is not dependent on language or concepts. Third, it is possible
to “attain truths” (p. 320) about things or facts. On the other hand, nominalism holds that
phenomenon [or reality] is constituted by language. Inaddition, nominalism maintains that
“everything that exists is a particular individual, and therefore there are no such things as

universals” (Blackburn, 1996, p. 264).

Epistemological assumptions are concerned with the process of attaining knowledge
about something. The following two schools of thought deal with epistemological questions:
Positivism and anti-positivism. The proponent of positivism is Auguste Comte (1798-1857),
a French philosopher (Macey, 2000). Positivism, as a strand of epistemology, intends to
unravel ‘universal laws’ ofthe universe. Positivism depends on observation,

experimentation, and calculation to uncover universal or general laws in phenomena.
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According to positivism, knowledge is the product of observation. Blackburn (1996) defines
positivism as “the philosophy of Comte, holding that the highest or only form of knowledge
is the description of sensory phenomena” (p. 294). Comte’s positivism assumes three states
of the evolution of human knowledge or human existence (Macey, 2000, p. 303):
Theological, metaphysical, and positive. Theological state is characterized by a shift from
primitive fetishism [worship of inanimate objects] to polytheismto monotheism.
Metaphysical state refers to the abandonment of search for supernatural causes; this state is
characterized by secularism. Positive state is characterized by a desire to know “how things
happen” (Macey, 2000, p. 303), and abandonment of speculation (Blackburn, 1996, p. 294).
Comte’s positivism appears to carry political implication for non-European societies. Macey
(2000, p. 303) writes: “The evolutionary schema is a classic expression of the assumptions of
Eurocentrism; it is made quite clear that non-European societies are still living in the
theological state”. Positivism holds that knowledge is objective and tangible (Cohenet. al.,
2007, p. 7). Inaddition, it advocates application of the methods of natural science to

sociology. Inpositivism, researchers play the role of an ‘observer’.

Anti-positivism, on the contrary, views knowledge as subjective and personal. In
anti-positivist paradigm, a researcher is required to establish symmetrical relationship with
the subjects under study. This paradigm avoids imposition of the methods of natural science

to understand social reality.

Conceptualization of human nature bears implication for the adoption of research
methodology. In particular, notion of ‘determinism’ and ‘voluntarism’ define the relationship
between humans and environment [i.e. society]. According to determinism, humans are
produced by environment, and they mechanically respond to environment. On the other
hand, voluntarism views humans as creative and independent actors— who create

environment [i.e. society]. The researchers who subscribe to positivist paradigm [and
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determinism] would make use of methodologies such as surveys, experiment etc. Onthe
contrary, those who believe in anti-positivism or subjectivism [and voluntarism] would adopt
methodologies such as accounts, participant observation, personal constructs etc. Cohen et.
al.,, 2007, p. 8) write: “Two images [models] of human beings emerge from such
assumptions— the one portrays them as responding mechanically and deterministically to
their environment, i.e. as products of the environment, controlled like puppets; the other, as
initiators of their own actions with free will and creativity, producing their own

environments”.

There are two methodological notions of research: nomothetic and idiographic.
Nomothetic approach to research is associated with objectivism. This approach seeks to
identify regularities, general laws or universal laws in phenomena. This approach, employing
quantitative tools, intends to discover interrelations between facts. On the other hand,
idiographic approach is associated with subjectivism. This approach seeks to explore
particular-individual-subjective experience. This approach may deploy both qualitative and
guantitative analytical tools. Citing Burnell and Morgan (1979) and Kirk and Miller (1986),
Cohencet. al. (2007, p. 8) notes: “Emphasis here is placed on explanation and understanding
of the unique and the particular individual case rather than the general and the universal; the

interest is ina subjective, relativistic social world rather than an absolutist, external reality”.

To recapitulate, philosophical notions or assumptions that lead to distinctive research
approaches are as follows: Ontological assumptions are divided into nominalismand realism;
epistemological assumptions are divided into positivism and anti-positivism; question on
human nature centers around voluntarism and determinism; and methodological assumptions
have been categorized as nomothetic and idiographic. At this stage, it seems essential to
illustrate the distinction between objectivist and subjectivist paradigm. Precisely, objectivism

holds that reality exists external to humans whereas subjectivism maintains that reality is
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constituted distinctively by different individuals. Second, objectivism intends to uncover
‘universal laws’ of society and human behavior; subjectivism, on the other hand, seeks to
present interpretations of the world offered by different individuals. Third, objectivist
paradigm use mathematical models and quantitative tools; contrarily, subjectivist paradigm
analyzes language and meaning. Fourth, objectivism views society as ordered and governed

by rules whereas subjectivism views society as conflicted.

Positivism received considerable and provocative criticism— from philosophers,
scientists, social critics and artists. Critics marshal the following arguments against
positivism. First, positivists’ understanding of life and nature is mechanical and reductionist;
it oversights “choice”, “freedom”, and “individuality”. Cohenetal. (2007, p. 17) observe:
“Essentially, it has been a reaction against the world picture projected by science which, it is
contended, undermines life and mind” (p. 17). Second, Kierkegaard, a Danish philosopher,
attacks positivism for its tendency to dehumanize individuals. In Kierkegaard’s view,
objectivity is an illusion. Inother words, the attempt to attain objectivity by assigning
general rules to human behavior is an illusion. In Cohenet. al.’s (2007, p. 17) words: “By
this [illusion of objectivity] he meant the imposition of rules of behavior and thought, and the
making ofa person into an observer set of discovering general laws governing human
behavior”. Third, lons (1977) also addressed the issue of dehumanization in the positivist
paradigm. lons holds that quantification, computation and statistical theory lead to
collectivismand depersonalization. Cohenet. al. (2007, p. 17, italics in original) notes: “His
objection is not directed at quantification per se, but at quantification when it becomes an end
in itself’. Fourth, Roszak (1970, 1972) maintains that positivism’s search for objectivity
results in alienation of self and nature. Fifth, Holbrook (1977) stresses on the enrichment of
human consciousness and inner world, and “condemns positivism and empiricism for their

bankruptcy of the inner world, morality and subjectivity” (Cohen et. al., 2007, p. 18). Sixth,
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Hampden-Turner (1970) points out that positivism overlooks significant qualities of human
and projects their limited image. In particular, positivism deals with ‘repetitive’,
‘predictable’, and ‘invariant’ dimensions of humans—and portrays a fragmented picture of
humans; it favors observable external behavior of humans over subjective [inner]
experiences. Seventh, Habermas (1972) defines positivism as ‘scientism’ which is reductive
and technicist. He attacks ‘positivism’ or ‘scientism’ because it claims itself as the only
possible form of gaining knowledge, excluding other forms such as hermeneutic, aesthetic,
critical, moral, creative etc. Cohenet al. (2007) indicates that positivism is a threat for
creative and humanitarian dimension of social behavior, because positivism views social
behavior as passive. Eighth, positivism fails to recognize its difference from natural science.
In particular, the relationship between researcher and researched in natural science is subject-
object relationship; on the other hand, the relationship between researcher and researched in
social science is subject-subject relationship. Cohenetal. (2007, p. 19) write: “The findings
of positivistic social science are often said to be so banal and trivial that they are of little
consequence to those for whom they are intended, namely, teachers, social workers,
counsellors, personal managers, and the like. The more effort, it seems, that researchers put
into their scientific experimentation in the laboratory by restricting, simplifying and
controlling variables, the more likely they are to end up with a ‘pruned, synthetic version of

299

the whole, a constructed play of puppets in a restricted environment””,

Cohenetal. (2007) record some principles of anti-positivist approaches. First, anti-
positivism holds that human behavior cannot be subsumed under general/universal laws or
regularities. Second, anti-positivism views humans as autonomous. Third, anti-positivism
maintains that human behavior has to be understood from inside— i.e. individuals’ [or
participants’] interpretation ofthe world would lead to the demystification of social reality.

Fifth, social reality is dynamic, not fixed or static. Sixth, each event or individual is “unique”



English Language Education Research in Bangladesh

and “non-generalizable”. Seventh, social reality has to be investigated in its natural context.
Eighth, there might be multiple interpretation of a particular event/situation. Ninth, ‘thick

description’ is preferable to simplistic interpretation.

Two terms are generically used to refer to positivistic approach and anti-positivistic
approach: Normative paradigm and interpretive paradigm, respectively. Normative paradigm
holds that: (a) human behavior can be explained in terms of underlying regularities; and (b)
methods of natural science is directly applicable to social science. Inaddition, normative
paradigm intends to constitute general theories of human behavior. In contrast, interpretive
paradigm concentrates on understanding subjective human e xperience by concentrating on
individual. Cohenetal. (2007, p. 21) writes: “The imposition of external form and structure
is resisted, since this reflects the viewpoint of the observer as opposed to that of the actor
directly involved”. Besides, interpretive paradigm views theory as emergent and grounded in
data. Inaddition, according to interpretive paradigm, construction of theory is contingent on
spatio-temporal particularities. Therefore, diverse and multiple set of theories might evolve
in time and space. Thus, “from an interpretive perspective the hope of a universal theory
which characterizes the normative outlook gives way to multifaceted images of human
behavior as varied as the situations and contexts supporting them” (Cohen et. al., 2007, p.

22).

2.3 Monopolization of English Language Education Research

Phillipson (1992) in his seminal work Linguistic Imperialism explicates the process of
monopolization of research by the West. Phillipson uses the following terms to address
research monopoly: English linguistic imperialism, scientific imperialism, media

imperialism, and educational imperialism. English linguistic imperialism means the way “the

dominance of English is asserted and maintained by the establishment and continuous
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reconstitution of structural and cultural inequalities between English and other languages” (p.
47). “Structural inequality” means material or economic inequality, and ‘cultural inequality’
means immaterial inequality (e.g. pedagogic inventions and their hegemony). Two
mechanisms have been used to legitimize English linguistic imperialism: ‘Anglocentricity’
which deals with language and culture; and ‘professionalism’” which is connected to
pedagogy. Anglocentricity means evaluation of cultures using norms or standard of English
culture as criteria. Anglocentrism contributes to the devaluation of languages other than
English. On the other hand, the term ‘professionalism’ is defined as a totalitarian view
regarding methods, techniques, and language teaching/learning theories. Inother words,
‘professionalism’ in ELT refers to the belief that existing ELT theories can account
sufficiently for language learning process. Phillipson indicates that ELT professionalism
intentionally tries to detach ELT from socio-political concerns (p. 48). This ‘ELT
professionalism’ appears to determine research agenda in the field of ELT/ELE. According
to Phillipson (p. 48): “The professional discourse around ELT disconnects culture form
structure by limiting the focus in language pedagogy to technical matters, that is, language
and education in a narrow sense, to the exclusion of social, economic, and political matters”.
Phillipson (pp. 48-50) mentions three phenomena pertaining to ‘ELT professionalism’ which
typify export of Western pedagogic inventions to non-English speaking countries. First, non-
English speaking countries seem to be dependent on material and immaterial ELT commodity
produced in core-English speaking countries. Material commodity refers to books, language
experts etc.; and immaterial goods mean ideas or theories of teaching/learning English.
Second, in the mid 1980s, China telecasted a program entitled “follow me” as part of BBC
English teaching series which covered 100 million viewers. Phillipson argues: “This type of
language pedagogy export is considered a good political investment can be seen by the fact

that the United States information agency felt prompted to begin work on an equivalent
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multi- media English teaching series aimed at false beginners, in collaboration with the
Macmillan publishing company” (p. 49). Third, the US ‘Defense Language Institute’
invented audiolingual method and underdeveloped countries enthusiastically imported this
method. However, “American audiolingual doctrine” had structural or economic implication
as it exported books, teachers and aid projects along with the doctrine or ideas. Phillipson
observes: “The impact audiolingualism was great in countries which were themselves
economically weak and lacked an effective pedagogical counterweight, that is, in

underdeveloped countries™ (p. 49).

Phillipson points out that mainstream theories of imperialism predominantly deal with
political economy, class, and capital accumulation. Phillipson identifies a flexible theory of
imperialism in J. Galtung’s book The True Worlds: A Transnational Perspective (1980).
Galtung’s taxonomy of imperialism includes six categories of imperialism: Economic,
political, military, communicative (i.e. communication and transport), cultural, and social.
Galtung’s category of ‘cultural’ imperialism allows Phillipson to formulate the concept of
linguistic imperialism. According to Galtung, imperialism refers to the domination of one
society over another. Inaddition, the following four mechanisms perpetuate imperialism:
Exploitation, penetration, fragmentation, and marginalization. Thus, Galtung’s formulation
of imperialism covers a wide range of reality. This theory of imperialism distinguishes
between dominant center and dominated peripheries. Dominant center determines norms
(e.g. economic, linguistic) and periphery accepts and practices these norms. This relationship
indicates an asymmetrical power relation between center and periphery. In this model,

research norms and agendas are expected to be determined and monopolized by the center.

Galtung identifies ‘scientific imperialism’ as a sub-category of ‘cultural imperialism’.
Galtung detects the following features of scientific imperialism. First, center determines

curriculum and pedagogy of periphery. Second, scientific researchers of center objectify
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periphery— by considering periphery as simply sources of raw data. Third, center
universities construct pedagogic materials/tools and export them to periphery. Galtung
(1980, p.130, inPhillipson, 1992, p. 57): “If the Center always provides the teachers and the
definition of what is worthy of being taught (from the gospels of Christianity to the gospels of
Technology and Science), and the Periphery always provides the learners, then there is
pattern of imperialism...a pattern of scientific teams from the Center who go to Periphery
nations to collect data (raw material) in the form of deposits, sediment, flora, fauna,
archaeological findings, attitudes, opinions, behavioral patterns, and so on for data
processing, analysis, and theory formation (like industrial processing in general). This takes
place in the center universities (factories), in order to send the finished product, a journal, a
book (manufactured goods) back for consumption in the center of the periphery, first having
created a demand for it through demonstration effect, training in the center country, and some
degree of low level participation in the data-collection team. This parallel is not a joke, it is a

structure”.

Phillipson relates Galtung’s conception of scientific research to the field of ELT.
Phillipson remarks that West has monopolized scientific research; in particular, West has
monopolized research in the field of English language pedagogy. Scientific imperialism is a
process through which Center maintains its domination over periphery by conducting
research and constructing knowledge. Phillipson argues: “The imperialist structure ensures
that the West has a near monopoly of scientific research, whether into technological
questions, Third World development issues, or English language pedagogy....The cultural
resources of the center (ideas, theories, experience) are constantly renewed, partly also

through scientific imperialism, with the periphery remaining in a dependent situation” (p. 58).

Phillipson (pp. 61-62) uses the notion of ‘media imperialism’ to construct his theory

of ‘educational imperialism’. Phillipson quotes Boyd-Barrett’s (1977, p. 117, in Phillipson,
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1992, p. 61) definition of ‘media imperialism’. According to Boyd-Barrett, media
imperialism means exertion of power by one country over ownership, structure, distribution,
and content of media of another country. In other words, media imperialism refers to
Center’s domination of media over Periphery countries. For instance, underdeveloped
countries collect a large number of international news from Reuter’s. Second, ‘modelling’ is
a significant term in media imperialism. Precisely, Modelling refers to a process in which
local television program is manufactured imitating a foreign program. Third, media
imperialism involves export of professionalism. Precisely, three ingredients of
professionalism are exported to periphery countries: ‘Institutional transfer’, ‘training and
education’, and ‘diffusion of occupational ideologies’. Dependence on Center inhibits the
discovery of local solutions. Citing Golding (1977) Phillipson states that ‘professionalism in
ELT’ is similar to professionalism in media. In particular, the idea of export of
professionalism (i.e. ‘professional transfer’) is applicable to ELT. First, Center ELT
institutions serve as the model for periphery. Second, Center provides ‘training and
education’ to periphery. Third, Center defines and determines professional behavior (e.qg.
skills, knowledge) in ELT. Consequently, periphery becomes dependent on center, and an
ideological indoctrination takes place. Therefore, periphery cannot devise solutions to their
own problems. In Phillipson’s (pp. 62-63) words: “Training and education is what most ELT
‘aid’ has been about. ELT has aimed at the diffusion of an occupational ideology, an
accepted definition of what legitimate behavior, skills, and knowledge characterize the
profession at its various levels....dependence on the technology and professionalism of centre
ELT...serves to facilitate the reproduction in the periphery of the institutions and practices of
the Center and militates against finding (more appropriate) local solutions. One can classify
this structure as forming part of ‘educational imperialism’”. Phillipson quotes Dale and

Wickham (1984, p.43, inPhillipson, 1992, p. 43) who, on the basis of their reading of the
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history of aid agencies, indicate that aid agencies fail to detect appropriate problematics and
solutions in recipient countries. Inaddition, Phillipson records that Berman (1982a, 1982b)
reviewed activities of aid agencies in Africa, and Sancheti (1984) reviewed activities of aid
agencies in India. Analysis of these authors reveals that Center, as part of educational
imperialism, determines “education reform and innovation” in Periphery countries.

Phillipson quotes Yoloye (1986, pp. 41-42 in Phillipson, 1992, p. 64) who observes that
donor agencies set research agenda in Africa: “The current trend in African countries of
creating curriculum development centers is a result of the impact of educational ideas and
practice from the United States of America...The direction of research is...heavily influenced
by the policies and orientations of the donor agencies”. Phillipson states that ELT aid

involves export of teaching/learning theories of language, skill, and training (1992, p. 64).

Phillipson notes that “Report of the commonwealth Conference on the Teaching of
English as a Second Language” defined, determined, and influenced ELT research agenda.
The conference took place in 1961, at the University College of Makerere. Representatives
from 23 commonwealth countries participated in the conference. This conference made an
attempt to crystallize ELT as a non-political and technical field. In the inaugural speech,
Michael Grant (conference Chairman) emphasized on the non-political characteristic of ELT.
Consequently, the conference report stressed on the technical activities of ELT—dissociating
it from politics. Thus it seems that ELT professionalism consciously constructs a false
consciousness— i.e. ELT is apolitical. This false consciousness is likely to contribute to the
selection/identification of research problematics in the field of ELT. Phillipson observes that
by projecting non-political characteristic, ELT tries to dissociate culture and structure [which
is not possible]. Phillipson (1992, p. 67) observes: “The belief that ELT is non-political
serves to disconnect culture from structure. It assumes that educational concerns can be

divorced fromsocial, political, and economic realities...It encourages a technical approach to
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ELT, divorced even from wide educational issues.” Phillipson refers to neo-Marxist theories
to affirm that education/ELT cannot be dissociated from economic structure. Specifically,
Phillipson cites Carnoy (1982) who identifies three functions of education: Economic-
reproductive (i.e. producing efficient labor force), ideological, and repressive. Phillipson
employs this framework to analyze functions of ELT. According to Phillipson, ELT serves
economic-reproductive function. To elaborate, state may decide to develop English language
skills of its people to gain access to technology, and language curriculum may be designed in
synchrony with the specific objectives of the State (i.e. where the language skills would be
used). Second, ELT serves ideological function— by representing English language as an
instrument of material gain. Third, ELT serves repressive function when English language is
used as a medium of instruction, because use of other languages is discouraged in such cases.
Thus, ELT is not a non-political activity. Phillipson (1992, p. 74) maintains: “ELT and
applied linguistics... are bearers of value judgments which reflect political and socio-
historical determinants, though positivistic science attempts to exclude such matters from its

preview at its peril”.

Phillipson explains the mechanism of research monopoly of Britainand America in
the field of ELT. For instance, Phillipson notes that Drogheda Report (1954) envisaged the
installment of a desire to learn about British people and culture through teaching English (pp.
145-146). This policy carries implication for research agenda in ELT around the world.
Besides, Drogheda report (1954) saw teaching of English as a tool to reap benefit in foreign
trade— by influencing public opinion of different nations. Phillipson notes: “ELT is

unquestionably neo-colonialist and operates within a framework of imperialism” (p. 152).

Phillipson quotes Bourdieu (1982) who states that language creates and recreates
mental structures. ELT research, according to Phillipson, does not concentrate on examining

the mutation of mental structure caused by English language. Phillipson writes: “What is at
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stake when English spreads is not merely the substitution or displacement of one language by
another but the imposition of new ‘mental structures’ through English....yet the implications

of this have scarcely penetrated into ELT research or teaching methodology” (p. 166).

British council, an agent of English language teaching, does not disburse fund for
ELT research. It finances for improving language proficiency test. In the 1960s, British
universities concerned themselves with language teaching or teacher training rather than
research. Research activities were left for individuals. The individuals who were expected to
conduct research were engaged in consultancies, lecture etc. in the periphery. These
individuals in the periphery are connected with British council, and they function to export
center ideas to periphery, and collaborate in the maintenance hegemony of the Center.
Besides educational/ELT aids strongly discourage hardcore research. The ‘aid’ money is
intended to arrange teacher training programs, consultancy etc. Phillipson records:
“Researchers from the Centre can of course learn a great deal during brief visits to the
Periphery, but the general orientation and structure of ‘aid’ activities militates against hard
research. The ‘aid’ effort tends to get channeled into teacher training, advisory work, and the

like, rather than into research” (p. 227).

Phillipson provides an example of biased research undertaken by Center (Ford
Foundation) in Periphery. The title of the study was “English-Language Policy Survey of
Jordan. A Case Study in Language Planning”. Phillipson refers to Jernudd’s critique of this
study who found that the questionnaire used in this study was manipulative; the study ignored
the holistic language planning issue; and the author appeared to be ignorant about the
connection between ‘needs’ and socio-economic differential of the country Phillipson (1992,

p. 229).
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Phillipson quotes Anna Obura, a Kenyan scholar (1986, p. 415, in Phillipson, 1992, p.
232) who describe the condition of research in the field of language education. Obura points
out that the speed of research in language education is slow; research community is tiny;
research output is unsatisfactory and marginal. This apart, Phillipson identifies the purpose
of Anglo-American ELT activism. Phillipson records that the purpose of Anglo-American
ELT activism is to influence and dominate the language education system of Periphery.
Britain and America strive to continue their hegemony in the post-colonial world by
exporting ideology of the Center to Periphery, and by distributing ideology of the center.
They can hegemonize a periphery scholar and confirm ideological subservience when the
periphery scholar conducts research or receives education in the Center. British universities
are unwilling to conduct any research that might be beneficial for Periphery countries.
Besides, Anglo-American ELT paradigm maintains an impression that the field of ELT does
not need to conduct research, because existing ELT paradigm can offer solutions to all kinds
of problems. In Phillipson’s words: “Seen from a structural point of view, what was
important for the British and the Americans was to have a bridgehead in the periphery, an
influential voice in Ministries of Education, teacher training colleges, and so on. This the
centre has had in the entire post-colonial era, reflecting the fact that in the neo-colonial phase
of imperialism, hegemony is maintained by means of ideas and structures rather than force.
Strategically speaking, no research was needed. Research by fledging Periphery scholars
could best be influenced when it was conducted and ‘supervised’ as graduate study in Centre
countries. And why should the British engage in research which might indicate that there
ought to be quite different priorities in education? British universities and research councils,
financed by the British taxpayer, were never likely to fund research fund purely for the
benefit of a given periphery country. Ina sense, the ELT academic world did not need

further research either, because their services were already in great demand, thereby creating
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the impression that the knowledge, skills, and methods for solving ELT problems already

existed” (p. 234).

Phillipson points out that American foundations distribute research fund to establish
intellectual hegemony around the world by imposing its value systemonthe recipient of
funds. Precisely, the foundation determines research method and type. Phillipson mentions
that Rockefeller foundation of Britain played a determining role in defining content, method,
and objective of research in social science in the inter-war period. Likewise, research fund
disbursed by America in Periphery countries ensures domination of American

professionalism, norms, and values (in research) in periphery countries.

Phillipson (1992, p. 250) notes that ELT is disconnected from macro educational
context. Phillipson refers to Parren who remarks that British council tends to draw a
demarcation line between language teaching and education. The root of this tendency is
historical, because British council operated outside the context of education system.
Phillipson (1992, p. 250) quotes Brumfit who maintains that ELT is considered a technical
enterprise detached from general education system. Brumfit remarks: “Language teaching
was seen to a very heavy extent as something that was a technical matter that could be
isolated from the rest of education, and often it would ignore the general educational
research”. As an illustration, an ELT project of Ford Foundation (from 1964-1969) failed in
Nigeria, because it did not take local linguistic and educational context into account. In
particular, the western framework of pre-university education was not suitable for Nigeria.
This apart, the disconnection of ELT form overall educational context is reflected in the field
of “English across the curriculum”. This field received scant attention and remained
underdeveloped. InTanzania, ELT has failed to integrate itself with different academic
subjects. A conference in Namibia held in 1986 revealed that “English across curriculum

received” little attention. Phillipson remarks: “The fact that ELT has traditionally operated in
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isolation from thought and practice in general education, is part of the explanation for this
failure” (p. 253). Inthis context, Brumfit remarks: “The training and development of
language teaching experts has been very insensitive to economic, social, and political

implications of what happens” (Phillipson, 1992, p. 254).

Phillipson indicates that Applied Linguistics is not interdisciplinary, and it does not
utilize insights from education, cultural theory, sociology etc. Inaddition, ELT teacher
training is concerned with classroom techniques and material development, and overlooks
issues such as social and cognitive variables in learning. Phillipson notes that British council
deals with the following issues [from 1978-1989] (cited from Dunford Seminar Report
1988/1989): (1) ESP course design, (2) ELT course design, (3) communicative methodology,
(4) design, evaluation, and testing in English language projects, (4) teacher training and the
curriculum, (5) design and implementation of teacher training programs, (6) curriculum and
syllabus design in ELT, (7) communication skills in bilateral aid projects, (8) appropriate
methodology, (9) ELT and development: The place of English language teaching in aid

programs, (10) ELT in development aid: Defining aids and measuring results.

Phillipson states that Center defines problems for periphery and offer solutions. In
addition, Narrow-technical ELT fails to detect practical and ideological issues/research
questions of the Periphery. ELT training also superficially covers social, political, and
economic questions. Besides, anglocentrismand professionalism of ELT deter Periphery
fromexploring its own problems and solutions. In Phillipson’s words (1992, p. 259): “Centre
perceptions tend to define both the problems to be pursued and the proposed solutions....It is
likely that anglocentricity and professionalism effectively preclude the periphery perspective

from decisively influencing ELT decisions”.
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Phillipson (1992, p. 262) identifies the following ‘“unexplored’ issues in ELT: (1) the
role of English internationally, cultural and linguistic imperialism, foreign ‘aid’, hegemony;
(2) the role of English in particular periphery countries, nativization, its local origins and
local cultural values; (3) comparative educational theory and psychology; (4) intercultural
communication, communication in non-Western cultures; (5) language learning, language
planning and policy in bilingual and bicultural communities. Inaddition, Phillipson points
out that education in Center does not equip periphery students to undertake research
independently. In Phillipson’s words: “One consequence ofthe relatively narrow basis of
research has been that Periphery ELT experts sent for training in the Centre have learnt many
useful skills but have tended not to be familiarized with research methodology that would be

relevant for many applied language tasks on their return home” (p. 312).

In his description of the evolution of ELT as an academic discipline, Phillipson (1992,
pp. 177-179) detects Anglocentricity and Eurocentricity in ELT. For instance, British ELT
academics (in 1960) believed that only center can establish theoretical foundation of ELT.
Second, Center did not allow periphery to exercise autonomy in making any decision about
English language teaching. Center decided to determine the needs of periphery. Phillipson
writes: “The structural relations between Centre and Periphery ensured that all the beneficial

spin-offs would accrue to the Centre, as it built up its research and training capacity” (p. 179).

Phillipson suggests that ELT shows the tendency of subscribing to an “atomistic
technocratic approach”. Though Phillipson did not elaborate the concept ‘atomistic
technocratic approach’, it can be assumed from the context that the word ‘atomistic’ refers to
sociolinguistic detachment of ELT and the term ‘technocratic’ refers to reductive use of

technology and linguistic theories in language teaching.
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Phillipson notes that the blueprint of domination of Center in the field of research and
innovation over periphery was designed in the Makerere conference. The conference
proposed to establish “Commonwealth English Language Information Center (CELIC)” to
accumulate and distribute information about ESL. After Nutford House Conference (took
place after a few months of Makerere conference (held at Makerere, Uganda in 1961)), in
accordance with the recommendation of the participants, British council built English-
Teaching Information Center (ETIC). Parren remarked: “British council was keen to
establish such a center so that no one else, for instance the Institute of Education at the
University of London or another Commonwealth country, would get in first” (Phillipson,
1992, p. 218). A parallel of this information center was “Center for Applied Linguistics” in

America. According to Phillipson:

The effect of this action was to concentrate information and power in the Centre and
maintain the rest of the Commonwealth ina peripheral role. Instead of sharing
equitably in the collection and dissemination of information, plans for research
projects, and the formation of strategy, the interests of the Periphery were fragmented
and marginalized. British academics, publishers and administrators have had
incomparably better access to informationon ELT inall parts of the Periphery than
their counterparts in the Periphery. In Galtung’s theory of imperialism, fragmentation
and marginalization are two of the four central processes in imperialism, along with

exploitation and penetration (1992, p. 218).

2.4 Colonization of Knowledge/Research

Ina conversation with David Barsamian in February 2001, Arundhati Roy explains how
knowledge is produced and deployed by imperial power to dominate periphery countries. In

particular, Roy addresses the issue of ownership and centralization of research. David
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Barsamian asks: “You’ve talked about the colonization of knowledge and its controland a
Brahmin- like caste that builds walls around it. What do you think the relationship should be
between knowledge and power and politics?” (p. 37). In response to this question, Roy
shows the connection between knowledge, power and politics in the activities of
multinational corporations and governments of nation states. Roy says that contracts between
multinational corporations and government are secret documents. The implications of these
documents [knowledge] are not made public. In particular, Roy refers to the contract
between Enron and the government of Maharashtra which is a secret document, though
people have the right to access to this document. Roy points out that different interest groups
conceal politics-economic documents, repercussion of contracts; but contracts are supposed
to be disclosed before public. According to Roy, the contract between Enron and government
of Maharashtra exemplifies the connection between knowledge and power [in which people
were deprived of knowledge]. Roy suggests that education sometimes alienates people from
reality. Inother words, education systemically obfuscates violence and produces passive and
ignorant people. In Roy’s words: “Education sometimes makes people float even further
away from things they ought to know about. It seems to actually obscure their vision. The

kind of ignorance that people with PhDs display is unbelievable” (pp. 37-38).

Roy paints out the dishonesty of experts and consultants. The projects reports of
experts and the concrete reality do not match. To put it another way, experts on their project
reports misrepresent the reality. Roy sys: “I think you’ll see the entire ‘development’ debate
isa scam. The biggest problem is that what they say in their project reports and what actually
happens are two completely different things.” (p. 38). Roy says that world Bank and WTO
bureaucrats have scratched away the power of poor in making decisions. World Bank and
WTO bureaucrats have snatched away the power of poor in making decisions. World Bank

and WTO bureaucrats make decisions on behalf of the poor. Roy asserts that whatever
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decisions they take on behalf of the poor countries—good-or-bad—are politically
unacceptable. Roy suggests that consultancy and policy recommendations of WTO and
World Bank are new forms of colonization. In Roy’s words: “Those men in pin-striped suits
addressing the peasants of India and other poor countries all over again—assuring them that
they’re being robbed for their own good, like long ago they were colonized for their own
good—what’s the difference?” (p. 38). This apart, Roy says that World Bank controls the
production of knowledge to represent its own version of reality. World Bank funds research
and sets research agenda to serve its own purpose. Precisely, World Bank legitimizes
injustice by its research enterprises. In Roy’s words: “The power of the World Bank is not
only its money, but its ability to accumulate and manipulate knowledge. It probably employs
more PhDs than any university in the world. It funds studies that suit its purpose. Then it
disseminates them and produces a particular kind of world view that it supposedly based on

neutral facts” (p. 39).

2.5 Academic Imperialism

A very underrated aspect of the global hegemony the US established after the Second
World War was the role its knowledge industry came to play in training and nurturing

large elements of the ruling strata in the Third World (Ahmed, 2004, p. 254).

Aijaj Ahmed (2004), a political economist of India, contends that academic
imperialism consolidated the hegemony of the US. In the post-Second World War era, the
“knowledge industry” (p. 254) ofthe US played a crucial role in establishing hegemony
around the world. Knowledge industry of the US hosted and trained elites of the third world.
Besides, the US exported its teachers, syllabi, research instrument, libraries etc. as part of
academic imperialism. After the Second World War, the US became the leader in the leader

in the knowledge industry. In Ahmed’s words:
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The US developed the largest, best funded, richest academic establishment ever
known to humankind, and systematically set out to bring key intellectual strata from
the newly decolonized countries into its own academic institutions, across the diverse
fields of physical and technical sciences, social sciences and the humanities, arts,

diplomacy, jurisprudence, and so on (2004, p. 255).

Thus, third world intellectuals were integrated into the US academia. To put it
another way, economists, scientists, diplomats, professors, and politicians came under the
hegemony of the US knowledge industry. They began to imitate academic and institutional
practices of the US. The US became the norm-setter in the knowledge industry and culture
industry. Ahmed writes: “There was an attendant training of sense and sensibility, of literary
and artistic taste, of patterns of consumption, the telecasting and absorption of news, the

duplication of forms in the entertainment industry” (2004, p. 256).

2.6 Proletarization of Knowledge

2 ¢

Ahmed Javed (personal communication, 2014) defines the notion of “labor”, “proletariat”
and “knowledge proletariat” in the context of his concept of Proletarization of Knowledge.
Ahmed contends that the term “labor” encompasses both manual labor and mental labor. He
categorizes the producer of knowledge as “mental laborer”. On the other hand, Ahmed
defines “proletariat” as the class of people who do not own the means of production. He
coins the term knowledge proletariat to define those who do not ownand control the means
and mechanisms of knowledge production. In other words, Ahmed conceptualizes the
powerless condition of researchers and academicians through his term knowledge proletariat.
This apart, Ahmed describes the following mechanism of proletarization of knowledge. First,
Euro-American political system creates a new type of leaders by using its academia who

would serve the new world order (i.e. who would ensure the reproduction of the existing
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world order both intellectually/ideologically and economically). Second, Euro-American
academia controls and monitors (by using its fund/grant) the production and reproduction of
pro-capitalist knowledge. To elaborate, it creates a system of sight (i.e. what should be seen)
and oversight (i.e. what should not be seen). Third, Euro-American academia tries to control
the production of insurgent/useful knowledge by stigmatizing Marxism, Socialism or Left
Theory. Fourth, Euro-American academia psychologically colonizes Periphery scholars;
therefore, Periphery scholars cannot resist Eurocentrism in research. Thus, Euro-American
political system and Euro-American academia disempower researchers and proletarize them

by using economic and ideological apparatuses.

36
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Chapter Three

English Language Education Research in Asia

In this chapter, 1 have made an outline of research activities on English Language Education
in Asia. The objective of this outline is to trace the issues, approaches, and methods of ELE
research in Asia. Inparticular, | randomly selected some articles which tried to capture
research activities in Asia. | have managed to trace the research practices of the following
countries: Hong Kong, Malaysia, GGC countries, Turkey, China, Japan, Singapore, and Choi
and Lee’s (2008) “Cluster of 16 Asian Countries”. These countries appear to deal with
similar type of themes using similar type of research methods. 1n other words, research
issues appear to have crystallized in these countries.

2.1 Hong Kong

Poon (2009) (Education Studies at Hong Kong Baptist University) reviews 108 research
articles of Hong Kong Produced in the last 25 years. She generated the following five themes
to categorize the published articles: (a) English language teaching, (b) English language
curriculum, assessment and reform, (c) students’ perspectives: Motivation and attitudes,
learning experience and strategies, (d) teachers’ perspectives: Attitudes and values, language
awareness, teacher training and qualifications, and (e) learning outcome: Language use,
English standards and the impact on teaching and learning. For this study, Poon selected her
articles based on three criteria. The first criterion was thematic relevance, i.e. whether the
articles can be subsumed under the above mentioned five themes; therefore, articles on
technical aspects of language or linguistics have been excluded. The second criterion was
empirical relevance, i.e. whether there is any “empirical component or some data for
analysis” (p. 8) in the article; hence, argumentative or discursive research publications have

not been included. The third criterion was spatio-temporal relevance, i.e. only those studies
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have been included that were published locally or internationally in the last 25 years covering
the context of Hong Kong. Poon collected data from both online resources and print
resources. Among online resource, she collected data by using “Google”, the database
“ERIC”, and “LLAB”. She also used some local and international journals that are not
included in these databases. From print medium, she used books, edited volumes, research
report series, and local conference proceedings as her data. However, she points out the
limitation of her data: “The list is not meant to be exhaustive” (p. 8).

Poon generated five themes based on her notion of the field of English language
education (ELE). According to Poon, as a field/discipline, ELE encompasses the field of
ELT, the issue of methodology, skills, curriculum, assessment, teachers, students, language
use, and English standard.

Poon reviews 33 research articles on ELT. She identifies seven topics in these
articles: (1) ELT methods, (2) the teaching of listening, (3) the teaching of reading, (4) the
teaching of writing, (5) the teaching of vocabulary, (6) error correction, and (7) NET (Native
English Teachers) scheme. Poon locates the following 4 studies on ELT methodology. In
particular, Carless (2004) examines how Task-based approach was applied in 3 primary
schools, adopting the case study method. Inanother study, Carless (2007) investigated the
implementation of Task-based approach in 11 primary schools by employing survey and
interview method. Based on these studies, Carless concludes that Task-based approach has to
be modified to meet the needs of the local context. Poon (2004a) in her [own] study invented
Integrative-Narrative Method that uses children’s literature and integrated skill approach to
teach writing. This apart, some studies tried to discover innovative method/technigque of
teaching English. For instance, Chapple & Curtis (2000) explored the effect of using film in
the classroom by deploying survey/interview method; and Klassen & Milton (1999), by using

test method, investigated the impact of using multimedia in the classroom. Poon (1992)
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conducted an action research to identify the impact of using TV news as an authentic material
in improving listening skill. Poon (2009) writes: All “these studies generated positive results
in terms of students’ attitudes and language skills”.

Poon locates 14 studies onwriting. In particular, Lo and Hyland’s (2007) action
research—intended to measure motivation of young learners while writing on topics of
interest to them—generated positive results. Five researches (Ho, 2006; Keh, 1988; Li, 1994;
Lo, 1996; Pennington & Cheung, 1995) dealt with process writing and student-centered
classroom in relation to communicative language teaching. Poon (2004) discovered
Integrative-Narrative Method that fuses children’s stories and integrated skill approach to
teach writing. Ma (1988) and Mak & Coniam (2008) explored the effectiveness of using
CALL in teaching writing. In particular, Ma explored the use of “outline planners” whereas
Mak & Coniam worked on the use of “Wikis”. Poon identifies 3 studies pertaining to
feedback onwriting. In Tsang, Wong & Yuen’s (2000) study, teachers’ feedback on both
grammar and content had been found useful. Shi (1998) suggests that written comments of
teachers, and face to face writing conferences between teachers and students help improve
writing skills. Braine (2003) found that peer feedback through using LANSs (Local Area
Networks) is an effective technique to improve writing skills. These studies adopted the
method of content analysis.

Poon examines 3 studies on reading skills. To be specific, Pierson’s (1987) content
analysis of textbooks in Hong Kong indicates that reading texts are not affectively,
intellectually, and culturally relevant for the 14-year-old students. Foo’s (1989) study
concluded that rhetorical structure of a reading text affects reading recall of L2 readers. This
study was conducted by giving students two versions of an expository text with different

rhetorical structures. Tinker Sachs & Mahon’s (1997) study found that primary children
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instead of using phonic rules rely on memory to recognize words. In this study, a test was
used as research method.

Poon detects 3 studies on listening skills. Precisely, Young’s (1997) study indicates
that “inferencing’ and ‘elaboration’ are two common strategies used in listening. This study
interviewed 18 university students. In anexperimental study, Poon (1992) found that
authentic materials (i.e. TV news) are more effective than standard listening comprehension
in motivating and improving listening skills of the students. Coniam (1998) found a CALL
software named “Text Dictation” effective in discriminating between different abilities of
students. Coniam used test method to draw the conclusion.

Poon examines 3 studies on error connection. In particular, Lee (1997) found that
students cannot identify errors due to lack of knowledge in grammar. Lee employed test
method in her study. Inanother study, Lee (2003), by deploying task method, found that
teachers’ strategies of giving feedback are limited. In anexperimental and survey research,
Lu (2005) found that explicit feedback on error is effective in poor English environment.

Poon records 2 studies on vocabulary teaching. 1none study, McNeill (1991), by
using test method, explored how students make sense of formal and semantic value of lexis in
reading material. Inanother study, McNeill (1994), through a comparative study, found that
teachers’ and students’ perceptions of difficulty in vocabulary learning is different. In 1991
study, McNeill suggests that non-native teachers of English do not follow any systematic
approach in dealing with pre-taught vocabulary that occurs in reading texts.

Poon documents the findings of 4 studies on NET (Native English Teachers) scheme.
Particularly, Tang & Johnson’s (1993) study indicates that local English teachers perceive the
role of Native English Teachers as evangelical; therefore, they resent NET’s presence in
Hong Kong. Walker (2001) found a decline in the resentment toward NET. Ina case study,

Carless and Walker (2006) found that collaboration between NET and LET can improve
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language teaching. Ina survey, Luk (2001) research identified positive attitude of students
toward NETSs.

Poon records the following 5 studies on curriculum, assessment and educational
reform. In particular, Chan (2002), using survey method, investigated teachers’ attitude
toward Target Oriented Curriculum (TOC), and found that teachers are skeptic about the
innovative curriculum. On the other hand, Carless (1998), in a case study, identified positive
attitude of teachers toward TOC. Ina longitudinal study about assessment Lewkowicz, Chan
& Tong (1991) compared university students’ performance between internal English tests and
HKALE test (Hong Kong Advanced Level Examination). Chan, Drave, & Wong (1992), ina
survey study, tried to determine minimum English language proficiency for the certification
of teachers. Ina survey study, Lee (2006) found that web-based classroom requires learners
to manage learning ina way that is different from traditional classroom.

Poon locates 25 studies pertaining to teachers’ values and attitude toward English
language teaching, language awareness of teachers, and teacher training and qualifications.
To be specific, ina survey research, Lai (1994) found that English teachers prefer flexible
curriculum. Lee’s (1996) survey study suggests that primary English teachers in Hong Kong
understand the significance of having good command over English though they are not
confident about their own proficiency over English language. Richards, Tung, and Ng
(1991), ina survey study covering 249 teachers, conclude that teachers’ goals, values and
beliefs correlate with teaching experience, training, and approach to language teaching. Ho,
Tang, & Tam (1993) employed interview/classroom observation method and Tsui (2003)
adopted case study method to investigate challenges encountered by novice teachers. These
two studies indicate that non-English major or professionally non-trained teachers face
difficulty in the initial years of teaching; however, increase of knowledge in subject matter

and pedagogical skills can lead to the development of teaching expertise. Poon (2008a), in
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her mixed method study (pre-and post-interviews, class observations by the researcher, pre-
and post- lesson observation conferences between the researcher and the teachers), makes an
attempt to find out the implications of action research in complementing formal teacher
education program. Man’s (2000) study employed survey and interview method. This study
demonstrates that there is a gap between government’s intention and teachers’ beliefs or
practices in the classroom. Lee’s (1996) survey research reveals that self-esteem of primary
English teachers is lower than that of the secondary English teachers. Poon (2008a) suggests
that expert advice can help non-English trained teachers develop their awareness about ELT
methodology. Two studies of Andrews (1999, 2006) indicate that grammar knowledge of
English teachers deteriorate if they do not take any course on grammar after completing
teacher training course. Berry (2001) found that teachers tend to use grammatical
terminology in the classroom. Tsui and Bunton’s (2000) research suggest that teachers
adhere to exonormative norms in English use, and they are not conscious about the
emergence of ‘Hong Kong English’. Lee’s (1996) survey study suggests that primary
English teachers are uninformed about the significance of culture in ELT. Poon notes that the
study of Poon (2008a), Andrews (1992, 2006), Tsui & Bunton (2000) collected data for a
long period of time (2-8 years), and used the following methods for data collection:
Interviews, observations, conferences, tests, teacher narratives, e-messages, and action
research.

Poon documents the findings of the following 6 studies on initial teacher training for
pre-service teachers. Inparticular, Chenget. al. (1998) found Cooperating Teacher Scheme
or ‘school mentor scheme” effective. Lo (1996) identified positive impact of internship in
teacher education program. These two studies collected data through interviews, surveys,
and from [teachers’] journal. Lee (2007) analyzed teacher journals and Lee (2004) examined

email dialogue journals to identity their effectiveness in pre-service teacher training program.
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Lee found both ‘teacher journals’ and ‘dialogue journals’ effective. Pennington & Urmston
(1998) and Urmston (2003), employing survey method, discovered negative attitude of
BATESL (Bachelor of Arts in Teaching English as a Second Language) toward curriculum of
BATESL. The following factor generated negative attitude among BATESL: Theories taught
in teacher education program cannot be applied in the classroom due to practical obstacles.
Coniam & Falvey (2002), in a study of'test takers’ attitude toward Pilot Benchmark Test (an
instrument of Hong Kong government to judge English proficiency of teachers), found both
favorable and unfavorable attitude. The willing participants of the study showed positive
attitude towards the test whereas the unwilling participants displayed unfavorable attitude.
Coniam (2001) conducted a comparative study on the effectiveness of audio and video
versions of listening comprehension used in teachers’ certification test. Coniam suggests that
audio version is more useful than video mode. Lu’s (2007) survey study indicates that
linguistic knowledge of English teachers is poor. Poon (2003), intrigued by the poor
performance of the first English Benchmark Test of 2001, critically examined the syllabuses
and curriculums of Postgraduate Diploma in Education offered in three Universities is Hong
Kong, and found that English teachers received insufficient training.

Poon locates 24 research related to learning outcome. She found 4 studies on English
standards, 9 on language use, and 11 on the impact of MOI (Medium of Instruction) policy on
teaching and learning. In particular, Evans, Jones, Rusmin & Cheung (1998), employing
survey and interview method, found that students, teachers, parents, and business people
believe that their English proficiency is low or below average. Hung (2000), inan
interlanguage analysis of grammatical errors collected from undergraduate students’ writing,
suggests that grammatical errors occur due to the influence of internalized grammar of
students”’ first language. Stone (1994), by administering ACER Word Knowledge Test,

disclosed that the proficiency of English of Hong Kong undergraduate students is low.
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Qian’s (2007) comparative study of GSLPA (Graduating Students’ Language Proficiency
Assessment) (a testing instrument developed locally) and IELTS suggests that GSLPA is
designed to measure English proficiency for professional purposes whereas IELTS intends to
judge test takers’ readiness for academic studies.

Poon detects 9 studies that deal with the use of language in secondary schools and
universities. To be specific, Johnson & Lee (1987), by employing video study and test
method, and Lin (1991), through discourse analysis, reveal that teachers adopt bilingual
teaching strategies. The study of Pennington (1997) and Pennington & Balla (1998), using
interview method, explored that English is used in lectures, tutorials, reading and writing
whereas Cantonese is used outside the classroom. A survey research of Low and Lu (2006)
indicates that code- mixing and code switching are common in informal domains of Hong
Kong societies. Evans (2000) (in a survey study), Kwan (2000), (in a discourse analysis),
and Poon (2000Db), (by employing interview and classroom observation method), explored
that code- mixing and code-switching frequently occur in the classroom.

Poon locates 11 studies pertaining to MOI policy. In particular, the survey study of
Evans et al. (1998) and Tung, Lam & Tsang (1997) reveal unfavorable attitude of students,
parents, teachers, and business people toward streaming policy introduced in September
1994, because this policy takes away their freedom of choosing MOI. The respondents of
Evans et al.’s study preferred multi-medium education—that is, the use of English, Chinese,
and Putonghua in the classroom. On the other hand, Tung, Lam & Tsang’s study indicates
that students and parents value English over Chinese as MOI. Poon (2000a), in a mixed-
method research (interview and case study) of 4 schools, made an attempt to identify some
aspects of streaming policy. She collected data through class observation. Inaddition, she
interviewed policy makers, academics, principles, teachers, and students of the selected

schools. She found that the streaming policy is not being implemented due to some
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obstacles. The study of Evans & Green (2007), Flowerdew, Li & Miller (1998), and Walters
& Balla (1998) adopted survey and interview method to investigate de facto MOI at
Universities. These studies found that Chinese is used as MOI in the classroom, and English
proficiency of students is poor. The survey study of Tse, Shum, Kiand Wong (2001, 2007)
and Poon (2008b) investigated the impact of compulsory Chinese-medium policy on
pedagogic practices. Tse, Shum, Kiand Wong (2001) found that the attitude of teachers
toward Chinese MOI is positive though it was not easy for them to shift from English MOI to
Chinese MOI. Inanother study, Tse et al. (2007) discovered that teachers are not
comfortable with the new MOI policy (i.e. shift from English to Chinese), and they expect a
flexible MOI. Poon’s (2008b) study reported both positive and negative feelings of
participants in some schools. Apart from the impact analysis of MOI, some studies such as
Ng (2007) and Whelpton (1999) deal with connection between learning and medium of
instruction, and attitude toward medium of instruction at school respectively.

Poon documents 21 studies related to students’ perspectives. Out of 21 studies, 14
studies are related to students’ motivation and attitude, and 7 studies are related to students’
learning experience and strategies. The following studies employing both survey and test
method (Hyland, 1997; Lin & Detaramani, 1998; Linet. al., 1991; Lu, Li & Huang, 2004;
Peacock, 1998; Poon, 1988; Yang & Lau, 2003) found positive attitude of university students
toward learning English language. 7 survey studies investigated motivation and attitude of
school students. Specifically, Richards (1994) found that students with intrinsic motivation
are less anxious in the classroom. The study of Axler, Yang & Stevens (1998) and
Pennington & Yue (1993) indicate that students do not feel that Chinese identity can be
threatened by the use of English language. Lai (1996) suggests that English is becoming
foreign language rather than second language in Hong Kong. Luk’s (1998) research reveals

that students prefer British accent rather that Hong Kong accent. 6 studies, employing
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survey/interview method, investigated students’ English learning experience and strategies.
Lewkowicz & Cooley (1998) dealt with university students’ learning experience of speaking,
and Lai (2001) explored aspects of negotiating meaning. These two researches found that
background of students, context, style of lecture, and activity design are related to learning
outcome and experience. 3 studies focused on learning strategies. Hepburn (1991) and Lee
(1999) discovered that students with high linguistic proficiency tend to use more strategy
whereas low proficiency students employ less strategy. The study of Tang & Yang (2001)
suggests that young learners may become autonomous learners by creating individual
strategies.

By examining the research on English language education conducted in Hong Kong,
Poon identifies five issues: English proficiency of Hong Kong students, code-mixing and
code-switching in the academic context, Medium of Instruction policy, motivation and
attitude of students toward learning English, and competence of English teachers in Hong
Kong.

Poon maintains that the debate over the standard of English proficiency of Hong
Kong students started in 1980s, and the debate continues until today. Research findings
suggest that the standard of English is declining due to the following reasons: Inappropriate
approaches and methods, 9-year compulsory education, and lack of skilled teachers.
However, only three studies have investigated the standard of English in Hong Kong.

The second issue that emerges from the research is code-mixing and code-switching
in the classroom. Code-mixing and code-switching occur at Junior secondary, Senior
secondary, and University level since the linguistic proficiency of students is poor. Poon
points out that code- mixing/code-switching is criticized and appreciated in Hong Kong.

“Education Commission” of Hong Kong (1990) wants code-switching to be reduced. On the
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contrary, Li (1998) and Lin (2000) are in favor of temporary and strategic use of code-
switching/code mixing, especially to facilitate learning in content subject.

The third issue “Hong Kong government’s Medium of instruction policy” centers
around the debate of advantages and disadvantages of Chinese Medium Instruction (CMI)
and English medium Instruction (EMI). Studies of Cheng, Shek, Tse, & Wong (1973/1979)
and Poon (1979) indicate that English medium instruction is harmful for students, because
students cannot understand instruction in English.

“Hong Kong students’ motivation and attitudes towards English language learning”, a
fourth issue that emerged in this study, indicates that both school and tertiary students are
extrinsically and instrumentally motivated toward learning English. Inaddition, the students
hold positive attitude toward learning English. Nevertheless, learning outcome is
unsatisfactory.

The fifth issue concerns the quality of English teachers. Poon notes that 9% primary
English teachers and 36% secondary English teachers have necessary first degree and
teachers training. Research findings suggest that English teachers in Hong Kong show high
degree of professionalism and positive attitude toward teaching English. However, linguistic
proficiency of the teachers is low. Besides, novice teachers face difficulty in the initial years.
In addition, self-esteem of secondary teacher is higher than the self-esteem of primary
teachers.

In her critique of the research practices in Hong Kong, in a section entitled
“Reflections on the current situation and on future development”, Poon states that educational
research should focus on both theory and practice. Based on her reviews of 108 studies on
ELF, Poon identifies the following problems of research in Hong Kong. First, research
production on ELE is small in Hong Kong. Second, there is no empirical study on CLT or

Tasks-based approach though Education Bureaus of Hong Kong advocates the adoption of
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these two approaches. Besides, there is no research onthe transplantation of western ELT
methodology in Hong Kong. The number of studies related to assessment and curriculum
reform is small. This apart, studies on motivation and attitude or teachers’ belies and
perceptions, and standard of English do not take sociological and political issues into account
while explaining pedagogic variables.

According to Poon (2009, p. 24), “the scope of research in English language
education in Hong Kong in the past 25 years is on the whole quite narrow” and “the research
fails to reflect the full picture of English language educational practices in the local setting”.
She further observes that research methodology such as survey, test, and interview employed
in the study is not used vigorously. Deployment of survey and test as a method of data
collection only to add empirical dimension in research may lead to “positivistic
reductionism”—which means the supply of narrow factual and formal data ignoring their
implications. InPoon’s (2009, p. 28) words: “It is of course more convincing to present
guantitative data to support certain claims in educational research. However, the empirical
research must be carefully designed and well justified; otherwise, using surveys and tests
casually merely for the sake of including some empirical component ina study will result in
positivistic reductionism”. Poon observes that the studies conducted in the context of Hong
Kong employed convenience sampling, and the sample size of quantitative study is small. In
addition, the analysis of data in most of the research is shallow.

In the last section entitled “How the quality and standard of research in this area can
be advanced in future”, Poon maintains that a research culture should be developed among
school teachers and university teachers. She also emphasizes on collaborative research of
school teachers and university faculties—since schools teachers have practical teaching
experience at grassroots level. Researchers at universities may get adequate data from school

teachers. According to Poon, action research should be encouraged as part of teacher
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development. This would increase the quantity of research as well. Besides, critics and
reviewers of research can help to improve the quality of research. She pleas for research
projects addressing macro issues. InPoon’s words (pp. 29-30): “Doing action research or
reflective teaching can be a much more meaningful option for teacher development on the
one hand, and on the other hand for promoting research culture in the field. Research output
in terms of quantity can thus be boosted. The quality and standard of research can be
enhanced only when there is a critical mass.... The scope of research should be broadened and
new areas or topics should be explored with a view to reflecting a fuller picture of English
language educational practices in Hong Kong. Positivistic reductionism should be avoided
regarding research methodology. More vigorous research methods should be adopted, for
instance, action research, experiments, classroom observations, on even longitudinal studies”.
2.2 Malaysia

Musa et al. (2012) reviewed publications on English language education in Malaysia to
identify central problems of language teaching and learning in the country. Specifically, they
made an attempt to explore discursive issues connected to English language education in
Malaysian context by examining peer-reviewed articles published from 2000-2011. In this
study, Musa et al. adopted the method of document analysis, content analysis, and thematic
analysis.

Research in Malaysian schools detected negative L1 interference as an influential
factor in language learning experience of the students. In other words, negative L1
interference is responsible for the low proficiency of the students. The study of Marlyna
Maros, Tan Kim Hua and Khazriyati Salehuddin (2007) suggest that Bahasa Malaysia or
Malay grammar interferes with the acquisition of English. The authors, employing the
method of error analysis and contrastive analysis, investigated essays of 120 ‘Form One’

students from 6 rural schools located in Pahang, Selangor and Melaka. The study shows that
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the following types of error are most frequent among school students: Articles, subject-verb
agreement, and copula ‘be’.

In another study, Nor Hashimah Jalaludin et al. (2008) found morphological and
syntactic distinction between Malay and English. The authors maintain that difference of
linguistic system between Malay and English inhibits the acquisition of affixes, plural
inflections, copula ‘be’, subject-verb agreement, and relative pronoun. In this research, the
participants were 315 ‘Form Two’ students. The authors suggest that lack of motivation, lack
of positive attitude, and lack of conducive learning environment create obstacles in the
acquisition of English language.

A third research on students’ errors conducted by Saadiyah Darus and Kaladevi
Subramaniam (2009) indicate that students are not competent in the following grammatical
items: Subject-Verb agreement, use of singular and plural forms, tense, use of appropriate
words, and preposition. In this study, the authors examined 72 written essays of ‘Form Four’
[Grade 10] students from a semi-urban secondary school who had been learning English for
last 10 years.

Siti Hamin Stapa and Abdul Hameed Abdul Majid’s (2006) experimental research
indicates that use of Bahasa Malaysia, i.e. students’ L1 can facilitate the process of writing
among low proficiency students. Inparticular, use of L1 helps to generate ideas and to
improve content, language, and structure of the essay. Razianna Abdul Rahman (2005)
suggests that translation of passage from Englishto L1 enhances comprehension ofa text.
Mohd Sofi Ali (2008) presents a different perspective on the use of L1 in the classroom.
According to Mohd Sofi Ali, teachers use Bahasa Malaysia in the classroom so that students
get good grades in the test.

Radha M. K. Nambiar, Noraini Ibrahim & Pramela Krish (2008) investigated the

deployment of language learning strategies by ‘Form Two’ [Grade 8] students. These authors
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found that students do not use their schema or contextual clues to understand reading
passage. Further, learners heavily rely on L1 to decode English texts. This apart, some
studies concentrated on exploring backwash effect (i.e. impact of testing on teaching) in
Malaysia. For instance, Koo Yew Lie (2008) identified the culture of ‘privileging
examination’ in Malaysia. Inthis context, Musa et al. remarks: “Because of the high
importance placed on national examination, it is reported that teachers tend to concentrate on
the teaching of grammar and neglect the communicative aspects of language learning in their
teaching” (p. 38). According to Ambigapathy (2002), students master grammatical skills
through rote learning in order to get good grades in the examination; however, they fail to
acquire communicative competence. Ambigapathy further notes that popular teaching
method in Malaysia involves solving past-year questions, [working on] works sheets, and
exercise books. With regard to methodology, Education development plan 2001-2010 of
Ministry of Education Malaysia (2003) indicated that “teacher-centred approaches” and
“chalk-and-talk method” are dominant practice in the classroom.

Musa et al. notes that students learn English as a separate subject for eleven years at
school. The learning experience of students at is confined to writing, reading, and grammar.
On the basis of the review of research conducted in school context, Musa et al. locate two
issues. The first issue is “mother tongue interference’, that is, influence of Bahasa Malaysia
in learning English—which lead to “wrong use of English grammatical rules, morphology
and syntax” (p. 39). The second issue is: Emphasis on reading, writing, and grammatical

skills. According to Musa et al., teaching of English in Malaysia ignores socio-culturaland

communicative dimension of language. InMusa et al.’s words: “English language learning is

presented as learning a set of language mechanics with ‘fixed’ ways of using the language;
isolated from its communicative use. It is presented as a neutral set of language systems; to

be learned and mastered for specific classroom situations. Framed in this paradigm,
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arguably, learning English literacy will continually and persistently be regarded as an alien
language to the learners’ communicative discourse” (p. 39).

Musa et al. generalizes the causes of low proficiency of Malaysian students by
analyzing the study of Ambigapathy (2002, 2006), Fauziah Hassan & Nita Fauzee Selamat
(2002), Mohd Sofi Ali (2008), Naginder Kaur (2006), Noor Hashimah Abdul Aziz (2007),
Razianna Abdul Rahman (2005), Rosemala Ismail (2008), and Zaira Abu Hasan (2008). The
causes of low proficiency of students are: low motivation, negative attitude toward learning
English, lack of learner autonomy, limited vocabulary knowledge, insufficient exposure to
English, high anxiety in the language classroom, backwash effect, reliance on translation
from L1 to L2 to comprehend a text etc.

Musa et al. mentions one study that investigated the connection between English
language learning and identity. Lee Su Kim (2003) suggests that English language
sometimes defines in-group or out-group. Use of English in certain contexts may create
antagonism and discriminatory situation because of negative attitude toward English
language. Therefore, “it is the non-use rather than the use of the English language that
enhances conformity and acceptance” (p. 43, italics inoriginal). From this study on identity
and English language, Musa et al. draws the following pedagogic implication: Material
designers and teachers need to be sensitive about the role of English in learners’ life.

Musa et al. reviewed Hazita Azman’s (1999) study on literacy and language learning.
Azman’s study of two communities indicates that a child’s literacy development does not
correlate with its ethnic or socioeconomic background. This finding implies that school
rather than home controls child’s development of literacy.

On the basis of their survey of research in Malaysian context on language teaching
and learning, Musa et al. point out some challenges of ELT in Malaysia. First, the authors

question the testing and evaluation system of Malaysia. In particular, they maintain that the
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practice of testing isolated skills discourages learners to learn how to use language in
meaningful context. Second, decontextualized learning of language would fail to meet the
demand of 21% century literacy which requires learners to think creatively and critically. In
Musa et al.’s (pp. 44-45) words: “The new literacies for 21 century command for the
capacity to negotiate diversity, produce new ideas and think out of the box. The new
language classroom should encompass learning environments which encourage critical
thinking, foster innovative culture, and acknowledge diversity in global spaces”.

Musa et al. point out limitations and gaps in existing research practice in Malaysia
and make suggestions for further investigation. According to the authors, research on ELE
should examine the use of language outside classroom. Besides, studies on English language
teaching and learning should take into account multilingual background of the learners while
researching experience of English language learning. Inaddition, researchers should study
learners’ perceptions about English language. Besides, curriculum designers should study the
practical needs of English language of the learners. Musa et al. remarks that the methods
employed to study ELE such as questionnaire, survey or quantitative methods are incapable
of capturing complex psychological phenomenon involved in language learning. Therefore,
researchers should use qualitative methods such as case study or ethnography.

In short, Musa et al.’s review of research articles in Malaysian context locates the
following discursive issues: Negative L1 interference, ignorance of the learners about
learning strategies, negative backwash effect, low motivation, inappropriate teaching method,
and role of English in constructing negative identity. The authors recommend that in-depth
qualitative studies should be conducted to unravel significant factors in English language

education.
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2.3 China

In their article ‘English Language Education in China: A Review of selected research”
Wenfeng (English Centre, The University of Hong Kong, Hong Kong) & Gao (Department
of English, Hong Kong Institute of Education, Hong Kong) (2008) explore research activities
in the field of English Language Education in China.

The authors selected 81 articles on English language education in China from the
following 24 international journals: Applied Linguistics; ELT Journal; English Today;
International Journal of Bilingual Education and Bilingualism; International Journal of the
Sociology of Language; IRAL: International Review of Applied Linguistics in Language
Teaching; Journal of Asian Pacific Communication; Journal of Sociolinguistics; Language
and Education; Language and Intercultural Communication; Language in Society; Language
Learning; Language policy; Language Teaching; Language Teaching Research; Language,
Culture and Curriculum; Studies in Second Language Acquisition; System; Teaching and
Teacher Education; TESOL Quarterly; The International Journal of Bilingualism; The
International Journal of Multilingualism; The Modern Language Journal; and World
Englishes. The author collected articles using the on-line library system of the University of
Hong Kong. The year of publication of the articles ranges from 2001-2006. The authors
group the articles into six categories. General Context of ELT in China, English used in
China, Language policy and planning, curriculum implementation, Learners’ experiences,
and teacher development.

The author placed 15 papers in the category of ‘General context of ELT in China’.
The major theme of this category is “culture of learning”. The authors observe that many
articles of this category represented Chinese learners as “reserved”, “reticent”, and passive.
Inaddition, English classroom in China has been labeled as “teacher-centered” and

“grammar-focused’. The authors note that claims about Chinese learning culture have been
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made with reference to Confucianism, because Confucianism promotes authoritative role of
teachers. Inother words, the articles of this category identified a conflict between western
teaching methods (e.g. communicative language teaching) and Chinese learning culture.
However, the authors refute the argument of the articles regarding teaching/learning culture
of China. The authors refer to Shi’s (2006) survey research (“The successors to
Confucianism or a new generation? A questionnaire study on Chinese students’ culture of
learning English”). Shi found that Chinese students are active learners; prefer to
communicate with teachers; and interested in taking part in classroom activities. The authors
raise question whether the “quite” characteristic of the students is “situation-specific or
culturally pre-set”. The authors indicate that the “quiet” behavior of the students may be
attributed to several factors. First, students’ unfamiliarity with the topic of discussion or low
proficiency in English might force students to remain “quiet”. Second, teachers may fail to
encourage communication in the classroom. Therefore, “it is an over generalization to claim
that Chinese students are reticent and passive learners, and interpretations based on cultural
attributes may not be considered an easier diagnosis for all problems associated with Chinese
or Asian learners” (p. 384). The authors suggest that research on learning culture should
consider “contextual reality”. Inaddition, more research should be conducted on students
with diverge social, economic, and ethnic background. Further, studies should examine
teaching culture together with learning culture.

The second category ‘English used in China’ contains 25 papers. The major themes
of this category are: Varieties of English and linguistic analysis of English used in China.
The authors note that teaching/learning English in China dates back to early 17" century.
The authors indicate that some articles of this category (e.g. Hu, 2005; Jiang, 2003) argued
that English in China experienced the process of nativization and acculturation. Some papers

argued in favor ofrecognizing Chinese English as an “autonomous variety”. Hu (2005)
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surveyed the attitudes of Chinese EFL professionals [toward China English]; Chen & Hu
(2006) investigated attitudes of English native speakers [towards Chinese English];
Kirkpatrick & Xu (2002) observed that Chinese speakers of English are more likely to use
English with non-native speakers of English than with native-speakers. The authors remark
that Kirkpatrick & Xu’s (2002) observation indicates the evolution of Chinese English. This
apart, some articles of this category offer linguistic analysis of English used in China. These
studies focus on: use of cohesive devices in writing; dialogic and hortatory components in
English writing of Chinese students; conversational management in business interactions
between Chinese and English [people]; use of English idioms in China etc. However, the
authors point out that the question whether the unique characteristics of English used in
China are properties of interlanguage remains unanswered. Citing Butler (1997), the authors
note that an autonomous variety of English requires the following components: [different]
phonological system; local vocabulary; language community with a history; literature
[written in the new variety]; and reference texts [e.g. dictionary, grammar] used by the
community. The authors observe: “So far, the evidence at hand (as in the papers reviewed in
this section) is exciting but is still short of making any substantial claims relating to China’s
own variety of English” (p. 386). The authors suggest that more research should be
conducted on English used in China considering Butler’s (1997) criteria.

The third category of articles is “Language policy and planning”. This category
involves 8 papers which deal with: Models of language education, bilingualism and
multilingualism, and English for minorities. The authors note that the articles of this category
are concerned with implementation of [macro] English language curriculum in
ethnolinguistically heterogeneous China. Some articles of this third category examine
whether promotion of English is a threat for ethnolinguistic diversity and tradition of China.

Referring to the articles of Adamson (2002), Hu (2005a), Niu & Wolff (2005), the authors
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write: “As China has a long sociocultural history and tradition, it becomes a huge challenge
for us to deal with the existing set of sociocultural practices, whose integrity may have been
threatened by the importation of ideologies and sociocultural practices following the
promotion of the English language” (p. 386). Specifically, Adamson (2002) mentions that
English language is a tool for modernizing China. Onthe other hand, Niu and Wolff (2005)
observe linguistic imperialism in the “popular zeal for the learning of English” (p. 387). Hu
(2002, 2005a) examines the following issues to raise awareness among policymakers: English
as a compulsory subject at primary schools; use of content based instruction in teaching
English; significance of teacher education; and quality of teaching English in different
regions. Some articles (e.g. Feng, 2005; Yang, 2005) point out the challenges in teaching
English to ethnic minorities. The authors (i.e. Wengfeng and Gao) indicate that majority of
the ethnic minority groups are not economically strong. [Therefore,] research works should
be conducted on the relationship between national language policies/curriculum and students’
ethnic identity, personality development, and academic performance. Inaddition, research
should empirically investigate the process of implementation (or adaptation) of national
policies and curriculum at local level.

The fourth category is “curriculum implementation” which encompasses 16 papers.
The themes of these articles include: Curriculum, syllabus, textbook, teaching, and testing.
For instance, Adamson and Kwo (2002), reviewing English textbooks of China, argue that
the textbooks adopted British or American norm of English and failed to recognize Chinese
variety of English. Yin and Chen (2002) maintain that teaching of English literature should
be emphasized at university level. They argue against teaching/learning of English for
[narrow] instrumental purposes. However, Pang et al. (2002) stress on the pragmatic
necessity of English language. Besides, Cheng (2002) maintains that “ELT needs to have a

character of humanistic/philosophical education; otherwise, ELT will degenerate into service
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teaching and fail to achieve one of its integral objectives, namely an understanding o f
cultures/civilization of English-speaking peoples” (p. 388). Tangand Nesi (2003) detected
discrepancy between curriculum objectives and classroom practices. Fang and Warschauer
(2004) explored positive impact of technology [in teaching English] in East China (e.qg.
learner autonomy, authentic interaction etc.). Hu (2005b) explored the differences in
classroom practices in different regions of China. The authors remark: This study
“contributes to the break-down ofa homogenous China often portrayed in research literature”
(p. 389). The authors suggest that economic inequality should also be considered as a
variable while describing heterogeneity of Chinese students.

The fifth category is “Learners’ Experiences” which contains 14 papers. These
papers focus on the following issues: processes of students’ linguistic production; learners’
cognition; background knowledge [of students]; motivation; identity; personal accounts of
language learning; academic publication; teachers’ pedagogic interventions; [description of]
successful and unsuccessful learners of [English] language. However, the authors observe
that most of the papers in this category dealt with Elite Han [ethnic group] of tertiary level.
The authors observe: “Ethnic minority students in China are...alarmingly underrepresented in
the journal papers reviewed” (p. 390). Apart from this, the authors note that out of 14 articles
only 1 paper dealt with young learners, and 1 paper dealt with secondary level.

The authors indicate that research activities on exclusively limited subject and setting
(i.e. Elite Han students and tertiary level) obfuscate the learning experiences of divergent
subgroups of English language learners. The authors suggest that more research should be
conducted onthe learning experiences of ethnic minority students.

The sixth category is “Teacher Development” which contains 3 papers. Wang (2005)

describes her own experience of working as a teacher and researcher; Wu (2006) explains
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Exploratory Practice (EP) model [of teaching] in the context of China; and Wang (2001)
sheds light on the facilities of teacher education.

Finally, the authors suggest that future research should address the following issues:
language policies for ethnic minority students; implementation of language policies; learning
experiences of ethnic minority students; teaching- learning practices in non-elite colleges, and
primary and secondary level institutions.

Hu (n.d.) also analyzed research activities in China. Hu notes that in the late 1970s
ELT researchers in China became “overwhelmed” by the development of applied linguistics
in the West. As a response, China began to interpret and introduce western linguistic
theories, syllabus, teaching materials, and international English texts. Nevertheless, China
failed to conduct any empirical research. Most of the published research of this decade can
be designated as “work report”—rather than rigorous research. The research articles mainly
contained anecdotes, general suggestions or impressionistic discussion. Hu (n.d., p. 62)
writes:

There was, however, little empirical research on ELT and applied linguistics done

during the first decade of opening up and reform. Most of the so-called research

published took a work report format—*a general summary ofthe authors’
achievements in the past with anecdotal support, followed by general suggestions for
future practice”...“Other research included impressionistic discussions of the
application of imported theories and teaching materials on the basis of personal
experience in the classroom. Such “barren empiricism” (G. Z. Xu, 1996, p. 8 in Hu,

n.d., p. 62) apparently could not meet the needs of ELT development in China.

In the late 1980s, China began to realize its limitations of research in the field of ELT.

ELT researchers strongly demanded a change in research practice. They “called for a shift
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from work-reportism to rigorous, data based research” (Hu, n.d., p. 63). As a consequence,
the quality of ELT research, as Hu indicates, improved in China. Nevertheless, Hu notes:
It must be acknowledged, however, that much of the research being done currently is
still non-empirical and merely reports on personal experience in following new
teaching methods, new textbooks, new curriculums, and so on. Because of the rapid
introduction of the new curriculums, syllabuses, and teaching materials, there are
great demands for models operation to emulate, and, consequently, many research-
minded teachers are preoccupied with descriptions of effective use of new textbooks,
useful classroom techniques, and so on. There is an apparent need for more research
that seeks to answer clear and specific research questions, adopts systematic data
collection, and employs rigorous analysis techniques (n.d., p. 63).
2.4 GCC countries
In his article “Advancing English Language Teaching research in Gulf Cooperation council
states universities” Issa (ELT Assistant Professor & the Assistant Dean for Postgraduate
Studies & Research at College of Law, Sultan Qaboos University) (2011) explicates the
condition of ELT research in Gulf Cooperation Council (GCC). The following countries
constitute GCC: Bahrain, Kuwait, Oman, Qatar, Saudi Arabia, and United Arab Emirates).

The author reviews the works of Akkari (2004) and UNESCO report (2005). Akkari,
in his article, “Education in the Middle East and North Africa: The current situation and
future challenges”, maintains that research output in MENA countries is “inadequate” and
“limited”. Inaddition, research activities in these countries are disconnected from
“international research networks”. According to the UNESCO (2005) report, Middle East is
the “least research-and-development- intensive region in the world” (p. 65).

The author, citing Moody (2009), Syed (2003), Zughoul (2003), and World Bank

report (2008), points out some common concerns of ELT research in GCC countries. In

60
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particular, Moody indicates that implementation of communicative language teaching
approach in GCC countries is not satisfactory. Syed maintains that English proficiency of
GCC students is low. Syed detected the following causes of “students’ poor output in
English”: Absence of motivation, rote memorization, use of backdated curriculum and
methodology, lack of trained teachers, and influence of high-stake tests (e.g. TOEFL,
IELTS). Zughoul contends that English language teaching approach, methodology, and
curriculum [in the Arab world] should be changed. World Bank report defined education
system of GCC countries as teacher-centered and textbook-focused. Inaddition, GCC
countries encourage memorization and attainment of declarative knowledge at the cost of
procedural knowledge. The education system does not develop higher order thinking skills of
students. Besides, individual differences of students do not receive much attention. Issa
remarks: “Published and writen research about ELT in the GCC states thus shows that there
are common features and themes, which constitute a platform for significant and long- lasting
research collaboration” (p. 66). Issa indicates that researchon ELT in GCC countries may
focus on the following issues: Male students teachers’ reluctance to embrace ELT as a career;
drift between school outcomes and the labor market; time allocated to ELT on the national
curriculum; teaching maths and science through English; material and textbook selection and
design; computer-assisted language learning; teachers’ professional development; assessment
policy and practice; teacher training and education; classroom management issues; content-
based instruction; extra curricula activities; teaching the four skills; independent learning;
teaching vocabulary; task-based teaching; teachers’ workload; student motivation; teaching
grammar; nationalizing ELT; teaching spelling; critical thinking; culture in ELT; private

lessons; error analysis; lesson plan; homework; and class size.
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2.5 Vietnam
In the article “Researching the research culture in English language education in Vietnam”
Hiep (University of Hue, Vietnam) (2006) explores research culture of Vietnam. In this
study, the author interviewed 7 English language teachers of Vietnam. Among these 7
participants, 5 received degrees from English speaking countries. Besides, 5 participants
completed MA in TESOL or applied linguistics, and 2 participants earned doctorate.

The participants of this study were asked about their conception of research. Majority
of the respondents replied that research means investigation into classroom practice with a
view to improving teaching/learning. The author quotes responses of two participants. Xuan
(pseudonym) replied: “For me I think that research is not something big and too academic as
some people think. Inour daily teaching, we may come up with some particular problemand
this urges use to explore why this problem exists and if there is any possible solution to it”.
Bao (pseudonym) responded: “There are some aspects about teaching and if we learn it only
from the training course...l mean the theory, it can be like this, but when we put it into
practice, it might be different, I mean we might not be successful in applying what we have
learnt from training...the theory, thus there need to be some investigation into what does not
work in the classroom. For example, communicative language teaching sounds very
interesting and useful in theory, but often it is not used successfully in the Vietnamese
classroom, so we need to reflect on it, we need to identify whether and to what extent it is
suitable to the Vietnamese classroom...We might ask students and colleagues to find out the
answers, and share our experience, then report the findings at staff seminars. This is research
in my view”. Based on these responses, the author concludes that Vietnamese English
language teachers’ view of research center around classroom issues. The author writes:
“Vietnamese university teachers of English basically see research as an investigation into a

classroom issue and problem. Many of these teachers aspire to do research to improve their
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teaching practices”. Apart from teachers’ conception ofresearch, this study also unravels of
tension between different research paradigms in Vietnam. Some respondents informed that
research evaluation committee in different institutions believe that research means large
sample, statistics, tables, charts, and graphs. Inaddition, research evaluation committee is
uncooperative. Further, the members of the committee are ignorant of divergent research
paradigms or approaches that exist in the world. The author quotes responses of Xuan, Hoali,
aned Binh. Xuan said: “Sometimes the feedback is destructive rather than constructive. |
mean they criticize you by pointing at some trivial things. | mean they do not ask questions
with a view to helping the presenter do better but they tend to challenge, and test the
researcher’s knowledge, sometimes to make her lose face”. Xuan (pseudonym) further
remarked: “It seems that they do not understand, see the meaning of qualitative research. For
many of them, statistics with tables, charts and graphs look more scientific and more
convincing. My previous research focused on seven teachers and a dozen of students, but
they said the number is not sufficient and thus no findings could be made based on this small
number. | said, of course | did not mean to generalize my findings to other contexts. 1 tried
to argue that | talked from a certain angle or a certain aspect, but it is very hard to
argue...because they and I do not share the basic view”. Hoai (pseudonym) said: “I presented
the findings ofa project | did some years ago, this project was about group work with a
survey and interviews conducted with 30 students. Some people in the committee questioned
why I had not surveyed 1000 students”. Binh (pseudonym) said: “You can do qualitative but
there will be a lot of questions raised when you present it to the committee...if you want your
research to look good to them, you must combine qualitative and quantitative methods™.

2.6 Turkey

In the article “Research engagement in English language teaching” Simon Borg (School of

Education, University of Leeds, UK) (2007) reports research engagement of English
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language teachers of Turkey. The participants of this study include 50 English language
teachers who teach at tertiary level in Turkey. The author elicited data using closed-ended
self-report questionnaire. The objective of this study was to explore teachers’ perception of
research and their research activities.

The respondents were asked to rate ‘scenarios’ (10 scenarios) as: ‘definitely not
research’, ‘probably not research”, ‘probably research’, and ‘definitely research’. However,
the author divided the elicited responses into two categories: ‘research’ and ‘not research’.
Analysis of data reveals that 98% participants rated the following scenario as research: “A
university lecturer gave a questionnaire about the use of computers in language teaching to
500 teachers. Statistics were used to analyse the questionnaires. The lecturer wrote an article
about the work in an academic Journal”. The author remarks that teachers identified this
scenario as research since it includes the use of ‘questionnaire’ and ‘statistics’. 87.5%
participants (second highest) rated the following scenario as research: “To find out which of
two methods for teaching vocabulary was more effective, a teacher first tested two classes.
Then for 4 weeks she taught vocabulary to each class using a different method. After that she
tested both groups again and compared the results to the first test. She decided to use the
method which worked best in her own teaching”. The author comments that participants
rated this scenario as research because they tend to relate pre/post-tests with features of
research. 73.5% respondents rated the following scenario as not research: “Mid-way through
a course, a teacher gave a class of 30 students a feedback form. The next day, five students
handed in their completed forms. The teacher read these and used the information to decide
what to do in the second part of the course”. 68% teachers detected the following scenario as
‘not research’: “A teacher noticed that an activity she used in class did not work well. She
thought about this after the lesson and made some notes in her diary. She tried something

different in her next lesson. This time the activity was more successful”.
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The author asked participants regarding the “characteristics of good quality research”.
The respondents, in this case, were required to identify some statements as ‘less important” or
‘more important’. Analysis of data discloses that the first ‘more important’ statements
recognized by the participants was: “The researcher is objective” (97.9%); the second more
important statement/quality of research was: “Hypotheses are tested” (87.5%); the third
‘more important’ statement was: “Variables are controlled” (79.2%). The author remarks:
“Taken together, teachers’ views here reflect a conception of research where objectivity,
hypothesis testing, and the manipulation of variables are fundamental concerns” (p. 737).
This apart, teachers were asked about reasons for conducting research. Majority of the
respondents reported that they carry out research to solve problems in teaching; to discover
better techniques of teaching; and to develop professionally. Teachers were also asked about
the reasons for not conducting research. Majority of the teachers reported that they cannot
manage time to conduct research. Some teachers responded that carrying out research is not
their job (“My job is to teach not to do research” (p. 742)).
2.7 Choi & Lee’s (2008) Cluster of 16 Asian Countries
In their article “Current Trends and Issues in English Language Education in Asia” Choi &
Lee (2008) discusses the issues of ELE in Asia. Choi is a professor of English Education at
Ewha Womans University in Seoul, Korea. She obtained PhD in Applied Linguistics from
the University of 1llinois. On the other hand, Lee is a professor of English Language &
Literature Department at Korea Maritime University, Korea. He is the founder of Asia
TEFL. Though this article does not offer a review of journal articles in Asia, | have selected
this article for the following reasons. First, this article reflects the epistemological/acade mic
collective unconscious of the ELT professionals. Specifically, this article not only exhibits
the epistemological unconscious of Choi and Lee who are leaders of Asia TEFL, it also

reflects the academic unconscious of the leading ELT experts of Asia. Precisely, this article
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unravels the psyche of the ELT professors who cannot think beyond some cliché issues— for
most of the ELT professors, ELE problems are some administrative- logistic-policy related
issues. Second, this article identifies central issues in the field of English Language
Education in Asia. It can be insinuated that these issues are also central research issues in
Asia. Thus, this article reveals what Asian ELT researchers see and does not see (i.e.
sightings and oversights). Additionally, this article appears to produce a crystallization
effect. By the term crystallization effect, | mean an impact of these issues on the research
community of Asia. In other words, research community of Asia may revolve around these
issues, oversighting other significant issues.

In this article, Choi and Lee list the following 10 categories of ELE issues to
interview ELT professors from 16 countries of Asia: the starting grade, class hours, national
curriculum, textbooks, the medium of instruction, the use of computer, university entrance
examination, teachers, tertiary English education, and problems and concerns. The
researchers interviewed ELT professors (1 or 2 from each country) from the following
countries: Korea, China, Japan, Indonesia, Malaysia, Singapore, Thailand, the Philippines,
Vietnam, Bangladesh, India, Pakistan, Sri Lanka, Iran, Israel, and the UAE. Inthe section
entitled “The status of English”, the authors document the status of English in the selected
countries. For instance, English is a second language in Malaysia, the Philippines and Sri
Lanka; both second and foreign language in Hong Kong, Singapore and Bangladesh; and
foreign language in Korea, Iranand Israel. In the section entitled “The Starting Grade of
English Language Education” the authors record that English is introduced in the first grade
in most of the countries. For instance, Bangladesh, Thailand, and the UAE teach English
from the first grade. In the section entitled “English Class Hours”, the authors note that in
primary English education, ESL context teaches English 4 to 10 hours per week whereas EFL

context teaches English 1 to 4 hours per week. Inthe section entitled “National English
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Curriculum”, the authors point out that curriculum of all the selected countries are determined
and controlled by their government. In other words, the selected countries follow a top-down
process in designing and implementing curriculum (in primary and secondary levels). In the
section entitled “School Textbooks”, the authors write that in most of the countries,
governments produce textbooks for their schools (primary and secondary level). In the
section entitled “Teaching English through English”, the authors note that English is taught in
English in the following 5 Asian countries (ESL context): Malaysia, the Philippines,
Singapore, Sri Lanka, and the UAE. Both English and the native language is used (at tertiary
and senior secondary level) in Bangladesh, India, and Indonesia. In the section entitled “The
Use of Computer for English Language Education”, the authors note that in most of the
selected countries, computer is used in English language education. In particular, the
countries use power point, internet, CDs, e-books, and word processors. Inthe section
entitled “The University Entrance Examination”, the authors note that (on the basis of data
derived from the respondents) most of the countries arrange nation-wide university entrance
examination. The entrance examination questions include MCQ, TF question, fill-in-the-
blank, SAQ, essay, oral test, summary, letter writing, and translation. In the section entitled
“English Teachers”, the authors record that generalists [ General teachers] teach English in
some countries (e.g. Thailand, Bangladesh) and specialty teachers teach English in some
other countries (e.g. China, Israel) at primary level. However, most of the English teachers at
school level in most of the countries are NNESTS [Non Native English speaking Teachers].
In the section entitled “Tertiary English Education”, the authors point out that all the
countries (excluding Israel) teach EGP courses [English for General Purposes] at tertiary
level. In the section entitled “English-medium subjects”, the authors record that in most of
the countries, English is used as a medium of instruction in non-English courses at tertiary

level.
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In the section entitled “problems and concerns in primary and secondary English
Education”, the authors, on the basis of responses of the ELT professors, locate 9 types of
concerns in English Language Education at primary and secondary level: Sociocultural or
linguistic context (e.g. lack ofauthentic language use environment in China), English
language education policies (e.g. lack of state support in India), class size and hours (e.g.
large class in Bangladesh and less class hours in Taiwan), curriculum and learning contents
(e.g. low curriculum standard in the UAE at secondary level), Teaching methods and
materials (e.g. lack of resources in Pakistan and China), students (e.g. lack of students
motivation in Indonesia and Malaysia), teachers (e.g. lack of qualified teachers in Korea and
China), and parents (e.g. lack of rural parents’ support in Malaysia). Thus, the issues and
concerns of English Language Education center around technical and administrative factors.
In their suggestions for future research, Choi & Lee, like the interviewed professors, fail to go
beyond the cliché issues. Choi & Lee (2008, p. 28, italics mine) write: “In addition, a survey
is needed on the topics not investigated such as teaching methods and techniques, teacher-
student interaction in order to shed light on what happens in real classrooms”.

2.8 Japan

lino (n.d.) describes issues of English language education in Japan. The issues of English
language education in Japan include introduction of communicative approach, emphasis on
listening and speaking at junior high school level (since 1999), university entrance
examination (i.e. necessity of paying attention to listening and speaking skills), introduction
of English at primary level, officialization of English language, low scores of Japanese
students in TOEFL. Therefore, it may be inferred that research topics/questions revolve

around these issues.
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Table 3.1 shows the research themes in different countries of Asia. Inthe table, |
have labeled some data as “inferential” because the sources of these data did not directly deal
with research themes.

Table 3.1

Research Themes in Asian Countries

Country Source Themes

Hong Kong Poon (2009) (@) English language teaching ((i) ELT methods,
(i) the teaching of listening, (iii) the teaching of
reading, (iv) the teaching of writing, (v) the
teaching of vocabulary, (vi) error correction, and
(vii) NET (Native English Teachers) scheme), (b)
English language curriculum, assessment and
reform, (c) students’ perspectives: Motivation
and attitudes, learning experience and strategies,
(d) teachers’ perspectives: Attitudes and values,
language awareness, teacher training and
qualifications, and (e) learning outcome:
Language use, English standards and the impact

on teaching and learning

Malaysia Musa et al. (2012) | L1 Interference, Error Analysis, Learning
Strategy, Testing and Evaluation, Teaching Four
Skills, Backwash Effect, Teaching Grammar,
Language Learning and Identity, Literacy and

Language Learning
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China Wenfeng & Gao General Context of ELT in China (i.e. Culture of
(2008) Learning), English used in China, Language
policy and planning, curriculum implementation,
Learners’ experiences, and teacher development
Hu (n.d.) Teaching methods, Textbooks, Curriculums
GCC Countries Issa (2011) Communicative Language Teaching, SLA, SKill
Development, Teacher Training, Testing and
Evaluation
Vietnam Hiep (2006) Classroom Research/Action Research [inferential
data]
Turkey Borg (2007) Classroom Research/Action Research [inferential
data]
Korea, China, Choi & Lee (2008) | The Starting Grade, Class Hours, National

Japan, Indonesia,
Malaysia,
Singapore,
Thailand, the
Philippines,
Vietnam,
Bangladesh, India,
Pakistan, Sri
Lanka, Iran, Israel,

and the UAE

Curriculum, Textbooks, The Medium of
Instruction, The Use of Computer, University
Entrance Examination, Teachers, Tertiary
English Education (i.e. Curriculum), Primary and
Secondary English Education (i.e. Class Size,

Methods, Materials etc.) [inferential data]

Japan

lino (n.d.)

CLT, Speaking and Listening, Testing and




English Language Education Research in Bangladesh

71

Evaluation, Language Education Policy




English Language Education Research in Bangladesh

Chapter Four

Method

I
Louis Althusser (1968), a French Marxist, systematized the method of ‘symptomatic reading’
in his book Reading Capital while reading Marx’s Capital. Althusser notes the following
features of symptomatic reading: (a) symptomatic reading is a negation of
superficial/immediate reading (which simply decodes presence of logos) and Hegelian
reading (which constitute whole using parts); (b) symptomatic reading constitutes
‘problematic’ and uncovers a text’s unconscious; (c) symptomatic reading unsettles the
relationship between Logos and their meanings; and (d) symptomatic reading records
sights/oversights and presence/absence, and explains the causes of sights/oversight (i.e. how
sight/oversight is systematic, an outcome of the mechanism of knowledge production).
Symptomatic reading can be defined as a philosophical reading. A philosophical reading
transgresses discursive boundary. Precisely, a philosophical approach to texts does not posit
questions from the standpoint of any established discipline such as economics, history or
philology. Philosophical reading poses questions regarding the ‘object’ of a text and the
text’s relationship with the ‘object’. Althusser puts forward the following questions while
reading capital: (a) how the object of Capital differs from the object of classical political
economy; (b) how the object of Capital differs from Marx’s early works; and (c) how the
discourse of Capital differs from the discourse of young Marx. Althusser notes that a
disciplinary reading of Capital subscribes to the principles of a particular discipline, and
hence inspects a pre-defined object. For instance, an economist reading Capital would
concentrate on examining economic content in capital; would relate it with economic

discourse exclusively; and would avoid questioning the object. A historian would examine
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historical object, and would ignore questioning the object. A logician would operationalize
mechanics of logic, and would ignore questioning the object. But a philosophical reading
means questioning a particular object of a particular discourse; and questioning the
connection between the object and the discourse which means analyzing the discourse-object
unity. Althusser holds that only philosophical reading can expose the location of Capital in
the history of knowledge. Some of the philosophical questions that Althusser posits to
Capital include whether Capital is a continuation of classical political economy, whether
Capital caused epistemological transformation of its object, theory and method, and whether
Capital builds the foundation of a new discipline etc. Althusser asserts:

Hence a philosophical reading of Capital is quite the opposite of an innocent reading.

It is a guilty reading, but not one that absolves its crime on confessing it. Onthe

contrary, it takes the responsibility for its crime as a ‘justified crime’ and defends it by

providing its necessity. It is therefore a special reading which exculpates itself as a

reading by posing every guilty reading the very question that unmasks its innocence,

the mere question of its innocence: what is it to read?” (1968, p. 15, italics in
original).

Freud, as Althusser points out, exposes a second layer (unconscious) of listening and
speaking—i.e. the meaning of silence. In this context, Althusser records that in the 1844
Manuscripts, reading of young Marx was immediate. In Capital, Marx identified distance
and internal dislocation of ‘real’—which enabled Marx to break away from the illusion of
immediacy. Inparticular, the residence of historical truth is not manifest discourse, rather the
structure of the structure—which is inaudible and illegible. Althusser dissolves the myth of
immediate reading by: (a) negating Hegelian totality (i.e. every parts contribute to forma
whole [spirit]); (b) by breaking the unity between Logos and Being; and (c) by dissociating

essence and meaning.
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Althusser explains a ‘new theory ofreading’. He maintains that reading of Marx
entails listening to the reading of Marx himself as well. For instance, Marx reads Smith,
Ricardo etc. to his reader. Marx reads masters of Political Economy to establish his
arguments. Althusser argues that Marx’s reading of Smith or Ricardo encompasses two
separate principles of reading. Marx reads the masters of Political Economy (e.g. Smith)
situating them in his own discourse in the ‘first reading’. The outcome of this reading is the
exploration of his predecessor’s merits and demerits, presences and absences, sightings and
oversights. Althusser writes:

In fact, this reading is retrospective theoretical reading, in which what Smith could

not see or understand appears only as a radical omission...the continuity of Marx’s

discourse shows the lacunae in Smith’s discourse which are invisible (to Smith)

beneath the apparent continuity of his discourse (1968, pp. 18-19).

According to this reading, the cause of the ‘oversights’ is the absence of ‘vision’.
This reading equates production of knowledge with vision. In Althusser’s words: “What
Smith did not see, through a weakness of vision, Marx sees: What Smith did not see was
perfectly visible, and it was because it was visible that Smith could fail to see it while Marx
could see it” (p. 19). This interpretation “reduces Marx to Smith minus the myopia” (p. 19).
Thus, the “first type of reading’ recognizes sighting and oversight as ‘weakness’ of ‘vision’.
In the second type of reading, Marx transcends the first type of reading. In particular, in the
second type of reading, Marx goes beyond locating sights/oversights and presence/absences.
In this reading, Marx recognizes that the combination of sighting/oversighting and
presence/absences constitute a ‘problem’. Althusser exemplifies symptomatic reading from
Marx’s own reading of classical political economy. InVol. | of Capital, Marx reads political
economy. Inthis reading of classical political economy, Marx points out that classical

political economy ventures to explain determination of the price of labor. It tries to explain
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determination of labor price using demand-supply mechanism. It, next, alienates labor price
from laborers and concentrates exclusively on ‘price’ as the object of analysis. Italso
calculates the ‘mean price’ of labor of a number of consecutive years to determine a constant
price—i.e. ‘natural price’ (in Adam Smith’s sense). Thus, labor is reduced to a commodity.
Next, classical political economy determines the value of this commodity (i.e. labor) by
calculating the value/price of subsistence goods essential for the reproduction of the laborer.
At this point ‘value of labor power’ is used in the place of ‘value of labor’. The process of
equating ‘value of labor’ with ‘value of labor power’ leads to dehumanization. Thus,
classical political economy shifts its focus from the central question without answering it. In
other words, price of labor is not equal to the subsistence for the reproduction of the laborer.
Political economy did not compare the value of labor with the value of commodity the labor
produces.

Althusser maintains that there is an interrelation between sights and oversights,
presence and absence, lack and not lack, visionand non-vision. The organic union between
vision/non-vision or sights/oversights constitute a ‘problem’ to be solved or analyzed. In
Althusser’s words:

What classical political economy does not see, is not what it does not see, it is what it

sees; it is not what it lacks, on the contrary, it is what it does not lack; it is not what it

misses, on the contrary, it is what it does not miss...The oversight is an oversight that
concerns vision: non-vision is therefore inside vision, it is a form of vision and hence
has a necessary relationship with vision” (1968, p. 21, italics in original).

Classical economics asks the following question: “What is the value of labor?”. In
response to this question, it answers: “The value of ‘labor’ is equal to the value of the
subsistence goods necessary for the reproduction of ‘labor’”. There are two blank slots in

this answer: ““The value of labour () is equal to the value of the subsistence goods necessary
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for the maintenance and reproduction of labour ()’” (two oversights or absences). The text
itself reveals its silence. The answer is apparently complete and adequate. However, the

29

answer remains silent about the meaning of the “maintenance of ‘labo ur’”” and “reproduction
of labour”. To solve this problem the following answer is posed: “The value of labor is equal
to the value of the subsistence goods necessary for the maintenance and reproduction of the
labourer”. Marx maintains that the equation (labor=Ilaborer) is wrong. A ‘laborer’ and
‘labor’ do not contain similar properties and quality. Besides, ‘labor’ is sold, not the
‘laborer’. Wage buys ‘labor’, not ‘laborer’. The answer exhibits the deletion of its question.
The central concept is omitted in the answer:

It is the answer that answers us about the question, since the question’s only space is

this very concept of ‘labour’ which is designated by the answer as the site of the

omission. It is the answer that tells us that the question is its own omission, and

nothing else. The question is what the answer omits (Althusser, 1968, p. 23).

Thus, the answer answers a question different froma question that was posed. This
“different question” is not uttered in the classical economic text. This “different question™ is
present in the blank slots/spaces. Marx maintains: “The result, the analysis led to, therefore,
was not a resolution of the problem as it emerged at the beginning, but a complete change in
the terms of the problem” (in Althusser, 1968, p. 23). The answer answers the following
question: “What is the value of labor power” not “what is the value of labor?” The answer
(empty spaces) manifests non-vision in vision; absence in presence; and oversight in sight.
Symptomatic reading, as Althusser suggests, identifies reasons of oversight, and regards
knowledge as a product produced through a certain mode of knowledge production. Why
does a discipline oversight something? It cannot be claimed that political economy (a
discipline) does not see a pre-existing object; instead, the object that it does not see emerge

through the process of knowledge production. Inother words, production mechanism itself
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produces the object that it oversights. Classical political economy produces a new answer for
a question that was not posited, thus unwittingly changes the territory of discussion.
However, the answer contains the question that it does not answer. Political economy
oversights the new problem because it continues to connect all answers to old questions.
Therefore, the new question or new problem remains invisible to it. The emergence of a new
problem indexes toward the latent mutation ofa terrain. Inother words, a new problem
(emergence of a question contained in an answer that was not originally posed) indicates
entry to a new discursive terrain. The problem denotes the evolution ofa new ‘problematic’
[framework], and probability of a revolution to detect the limits of old theoretical framework.
Althusser writes: “Hence what is in balance in this unstable and apparently local event is the
possibility of a revolution in the old theory and hence in the old problematic as a totality”
(1968, p. 25, italics inoriginal). The organic link between presence and absence produces a
problematic. The sighting is determined by the structure of discipline (i.e. a definite
structured field). Thus, sighting does not depend on an individual, rather “the sighting is the
act of'its structural conditions...it is this field itself which sees itself in the objects or
problems it defines” (Althusser, 1968, p. 25, italics inoriginal). The sight defines the
oversight. The structure of the field/terrain defines what has to be
excluded/oversighted/repressed. This is why classical political economy did not answer the
problem [question/concept] ‘value of labour’. The structure [framework] of classical political
economy is incapable of addressing the problem [question] of ‘value oflabor’. In Althusser’s
words: “These new objects and problems are necessarily invisible inthe field of the existing
theory, because they are not objects of this theory, because they are forbidden by it” (1968, p.
26, italics in original). “Anything invisible” is not the consequence/outcome of invisible;
invisible or exclusion is structured by a particular discipline or a field. To put it another way,

the denegation of a field defines its absences and non-visible. Althusser writes that an
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“informed gaze” is necessary to locate oversights ina text. Inother words, one needs to
reflect on the ‘change of terrain’ or problematic to detect oversights. Althusser warns that
‘change ofterrain’ must not be equated with change of viewpoints. Means of knowledge
production (i.e. framework/problematic) causes ‘oversight’ and ‘change of terrain’— not
subject’s/individual’s autonomy. However, old problematic can produce a new problem and
can lead to a new problematic. When old problematic produces a new problem, the old
problematic cannot see it.

Althusser defines Marx’s reading of classical political economy as ‘symptomatic
reading’. Symptomatic reading reveals what a text hides. The oversighted or undivulged
texts constitute a ‘different text’. Thus, Marx discovers ‘two texts’ (through informed gaze)
in political economy, in his ‘second reading’. In the second reading, Marx articulates ‘second
reading’ (ie. oversighted text). By employing the method of symptomatic reading, Marx
revealed invisible problematic by inspecting visible problematic; by discovering an answer
that answers a question that was never posited.

Althusser describes the protocol of symptomatic reading. He writes: “This reading
was in principle a dual reading, the result ofa different, ‘symptomatic’ reading, which
introduced into a question an answer given to its absent question” (1968, p. 32). It isto note
that Feuerbach’s anthropological problematic and Hegel’s problematic of ‘absolute idealism’
set the stage for Althusser to read Marx’s Capital symptomatically. Inaddition,
understanding of Marxist philosophy (condition of knowledge) production enables Althusser
to read Capital symptomatically.

Althusser points out that the rules of reading of a particular reading method are
determined by its conception of knowledge. To elucidate the point, Althusser explicates
‘empiricist conception of knowledge’ (p. 35). This empiricism refers to both ‘rationalist

empiricism’ and ‘sensualist empiricism’. The empiricist conception of knowledge outlines a
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‘process’ of interaction between ‘object’ [of knowledge] and ‘subject’. The subject and
object constitute a problematic in the process of knowledge production. In particular, the
subject produces knowledge through the process of ‘abstraction’. Inempiricism, knowledge
refers to the abstraction of ‘essence’ from ‘real object’ by the subject. This is the basic
structure of empiricism. ‘Real’ is a significant category in the empiricist conception of
knowledge. Inthe process of knowledge production, essence is abstracted from real.
Althusser constructs an analogy to clarify how essence is abstracted from real. Gold
(essence), Althusser writes, is abstracted from dross of earth and sand (real). Gold is an
unseparated component of dross. Likewise, ‘essence’ is an unseparated component of ‘real’.
Thus, knowledge refers to an abstraction. In Althusser’s words: “Knowledge is an
abstraction, in the strict sense, i.e., an extraction of the essence from the real which contains
it, a separation of the essence from the real which contains it and keeps it in hiding” (1968, p.
36). The process of extraction results in special representation of ‘real” and ‘knowledge’
(essence). The ‘real’ is composed of two essences: Pure essence (gold/knowledge) and
impure essence (dross). In Hegelian term, ‘real’ is constituted of ‘essential’ and ‘inessential’.
The inessential is insignificant. Production of knowledge in empiricism involves elimination
of inessential fromessential. Thus, “the abstraction operation and all its scouring procedures
are merely procedures to purge and eliminate one part of the real in order to isolate the
other” (Althusser, 1968, p. 36, italics inoriginal). The result of the elimination process
[result means pure and perfect real essence] does not contain any trace of elimination
operation; only conditions of operation represent the operation of elimination. Condition of
knowledge operation reflects the structure of real object. The structure of ‘real object’
depends on the ‘respective positions’ of essential and inessential parts. Inessential part exists
in the ‘outside’ ofan object (which is visible) and essential part exists in the ‘inside’ of the

object (which is invisible). Therefore, knowledge operation involves removing the cover to



English Language Education Research in Bangladesh

extract the essence, to make the invisible visible. Therefore, “discovery should be taken in its
most literal sense: removing the covering, as the husk is removed from the nut, the peel from
the fruit, the veil from the girl...” (Althusser, 1968, p. 37). Thus, empiricist conception of
knowledge is a differential of vision. It holds that pure essence can be obtained, i.e.
knowledge can be obtained by removing impure element froma real object. In other words,
pure can be seen only when impure is removed. Thus, in empiricism, knowledge means
sights or vision of essence. Althusser writes:
The empiricist conception may be thought of as a variant of the conception of vision,
with the mere difference that transparency is not given from the beginning, but is
separated from itself precisely by the veil, the dross of impurities, of the inessential
which steal the essence from us, and which abstraction, by its techniques of separation
and scouring, sets aside, in order to give us the real presence of the pure naked
essence, knowledge of which is then merely sight” (1968, p. 37, italics in original).
Thus, knowledge is real part (essential, internal, hidden) of a real object which is
invisible in the first sight. Knowledge is existent/present in the real object. Knowledge
Operation is also manifested in the “structure of the real object” (i.e. inessential part has to be
eliminated from essential) (Althusser, 1968, p. 38). According to Althusser, “this investment
of knowledge, conceived as a real part of the real object, in the real structure [inside and
outside] of the real object, is what constitutes the specific problematic of the empiricist
conception of knowledge” (1968, p. 38). Althusser argues that categories of empiricism (i.e.
essential, inessential, real object, outside, inside etc.) constitute the problematics of classical
philosophy (from Locke to Condillac). Inempiricism, knowledge emerges from real object
that contains two parts, essential and inessential. This conception of knowledge produces
theory of models, a technical instrument to amass data and ascribe meaning to it. Althusser

rejects theory of models as ideology of knowledge.
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Spinoza holds, as Althusser records, that ‘object’ ofknowledge is distinctive from ‘real
object’. For instance, the idea of the circle is the ‘object’ ofknowledge whereas the circle is
the ‘real object’. Hegel, as Althusser points out, conceives ‘real object’ as the ‘object of
knowledge’—a doctrine/conception that Marx rejects. According to Hegel, real is the
outcome of thought—a thought which is autonomous. The method that transforms abstract
into concrete or that appropriate and reproduces the concrete (real) is ‘mode ofthought’. It is
called ‘absolute idealism’ in Hegelian philosophy. This ‘absolute idealism’ or thought-real
nexus constitutes problematic of empiricism. Marx rejects Hegelian conception of thought-
real nexus and holds that there is distinction between ‘real object’ (real-concrete) and ‘object
ofknowledge’. The object of knowledge is a product of thought. Inaddition, the production
process of ‘real object’ and ‘object of knowledge’ is different. The production process of
‘real object’ (real-concrete) occurs in real following a real order. Onthe contrary, the
production process of ‘object of knowledge’ [essence] occurs in knowledge that follows “a
different order”. The thought categories that reproduce real categories disrupt the order of
real—thus the production process [thought categories] redistributes places of real categories.
Althusser writes:
While the production process of a given real object, a given real-concrete
totality...takes place entirely in the real and is carried out according to the real order
of real genesis...the production process of the object of knowledge takes place
entirely in knowledge and is carried out according to a different order, in which the
thought categories which ‘reproduce’ the real categories do not occupy the same the
place as they do in the order of real historical genesis, but quite different places
assigned them by their function in the production process of the object of knowledge”

(1968, p. 41, italics in original).
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Marx maintains that the production process of knowledge appropriates object of
knowledge—which is operationalized by thought. However, Marx does not identify thought
with absolute consciousness/transcendental subject. For Marx, ‘thought’ is a historically
constructed system, and is constructed by social reality or ‘system of real conditions’.
Precisely, ‘thought’ is constructed by ‘mode of production of knowledge’. In particular,
‘thought’ is constructed by a structure which compounds ‘type of object’ (i.e. raw material),
‘theoretical means of production’ (i.e. its theory, its method and its technique, experimental
or otherwise), and ‘historical relations’ (both theoretical, ideological and social). Althusser
notes that the mode of production of knowledge emerge from economic, political, and
ideological practices. The ‘thought’ of an individual (operation/constitution ofthought) is
determined by economic, political and ideological structure. The thought/individual thinks
pre-existing problems. Thought is a system—a combination of raw materials (i.e. object of
theoretical practice), means of production, and structure of society. Althusser asserts: “It is
perfectly legitimate to imagine theoretical practice, i.e., thought’s labor on its raw
material...as the ‘labor oftransformation...of intuition [raw material]...and
representation. .. into concepts...” (1968, p. 42). However, the scope, properties and
composition of raw material depends on the historical development of knowledge. In
developed science, one does not deal with “‘pure’ sensuous intuition’, rather encounters
‘ever-already complex’ raw material which is accompanied by technical and ideological
component. Hence, empiricist’s conception of “pure object’ to be worked on in the
production of knowledge is false. Althusser writes: “Therefore, knowledge never, as
empiricism desperately demands it should, confronts a pure object which is then identical to
the real object of which knowledge aimed to produce precisely...the knowledge” (1968, p.

43, italics in original).
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However, only ‘production conditions’ cannot help in construction ofthe ‘history of
theoretical practice’. To escape from structure of theoretical practice’, it is indispensable to
understand history of knowledge, distinctive modes of theoretical production (i.e. production
of ideology and science), distinctive branches of theoretical production and their relations.
According to Althusser, the real history of knowledge is characterized by discontinuities (one
science rejects ideology of old science), rupture, and re-organizations. Althusser rejects
‘teleology of reason’ and holds that historical relation between a ‘result” and its existence is
the relation of production. For instance, the ‘gaze’ of clinical medicine directed at patient is a
production of positive science. Thus, ‘madness’ is a complex cultural formation
manufactured by medical, legal, religious, ethical, and political practice. To put it another
way, ideology constructed the pre-history of science. Althusser maintains that it is necessary
to examine the relationship between science and ideology, since a science produced by
ideology would continue to produce ideological science. Therefore, a history of knowledge
has to address the production of science by ideology. However, an ‘epistemological rupture’
can lead to the beginning ofa new science.

Althusser records that the production process of ‘real object” occurs in real; it follows
a real order of real genesis; on the contrary, the production process of object of knowledge
occurs in thought—thought categories reproduce them—therefore, their order is redistributed,
different. In short, ‘order of real’ and ‘order of essence’—produced by thought categories—
are different. The ‘order’ in the genesis of ‘real object’” and in the ‘object ofknowledge’ is
different. According to Marx, the order governing categories of thought that produces
knowledge and the order governing real categories in historical development (genesis) are not
similar. Althusser points out that majority of the interpreters failed to understand ‘logical
order’ (order in knowledge, theorization) and ‘historical order’ (order in object reality, raw

material), because they failed to constitute a Marxist problematic. Althusser notes that some
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interpreters of Capital placed the question (logical/historical order) in empiricist problematic;
others posited the question in Hegelian problematic. Inempiricist problematic, ‘real order’
and ‘logical order’ are identical, and logical order is contained in real order. In Hegelian
problematic, ‘real order’ is followed by ‘logical order’ because logical order is the essence.
Althusser defines both empirical problematic and Hegelian problematic as ideological. He
places the question of ‘order’ in Marxist theoretical problematic. Marxist theoretical
problematic differentiates between ‘real object’ and ‘object of knowledge’. Thus, it also
distinguishes between ‘real order’ and ‘logical order’, and does not assume any necessary
relationship between the two orders. The two orders are completely different. Inaddition,
there is no one-to-one correspondence between logical order’ and ‘real order’. Rather
bourgeoisie society is constituted by articulated-thought-totality. Inother words, ‘logical
order’ and ‘real order’ are ‘articulated combination’, a synthesis that constructs bourgeoisie
society. In ‘articulated-thought-totality’, knowledge is claimed as a manifestation of reality
without distortion. Althusser notes that ‘scientificity’ of a particular moment/time requires
specific ‘form of order’—to recognize a practice as scientific practice. Production of
‘different forms’ has a history which determines theoretical practice (i.e. production of
knowledge which validates norms). The history of forms of order is the history of “the force
and value ofa proof”. This history is the history ofthe ‘theoretical’; this history is the history
of production; this history constructs the ‘theoretical problematic’ in the history of
knowledge.

Althusser notes that the history of ideological philosophy does not address relevant
question. Precisely, it avoids formulating the problem that the problematic demands. They
provide solutions without positing the question. History of ideological philosophy refers to
‘theory of knowledge’ or ‘problem ofknowledge’. This philosophy (Western idealism) is

ideological because it poses question from the boundary of ideology. Althusser defines
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‘problem’ ofknowledge as ideological, ideological philosophy formulates question on the
basis of pre-existing answer. The ‘problem’ (question) is not the real problem; it is a
‘problem’ to validate pre-existing ideological solution. In ideological philosophy, the
‘problem’ is posed to explicate a ‘solution’, to validate a solution—a pre-existing solution
supplied by extra-theoretical forces (e.g. religious, ethical, political). In Althusser’s words:
In the theoretical mode of production of ideology...the formulation of a problem is
merely the theoretical expression of the conditions which allow a solution already
produced outside the process of knowledge because imposed by extra-theoretical
instances and exigencies (by religious, ethical, political or other ‘interests’) to
recognize itself inan artificial problem manufactured to serve it both as a theoretical
mirror and as a practical justification. All of modern Western philosophy, dominated
by the ‘problem of knowledge’, is thus in fact dominated by the formulation ofa
‘problem’ posed in terms and on a theoretical basis produced (whether consciously, as
by some, or unconsciously, as with others, is not important here) in order to make
possible the theoretico-practical effects expected of this mirror recognition. Inother
words, the whole history of Western philosophy is dominated not by the ‘problem of
knowledge’, but by the ideological solution, i.e. the solution imposed in advance by
practical, religious, ethical and political ‘interests’ foreign to the reality of the
knowledge, which this ‘problem’ had to receive. As Marx put it so profoundly in The
German Ideology, ‘Not only in their answers but in their very questions there was a
mystification” (pp. 1968, pp. 52-53).
Thus, Western philosophy repeats false questions and false answers. The ideological
space is a closed space. Althusser asserts that the ideological space has to be abandoned; one
must leave the ideological space to posit correct question that does not presuppose the

answer. A new space has to be opened in a different site to pose new question—non-
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ideological questions. The ‘problem of knowledge’ in Western Philosophy is a ‘closed
space’, a ‘vicious circle’. Althusser maintains: “Not the repetition but the non-repetition of
this space is the way out of this circle” (1968, p. 53).

According to Marx, as Althusser records, ‘whole’ [totality] is a ‘thought-
whole’—produced by thinking mind; a thinking mind appropriates world. This appropriation
is distinctive from religious or practico-spiritual (i.e. ethico-politico- historical activity)
appropriation. Knowledge is the production of appropriation of the real world. The question
regarding the mode of production of knowledge is different from the question of “problem of
knowledge’ of ideological philosophy. The ‘problem’ (question) is not derived from any a-
priori condition. In other words, the question does not presuppose the answer. Inaddition,
this ‘problem’ cannot be addressed by any philosophical drama. A philosophical drama casts
its characters: Philosophical consciousness (Reason) [Hegelian] which does not question its
existence; philosophical Subject (i.e. philosophizing consciousness), the scientific Subject
(the knowing consciousness), and the empirical subject (the perceiving consciousness). The
following three characters encounter these three characters: Absolute object, pure principles
of science, and pure forms of perception. The three subjects are encapsulated in a single
essence; and the three objects are also encapsulated in a single essence. This encapsulation or
subsumption removes the distinction between ‘object of knowledge’ and ‘real object’;
‘philosophizing subject’ and ‘knowing subject’; and ‘knowing subject’ and ‘empirical
subject’. Althusser maintains: this is “the real mechanism of the history of the production of
knowledge, in order to subject them to religious, ethical and political ends...” (p. 55). To
escape from the ideological closure, the ideological characters (Subjects and Objects) have to
be deposed. Another significant question (problem) is the ‘mode ofappropriation of'the

real’. Inparticular, the ‘problem’ is:
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By what mechanism does the process of knowledge, which takes place entirely in
thought, produce the cognitive appropriation of its real object, which exists outside
thought in the real world? Or again, by what mechanism does the production of the
object of knowledge produce the cognitive appropriation of the real object, which

exists outside thought in the real world?” (Althusser, 1968, p. 56).

In addition, non-ideological question “is not a question closed in advance by its
answer. It is not a question of guarantees” (Althusser, 1968, p. 55, italics in original).
Althusser notes that ideology addresses the question (problem) of cognitive
appropriation/mechanics of knowledge production. In other words, ideology tries to answer
the problem of mechanics of knowledge production. One answer claims that it is the
‘practice’ (pragmatism of obviousness)—the practice of scientific experiment. It is ‘social
practice’, repeated practice. A second answer is: “The proofof the pudding is in the eating”.
These are ideological answers. Pragmatism (or pragmatic answer) pulls the question
(problem) into the terrain of ideology by supplying an ideological answer. Pragmatism, like
idealist ‘theory of knowledge’, searches for ‘guarantees’. However, there is a distinction
between guarantee of classical idealismand pragmatism. Classical idealism seeks de jure
guarantee [ofproof] whereas pragmatism seeks de facto guarantee and affirms “success in
practice” (Althusser, 1968, p. 57, italics in original). Althusser argues that ‘ guarantee’—
“irrefutable index of an ideological question and answer” (1968, p. 57, italics in
original)—cannot satisfy a non-ideological problem, the problem that searches for a
‘mechanism’. The proofof repetition (social practice) can be false (e.g. ‘truths’ ofreligion).
Practice is the mirror image of theory. There is no general practice; there are only distinct
practices. These distinct practices are not connected with a theory. There is no pure theory
or pure materiality. Precisely, a theory does not reflect reasons; it reflects interests (e.g.

political, religious, ideological). A new conception about the correspondence between theory

87
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and practice is warranted to formulate a scientific conception of practice. In addition,
differences between the distinctive practices (economic practice, political practice, technical
practice etc.) have to be understood. These practices exercise relative autonomy; and these
distinctive practices are governed by distinctive structure (means of production, combination
(Verbindung) etc.). According to Althusser, economic practice is the determinant practice.
Althusser holds that the new conception regarding the correspondence between theory and
practice assumes that one stage of practice contains an element of knowledge of its previous
stage of practice. There are pure theoretical practices (e.g. mathematics, philosophy). These
practices do not have any direct connection with concrete practice. A particular science
establishes its own protocols/criteria to validate its product (i.e. knowledge) and does not
require validation from any external practices. Althusser writes: “We can say this of the
‘experimental” sciences: The criterion of their theory is their experiment, which constitute the
form of their theoretical practice” (1968, p. 59, italics in original).

Althusser maintains that a mechanism has to explain the mode of appropriation of the world
effected by specific practice of knowledge. ‘Condition’ of knowledge production and
‘mechanism’ that causes cognitive appropriation of real object—are different. The
‘condition’ pertains to history of theoretical practice and its mutations. History of knowledge
informs about production of knowledge in distinctive mode of production, and about
transition from ideological practice to scientific practice. In addition, history of
knowledge/history of theoretical practice informs about emergence of knowledge,
development of knowledge, diversification of knowledge, theoretical ruptures etc. History of
knowledge believes that it deals with ‘knowledge’; in other words, it does not verify whether
it is deals with knowledge. History of knowledge only examines effects of the structure of
theoretical practice. It cannot explain ‘knowledge effect’ (i.e. features of knowledge). Marx,

as Althusser points out, defined ‘knowledge effect’ as the mode of appropriation of the world
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by knowledge. ‘Knowledge effect’ is produced by a mechanism. The ‘mechanism’ to be
discovered is not the origin of knowledge. Knowledge effect is not the mediation of reality.
Thus, knowledge effect in mathematics is not the purified version of reality. For instance,
Pythagorean and Euclidean abstraction applied to concrete practice ofa land-surveyor is a
dislocation or a transfer of practice. It may be incorrectly assumed that “there would be a
‘native land’, an ‘original ground’ of the knowledge effect... a real, concrete, living original
is made eternally, and integrally responsible for the knowledge effect” (Althusser, 1968, p.
62). The problematic (framework) of this statement is the “myth ofthe origin” —which
holds that subject and object are same. Specifically, the concepts ‘origin’, ‘original ground’,
‘genesis’, and ‘mediation’ are a priori ofempiricism, an ideology. The concept ‘origin’
deters thinking about origin; the concept ‘genesis’ conceals mechanism ofproduction or
mutation; and the term ‘mediation’ fills the gap between ‘abstract’ and ‘concrete’. In
Althusser’s words:

The function of the concept of origin, as inoriginal sin, is to summarize in one word

what has not to be thought in order to be able to think what one wants to think. The

concept of genesis is charged with taking charge of, and masking, a production or
mutation whose recognition would threaten the vital continuity of the empiricist
schema of history. The concept of mediation is invested with one last role: the
magical provision of post-stations in the empty space between theoretical principles

and the ‘concrete’, as bricklayers make a chain to pass bricks” (1968, p. 63).

Thus, the origin of ‘knowledge effect’ does not account for the mechanism of
‘knowledge effect’. The ‘origin’ of knowledge does not also account for the distinction
between object of knowledge and real object. According to Marx, as Althusser notes, it is
indispensable to explain ‘Gliederung’, i.e. articulated, hierarchized, and systematic

combination of contemporary society to understand primitive forms/structures of society.
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The historical genesis of categories (concepts) or their combination in previous forms
(structure) does not explain system of combination of categories/concepts in contemporary
society. The system of combination of concepts/categories in contemporary society can lead
to an understanding of past forms, can inform about the ‘variation’ of combination. Thus, the
explanation of mechanism of contemporary knowledge effect can inform about the past
knowledge effect. Marx conceived existing Society as a historical ‘result’, a product of
history. However, this ‘result’ does not mean the economic relations taking different forms
in history; it is not a [linear] progression of idea; rather, it is articulated combination
(Gliederung) of categories/concepts in bourgeois society. Marx contends that any single
logical formula of movement, sequence, or time cannot account for “the body of society”.
Precisely, Marx conceives contemporary bourgeois society as a ‘body’. Inother words, Marx
studies the ‘structure’ of contemporary society. Althusser notes: Two problems arise in the
study of this structure. First, the problem of mechanism that historically produced ‘capitalist
mode of production’— a ‘result’. Second, it has to be testified that the result is a ‘social’
form of existence. In short, existing society is a historical ‘result’ and a ‘society’. In Capital,
society is conceived as a ‘body’— a ‘body’ which functions as a society. In particular, Marx
examines how a product of history or a result of history exists as a society. Inother words,
Marx studies the ‘society effect” which enables the historical ‘result’ to exist as a society
[society effect is the mechanism]. Althusser writes:
When Marx tells us therefore that in explaining a society by its genesis we miss its
‘body’, precisely what had to be explained, he is focusing his theoretical attention on
the task of explaining the mechanism by which some particular result functions
precisely as a society, and therefore the mechanism producing the ‘society effect’

peculiar to the capitalist mode of production (1986, pp. 65-66).
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This society effects construct concrete relations of individuals, their actions, and their
attitudes. However, Marx does not concentrate on explaining the “mechanism of the
production of society as a result of history, but for an understanding of the mechanism of the
production of the society effect by this result, which is effectively a real existing society”
(Althusser, 1968, p. 66, italics in original). Althusser contends that the notion ‘knowledge
effect’ is connected with the notion of ‘cognitive appropriation’ of real world. Different
practices—such as theoretical, religious, ethical, technical—appropriate real world and
produces specific effects—aesthetic effect, critical effect etc. [these are modes of
appropriation]. Precisely, ‘knowledge effect’ is produced by theoretical practice. Knowledge
effect involves two notions: ‘Ideological knowledge effect’ and ‘scientific knowledge effect’.
The mechanism of knowledge effect can be analyzed by exploring the ‘criterion of practice’
or ‘inwardness’ of scientific practice. Every established scientific practice has its own
criterion of verification of truth. Specific forms [categories] validate a scientific proposition
as knowledge. Action (i.e. aregular order of appearance and disappearance) of these forms
confirms scientificity in knowledge production. Forms of scientificity are different from the
forms (categories) of knowledge. Mechanism of production knowledge effect can be traced
by examining the ordering of forms (concepts, categories). Knowledge effect is produced at
two levels: at the level of forms of order (proof/validation of truth) and at the level of isolated
concept. ‘Systematicity of the system’ is the basis of concepts and their order of appearance.
Thus, knowledge effect depends on two things: ‘existence ofthe system’ and ‘existence of

the forms oforder’.
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In my reading of ELE research, | have followed the protocols of symptomatic reading. In
particular, I have employed the technique of first reading and second reading. In the first
reading, | have tried to explore the absences and oversights in ELE research articles. In the
second reading, | have tried to construct the problematic of the existing ELE research
establishment. Finally, | have offered a critique of the problematic of ELE research.
Precisely, I dealt with the following questions: What are the presences in the ELE research
establishment of Bangladesh? What are the absences? What is the meaning of
absences/silence? What is the unconscious (problematic) of the discipline? What is the

mechanism of knowledge production? What produces the knowledge effect?

i
The sampling method of this study can be defined as Multistage Sampling (Cohen et al.,
2007, p. 113). The process of multistage sampling involves multiple phases of sampling.
This sampling is “multistage” because I have collected data from different administrative
divisions of Bangladesh. For instance, Chittagong University is located in Chittagong and
Khulna University is located in Khulna—Chittagong and Khulna are two administrative
divisions of Bangladesh. Inaddition, I have located those journals of the selected entities
which contain ELE articles. It is to note that I did not exclude any article which is related to
English Language Education. The samples include some articles written by non-Bengali (i.e.
foreign) authors. | did not exclude the articles of foreign authors because | tried to capture
the composition of the journal industry of Bangladesh. Table 4.1 shows the title of the

collected journals and their entity.
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Table 4.1

List of Journals
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Serial No. Title of the Journal Entity
1 Outlooks: VUB Studies in Language, Victoria University of
Literature and Culture Bangladesh, Dhaka
2 Journal of SUB State University of
Bangladesh, Dhaka
3 Chaos: IUB Studies in Language, Literature Independent University,
and Creative Writing Bangladesh, Dhaka
4 BUP Journal Bangladesh University of
Professionals, Dhaka
5 The Chittagong University Journal of Arts and | Chittagong University
Humanities
6 Horizon Chittagong University,
Department of English
7 IIUC Studies International Islamic
University Chittagong
8 Journal of General Education: An Annual Southern University
Journal Bangladesh, Chittagong
9 BGC Trust University Journal BGC Trust University,
Chittagong
10 Panini: NSU Studies in Language and North South University,
Literature Department of English, Dhaka
11 Critique: Islamic University Studies in Islamic University,

Literature

Department of English,
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Kushtia

12 Metropolitan University Journal Metropolitan University,
Sylhet

13 ASA University Review ASA University, Dhaka

14 Stamford Journal of English Stamford University, Dhaka

15 Khulna University Studies Khulna University, Khulna

16 Journal of Nazrul University Jatiya Kabi Kazi Nazrul Islam
University, Trishal,
Mymensingh

17 Presidency University Journal Presidency University, Dhaka

18 Bangladesh Islami University Journal Bangladesh Islami University,
Dhaka

19 SIU Studies Sylhet International
University, Sylhet

20 Darul Ihsan University Studies Darul Ihsan University, Dhaka

21 Prime University Journal Prime University, Dhaka

22 Explorer: Journal of Faculty of Arts IBAIS University, Dhaka

23 Crossings: ULAB Journal of English Studies University of Liberal Arts
Bangladesh, Dhaka

24 East West University Journal East West University, Dhaka

25 East West University Journal of Humanities East West University, Dhaka

26 The Arts Faculty Journal Dhaka University

27 Spectrum Dhaka University, Department

of English
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28 Journal of the Institute of Modern Languages | Dhaka University

29 Journal of PUB The People’s University of
Bangladesh, Dhaka

30 Journal of Teacher Education Bangladesh Open University,
Gazipur

31 Teacher’s World Dhaka University

32 The Dhaka University Studies: Journal of the | Dhaka University

Faculty of Arts

33 Harvest: Jahangirnagar Studies in Literature | Jahangirnagar University

34 NAEM Journal National Academy for
Educational Management,
Dhaka

35 The Dhaka University Journal of Linguistics Dhaka University, Department
of Linguistics

36 Bangladesh Research publications Journal Bangladesh Research
Publications

37 BRAC University Journal BRAC University, Dhaka

38 Eastern University Journal Eastern University, Dhaka

39 Daffodil International University Journal of Daffodil International

Business and Economics University, Dhaka
40 Bangladesh Education Journal BAFED and BU-IED
41 Northern University Studies in English Northern University, Dhaka
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Chapter Five

Documentation

In this chapter, 1 have provided a comprehensive summary of the collected journal articles.
In the summary, | tried to capture the following aspects of the articles: research question(s),
methodology, theoretical framework, findings, and recommendations. Different paragraphs
of the summary contain these aspects. Besides, inthe summary | have documented the full
name and identity of the authors to avoid confusions. In addition, I have used my linguistic
anthropological knowledge (i.e. knowledge of naming system in Bengali culture) to
determine pronoun (i.e. he/she) in the summary (when the sex of the author(s) is not
mentioned in the source). However, I have included author’s last name and date in the third
bracket ‘[]” following AP A style manual. The citations in the third bracket can be found in
the reference section of chapter 5. This apart, third bracket ‘[]* in the summary of the articles
indicates my understanding/reading of vague expressions of texts.

| have generated 24 categories to capture the themes of the journal articles. The
categories are: Second Language Acquisition, Language Education Policy, Methods and
Technigues, Communicative Language Teaching, English for Specific Purposes, Learning
Strategy/Style, Listening, Writing, Testing and Evaluation, Error Analysis,
Curriculum/Syllabus and Material Design, Reading, Pronunciation, Context, Culture, and
Politics, Speaking, Teaching Grammar, Teaching Vocabulary, Teacher Education, Teaching
Language Through Literature, IT in ELT, Needs Analysis, Action Research, Teaching Young
Learners, and Miscellaneous. Each category contains at least 3 articles (because | assume
that at least 3 articles indicate the emergence ofa theme in a research establishment). In
other words, at least 3 articles constituted one category. However, | could not generate

categories for some articles because (a) either these articles do not deal with any specific
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issue or (b) there are less than 3 articles on a particular issue to construct a category.
Therefore, | subsumed these types of articles under the title ‘Miscellaneous’. It is to note that
in Table 5.1 ‘Expository Essay’ means a compilation or reproduction of existing theories, and

‘Experiential Essay’ means unsystematic description/narrative of experiences of the authors.

5.1.0 Second Language Acquisition

5.1.1 Md. Jahurul Islam (Lecturer, Department of English, Jahangirnagar University, Dhaka)
and Shafaat Bari Ivan (Academic Coordinator, Centre for Languages (cfl), BRAC
University, Dhaka) [Islam & Ivan, 2011], in their study “Metacognitive Language-Learning
Strategies and Language-Learning Motivation: A Study on Bangla-Speaking Undergraduate
EFL Learners”, investigated learners’ deployment of metacognitive strategies and patterns of
motivation. In particular, the study deals with three research questions. First, use of
MCLLSs (metacognitive language- learning strategies) among Bangla-speaking Bangladeshi
EFL learners; second, patterns of LLM (language- learning motivation) of the students; and
third, the correlation between MCLLSs and LLM.

In this study, the researchers surveyed 198 undergraduate students (118 males and 80
females; mean age: 23.4) ofa Public University in Bangladesh from Public Administration
and Business Administration discipline studying English as a compulsory separate subject.
As instrument for data elicitation, the authors used a structured questionnaire which is
divided into two parts: MCLLSs and LLM. The MCLLSs part includes nine items directly
taken from Oxford’s 50-item-six section Strategy Inventory for Language Learners (SILL),
version: 7.0, fourth section, part D, a statistically independent section. The questions of
MCLLS part include such issues as conscious effort of learning English, seeking
opportunities to practice English, and making plans about learning. The LLM part has been

adopted from Gardner’s Attitude and Motivation Test Battery (AMTB) consisting of eight
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items in which four items are related to ‘integrative motivation’ and the other four items are
related to ‘instrumental motivation’. For data analysis, the authors used formula of
descriptive statistics installed in SPSS.

The statistical analysis reveals that paying attention to someone else’s speech is the
most popular MCLLS (mean 4.62) and seeking opportunities to talk to people in English is
the least popular strategy (mean 3.58). However, the mean score (4.13) of nine items indicate
that the rate of MCLLS use among learners is high. On the contrary, the analysis of LLM
data suggests that the level of instrumental motivation (mean overall 4.10) is higher than
integrative motivation (overall mean 3.99). Finally, analysis of data using Pearson
Correlation Coefficients (2-tailed) model indicates that there is a connection between the use
of MCLLSs and LLM. In this regard, the largest positive correlation has been found between
‘setting goals and objectives’ (MCLLS) and ‘integrative motivation’ (LLM), and negative
correlation has been found between ‘centering of learning’ [conscious focus on learning]
(MCLLS) and ‘integrative motivation’ (LLM).

On the basis of these findings, the authors draw the following pedagogic conclusions.
First, teaching materials should be prepared in accordance with the use of MCLLS to
facilitate learning. Second, while dealing with motivation, teachers should pay more
attention to instrumental motivation. Nevertheless, they should try to increase integrative
motivation as well. Third, since there is a reciprocal connection between MCLLSs and LLM,

the training of MCLLSs may increase motivation.

5.1.2 In her survey, “Motivation and Bangladeshi Tertiary Level Learners”, Nargis
Chowdhury (Lecturer, Department of English, Stamford University Bangladesh)
[Chowdhury, 2009-10] investigates integrative and instrumental motivation of Bangladeshi

students. Specifically, the author attempts to explore: (a) whether Bangladeshi learners of
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English are instrumentally or interactively motivated; and (b) whether they become motivated
in learning English at tertiary level in comparison with their motivation in higher secondary
level.

The participants of this study include 64 non-English major students (37 male and 27
female) randomly chosen from Stamford University Bangladesh. The author used a modified
version of Attitude/Motivation Test Battery (AMTB) (developed by Gardner (1985) and
Clement etal. (1998)) to elicit data. Inaddition, the author included an open-ended question
to derive data about students' motivation level at higher secondary and tertiary level.

The findings of the survey indicate that the level of instrumental motivation among
students is high in comparison with integrative motivation (the mean score of integrative
motivation is 1.608 whereas the mean score of instrumental motivation is 5.08). Precisely,
only 3.12% student reported that they want to become a part of English speaking society;
3.12% wants to mingle with English people ; 6.25% are interested to converse with people
from foreign countries; 1.56% wants to be acquainted with
American/English/Australian/Canadian society; no student (0%) wants to appreciate English
artand literature; 1.56% wants to participate in activities of other cultures; 1.56% wants to
learn English for social networking with foreign people; no student (0%) is interested to
appreciate English songs; no student (0%) wants to learn English out of a perception that
Americans are friendly people; and no student (0 %) wants to learn Englishto “like”
English/American people. However, 14.06% wants to learn English to become intellectually
enlightened. On the other hand, 93.74% students respond that they need to study English
because it is a compulsory course; 79.68% reported that it [English skill] would increase their
CGPA; 96.86% reported that they need English to understand textbook; 93.43% reported that
they need to understand class lecture [delivered in English]; 92.18% needs English to obtain

scores in IELTS, TOEFL, SAT etc.; 95.3% needs English to study abroad; 78.12% reported
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that English proficiency would be considered as an extra quality in CV; 98.43% needs
English to get information from internet; 87.49% needs English to understand English
programs on TV & radio; 100% needs English to attain a successful career; and 93.18%
needs English to gain social prestige (because English is associated with prestige). In
response to the open-ended question, students reported that they are more motivated in
learning English at tertiary level than they were at higher secondary level because of
instrumental reasons (e.g. good Job, understanding class lecture/textbook etc.). However,
one student thinks that studying English is a “waste of time” for him since it reduces study
hour for his disciplinary courses. The author concludes that the level of integrative
motivation among Bangladeshi students is low because they “hardly get any chance to know

the native speakers of English”.

5.1.3 In her article, “Self-Motivation and its Role in the Context of Bangladeshi Learner’s
English Language Learning”, Tamanna Sharmeen (Senior Lecturer, Department of English,
Prime University, Dhaka) [Sharmeen, 2008] explores students’ level of self-motivation in
learning English.

The samples of this study include undergraduate students of private university in
Bangladesh. The author extracted data through structured questionnaire and class
observation. The researcher also interviewed English teachers of different institutes to
understand their views on self-motivation of students.

Findings of the study indicate that only 60% students are self- motivated; 90%
students attend language courses only to meet academic requirements since English is
compulsory inthe curriculum; 95% student reported that they do not practice English outside
the classroom. However, 99% students admit that self-motivation is important in English

language learning. On the basis of the response of the students, the author mentions 11
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factors that are connected with lack of self-motivation: (1) lack of opportunity to use English
[in different domains]; (2) absence of motivating teachers at HSC level; (3) lack of
admiration from family members; (4) fear and disinterest in language learning; (5)
unavailability of interesting/attractive materials; (6) insufficient group work/pair work in the
classroom; (7) lack of monitoring of learners proficiency; (8) inappropriate schedule of
language class (e.g. when students are exhausted on hungry); (9) lack of enjoyable activities
in the class; (10) lack of self-confidence; (11) stress.

The author makes some recommendation for learners, parents and teachers. The
author suggests that learners should engage themselves in group work and pair work inside
and outside the classroom. Inaddition, they should read [English)] books and practice
speaking with their friends outside the classroom. Further, they should read English
newspapers, storybooks, magazines, and watch [English] TV programs. Besides, parents
should inspire their offspring to learn English and they should provide feedback onthe
learning process. Third, teachers should receive pre-service and in-service training; they
should maintain portfolio to collect information about individual student’s motivation; they
should provide feedback considering level of motivation of the students; and they should
select interesting teaching materials, train students to assess their own learning, organize
[English] essay competition and debate to encourage students to become self-motivated.

5.4 In her article, “A Comparative Study of English and Non- English Major University
Students” Motivation to Learn English Oral Communication”, Mst. Moriam Quadir (Assistant
Professor, Department of English, East West University) [Quadir, 2011] explores differences
of motivation, attitude, level of anxiety, and motivational strength between English and non-
English major students. Inaddition, the author examines correlation among motivation,
attitude, level of anxiety and motivational strength of English and non-English major

students.
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Participants of this study include 355 graduate and undergraduate students (184
English major and 171 non-English major) of four universities located in Dhaka. Asan
instrument of data collection, the author used Schmidt et al.’s (1996) questionnaire (with
modification). Besides, the author used descriptive statistics embedded in SPSS to analyze
data.

Analysis of data using sample t-tests reveals significant differences in intrinsic
motivation and anxiety level between English major and English non-major group. Inother
words, English major students scored higher in intrinsic motivation subscale and lower in
anxiety subscale than English non-major students. This result means that English major
students are more intrinsically motivated and less anxious in comparison with English non-
major students.

The author used Pearson correlations (2-tailed) to identity relationships among
motivation, anxiety, attitude and motivational strength of English major and non-English
major students. Analysis shows that there exists a negative correlation between anxiety and
intrinsic motivation of English major students. On the other hand, positive correlation
between extrinsic motivation and anxiety level has been found in non-English major students.
The author reasons that perhaps students become concerned (positive anxiety) about
improving proficiency due to the influence of extrinsic motivation. Besides, positive
correlation has been detected between extrinsic motivation and attitude, and between attitude

and motivational strength in both English major and English non-major students.

5.1.4 In her article, “A Comparative Study of English and Non-English Major University
Students’ Motivation to Learn English Oral Communication”, Mst. Moriam Quadir (Assistant
Professor, Department of English, East West University) [Quadir, 2011] explores differences

of motivation, attitude, level of anxiety, and motivational strength between English and non-
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English major students. Inaddition, the author examines correlation among motivation,
attitude, level of anxiety and motivational strength of English and non-English major
students.

Participants of this study include 355 graduate and undergraduate students (184
English major and 171 non-English major) of four universities located in Dhaka. Asan
instrument of data collection, the author used Schmidt et. al.’s (1996) questionnaire (with
modification). Besides, the author used descriptive statistics embedded in SPSS to analyze
data.

Analysis of data using sample t-tests reveals significant differences in intrinsic
motivation and anxiety level between English major and English non-major group. Inother
words, English major students scored higher in intrinsic motivation subscale and lower in
anxiety subscale than English non-major students. This result means that English major
students are more intrinsically motivated and less anxious in comparison with English non-
major students.

The author used Pearson correlations (2-tailed) to identity relationships among
motivation, anxiety, attitude and motivational strength of English major and non-English
major students. Analysis shows that there exists a negative correlation between anxiety and
intrinsic motivation of English major students. On the other hand, positive correlation
between extrinsic motivation and anxiety level has been found in non-English major students.
The author reasons that perhaps students become concerned (positive anxiety) about
improving proficiency due to the influence of extrinsic motivation. Besides, positive
correlation has been detected between extrinsic motivation and attitude, and between attitude

and motivational strength in both English major and English non-major students.
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5.1.5 In their study, “The Impact of the Students’ Attitudes Towards the Learning Situation
on Their Achievement in EFL: A Case Study at the HSC Level”, Dr. M. Maniruzzaman
(Professor, Department of English, Jahangirnagar University, Dhaka, Bangladesh and
Tasnima Akter (Lecturer, Department of English, Comilla University, Comilla, Bangladesh)
[Maniruzzaman & Akter, 2011] investigate the correlation between classroom anxiety and
achievement in EFL test. In particular, they seek to test the following hypotheses: a) there is
a negative correlation between classroom anxiety and achievement in EFL test; b) there is a
positive correlation between students’ attitudes towards EFL teacher and achievement in EFL
test; C) there is a positive correlation between students’ attitudes towards EFL course and
their achievement in EFL test.

In this study, 175 Twelfth Grade college students from both rural and urban areas (89
from Dhaka, 36 from Manikganj and 50 from Tangail) who had received EFL instruction for
11 years participated in the study. The author administered a four-part questionnaire to elicit
data. The first part of the questionnaire is designed to elicit participants’ academic
information. The second part is an adapted version of Likert Scale (1932) which is designed
to elicit responses about anxiety and discomfort of the students. The third part is also a
modified version of Likert Scale (1932) which is structured to measure students’ perceptions
about their teachers’ linguistic competence, friendliness and motivation in teaching English.
The fourth part of the questionnaire consists of questions about difficulty, utility and
attractiveness of teaching materials. The authors calculated correlation between predictor
variable (i.e. scores on questionnaire) and criterion variable (i.e. scores on English First Paper
in HSC First year final examination) by using Pearson’s Product-Moment Correlation
Coefficients integrated in SPSS.

Findings of the study suggest that the first hypothesis about the negative correlation

between students’ anxiety and students’ achievement in EFL test is true. In other words, the
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study reveals that students with less anxiety in the classroom scored better in the First Year
HSC examination. Secondly, hypothesis-2 which states that there is a positive correlation
between students’ attitudes towards teachers and their achievement in EFL test is also true.
To put it otherwise, those students who hold positive attitudes towards their teachers
performed better in the EFL test. Finally, hypothesis 3, i.e. attitudes of the students towards
EFL course is positively associated with their scores on EFL test which means that students
with positive attitudes towards EFL course (materials, curriculum etc.) performed
significantly better in the EFL test.

On the basis of this study, the authors draw the following pedagogic implications:
teachers need to be friendly in the classroom and they should provide positive feedback. In
addition, teachers should engage students in participatory tasks such as group work, role play

etc. to remove anxiety and uneasiness of the students.

5.1.6 In their study, “Attitudinal and Motivational Impact on EFL Proficiency of
Undergraduates: A Preliminary Investigation”, Dr. Md. Maniruzzaman (Assistant Professor
of English, Jahangirnagar University) and Dr. S. M. Fazlul Haque (Associate Professor of
English, University of Dhaka) [Maniruzzaman, & Haque, 2000] explore correlation between
attitude, motivation and EFL proficiency.

The participants of this study include 78 fresh undergraduate students from Dhaka
University and Jahangirnagar University. The authors elicited data using Gardner’s (1985a)
AMTB (modified by Haque (1989)). The author also used Likert (1932) scale. To analyze
data, the author used Pearson’s Product-moment correlations coefficients integrated in SPSS.
This study involves two types of variables: independent variables— attitude and motivation,

and dependent variable— scores on a [proficiency] test. The proficiency test used in this
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study was “Oxford Placement Test” developed by Allan (1985) [which contains grammar
section, reading and listening section].

Analysis of data indicates that: (a) 69.23 % learners are integratively motivated
whereas 30.77 % learners are instrumentally motivated; (b) there is a negative correlation
between scores on test and attitude toward Britishand American people. However, there is a
positive correlation between score on test and ‘interest in foreign language’, and there is a
positive correlation between ‘attitudes towards learning English’ and scores on grammar
section but it has negative correlation with scores on reading and listening section. Third,
there is a positive correlation between ‘motivational intensity’ and score on grammar section,
but negative correlation has been found between ‘motivational intensity’ and scores on
reading and listening section. Besides, there is a positive correlation between ‘desire to learn
English’ and scores on test. Fourth, there is a negative correlation between ‘English class
anxiety’, ‘English teacher competence’, ‘English teacher inspiration’, ‘English course
interest’” and scores on test. Besides, there is a negative correlation between ‘English teacher
evaluation’ and scores on grammar section, but neutral correlation with scores on reading and
listening section. There is a negative correlation between ‘English course evaluation’,
‘English course difficulty’, ‘English course utility’ and scores on grammar section, but
positive correlation exists between these items and scores on reading and listening section.
Fifth, there is a negative correlation between ‘integrative orientation’ and scores on test.
Negative correlation has also been detected between ‘instrumental orientation’ and scores on
test. However, inall cases, the correlation is not statistically significant.

Based on these findings, the author recommends that individual differences of
students should be taken into consideration during designing materials and teaching. Second,
four skills should be taught since negative association has been found between ‘attitudes

towards learning’, ‘motivational intensity’, and scores on reading and listening section.
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Third, in order to reduce anxiety of the students, teachers should not dominate in the

classroom. Fourth, teachers should play the role ofa facilitator.

5.1.7 In her article, “A Study of English Language Learners at the Institute of Modern
Languages”, Iffat A. N. Majid (Assistant Professor of English, IML, University of Dhaka)
[Majid, 2000] investigates students’ perceptions and attitude toward learning English.

The participants of this study encompass 36 undergraduate and graduate level
students of IML. The author elicited data using questionnaire (containing both open-ended
and closed-ended questions).

Analysis of data indicates that in terms of significance majority of the students
identified ‘learning to speak in English’ , ‘learning the use of grammar’ and “learning to write
accurately in English . Second, 34 students out of 36 reported that they have the experience of
rote- learning definitions of grammar. Third, 26 students reported that their teachers
sometimes spoke to them in English. Fourth, majority of the students reported that they
received both oral and written feedback from their teachers. Fifth, 26 students reported that
they went to private tutor to learn English. Sixth, 33 students reported that they “tried to
understand the reason” [of mistakes] from teachers’ feedback. Seventh, 30 students reported
that they “rote-learnt all essays from books” whereas 18 students tried to write essays by their
own. Eighth, majority ofthe students reported that they ‘sometimes’ read English book,
newspaper, magazine and watch English film and [English] TV serials. Ninth, 14 students
reported that at school level number of students in their class was 40-50 whereas 9 students
reported it to be 51-60. Besides, 19 students reported that they had two English teachers in
their schools who taught them separately [i.e. two teachers did not take a single class]. Tenth,
16 students reported that they studied English only to pass exam; 19 students out of 36

believe that “English [is] not necessary for raising social status” (p. 80). Eleventh, 32
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students expressed their dissatisfaction with the teaching methodology at school level.
Twelfth, majority of the students identified ‘transformation of sentence’, ‘tense’ and
‘preposition’ as difficult grammatical tems. Thirteenth, 36 students [100%] referred to’
‘spoken English practice’ as their ‘preference for language learning activities. However, a
large number of students also mentioned grammar exercises (28 students), listening exercises
(31 students), essay/paragraph writing (27 students) as their preference. Finally, 18 students
believe that after completing SSC their speaking skill is not ‘bad’; 11students identified their

listening skill as ‘satisfactory’; 16 students identified their reading skill as ‘good’.

5.1.8 In his study, “Attitudes, Motivation and Achievement in EFL: Does Sex Differentiation
Matter?”, M. Maniruzzaman (Assistant professor, Department of English, Jahangirnagar
University) [Maniruzzaman, 1999-2000] investigates attitudes, motivation and linguistic
proficiency of male and female undergraduate students of Bangladesh.

The participants of this study involve 132 male students and 89 female students
(randomly selected fresh undergrads) of 2 public universities of Bangladesh. As an
instrument of data collection, the author used Gardner’s (1985) Attitude/Motivation Test
Battery (adapted by Zaman (1998)). In addition, the author used O xford Placement Test
(developed by Allan (1985)—which is composed of grammar section, reading section and
listening section with multiple choice questions. The author added a composition question to
the Oxford Placement Test. Besides, the author used SPSSX to analyze data.

Analysis of data reveals that 28.0% male students are instrumentally motivated
whereas 47.2% female students are instrumentally motivated. Inaddition, 72.0% male
students are integratively motivated whereas 52.8% female students are integratively
motivated. Thus, “the male subjects appeared to be more integratively oriented, whereas the

female subjects seemed to be more instrumentally oriented” (p. 58). The author reasons that
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male subjects are more integratively motivated in comparison with female students since they
aspire to emigrate to English speaking countries.

In attitude and motivation, statistically significant differences (Z-test value) have been
found between male and female students. In particular, male students showed more interest
in foreign languages in comparison with that of female students. Inaddition, male students’
score on ‘integrative orientation” was higher in comparison with the score of female students.

In the test of attitude toward learning situation, statistically significant (Z-test)
differences have been found between male and female students. In particular, anxiety level
of female students in the classroom seems to be higher than that of the male students. The
author attributes classroom anxiety of female students to introversion. However, female
students evaluate their teachers more positively in comparison with male students’ evaluation
of teachers.

In the proficiency test, statistically significant (Z-test) differences have been found in
the score of grammatical structures. In grammar test, female students scored higher than the
male students did. The author observes: This “finding may be explained by pointing to the
instrumental reasons the female subjects had for learning EFL such as doing well in the
examination, getting a good command of the skill of EFL being required for BCS and other
professional examinations, getting good jobs, and the like (p. 65).

Finally, the author recommends that syllabus and materials should be designed to
encourage both instrumentally and integratively motivated students. Second, teachers should
try to reduce anxiety of female students by encouraging students’ participation in the class,

and by avoiding domineering behavior.

5.1.9 In their study, “Working With Learners’ Motivation and Success in EFL Language

Program: Tracing the Sources of Low Motivation and a Learner-Centred Approach”, Bijoy
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Lal Basu and Subrata Kumar Bhowmik (authors are lecturer, Department of English, East
West University) [Basu & Bhowmik, 2005] investigate motivation of EFL students in the
context of Bangladesh.

The participants of this study include 100 undergraduate students (ranging from first
to fifth semester) of BBA, CSE, ICE, English, Pharmacy, and Economics department of East
West University. The author elicited data through questionnaire (containing both closed-
ended and open-ended questions) and interview.

Analysis of data reveals that success in exam correlates with motivation. In
particular, 45% students reported that results of 1% and 2" midterm motivated them. Second,
54% students were found to be instrumentally motivated whereas 43% students were found to
be both instrumentally and integratively motivated. Third, with regard to course materials,
most of the students preferred inclusion of text from their own culture. Besides, Business
students expressed their preference for texts connected with commerce/economy whereas
English students responded in favor of literary texts. Further, students opined that Basic
English course should encompass different types of texts such as essays, dialogs, movie
reviews, short poems etc. Fourth, most of the students opined that an ideal class contains 20-
25 students. However, 7% students opted for the option ‘30” when asked about ideal class
size. These students believe that small class generates boredom. Fifth, when asked about
their preference of teachers, 49% students opted for the option ‘both friendly and strict’ and
31% chose the option ‘friendly and informal’; 14% students chose the option ‘friendly but
formal’. Sixth, when asked about their attitude toward peer review, 29% students answered
that they ‘like’ peer correction whereas 41% students responded that they ‘strongly dislike’
peer correction. Seventh, when asked about their views on competition, 16% students
reported that competition ‘always’ motivated them; 21% reported that competition ‘often’

motivated them; 27% answered that ‘Competition never motivated them’; and 36% reported
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that competition ‘sometimes’ motivated them. Eighth, when asked about brainstorming
activities before reading a text, 43% students reported that they ‘often’ liked it and 35%
students responded that they ‘always’ liked it. Ninth, when asked about their opinion about
pair work, 48% students answered that pair work is ‘sometimes’ helpful, and 41% students
reported that pair work is ‘often’ helpful. Interview data suggests that students value pair
work because it reduces anxiety. Tenth, when asked about reward and punishment, 69%
students reported that when teachers praised them ‘they felt encouraged [to work more]’. On
the other hand, 47% students reported that they felt miserable and wanted to quit > when
teachers scolded them; 26% students ‘felt miserable but wanted to work harder’; and 16%
students ‘felt humiliated and unhappy’. Eleventh, when asked about their opinion about the
use of mother tongue in the class, 79% students answered that mother tongue should
‘sometimes’ be used in the class. Twelfth, students preferred using English daily, magazines
and English movies to learn English in spare time to tape recorders or [traditional] videos.
Thirteenth, when asked whether they like to work individually or in group on home
work/assignment, 27% students preferred individual work; 31% preferred group work; 29%
opted for the option ‘sometimes alone and at times ina group’. Fourteenth, most of the
students liked ‘sentence linking’ exercise (as test item) whereas most of the students disliked
‘error correction’, ‘change of word forms’ and ‘making sentences’.

The authors, based on these findings, recommend that teachers should help students
generating passion for learning English. Second, students may be motivated to read an
English book everyday at least for 30 minutes. Third, authentic and culture-sensitive text
may be used to motivate students. Fourth, students’ opinion should be taken into
consideration while making decisions about homework, task or lessons. Fifth, teachers
should provide positive feedback (i.e. praise and encouragement). Sixth, teachers should help

students to improve their self-esteem. Seventh, students should be rewarded for their
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achievement by “words of encouragement” and [punishment should be avoided because]

“punishment in any form acts as a deterrent” (p. 143).

5.1.10 In the article, “Language Learning Motivation: What’s on a Student’s Mind When
Learning English Language”, Tahreen Ahmed (Centre for Language, BRAC University,
Dhaka) [Ahmed, 2009] investigates motivation of Bangladeshi tertiary level students in
learning English language.

The participants of this study include 124 first semester undergraduate level students
of ENG-091 [intermediate level non-credit course] of BRAC University. The author elicited
data using a questionnaire containing both open-ended and closed question. The author
conducted the survey in August 2009.

In the first question (Q1) students were asked regarding their purpose(s) of learning
English. Most of the students answered that they learn English because ‘English is an
international language’. Other reasons that students mentioned are: to obtain good job, to
survive at BRAC university, to get good grades etc. The second question asked students
whether they are interested to participate in English classes (writing & speaking). In
response to this question, 44 students answered that they like the classes are interactive, and
involve students in group work and presentation; 38 students reported that they are interested
in the class because English classes improved their writing skill, speaking skill, and critical
thinking skill; 24 students responded that they are motivated in the class because teachers are
encouraging and supportive. Some students reported that they are not interested in the
course, because they ‘fear’ to speak in the class, and the classes are boring. Some students
reported that ENG-091 should be a credit course. In the third question, students were asked
to respond to some motivational factors. The first factor was: ‘Feelings toward English

language and culture’. Majority of the students (i.e. 97 students) expressed positive attitude
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toward English language and culture. The second factor was: ‘Tension and fear about
English classes’. 87 students responded that they do not suffer from tension and fear about
English classes. The third factor stated: ‘Fulfillment of a requirement as part of my degree at
BRAC University’. 98 students agreed with this statement. The fourth factor stated: ‘I feel
motivated about getting a good grade at the end of the course even though its non-credit’.
107 students agreed with this statement. The fifth factor stated: “If I learn English language
well I will get a good job’. 117 students agreed with this statement. The sixth motivational
factor stated: ‘The teacher praises me for my participation in class’. 113 participants agreed
with this statement. The seventh factor stated: ‘Learning English for my own interest and not
for any external reward’. 97 students agreed with this statement. The eighth factor stated: ‘I
feel motivated to learn English language because | have been successful in learning it in the
past’. 87 students agreed with this statement. The ninth factor stated: ‘In my English classes
| feel that there is no need to try my best, as | know I cannot improve, because | have always
failed in the past’. Only 5 students agreed with this statement. The fourth question (Q4)
asked for students’ suggestion to improve ENG-091 course. Students opined that the course
should give them more opportunities to practice speaking and to work in groups. Students
also opined that the course should help students improve vocabulary and grammar.

Finally, the author recommends that the course should require students to maintain a
reflective journal. Second, the course should include content-based activities. For instance,
students may be asked to compare two business plans [content from Business Studies]; or
students may be asked to discuss issues pertaining to crime, human rights etc. [content from
Law discipline]. Third, teacher should admire students and create a sense of achievement in

them.
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5.1.11 In their article, “Motivation: Its Crucial Role in Teaching English in Classrooms”,
Hemanta Bahadur Gurung (Senor Lecturer, Faculty of Business & Economics, Daffodil
International University) and Rubab Abdullah (Lecturer, Faculty of Business & Economics,
Daffodil International University) [Gurung, & Abdullah, 2007)discuss the connection
between motivation and English language teaching.

The authors note that ‘motivation’ refers to psychological processes that lead to an
action. The authors explicate two types of motivation theories: ‘Content theories” which deal
with “internal factors” including instinct, needs, satisfaction etc. and ‘process theories’ which
explain interactions of “internal factors” and “cognition” [to account for the process of
generating motivation]. The authors point out that there are four content theories of
motivation: Maslow’s need hierarchy theory which expounds five basic need of humans,
namely, [physiological], safety, love, esteem, and self-actualization; Alderfer’s ERG theory
which identified three basic needs, i.e. existence, relatedness, and growth; McClelland’s Need
Theory which indicates the following three needs: Need for achievement, need for affiliation,
and need for power; and Herzberg’s motivator [theory] is associated with job satisfaction.

On the other hand, the authors note three process theories of motivation: Equity theory which
assumes that “fairness in social exchanges” is related to motivation; expectancy theory which
maintains that people are motivated by “valued outcomes” ofactions; and goal-setting theory
which maintains that specific goals lead people to action. These apart, the authors explain
intrinsic motivation and extrinsic motivation. Intrinsic motivation involves completion of a
task for its ability to produce satisfaction. On the contrary, extrinsic motivation is generated
when an external reward is associated with the completion of a particular action.

The authors make an attempt to connect theories of motivation with English language
teaching. The authors indicate that [in order to motivate students] teachers should construct

lesson plan. Inaddition, a teacher should be “creative” and “flexible”. Besides, a lesson may
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include different types of activities (e.g. writing, speaking, listening etc). Further, a lesson
should contain interesting components. Second, teaching materials should be selected
considering the linguistic proficiency of the students. In addition, teachers should pay
attention to individual students. In particular, teachers should help slow students. The
authors write: “With him teachers have to keep lesson points simple, slow and repetitive” (p.
174). This approach may increase intrinsic motivation of the students. Third, teachers
should be ‘caring’, ‘approachable’, ‘understanding’, ‘supportive’, ‘helpful’, and ‘patient’.
The authors indicate that these characteristics of teachers might also increase intrinsic
motivation of the students. Fourth, the attitude of teachers should be ‘positive’. Inaddition,
teachers should appreciate students’ efforts. The authors write: “A teacher’s positive energy

could lead to the students becoming more motivated” (p. 175).

5.1.12 In her article, “Motivational Strategies in the ELT Classroom: The Bangladeshi
Context at the Tertiary Level”, Batool Sarwar (Teacher, Department of English, University of
Dhaka) [Sarwar, 2013] describes some strategies of motivating students in EFL context.

The author explains three motivational problems in Bangladesh. The first problem is
attitude toward English language. Citing Dornyei (2009), the author points out that
Gardner’s theory of [instrument]/integrative motivation fails to capture complex attitude (i.e.
psychological processes) of students toward English language. For instance, the author
records that students of English department learn English to gain socio-economic success.
Therefore, these students are instrumentally motivated. However, students tend to avoid
language learning task to hide their lack of proficiency. Precisely, in the context of
Bangladesh, mistakes lead to mockery and ridicule. Inaddition, students tend to assign
superior value to English compared to their own culture (a consequence of colonization)

which “increases their sense of inadequacy” (p. 155). Therefore, the author remarks that



English Language Education Research in Bangladesh 116

instrumental and integrative motivation cannot explain causes of learning English in
Bangladesh context. A second problem of motivation is related to schooling system. The
author points out that school system does not provide proficient English language teachers,
satisfactory textbooks, and efficient teaching techniques. Nevertheless, schools project
failure of the systemas the failure or inability of the students. The author writes: “Research
shows that such evaluative patterns are often internalized by students, causing lasting damage
to their own perceptions of ability” (p. 156). A third motivational problem is “learning
situation”. The author records that problems of the English Department at Dhaka University
include large class size, inappropriate course materials and examination procedure. The
author points out that in the existing examination system, “students receive poor
grades...[which] undermines their self-confidence and reinforces their tendency to attribute
their failures to low levels of ability” (p. 157).

The author offers the following strategies to solve motivational problems of the
students. First, teachers should try to change the attitude of the students. Inthe first class of
a group of English department students at Dhaka University, the author discussed the role of
English as a tool for both subjugation and resistance. In particular, the author explained
Macaulay’s speech and Pennycook’s notion of counter discourse. The author notes: “This
strategy motivated students by making them consciously aware of the link between their own
national identity and their desire to function effectively as members of a global community of
English speakers” (p. 157). Second, teachers should be sympathetic toward students. In
addition, teachers should view students’ mistakes positively. Third, teachers should explain
to students that their (i.e. students’) lack of proficiency is not the outcome of their inherent
lack of ability. Fourth, teachers may use innovative classroom techniques to motivate
students. For instance, in anacademic writing class (E201), the author used the following

techniques: group work, peer feedback, and peer evaluation. The author remarks: “The
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strategies were in effect a very small step toward learner autonomy but they were found to

have anamazing impact on the motivational level of students” (p. 158).

5.1.13 In his article, “A Study of the Interaction Between the Learning Situation and the
Proficiency of EFL Learners”, Dr. M. Maniruzzaman (Associate Professor & Chairman,
Department of English, Jahangirnagar University) [Maniruzzaman, 2006] explores the
correlation between anxiety, attitudes towards language teachers, attitudes towards course,
and language proficiency [achievement levels] of English language learners.

In this study, 41 tertiary level students (25 males and 16 females) of different
disciplines participated. The author determined three predictor variables (i.e. classroom
anxiety, attitudes towards teachers, and attitudes towards the course). The criteria variables
were scores on a structure test, vocabulary test, composition test, and speaking test. To elicit
data about classroom anxiety, the author used a structured questionnaire (Likert scale).
Information about learners’ attitudes towards the teachers and course was derived by using
Semantic Differential Format of Osgood et. al. (1957) (e.g. impatient-patient; friendly-
unfriendly; meaningful- meaningless). The author used SPSS to analyze data. He used
Pearson’s product moment correlation coefficients. In designing the question, the author
used a modified [by him] version of Attitude/Motivation Test Battery of Gardner (1985).

The first hypothesis of the author was that there is a negative correlation between
classroom anxiety and learners’ proficiency. The findings of this study confirm this
hypothesis, i.e. classroom anxiety hinders the process of language learning. The author
remarks that classroom anxiety is produced by untrained teachers, teacher-centered lesson,
irrelevant materials, faulty testing system etc. The second hypothesis was that there is a
positive association between learners’ attitudes towards teachers and linguistic proficiency

which is confirmed by the analysis of data. The third hypothesis is that there is a positive
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correlation between attitudes towards course and learners’ proficiency in speaking and
writings. The analysis of data suggests that this hypothesis is also true. Attitude towards
course is constituted by the perception about course difficulty, course utility, and interest of
the learners. In other words, those who positively assessed the course appeared to score high
on proficiency test (i.e. the criteria variable).

Finally, the author suggests that anxiety of the students can be reduced through
creating friendly atmosphere and encouraging collaborative learning. Positive attitudes
towards course may be ensured by introducing materials and methods according to the needs

of the learners. Besides, teachers should function as a ‘facilitator’ on ‘counselor’ in the class.

5.1.14 In his article, “Status of Students” Anxiety in English Learning as a Foreign Language
at Secondary Level”, Md. Nazim Mahmud (Research Fellow, Institute of Education and
Research (IER), Dhaka University) [Mahmud, 2010] investigates level of students’ anxiety in
learning four skills.

The participants of this study include 90 students (both male and female) from [6
schools] of Dhaka city. The students have been purposively chosen from Grade VI, VII, and
VIII. Inaddition, 12 English teachers (2 teachers from each school; self-selective sampling)
also participated in the study. The author elicited data from the students using questionnaire.
Inaddition, the author conducted semi-structured interview to extract data from the teachers.

Analysis of students’ (self-report) data reveals that majority of the students (43.3%)
encounter anxiety while dealing with speaking skill. Besides, 21.1% students encounter
anxiety while writing in English; 21.1% students experience anxiety in listening to English;
and 14.4% students experience anxiety while reading English texts. Students’ response
regarding their level of anxiety is supported by their teachers as well. In particular, all the

teachers reported that students experience anxiety while speaking in English. Inthe
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interview, teachers identified the following causes that are responsible for generating anxiety
in students while speaking in English: Shyness, poor repertoire of vocabulary, lack of
practice, fear, and lack of knowledge about sentence construction. Teachers also opined that
fear of making mistakes and unfriendly teacher-students relationship also generate anxiety
among students. Besides, teachers reported that students experience less anxiety while
dealing with writing skill when compared to speaking skill, because (a) students get enough
time to think when they are assigned to write, and (b) students’ writing is not exposed to
public. This apart, some students who experience anxiety while reading reported that they
become anxious when they encounter any word whose pronunciation is unknown to them and
when they fail to understand the meaning ofany complex sentence structure [while reading
aloud inthe class]. However, it is to note that the author did not find any statistically

significant correlation between students’ proficiency in four skills and level of anxiety.

5.1.15 In her survey, “The Role That Affective States Play in Tertiary Level Second
Language Classrooms in Bangladesh: A Private University Scenario”, Soniya Irfat Urmee
(Senior Lecturer, Department of English, Stamford University Bangladesh) [Urmee, 2011]
investigates psychological profile of students which catalyzes language learning process.

The participants of this study involve 60 randomly selected students ( 30 male, 30
female) from English, Microbiology, journalism, Law, Film and Media, Business
Administration, Computer Science, and Civil Engineering department of Stamford
University Bangladesh. The author collected data using structured questionnaire.

Findings of the study suggests that majority of the students are instrumentally
motivated towards learning English. Most of the students opined that classroom environment
is significant in increasing motivation, and positive evaluation [i.e. better grades] increases

level of motivation. Majority of the students reported that there is no connection between
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their background as Bangla medium students and their self-image. A large number of
students reported that better performing students create anxiety about their own self-image.
Most of the students think that performance in the class is connected with upbringing, family
support, and satisfaction in personal life. A significant number of female students (more than
males) suffer from trait anxiety [tendency of being anxious about everything] which affect
language learning. A large number of students suffer from state anxiety (i.e. anxiety in a
specific moment; e.g. encountering a particular teacher) and situational anxiety (i.e. anxiety
about specific event or situation). Majority of the students opined that speaking skill and
listening skill are highly affected, and reading and writing are less affected skills affected by
affective [emotional] factors. Most of the participants believe that both teachers and students
have responsibilities in lowering affective filter. Inresponse to an open-ended question,
students opined that student-friendly class might contribute to improve their concentration in
language learning.

The author recommends that teachers should provide positive feedback on students’
mistakes. Second, teachers should ensure equal participation ofall students in group
activities. Third, teachers should overlook minor mistakes of students in speaking [to
increase their level of confidence]. Fourth, students should endeavor to construct positive

self-image.

5.1.16 In his article, “The Critical Period Hypothesis: A Critical View”, Mohammad
Shamsuzzaman (Part-time Lecturer, Department of English, North South University)
[Shamsuzzaman, 2007-2011] explicates validating and invalidating argument regarding
Critical Period Hypothesis (CPH).

The author notes the following researches which support CPH. The first study that

the author discusses is Johnson and Newport’s (1989) research on 46 adult Chinese and
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Korean ESL learners. The participants of this study entered the USA at ages ranging from 3-
39. The researchers categorized the participants into four groups: AoA [age of arrival in the
U.S.] 3-7, AoA 8-10, AoA 11-15, and Ao0A 17-39. There was a control group with 23 native
speakers of English. Ina grammaticality judgment test Ao A 3-7 group demonstrated native-
live proficiency. The performance of other groups was [poor] in comparison with the native
control group. From this study, Johnson and Newport deduces that age affects SLA and
critical period ends after puberty. Other researchers such as Jia (1998), Dekeyser (2000)
imitated Johnson and Newport’s study. Jia’s study on 105 non-native speakers of English
and Dekeyser’s study on 57 Hungarian ESL learners support Johnson and Newport’s study.
Bialystock and Miller’s (1998) study on 28 Spanish and 33 Chinese speakers of English with
a control group of 38 native speakers provides evidence for CPH.

The author mentions the following researches that invalidate CPH. First, Genesee’s
(1998) study on French immersion students [English speakers] in Canada demonstrated that
there was no significant difference between the performance of early immersion (L2
commenced in Grade 1) and late immersion (L2 commenced in Grade 7/8). Second,
McDonald’s (2000) study on Vietnamese and Spanish learners of English indicates that
performance of late learners [in terns of AoA] can be similar to early learners and native
speakers, and sometimes, early learners may fail to perform well. In Birdsong and Molis’s
(2001) study, late learners (AoA>17) showed native- like proficiency [as indicated in Johnson
and Newport’s (1989) study]. The author mentions a study from neurological research which
reveals that there are differences between language processing mechanisms of early and late
bilinguals; nevertheless, it cannot confirm CPH. In particular, Hirsh’s study (1997) (which
employed Functional Magnetic Resonance Imaging Process) found that in sentence

generation task, late bilinguals activated two different centers in ‘Broca’s area’ whereas early
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bilinguals’ activation of Broca’s area remained indistinctive. However, this study does not
indicate that children are better learners than are adults.

In order to downsize the significance ofage (and CPH) in SLA, the author points out
that gender, genetic factors, typological relation between L1 and L2, resources (pedagogic
and technological) available for language learning, motivation, identity of learners (i.e.
whether learners would strive to retain their identity on acculturate) are determining factors in
ESL learning. Inaddition, the author mentions Edward Said and Joseph Conrad who learned
English in their adulthood.

Finally, the author notes that future research on CPH should include effect ofage on
learning semiotic system, not simply on language. Second, the reason of lateralization should
be discovered, not simply the temporal point of lateralization, because “myelination varies

from person to person” (p.55) which indicates that only age does not cause lateralization.

5.1.17 In his article, “Relevance of the Study of Interlanguage to Teaching EFL at the
Tertiary Level”, Dr. M. Maniruzzaman (Associate Professor, Department of English,
Jahangirnagar University, Bangladesh) [Maniruzzaman, 2008] explores significance of
identifying interlanguage of EFL students.

In this experimental study, [undergraduate] students of Language Centre of
Jahangirnagar University participated. Both experimental group and control group contained
21 students. The author selected students for this study using simple random samp ling
process in which every ‘n'™ student from a list was taken. As instrument of data collection
about students’ proficiency, the author used Oxford placement test (developed by Allan,
1985, composed of MCQ type of question). The author adds two more items to this test: a

free composition test and a speaking test. For examining interlanguage of the students, the

author adopted the method of error analysis.
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Both the experimental and control group were given pre-program test and post-
program test. Inthe pre-program test, experimental group scored 40, 33, 6 and 11.5 in test of
grammatical structures, test of reading and listening skills, free composition test, and
speaking test respectively whereas control group scored 41, 31, 6.5 and 12 in the test of
grammatical structures, test of reading and listening skills, free composition test, and
speaking test respectively. Error analysis indicates the “linguistic deficiencies” ofthe
experimental group in the pre-program phase. In particular, in the test of grammatical
structures, the students demonstrated errors in using noun, determiner, relative pronoun,
adverb, modals, verbs, tense, connector, preposition, and subject-verb agreement. Inthe test
of reading and listening skills, students’ speed in skimming and scanning was “slow”. In
addition, students’ reading comprehension skill was found unsatisfactory due to inadequate
knowledge of vocabulary and syntax. Students also encountered problem in recognizing
English sounds (e.g. monopthong, diphthong, intonation, stress). Inthe free composition test,
students could not write correct sentences and well-organized essay. In speaking test,
students showed communicative and linguistic incompetence. Specifically, students could
not use appropriate words, stress, and intonation in this test.

In the language teaching program (72 contact hours), control group and experimental
group were treated differently. The control group was taught using the regular syllabus of the
Language Centre. On the other hand, the syllabus for the experimental group was developed
using the data derived through error analysis. In other words, the syllabus was aligned to the
linguistic input necessary for the students.

The scores of post-program test show that experimental group managed to
significantly improve their linguistic proficiency. Precisely, experimental group obtained 81,
78, 14, and 22 [mean score] in the test of grammatical structures, test of reading and listening

skills, free composition test, and speaking test respectively whereas the control group scored
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55, 49, 8.5, and 15 in the test of grammatical structures, test of reading and listening skills,
free composition test, and speaking test respectively.

Based on these findings, the author recommends that students’ interlanguage should
be taken into consideration in designing language syllabus. Second, interlanguage analysis

should accompany needs analysis of the learners.

5.1.18 In his article, “The SL/FL Classroom and the Individual Learner”, Md. Maniruzzaman
(Assistant Professor, Department of English, Jahangirnagar University) [ Maniruzzaman,
1997-1998] explicates the necessity to address individual learner differences in English
language teaching.

The author records that SL/FL teachers should possess knowledge about three factors
concerning individual learners: psychological factors, social factors, and individual
needs/wants. Psychological factors encompass the following concepts: schemata (both
formal schemata and content schemata), cognitive learning styles, and affective properties of
learners. Schemata refer to the background knowledge of learners. In his discussion of
cognitive style the author cites Bruner, Goodnow and Austin (1957) who make a distinction
between ‘focusers’ and ‘scanners’. ‘Focusers’ pay attention to one particular component ofa
problemat a time whereas ‘scanners’ concentrate on several components of a problemona
particular moment. The author also cites Witkin, O ltman, Raskin, and Karp (1971) to explain
‘ficld-dependent’ learners and ‘field-independent’ learners. Field-dependent learners can
easily recognize the ‘whole’ ofa text whereas ‘field-independent’ learners can easily
understand discrete components or ‘part’ [isolate] ofa text. The author observes: “since field
independence is positively related to success in SL/FL learning, learners might be trained to
be more field-independent in an open and non-threatening classroom culture” (p. 92). The

third element of psychological factors is affective states of learners. In other words, affective
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factors such as attitude, self-esteem and anxiety influence English language learning. Social
factors, the second factor that constitute individual learner difference, refer to [socio-
economic] class of learners. Individual needs/wants is the third factor that demarcate
between learners. The author points out that learners might have ‘integrative’ or
‘instrumental” needs. In addition, citing Allwright (1987) the author notes that learners’
‘wants’ or ‘deficiencies’ have to be identified as well. The author contends that in order to
determine needs/wants of learners, teachers may conduct ‘immediate need analysis’.
Finally, the author suggests that teaching methods or classroom activities should be
synchronic with individual learner differences; second, instead of adopting one particular
methodology for students, eclectic method may be used; third, teacher training program
should introduce teachers with psycholinguistics, sociolinguistics and pedagogy. Fourth,

classroom environment should be ‘non-threatening’ [i.e. anxiety free].

5.1.19 In her article, “The Role of Age in Second Language Learning”, Feroza Yasmin
(Associate Professor, Department of Linguistics, University of Dhaka) [Yasmin, 2005]
discusses critical period Hypothesis (CPH).

In the section entitled “Historical perspective” the author traces the history of the term
CPH. The author points out that Penfield and Roberts, neurologists, initiated the discussion
on the impact of age on language learning in 1959. Later on, Lenneberg, a neurologist,
introduced the term ‘Critical Period Hypothesis’ in 1967. In the section entitled “Definition
of the CPH”, citing Scovel (2000) the author notes that critical period rages frombirth to
puberty. In this period, humans can learn language easily. Accordingto Lenneberg, critical
period begins at the age of 2/3 and terminates at 13. Werker and Tee believe that critical
period starts from the age of 10 to 12 months. However, Bialystok and Hakuta suggest that

the terminal age of critical period is 20.
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In the section entitled “CPH: the supporting opinions” the author documents the
arguments that support CPH. Penfield, on the basis of his of observation of [a child] learning
French (English speaking child) reported that second language learning was easy “before the
age 12” (p. 100). Second, Genie failed to master her first language since she started to learn
the language after puberty. Third, on the basis of his study on “brain injured children”
Lenneberg argued that it is difficult to acquire language after puberty. Fourth, in their study
on Chinese and Korean speakers, Johnson and Newport (1989) found that the subject who
emigrated to the USA before the age of 7 attained native- like proficiency in English.

In the section entitled “CPH: The adversary opinions”, the author records some
argument against CPH. First, Lamendella (1977) maintains that though Lenneberg’s theory
holds that children may learn language easily, it does not claim that acquisition of language is
impossible for adults. Second, Julie, anadult speaker of English, attained native-speaker
proficiency in Egyptian Arabic as a second language. She started to learn Egyptian Arabic at
the age of21. She learned the language (i.e. Egyptian Arabic) in natural setting. This study
was conduct by loup et.al. (1994). However, the author points out that age is not the only
factor that determines the success of SLA. First language of the learners, length of exposure,
language input, feedback etc. contribute to developing proficiency of the L2 students.

In the section entailed ‘“Pedagogic implication” the author indicates that since early
start cannot guarantee better linguistic proficiency, “it is not worth introducing a second
language in primary education” (p.115). In this context, the author notes that English is a
compulsory subject at primary level in Bangladesh; “nevertheless, English language
proficiency of Bangladeshi learners is not satisfactory”. Therefore, “for the cognitive
immaturity, childhood is not a suitable time to begin second language learning” (p. 115). The

author suggests to introduce second language at the age of 13-14 (i.e. at secondary level).
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5.1.20 In her article, “Child Language Acquisition and “Universal Grammar””, Shayla Nahar
Ahmed (Assistant professor, Department of English, University of Dhaka) [Ahmed, 2007]
describes child language development (phases) and makes an attempt to substantiate
Chomsky’s ‘Universal Grammar’ theory.

The author discusses seven stases of child language development. The first stage is
pre-linguistic stage which involves crying, cooing and babbling (children start to babble at
the age of 4-6 months). The second stage is called ‘one word stage’ or holophrastic stage
which begins at the age of 12-18 months. The third stage is ‘two word stage’ which starts at
the age of 18 month. A ‘pivot word’ (e.g. ‘a’) and an ‘open word’ (e.g. ‘coat’) constitute two
word utterances. The fourth stage is called ‘telegraphic stage’ in which children can
“produce utterances with two, three, four or five words or longer” (p. 171). At this stage,
children do not use function words. The fifth stage is ‘intermediate development stage’ (age:
3 years). At this stage, children start to acquire inflections, negative and wh-questions.

In the section entitled “Some major theories of Child Language A cquisition”. The
author points out that there are two views concerning child language development: Empiricist
and rationalist. Empiricists hold that language acquisition takes place through experience
[exposure] whereas rationalists such as Chomsky believes that children are biologically
programmed to learn language. Another theory o language acquisition is ‘behaviorism’,
propounded by B.F. Skinner (1957). Another theory of language acquisition is ‘social
interaction” which maintains that first language is acquired through social communication. In
the section entailed ““Universal Grammar’ and Child Language Acquisition”, the author
explains the notion of ‘Universal Grammar’. The theory of universal grammar assumes that
(a) “a child is born with ‘Universal Grammar’” and (b) Universal Grammar is constituted of

principles of all language (e.g. structure dependency).
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In the section entitled “The stages of Language Acquisition and “Universal
Grammar™”, the author tries to substantiate UG theory by drawing data from developmental
stages of children. The author puts forward the following argument to establish the validity
of UG theory. First, Language development of children is systematic and universal.
Universal Grammar of a child interacts with the mechanism of a particular language which
contribute to the development of grammatical competence. Production of consonant and
vowel sounds are universal. Citing Pinker (1984) and Genter (1982) the author writes: in the
‘one word stage’, “children of different languages first acquire the nouns of their mother
tongue” (p.181). Children do not violate the word order (e.g. SVO, SOV) of a particular
Language. To substantiate this point, the author cites Pinker who found 95% utterances of 12
children that demonstrated correct word order. Braine’s (1976) study found correct word
order in utterances of a 25-month child. Hidekazu Miyahara and Kazuko Miyahara (1978)
found SOV word order in a Japanese child. The author writes: “According to Universal
Grammar, this kind of word order is already present in children’s mind and is activated when
children are exposed to their native language. So English children learn the SVO order,
while Japanese children learn the SOV order” (p. 182). Universal grammar encompasses
principles of language[s]. To support this view, the author refers to the study of Valian
(1989). Valian (1989) found that English children used overt subjects in 70% utterances
whereas Italian children used overt subjects in 30% utterances in telegraphic stage. Thus,
children become aware of the system of ‘pro-drop’ [pronoun deflection] in their own
languages (in telegraphic stage). The author maintains that children’s consciousness about
‘structure dependency’ of language (which is a constituent of UG) can be observed in
Intermediate Development Stage. For instance, a four-year-old child utters sentences such as
“Where should I put it?”; but the child would not utter a sentence like: “Should it where |

put?”.
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5.1.21 In the article, “Monitoring the ‘Monitor’: A Critique of Krashen’s Five Hypotheses”,
Manmay Zafar (Commonwealth academic staff scholar and doctoral candidate in English,
Wadham College, University of Oxford, UK; and Assistant Professor, Department of
English, Dhaka University) [Zafar, 2009] briefly discusses Krashens” monitor model and
presents its criticism.

The first hypothesis of Krashen’s monitor model is ‘acquisition-learning’ hypothesis.
In this context, acquisition refers to the ‘subconscious’ process of developing linguistic
competence whereas ‘learning’ refers to ‘conscious’ process of developing linguistic
competence. The author argues that no demarcation line should be drawn between
acquisition and learning; rather both learning and acquisition concurrently function in
developing linguistic proficiency. The second hypothesis is ‘monitor hypothesis’ which
refers to the notion that learned knowledge of linguistic system is employed to edit or
monitor the production of language. The author notes that this hypothesis is not empirically
substantiated. The third hypothesis is ‘natural order hypotheses’. This hypothesis assumes
that L2 learners follow a predictable route/natural order in acquitting grammatical structure.
The author claims that “not all L2 learners adopt the same route to attain Target Language
(TL) proficiency” (p. 142). The author contends that Krashen oversighted the impact of L1
in L2 acquisition (i.e. negative and positive transfers). The fourth hypothesis is ‘input
hypothesis’ which refers to mechanism ofacquiring language through receiving
[comprehensible input]. The author points out that this theory lacks [empirical] evidence.
The fifth hypothesis is ‘affective filter hypothesis’. This hypothesis assumes that motivation,
self-confidence, and anxiety influence success/failure of L2 learners. The author points out
that Krashen overlooked the presence of affective variables among children (e.g. sense of

insecurity, anxiety, lack of self-confidence).
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5.2.0 Language Education Policy

5.2.1 Miah Md. Naushaad Kabir (Doctoral researcher of EFL University, Hyderabad, India)
[Kabir, 2011], in his explorative essay “Controversies in English (Language Education) in
Bangladesh: The Colonial Contexts”, makes an attempt to establish a causal connection
between colonial history and language- in-education policy of present time in Bangladesh.
Kabir divides his article into five sections: introduction, history of Bangladesh ina nutshell,
history of English (Language Education) in the Bengal Presidency in the colonial period, and
conclusion.

In the section entitled “History of English (Language Education) in the Bengal
Presidency in the colonial period” the author chronologically records some information about
the entrance of English language in India. He notes that English entered India in 1630s with
the establishment of English factories at Balasore and Hugli. Later on, East India Company
introduced English in business and official domain. Kabir notes that the spread of teaching-
learning of English was systematized by English schools established in Kolkata in the 17"
century. Apart from schools, three universities were established in Bombay and Madras in
1857 with English as medium of instruction (MOI) as a consequence of Charles Wood’s
Educational Despatch (1854). In East Bengal (now Bangladesh), Dhaka University was
founded in 1921 onthe basis of Calcutta University Commission Report which played a
significant role in English language Education. Apart from academic institutions, literary
societies such as the Asiatic Society and Calcutta Literary Society, and journalistic
publications such as Hicky’s the Bengal Gazatte, Ramgopal Ghose’s the Bengal Spectator
contributed to the spread of English in India. Besides, the 1813 charter of Company made a

provision for educating Indian and translating English books into Oriental languages. Inthe
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19" century, Macaulay’s ‘Minute on Education 1835 asserted the significance of learning
English; Freedom of Press Act 1835 encouraged publications in English language;
Hardinge’s Resolution (10 October 1844) and Queen Victoria’s declaration in 1858 required
Indians to learn English for government jobs.

In the concluding section of this article, the author documents debates over the
introduction of English language in Bangladesh. For instance, Bangladesh Education
Commission Report advocates introduction of English from class VI as a compulsory subject
whereas Report of the English Teaching Task Force recommends introduction of English
fromclass Il or VI as a compulsory subject; Commission for the Foundation of Education
Policy, 1997 suggested teaching of English from class I11; the National Education Policy,
2000 opines that English can be an additional subject inclass | and Il and compulsory subject
in class I11; and finally, National Education Policy (2010) suggested the introduction of

English inclass 1.

5.2.2 In her essay, “Language Planning in Bangladesh: A Case Study”, Razia Sultana Khan
(Associate professor of English, North South University, Dhaka) [Khan, 2002] describes the
history of language education policy of Bangladesh and explains the repercussion of
inconsistent policy.

The author begins her historical exposition from pre-independent Bangladesh. Prior
to 1971, as the author notes, Bangla was the language of social domains and, education in
Bangla medium schools. English was the compulsory subject at secondary and higher
secondary level; though it was the medium of instruction at tertiary level. Before
independence, there was no specific [de jure] Language policy in the Bengal Delta.
However, an Education commission constituted in 1974 made an attempt to formulate a

language [Education] policy for Bangladesh (LEP). The commission recommended Bangla
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language as medium of instruction. In particular, the commission suggested introducing
Bangla as a compulsory subject up to class XII. They recommended introducing English
fromclass VI to XI1 as a compulsory subject. Since the commission did not define any
medium of instruction for tertiary level, university student were allowed to write answer in
the tests either in English or in Bangla. To resolve this uncertain condition, Ministry of
Education formed English Language Teaching Task Force to assess condition of English
language teaching in Bangladesh. The report of the task force raveled that the English
proficiency of secondary and higher secondary students was below the expected level. In
addition, English skill of the trainee teachers at teacher training colleges was also
unsatisfactory. On the basis of these findings, the task force [1976] recommends to introduce
English fromclass 111 or 1V to organize long and short term training program for secondary
level teachers, to introduce graded syllabus according to the needs of the students, and to test
writing and comprehensive skills at SSC and HSC level. Inresponse to the report of the Task
Force English was introduced in class Il and a new textbook with focus on language
replacing literary content was designed for higher secondary level. Since English teachers
were trained in teaching literature and therefore failed to deal with the new textbook, the
traditional literature- based syllabus was reintroduced. In 1983, ‘Bengali Introduction Law’
demanded proficiency in Bangla in administrative domains at public and private sector.
However, the author observes that despite the language law, proficiency in English remained
an unarticulated condition for jobs and promotion. But the people of Bangladesh could not
cope with the demand for bilingual skills (i.e. proficiency in both Bangla and English).
Realizing the need for academic and occupational purposes to check the deterioration of
English proficiency, Bangladesh government decided to introduce English from class I in
1990; in line with this decision, new syllabus and new books for class I-X were introduced.

In 1972, an act passed by the government of Bangladesh re-introduced English at tertiary



English Language Education Research in Bangladesh 133

levels. 1n1995, a British council study (sponsored by the UGC) identified two problems of
teaching English in Bangladesh: shortage of English teachers and lack of training. The
recommendation of British council report emphasized on pedagogic planning, formulation of
expert teams, graded syllabus and extension of course hours. In 2000, National Education
Policy suggested introduction of English an additional subject fromclass 1 and as a
compulsory subject fromclass I11.

Finally, the author remarks that language [education] policy of Bangladesh was not
followed by any planning. The author suggests that an effective and precise policy along
with proper planning is necessary to improve the condition of language education in

Bangladesh.

5.2.3 In his essay, “The ‘Politics’ of Language in the Bangladeshi Education System: A
Deliberate Perpetuation of Obscurity and Chaos”, Faheem Hasan Shahed (Associate
Professor & Head, Department of English, American International University-Bangladesh)
[Shahed, 2009] discusses language policy and language education policy of Bangladesh.

The author notes that Bangladesh Education Commission Report of 1974
recommended introduction of English fromclass VI. The suggestion of this report was
ignored—English remained compulsory from class 3. However, at one point English was
introduced from class I on the following ground: starting to learn English fromearly stage of
life would be beneficial for the students. The author remarks that dispute over English
language education policy led to “dysfunctional bilingualism™—which means lack of
proficiency in both Bangla and English in the context of Bangladesh.

The author, citing Rahman (1999), points out that English language education policy
in Bangladesh is implemented through “power-coercive strategy”. “power-coercive strategy”

refers to imposition of policy using force. The author gives an example to show that English
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language education policy in Bangladesh follows “power-coercive strategy”. In 1986, a
textbook entitled English for Today Book VIII was introduced for class 11 and 12. This book
was withdrawn due to the reaction of the critics. In particular, critics pointed out that the
texts [of the book] were un-English, unimaginative, and unidiomatic. However, in an
“acceptability experiment” Hamidur Rahman (1998) found that some “ungrammatical”
sentences identified by critics were acceptable to native speakers of English. Arifa Rahman
opined that the textbook became a personal issue of education secretary who came from
literature background. Therefore, the textbook was revised by incorporating literacy. Arifa
Rahman provides another example of ‘power-coercive strategy’. English language was
introduced in class | without any consultation with ELT-expert and English teachers. Apart
from this, the author notes that there is no homogenous policy on medium of instruction at
tertiary level in Bangladesh.

The author also mentions inconsistency in Bangla language policy. A cabinet held on
13 February 1979 emphasized on the use of Bangla in all domains in Bangladesh. However,
use of Bangla in all domains could not be ensured. Finally, the author cites Prof. Serajul
Islam Chowdhury who believes that everyone in the country may not need to learn English.
He also cites Monsoor Musa (1995) who suggests that education system of Bangladesh

should admit the significance of learning foreign language.

5.2.4 In his article, “Rethinking the Status of English in Bangladesh: Why it Should be the
Second Language, Not a Foreign Language”, Dr. M. Maniruzzaman (Associate Professor,
Dept. of English, Jahangirnagar University) [Maniruzzaman, 2009] investigates people’s
perception about the status of English and, explores the use of English in different domains in

Bangladesh.
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The participants of this study include 70 participants (randomly selected) who are
educationists, students, businesspersons, bureaucrats, doctors, lawyers and politicians by
profession. The author used structured questionnaire (closed ended) to elicit data. In this
study, the author deals with two hypotheses. First, “though a foreign language
constitutionally, English is currently being used as a second language in different sectors of
Bangladesh”. Second, “the prevailing situation of Bangladesh demands a language policy to
be adopted and a pragmatic plan to be implemented to consider English as complementary to
Bengali and proclaim it as the second language of the country” (p. 70).

Findings of the study indicate that 93% respondents use English with their family
members; 100% respondents use English with their friends and colleagues; 100% use English
in their profession, workplace, and to communicate with foreigners. Besides, 91%
participants think that their fellow persons need to use English in their everyday life; 94%
reported that they need to use English in their daily life; 100% reported that they use English
and Bengali side by side in their real life communication. The author argues that these data
support the first hypothesis about the use of English as a second language in Bangladesh.
Apart from this, the following data testifies the second hypothesis about the existing demand
of declaring English as a second language. First, 43% respondents opined that English
should “remain a foreign language in the constitution of Bangladesh” (p.78) whereas 57%
disagreed with this idea. Second, 46% opined that “English should remain a foreign language
in the education system of Bangladesh” (p. 79) whereas 54% opposed the idea. Third, all the
respondents favored the use of English in the education system of Bangladesh. Fourth, 97%
opined that English should be used in the official activity in Bangladesh. Fifth, 91% thinks
that they should “use English in their daily activities” (p.81). Sixth, 92% opined that
“English should be complementary to Bengali” (p. 82). Seventh, 87% opined that “English

should be used in all the official activities of Bangladesh” (p. 82). Eighth, 67% opined that
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“English should be used in all the social activities of Bangladesh” (p. 83). Ninth, 94% opined
that “English should be used in all the educational activities of Bangladesh” (p. 84). On the
basis of these findings the author recommends that “a language policy should be adopted and
a pragmatic plan should be implemented so as to consider English as complementary to

Bengali and proclaim it as the second language of Bangladesh” (p. 86).

5.2.5 In the essay, “English Teaching at the Turn of the Century”, Anita Pincas (Senior
Lecturer, Institute of Education at University of London, London) [Pincas, 2002] discusses
ELT methodology and English Language Education policies.

The author documents the ELE policy and practice of Israel. ELT curriculum in
Israel adopted a structural approach one decade ago. The existing curriculum is designed to
facilitate “natural language learning” using specific themes. This approach excludes teaching
of graded linguistic items, i.e. grammar and vocabulary. However, teachers of Israel
encounter problems in teaching English due to multilingual and mixed-ability class.

The author maintains that teaching English as a separate subject cannot develop
“sufficient competence” of the students. The author argues for partial immersion. In
addition, the author makes some suggestions about language pedagogy. First, startingage of
learning English should be early (6, 3, or 4). Second, learners should be given natural context
for learning English. Besides, speaking should precede reading, and reading should precede
writing. Third, only the target language should be used in the classroom. Fourth,
“international intelligibility”” should be the goal of language teaching [rather than Standard

English]. Fifth, multilingual should try to devise solutions to language teaching problems.
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5.2.6 In her essay, “Language Problems in Singapore and Hong Kong”, Mahmuda Nasrin
(Associate Professor, English Discipline, Khulna University, Khulna) [Nasrin, 2008]
discusses language policy and practice of Singapore and Hong Kong.

In her discussion of the language policy of Singapore, the author mentions that there
are four official languages in Singapore: Mandarin, Tamil, Malay, and English. However,
use of English in different domains is increasing. The two reasons for the acceptance of
English in Singapore are the following: (a) English is not connected with any race of
Singapore; therefore, it is a ‘neutral’ language; second, English gives access to science and
technology. However, English language is an obstacle to the construction of national identity
on the one hand, and carrier of western values on the other. A variety called ‘Singlish’ has
emended in Singapore though it was not planned by the government. The author indicates
that there might be unprecedented consequence of language planning.

In her discussion of Hong Kong language policy, the author points out that Hong
Kong has three official language: English, Cantonese, and Putonghua. Though in the early
20" century there was an attempt to promote Chinese [medium education], English became
the dominant language due to the following reasons. First, Hong Kong government prefers
degrees from English speaking counties. Second, officials of Education department are
trained in England who recommend adoption of foreign (i.e. English) curriculum. In

addition, western advisers catalyze education system of Hong Kong.

5.2.7 In her essay, “Imperialism and English Education Policies in the Sub-Continent”, Zakia
Ahmad (Assistant Professor, Department of English & Humanities, ULAB, Dhaka) [Ahmad,
2008] discusses language policies of India and Bangladesh with reference to British

imperialism.
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In this paper, the author points out that language policy of India and Bangladesh has been
formulated by taking British colonial history into account which led to placing emphasis on
English language. The author notes that “Three Language Formula” of India (adopted in
1960s) recognized the significance of English along with Hindi and other regional languages.
English Language is widely used in India as a consequence of British colonization. Onthe
other hand, Government of Bangladesh made an attempt to ensure the use of Bangla inall
domains through ‘Bengali Implementation Act’ of 1987, English managed to retain its place
in education, administration, and other domains. Use of English in Bangladesh, like India, is
also an outcome of British imperialism. The author indicates that in the present age
globalization has made English an essential language throughout the world. According to the
author, British imperialism is reasserting itself through ensuring the use of English around the

world in the globalized world.

5.2.8 In her essay, “Perspectives on Current Uses of English in Bangladesh”, Arifa Rahman
(Associate Professor, English, IML, University of Dhaka) [Rahman, 1998] discusses factor
affecting present status of English in Bangladesh and proposes a typology of English use in
the country.

The author identifies three factors that in catalyze the present status of English in
Bangladesh. First, (a) “acquisition of the various spheres of knowledge” which means
English is used in science, technology, diplomacy, trade and banking etc. Inaddition, the
author remarks that English is significant in Bangladesh for higher studies and for receiving
training abroad; (b) second, English is a “marker of modernization” in Bangladesh. The
author suggests that use of English has increased in Bangladesh due to the development of
information technology. Inaddition, satellite channels, sports at international level and

western pop culture also elevated the status of English in Bangladesh. Third, English is a
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“vehicle of pragmatic success” in Bangladesh. Inaddition, the author remarks that English is
essential for Bangladesh to enter international job market. Further, English is used in South
Asia as inter-regional (e.g. SAARC) language for communication. Besides, the author
opposes Phillipson’s notion of linguicism with regard to English in the context of Bangladesh
and sides with Pennycook (1994) who holds that English can be culturally appropriated to
serve the purpose of EFL/ESL users.

The author proposes a typology of English use in Bangladesh by adapting Ferguson’s
(1996) typology of superposed languages such as Persian, Portuguese and English in Calcutta
from the late 18" century to late the 19" century. Ferguson’s typology of language use
includes the following domains: lingua franca, government, religion, education, literature,
influence, and development (e.g. technical access, education). The author adds five more
domains to this typology in the context of Bangladesh. These are: employment,
communication (including electronic and digital network), social mobility, media, music and
entertainment. The author locates the 12 domains of use of English in Bangladesh “on the

basis[s] of concurrent usage in academic, professional, technical, social and cultural spheres”

(p. 34).

5.2.9 In her essay, “Language Policy and Planning for Bangladesh”, Mahmuda Nasrin
(Assistant Professor, English Discipline, Khulna University) [Nasrin, 2003] explains two
paradigms of language policy and planning.

The author notes that there are three types of language policy and planning in the
world: ‘language shift policy’ which encourages acquisition of a dominant language
abandoning mother tongue or community language; ‘language maintenance policy’ which
promotes bilingualism; and ‘language enrichment policy’ which considers languages as

resources and makes an attempt to save endangered languages.
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The author discusses two paradigms of language policy: ‘Diffusion of English’ and
‘Ecology of language’. In the section entitled “The diffusion of English paradigm” the author
points out that English is a ‘killer’ language and this language is responsible for unequal
distribution of power and resources. Inaddition, English displaces indigenous languages
around the world. The author argues that domination and hegemony of English is the
consequence of language policy formulated by the core English speaking countries. In the
section entitled “Ecology of language paradigm” the author notes that linguistic ecology
refers to cohabitation of languages in a particular geographic space. The ecology of language
paradigm promotes multilingualism, linguistic diversity and linguistic human rights.

In the section entitled “options for Bangladesh” the author suggests that people of
Bangladesh need to learn Japanese, Korean, and Arabic language as well for pragmatic
purposes. In particular, Japan, Korea, and Saudi Arabia provide labor market for Bangladesh.
This apart, the author locates two spaces: (a) where knowledge of English determines access
to resources and power and, (b) where English does not determine access to resources and
power. In particular, countries like Japan, and Scandinavia use English for international
communication; but English language does not determine distribution of politico-economic
power in these spaces. On the other hand, countries like Philippines use English for internal
purposes, and knowledge of English determines access to socio- economic and political
power in this space.

Finally, the author recommends that in Bangladesh “English should be used only for
international communication” (p. 64). Besides, apart from English, acquisition of other
foreign languages should be facilitated by establishing language centers around the whole
country. Inaddition, indigenous languages should be considered as resources and steps

should be taken to enrich these languages.
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5.2.10 In her article, “The Political Context of Pedagogical Practices in the EFL Classroom in
Bangladesh”, Shaila Sultana (Lecturer, Department of English, Jahangirnagar University)
[Sultana, 2003] explores political implications of ELT pedagogy in Bangladesh.

In the section entitled “Study of Language: An imperial invasion”, the author po ints out that
learning grammar to acquire proficiency is overemphasized in Bangladesh. The author
identifies a political connotation of teaching- learning grammar. She notes that in the late 15"
century Nebrija submitted [description of] Castilian grammar to Q ueen Isabella and
contended that grammar can be an apparatus of colonization. Inother words, as Nebrija
maintains, standardization of language ensures centralized control over language and
production of books; thus, it limits people’s access to different types of reading materials.
The author draws an implication of this incident in the context of Bangladesh. ELT
pedagogy in Bangladesh encourages “students to study only prescribed textbooks™ (p. 119)
and discourages them “to study anything beyond their syllabus” (p. 119). Inthe section
entitled “K nowledge and textbooks: A colonized definition”, the author mentions that
textbooks of secondary and higher secondary level is grammar-based and form-focused. In
the section entitled “EFL classroom—A place for centralistic play of power”, the author
argues that teacher-student relationship in Bangladesh is determined by ‘Banking concept’ of
education (as explained in Freire, 1970) which is a tool for dehumanization. The author
observes: “In Bangladesh our classroom practices are also dehumanizing our students” (p.
121). Inthe section entitled “Hierarchical relationship between teacher and student”, the
author notes that teachers in Bangladesh are authoritative, autocratic, and follow lock-step
teacher-centered approach in the classroom. The author observes: “The EFL classrooms in
Bangladesh also maintain the social hierarchy in the relationship of teachers and students” (p.
121). Onthe other hand, students are, as the author indicates, passive, dependent, vulnerable,

self-deprecating and slave like in the Hegelian sense. Inthe section entitled “Student as
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passive learner” the author records that the unequal power relations of teacher-student in the
classroom does not allow students to apply their critical thinking ability, or to become
creators of knowledge. Inthe section entitled “EFL classrooms and policy makers”, the
author notes that unequal power-relations between policy makers and ELT practitioners lead
to uncritical acceptance of pedagogic decisions formulated by the policy makers. In the
section entitled “EFL classrooms—A zone ofsilence”, the author points out that EFL
classroom in Bangladesh is not dialogical and encourages “mere repetition of dialogue
prepared on unauthentic contexts” (p. 123). The author observes: “In EFL classrooms in
Bangladesh, there is usually no opportunity for teachers and students to be involved in
dialogs. The classroom practices in Bangladesh encourage passivity so that students can be
subjugated easily, so that they do not question teachers, i.e. the authorities. Inthe section
entitled “Physical setting of EFL classroom—A metaphorical representation of unequal
distribution of power”, the author contends that sitting arrangements (i.e. fixed rows for the
students) signify inferior status of students in the classroom [in comparison with the status of
their teachers].

The author suggests that critical pedagogy which encourages critical thinking and
dialogic thinking should be introduced in the EFL classrooms of Bangladesh. Inaddition,
appropriate ELT methodology according to the needs of the students should be devised for

Bangladeshi context.

5.2.11 In his essay, “The Reports of Education Commissions and English in Bangladesh”,
Bijoy Bhushon Das (Assistant Professor, Department of English, American International
University, Bangladesh) [Das, 2008-09] describes and evaluates reports of education

commissions formed after the partition of 1947.
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The author examines the following education commission reports to detect the status
of English in them: East Pakistan Educational Reforms Commission Report 1957; Report of
the Commission of national education (Sharif Commission—21959); Commissionon
Students’ Problems and Welfare—1966 (Hamoodur Rahman Report); The National
Education Commission Report—1974 (The Qudrat-e-Khuda Commission Report, 1974); The
English Teaching Task Force Report—1976; Report of the National Committee on Education
Policy: 1997.

The ‘East Pakistan Educational Reforms Commission Report 1957 formulated a
secular and liberal education policy. This committee did not make any provision for teaching
any second language at primary level [i.e. Grade | to Grade VV]. The report emphasized on
teaching- learning mother tongue at this level, arguing that second language would be
stressful for the students, because psychological energy of children is limited. This report
recommended introducing English from Grade VI to Grade VIII as an optional subject. This
commission was in favor of using mother tongue as medium of instruction at higher level of
education. With regard to method of teaching English, the commission recommended Direct
Method. In his evaluation of this report, the author remarks that the commission failed to
understand the pragmatic value of English language at university level education. Inother
words, English was the language of inter-regional communication (between East and West
Pakistan) and an essential language for obtaining government and private job. Thus, the
functional load of English was high. Ignoring this reality, the commission favored mother
tongue [i.e. Bangla] at university level education.

The ‘Report of the Commission on National Education (Sharif Commission)—21959°
constructed an Islamized education policy. This commission did not suggest introducing
English at primary level; but it recommended introducing English as compulsory subject

fromclass VI to XII. The report emphasized on teaching- learning of language rather than
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English literature. The commission also recommended introducing English at degree level.
With regard to teaching methodology, the commission report encouraged the use of tape
recorders, gramophone etc. in teaching- learning English. In his evaluation of this report, the
author remarks: “It attached great importance to learning of English for modernizing the
society and industrializing the country” (p. 35).

The ‘Commission on Students’ Problems and Welfare—1966 (the Hamoodur Rahman
Report)’ did not recommend to introduce English at primary level. However, the report
suggested introducing English as compulsory subject fromclass VI to Matriculation level.
However, it did not make any suggestion regarding introduction of English at college or
university level. Nonetheless, the commission recognized the significance of English in
Pakistan. In his evaluation of this commission, the author appreciates the commission’s
attempt to “modernize the society” by recognizing the significance of English.

‘The National Education Commission Report—1974 (The Qudrat-e-Khuda
Commission Report 1974)’ (formed in July 26, 1972) did not suggest to introduce English at
primary level. The commission recommended introducing English as a compulsory subject
formclass VI to XIl. The commission did not make any suggestion regarding introduction of
English at university level. The commission favored Bangla as medium of instruction at all
levels of education. In his critique of this commission, the author points out that the
commission overlooked the issue of English language teaching methodology, English
textbooks, and training of English teachers.

‘The English Teaching Task Force Report—1976 ’ explored a dismal condition of
English teaching- learning on the basis of a survey conducted on 50 institutions (secondary
and higher secondary level institutions [class VI to XI1] and teacher training institutes). The
task force identified the following factors that are responsible for the unsatisfactory condition

of teaching-learning English language: (a) absence of useful textbooks, (b) lack of trained
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English teachers, (c) large class size, and (d) faulty system of examination. According to the
recommendation ofthis task force, ‘English for Today’ textbook series was introduced at
secondary and higher secondary level in 1980s. However, these textbooks had to be
withdrawn due to resistance [of the stakeholders]. In his critique of this Task Force, the
author notes that this Task Force overlooked kindergartens and English medium schools.

The ‘Report of the National committee on Education Policy: 1997 suggested
introducing English from class I11. The committee also recommended introducing English
fromclass IX-XII for the three streams of education: General education, Vocational
education, and Madrasah education. In his evaluation of this commission, the author
mentions that this “report is just a reproduction of the Qudrat-e-Khuda Commission of 1974
with some minor additions, deletions, and modifications” (p. 48).

Finally, the author writes: “no government both during Pakistan and Bangladesh
periods have taken any concrete steps to implement the whole or part of any of the report” (p.
49). Referring to The Daily Star (24.09.08), the author mentions some causes of indifference
of governments toward the recommendations of Education Commissions. First, there is a
possibility of public reactions against any kind of innovation. Second, new government tends
to ignore reports of education commission formulated during the regime of previous
government, because new government appears to be reluctant to give any credit to previous
government in the improvement of education system. Third, implementation of the
recommendations of education commission requires huge amount of money. However, the
author suggests that the government should implement recommendations of education

commissions.
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5.2.12 In her essay, “English Language Teaching in Bangladesh: An Overview”, Feroza
Yasmin (Associate Professor, Department of Linguistics, University of Dhaka) ['Yasmin,
2006] documents history and challenges of ELT in Bangladesh.

The author notes that ‘English Language Teaching Task Force’ was formed in 1975 to
assess standard of ELT at secondary level, higher secondary level and in teacher training.
The survey of the Task Force revealed that English proficiency of Grade-9 students was
below two years than the expected level; Grade-12 students lagged behind four years than the
expected level. The survey further disclosed that 70% trainee teachers (most of them were
in-service teachers) had the capability to handle textbooks up to Grade-7, though they were
expected to deal with textbooks up to Grade-10.

However, the author mentions that the following events contributed to improve
condition of ELT in Bangladesh. First, ‘Bangladesh National Curriculum and Syllabus
Developing Committee’ was formed in 1975 to develop materials [textbooks] for primary to
higher secondary level. The committee recommended a new syllabus with emphasis on four
skills. The new textbooks (language-oriented) were introduced in 1978-1986 at primary and
secondary levels. The new textbooks did not face any challenge at primary and secondary
level. But the new textbook introduced in 1986 at higher secondary level was not welcomed.
Teachers opposed and criticized the new textbook since it did not contain literacy texts.
Therefore, this textbook was withdrawn. A second decision, that brought positive changes in
ELT, as the author indicates, was introduction of English from Grade-3 to Grade-12 in 1977
(as a compulsory subject). However, two decisions according to the author, exacerbated the
condition of ELT in Bangladesh: First, introduction of English from Grade-1 in 1991 as a
compulsory subject; second, ‘Bengali Language Implementation Act-1987’ to ascertain the
use of Bangla in all domains [replacing English]. In 1997, in order to improve condition of

ELF in Bangladesh, English Language Teaching Improvement Projects [ELTIP] started its
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journey (jointly financed by Government of Bangladesh and Government of the UK). The
objective of this project was to design teaching materials, train teachers and reform testing
system (secondary and higher secondary level throughout the country). The author observes:
“Until now the develops of textbooks and teachers’ books has been the most significant
achievement of this project, although it has failed to produce a student workbook. In other
areas it has contributed little and is still struggling” (p. 137).

Finally, the author identifies three major challenges for ELT in Bangladesh: First,
ignorance of most of the educators, policy makers and English Language teachers regarding
the distinction between teaching language and teaching literature; second, low-status of
linguistics [department] in Bangladesh [three is a gap between professionals of linguistics and
professionals of ELT in Bangladesh]; and third, negative intervention of government (e.g.

withdrawal of English textbooks in 1986).

5.3.0 Methods and Techniques
5.3.1 In their article, “Collaborative Learning and the Teacher’s Role in an Interactive
English Language Classroom”, Dr Md. Mizanur Rahman (Professor, Department of English,
Islamic University, Kushtia, Bangladesh) and Mohammad Moniruzzaman Miah (Lecturer,
department of English, Faculty of Arts and Humanities, Jazan University, Kingdom of Saudi
Arabia) [Rahman & Miah, 2011] discuss principles of interactive and collaborative learning,
and explains some techniques to solve problems that may arise while following collaborative
approach in teaching English language.

The authors maintain that an interactive classroom is learner-centered and facilitates
mutual learning process to engage students in heuristics or discovery. Inan interactive
classroom, the responsibility of a teacher is to involve learners in construction, exploration

and subjective interpretations of pedagogic materials through arrangement of tasks. Besides,
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an interactive classroom creates environment to use English. According to the authors,
teachers, in an interactional classroom, should engage students in tasks, group work and pair
work. The authors note that Communicative Language Teaching (CLT) and interactive
classroom share some common characteristics. For instance, both approach support the use
of authentic materials and real- life situations. In teaching reading skills, teachers may select
texts from magazines, articles, newspapers, stories, reports, play extracts, poems etc. As a
follow-up activity of reading, students may be engaged in such writing activities as summary
writing, writing postcards, filling in forms, newspaper articles, dialogues, poems, job
applications etc.

Inan interactive classroom, students should follow process approach to writing which
involves multiple drafting, peer conferencing and collaborative writing. With regard to
speaking skill, teachers may involve students in role play, debate, describing objects, oral
quizzes on popular topics etc. In conducting speaking activities, teachers should function as a
facilitator and provide feedback in the end of the activities. In order to develop listening
skills, students may be exposed to such tape-recorded texts as advertisements, news
broadcasts, songs with lyrics, interviews, telephone conversations etc. The authors identify
two problems in English language classrooms: motivation and class size. To motivate
students, teachers may use materials according to their interests of the learners; and, the
problem of large class can be solved by forming big groups where advanced students should

help weak students.

5.3.2 In her article, “Teaching EFL in Bangladesh: A Comparative Analysis of Pair-Work
and Individual Assignments in ELT Classrooms”, Imrana Islam [Islam, 2012] compares pair-
work and individual assignment in ELT course to establish pair work’s superiority over

individual assignment. The research questions of this study address the following issues: (a)
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grammatical and spelling mistakes committed by individual and paired students which has
been investigated by employing the method of error analysis; (b) cooperation between paired
students as reflected in the assignments addressed by adopting analytical principles of CDA
and social-psychology; (c) motivation of individual and paired students investigated by
employing observation method ; (d) development of interpersonal skills among paired
students which has been explored through interview method.

In this study, 80 undergraduate second semester students (15% males) participated.
The students had been randomly selected from a course titled “Public Speaking” in which
there were 48 individual students and 20 pairs, working ona [writing] assignment
(approximately 400 words) entitled “An analysis of grammatical deviations in literary,
debate, argumentative discussion and speech presentation”.

The findings of the study reveal that the number of mistakes committed by

paired students is less than those of individual students. Precisely, paired students made 188
grammatical mistakes (subject-verb agreement, tense and aspect, double negation and syntax)
whereas individual students made 351 mistakes. Apart from this, individual students made
119 spelling mistakes whereas paired students made 51 spelling mistakes in their
assignments. With regard to cooperation among paired students, the author states that
students’ academic writing reflects cooperation. For instance, paired students overused ‘we’
I.e. personal pronoun in their writing. The author, using analytical insights from CDA,
attributes the use of ‘we’ in the assignment of pairs as a reflection of group solidarity/identity
at lexical level. Drawing upon the jargon of'social psychology such as ‘us-them distinction’
the author argues that the use of ‘we’ may be the result of students’ conceptualization of other
groups as rivals or competitors. The author assesses motivation of individual students and
paired students by using the criterion of “the frequency of visiting the instructor’s office” (p.

24). The findings indicate that individual students visited 34 times and paired students
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visited 49 times which suggests that paired students were more motivated than individual
students. Finally, 9 groups out of 12 in interview indicate that pair-work helps to establish

friendship and interpersonal skills.

5.3.3 In his paper, “The Use of Bengali in English Classrooms in Bangladesh”, Sukanta
Bhattacharjee (Associate Professor, Department of English, University of Chittagong)
[Bhattacharjee, 2012] explores the advantages of using L1 (Bangla) in English language
classrooms. In addition, he conducts a small scale survey to investigate perceptions of
teachers and students about the use of L1 in English classroom.

The author documents some benefits of using L1 (i.e. Bangla) in L2 classroom. First,
Bangla can be used to demonstrate contrast between L1 and L2 which may facilitate learning.
Second, use of learners’ L1 may be motivating for the students since identity is linked with
mother tongue. Third, L1 canbe used to clarify ambiguous linguistic item. Fourth, use of
mother tongue may facilitate positive L1 transfer. Fifth, use of L1 in English classroom
resists cultural alienation and helps in building rapport with teachers. Sixth, if students are
allowed to use L1 in the classroom they might feel confident.

Apart from theoretical discussion about using L1 in L2 classroom the author reports
the findings ofa small scale survey research. In this study, 50 students and 5 teachers from5
schools, 5 colleges and 2 universities expressed their perception about the use of Bangla in
English class by filling out a questionnaire.

The first question of the research instrument (i.e. questionnaire) asked students
whether Bangla should be used in English classes. 90% students said ‘yes’ and 10% said
‘no’. Among the teachers, 95% responded positively and 5% responded negatively. The
second question was put to elicit students’ view on teachers’ use of Bangla in English

classroom. In response to this question, 23% students opine that Bangla should be used “a
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lot” in the class; whereas 27% would like it “on some occasions™; 50% “a little”. In the third
question, teachers were asked about the frequency of using Bangla in the English class. In
response, 50% teachers expressed that Bangla should be used “on some occasions” whereas
50% think that Bangla should be used “to aid comprehension”. In the fourth question,
students were asked whether use of Bangla facilitates learning English. The analysis of data
reveals that 14% students do not think that use of Bangla would help learn English. The fifth
question [which contains eight propositions about the use of Bangla in different occasions]
seeks to explore students’ and teachers’ beliefs about appropriate occasions of using Bangla
in the classroom. The data indicates a significant difference between teachers’ and students’
perceptions of appropriate occasions [the author avoids interpreting the data; he even does
not mention the contradiction]. Inresponse to this question, 10% students opine that Bangla
may be used to introduce new materials whereas no teacher thinks that Bangla may be used in
such cases. In the second statement, 80% students think that Bangla may be used to explain
difficult linguistic concepts whereas 20% teachers agree with it. Inthe third statement, 8%
students think that Bangla may be used “to make fun with students” and 18% teachers agree
with the statement. Inthe fourth statement, 25% students think that Bangla may be used to
“check for comprehension” whereas 15% teachers agree with this statement. In the fifth
statement, 20% students think that Bangla may be used to define new vocabulary items
whereas 10% teachers agree with the statement. In the sixth statement, 80% students believe
that use of Bangla make them confident and comfortable whereas 20% teachers agree with
the statement. In the seventh statement, 2% students think that Bangla may be used in
language testing whereas no teacher agrees with the proposition. In the eighth proposition,
2% students opine that Bangla may be used in pair/group works whereas no teacher agrees
with it. In the sixth question of the questionnaire, students were asked about the reason for

their preference of Bangla in the class. Inreply, 15% students report that use of Bangla
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makes them feel more comfortable; 70% feel “less lost”; and , 15% “feel less nervous”. The
author concludes that except spoken English class, Bangla may be used to facilitate L2

learning and to motivate students.

5.3.4 In his article, “Developments in Learning Theories and the Concept of Appropriate ELT
Pedagogy”, M. Shahidullah (Professor of English at Rajshahi University) [Shahidullah, 2002]
surveys learning theories, and documents some parameters to develop appropriate ELT
pedagogy.

In his survey of pedagogical theories, the author registers explanations about teaching
and learning offered by behaviorism, Vygotskian approach, socio-educational model, schema
theory, and socio-cultural or Genetic Explanation theory. Behaviorism, as the author notes,
ignores the connection between culture, cognition and psychological factors whereas
Vygotskian theory holds that cultural experiences influence learning ofan individual.
Gardner’s socio-educational model assumes that social space, individual differences, context
of language acquisition and linguistic/non-linguistic outcomes are determining factors in
language learning. Schema theory indicates that cultural pattern or structure of teaching-
learning of a society continue to influence the members of that society throughout their life.
Socio-cultural theory theory suggests that learning process such as memorization, decision
making, concept formation and learning strategies evolve from culture. This theory draws it
impetus from L.S. Vygotsky’s belief that learning process and learning strategies are

culturally specific activities.

The author explains the link between socio-cultural theory and the concept of
appropriate methodology. The author notes that success or failure of a methodology depends

on teacher and learner factors, and context of a teaching- learning situation. Appropriate
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methodology, as the author notes, refers to culture sensitive on culturally responsive
pedagogy which is constituted in synchrony with the cultural codes ofa particular context.
The author (citing Maley) records some parameters in developing an appropriate
methodology. The parameters involve peoples’ attitudes towards authority, pattern of
learning (co-operative/non-co-operativeness) ,ways of resolving disagreement, gender roles),
political structure of a society (egalitarian on elitist), influence of religion on people etc.
Thus, an appropriate methodology is formulated in accordance with cultural practice of a
society where the term ‘culture’ denotes dynamic (i.e. constantly changing) nation. The
author suggests that since people in the modernworld are exposed to local and global culture,
an appropriate ELT pedagogy has to encompass local and global cultural components.
Finally, the author suggests that teachers’ and learners’ beliefs about the process of
teaching- learning in a particular culture need to be considered in formulating a model of
appropriate ELT pedagogy. Second, learning style/strategy, preferences about teaching
techniques, available resources etc. are significant factors in devising appropriate
methodology. Third, the author recommends to adopt “antimethod pedagogy” which negates
rigid methodological framework. Fourth, the author suggests to follow eclectic approach

considering the needs of the students and concept of techniques.

5.3.5 In the essay, “Metamorphosis of an English Language Teacher”, Tasneem Siraj
Mahboob (Assistant Professor of English at Dhaka University) [Mahboob, 2002] shares his
experiences of transformation of beliefs and perceptions about teacher-student relationship,
learners’ affective factors and learners’ errors. In this article, the author recollects his
teaching- learning experience in Bangladesh and at Teachers college (TC) of Columbia
University—and compares the situations in these two settings. He mainly concentrates on

explaining how Teachers college of Columbia University positively changed his views about
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pedagogy of language teaching (MA in TESOL course at Columbia University). The author
notes that he became influenced by Ellis’s (Understanding Second Language Acquisition,
Oxford University Press, 1986) writing about learners’ errors, specifically, ‘interlanguage
theory’ which contends that learners’ error are the reflections of their active learning. With
regard to the nation of teacher-student relationship, the author remarks that teachers in
Bangladesh follow ‘Banking [Method of] education’. But at Teachers College he learned that
Freire’s ‘problem-posing education’ should be the ideal method of teaching which
encourages dialogue, love, humility, faith, hope and critical thinking. Inthis context, he
gives an account of his teaching experience in Bangladesh and in the US. In Bangladesh, his
classes (he was a private tutor) were rigid and rules-oriented [grammatical]. But after his
metamorphosis at TC, his classes were relaxed since he learned to be sympathetic towards his
students. He also learned that affective [emotional] filters of the students should be lowered
in the classroom to facilitate learning. He notes that competitiveness and anxiety in adult
learners inhibit learning. Therefore, he tried to reduce affective filter of the students by
remaining calm and patient in the classroom. He notes that rather than following any
particular method, he learned to discover his own technique of teaching.

In light of his transformed view about students’ error, student’s emotion or affective
filter and teacher-student relationship, the author examines English language pedagogy in
Bangladesh and identifies some problems. First, opportunities of teacher training in
Bangladesh is limited. Seconds, the central focus of [primary and secondary] syllabus is
literature and grammar [perhaps he is refereeing to syllabus in 1990] rather than
communication. Third, accuracy is emphasized over fluency. Fourth, speaking and listening
skills are not emphasized in Bangladesh. Fifth, the process of error correction is flawed. He

mentions that traditional English classes in Bangladesh strongly discourage making any kind
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of mistakes in composition classes. This practice inhibits student-writers’ growth. Finally, he

suggests to integrate four skills in every class.

5.3.6 In her article, “English Language Teaching at Undergraduate Level in the Private
Universities of Bangladesh”, Samina Akter Nayla (Lecturer, Department of English, ASA
University Bangladesh) [Nayla, 2009] discusses challenges and possibilities of implementing
Task-Based instruction (TBI) in private universities of Bangladesh. In particular, the author
defines task-based Instruction, identifies some obstacles in introducing TBI and suggests how
TBI can be successfully implemented at private universities of Bangladesh.

In the section entitled “Defining task-based language teaching” the author defines task
as a piece of work which incorporates real-life language use with focus on meaning. In
addition, a task can be a briefexercise. Inthe section, “The rationale of task-based teaching
and learning”, the author notes some characteristics of task-based teaching and learning.
According to Richards (2003), TBI creates opportunities for receiving input and producing
output; TBI motivates learners and instruction can be attuned according to the level of
students. On the other hand, Willis (1996) identified three sub-stages of TBI: task, planning,
and report. Inthe task phase, students work in groups or pairs; in the planning phase,
students plan to express ideas; in the report phase, students present the outcome of the task.

The author identifies three factors that need to be considered in implementing task-
based instruction: teaching factors, student factors, and material factors. With regard to
teaching factors, the author remarks that teachers tend to use GTM in the classroomand they
are not familiar with the concept of TBI which might create problem in implementing TBI.
Next, students’ level of proficiency and motivation is low. Therefore students might use
Bangla during completing a task which is an impediment in introducing TBI. Third, teachers

are not trained in developing materials for TBI and textbooks are not available on TBI.



English Language Education Research in Bangladesh 156

In order to successfully implement TBI in private universities of Bangladesh at
undergraduate level, the author recommends that foreign consultants should be appointed to
train teachers in designing texts for TBI. Second, there may be a combination of Task-based
[which encourages autonomous activities] and task supported approach [where teachers

explicitly teach student].

5.3.7 In their survey study, “Use of Bangla in EFL Classes: The Reaction of the Secondary
Level Students and the Teachers in Bangladesh”, Md. Jahurul Islam (Lecturer, Department of
English, Jahangirnagar University) and Shamim Ahsan (Associate professor, department of
English, Dhaka Commerce College) [Islam & Ahsan, 2011] investigate perceptions of
secondary level teachers and students about use of Bangla in the classroom.

The participants of this study include 80 tenth-grade students from two rural and two
urban schools and 16 secondary level teachers. The author randomly selected the
participants. As an instrument of data elicitation, the authors used both structured
questionnaire and interview method. Further, the author observed 16 classes to understand
classroom interaction.

Analysis of data indicates that more than 66.25% students support the use of Bangla
in the classroom; 92.5% students need to use Bangla in the class; about 88.50% students want
their teachers to use Bangla in the classroom. Further, most of the students think that use of
Bangla in the classroom facilitates language learning whereas class conducted fully in create
problem in understanding lesson. Besides, students feel nervous it they are asked to speak in
English in the class; most of the students think that ‘other’ students [i.e. their classmates]
would laugh at them if they speak English and ‘other’ students know English better. 63%

students feel anxious if they are asked to speak in English.



English Language Education Research in Bangladesh 157

On the other hand, 56.25% teachers think that Bangla should be used in the
classroom. 87.5% teachers think that they need to use Bangla in the class to elicit answers
from students. Besides, most of the teachers opine that moderate use of Bangla in the class
would accelerate the process of learning and use of English only in the class might be
unhelpful for the students. Both teachers and students opine that Bangla may be used in the
class to define new and difficult words, phrases, expressions; to explain complex grammar
rules; to explain difficult concept and to give instructions. Apart from this, 69% students of
rural schools and 57% students of urban schools support use of Bangla in the classroom.

Finally, the author suggests that Bangla may be used in 5%-10% time of the total
duration. Judicious use of mother tongue may be allowed to reduce shyness, anxiety, and
stress; and to enhance understanding of the lesson. Further, authority or policy makers
should not force teachers to use English only in the class, because English only policy in the

class might lead to misunderstanding of the lesson.

5.3.8 In her article, “Classroom Teaching Techniques: Teaching “Introduction to English
Literature” to Non-English Major Students”, Mehjabeen Rahman (Lecturer, Department of
English, Stamford University Bangladesh) [Rahman, 2005] explains some techniques of
teaching literature to students on non-English disciplines.

The author observes that use of some innovative techniques may increase the
motivation and interest of non-English major students about literature. She reports that 32
students of BBA discipline who attended Introduction to English literature course turned into
enthusiastic learners when she used movies, music, poetry presentation, open book test,
perceptual skill, humor, and innovative assignments in her class.

In her explanation of methods and techniques, the author notes that a teacher may

begin her class with riddle on pun to engage students’ emotion. Second, movie show is
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recreation, and it enhances critical thinking ability of the students. Watching movie is a good
technique to understand setting and character of a novel. Inaddition, teachers may arrange
group discussion on a movie to invite thoughtful comments from the students. Third,
teachers may use music [songs] in the class to create an anxiety-free and stress-free
environment in the class. Fourth, use of photographs, drawing, and visual aids (i.e. graphical
description) enhance students’ understanding of literary texts. The author presented a
pictorial description of “The love song of Alfred Prufrock” which aided students’
understanding. Fifth, teachers may assign innovative tasks. In her class, the author assigned
students to write curriculum vitae of P.B. Shelley. Besides, students may be required to
present poetry in class. Sixth, students may be assigned to compose poetry on short story on
the basis of their experience. Seventh, teachers may arrange open-book test to judge
analytical skills of the students. In her class, students positively responded to open book
exams. Eighth, teacher may use language other than English to enhance understanding of the
concept. Ninth, teachers may use real life experiences to contextualize characters or plots of

literary.

5.3.9 In his essay, “Gender Bias in ELT: How to Reform Settled Codes”, Manzoorul Abedin
(Lecturer, Department of English, East West University) [Abedin, 2005] explains the process
and techniques of eliminating gender bias form classroom practices.

The author discusses sexism in English language, and gender bias in classroom
interactions. Sexist characteristic of English language is reflected in its use of generic
pronouns (e.g. he), generic noun (e.g. ‘man-power’, ‘postman’, policeman’ etc.). semantic
derogation in which such words as ‘mistress’ and ‘madam’ acquired a pejorative connotation,
discursive bias (i.e. referring to woman as ‘Mrs. Huq’, ‘Mrs. Rahman’, ‘mother of three’

etc.). Onthe other hand, gender bias can be observed in ‘teaching style’ or teaching
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methodology. For instance, teachers tend to concentrate more on boys and ignore girls in the
class. In addition, the author cites a case study conducted by Myra and David Sadker (1988)
who found that male students receive more praise, criticism and feedback than female
students. The author notes a list of gender biased behavior inthe classroom. Gender biased
behavior in the classroom involves displaying lower expectation from women (e.g. asking
easy questions in the class), stereotyping women (e.g. calling women honey), interrupting
women in interaction/conversation, giving less feedback and intellectual encouragement,
making sexual comments or sexual humor etc. Referring to MLA handbook (1988), the
author suggests that to avoid sexist language one may eliminate generic use of ‘he” and
‘man’. The author documents some techniques ofavoiding gender bias in ELT textand ELT
classroom. ELT texts, to remove gender bias, may include ‘more detailed’ description
(women’s role) of women in society rather then stereotyping their roles. Inorder to eliminate
gender bias from ELT classroom, the author records some instructional guidelines. For
instance, teachers should not allow students to make offensive statements about women;
teachers should not assign stereotypical jobs to male and female students (e.g. cleaning,
carrying things); teachers should not allow unexpected interruption or intervention when
female students speak; teachers should closely examine books, posters or teaching aids to
exclude gender biased materials.

Finally, the author recommends that teacher training programs should create consciousness
about gender-biased behaviors in the classroom. Second, curriculum should be revised to

transform public perceptions about roles and capacities of women.

5.3.10 In her essay, “English Teaching in the Internet Age”, Sanyat Sattar (Lecturer,
Department of English, Jahangirnagar University) [Sattar, 2005] discusses advantages of

using internet and techniques in teaching English.
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The author notes that websites can be used to teach English. In particular, websites
may offer multiple-choice or fill in the blanks exercise to students. Besides, pronunciation
can be taught through websites by providing students with opportunities to listen recorded
model words, phrases, or sentences. Students can record and upload their own pronunciation
for feedback. Apart from websites, there are online course which are less expensive but
provides 24 hours service. Inaddition, online course might have e-mail support system.
Teachers may distribute lessons and study materials through e-mail and students may get
feedback from teachers. The author mentions two advantages of web-based learning. First,
online courses generally include students from different parts of the world which create real
information gap between students; teachers may utilize this information-gap in
communicative activities. Second, students can study materials received through e-mail in
their convenient time. The author identifies two disadvantages of web-based learning as
well. First, successful completion of online courses or web-based courses required high level
of intrinsic motivation which might be absent among students. Second, communication
between teachers and students might be disrupted due to time-zones. In other words, since
students around the world are located in different time-zones, some students might be
required to attend a group work in inconvenient time. Finally, the author argues that internet
conferencing can be useful in English language teaching where students and teachers can

interact and share materials with each others.

5.3.11 In her essay, “Teaching of English in Bangladesh: Problems and Solutions”, Arjumand
Ara (Assistant Professor, The University of Asia pacific) [Ara, 2005] identifies some
obstacles in teaching English in Bangladesh and suggests solutions.

The author notes that large class size, teachers’ heavy workload, inadequate supply of

teaching aids (OHP, cassette players etc.) are some of the problems of ELT in Bangladesh.
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The author suggests some techniques of teaching English with limited technological support.
For instance, a teacher may draw pictures on blackboard to teach vocabulary. Besides, the
author mentions three approaches of teaching vocabulary: teachers may introduce “word
groups” (e.g. animals, pets, domestic, wild) on the basis of a theme or topic; second, teachers
may focus on meaning and teach collocation of words; third, teachers may focus on formand
teach suffixes and prefixes of words. Apart from this, the author states that newspapers or
magazines may be used in the class to introduce students with different genre of writing.
Besides, computer, cassette players, movies may be used in the classroom. Finally, the
author suggests that teachers should motivate learners by encouraging them to read stories,
magazines etc. Second, teachers should design challenging tasks to motivate them. Third,

teachers should play the role of a director, organizer and counselor.

5.3.12 In her essay, “Elementary Reflections on the Teaching of English in Bangladesh”,
Sharmin Chowdhury (Part time teacher, Department of Mass communication & Journalism,
University of Dhaka) [Chowdhury, 2005] describes the relevance of Grammar Translation
Method in the context of Bangladesh.

The author argues that reading and writing skills are more important than
communication [speaking] for Bangladeshi students because most of the students would not
communicate with foreigners. According to the author, reading should be given the first
importance because students of Bangladesh need to study texts written in English at higher
level. In addition, reading increases knowledge of the students. The second importance
should be placed onwriting because writing enhances thinking ability and imagination.
Further, writing is a way of learning a language.

The author argues that teaching pronunciation should not be overemphasized, because

imitation of British or American English may be meaningless in communication with non-
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Euro American users of English. The author states that grammar and translation (from
English to Bangla and Bangla to English) should be taught. The author believes that teaching
of ‘grammar’ is essential for learning a language whereas ‘translation’ accelerates the process
ofacquiring a language. Inaddition, students should be taught how to use a dictionary.
Finally, the author argues that literary texts should be used in language class because

literature is interesting and it enhances thinking capacity and imagination.

5.3.13 In their essay “Choosing an Appropriate Methodology for a Large Class” Mohammad
Shahidul Islam, Zahid Hossain, and Raihana Akter (authors are Lecturer, Department of
English, Stamford University Bangladesh) [Islam, Hossain, & Akter, 2005] propose eclectic

method for large classes.

In the context of Bangladesh, the authors define large class as consisting of25 or
above number of students. In this article, the authors review Grammar-Translation Method
Audio-Lingual Method and Communicative Language Teaching (CLT) to demonstrate that
these methods become inapplicable in large classes. In particular, GTM suggests to focus on
accuracy; CLT advocates interactive class; and audio- lingual method involves dialogue and
drill practice. Ina large class, as the authors argue, interaction among students, emphasis on
accuracy and dialog/drill practice are impossible. Therefore, according to the authors,
Eclectic Method (i.e. utilization of all language teaching methods) may be used in a large
class to transcend the limitation ofa single method.

The authors mention some techniques that can be used in large class. Teachers may
use worksheets/practice sheets, personalize the class (e.g. knowing the names of the
students), walk down the rows, keep discussion time, answers queries of the students through

e-mail, arrange debates etc.
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5.3.14 In his essay, “Curricular Conventions and Confusions: Contemporary Challenges”,
Manzoorul Abedin (Teacher of English, East West University) [Abedin, 2006] proposes to
adopt content -based approach in English language teaching. Inaddition, he discusses some
issues such as context and motivation, sexuality, literacy and drama [literature] that might be
considered in designing ELT curriculum in Bangladesh.

In his discussion of context and motivation, the author indicates that reading interest
Is contingent on context and communities. Inaddition, learners need intrinsic motivation to
enjoy reading. With regard to sexuality, the author notes that romantic and social relationship
of students affect students’ learning. In other words, problems with boyfriend/girlfriend or
roommates might interfere in learning process. Inaddition, male students appear to be more
comfortable with female teachers. In his analysis of literacy, the author proposes to redefine
literacy by incorporating texts/contents from magazines, newspapers, audio tapes, CD-
ROMSs, music etc. Inaddition, drama can be incorporated into national curriculum since
drama involves a brand range of social and cultural issues, build confidence of the students,
and it improves communicative skills.

The author proposes an alternative strategy to teach English in Bangladesh.
According to the author, teachers of different subjects may take the responsibility of
improving language skills of the students. The writing process taught in English class may be
practiced in content subject classes to get familiarized with writing across disciplines.
Besides, simplified texts may be introduced in the class to reduce the gap between
interlanguage and [target level of writing skills]. With regard to materials, the author
suggests that curriculum should adopt postmodern approach to materials development. In
other words, teaching- learning materials should contain hybridity’ (i.e. mingling of different

culture) and multiple identify position where people “eat Vietnamese food listen to Jamaican
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music while wearing American clothes...”. In line with postmodern approach, different
varieties of English may be introduced in the class.

Finally, the author suggests that communicative approach may produce students with
low level of proficiency because CLT is less concerned about correct usage of English.
Besides, since students in Bangladesh need English mainly for educational and occupational
purposes, it is logical to learn English by using it in content subject. He argues for the
integration of English into the whole curriculum of SSC level along with teaching it as a
separate subject at both SSC and HSC level. If curriculum is not changed, content subject

teachers may take the responsibility to improve language skills of the students.

5.3.15 In their survey study, “Problems and Strategies of Teaching English in Large Classes
at Universities in Bangladesh”, Ahmed Bashir (Lecturer, Department of English, University
of Dhaka) and Sakiba Ferdousy (Lecturer, Department of English Language and Literature,
Darul Ihsan University) [Bashir & Ferdousy, 2006] investigates teachers’ and students’
perceptions of large class in Bangladesh.

The participants of this study include 20 university teachers and 100 students
(randomly selected) from 2 public universities and 9 private Universities of Bangladesh. As
instrument of data collection, the authors used structured questionnaire containing both
closed-ended and open-ended questions.

In response to the question whether teachers consider their class large, 60% teachers
responded positively and 40% teachers responded negatively. According to 50% teachers, an
idea class consists of 15-20 students whereas 5% teachers think that an ideal number of
students in class may exceed 30. Apart from this, 45% teachers reported that they use CLT
approach in the class; 50% reported that they use eclectic approach; and 5% reported that

they use GTM. The teachers were asked about the problems of teaching ina large class.
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According to the teachers, a large class cannot be made interactive. Second, teachers cannot
pay attention to individual students in a large class. Third, teachers cannot involve students
in classroom activities in large class. Forth, students cannot concentrate in a large class.
Besides, a large class is indisciplined, noisy and crowded. Inaddition, teachers cannot build
report with the students. However, 25% teachers opine that there are some positive aspects
ofa large class. For instance, teachers get many ideas from the students if the class is large
and contain many students; environment becomes friendly in large class; teachers can
improve their teaching skills by teaching in a large class; and teachers can learn about culture
of many students form a large class. When asked about the technique of solving problems of
a large class, teachers suggest the use of OHP, division of class into small groups, and
arrangement of group work/pair work.

Students were also asked whether they think their classes are large. 40% students
answered positively and 60% answered negatively. According to 52% students, ideal number
of students ina language class may exceed 30. The students also identified some problems of
a large class. For instance, students cannot concentrate in la large class, cannot participate in
classroom activities, cannot share their ideas, and they feel neglected. Apart from this, 43%
students identified the following positive aspects of a large class: a large class interactive and
student can compare their ideas with the ideas of other students; a large class is less
threatening and the atmosphere of a large class is lively; a large class is competitive which
motivates students to work.

The authors suggest that there is a contradiction between the perception of teachers
and students about the ideal number of students ina large class. 52% students think that ideal
number of students ina large class may exceed 30 whereas only 5% teachers agree with these
students. The contradiction of opinion about ideal number of students in a language class

indicates that students are comfortable in large class. Besides, 43% students opine that there
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are positive sides of a large class whereas only 25% teachers identified some positive aspects
ofa large class. The authors recommend that English language class should not allow more

than 25 students.

5.3.16 In her article, ““Humanistic Approaches” to Language Teaching: From Theory to
Practice”, Mehjabeen Rahman (Assistant Professor, Department of English, Stamford
University Bangladesh) [Rahman, 2008] discusses humanistic approaches and illustrates their
application in Bangladesh.

The author notes that humanistic pedagogy involves emotion and empathy of the learners. In
the discourse of ELT, the following approaches are considered humanistic: Suggestopedia,
The Silent Way, Community Language Learning (CLL), and Total Physical Response (TPR).
Suggestopedia classroom is characterized by music, relaxation, flower, colorful/decorated
interior, imagination and fantasy. The teaching process of Suggestopedia consist of four
stages: Introduction, concert sessions, elaboration, and performance. Another humanistic
approach is community Language Learning (CLL). In CLL, teacher plays the role of a
therapist and the classroom environment is stress-free. A third approach is The Silent Way
introduced by Calleb Gategno (1972). This approach allows the use of mother tongue for
self-expression, encourages self-correction and peer-correction to facilitate autonomous
learning. A fourthapproach is Total Physical Response (TPR) introduced by Asher (1997).
TPR synthesizes language and physical action in a stress-free classroom.

The author records her experience of using these humanistic approaches in
Bangladesh. In her class of primary level, the author used some technique of TPR and
Suggestopedia. Students in her class clapped, moved around, and recited rhymes. The author
reports that these activities were enjoyable to students since they were made to memorize

rhymes and receive dictation. Following principles of Suggestopedia, the author engaged
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students in drawing, singing and [acting out] drama. Children loved these exercises.
Besides, children were allowed to draw according to their choice and were asked to describe
their drawings. They could fluently describe their pictures. The author communicated with
students in a gentle voice and ina friendly way. The author also documents her experience of
involving emotions of undergraduate Business English students by engaging students in
simulation (role-play). Students were asked to imagine themselves as CEO or manager and
to participate in a group meeting. During discussion, students used emotive words and
experienced their effect psychologically. Apart fromthis, in English Composition class [at
Stamford university], the author used of suggestopedia in writing class. She reports that
playing classical music in the class improved creative writing skill of the students. In the
introduction stage, students were informed about the activity inthe class, i.e., “they would
listen to music and relax” (p.92). Inthe “concert session” stage, students listened to the
music. Inthe “elaboration” phase, students were asked to express their feelings. As students
could not report any feelings, music was played for the second time. In the “performance
from the students” phase, students started writing while listening to the back sound music.
Finally, they were asked to read their writing.

Finally, the author suggests that humanistic approaches can be used in Bangladesh. In
order to successfully implement humanistic approach, teachers have to be trained and policy

has to be formulated by the government.

5.3.17 In her survey, “Classroom Code Switching of English Language Teachers at Tertiary
Level: A Bangladeshi Perspective”, Nargis Chowdhury (Assistant Professor, Department of
English, Stamford University Bangladesh) [Chowdhury, 2012] investigate cause of code
switching, and attitudes of teacher and students towards code switching in Bangladeshi

English language classroom.
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The participants of this study involve 20 English teachers and 37 undergraduate
students from public and private universities of Bangladesh. The author elicited data through
structured questionnaire and interview.

Analysis of teachers’ response indicates that 65% teachers think that code switching is
essential in maintaining discipline in a large class; 70% thinks that code switching is
necessary for effective communications; 85% teachers think that code switching helps
students to understand difficult and complex topics; 80% teachers reported that they switch
codes to explain unfamiliar terms , words or expressions; 75% teachers believe that code
switching helps establish solidarity between teachers and students . In response to one open-
ended question about reasons of code switching, teachers reported that they switch code to
explain grammar and vocabulary, and to build report with students. Analysis of data about
attitude of teachers toward code switching indicates that 55% teachers hold negative attitudes
and 45% do not possess negative attitude. Those who hold negative attitude towards code
switching believe that code switching interferes with the process of language learning.
Analysis of students’ data reveals that 100% students believe that code switching facilitates
learning. However, 71 % students opined that frequent code switching might negatively
affect the process of language learning. The author concludes that though teachers are
conscious about the positive role of code switching in language teaching, their attitude is
negative regarding the practice. On the contrary, students view code switching positively
because they believe that code switching helps language learning. Finally, the author argues
that code switching is a useful way to engage students in a particular lesson. However, the

frequency of code switching should be low in the classroom.

5.3.18 In his survey study, “Teachers’ and Students’ Attitudes to Pair/Group Activities in

English Language Classroom in High Schools and Colleges in Bangladesh”, Md.
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Wasiuzzaman (Assistant Professor, Department of English Language and Literature, Jatiya
Kabi Kazi Nazrul Islam University, Trishal, Mymensingh) [Wasiuzzaman, 2012] investigates
secondary and higher secondary level teachers’ and students’ attitudes towards group
work/pair work.

The participants of this study encompass 20 teachers (10 from high schools and 10
from college) and 30 students (14 from high schools and 16 from colleges) of Rajshahi,
Chapai Nawabganj and Thakurgaon. As an instrument of data collection, the author used
semi-structured interview protocols and audio recorder.

Findings of the study indicate that attitude of students towards group work/pair work
is positive. In particular, students reported that group work/pair work decreases anxiety,
stress, and boredom. Inaddition, group work/pair work creates festive, colorful, and happy
environment in the classroom. Some students also reported about the contribution of group
work/pair work in increasing motivation and confidence. However, some students opined
that group work/pair work is helpful only for proficient speakers of English and these types
of activities generate noise in the class. On the other hand, teachers’ attitude toward group
work/pair work has been found negative. Teachers highlighted some negative aspects of
group work/pair work. For instance, students rarely interact with each other in English
during group work/pair work even if the class size is small; students pick up each other’s
mistakes; students are non-cooperative and cannot accept criticism from their peers; students
are shy; and teachers cannot monitor all the groups properly.

Finally, the author recommends that students’ positive attitude towards group
work/pair work should be emphasized, and infrastructure should be developed to make this
practice effective. Teachers training programs should equip teachers to implement group

work/pair work effectively.
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5.3.19 In her essay, “There is No “Correct” Way of Teaching English”, Nasrin Pervin
(Lecturer, English Department, North South University) [Pervin, 2007-2011] argues that any
single method should not be rigidly followed in language class.

In her discussion on the process of language acquisition, the author mentions three
concepts: LAD, Bruner’s (1983) notion of LASS (Language Acquisition Support System)
and Macnamara’s (1972, 1979) idea who extended Bruner’s idea and holds that children are
capable innately “to read meaning into social situations” (p. 184). The author points out that
in instructed SLA learning outcome is determined by individual differences such as age,
aptitude, cognitive style, motivation and personality. Finally, the author writes that “there is
no correct way of teaching English”. Inaddition, she indicates that methods should be used

flexibly.

5.3.20 In his article, “L1 as ‘Problem’ and/or L1 as ‘Resource’ in L2 Classrooms: Reflecting
Three Classroom Activities”, Qumrul Hasan Chowdhury (Lecturer of English Language,
IML) [Chowdhury, 2012] explicates rationales of using L1 in three classroom activities—
from cognitive, sociocultural and affective perspectives.

The author refers to three classroom activities as Al, A2 and A3 in which teacher
used L1. Activity Al was designed to teach past simple and past progressive to pre-
intermediate level [undergraduate students]. In this activity, students watched a Bangla TV
ad inwhich a woman recollects her memory of liberation war. This TV commercial was
accompanied by English subtitles. The teachers explained past simple and past progressive
system of Bangla language and English language. The students were engaged in pair work to
complete a worksheet containing fill-in-the-blank exercise on past simple and past
progressive. The teacher allowed students to use Bangla in pair discussion. The cognitive

explanation of use of L1 in this activity is that the teachers tried to make students aware about
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the similarities between English ‘simple past” and Bangla ‘simple past’ and difference
between English ‘past progressive’ and Bangla ‘past progressive’ to reduce mistakes [of L1
transfer]. The sociocultural explanation of this activity is that collaborative dialog between
students [in L1] helped them internalize metalinguistic knowledge. The affective dimension
of this activity is liberation war—which is an inseparable component of identity of Bangla
speaking EFL students.

Activity A2 was designed to teach writing to mid-elementary level students (age
range: 11-13) of Bangladesh. The teachers formed pairs, supplied travel brochures of
national tourism corporation of Bangladesh and asked to write a paragraph describing a travel
plan in Bangladesh for a foreign tourist. Before writing the paragraph, students were asked to
generate ideas for the paragraph using brochures through pair discussion (use of L1 was
allowed). The cognitive explanation for the use of L1 in this activity is that use of L1 for
generating ideas reduced cognitive load of the students. The sociocultural explanation of use
of L1 in this task is that L1 use created opportunity for scaffolding and generating ideas
collaboratively. The affective explanation of L1 use in this activity is that use of L1 and
national cultural materials in the task gives them the impression that their L1 and culture are
important [which motivates students].

Activity A3 was designed to teach pronunciationto English speaking learners of
Bangla language. The students were elementary level Bangla learners (age: 18-22) ofa
University located in the US. In this activity, the teachers showed the image of a ‘plum’ and
asked students to supply Bangla equivalent for this word. The students uttered kuul.
Demonstrating the image of chilled drink, the teacher asked students to find out an English
word phonologically representing the Bangla word kuul. The students responded ‘cool’.
Then the teacher explained [k] (unaspirated) and k* (aspirated) sound in English. Thus L1

(i.e. English) is used in this case. The cognitive explanation of using L1 in this activity is that
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the teacher create consciousness among students using L1 (i.e. English) about the [k] sound
in Bangla which is unaspirated and [k] sound in English which may be aspirated or
unaspirated; this awareness might reduce mistakes in pronouncing [k] sound of Bangla. The
affective explanation of use of English in this activity is that use of L1 reduced anxiety of the

students who are elementary levels learners of Bangla.

5.3.21 In their experimental study, “English Language Teaching History With Special
Reference to Bangladesh: An Analysis”, Dr. Bijoy Bhushon Das (Assistant Professor,
English Communication and Skill, Faculty of Business Administration, American
International University Bangladesh (AIUB)) and Farzana Neherin Dipte (Lecturer,
Department of English, School of Arts, The People’s University of Bangladesh (PUB)) [Das,
& Dipte, 2005] explore effectiveness of ELT methods.

The participants of this study include 60 Business students from Independent
University-Bangladesh, American International University-Bangladesh, and The People’s
University of Bangladesh (20 students from each university). Three different methods were
applied to the [language] classes of these three universities. The duration of the study ranged
from Marchto June, 2005. The objective of this study was to identify effective ELT method
for business students.

In IUB, students were only grammatical rules and their applications [i.e. use]. After
three months, the percentage of improvement was: reading ability—from 0% to 30%; writing
ability—from 0% to 60%; listening ability—from 0% to 5%; speaking ability—from 0% to
5%. In AIUB, students were taught dialogs and they were engaged in group works. They
showed the following improvement after three months: reading ability—from 0% to 5%;
writing ability—from 0% to 5%; listening ability—from 0% to 30%; speaking ability- from

0% to 60%. In The People’s University of Bangladesh, students were taught using a
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combination of techniques applied in the previous two universities. In this case, the method
was “designed being inspired by the modern communicative method and from the past Jan
Amos Comenius’ method which Titone said was the ‘Direct method’” (p. 190). In addition,
students were taught basic grammar and vocabularies. After three months students showed
the following increase in their capacity: reading—from 0% to 25%; writing—from 0% to
25%; listening—from 0% to 25%; speaking—from 0% to 25%. Thus, a balanced
improvement of linguistic proficiency has been detected among the students’ of the The
People’s University of Bangladesh who were taught [using both communicative principles

and GTM principles].

5.3.22 In their experimental study, “Exploring EFL Teaching Strategy for Ethnic Children at
Secondary Level of Education in Bangladesh”, Md. Fazlur Rahman, Mariam Begum and
Mohammad Ali Zinnah (authors are Associate Professor, Institute of Education and
Research, University of Dhaka) [Rahman, Begum, & Zinnah, 2008 & 2009] made an attempt
to determine effective ELT method for indigenous students of Bangladesh.

The participants of the study include 90 students and 18 teachers of secondary level
from 3 districts: Mymensingh, Rangamati, Joypurhat. 2 schools were selected fromeach
district and 3 teachers were chosen from each school. Inselecting the setting for this
research, the authors followed the process of purposive sampling. The authors elicited data
using questionnaire (containing both open and closed ended questions), classroom
observation checklist, FGD, and [proficiency] test.

The objective of experimental study was to explore the effectiveness of CLT and
mixed method/eclectic method (comparative). Indigenous students of Grade-9 participated in
the experiment who were divided into control group and experimental group. The students

were given a pre-test and a post-test consisting of two sections: reading comprehension and
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writing (paragraph). In the pre-test, the mean score of the control group was 29.44 whereas
the mean score of the experimental group was 31.19. As an experimental intervention, the
authors themselves taught the experimental group [using mixed method] over a period of two
weeks. In the post-test, the mean score of the control group was 39 whereas the mean score
of the experimental group was 39.75. Thus, no statistically significant difference had been
found between the control group and the experimental group in the post-test (t-value).

In response to interview questions, teachers reported that English proficiency of
ethnic students is low. Inaddition, the teachers informed that since the textbook does not
represent students’ own culture, students “feel alien in the classroom” (p.12). Further
students sometimes ask teachers to translate English texts into their indigenous languages. In
FGD, teachers reported that [English proficiency] of Chakma students is better in comparison
with other ethnic groups. Inaddition, rate of failure in English is high among ethnic students.

The authors organized 6 FGD for the students of grade VIII, 1X, and X. The number
of participants was 70 (50% [of these participants were ethnic students]). The participants
reported that they are interested in learning English because “English...1s an international
language” (p. 13). Besides, some ethnic students demanded their own language to be used in
the English classroom.

Analysis of classroom observation checklist (Likert scale) indicates that motivation of
students was low. Besides, ‘below average’ criteria were: ‘use of target language’ and
‘monitoring the students’ classroom activities’. However, classroom management skill of the
teachers was ‘good’ and content knowledge [of the teacher] arrangement classroom activities
have been marked as ‘average’.

Finally, the authors suggest that ethnic minority students of Bangladesh need to learn

English “to keep pace with their counterparts in the society” (p. 15). Second, appropriate
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method (CLT/GTM/eclectic) should be used to teach ethnic students. Third, local needs

should be taken into consideration in adopting ELT methods.

5.3.23 In her essay, “An Exploration of Humanistic Education as a Solution to Language
Teaching Blues”, Tazin Aziz Chaudhury (Lecturer, Department of English, University of
Dhaka) [Chaudhury, 2001] explains the concept of humanistic teaching.

The author points out that humanistic education emerged from humanism, a
philosophy of the middle ages. In the 1950s, humanistic psychology contended that the
construct ‘self” shapes human behavior. Carl Rogers integrates principles of humanistic
psychology to education, and maintains that emotional needs of the learners should be
emphasized. According to Gage and Berliner (1991) the objective of humanistic education is
to develop independence, autonomy and creativity of the learners. They also mention some
basic principles of humanistic education. First, students should be allowed to select contents
for learning according to their needs; second, students should be encouraged to become self-
motivated and autonomous learners; third, students should be directed to evaluate themselves;
fourth, students’ emotional needs should be addressed; fifth, classroom environment should
be non-threatening.

Gertrude Moskowitz (1978) devised some humanistic strategies for foreign language
teaching. First, teachers should develop friendly relationship with students. Inaddition,
teachers should help students develop self-esteem and self-confidence.

The author notes some techniques to improve classroom environment. For instance,
teachers may try to remember students’ names, maintain eye contact with the students and
seek feedback from the students about the effectiveness of the course. Besides, the author

makes some suggestions to improve class participation of the students. For instance, teaches



English Language Education Research in Bangladesh 176

may engage students in group work, appreciate students for their activities, and take

individual differences into consideration.

5.3.24 In his study, “The Use of Mother Tongue in the EFL Classroom: Learners’ Reaction”,
M. Maniruzzaman (Associate Professor & Chairman, Department of English, Jahangirnagar
University) [Maniruzzaman, 2003] investigates EFL students’ perception about use of L1 in
English language classroom.

The participants of this study include 48 undergraduate and graduate students of
different departments of Jahangirnagar University. The author elicited data through
questionnaire [following the model of Tang (2002)] and [an open-ended] interview. 43
students participated in the interview session. The level of students was lower intermediate.

In response to the question whether Bangla should be used in English classroom,
56.25% students responded positively. Inresponse to the question whether they need to ask
something in Bangla in the English classes, 56.25% respondents answered “yes”. Inresponse
to the third question whether they like their teacher to use Bangla in the English classes,
56.25% students answered in affirmative. In response to the question on how much they
need to use Bangla in the English classes, [87.50%] reported that they need to use Bangla
with frequency ranging from ‘a little’ to ‘fairly much’. In response to fifth question, on how
much their teachers should use Bangla in the English classes, 87.50% students responded that
their teachers should use Bangla with frequency ranging from ‘a little’ to ‘fairly much’. In
response to the sixth question on how often they need to use Bangla in the English classes,
87.50% responded that they need to use Bangla with frequency ranging from very rarely’ to
‘fairly frequently’. In response to the seventh question on how often their teacher should use
Bangla in the English classes, 87.50% students responded that their teachers should use

Bangla with frequency ranging from ‘very rarely’ to ‘fairly frequently’. Inresponse to the
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eighth question whether use of Bangla in the English classroom help them learn English
language, 93.75% students responded that use of Bangla help learn English with a frequency
ranging from ‘a little’ to ‘very much’. Inresponse to the ninth question on the right occasion
for their teachers to use Bangla in English class, 81.25% responded that it is necessary for
teachers to use Bangla in defining new and difficult words, phrases and expressions. In
response to the tenth question on why they need to use Bangla in English classes 81.25%
students answered that they need to use Bangla to understand new words, phrases and
expressions better. In response to the eleventh question that asks for students’” opinion on the
proportion of using Bangla and English in the English classes, majority of the students opined
that use of Bangla should not exceed 5-10% of the total duration of the class. Analysis of the
interview data reveals that 57.75% students are in favor of using Bangla in EFL classes. In
addition, 57.75% students reported that use of Bangla in English classes [both by teachers
and students] can facilitate understanding of difficult words, expressions, phrases, and
pronunciation. Besides, the students reported that use of Bangla in the English classes
minimizes shyness and makes them comfortable. However, 42.25% students opposed the
idea of using Bangla in the classroom because they believe that use of L1 would interfere
with learning English and “it would result in the waste of valuable class time” (p. 52).
Finally, the author recommends that teachers may use Bangla to explain complex
linguistic items and to provide feedback. Inaddition, the author contends that “the
second/foreign language teacher who has a good command of the learners’ mother tongue
is/might be more helpful for the learner and a greater facilitator of the learning and teaching
processes than the one who lacks command of the learner’s mother tongue (for example, a

native speaker as the second/foreign language teacher)” (p. 55).
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5.3.25 In his article, “Seeing Oneself in Another Practitioner: The Ploughman Pulling the
Plough”, Md. Obaidul Hamid (Assistant Professor, Department of English, University of
Dhaka) [Hamid, 2004] critically examines his experience of attending a French as a Foreign
Language (FFL) course.

The author registered ina French language course in an institute of Dhaka in 2004
and attended classes as a “learner-cum-ethnographer”. The duration of the course was 60
hours (3 classes per week; duration of each class was 3 hours). The number of students in the
course was 28. The classroom contained movable chairs, pictures, maps representing France
onthe wall. The author maintains that a teacher can develop herself by learning ‘another
language’, because the process of learning another language allows a teacher to take
reflective action. Inother words, by learning another language a teacher can gain insights
about teachers’ and students’ roles, affective factors, learning styles, learning strategies,
tasks, activities, materials, methods etc. Inshort, a teacher can learn “how language is learnt”
by converting himself into a language- learner. The author of this article enrolled himself
with a view to understanding pedagogic process as a language learner.

The author critically examines four aspects of this course: teacher-students
relationship, learner autonomy, pedagogic materials, and utilization of class time. Inthe
section entitled “pedagogic conflict: Teacher vs. learners ?” the author notes that “an invisible
tension” existed in the FFL class that ensued from the mismatch of pedagogic beliefs of the
French teacher and [learning] preferences of the learners. For instance, students asked for
meaning [i.e. translation] of French conversation. But the teacher ignored students’ requests.
The students collectively expressed their dissatisfaction regarding the teaching method that
she was using, but she did not change any pedagogic process. Second, the teacher was
authoritative and considered herself transmitter of knowledge. Third, the classroom

atmosphere was not friendly and the teacher did not ask for any suggestions from the
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students. Fourth, the teacher did not encourage to ask questions. Inaddition, the teacher was
reluctant to explain anything “again and again”; she became impatient and angry if she was
asked to repeat any information. Fifth, the teacher used audio-lingual and direct method in
her class; she did not translate any French conversation into [learners’ own language]. The
author observes: The “audio- lingual parroting presented an occasion of anxiety and fear and
embarrassment for us because we could hardly repeat those sentences which appeared to be
full of meaningless sounds” (p. 6). In the section entitled “Freedom or imprisonment ?” the
author notes that learner autonomy was absent in the class. Learners were not informed about
goals and objectives [of tasks/activities]. The students did not even know anything about the
textbooks because they were supplied with photocopied materials. There was not any group
work/pair work in the class; the students did not get any scope to use French creatively in the
class or to “learn it by testing hypothesis or by trialand error” (p. 8). Inthe section entitled
“Learners’ world or materials’ world ?”, the author notes that the teacher exclusively used
materials in the class that represented [only] French culture (e.g. French foods, habits,
dresses). Therefore, the author ended the course without learning French equivalent for the
word ‘rice’ which is “the staple food” for Bangladesh. The author found grammar drills and
repetition drills irrelevant and fruitless. Inthe section entitled “Teaching or time-killing ?”
the author points out that major portion of the classtime got wasted. Precisely, in parroting
exercise, the teacher played an utterance from the tape recorder and asked students one by
one to respond. Therefore, when the teacher dealt with one student, the other students spent
time idly. Inaddition, the first student (i.e. who was asked to respond to the tape recorder
first) got the second after a long time.

From this experience of attending FFL course, the author derives the following
implications for EFL course. First, students’ expectations, cultures, and preferences need to

be taken into account while designing materials and selecting methods. Second, teachers
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should not be authoritative in the class. Third, teachers should adapt pedagogic decisions

according to the teaching- learning context.

5.3.26 In their article, “Use of Pair Work and Group Work in the English Classroom”,
Naheed Quayyum (Deputy Director, Research and Documentation, NAEM), Goutam Roy
(Lecturer), Naushaba Akhter (Trainer, ELTP) and Md. Zulfeqar Haider (Trainer, ELTP)
[Quayyum, Roy, Akhter, & Haider, 2006] investigates employment of group work and pair
work in English language classroom at secondary level.

The authors observed 13 classes of 13 secondary level (Grade VI, VII, and VIII)
trainee teachers of ELTIP. The trainee teachers took classes in their respective institutions.
The first part of the ELTP is called sandwich course (15 days). The observed teachers of this
course went back to their schools after receiving training for 15 days to implement new
knowledge gained fromthe training course. The objective of this research was to investigate
teachers’ practice of engaging students in group/pair work to identify the implementation of
CLT. The authors assume that “one ofthe best ways to achieve the target of CLT is to
introduce pair work and group work in the classroom” (p. 81). Therefore, this paper
“investigates the actual picture of trained teachers teaching English—whether they do
practice the communicative way of teaching English through the use of pair work and group
[work]” (p. 81). It is to note that the trainee teachers were randomly selected, and they were
observed in the activation phase—i.e. after receiving training in ELTIP for 15 days. The
teachers were selected from Dhaka region, and they were not informed about the focus of
observation.

Analysis of observatory data reveals that teachers spent 14.80% time on group work
and pair work. Inaddition, out of 18 instances of group work/pair work, there were 15 pair

works and 3 group works. However, 15.58% class did not arrange any group/pair work. The
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average duration of each pair work was 4.2 minutes; and the average duration of group
activity was 4.6 minutes. Out of 18 group work/pair work activities, student ‘equally’
participated in 10 activities. However, in 6 activities some students had been found
dominant; in 2 activities there was no interaction between students. out of 18 group/pair
activities, teachers’ instruction was clear in case of 13 activities; teacher’s voice was clear in
18 activities; time was specified in 4 activities; and students appeared to be interested in 14
activities. The authors observe that teachers organized pair work mainly to teach speaking
skills. In particular, 59% group work/pair work organized to teach speaking skills. 50%
teachers monitored the students during group work/pair work. Out of 18 group/pair
activities, teachers move around the class in 9 instances, and teachers provided feedback in
15 cases. The teachers author observed that out of 18 group/pair activities, students achieved
the target of the activities 12 cases.

Finally, the authors recommend that trainers should inform the trainee teachers about
the usefulness of group work/pair work in teaching grammar, because two teachers reported
that they did not organize any group/pair activity since they were teaching grammar in the
class. Trainee teachers should be encouraged to move around the class. Microteaching

sessions should be arranged for the trainee teachers.

5.3.27 In her article, “Professional English Language Course With Content”, Samina Nasrin
Chowdhury (Centre for Languages) [Chowdhury, 2009] describes a course that adopted CBI
(Content-based Instruction) as teaching approach.

The course was designed to teach development-managers of BRAC, an NGO of
Bangladesh. It was an in-service residential EFL course of BRAC University. The number
of students in the course in the course was 50 (mean age of the students was 38). The

duration of the course was 10 weeks [6 days per week].
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The course consisted of 10 units (36 hours were devoted to complete each unit). The
first unit was entitled “Biography and Autobiography”. While dealing with this unit, students
were shown a video interview of F. H. Abed (Founder of BRAC). students also read
biographies and autobiographies of renowned people. As a follow-up activity, students were
asked to write their own biographies. Inthe pre-writing phase, teacher explained mind map
and students were required to use mind map while writing their autobiographies. The
objective of'this activity was to “prepare students to tell about themselves” p. 75). The
second unit was entitled “Comparing and Contrasting”. In this unit, students read about
different organizations (e.g. BRAC’s annual report). As a post-reading activity, students
were engaged in a debate [in which students were required to compare and contrast different
organizations]. The third unit was entitled “Process Writing”. In this unit, students watched
videos of on working procedures of different organizations (e.g. activities of Center for
Rehabilitation for Paralyzed (CRP)). Students also read about activities of different
organizations. Asa follow-up activity, students outlined probable process to attain
Millennium Development Goal [MDG] of Bangladesh. The fourth unit was entitled
“Argumentation”. This unit introduced students with techniques and features of good
argumentation. This unit directly addressed students’ needs, because the participants of this
course “were expected to attend donor meetings to convince donors for raising find” (p. 75).
Students were engaged in reading BRAC annual report to establish arguments in favor of
generating more funds for certain programs. A debate was organized on “Acceptance of
foreign aid by Bangladesh” inthe class. The fifth unit was entitled “Project Proposal”. This
unit also directly addressed students’ needs. The students of this course were required to
write project proposals to donor agencies as part of their job. Therefore, this unit explained
the techniques/strategies of writing project proposals. Besides, students watched videos on

natural disasters of Bangladesh, and read about donor agencies. Inaddition, students were
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asked to detect problems in their own localities, and to design project to solve those
problems. Finally, students wrote project proposal as a group activity. The sixth unit was
entitled “Interviewing and Questioning”. In this unit, students were involved in reading on
issues concerning global-warming, desertification etc. Students were also shown an
interview [video] of an environment activist. Next, students learned the techniques of
formulating questions for conducting an interview. Finally, students constructed a
questionnaire to assess the effectiveness ofa project. The seventh unit was entitled “Disaster
Management”. In this unit, students watched video on Sidr [a cyclone that attacked
Bangladesh]. [As a follow-up activity] students were engaged in a discussion on “What more
could be done to reduce the suffering of Sidr affected people” (p. 76). Students also read
about disaster management. Next, students were taught how to write different types of
reports. Finally, students worked in groups and wrote reports. The eighth unit was entitled
“Presentation Skills”. This unit directly addressed the students’ need, because job
responsibility of the participants of this course encompassed making presentations in official
meetings. Students watched some videos of presentations. Students were also taught
presentation techniques. Finally, students made presentation. The ninth unit was entitled
“Negotiation Skills”. This unit discussed negotiation methods, techniques, and strategies.
Students were shown video clips of negotiation. Students also read negotiation theories and
case studies [on negotiation]. The tenth unit was entitled “Revision”. While dealing with
this unit, students were asked to select contents for revision. In line with students’ feedback,
some grammatical points were explained [in the class].

A team consisting of 8 teachers taught this course. The evaluation system of this
course involved both summative evaluation and formative evaluation. Besides, students were
asked to write three entries each week. Journal writing was a part of free-writing practice and

reflective learning. The following principles were used to teach this course: Krashen’s i+1,
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extensive reading, group work/pair work, cooperative learning, and addressing students’
needs. The author observes that students improved their linguistic proficiency in the course.
In particular, students’ reading speed increased. The author writes: “They [students] took
comparatively less time for extensive reading after fourth unit” (p. 78). Inaddition, Journal

entries of the students gradually became “more detailed and more organized” (p. 78).

5.3.28 In her article, “Peer Correction in ESL Classrooms”, Asifa Sultana (Department of
Englishand Humanities, BRAC University, Dhaka) [Sultana, 2009] investigates Bangladeshi
adult and young English language learners’ attitude toward peer correction.

The participants of this study include 23 adult learners (age range: 19-24) of BRAC
University. Inaddition, 20 young learners (age range: 8-11) participated in this study. The
author used questionnaire (containing both open-ended and closed-ended questions) to elicit
data. The participants were asked to express their opinions about peer correction in speaking
and writing activities.

Out of 43 participants (both young and adult learners) 20% preferred peer correction
whereas 80% “did not see much use of'it” (p. 14). However, 70% young learners reported
that they like peer correction in both speaking and writing activities. On the contrary,
56.52% adult learners reported that they like peer correction in speaking activities whereas
60.87% adult learners responded that they like peer correction in writing activities. Two
adult learners opined that peer correction should be accompanied by teacher correction. On
the other hand, young learners reported that they dislike peer correction because (a) peers are
not more knowledgeable than teachers; and (b) peers may make mistakes. Besides young and
adult learners pointed out some reasons for liking peer connection. Adult learners like peer
correction because peers explain mistakes softly, and young learner[s] like peer correction

because it helps to improve English. Both adult and young learners were asked to
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agree/disagree on some statements pertaining to peer correction. 26.09% adult learners and
45% young learners agreed to the following statement: “I do not want my friends to know
about my mistakes”. Second, 30.43% adult learners and 55% young learners agreed to the
following statement: “I will feel more comfortable if my friends tell me whether | was correct
on not”. All the adult and young learner reported that they want a final answer from the
teacher. The author writes: “All the members of the adult and the child groups agreed to one
point that whatever the method for correction might be, the final answer should come from
the teacher” (p. 16).

Finally, the author recommends that teachers should train students to provide peer
feedback. As part of this training, teachers may encourage learner autonomy and
collaborative learning (e.g. group work in the class, group take-home projects). Second,
teachers should “create a ‘safe’ environment in class”, ie. a classroom atmosphere in which
students would not be embarrassed by peer feedback. Third, peer feedback should not be
used as the only technique of providing feedback to students [in a particular language

course].

5.3.29 In her article, “Interaction in Second Language Classrooms”, Shaheena Choudhury
(Department of Englishand Humanities, BRAC University, Dhaka) [Choudhury, 2005]
explores the significance of classroom interaction in learning English as a second language.
The author reflects on her experience of observing ESL classroom to shed light on different
dimensions of interaction in ESL classroom.

In the section entitled “Cultural differences in classroom norms” the author indicates
that students’ cultural norms may determine their participation in interaction in ESL class.
The author refers to Sato’s (1982) research on Asian ESL students who found that Asian

students “did not actively participate in the class” (p. 78). The author records her own
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experience of teaching Japanese students. In her class, Japanese students were unwilling to
participate in class interaction. The students were ‘worried’ about their low linguistic
proficiency. The author also observed ‘shyness’ and ‘inhibition” among these students.
However, the author suggests that if teacher show interest in students’ culture, Students may
become motivated to interact in the class. The author writes: “My interest in their cultures
encouraged them to use English as they shared with me experiences from their own lives”
(p.78).

In the section entitled “Roles of the interactive teacher” the author suggests that
teachers should play the role of a facilitator to encourage interaction in the class. The author
observed a class in a Language Center at University of Pennsylvania. The class consisted of
18 students from different countries. Inthe class, the teacher (an American female) sat with
her students. The students were responsive, and interaction took place in the class. The
author observed: “When they [students] saw the teacher as their peer, not one in front of the
classroom giving direction, they felt more relaxed, and natural interaction took place” (p. 79).

In the section entitled “Questioning strategies for interactive learning”, the author
indicates that the teacher should initiate interaction in the class, because students’ level of
anxiety may increase if they are asked to initiate conversation. However, the author points
out that display questions reduce interaction in the class. In her discussion on questioning
strategy, the author explains the use of ‘wait time’ in questioning students. “Wait time’ refers
to the pause (i.e. duration of pause) between questioning a students and receiving the answer.
The author records that in one of her ESL classes, she asked a question to a beginning level
ESL student and “waited patiently”. Eventually, the student failed to answer. The author
notes that the student was not prepared for the answer. The author writes: “In the process, the
student felt humiliated and | felt rather inept. Too much wait-time can be counter-productive

just like asking questions to the student who is not prepared” (p. 80).
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In the section entitled “Interaction through pair work/group work” the author
documents that in one of her ESL classes she observed that group work increased interaction
between students. The author points out that group works eliminate inhibition of the
students. Inaddition, the author notes that her passive students became active interlocutors
during group work. The author notes that during group work/pair work, she can pay attention

to individual students, and detect their mistakes to provide feedback in future.

5.3.30 In his article, “The Use of Visuals in Teaching EFL Classes in Bangladesh”,
Mohammad Mustafizur Rahman (Senior Lecturer, Department of English, Faculty of
Humanities & Social Science, Daffodil International University) [Rahman, 2009] explores
students’ and teachers’ opinions regarding the effectiveness of the use of visuals in EFL
classes. Citing Canning (1998), the author notes that ‘visuals’ refer to illustrations, pictures,
mental images, figures, impressions, replicas etc. Inaddition, the author refers to Canning-
Wilson (2000) who maintains that “the use of illustrations, visuals, pictures, perceptions,
mental images, figures, impressions, likenesses, cartoons, charts, graphs, colors, replicas,
reproductions, or anything else help one see an immediate meaning in the language that
benefit the learner by helping to clarify the message” (p. 46). The author includes ‘video’ in
the category of ‘visuals’.

The participants of this study include 35 English [language] teachers and 330 students
of tertiary level from 2 public and 8 private universities of Bangladesh. The athor adopted
random sampling method to select participants. As an instrument of data collection, the
author used closed-ended guestionnaire.

The questionnaire for teachers contained 8 questions. The first question was: “Do you
use visual materials in your English classes?” Inresponse to this question, 80% answered

positively and 20% answered negatively. The second question was: “Do you think that visual



English Language Education Research in Bangladesh 188

materials are useful for teaching English?” Inresponse to this question, 94% answered ‘yes’
whereas 06% answered ‘no’. The third question was: “Are you satisfied with the use of
visual materials in your English classes?” In response to this question, 51% answered
‘strongly satisfied’; 31% answered ‘slightly satisfied’; and 17% answered ‘dissatisfied’. The
fourth question was: “Which English classes are more effective and interesting to the
student?” Inresponse to this question, 74% answered “classes with visual materials”
whereas 26% answered “classes without visual material”. The fifth question was: “Are you
satisfied with the visual facilities provided by the institution?” Inresponse to this question,
40% selected the option ‘strongly satisfied’; 37% selected the option ‘slightly satisfied’; and
23% selected the option ‘dissatisfied’. The sixth question was: “How is the performance of
the students in the classes without visual materials?”. Inresponse to this question, 20% opted
for the option ‘strongly satisfied’; 69% chose the option ‘slightly satisfied’; and 11% selected
the option ‘dissatisfied’. The seventh question was: “How is the performance of the students
in the classes with visual materials? In response to this question, 57% answered ‘strongly
satisfied” and 43% answered ‘slightly satisfied’. The eighth question was: “W hat limitations
do you face in using visual materials in your English classes?” In response to this question,
46% identified “lack of visual materials” and 49% identified “interruption of electricity” as
limitation.

The questionnaire designed for the students also contained 8 questions. Inresponse to
the first question, 83% students informed that their English teachers use visual materials in
the class whereas 17% students reported that their English teachers do not use visual
materials in the class. The second question was: “Do you think that visual materials are
useful for learning English?” In response to this question, 85% students answered ‘yes’ and
15% students answered ‘No’. The third question was: “Are you satisfied with the use of

visual materials in the English classes?”” Inresponse to this question,15% students answered
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“strongly satisfied”’; 71% answered ‘slightly satisfied’; and 14% answered ‘dissatisfied’. The
fourth question was: “Which English classes are more effective and interesting to you?” In
response to this question, 74% answered “classes with visual materials” whereas 26%
answered “classes without visual materials”. The fifth question was: “Are you satisfied with
the visual facilities provided by the institution?”” Inresponse to this question, 17% students
responded ‘strongly satisfied’; 56% responded ‘slightly satisfied’; and 27% responded
‘dissatisfied’. The sixth question was: “How is your performance in the English classes
without visual materials?” 12% students answered ‘strongly satisfied’; 64% answered
‘slightly satisfied’; and 24% answered ‘dissatisfied’. The seventh question was: “How is
your performance in the English classes with visual materials?”” In response to this question,
39% answered ‘strongly satisfied’ ; 53% responded ‘slightly satisfied’; and 8% answered
‘dissatisfied’. The eighth question was: “What limitations do you find in the use of visual
materials in your English classes?” In response to this question, 46% students selected the
option “lack of visual materials™; 15% opted for the option “interruption of electricity”; and

12% selected the option “lack of administrative support”.

5.3.31 In their study, “The Use of Audio Aids in the EFL Class at the Tertiary Level: A Plus
or a Minus?”, M. Maniruzzaman (Associate Professor, Department of English, Jahangirnagar
University) and Mohammad Mustafizur Rahman (Lecturer, Department of English, Daffodil
International University) [Maniruzzaman, & Rahman, 2008] investigate teachers’ and
students’ (tertiary level) perceptions ofthe use ofaudio aids in EFL classes. The authors
mention that the term ‘audio-aids’ encompasses recorded materials, radio, cassette players,

etc.
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The participants of this study include 32 English language teachers and 120 students
(random sampling) from 2 public and 8 private universities of Dhaka. The authors generated
data for this study by using closed-ended questionnaire.

The questionnaire for the teachers comprised 8 questions. The first question was: “Do
you use audio aids in your English classes?” In response to this question, 100% teachers
answered positively. The second question was: “Do you think that audio aids are useful for
teaching English?” In response to this question, 87.5% teachers answered ‘Yes’ and 12.5%
teachers answered ‘No’. The third question was: “Are you satisfied with the use ofaudio
aids in your English classes?” In response to this question, 25% teachers replied that they are
‘strongly satisfied’ and 75% replied that they are ‘slightly satisfied’. The fourth question
was: “Which English classes are more effective and interesting to the student?” In response
to this question, 87.5% teachers answered: “Classes with audio aids” whereas 12.5%
answered: “Classes without audio aids”. The fifth question was: “Are you satisfied with the
audio facilities provided by the institution?” Inresponse to this question, 100% teachers
answered that they are ‘slightly satisfied’. The sixth question was: “How is the performance
of the students in the classes without audio aids?” In response to this question, 62.5%
teachers replied that they are ‘slightly satisfied’ and 37.5% teachers replied that they are
‘dissatisfied’. The seventh question was: “How is the performance of the students in the
classes with audio aids?” Inresponse to this question, 37.5% teachers answered that they are
‘strongly satisfied’; 50% teachers answered that they are ‘slightly satisfied’; and 12.5%
answered that they are ‘dissatisfied’. The eighth question was: “W hat limitations do you face
in using audio aids in your English classes?” In response to this question, 50% teachers
selected the option ‘lack ofaudio aids’; 37.5% opted for the option ‘lack ofteacher training’;

and 12.5% ticked the option ‘lack of administration support’.
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The questionnaire constructed for the students also contained 8 questions. The first
question was: “Does your English teacher use audio aids in your classes? In response to this
question, 67.5% students replied ‘Yes’ whereas 32.5% students replied ‘No’. The second
question was: “Do you think that audio aids are useful for learning English?” Inresponse to
this question, 97.5% answered ‘Yes’ and 2.5% answered ‘No’. The third question was: “Are
you satisfied with the use ofaudio aids in the English classes?” In response to this question,
5% answered that they are ‘strongly satisfied’; 52.5% answered that they are ‘slightly
satisfied’; and 42.5% answered that they are ‘dissatisfied’. The fourth question was: “Which
English classes are more effective and interesting to you?” In response to this question,
87.5% answered ‘classes with audio aids’ and 12.5% answered ‘classes without audio aids’.
The fifth questions was: “Are you satisfied with the audio facilities provided by the
institution?” In response to this question, 5% answered that they are ‘strongly satisfied’; 40%
answered that they are ‘slightly satisfied’; and 55% answered that they are ‘dissatisfied’. The
sixth question was: “How is your performance in the English classes without audio aids?” In
response to this question, 20% answered that they are ‘strongly satisfied’; 35% answered that
they are ‘slightly satisfied’; and 45% answered that that they are ‘dissatisfied’. The seventh
question was: “How is your performance in the English classes with audio aids?” In response
to this question, 30% answered that they are ‘strongly satisfied’; 47.5% answered that they
are ‘slightly satisfied’; and 22.5% answered that they are ‘dissatisfied’. The eighth question
was: “What limitations do you find in the use ofaudio aids in your English classes?” In
response to this question, 62.5% ticked the option ‘lack of teacher training’, and 27.5% chose

the option ‘lack of administrative support’.

5.3.32 In their article, “Strengths and Limitations of Different Teaching Modes: A

Comparative Study”, Mili Saha and Md. Ali Rezwan Talukdar (authors are Lecturer,

191
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Department of English, Daffodil International University, Dhaka) [Saha, & Talukder, 2006]
investigate students’ perceptions of different teaching modes.

The participants of this study include undergraduate students (ranging from first year
to fourth year) of BBA, CSE, CIS, ETE, Textile Engineering, B.Com (Hons.) and English
Discipline from Daffodil International University. The number of participants was 100. The
author elicited data through questionnaire (closed-ended), class observation, and group
interview.

When asked about lecture mode of teaching, 95% ETE and CSE students reported that
“lecture does not help then at all to understand and build up their ideas properly” (p. 149);
68% B.Com (Hons.) and BBA students reported that lecture mode is “not at all” helpful.
However, 81% students of English Discipline responded that lecture mode is helpful “to
some extent”. When asked about discussion mode of teaching, 100% students responded in
favor of discussion mode. When asked about pair work, 90% students reported that pair
work is “useful and interesting”. When asked about group work, 100% students (i.e. all the
students) reported that group work is “interesting and useful”. When asked about
‘presentation or demonstration’ [some of the] students responded that
demonstration/presentation is useful. When asked about writing task in the class (whether
they like it or not), 57% reported that they ‘always’ like writing task whereas 43% reported
that they ‘sometimes’ like writing task. When asked about brainstorming activity, 38%
reported that they ‘always’ like brainstorming; 29% reported that they ‘often’ like
brainstorming; and 29% reported that they ‘sometimes’ like brainstorming. When asked
about ‘role play’ activity in speaking class, 95% students of English Discipline and 80%
students of BA and Textile Engineering Discipline responded in favor of role play activity in

language class. When asked about debate, 58% reported that they “prefer debate always in
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every course” whereas 42% reported that they “like it sometimes [e]specially in the language
classes” (p. 151).

The authors make some suggestions to effectively utilize different teaching modes.
First, lecture mode can be used to provide factual information. Second, students may be
engaged in ‘discussion’ activity to solve problems in language classes. Third, students may
be involved in pair work to do exercises or solve problem. Fourth, teachers should monitor
and guide group work. Fifth, teachers may ask students to summarize texts as a writing
activity. Fifth, teachers should help students to collect, analyze and organize information
when students are assigned to present any project report. Sixth, before conducting role play
activity, teachers should provide adequate information regarding the roles. Seventh, teachers
should choose “effective propositions” to engage students in debate. Eighth, teachers should
engage students in brainstorming activity. In short, the authors write: “What we find in our
inspection and research is that learners do not welcome excessive authority ofany single
mode, like lecture or pair work or group work or writing or discussion” (p. 152). The authors

recommend “amalgamation of different modes” (p. 152).

5.3.33 In their essay, “Cooperative Learning for a Real Student-Centered Language
Classroom”, Arjumand Ara (Assistant Professor, University of Asia Pacific, Bangladesh) and
Shaheda Akter (Senior Lecturer in English, North South University, Bangladesh) [Ara, &
Akter, 2013] discuss the significance and techniques of facilitating cooperative learning in
(English) language classroom.

Citing Kagan (1994), the authors note: “Cooperative learning (CL)...is a teaching
arrangement that refers to small heterogeneous groups of students working together to
achieve common goal” (p. 199). Citing Johnson, Johnson, & Holubec (1993), the authors

record the following five concepts of cooperative learning: positive interdependence,
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individual accountability, collaborative skills, processing group interaction, and
heterogeneous grouping. Citing Johnsonand Smith (1991), the authors describe three types
of groups: informal learning groups (ad hoc groups for a single session), formal groups (for a
specific task), and study team (formed for a semester). Citing Kippel (1984), the authors note
the following physical design ofa group: circle, half circle, and block.

Citing Davis (1993), the authors record some principles of designing group tasks.
First, a group task should require students to work together. Second, a group task should
require equal contribution from the group members. With regard to evaluation of group
work, the authors suggest that grade may be assigned on the basis of individual performance
or group performance. This apart, the authors record some benefits and drawbacks of
cooperative learning. The authors mention the following benefits of cooperative learning.
First, cooperative learning “increases the amount of student talking time” (p. 205). Second,
cooperative learning increases students’ self-confidence and self esteem, because students
form hypothesis and provide feedback on each other’s works during cooperative tasks. In
addition, cooperative tasks help students forma “supportive community”. Third, mixed-
ability class can benefit from cooperative learning. Fourth, cooperative learning reduces
classroom anxiety. Fifth, cooperative atmosphere reduces students’ mistakes, since students
can reflect on their action in cooperative environment. The authors mention the following
drawbacks of cooperative learning. First, teachers may find it difficult to monitor
cooperative learning in a large class. Second, weak or shy students may remain inactive in
cooperative tasks. Third, students may use their LI while working in a group. Fourth, group
work may create noise. Nevertheless, the authors maintain that cooperative learning ensures

active and creative involvement of learners.
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5.3.34 In his article, “Investigating Humanistic Methodological Characteristics in Teaching
English to Bangladeshi Undergraduate Students”, Ahmed Bashir (Assistant Professor,
Department of English, University of Dhaka) [Bashir, 2013] explores the presence of
humanistic teaching at undergraduate level in Dhaka University.

The participants of this study include 35 (21 male and 14 female) second year
students (academic session: 2010-11) of English department (purposive sampling) in Dhaka
University. The author used questionnaire (both closed-ended and open-ended questions;
Likert type) to elicit data. In addition, the author used SPSS (version 16.0) to analyze data.

Citing Moskowitz (1978), the author notes the following definition of humanistic
education: Humanistic education means “educating the whole person in the intellectual and
non-intellectual or affective dimension. In humanistic education the subject matter of
teaching is related to the feelings, experiences, memories, hopes, aspirations, beliefs, values,
needs and fantasies of students” (p. 163). The author used the following indicators of
humanistic teaching: materials (i.e. whether materials address students’ needs and
experiences), classroom tasks and activities (i.e. students’ freedom of choice), assessment
(e.g. self-evaluation, continuous assessments, feedback (i.e. positive feedback), learner
autonomy, and teacher students relationship. The participants were asked to respond to
questions pertaining to these indicators.

In response to the questions about “materials”, 74.3% students informed that teachers
allow them to choose materials according to their interests; 74.2% informed that teachers
develop and use new [additional] materials in the classroom; and 71.4% reported that
materials are culturally sensitive and related to their lives. Inresponse to the questions about
“classroom tasks and activities”, 94.3% students reported that teachers encourage them to
share their experience with their classmates and 80% reported that encourage them to help

each other during class activities in the class. The author remarks: “This finding indicates
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that teachers promoted cooperative learning, one of the main characteristics of humanistic
teaching, in the classroom” (p. 172). In response to questions about “assessment”, 91.4%
students reported that teachers encourage themto self-evaluate their performance and 85.7%
reported that teachers use the process of continuous assessment. Inresponse to the questions
about “feedback”, 94.3% students reported that teachers praise them when they perform well.
In addition, 77.1% reported that teachers encourage peer feedback [in the class]. However,
40% students reported that teachers criticize them in the class when they make mistake. In
response to the questions about “learner autonomy”, 97.2% students reported that teachers
encourage them to be independent; 94.3% reported that teachers allowed them to express
their feelings and opinions; and 94.2% reported that teachers encourage them to develop
positive self-image. However, 45.7% reported that teachers force them to participate in class
activities. Inresponse to the question about “Teacher-student relation”, 97.1% students
reported that teachers are friendly and cooperative. Inaddition, 85.7% participants reported
that teachers show sympathy and empathy for students.

The author also tried to identify 10 most prominent and 10 least prominent humanistic
methodological characteristics in teaching practices. The statement “The teacher moves
around and monitors our class activities” has been identified as the most prominent (mean
3.60) humanistic methodological feature. On the other hand, the statement “The teacher uses
video and multimedia” (mean 1.83) has been identified as the least prominent humanistic
feature in teaching practice. This apart, the author records an order of the presence of
humanistic feature in the six constructs: classroom tasks and activities (highest mean),
feedback, learner autonomy, teacher student relations, assessment and materials (carrying
lowest mean).

In the open-ended question, students were required to write about their expectations

from their English language teachers. The author generated the following categories of
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expectations form students responses: (a) more use of modern teaching aids in the classroom,
(b) good-teacher student relationship, (c) more participation in activities (presentations &
assignments), (d) use of eclectic teaching methods, (e) positive feedback, and (f) conducive
classroom environment.

Finally, the author remarks: “The findings reveal that humanistic methodological
characteristics are present in all six areas of investigation in the undergraduate language
classes of the English department of the University of Dhaka. So it can be said that the

language teachers are aware of humanistic teaching” (p.181).

5.3.35 In their study, “Methods and Practices of English Language Teaching in Bangla and
English Medium Schools”, Rozina Parvin (Assistant Teacher, English, Tejgaon Gowt. Girls’
High School, Tejgaon, Dhaka) and Md. Zulfeqar Haider (Associate Professor, English, Gowt.
Bangla College, Dhaka) [Parvin, & Haider, 2012] investigate similarities and differences
between classroom practices of Bangla medium School and English medium Schools in
Bangladesh.

The participants (purposive sampling) of this study involve 400 students (280 from 4
Bangla medium schools and 120 from 4 English medium schools of Dhaka city) [Class 6]
and 32 [English language] teachers (20 from Bangla medium and 12 from English medium
Schools). The authors used [closed-ended] questionnaire to elicit data from the respondents.
This apart, the authors observed (using observation checklist) 8 lessons of English medium
schools and 16 lessons of Bangla medium schools. The authors collected data from 2008-
2009.

Analysis of data reveals the following differences in classroom practices between
Bangla medium and English medium schools. First, when asked about medium of

instruction, 17.86% Bangla medium students reported that their teachers use only English in
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English lessons whereas 82.14% students reported that teachers use both Bangla and English
in English lessons. On the other hand, 100% students of English medium schools reported
that their teachers use only English in the class. Inresponse to the same question, 33.33%
Bangla medium teachers reported that they always use English in the class and 66.67%
teachers reported that they use both Bangla and English in the class; on the other hand, 100%
teachers of English medium schools reported that they use only English in the class.
Classroom observation data confirms the finding of the questionnaire survey. Second, in
response to the question about the use of translations from English to Bangla, 62.86%
students and 53% teachers of Bangla medium schools reported that “English texts are
translated into Bangla” (p. 55). Onthe contrary, 100% students and teachers of English
medium schools reported that English texts are not translated into Bangla in the class.
Classroom observation data confirms this finding. Third, when asked about the techniques of
teaching reading, 51.43% Bangla medium students reported that they read aloud texts in the
classroom; 20% reported that they read texts silently; and 28.57% reported that they practice
both silent reading and reading aloud. On the contrary, 100% English medium students
reported they practice only silent reading in the class. Inresponse to the same question, 40%
Bangla medium teachers reported that they engage students in reading aloud; 20% reported
that they involve students in silent reading; and 40% reported that they engage students in
both reading aloud and silent reading. On the other hand, 100% English medium teachers
reported that they always engage students in silent reading. Classroom observation data
confirms this finding. Fourth, when asked about the techniques of teaching grammar rules,
56.14% Bangla medium students reported that they memorize grammar rules whereas
42.87% students reported that they learn grammar rules “by reading the content of the
English textbooks” (p. 56). On the other hand, 96.67% English medium students reported

that they learn grammar rules from the content of the text [i.e. from the context]. Inresponse
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to the same question, 65% Bangla medium teachers reported that they ask students to
memorize grammar rules; 35% reported that they ask students to practice grammar items
from the textbook. On the other hand, 24.99% teachers of English medium schools reported
that they explain grammatical structures and rules in the class whereas 74.97% teachers
reported they ask students to learn grammar from the contents of the textbook. Classroom
observation data confirms this finding. Fifth, when asked about the difficulties in four skills,
45% students of Bangla medium schools reported that four skills are difficult [i.e. it is
difficult to gain proficiency in four skills] whereas 55% students reported that four skills are
not difficult. Onthe other hand, 10% English medium students reported that four skills are
difficult whereas 90% students reported that four skills are not difficult. Sixth, analysis of
data reveals that 20% Bangla medium teachers graduated from English Discipline whereas
100% English medium teachers graduated from English Discipline. In addition, 100%
Bangla medium teachers received professional training whereas 16.67% English medium
teacher received professional training.

Analysis of data reveals the following similarities in the classroom practices of
Bangla medium teachers and English medium teachers. First, when asked about warm-up
activities, 87.86% Bangla medium students reported that their teachers do not conduct warm-
up activities in the class. However, 12.14% Bangla medium students reported that teachers
use pictures as warm-up activities. On the other hand, 83.33% English medium students
reported that teachers do not conduct warm-up activities in the class. However, 16.67%
reported that teachers conduct warm-up activities in the class. In response to the same
question, 55% Bangla medium teachers and 71% English medium teachers reported that they
do not conduct warm-up activities. However, 40% Bangla medium teachers and 29%
English medium teachers reported that they use pictures while introducing new language

lesson. Besides, 5% Bangla medium teachers reported that they use games as warm-up



English Language Education Research in Bangladesh 200

activity. Second, when asked about the techniques of teaching/learning vocabulary items, 6%
Bangla medium students and 13% English medium students reported that they try to guess
meaning from the context. Inaddition, 17% Bangla medium students and 46% English
medium students reported that their teachers explain unknown words in English. Besides,
30% English medium students reported that they consult English-to-English dictionary to
learn vocabulary. In response to the same question, 11% Bangla medium teachers reported
that they ask students to guess the meaning of words from the texts; 13% reported that they
use pictures/visual aids; 52% reported that they explain the meaning of vocabulary in Bangla;
19% reported that they explain the meaning of words in English; and 5% reported that they
use dictionary to teach vocabulary. On the other hand, 17% English medium teachers
reported that they ask students to inter meaning; 4% reported that they use pictures/visual
aids; 73% reported that they explain the meaning of vocabulary in English; and 6% reported
that they use dictionary to teach vocabulary. However, classroom observation data suggests
that teachers of both Bangla medium and English medium schools predominantly use the
technique of explaining meaning in Bangla [practice of Bangla medium teachers] and
English. Third, in response to the question about “students’ interaction pattern”, 20% Bangla
medium students reported that their teachers arrange group activities in the class whereas
80% students reported that they work individually in the classroom. On the other hand, 10%
English medium students reported that their teachers involve them in pair work; 13.33%
reported that their teachers engage them in group work; and 76.66% students reported that
their teachers engage them in individual work. Inresponse to the same question, 30% Bangla
medium teachers reported that they engage students in pair work; 10% reported that they
engage their students in group work; and 60% reported that they engage their students in
individual work. On the contrary, 28% English medium teachers reported that they involve

students in pair work; 8.33% reported that they involve students in group work; and 63.67%
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teachers reported that they involve students in individual work. Classroom observation data
indicates that teachers [of both Bangla medium and English medium schools] do not engage
students in group work or pair work. Fourth, in response to the question regarding the
preferred method of teaching, 80% Bangla medium teachers responded in favor of CLT. On
the other hand, 16.67% English medium teachers reported that they follow the principles of
CLT while conducting classes. However, the authors note: “W hile observing the classes in
Bangla medium schools, most of the teachers were found conducting the classes in traditional
ways. The lessons taught by the English medium schoolteachers were mainly reliant on
following the textbooks rather than following a certain method of teaching” (p. 60). Fifth,
when asked about lesson plans, 20% Bangla medium teachers reported that they prepare
lesson plan everyday and 80% reported that they prepare lesson plan once a weak. Onthe
other hand, 100% English medium teachers reported that they create lesson plan everyday.
However, classroom observation data indicates that Bangla medium and English medium

teachers do not use any lesson plan in the class.

5.3.36 In his article, “The Role of Communicative Language Teaching (CLT) at the Higher
Secondary Level in Bangladesh”, Md. Ziaur Rahman (Senor Lecturer in English, Northern
University Bangladesh) [Rahman, 2010] investigates higher secondary level teachers’ and

students’ perceptions of CLT.

The participants of this study include 100 teachers and 100 students from 20 colleges
of Bangladesh (10 from Dhaka city and 10 from Khulna city). The author used questionnaire
(containing both closed-ended and open-ended questions) to elicit data. The author
conducted this study in 2007 (April-July).

The questionnaire for teachers contained 10 closed-ended questions and 1 open-ended

question. Inresponse to the first question, majority of the respondents (66%) reported that
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they are aware of the purpose of CLT. Inresponse to the second question, majority of the
participants (50%) reported that CLT approach ‘sometimes’ help their students. The third
question inquired about the benefit of CLT. Inresponse to this question, majority of the
teachers (32%) reported that their students enjoy English lecture. Inresponse to the fourth
question, 84% teachers reported that they encounter problem while using CLT approach. The
fifth question inquired about the types of problems the teachers encounter while using CLT.
In response to this question, majority of the respondents (44%) reported that they cannot
teach their students properly. Inresponse to the sixth question, 65% teachers reported that
advantages of CLT outnumber its disadvantages. In response to the seventh question, 55%
respondents reported that problems of CLT are avoidable. Inresponse to the eight question,
60% teachers reported that if limitations of CLT are removed, CLT would become a good
approach. Inresponse to the ninth question, 71% respondents reported that they were not
successful in teaching English using CLT. The tenth question inquired about the causes of
failure of teachers in using CLT. In response to this question, majority of the teachers (40%)
reported that they did not receive any training on CLT. The eleventh question (open-ended)
asked teachers to write comments on CLT. Inresponse to this question, teachers wrote about
the necessity of arranging workshops on CLT.

The questionnaire for students also contained 11 questions (10 closed-ended and 1
open-ended). In response to the first question, 86% students reported that they do not have
any knowledge about CLT approach. Inresponse to the second question, majority of the
students (75%) reported that they do not have any knowledge of CLT because their teachers
did not inform them about CLT. Inresponse to the third question, majority of the students
(65%) reported that CLT ‘sometimes’ improved their English language skills. The fourth
question inquired about the benefit of CLT. Inresponse to this question, 35% students

reported that they understand English lecture easily. In response to the fifth question, 83%
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students reported that they encounter problem in CLT class. The sixth question inquired
about the types of problems students encounter in CLT class. Inresponse to this question,
majority of the students (73%) reported that they do not understand English lecture properly.
In response to the seventh question, 53% students reported that benefits of CLT outnumber
its problems. Inresponse to the eighth question, 58% students reported that the problems of
CLT are unavoidable. In response to the ninth question, 78% students reported that their
teachers were not successful in using CLT. The tenth question inquired about the causes of
the failure of the teachers. Inresponse to this question, 70% students reported that their
teachers are not trained. The eleventh question asked students to make comments on CLT.
In response to this question, students pointed out that classroom environment in Bangladesh
is not conducive to using CLT.

Finally, the author makes the following recommendations to improve the condition of
ELT in Bangladesh. First, teachers should receive training. Second, grammar should be

taught in ELT classes. Third, ELT classroom size should be small.

5.4.0 Communicative Language Teaching
5.4.1 In his paper entitled “Communicative Language Teaching in Rural Bangladesh:
Teachers’ Beliefs and Perceptions” Md. Akramuzzaman (Lecturer, Department of English,
Victoria University of Bangladesh, Dhaka, Bangladesh) [Akramuzzaman, 2011] makes an
attempt to explore whether teachers in rural areas conform to the fundamental principles and
assumptions of CLT.

As an instrument of data collection, the author employs 20-item structured
questionnaire along with a three response Likert Scale (strongly agree, neither agree-nor

disagree, strongly disagree) to elicit responses on principles, practices and assumptions of
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CLT approach. In this study, 26 secondary level teachers from six schools at Batiaghata and
Digholia upazillas [sub districts] of Khulna district participated as respondents. Apart from
structured questionnaire, the researcher conducted an open-ended interview with those
participants (two from each school) who appeared to be associated with either GT Method or
CLT approach.

The findings of the study indicate that 90% teachers believe in the significance of
explicit teaching of grammar in language education and 4 out of 6 teachers [who were
interviewed] report that learners prefer to learn grammar. Besides, 82% teachers believe that
interaction is the best way to learn a language though they do not engage students in
communicative activities. With regard to the role of games in language learning, 65%
teachers opine that playing games is time-consuming and 42% think that games are
insignificant in language classroom. Further, interview data reveals negative attitudes of
teachers towards games: teachers believe that games are distracting and chaotic. With regard
to teachers’ role, 99% teachers believe that teachers should authoritatively contro | the class
whereas 76% think that teachers should play the role of a facilitator. Inaddition, 86% believe
that students should be given the opportunity to express themselves freely. With regard to
error correction, teachers believe that grammatical errors have to be corrected explicitly. In
this study, no teachers have been found to be using authentic materials in the classroom. The
author states that 90% teachers tend to combine CLT and GTM in the classroom. However,
27% teachers believe that they are well informed about CLT though their classroom practices
do not reflect their belief. In short, this study suggests that secondary level teachers at rural
areas are not informed about basic principles of CLT, and therefore they cannot practice it in
the classroom. Second, teachers encourage rote learning and extensively use L1 in the

classroom. Third, teachers synthesize GTM and CLT in the classroom. Fourth, teachers
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prefer to use GTM over CLT. Fifth, teachers are not motivated and enthusiastic in teaching

English.

5.4.2 In the article, “CLT Classrooms: Teachers’ Role & a Bangladesh Perspective”, Sawsan
Tarannum (Lecturer in English, Centre for University Requirement Course (CENURC),
ITUC) [Tarannum, 2010] discusses the roles of teachers in CLT approach and traditional
approach. Inaddition, the author points out some problems of English language teaching in
Bangladesh.

In the section entitled “meaning of CLT”, the author notes five characteristics of CLT:
emphasis on interaction, authentic text, learning process, learners’ back ground/experience,
and use of language outside the classroom. Inthe section entitled “attributes of a CLT
teacher” the author maintains that a CLT teacher should be informed about students’ interest,
purpose of learning English, learning style and learning strategies. In the section entitled
“traditional role of teachers” the author points out five roles ofa traditional English language
teachers: model of language (i.e. teachers present the correct usage of a linguistic item);
lesson planner, presenter of new language material, controller of student practice, and
classroom manager. Ina table, the author shows the distinction between a “traditional”
classroom and “progressive” classroom. A traditional classroom is teacher-centered and
follows transmission mode of teaching whereas a progressive classroom is learner-centered
and follows constructivist learning theory. Inaddition, a traditional classroom adopts lock-up
system in learning [non-collaborative] (e.g. GTM); on the other hand, a progressive
classroom is collaborative (e.g. CLT). In the section entitled “role of teachers in CLT” the
author notes eight roles of CLT teachers: controller, organizer, assessor, prompter,
participant, resource, tutor and monitor. Inthe section entitled “CLT: A Bangladeshi

perspective” the author identifies some problems of teaching English in Bangladesh. First,
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traditional teachers who are comfortable in following GTM are not aware of the pedagogic
principles in CLT. Second, teacher training programs are inadequate to effectuate any
change in teaching- learning situation at national level. Third, class size in Bangladesh is
typically large which causes problems in assessment and classroom management. Fourth,
technological aids such as OHP, projection, computers etc. are generally unavailable in the
classroom. Finally, the author suggests that initiatives should be taken to train teachers and

introduce modern educational equipments.

5.4.3 In his study, “Post-Secondary ESL Teachers’ Perceptions, Attitudes and Expectations
About Communicative Language Teaching (LLT) in Bangladesh: Research Findings and
Implementation Plan”, Khaled M.R. Karim (Lecturer, Department of English, North South
University) [Karim, 2004-2005] investigates teachers’ perceptions about principles and
practice of CLT, and correspondence between their perceptions and classroom practices. In
addition, the author seeks to identify teachers’ perceived obstacles in implementing CLT in
Bangladesh.

In this survey research, 36 ESL teachers (age between 24-58) from three private
universities (English medium) participated. The author used structured questionnaire to elicit
data. Inthe analysis of data, patterns or common themes have been emphasized.

Findings of the study suggest that teachers are well informed about principles and
practice of CLT. The research instrument (i.e. questionnaire) asked teachers whether CLT
means only group work/pain work, discourse competence, teaching speaking, and exclusion
of grammar from language lesson. Most of the participants of this study answered
negatively. Besides, teachers engage students in role play, group discussion, listening to
audio tapes, simulation etc. Teachers’ knowledge about CLT positively correlated with their

classroom practice. Teachers detected the following obstacles in the process of successful
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implementation of CLT in Bangladesh: large class size, lack of resources, and well-equipped
classroom, traditional grammar-oriented testing system, lack of support from administration,
and lack of training. On the other hand, the participants of this study did not identify the
following factors as barriers to successful implementation of CLT: knowledge of target

culture and lack of high proficiency of teachers.

Based on the findings, the author indicates that teachers’ perceptions and pedagogic
conditions are favorable to successful implementation of CLT in Bangladesh. The author
suggests that since teachers of the three universities who participated in this study
demonstrated positive attitudes toward CLT, other institutions may seek expert support from
these institutions. Besides, successful implementation of CLT depends on teacher training,
contextualized teaching of vocabulary and grammar, availability of authentic materials,
reformation of assessment/evaluation system by incorporating principles of CLT (i.e.

determining criteria for the assessment of four skills).

5.4.4 In his article, “From Communicative Competence to Communicative Language
Teaching: Cultural Context of Origin and Clash of Cultures in Other Contexts”, M.
Shahidullah (Professor, Department of English, Rajshahi University) [Shahidullah, 2007]
outlines theoretical background of CLT, and explains cultural dimension of CLT.

The author mentions that Hymes, wilkins, Widdowson, and Brumfit and Johnson
introduced the nation of CLT in 1970s. According to Hymes (1972), four features of
communicative competence involve formal possibility, feasibility, appropriate ness and
performance. According to Canale and Swain (1980), four components of communicative
competence include: grammatical competence, sociolinguistic competence, discourse

competence and strategic competence. According to Bachman (1990) communicative
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competence involves ‘language competence’ (i.e. organizational and pragmatic competence),
strategic competence, and psycho-physiological mechanism.

The author notes CLT’s views about language and process of language learning. In
CLT, language is viewed as a means of communication and structures of language as
manifestation of function/purpose. Onthe other hand, learning theory of CLT is influenced
by J. Brunner’s idea of discovery learning and active learning. Besides, in CLT language
learning means learning to use language and developing communicative competence.
Pedagogic framework of CLT involves peer-collaboration, national-functional and need-
based syllabus and anxiety-free classroom. Inaddition, authentic context and materials,
interaction, and positive treatment of errors are emphasized in CLT.

The author notes that the role of teacher in CLT can be defined as an informant,
monitor, stimulator (i.e. interlocutor with the class), manager, advisor, consultant, participant,
organizer of resource, and facilitator. On the other hand, learners responsibility in CLT
framework is to activity participate in the learning process, evaluate and monitor their own
progress, and employment of appropriate learning strategy. Inother words, learners are
expected to take responsibility for their own learning.

The author tries to trace the cultural origin of CLT. The author points out that CLT
evolved in western democratic educational culture. CLT adopts progressive model of
education in which learning process is active and creative. On the other hand, Afro-Asian or
Latin American educational culture encourages passivity among students. Besides, non-
western educational culture follows transmission modeland encourages rote learning. In
addition, non-western learning culture is teacher-entered. Finally, the author suggests that
teaching methodology should be devised in synchrony with local culture. Inaddition, non-
western societies should not rigidly follow any methodology. Culture and context sensitive

pedagogy needs to developed.
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5.4.5 In her survey study, “Communicative Language Teaching in Bangladesh: Teachers’
Beliefs and Practices”, Samina Akter Nayla (Lecturer in English, ASA University
Bangladesh) [Nayla, 2008] explores teachers’ perceptions about communicative language
teaching.

The participants of this study include 27 Bangladeshi English teachers from Bangla
medium and English medium schools of Dhaka city. As an instrument of data collection, the
author used Likert scale with four responses: strongly disagree, disagree, agree and strongly
agree. The respondents are required to express their opinion about 31 statements concerning
CLT.

Findings suggest that 50% teachers of English medium school believes that grammar
rules are important in language learning whereas 80% teachers of Bangla medium schools
believes that grammar is important in language learning. Inaddition, 66.65% teachers of
English medium and 73.33% teachers of Bangla medium schools strongly agree with the
statement that communication is the best way of acquiring a language. Both Bangla medium
and English medium school teachers report that group works are effective in language
classroom. However, most of the teachers (80%) of Bangla medium schools suggest that
group work might create chaos in the classroom whereas 42% teachers of English medium
schools report that group works become chaotic. Most of the teachers of Bangla medium and
English medium schools opine that playing games is useless and distracting in language
classroom. Both English medium schools teachers and Bangla medium school teachers
believe that courses should be designed according to the needs of the students; teachers
should correct grammatical errors; control the class; and create communicative environment
in the class. With regard to authentic language, Bangla medium teachers appeared to be
uninformed about the concept whereas some English medium teachers seem to be aware

about the use of authentic text in the classroom. With regard to the role of learners both
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Bangla medium and English medium teachers opine that students should be allowed to
express their ideas in the classroom, though they do not seen to be well-equipped
(linguistically) to express themselves. With regard to memorization, 63% English medium
and 60% Bangla medium teachers believe that memorizing answers form textbooks help
language learning.

Finally, 93.33% teachers of English medium schools and 47% teachers of Bangla
medium schools believe that they have good command over CLT. Inaddition, 94% teachers
of English medium schools and 100% of Bangla medium schools report that they would
prefer to combine principles of CLT and GTM in the classroom. Based on the findings, the
author concludes that teachers do not have any negative attitude towards CLT; and synthesis

of CLT and GTM might be useful in Bangladesh context.

5.4.6 In the survey, “Communicative Language Teaching in EFL Contexts: Teachers Attitude
and Perception in Bangladesh”, Diana Ansarey (Assistant Professor, Department of English,
ASA University Bangladesh) [Ansarey, 2012] explorers primary and secondary level English
teachers’ perceptions about challenges and difficulties in implementing CLT in Bangladesh.

In this study, 30 English teachers (age: 30 and above) of primary and secondary level
from 30 school of Dhaka city participated in this study. The author used structured
questionnaire to elicit data from the respondents. Inaddition, the author interviewed 5
teachers from the 30 respondents using an open ended questionnaire. To analyze data, the
author employed descriptive statistics (SPSS) and content analysis technique.

Findings of the study indicate that teachers hold positive attitudes towards teaching
English. Besides, the teachers identified the following problems of English teaching in
Bangladesh: large class, heavy workload of teachers, mismatch between curriculum and

testing system, low proficiency of students, and low motivation of students. Majority of the
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teachers appeared to be well-informed about principles of CLT. In particular, 67% reported
that they use CLT in their class whereas 33% reported that they did not use it. Most of the
teachers identified the following difficulties and challenges in implementing CLT in
Bangladesh: teachers’ linguistic and sociolinguistic (cultural) proficiency in English, lack of
training in CLT, lack of time for material development, misconception about CLT, lack of
support fromadministration, unavailability of authentic materials. Inaddition, some teachers
opined that students need to master reading and writing skill in the context of Bangladesh.
But CLT’s emphasis speaking and listening skill has created a contradiction between
students’ purpose and the method’s purpose.

Finally, the author recommends that teachers should be trained in CLT; teachers’
workload should be reduced; teaching aids should be provided; teachers should be highly

paid; and testing system should incorporate principles of CLT.

5.4.7 In his essay, “Grammar-Translation Method vs. Communicative Language Teaching:
Objectives and Strategies”, Dr. Sujut Kumar Dutta (Professor of English, Chittagong
University) [Dutta, 2006] illustrates principles and practices of CLT and GTM.

The author notes that the objective of GTM is to teach grammatical rules and writing.
Inaddition, GTM is teacher centered. On the other hand, the objective of CLT is to develop
communicative competence of the students. The author describes an imaginative classroom
lesson by using the text “A Myanmar Family” to demonstrate the distinction between GTM
and CLT. Inthe GTM class, the teacher reads and translate the passage in Bangla; students
write answers some questions; learn Bangla equivalent; synonyms and antonyms of some
English words. In the grammar exercise, students are asked to write past and past-participle
form of some English words (present from). Inthe end, students are required to write Bangla

translation of the passage, summary of “A Myanmar Family”, memorize vocabulary and
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present form, past form, and past participle forms of some verbs; they are also required to
construct sentences using previously learned vocabulary. On the other hand, ina CLT class,
the teacher begins with greeting the students, and conducts a warm-up activity by eliciting
answers about a picture. Next the teachers ask students to rearrange some scrambled
sentences. Next the teacher divides the class into two groups and introduces ‘true/false’
exercise. The teacher also introduces Country Naming Game, Nationality Naming Game and
Prayer House Naming Game (e.g. My name is Kamal; I am from Kenya. Karim lives in
Bangladesh; He is Bangladeshi. Pagodas are Buddhist prayer house). The teacher also
introduces a grammar activity in context. In this activity, students fill insome gaps in a
dialogue using ‘to be’ verb about planning to stage a play. Finally, the teacher assigns
students to write a project report on differences between life-style in Bangladesh and in other
countries.

Finally, the author concludes that GTM is ineffective and theoretical whereas CLT
prepares students to use the language. He recommends that there should be extensive teacher
training program for teachers on CLT. However, the author remarks that teachers may use

eclectic method as well.

5.4.8 In their survey, “ Communicative Approach at Higher Secondary Level: Problems and
Possibilities”, Shahidul Islam Khan (Lecturer, Stamford University Bangladesh) and Shaheda
Akter Lubna (Teacher, North South University, Bangladesh) [Khan & Lubna, 2007] explicate
some obstacles in implementing CLT in Bangladesh, and investigate perceptions and practice
of CLT among college teachers in Bangladesh.

According to the author, “practical problems” in adopting CLT approach in
Bangladesh involves large class size, poor logistic support, untrained teachers with low

motivation, traditional role of teachers, and misconception about teaching of grammar in CLT
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approach. Inthe survey about teachers’ perceptions and practice of CLT, 50 teachers of
different colleges of Dhaka city participated. The author derived data using structured
questionnaire that contains both closed-ended and open-ended questions.

Analysis of data about perceptions of CLT discloses that 29% teachers are familiar
with the role of teachers in CLT; 23% teachers believe that CLT is better than GTM in
Bangladesh context whereas 61% teachers believe that CLT is not better than GTM ; 91%
teachers reported that grammar section of the [ textbook] create problem for them. With
regard to the practice of CLT, 71% teachers reported that they follow lesson mode
[interactive] whereas 29% follow lecture mode; 52% teachers reported that in their class the
ratio of Teacher Talking Time Vs Student Talking Time is 70:30; 25% reported that it is
80:20; and 23% reported that the ration is 50:50 (ideal). Inresponse to the question whether
they can follow the instruction of the book properly, 58% reported that they find it difficult to
follow the instruction. Inresponse to the question whether they arrange group work/pair
work in the class, 87% reported that they “sometimes” organize group work/pair work; 6.5%
reported that they “never” arrange it.

In response to the open-ended question which seeks their suggestions about
improving teaching- learning situation in Bangladesh , teachers opined that class size should
be reduced; grammar should be emphasized in the syllabus; classroom should be learner-
oriented; text should be interesting to the learners; and institutional support should be
increased. Finally, the author recommends that teachers should be trained on the following
skill: lesson plan, classroom management, teaching grammar, providing positive feedback,

and developing materials.

5.4.9 In their essay, “Defining and Re-Defining Communicative Competence: A Historical

Overview”, Sayed Salahuddin Ahmed (Assistant Professor, Department of English, Eastern
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University) and Fatima Tabsun (Assistant Professor, Department of English, Stamford
University Bangladesh) [Ahmed & Tabsun, 2009-10] trace the history of the term

‘communicative competence’.

The authors note that Dell Hymes proposed the term ‘communicative competence’ in
1966. This idea is an extension of Chomsky's concept ‘linguistic competence. Chomsky
distinguishes between ‘competence’ and ‘performance’. ‘Competence’ refers to the speaker-
listener's knowledge of their [native] language ina homogenous speech community. On the
contrary, ‘performance’ refers to the ‘actual use’ of language/manifestation of competence
through actual use in communication. According to Dell Hymes, Chomsky's idea of
competence does not include social and functional use of language. Hymes’ formulation of
‘communicative competence’ involves negotiation of meaning and context of language use.
Hymes (1972) explains four components of ‘communicative competence’: formal
[grammatical] possibility, feasibility [whether something is feasible in reality],
appropriateness [in a context] and performance [whether a sentence occurs or not due to
reasons related to acceptability]. Canale and Swain (1980) detect four elements of
communicative competence: Grammatical competence, sociolinguistic competence, discourse
competence, strategic competence. Bachman's (1990) ‘illocutionary competence’
(sociolinguistic competence in Canale and Swain) involves function or purpose of using
language (e.g. stating, requesting, greeting etc.). According to Spitzberg (1984),
communicative competence refers to the ability to interact effectively, accurately and
appropriately. Canary and Cody (2006) offers six criteria for judging communicative
competence: adaptability (i.e. changing goals and behaviors according to the demand of the

situation), conversational involvement (e.g. responsiveness, attentiveness), conversational
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management (e.g. topic change), empathy (i.e. emotional reaction), effectiveness (i.e.

attainment of goals), and appropriateness.

5.4.10 In his article, “The Present Mode of Teaching in the ELT Classes at the Higher
Secondary Level in Bangladesh: Is it the Practice of CLT or Disguised GTM ?”, Md.
Minhajul Abedin (Assistant Professor, Department of English, Stamford University
Bangladesh) [Abedin, 2012] investigates approaches to language teaching at higher
secondary class.

The participants of this study include 100 students and 30 English language teachers
from 10 colleges (10 students and 3 teachers from each college) of Dhaka city. The author
elicited data through structured questionnaire and interview.

27 % students reported that teachers deliver lecture in English; 100% students
reported that teachers emphasize on translation. Besides, 15% students reported that they get
opportunity to interact in the class; 82% students reported that they prefer to work on seen
comprehension; 42% reported that that they prefer to learn English through grammar whereas
58% reported that they prefer to learn English through communication. Apart from this, 90%
students reported that there is “room of memorization in English class”; 77% reported that
only reading and writing skills are addressed in the class; 72% reported that they learn
vocabulary through memorization; 78% reported that teachers are rigid about students’
mistakes. Onthe contrary, analysis of teachers’ data indicates that 60% teachers prefer CLT;
6.67% prefers GTM and 33.33% prefers mixture of CLT and GTM; 26.67% employs
translation as a teaching technique; 20% teachers concentrate on improving communicative
competence of students whereas 80% is [only] concerned about grades of the students.
Besides, 93.33% identified large class size as a problem; 56.67% reported that they encounter

some difficulties in implementing CLT in the classroom. Interview data (one teacher from
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each college) indicates that some teachers are ignorant about principles of CLT. Some
teachers also expressed dissatisfaction about lack of logistic support. Those teachers who
mix CLT and GTM in the class opined that Bangladesh learners are not yet ready to accept
CLT.

The author recommends that teachers should encourage active participation of the
students in the class. Second, formative assessment (e.g. assessment on class participation)
should be introduced in the class, and teachers should provide positive feedback to students.

Third, logistic support for the teachers should be increased.

5.4.11 In his article, “Teachers’ Awareness and Current Practice of Communicative Activities
in Bangladeshi Universities”, Md. Shayeekh-Us-Saleheen (Assistant Professor, Department
of English and humanities, University of liberal Arts Bangladesh (ULAB)) [Saleheen, 2010-
2011] investigates teachers’ practice and perception of CLT.

The participants of this study include 10 teachers from 7 private universities of Dhaka
city. The author used structured questionnaire (containing both open-ended and closed-ended
questions) to elicit data.

Analysis of data shows that 9 teachers out 0f 10 used CLT in their classes because
they think that CLT approach is interesting and enjoyable to students; in addition, they also
think that students can be engaged in language learning activities using CLT. Inresponse to
the question about specific activities that they use in the classroom, 40% teachers reported
that they always use questioning activities; 60% reported that they always use thinking
strategies (brainstorming); and 50% reported that they always use problem-solving activities.
Onthe other hand, two rarely used activities are jigsaw task and simulation. Inresponse to
the question about challenges of using CLT in the classroom, teachers identified the

following problems: (a) teachers’ lack of competence in oral communication skills, (b)
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insufficient time of teachers in designing communicative materials, (c) large class size, and
(d) low proficiency of the students.

The author suggests that teacher-training programs can help improve teachers’
proficiency in English. Inaddition, teachers can learn the process of designing appropriate
CLT materials and managing large classes. The author recommends that teachers’ workload
should be reduced. Besides, on the basis of his experience of using CLT approach, the author
argues that low proficiency of the students is not an obstacle to implementing CLT in the
classroom; rather, proficiency of the students can be improved using CLT. The author
concludes that “Bangladeshi EFL teachers are very much aware of using communicative

activities” (p. 248).

5.4.12 In her article, “The Application of Communicative Language Teaching in
Bangladesh”, Shayla Nahar Ahmed (Lecturer, Department of English, University of Dhaka)
[Ahmed, 2005-2006] investigates secondary level teachers’ opinion about the effectiveness of
CLT in Bangladesh.

The participants of the study encompass 10 secondary level teachers (5 males and 5
females) fromschools of Dhaka. The author elicited data using a questionnaire.

Findings of the survey have been divided into four categories: respondents’
perception (knowledge) about CLT, the effectiveness [appropriacy] of CLT in Bangladesh,
the situation of classroom pedagogy, and perceived barriers of proper implementation of
CLT. Inthe category entitled “Participants’ perception of CLT”, 6 respondents out of 10
reported that they did not received any training on CLT. Therefore, they tend to shift to
GTM or use both CLT and GTM in the class. Inaddition, some respondents believe that
grammar is excluded in the syllabus of CLT, and only oral communication skill is

emphasized. Inthe second category entitled “The effectiveness of CLT in Bangladesh”, 9
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respondents opined that CLT is inappropriate in the context of Bangladesh. 1 respondent
remarked that Bangla medium schools lack logistic support. Therefore, class cannot be made
interesting. In the third section entitled “The situation of classroom pedagogy” 7 teachers out
of 10 reported that they mix Bangla and English in the classroom. 6 respondents out of 10
reported that only 25% students participate in group discussion in the class. 8 teachers out of
10 reported that students do not prefer to see teachers’ as facilitator since they are
accustomed to lecture-mode of teaching. In the fourth category, “The perceived barriers of
proper implementation of CLT”, teachers detected large class size (40-45 students) and
unavailability of materials as obstacles.

Finally, the author remarks that “with our developing economy and poor funds
available for education, the application of CLT often seems an extravagance” (p. 199). The
author suggests that opportunities for teacher training and availability of teaching aids for
secondary level should be ensured. Inaddition, an integrated method [combination of CLT

and GTM] should be developed to teach English language in Bangladesh.

5.4.13 In their study, “The Effect of the Present Communicative Approach in the Teaching of
English on Students Learning at Grade IX & X”, Rokeya Begum, Mariam Begum & Jahangir
Alom (IER, Dhaka University) [Begum, Begum, & Alom, 2004] investigate effectiveness of
CLT in Bangladesh.

The participants of this study include teachers of English and students of class IX and
X from Dhaka (urban) and Rajbari (rural) districts. The authors elicited data from the
students through questionnaire and [proficiency] test, and from the teachers using interview
schedule. The authors also observed classroom to collect data (using classroom observation

checklist) about practice of CLT in the classroom.
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In response to the questions about teachers’ use of English in delivering lecture, 60%
urban students and 40% rural students reported that their teachers use English in lecture. In
response to the question about student-teachers’ communication in the classroom, 58% urban
students and 44% rural students reported that they can communicate with their teachers in
English. In response to the question about students’ learning, 71% students (urban: 32%,
rural: 39%) reported that they learn from teachers’ lecture whereas 6% students (urban: 4%,
rural: 2%) reported that they learn “better from pair work” (p. 48). Inresponse to the
guestion about mode of learning, 60% male students and 80% female students of urban areas
gave their opinion in favor of pair work whereas 70% rural students (both male and female)
preferred pair work and (small) group work. However, 12% male and female students of
urban areas reported that they prefer to work in large group. Inresponse to the question
about useful classroom activities, 80% students (both ruraland urban) opined that singing,
role play etc. might help in language learning. Inresponse to the question about English
textbook, 48% urban students and 38% rural students opined that English textbook is
interesting.

Analysis of interview data reveals that 70% teachers lack knowledge about ELT
[CLT] and 65% teachers are uninformed about [adoption of new] ELT methods and
curriculum [at national level]. However, 50% teachers reported that they are comfortable
with new textbook. Besides, teachers reported that they teach large classes (teacher-student
ratio: 1:50-60) and they are burdened with heavy workload (30-36 classes per week plus
administrative work). Inresponse to the question about students’ improvement of
performance [proficiency], the teachers reported that they did not observe any noticeable

improvement in students’ performance.
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Classroom observation data indicates that majority of the teachers did not apply CLT
approach in the class. However, ELTIP trained teachers tried to implement CLT in the
classroom.

Analysis of [proficiency] test results indicates statistically significant differences (t-
value) between urban students (mean score: male: 22.8; female: 24.2) and rural students
(meanscore: male: 14.6; female: 13.8). Inaddition, statistically significant differences (t-
value: .05 level) has been found between 9" and 10" grade students of urban area (mean
score: Grade IX: 20.9; Grade X:26.1).

The authors recommend that there should be scope for pre-service and in-service
training for the English teachers. Second, contents from students’ own culture should be
incorporated into the syllabus. Third, audio players should be made available in the schools.

Fourth, four skills of the students should be tested.

5.4.14 In her study, “Attitude of Bangladeshi Students Towards Communicative Language
Teaching (CLT) and Their English Textbook”, Dr. Feroza Yasmin (Professor, Department of
Linguistics, University of Dhaka) [Yasmin, 2008 & 2009] explores students’ attitude toward
CLT and English textbook.

The participants of the study include 32 secondary and higher secondary level
students (16 males and 16 females). Among these 32 participants, 16 students are students of
Grade-9 and the other 16 participants are students of Grade-12. Interms of economic class,
the students fall under the category of middle class. The author elicited data through semi-
structures interview. Inanalyzing data, the author adopted grounded theory approach.

Analysis of data indicates ‘positive’, ‘negative’ and ‘mixed’ attitude of students
toward CLT and their textbook. In particular, 88% students showed positive attitude toward

CLT. Majority of the students reported that they like CLT because CLT encourages
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improvement of speaking skill and it “focus[es] on students” own ability” (p. 52) [i.e. takes
into account students’ level of proficiency while providing input]. 2 students mentioned that
“CLT helps to eliminate the fear of L2 learning” (p. 52). This apart, 2 students out of 32
displayed mixed attitude toward CLT. These students reported that they like CLT because
CLT helps to improve speaking skill and creative writing skill; further, it encourages
understanding rather than rote memorization. Nevertheless, the students reported that they
are not satisfied with the way CLT deals with grammar. Finally, 1 student displayed negative
attitude toward CLT. However, this student did not have any comprehensive knowledge
about CLT.

Students’ attitude toward English textbook was also ‘positive’, ‘negative’, and
‘mixed’. 20 students out of 32 showed positive attitude toward the English textbook.
Majority of these students mentioned that they like exercises, topics and vocabulary of the
textbook. They also appreciated the textbook’s attempt to nurture students’ creativity and to
improve creative writing skills. 7 students showed negative attitude towards the textbook. In
particular, 1 student did not like the vocabulary items of the textbook; another student did not
like the idea of conversation and pair work suggested in the textbook; a third student did not
like the “language of the texts” (p. 57). 5 students out of 32 showed mixed attitude toward
the textbook. In particular, 1 student reported that she dislikes the textbook since it contains
less number of reading passages; but she likes the textbook since it helps to improve “free-
hand writing” (p. 57).

Concisely, in terms of gender-based response, 56.25% male students and 68.75%
female students showed positive attitude; 25% male students and 18.75% female students
showed negative attitude. In addition, 18.75% male students and 12.5% female students
showed mixed attitude toward textbooks. Interms of grade, 75% Grade-9 students and 50%

Grade-12 students showed positive attitude; 6.25% Grade-9 students and 37.5% Grade-12
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students showed negative attitude; and 18.75% Grade-9 students and 12.5% Grade-12

students showed mixed attitude toward their textbook.

5.4.15 In his article, “Performance of Teachers in Implementing the Communicative
Approach in English Classes at the Secondary Level: An Evaluative Study”, Mohammod
Moninoor Roshid (Lecturer, Institute of Education and Research (IER), University of Dhaka)
[Roshid, 2008 & 2009] investigates activities in the English language classes at secondary
level.

The participants of this study include 40 teachers and 80 students from 40 secondary
schools located in suburban areas of Dhaka, Rajshahi, Chittagong, and Barishal divisions. 1
teacher and 2 students were purposively chosen fromeach school (Grade-10). The author
elicited data using questionnaire. Inaddition, the author observed classes (using observation
checklist) of English First Paper of Grade-10. Further, the author analyzed curriculum of
secondary level, syllabus of grade 1X-X, textbook of secondary level, and Teacher’s Guide
(TG).

Analysis of textbook indicates that textbook of secondary level contains
communicative activities. In particular, the textbook includes activities to develop listening
skill (e.g. listening and completing passage), speaking skills (e.g. describing picture), reading
skill (e.g. reading for specific information), writing skill (e.g. writing paragraph/essay) and
integrated skill where one skill is followed up by another skill. The activities in the textbook
includes identifying true/false, rearranging, matching, list making etc. Teaching-learning
process in the textbook encompasses group work and pair work. Besides, word game is
included as a technique for teaching vocabulary.

In response to the questionnaire [about English 1% paper class] 67% teachers and 90%

students informed that listening practice is not arranged in the class. Classroom observation
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data reveals that 85% teachers did not engage students in practicing listening. 55% teachers
claim that they involve students in speaking activities whereas 82% students reported that
they do not practice speaking inthe class. Classroom observation indicates that 72% teachers
did not engage students in speaking activities. 60% teachers reported that they ‘regularly’
engage students in reading activities whereas 55% students reported that they ‘sometimes’
practice reading. Classroom observation data reveals that 20% teachers ‘regularly’ involved
students in reading and 33% teachers ‘sometimes’ engaged students in reading activities.
However, 75% students reported that they practice writing in the class.

Classroom observation indicates that teachers do not provide corrective feedback.
Besides, 37% students informed that teachers take ‘good’ preparation before entering the
class. However, classroom observation indicates that classroom preparation of the teachers
was ‘average’. Besides, teachers “made the students afraid” to manage classes (p. 183).
This apart, 87% teachers did not involve students in pair work, and 73% teachers did not
conduct class in English. Ignored classroom activities were: matching, question formation,
and list making. However, rearranging and gap-filling were practiced in the class. It is to
note that above 65% teachers “did not interact with their students properly” (p. 184); and
above 50% teachers appeared to be ignorant about the purposes of lessons. Besides, a
significant number of teachers did not get TG; 70% of those who got TG did not follow its
instructions. Apart from this, 52% teachers reported that they cover all the sections (A, B, C,
D, E, F) ofa lesson whereas 78% students reported that all the sections are not discussed in
the class. Classroom observation supports students’ claim about dealing with sections of the

lessons.
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5.4.16 In her essay, “CLT: Another Assumed Ideal From the West ?”’, Rumana Siddique
(Assistant Professor, Department of English, University of Dhaka) [Siddique, 2004) identifies
some limitations of CLT in the context of Bangladesh.

Referring to papers presented in the 2" National Conference of BELTA (Bangladesh
English Language Teachers Association) (held in July 2004), the author notes some obstacles
in implementing CLT in Bangladesh. First, local ELT practitioners are not proficient English
language user. Inother words, they have not achieved communicative competence. Besides,
there is limited scope of pre-service and in-service teacher training in Bangladesh. Further,
teachers are not well-informed about principles of CLT. Second, teachers in Bangladesh are
underpaid. Therefore, teachers are not motivated to teach in the classroom. Besides,
teaching aids such as overhead projectors, computer, photocopier etc. are rarely available in
the institutions of Bangladesh. Third, authority of the institutions and guardians prefer exam-
oriented teaching. Therefore, teacher cannot concentrate on developing communicative
competence of the students. Fourth, class size in Bangladesh is large. Inaddition, class
duration (i.e. 45 minutes) is insufficient to implement CLT. Fifth, students prefer teacher-
cantered classroom rather than student-centered classroom. The author defined this
phenomenon as “cultural conflicts”.

Apart from pointing out the constraints of implementing CLT in Bangladesh, the
author detects some mismatch between the theoretical assumptions of CLT and language
learning goal and condition in Bangladesh. Referring to Canale and Swain, the author writes
that CLT emphasizes on functional or ‘genuine’ language needs of the students. But English
language pedagogic practices in Bangladesh have failed to address needs of the students.
Second, CLT advocates ‘genuine’ communication through the language. But, in the context
of Bangladesh ‘ genuine communication’ is not possible [since English is a foreign language

in Bangladesh]; therefore, “teachers are forced to practice English in artificial situations” (p.
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21). Third, CLT suggests to develop sociolinguistic competence of the students. But, the
author observes, since students do not have any opportunity to practice English outside the
classroom, it is difficult to develop sociolinguistic competence of the students. The author
observes: “there is little or no scope to use it in the social context, the relevance of
sociolinguistic competence is questionable” (p. 22). Citing Haque and Maniruzzaman
(2000), the author contends that it is different for the students to achieve strategic
competence, because it requires “meaningful interaction”. Referring to Hamid [2003], the
author maintains that “there may indeed be components communicative competence [i.e.
grammatical competence, discourse competence, socio-cultural competence, and strategic
competence] that are absolutely irrelevant to the local learning environment” (p. 23).

Finally, in the section entitled “A method of one’s own: Appropriating the teaching
process”, the author argues that a ‘hybrid’ method should be constructed for Bangladesh.
The author cites Beale (2002) who suggests to combine context-based and task-based
approach; Hamid (1999) who advocates adoption task-based approach [in Bangladesh];
Shahidullah (2003) who suggest to practice ‘anti-method pedagogy’ [i.e. critical examination
of methods]; and Kumaravadivelu (1994) who proposes to adopt ‘post-method’ [which deals

with teacher development].

5.4.17 In their article, “A Study on Effective Communicative English Teaching: Higher
Secondary Level in Bangladesh”, Dr. Md. Lokman Hossain (Asst. Professor in Zoology; now
Asst. Director, Research and Documentation Division, NAEM), Ms. Hasina Momtaz
(Lecturer in English, Haji Md. Mohsin College, Chittagong, Bangladesh), Ms. Rukhsana
Sultana (Lecturer in Zoology, Goripur Govt. College, Mymensingh), and Md. Alamgir

Hossain (Asst. Professor in Accounting, Sylhet Govt. College, Sylhet) [Hossain, Momtaz,
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Sultana, & Hossain, 2006] investigate (a) existing practices of CLT and (b) teachers’ and
students’ perception about the obstacles in implementing CLT in Bangladesh.

The participants of this study include 28 principals, 28 English language teachers, and
220 students of 28 higher secondary level in institutes form there administrative divisions of
Bangladesh. The author collected data through questionnaire, interview schedule, and
classroom observations (40 classes had been observed). The study was conducted in 2005.

Analysis of data reveals that 65.71% post of English teachers were filled and 34.29%
position of English teachers in government institutions were vacant. However, in non-
governments, almost all the position of English teacher were occupied. Second, the mean
teacher-student ratio in government institutions is 1:464; this ratio is 1:175 in non-
government institutions. Third, 96.43% teachers who participated in this study came from
literature background whereas 3.57% teachers came from language background. Third,
46.43% teachers attended in-service training; 53.57% teachers did not receive any in-service
training. Fourth, 69.8% students opined that CLT is ‘relatively easy’ and 46% students
opined that CLT method is ‘easy’. Fifth, observatory data shows that 80% teacher did not
conduct any warm-up session. Sixth, 71.43% teachers reported that they take classes
according to the lesson plan suggested in the textbook in ‘most of the times” whereas 17.86%
teachers ‘occasionally’ follow the lesson plan of the textbook. Seventh, 17.86% teachers
reported that they ‘always’ follow [the instructions of ] Teachers’ Guide [TG]; 39.28%
reported that they ‘occasionally’ follow TG; 35.71% reported that they follow TG in ‘most of
the time’; 7.14% reported that they ‘never’ followed TG. Eighth, 84.2% students reported
that their teacher use both Bangla and English in the classroom. Ninth, 53.64% students
reported that their teachers prefer discussion method; 46.36% students responded that their
teachers prefer question-answer [mode of teaching]; 10% students informed that their

teachers prefer lecture method; 8.64% students responded that their teachers engage them in



English Language Education Research in Bangladesh 227

pair work/group work;; 1.36% students informed that their teachers organize simulation and
role play activities; 27.73% students reported that their teachers use all these methods
[mentioned above] in teaching English]. However, classroom observation data suggests that
in 95.8% cases, teachers used lecture mode to teach English language. Grammar was taught
in 83.87% sessions. Tenth, analysis of classroom observation data indicates the following
emphasis on four skills: Listening—20%; speaking—59.10%, reading—75%, and writing—
50% [the calculation of focus on skills is done by comparing prescribed exercises in the
textbook and actual practice in the classroom. Thus, 10 exercises on Listening is prescribed;
but only 2 experience, i.e. (20%) are actually practiced in the class]. Eleventh, 54.4%
students reported that they “feel free to interact in English” in the classroom whereas 45.6%
reported that they are not comfortable with interacting in English in the classroom. When
asked about the causes that generate discomfort while interacting in English, teachers and
students expressed different opinions. 64.29% teachers and 66% students indentified low
level of English proficiency (oral-aural) as the cause of discomfort; 53.57% teachers and 43%
students detected ‘shyness and phobia’ as the cause of student’ reluctance to interact in
English in the class; 39.30% teachers and 10% students attribute the reasons to ‘lack of
practice’; and 7.14% teachers and 3% students attribute the reasons to ‘lack of motivation’.
Twelfth, the authors did not find any language lab, OHP, audio-visual teaching aids in the
institution that they studied. Thirteenth, when the asked about the obstacles in implementing
CLT in Bangladesh, a large number of principals (50%), teachers (50%) and students
(55.45%) identified shortage of teacher as a problem. Inaddition, 81.81% principles, 85.71%
teachers, and 61.82% students identified ‘large class size’ as problem. When asked about the
solution to overcome the constraints of implementing CLT, 63.64% principals, 82.14%
teachers and 61.82% students responded in favor of reducing class size. 81.81% principles,

67.86% teachers, and 55.45% students suggested to increase the number of English teachers.
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When asked whether “Listening and speaking skill test should be included in public
examination”, 50% principals, 71.43% teachers, and 28.[18%] students answered positively.
The author recommends that ELT training should be arranged for teacher and
language labs should be established in institutions. Besides, “grammar and translation could

be included in consistence with Bangladesh situation” (p. 141).

5.4.18 In their article, “Communicative Language Teaching in Bangladesh: An Overview on
the Problems, Misconceptions and Probable Suggestions”, Nur-E-Nusrat Zereen and Imrana
Islam (both are Lecturer, Department of English, Stamford University Bangladesh) [Zereen,
& Islam, 2010] investigate Bangladeshi EFL teachers’ perceptions about CLT.

The participants of this study encompass 39 EFL teachers of secondary and higher
secondary level from institutions located in Dhaka city. The authors elicited data using a
questionnaire which contains both closed-ended and open-ended questions.

In response to the question regarding the use of CLT in the classroom, 10.25%
participants reported that they ‘always’ use CLT; 33.33% reported that they ‘often’ use CLT;
35.89% reported that they ‘sometimes’ use CLT; and 20.22% reported that they ‘never’ used
CLT in their classroom. When asked about their perception of the definition of CLT,
respondents emphasized on communication and meaning. Analysis of data indicates that
teachers are well-informed about the principles of CLT. In particular, 89.74% teachers
responded that ‘CLT is student/learner-centered approach “; 94.87% reported that CLT
stresses on communication in L2; 92.3% responded that ‘CLT emphasizes fluency over
accuracy’; 74.35% responded that ‘CLT relies heavily [i.e. overemphasize] on speaking and
listening skills’; 12.82% reported that ‘CLT involves teaching speaking only’; 8% reported

that ‘CLT involves no grammar teaching’; 9% reported that ‘CLT involves only group work
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or pair work’; 56.41% teachers reported that ‘CLT requires teachers to have a high
proficiency in English’.

The authors asked teachers about the obstacles in implementing CLT in the context of
Bangladesh. The authors categorized the obstacles into three sections: “teacher-related
difficulties”, “student-related difficulties”, and “CLT-related difficulties™. In response to the
questions regarding teacher-related difficulties, 36 respondents identified teachers’ lack of
proficiency in spoken English as a challenge (ranging from ‘major challenge’ to ‘mild
challenge’) in implementing CLT whereas 3 respondents did not identify this factor as a
challenges; 38 respondents identified teachers’ ‘lack of knowledge about the appropriate use
of language’ as a challenge (ranging from ‘major challenge’ to ‘challenge’) whereas 1
respondent did not identify it as a challenge; 36 teachers identified lack of opportunities of
receiving training as a challenge (ranging from ‘major challenge’ to ‘mild challenge’)
whereas 3 respondents did not identify this issue as a challenge; 38 teachers reported that
teachers do not get sufficient time to develop communicative materials and it is a challenge
(ranging from ‘major challenge’ to ‘mild challenge’) in implementing CLT in Bangladesh; 1
respondent did not identify this factor as a challenge; 26 respondent reported that
‘misconceptions about CLT” do not constitute challenge in the process of implementing CLT
in Bangladesh. In response to questions about “students-related difficulties”, all the
participants identified students’ lack of motivate as a challenge (ranging from ‘major
challenge’ to ‘challenge’); 38 participants identified ‘students’ preference for accuracy’ over
fluency as an obstacle (ranging from ‘major challenge’ to ‘mild challenge’) in implementing
CLT in Bangladesh whereas 1 participant did not identify it as a challenge; all the
participants identified ‘students’ tendency to be a silent listener’ as an obstacle (ranging from
‘major challenge’ to “‘mild challenge’). Inresponse to questions about “CLT-related

difficulties”, 38 respondents reported that lack of administrative support is an obstacle
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(ranging from ‘major challenge’ to ‘mild challenge’) whereas 1 respondent did not consider it
as a challenge; 38 respondents identified ‘lack ofauthentic materials’ as a challenge (ranging
from ‘major challenge’ to ‘mild challenge’) whereas 1 respondent did not identify it as a
challenge; all the respondents identified large class size and heavy workload of teachers as
obstacles (ranging from ‘major challenge’ to ‘mild challenge’) in implementing CLT in
Bangladesh.

Finally, the author recommends that teachers should be given the opportunities to
receive in-service training; teachers’ workload should be reduced; and class sized should be

reduced.

5.5.0 English for Specific Purposes
5.5.1 In her expository essay, “The Role of Teachers in ESP”” Shaila Shams [Shams, 2012]
defines the term ESP and discusses the role of teachers in ESP class. Citing Dudley-Evans
and St. John (1998), the author notes that the definition of ESP contains two categories,
namely, ‘absolute category’ and ‘variable category’. The absolute category links ESP
(English for Specific Purposes) with learners needs, use of methodological principles of
academic disciplines and discourse/genres along with linguistic skills such as grammar, lexis
and register. Onthe other hand, variable category of ESP suggests that ESP is designed for a
specific discipline. The author documents the distinction between ESP Course and General
English Course: ESP course prepares students to use language skills in a particular academic
subject whereas General English Course tends to cover all branches of knowledge.

With regard to roles of ESP teachers, the author notes five types of responsibilities of
an ESP teacher based on the discussion of Dudley-Evans and St. John (1998). First, the
instructor of an ESP course is a facilitator. Second, ESP teachers design course and create

materials according to the specific needs of the students. Third, ESP teachers are researchers
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since they are expected to remain updated about the development in the field of ESP. Fourth,
ESP teachers are collaborators with specialist of a particular academic discipline. Fifth, an
ESP teacher is an evaluator who assesses students’ linguistic proficiency and effectiveness of
teaching materials.

Finally, the author suggests that an ESP teacher may not be a specialist of disciplines;
but she needs specialized knowledge (i.e. knowledge of values, epistemology and discourse

ofa discipline) to handle students with specific needs.

5.5.2 In his article, “Teaching English in Our Business Schools: A Misled Arrow”,
Muhammad Fazle Ramzan Khan (Lecturer, Department of English, ASA University
Bangladesh, Dhaka) [Khan, 2007] investigates appropriacy of syllabus, materials and
methodology used in foundation English course of undergraduate level. In particular, the
study aims to explore whether syllabus, classroom methodology and teaching materials serve
specific need of Business students of foundation English course.

In this study, 25 teachers and 100 students participated from 12 private universities.
The author used questionnaire survey method, interview method, and classroom observation
method for data elicitation.

Findings suggest that most of the teachers (92%) think that English courses are not
appropriate for the business students. Besides, 50% teachers report that the objective of the
course is to develop writing [general] skills of the students. 95% teachers think that materials
used in the classroomare not appropriate for the students. 80% teachers think that materials
are difficult for the students. 90 teachers believe that materials are not available for
conducting classes. Besides, teachers mainly focus on teaching reading, writing and
grammar. Inaddition, teachers prefer grammar-based syllabus and lecture-based

methodology. Apart from this, 88% teachers report that classroom tasks are difficult; 90%
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report that topics and tasks are not enjoyable; 95% students think that tasks do not help them
learn English; 90% think that the English course does not help improve speaking skills; 90%
believe that the English course do not help learning in other business course ; 80% students
indicate that materials of the course are difficult; 95% students report that teachers do not
engage them in group work on pain work. Findings of the classroom observation suggest that
teachers give lectures (mainly) in the class and students tend to memorize linguistic items. In
addition, classroom activities are not designed in accordance with students’ needs. Further,
learner autonomy and group work/pain work are not encouraged in the classroom.

To develop language courses for business students, the author makes the following
recommendation. First, syllabus should be constructed according to the needs of the students.
Second, teachers should use eclectic method in the classroom. Third, English course for
business students should focus on writing business reports, business letters, memorandum,
press release, advertisements etc. In teaching listening skills, business news of CNN and
BBC recorded in CD or recorded talk of business conference may be used in the classroom.
As reading materials teachers may use articles/reports from The Economist or from The

Financial Express.

5.5.3 In the article, “Teaching Business English With Business Studies in Bangladesh:
Initiating a Model Syllabus to Meet Challenges”, Diana Ansarey (Lecturer, department of
English, ASA University Bangladesh) [Ansarey, 2008] investigates needs of Business
English and proposes a model for business English course.

In part | of the article, the author reports the findings of a survey among employers,
teachers, and students to explore perceptions about Business English. The participants of this
study include 20 business professionals from 4 corporate organizations, 25 teachers and 100

students of Business discipline from 6 universities (both public and private). As an
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instrument of data elicitation, the author used structured questionnaire. The author used
descriptive statistics to analyze data.

The analysis of survey among employers indicates that most of the employers are
‘slightly satisfied’ with the English proficiency of their employees. In particular, employers
are ‘slightly satisfied” with writing skills of fresh graduates. Besides, communicative skills
and presentation skills are reported to be ‘well” and ‘moderate’. However, 43.48% employers
think that graduates should improve their speaking skill. Besides, 93.33% think that
universities should teach Business English with special focus on Business jargons.

Analysis of survey questionnaire administered on teachers indicates that most of the
teachers are ‘slightly satisfied’ with their teaching method, students’ quality, and students’
fluency. However, most of the teachers reported that they need technological support in
teaching English which they rarely receive from the authority.

Analysis of students’ response reveals that students are ‘slightly satisfied” with the
English courses they are offered at university level. 71% student reported that undergraduate
English courses do not help them in improving business writing and 69% students opined that
there should be English course with specific focus on Business registers.

In part 111 of this article, the author proposes a syllabus of Business English. The
syllabus focuses on four skills and covers 9 topics: socializing, career, describing company
history, companies, management, managing people, communication at work, corporate social
responsibility, and presentation. Further, the author stresses the need for authentic business
publications (e.g. The Financial Times, The Economist) and Business English textbooks.

Finally the author recommends that both CLT and Task-Based learning may be
synthesized in the classroom. Second, report writing, presentation, writing meeting minutes,
negotiation should be emphasized in the Business English course. Third, teachers should be

trained to teach Business English course. Fourth, one Business English course should be
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introduced in the last semester because outgoing students are prospective employees of the

corporate world and they are likely to be more motivated in the Business English course.

5.5.4 In his article, “Opportunities and Challenges in Teaching ESP in Private Universities of
Bangladesh”, ATM Sajedul Huq (Assistant Professor, Department of English and
Humanities, University of Liberal Arts Bangladesh (ULAB), Dhaka) [Hug, 2010-2011]
explicates significance of ESP courses in Bangladesh context.

The author points out that General English courses offered at private universities of
Bangladesh cannot meet specific academic needs of the students. Inaddition, these courses
ignore lessons on improving study skills though study skills are essential to manage academic
reading and writing requirements.

The author investigates students’ attitudes toward General English courses offered at
private universities through a questionnaire survey. The participants of the survey encompass
50 students of 3 Private Universities of Bangladesh. Inresponse to the first question whether
they can utilize the skills acquired in [General] English course in their major disciplines, 80%
students answered negatively. Inresponse to the second question whether English courses
should use content form their major discipline, 84% answered positively.

The author defines ESP as a concept which concentrates on developing academic and
professional language skills of students. The author cites Strevens (1988) and Dudley-Evans
(1997) who describe features of ESP. According to Strevens, ESP meets specific needs of
the students and deals with themes, topics, and style of a particular discipline or occupation.
According to Dudley-Evans, ESP course adopts methodological principles of relevant
academic disciplines, and teaches grammar, lexis, register, study skills, and discourse of
specific disciplines. The author notes five stages of designing ESP course: needs analysis,

content analysis, determining ESP course: need analysis, content analysis, determining
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category of ESP (i.e. EAP or EOP), [identifying immediate utility of the course according to
learners’ background], and designing syllabus and materials. In designing ESP course, there
should be collaboration between ESP teacher and content/subject teacher.

Finally, the author suggests that government should recognize the significance of ESP
course; consequently, as the author indicates, universities would offer ESP course and train
faculty members who would teach these courses. Besides, English language courses should

be offered according to the needs of the market.

5.5.5 In her article, “Methods and Practice inthe EAP Classrooms at Dhaka University”,
Tazin Aziz Chaudhury (Assistant Professor, English Department, University of Dhaka)
[Chaudhury, 2010] documents and analyzes pedagogic practices of EAP courses at Dhaka
University.

The author observed 22 hours EAP classes of four faculties: Humanities (Philosophy,
Linguistics), Science (Physics, Biochemistry, Psychology), Social Science (International
Relations, Women and Gender studies) and Business Studies (Finance, Marketing). As an
instrument of data collection, the author wrote field notes. Inaddition, observation checklist
created by Alam and Begum (2005) and Khan (2000) (adapted) were used. Inorder to
increase internal validity of class observation, two research associates were assigned to
observe classes for 6 hours.

Findings of the study are as follows. First, in Business Faculty, EAP class of Finance
discipline is “clear, orderly, well organized and moderately focused” (p. 23), and teacher and
students speak in English in the class. The lesson of Marketing department of this faculty is
“clear, orderly, organized and focused” (p. 23), and language of communication of teacher
and students in the class is English. In addition, classroom practice of Marketing department

include group presentation and peer feedback (on presentation). In Finance discipline, model
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essays (e.g. narrative essay) are analyzed and practiced in the class. In Business Faculty,
language teacher and subject teacher collaboratively teach EAP course.

In the Humanities Faculty, lesson of philosophy discipline “was quite clear, fairly
orderly, organized and focused” (p. 24). Inboth the disciplines, teacher used only English in
the class whereas students used both English and Bangla. Inaddition, students used a
textbook. The lesson of Linguistics discipline ‘“was quite clear, very orderly, organized and
focused” (p. 24). Besides, a language teacher taught EAP course of philosophy discipline
and a subject teacher taught EAP course in Linguistics discipline.

In the Science Faculty, lesson of Bio-chemistry “was not very orderly... moderately
clear, organized, and fairly focused in purpose” (p. 25). Inthe Physics department, “lesson
was moderately clear, reasonably orderly, rather organized and fairly focused” (p. 25). Inthe
discipline of Psychology, “lesson was fairly clear, moderately orderly, somewhat organized
and rather focused” (p.26). Inall the three disciplines, teachers and students used both
Bangla and English in the class. Besides, Bio-chemistry and physics department did not use
any textbook whereas Psychology discipline used a grammar workbook. Inthe Science
Faculty, EAP course was taught by a language teacher.

In Social Science Faculty, lesson of Women and Gender Studies “was quite clear,
modernly orderly, well organized and focused”. Lesson of International Relations “was
moderately clear, quite orderly, fairly organized, and focused...and textbooks were used” (p.
26). Students and teacher of Women and Gender studies used both Bangla and English
whereas students and teaches of International Relations used only English in the class.
Besides, inall the disciplines, writing was the most frequent class activity; on the contrary,
presentation and board work were the least frequent activities. Inaddition, most frequent

teaching style involves question-answer, lecture, and group discussion.
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The author points out that Business Studies faculty classes were “highly interactive”
(p. 27) whereas Humanities Faculty classes were less interactive in comparison with Business
Studies faculty. Science faculty classes “were not interactive” (p. 27). Inthe Social Science
faculty, Women and Gender studies class was “highly interactive and lively” (p. 28) whereas
International Relations class “was unmotivated and not interactive” (p. 28), because syllabus
of the EAP course in International Relations was not challenging to the students.

The author mentions some approaches to teaching EAP course. For instance,
‘integrated skill approach’ [i.e. teaching four skills], ‘reading-to-write’ approach [i.e.
imitating rhetorical structures of reading text in writing], ‘Language Experience Approach’
[Where learners select materials], ‘process approach’ to writing and ‘Genre approach’ to
writing can be adopted. Inaddition, students should be taught note-taking skills and

cooperative or group writing should be encouraged.

5.5.6 In his essay, “ESP in Medicine: Bangladesh Perspective”, AKM Waliul Islam
(Assistant Professor of English, IML, University of Dhaka) [Islam, 2000] evaluates an ESP
program for medical students of Bangladesh introduced in 1993-94 academic session.

The author mentions that ESP course for 13 medical colleges and 1 dental college was
introduced in 1993-94 academic session. The duration of the course was 50 hours (4 to 6
weeks). The program was supported (financially) by IDA of World bank. The author
himself taught this ESP course. On the basis of his involvement with this ESP program the
author evaluates effectiveness of the course. The author interviewed president of FRD, the
agency responsible for implementation of the program. Inaddition, the author generated data
through informal conversation with ESP teachers.

In his evaluation of the Course Book, the author remarks: “The very concept of ESP

has been misunderstood while preparing the materials” (p. 95). The author points out that the



English Language Education Research in Bangladesh 238

course book is (a) designed to practice drill and structure; (b) the materials of the course book
do not contain humanistic components; (c) the course book ignored the needs of the students;
(d) the units of the course book are inconsistent; and (e) the course book could not maintain
thematic and stylistic coherence.

Apart from the course book , the author notes that since students simultaneously took
ESP course and core medical courses, and since ESP was a non-credit course, students were
not interested in the course and did not come to the class regularly. However, they took final
exam and managed to pass easily. The author remarks: “This might mean that either the
course was not interesting and challenging or the examination was too easy” (p. 97). With
regard to teacher-factors, the author observes that there was a shortage of sufficient supply of
teachers trained in ESP. With regard to institutional support, the author indicates that some
medical colleges failed to provide logistic support (e.g. room). Inaddition, in some
institutions medical faculty members were cordial to ESP teachers and in others ESP teachers
“were not accepted easily” (p.98). The author points out that evaluation system in the course
was subjective. The author suggests that since the Implementing Agency did not get
sufficient time to introduce the course after the commencement of “work order”, the course
became ineffective [the agency did not get time for needs analysis, teacher training etc].

Finally, the author recommends that (a) the course book has to be preplanned in
accordance with needs, interests and proficiency level of the students; (b) contents of the
course book should be designed to develop communicative skills essential for medical
students; (c) teachers should be trained to teach ESP; (d) ESP course should be transformed
into a credit course and it should introduced before the commencement of core medical

courses; and (e) survey and research should be conducted on ESP course.
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5.5.7 In her article, “Theory and Practice of Language Teaching: Significance of Needs
Analysis in ESP”, Naureen Rahnuma (Lecturer, Department of English, Independent
University, Bangladesh) [Rahnuma, 2008-09] describes the process of needs analysis in ESP,
and proposes a course outline for airline professionals.

In her discussion on needs analysis, the author notes that needs analysis comprises
two components: Target Situation Analysis (TSA) and Present Situation Analysis (PSA).
TSA involves the analysis of situations that students would encounter in future whereas PSA
means analysis of students’ existing strengths and weaknesses. Another taxonomy of needs
analysis makes reference to ‘subjective needs analysis’ and ‘objective needs analysis’.
Objectives needs can be determined by examining information about learners’ national,
cultural, familial, or academic identity and real life communicative events, and level of
linguistic proficiency. On the other hand, subjective needs of the learners can be defined by
examining information on learners’ personality, confidence, expectations, attitudes, wants
[lack] and learning strategies. The author notes that in order to conduct needs analysis, data
can be elicited through questionnaires, interviews, participatory discussion, recording and
observation of authentic target situation.

The author proposes a course outline to teach staffs of ‘Air Asia’ (Airfield English).
The author notes that it is a 4-week course (4-hour per week) and the syllabus is designed
synthesizing principles of notional-functional and structural syllabus. Inthe section entitled
“Course plan”, the author mentions 21 units: Unit 1—Greeting; Unit 2—vocabulary—
airports; Unit 3—Auir travel; Unit 4—Basic grammar; Unit 5—Giving advice/Expressing
necessity; Unit 6- Giving instructions; Unit 7—Pronunciation, stress, and intonation; Unit
8—Word partners (collocations); Unit 9—Apologies, excuses, and thanks; Unit 10—
Requests, invitations, and suggestions; Unit 11—special conventions in English (‘cheers’,

‘bless you’ etc.); Unit 12—Frequency and degrees/modifiers; Unit 13—Information
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questions; Unit 14—Transport; Unit 15—Tourism; Unit 16—Discourse markers; Unit 17—
Heads and tails; Unit 18—Situational ellipsis; Unit 19—Inject interjections!; Unit 20—Fixed
expressions and linking words; Unit 21—Idioms and phrasal verbs.

The author documents some activities that can be used in this course. Activity-1 is
role-play representing a checking- in dialogue (e.g. “Speaker 1: Good morning. May | have
your ticket, please?/Speaker 2: There you go™). Activity-2 engages learners in listening to
airport announcements and filling in gaps using information on flight, departure time and gate
[no.]. Activity-4 engages students in solving a crossword puzzle. This activity is intended to
teach lexical items (e.g. “ona plane you can sit on window or [aisle] seats”. Activity-6
involves students in circling correct words in a sentence (e.g. “A stamp in your passport
which allows you to travel to another country is called authorization/visa/papers”). Finally,
the author indicates that this course outline can used to teach other airline professionals such

as ‘Biman’ as well.

5.5.8 In his article, “Promoting Learner Autonomy on a University Course of English for
Academic Purposes: A BRAC University Case Study”, Md. Golam Jamil (Lecturer, Centre
for Languages, BRAC University, Bangladesh) [Jamil, 2012] discusses ‘learner autonomy’ in
the context of an MEd program offered at BRAC University.

The author notes that BRAC University taught its first batch of Master of Education
(MEd) students under the Institute of Educational Development (IED) in the academic
session 2009/10. This program offered an EAP course with a duration of 66 contact hours.
66 contact hours of this EAP course was divided into three phases: First phase consisted of 24
hours; second phase: 24 hours, and third phase: 18 hours. The objective of this study was to
examine whether this EAP course can foster learner autonomy. The purpose of this EAP

course was to teach students writing academic assignments and papers. The author elicited
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data through observation, questionnaire (closed ended) and interview [with 5 randomly
selected students].

The author defines ‘learner autonomy’ as “the explicit and conscious behaviour of a
learner in the learning or making use ofthe learning strategies” (p .47). Inaddition, citing
Holec (1981), the author records that the concept ‘learner autonomy’ comprises two ideas:
‘learner’ is the center of a teaching learning context; and ‘learner’ is empowered [to take
responsibilities of her own learning].

In the section entitled “Findings” the author presents data generated through
observation, questionnaire survey and interview. Observatory data suggests that students
managed to develop their own learning strategies as they were allowed to act independently.
The author observes: “It was also seen that the provided autonomy sometimes isolated some
learners from other interpersonal and social interactions such as group work, peer review or
just taking help from a classmate to prepare a difficult assignment” (p. 48). Analysis of the
questionnaire survey data reveals that: (a) 30% students “were entirely unfamiliar with the
EAP course materials used in phase one and two”; (b) 45% students “were not familiar with
some of the learning materials before attending the course™; (¢) 25% “found the EAP contents
always difficult and stressful to learn”; (d) 65% “helped their teacher in designing the course
plan and materials™; (e) 75% students attained the capability of consulting books and internet
to solve learning problems; (f) 60% developed the capacity to construct a checklist to edit
their own academic papers; (g) 70% gained confidence in performing “other academic
activities”; (h) 85% believes that EAP course is essential [beneficial] to perform academic
activities in Master of Education program. Interview data suggests that students can find out
materials to complete academic tasks. Inaddition, they can utilize print and electronic
sources for academic purposes. However, the students suggested that teaching of grammar

and pronunciation should be included in the course.
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Finally, the author recommends that the first phase of any EAP course should be
“lengthy and controlled”. Learner autonomy should be allowed in other phases (which
should be shorter [in comparison with the first phase]). Besides, regular interval between

phases might be helpful.

5.5.9 In their essay, “ESP Courses for Literature: Exploring the Language-Based Approach”,
Rumana Siddique and Batool Sarwar [Siddique, & Sarwar, 2007] propose a model of
language-based ESP Course.

The authors point out that language-based approach involves learners inactively
constructing meaning of literary texts. The authors hold that language-based approach can
develop both linguistic and literary competence of the students. The authors describe the
goals, activities, and structure of their proposed ESP course. The authors note the following
goals of the ESP course: improving reading skills, understanding figurative language,
reinforcing the knowledge of grammatical structure, teaching writing formal academic essays
etc. The authors record the following activities that would be used in the proposed course:
reading (e.g. skimming; scanning, comprehension activities), writing (e.g. creative
reformulating/extension of literacy texts, writing academe essays, summarizing etc), speaking
(role play, debate onthe themes of the literary texts), and grammar and vocabulary (i.e.
contextualized teaching of grammar and vocabulary). The authors divide the course into
three parts. Part | contains theme-based units. This part will introduce poems and extracts
from novels/short stories. The objective of this part is to improve general language skills and
vocabulary of the students. Part Il is title as “Literary Concepts”. This part would introduce
students with literary term such as metaphor, simile, alliteration etc. Part I11 is titled as
“Writing Skills”. This part would concentrate on improving writing skills of the students.

Precisely, students would follow process approach to writing, i.e. students would write draft
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and receive feedback from tutors and peers. Students would be required to write five
assignments on literary issues (addressed in part I and part I1). The authors note that each
part spreads over three months, i.e. the duration of the whole course is 9 month. Inaddition,
the students would attend two classes per week (class duration: 1 hour). The authors indicate

that the number of students in the class should not exceed 15.

5.6.0 Learning Strategy/Style

5.6.1 In his article, “Language Learning Strategies: A Study of Teacher and Learners
Perceptions”, Muhammad Fazle Ramzan Khan (Former Lecturer, English Language Center,
Jazan University, Kingdom of Saudi Arabia) [Khan, 2012] investigates the categories of
language learning strategies (LLS) used by non-native learners (NNL), and teachers’
perceptions about the deployment of LLS.

In this survey study, the sample size was 150 (120 student participants and 30 teacher
participants). The student respondents (beginner to advanced level) include both male and
female non-native speakers (NNS) of English from six countries: Bangladesh, Egypt, Eritrea,
Saudi Arabia, Yemen, and Turkish, with an age range of 17-28. On the contrary, teacher
respondents encompass both native speakers (NS) and non-native speakers (NNS) of English
who were teaching in Bangladesh and Saudi Arabia at university level from 12 countries:
Algeria, America, Bangladesh, Canada, England, Egypt, France, India, Morocco, Saudi
Arabia and Sudan. As the instrument of data collection, the author uses Licker Scale (1932)
that contains responses ranging from never/almost never (score 1) to always/almost always
(score 6) regarding the use of six language learning strategies explained by Oxford (1990).
The six strategies are: cognitive strategy, metacognitive strategy, memory strategy,

compensation strategy (e.g. guessing meaning), social strategy (e.g. receiving help from



English Language Education Research in Bangladesh 244

others), and affective strategy. Inthe survey questionnaire, teachers and students were asked
to identify mostly used and least used LLS.

The analysis of data reveals a contradiction between teachers’ beliefs about strategy
use and learners’ [actual] use of strategy in their learning. According to students’ rating,
social strategy is the mostly used (rated: sixth) language learning strategy. Among other
strategies, metacognitive strategy has been rated fifth, cognitive strategy: fourth,
compensation strategy: third, affective strategy: second and memory strategy: first (least
used). On the other hand, teachers indentified memory strategy as the mostly used strategy
(rated: sixth). Besides, cognitive strategy has been rated fifth, metacognitive strategy: fourth,
compensation strategy: third, social strategy: second and affective strategy: one (least used).
Based on these findings, the author remarks that there is a difference between teachers’ belief
and learners practice with regard to the use of LLS.

Finally, the author recommends that teachers should help learners determine their
learning strategies in synchrony with learning style and purpose of learning, and guide them
to employ strategies in a disciplined way in learning English. Inaddition, classroom tasks

should be designed to encourage use of different learning strategies.

5.6.2 In her study, “Language Learning Strategies Used by Bangladeshi Learners: An
Investigation”, Tania Tahmina (Lecturer, Independent University, Bangladesh) [Tahmina,
2007] deals with three research questions: (a) language learning strategies used by
Bangladeshi learners; (b) language learning strategies used by high- proficient and low-
proficient students; (c) the difference of the strategy use between male and female students.
As an instrument of data collection, the author employed Oxford’s (1990) 50- item

Strategy Inventory for Language Learning (SILL), version, 7.0. She used descriptive statistic
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to analyze data. The participants of the study include 41 first year undergraduate students (30
males, 11 females) of Independent university, Bangladesh.

Analysis of data reveals the following order of strategy use: cognitive strategy,
(highest), metacognitive strategy, compensation strategy, social strategy, memory strategy,
affective strategy (lowest). Mean score of overall strategy use (3.06) indicates that frequency
of strategy use among Bangladeshi learners medium.

A comparison between the mean of score of strategy use between high-proficiency
and low-proficiency students indicates that the frequency of strategy use among high
proficiency students is higher than that of low-proficiency students. Besides, comparison
between mean score of male and female students suggests that male students use cognitive
strategy, metacognitive strategy, compensation strategy, memory strategy and affective
strategy more frequently than female students do. On the other hand, female students use
social strategy more frequently than do male students. The author reasons that Bangladeshi
students less frequently use affective strategy since they are “thinking-oriented” rather than
“feeling-oriented”. Female students scored lower in the frequency of strategy use because
Bangladesh is a male dominated society and females are not assertive. Finally, the author
recommends that strategy training should be incorporated in language lesson. In particular,
low-proficiency students and female students of Bangladesh should explicitly be taught

language learning strategies.

5.6.3 In her study, “Language Learning Strategies (LLS) of EFL Learners in Bangladesh”,
Shaila Sultana (Assistant Professor of English, IML) [Sultana, 2012] investigates LLS used
by Better Language Learners (BLL) and Weaker Language Learners (WLL).

The participants of this study encompass 8 EFL learners of a private university

located in Dhaka. The participants were chosen according to the following criteria:
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participants Al, A2, A3 and A4 got 80% or above marks ina course, and are categorized as
better language learners (BLL). On the other hand, participants B1, B2, B3 and B4 got less
than 60% marks [in the same course] and they were retaking the course for the third time.
These learners were categorized as Weaker Language Learners (WLL). The author used a
modified version of Oxford’s (1990) questionnaire on LLS. Part | of this questionnaire
intends to elicit responses on background of the students and part 11 includes Strategy
Inventory for Language Learning (SILL), version 7 (ESL/EFL).

Analysis of data indicates that family background (parents’ academic background and
occupation) is superior of BLL to WLL. Second, BLL completed their pre-university
education in cosmopolitan cities whereas WLL completed their pre-university education from
district towns. The analysis of data regarding use of LLS reveals that 54% BLL use memory
strategies, 77% BLL use cognitive strategies, 56% BLL use compensation strategies, 53%
BLL use metacognitive strategies, and 47% BLL use affective strategies. Onthe other hand,
among WLL, 25% use memory strategies, 27% use cognitive strategies, 59% use
compensation strategies, 48% use metacognitive strategies, and 0% use affective strategies.
Besides, 34% BLL use social strategies whereas 22% WLL use social strategies.

The author suggests that EFL learners should be taught LLS [Inresponse to the
question about language learning experiences WLL and BLL students reported that they were
not taught LLS at schooland college level]. Second, syllabus and materials should encourage
strategy use. Third, teachers and materials developers should be informed about the

implication of LLS.

5.6.4 In his article, “Language Learning Style Preferences: Bangladeshi EFL Learners”, Md.
Jahurul Islam (Lecturer, Department of English, Jahangirnagar University) [Islam, 2011]

investigates leaning styles of Bangladeshi EFL students.
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The participants of this study include 256 undergraduate (both fresher and
sophomore) students (148 males and 108 females) and 16 English teachers from 2 private
universities and 2 public universities of Bangladesh. The author used Brindley (1984)’s and
Riazi and Riasati (2007)’s questionnaire [both were adapted] on language learning preference
to elicit data. The author administered Chi-square test to measure statistical significance.

In response to the question about preferred mode of learning, 33.20% students
reported that they prefer to learn individually whereas 66.80% students answered that they
prefer to work in groups or pairs to learn language. The author observes: “Conclusion can be
made from the results of this item that learners seemed that to be in favor ofa communicative
approach to language learning by showing reluctance to working on their own. It seemed
they felt more comfortable, productive, and relaxed by working in other ways, e.g. in pairs, or
in groups where their voices would be heard, and views listened to and valued” (p. 65). In
response to the same question (about students’ mode of learning), 75% teachers opined that
students prefer to learn individually whereas 25% teachers negated this proposition. In
response to the question about preference of listening and note taking to learn language,
77.34% students reported that they like listening and note taking. Inresponse to the question
about preference of reading and note taking to learn language, 70.31% students answered
positively. In response to the question about technique of learning new vocabulary, 62.5%
students reported that they prefer to learn new words by using them in a sentence. The author
observes: “This shows that learners preferred to learn the new vocabulary by making a
sentence with them and using them in a context” (p. 66). In response to the question about
avoidance of verbatim translation [into Bangla] to learn new vocabulary, 32.03% students
reported that they avoid verbatim translation. Teachers were also asked whether students
avoid verbatim translation. In response to this question, 31.25% teachers opined that stude nts

avoid verbatim translation whereas 68.75% teachers opined that students tend to learn “new
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vocabulary through translation” (p. 67). Inresponse to the question on their feedback
preference, 66% students reported that they prefer “to be corrected later in private” (p. 68).
The author remarks: “This shows that students were against immediate correction and
preferred to be corrected later in private” (p. 68). In response to the question about use of
media (i.e. television/video/films), 85.94% students reported that they like to learn English
using these media. 75% teachers also opined that students prefer the use of media (i.e.
television/video/films) in language learning. Inresponse to the question on students’
preference of learning about culture, 67.19% students reported that they prefer to learn about
culture whereas 68.75% teachers believe that students are not interested in learning about
culture. Besides, the author notes that students are not interested in “language games” [to
learn language].

The author draws the following conclusions on the basis of the findings of this study.
First, students “did not like to remain passive in the classroom, but wished to participate
actively in the classroom activities” (p. 70). Second, students prefer to learn new words by
using them in context and through verbatim translation. The author writes: “Teachers
wrongly thought that their students like to learn the new words through translation only” (p.
70). Finally, the author suggests that students should identify their own learning style. In

addition, teachers may help students to find out their learning style.

5.6.5 In his article, “An Investigation on the Use of Metacognitive Language Learning
Strategies by Bangladeshi Learners With Different Proficiency Levels”, Pankaj Paul (Centre
for language) [Paul, 2012] explores frequency of the use of metacognitive language learning
strategy by low proficiency and high proficiency students.

The participants of this study include 100 tertiary level students of BRAC university.

Among these 100 students, 50 students were selected from a beginning level course and the
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other 50 students were chosen from an advanced level course. The proficiency of the
students was assessed by the Centre for Languages (CfL) of BRAC University [through
placement test]. As an instrument of data elicitation, the author used Oxford’s (1990)
Strategy Inventory for Language Learning (SILL) (a Likert-type questionnaire). The author
used descriptive statistics to analyze data.

Analysis of data reveals that the mean of metacognitive strategy deployment by low
proficiency students is 3.72 whereas the mean of metacognitive strategy use among high
proficiency students is 3.5 (both the groups fall under the category of “high users” of
metacognitive strategy). In particular, 64% low proficiency students fall under the category
of “high users’ of metacognitive strategy and 36% falls under the category of ‘moderate
users’ of metacognitive strategy. On the other hand, among the high proficiency students,
6% falls under the category of “very high users’; 38% falls under the category of ‘high users’;
54% falls under the category of ‘moderate users’; and 2% falls under the category of ‘low
users’ of metacognitive strategies. Inthe section entitled “Discussion”, the author writes:
“The findings of this study suggest low proficiency students use metacognitive strategies
more frequently (M=3.72) than high proficiency learners (M=3.5)" (p. 51).

The author tries to provide an explanation of the strategy use by students of different
proficiency level. The author claims that perhaps the low proficiency students are more
motivated toward learning English and use more metacognitive strategies to improve English,
because “if they do not pass the intensive language course successfully, they will not be
allowed to study in this university [i.e. BRAC University] as regular students” (p. 51). On
the other hand, perhaps, task ad activities that are used for advanced level students do not

encourage the use of metacognitive strategy.
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5.7.0 Listening

5.7.1 In their article, “The Importance of Listening in Second Language Acquisition: An
Overview”, Chowdhury Mohammad Ali (Professor, Department of English, University of
Chittagong) and Durdana Matin (Assistant Professor, Department of English, University of
Chittagong) [Ali & Matin, 2004] discuss significance, process and techniques of teaching
listening in the classroom. The authors maintain that listening is the mostly used skills, and
professional success is contingent on listening skills to a great extent. The authors detect
some factors that might create difficulty in listening. Some of these factors are: speaking
speed, pronunciation of the speaker, content, unfamiliar vocabulary etc.. Since Bangladeshi
students do not get adequate exposure to English conversation, the authors make some
suggestions for students to practice listening skills. For instance, students may get access to
spoken English through English movies, radio, BBC and Voice of America.

With regard to teaching materials, the authors suggest that authentic materials such as
“workplace training videos”, “audio tapes ofactual workplace exchanges”, “TV and radio
broadcast” may be used in the classroom. The authors note that artificial material or
simplified texts may not be helpful in the class; therefore, texts should reflect the real
characteristics of conversation such as hesitations, rephrasing, varieties of accents etc.. In
short, teaching materials should be designed to teach listening skills rather than testing it, and
materials should not increase memory load of the students. Besides, students should be
taught listening strategies such as predicting, asking for clarification, and the use of non-
verbal cues.

Finally, the authors document Lund’s (1990) nine types of listening task: 1) ‘doing’
which means the use of TPR, (2) ‘choosing’ i.e. learners’ freedom to choose from objects,
texts or actions, (3) ‘transferring’ i.e. drawing map or chart based on oral instruction, (4)

‘answering’ questions about text ,(5) ‘condensing” which involves note taking, (6)
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‘extending’ which entails problem solving or continuing a story, (7) ‘duplicating’ which
means repeating a message, (8) ‘modeling’ or imitating a conversation, (9) ‘conversing’

which means participating in a face-to-face conversation.

5.7.2 In their article, “Listening Practice in English Language Learning: Bangladesh
Context”, Mohammad Tanvir Kaisar and Mst. Shahanaz K hanam (authors are Senior
Lecturer, department of English, Prime University) [Kaisar & Khanam, 2008] investigate
pedagogy of listening in Bangladesh.

The author elicited data through class observation, informal discussion with students
and teachers, and questionnaire survey administered on students of Prime University. In
addition, the authors examine SSC and HSC textbooks to identify the emphasis placed on
listening in the education system of Bangladesh.

Analysis of data indicates that 50% students listen to English news on radio/TV
everyday for 10-50 minutes. Inresponse to the question whether teachers lecture in English
at university, students of English department answered positive ly whereas non-English major
students reported that their teachers partially lecture in English. This apart, 30% students
responded that their teachers at SSC and HSC level lectured in English. However, [100%
students] reported that they did not practice any listening activities at SSC and HSC level,
and they did not have any language laboratory. Inresponse to the question whether they
understand instruction in English, 10% reported that they completely understand English
instructions whereas 50% reported that they partially understand English instructions. 40%
students reported that they understand English pronunciation of foreigners. Besides, 100%
students reported that they did not take any listening test at SSC, HSC or tertiary level.

In their analysis of English textbooks, the authors found that English for Today of

class 1V contains sufficient amount of listening activities. On the other hand, English for
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Today ofclass X contains 20 lessons on listening out of 119 lessons and English for Today
of class XI contains 23 lessons on listening out of 151 lessons—which are inadequate.
Finally, the authors recommend that students can improve their listening skills through
listening to cassette players and watching movies. Inaddition, educational institutes should
establish language laboratory. Further, National Curriculum should include listening tests in

public examinations.

5.7.3 In her article, “Teaching ‘Listening’ as an ‘English Language Skill’, Mili Saha
(Lecturer, Department of English, Jagannath University, Dhaka) [Saha, 2009] explores utility
of teaching listening skills to ESL/EFL students.

The author conducted a survey in 2009 to identify the impact of teaching listening
among 40 Fresh [undergraduate] students of Pharmacy, CSTE, ACCT, FIMS who had been
practicing listening using audio and video files in language lab for three months. The author
elicited data using questionnaire.

Findings of the study show that 30 students gained confidence and managed to
eradicate fear, shyness, hesitations and inertia through practicing listening. Besides, 36
students reported that listening to dialogs and conversation improved their vocabulary skills;
10 students reported that intensive listening contributed to learning syntactic structures,
spelling, accent and intonation; 19 students reported that listening texts on cultures and
customs of English speaking people increased their motivation.

The author notes that listening can provide comprehensible input for language
learning. Inaddition, listening improves speaking and writing skill as well. This apart, the
author mentions five categories of listening (according to objective of receiving of auditory
data): Attentive listening (e.g. music, listening to personal stories), extensive listening,

intensive listening, selective listening (e.g. listening to a selected section of a text to predict
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content of the whole text), and interactive listening. The author suggests that content of the
listening text should be selected according to the level and socio-cultural background of the
students. However, the author suggests that listening text “must be of a native speaker” (p.
203). Teachers may use video clips to involve students in listening practice. For instance,
students may be asked to watch a video clip and to guess the dialog. Besides, students may
be required to practice listening using internet websites.
Finally, the author recommends that students should be introduced with the speech of

native speakers. Second, logistic support should be improved to effectively teach listening

skill.

5.7.4 In her article, “Introducing Listening to Adult Learners—‘The Fun Way’”, Faria Tofail
(Assistant professor, Department of English, East West University) [Tofail, 2011] explicates
advantages and technigues of using songs in teaching listening skills.

The author points out the following advantages of using songs in teaching listening.
First, since students of Bangladesh are familiar with English songs, listening to songs can be
a relaxing and anxiety-free learning task for them. Second, use of songs in the class does not
require costly logistic support. Third, learners can use both top-down and bottom-up
strategies while listening to songs. Fourth, songs are authentic materials. Fifth, various
genres of songs such as rap, blues or rock can be used to sensitize students about the
existence of different dialects and accents. Sixth, group work, pair work or discussion can be
arranged as a follow-up activity of listening to songs. Seventh, refrains used in songs may
create awareness among students about redundancy in spoken language. Eighth, songs can
be used in a large class.

The author mentions some activities that can be conducted in the class using songs.

For instance, activities on songs can be divided into several phases. Inthe first phase,
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students may silently listento the song. In the second phase, students may listen to the song
again and the teacher may check comprehension of the students by asking questions. In the
third phase, the teacher may distribute lyrics in a handout and the whole class may sing the
song while listening to it. Besides, follow-up activities on listening to song may include
speaking and writing. Students may make presentation on the singer and write reflective
report on the song. Inaddition, students may write compare-contrast essay on Bangla and
English songs. Apart from that, activities on vocabulary may be integrated with listening
activity by asking students to raise their hand while listening to key words of the lyric froma
pre-distributed list. Further, students may be required to fill inthe blanks while listening to
the song.

The author makes some suggestions regarding selection of songs. According to the
author, songs should be selected according to the proficiency level and tastes of the students.
In the context of Bangladesh, English songs which have Bangla version (e.g. Anne’s song)

may be selected for comparative exercise.

5.7.5 In their article, “Developing Listening Skills for Tertiary Level Learners”, Zerin Alam
and Begum Shahnaz Sinha (both are Associate Professor, Department of English, University
of Dhaka) [Alam & Sinha, 2009] propose some activities to develop listening skills of EFL
students.

In terms of processing input, the authors explain three models of listening: bottom- up
model, top-down model, and interactive model. Bottom-up model is concerned with
identification of acoustic signal, words, phrases, clauses, sentence etc. to construct meaning;
top-down model connects schema and context to build meaning of a listening text; and
interactive model simultaneously uses top-down and bottom-up model to constitute meaning

of a listening text.
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The authors offer some activities to develop listening skill of the students. First, the
authors describe a scanning activity using weather forecasts. As a pre- listening activity
students can be given a list containing the following words: ‘cold’, ‘cool’, ‘dry’, ‘drizzle’,
‘centigrade’, ‘farenhight’, ‘southeast’, ‘northwest’ etc. Students may be asked to guess the
meaning of the words, or teacher may explain the meaning of these words. As a while-
listening activity, students may be asked to fill in the blanks using these words. Second,
students may be taught skimming by using news reports. Inthe pre-listening phase, students
may be engaged in reading a newspaper article, or they may be asked to read headlines of a
newspaper. Thus, schema of the students may be developed in the pre-listening stage. Then,
students may listento a TV news or a radio news. In the post-listening activity, students may
be asked to write the main points of the news. Third, as extensive listening activity, short
story may be used. In particular, the teacher may read aloud a short story. In the post-
listening phase, students may be required to summarize the story. Fourth, as an intensive
listening activity, songs may be used as text. Students may be asked to focus on detailed
information of the text. Inthis case, a listening text has to be played several times. Inthe
post-listening phase, student may be asked to fill in the blanks or match columns. Fifth, to
acquaint students with international speech (conversations that occur for social purposes, e.g.
chat, greetings), teachers or students may read aloud dialogs/transcripts of dialogs. Sixth,
teacher should discuss the use of discourse markers while teaching listing. The authors point
out that there are two types of discourse markers: macro markers (e.g. topic markers, topic
shifters, summarizes) and micro markers (i.e. intersentential connectors). Seventh, students
may be taught to take notes using table or chart. In other words, students may be asked to
create spider graph, mind maps, flow charts after listening a text as post-listening activities.

Finally, the author suggests that in the initial classes ofa course, non-authentic text

may be used in the context of Bangladesh. Authentic texts may be introduced toward the
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middle of the course. Second, Short text should be used in the class. Third, the authors
observe: “In order to move away from the test approach and provide a more enabling
approach to listening we feel that teachers need to be considerate of and sympathetic to
student needs and problems. We must remember that we are teaching them listening instead

of assessing their listening ability” [p. 44].

5.7.6 In their article, “Listening Skills at Tertiary Level: A Reflection”, Md. Minhajul Abedin
(Lecturer in English, Stamford University Bangladesh), Saiful Hassan Khan Majlish
(Lecturer in English, The people’s University of Bangladesh), and Shorna Akter (Lecturer in
English, Dhaka City College) [Abedin, Majlish, & Akter, 2009] explore the practice of
teaching listening skill at tertiary level in Bangladesh.

The participants of this study include 300 students form 10 private universities and 26
teachers from 11 private universities of Bangladesh. The authors elicited data using
guestionnaire. However, in one open-ended question teachers were asked to make
suggestions on teaching listening skill.

Analysis of student’s questionnaire reveals the following condition of teaching-
learning listening skills. Inresponse to the first question, 75% students informed that their
teachers use both Bangla and English in the classroom and 25% students responded that their
teachers use only English in the classroom. In response to the second question, 60.33%
students reported that they understand English lecture whereas 39.33% students responded
that they ‘sometimes’ understand English lecture. Inresponse to the third question students
identified obstacles in understanding English lecture. In particular, 34.33% students reported
that they cannot understand English lecture due to ‘difficult content’; 21% cannot understand
teachers’ [English] pronunciation; 15% reported that their listening skill is poor; 29.66%

students reported that all these factors (i.e. difficult content, teachers’ pronunciation, and poor



English Language Education Research in Bangladesh 257

listening skill) create problem in understanding English lecture. Inresponse to the fourth
question, 64% students reported they ‘sometimes’ understand native English (ie. dialogs in
movie, native English conversation, BBC/CNN news) whereas 36% reported that they fully’
understand native English. Inresponse to the fifth question, 100% students reported that it is
necessary to practice listening skill. In response to the sixth question, 50% students reported
that logistic support to practice listening skill is not ‘adequate’ in their university; 39.33%
students reported that there is no logistic support in their university; and 32% students
reported that they are ‘satisfied” with the logistic support of their university.

The teachers were also asked questions about teaching listening skill. Inresponse to
the first question, all the teachers asserted that teaching of four skills should be equally
emphasized. Inresponse to the second question, 61.53% teachers reported that they use both
Englishand Bangla in the classroom and 38.46% teachers reported that they use only English
in the classroom. In response to the third question, 46.15% teachers reported that their
students understand English lecture ‘in most of the time’; 38.46% teachers reported that their
students ask for explanation in Bangla; 15.38% teachers reported that their students ‘always’
understand English lecture. Inresponse to the fourth question, 61.53% teachers reported that
listening skill “is not directly included in the syllabus [p. 80]; 26.92% teachers reported that
syllabus [of their universities] encompass listening skill; 11.53% teachers reported that “there
is no option for listening development in their syllabus” [p. 80]. In response to the fifth
question, 34.61% teachers reported that there is ‘enough’ logistic support [in their
universities] to teach listening skill; the rest of the teachers reported that their universities do
not have ‘enough’ logistic support to teach listening skill. Inresponse to the sixth question,
96.15% teachers opined that special care is necessary to develop listening skill of the

students; however, 3.84% teachers opine that listening skills would develop automatically.
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Finally, the author recommends that listening class should be anxiety free. Second,
tape recorder may be used to teach listening. Third, teachers may encourage students to
listen to song, English news, sports commentary [in English] etc. Fourth, “in teaching
listening, teachers should give maximum importance to the listening process and he/she

shouldn’t be too much rigid about the evaluation ofthe learners” [p. 84].

5.8.0 Writing

5.8.1 In their article, “Journal Writing: A Silent Kit for Improving Writing Skills”, Samina
Nasrin Chowdhury and Mohammad Aminul Islam (authors are Lecturer at Centre for
Languages, BRAC University, Bangladesh) [Chowdhury & Islam, 2011] investigate the
effectiveness of “dialogue journal” in improving writing skill. The authors define ‘journal
writing’ as a task of documenting thoughts, understanding and explanations in a bound
notebook. Inaddition, dialog journal is defined as a ‘composition book’ that involves
learners in a personal written interaction with language teacher throughout a written
semester/course over a long period of time.

In this study the authors analyze writing samples (i.e. dialogue journals) of sixty five
primary school trainee teachers to systematically demonstrate that the practice of writing
dialog journals contribute to improving writing skills, critical thinking skills, grammatical
accuracy and confidence level. To generate necessary data, students were guided to write on
such topics as memory, food habit, culture and festival etc. through some questions. Apart
from content analysis, the authors conducted a post-study questionnaire survey that required
participants to reflect on their experience of writing dialogue journal.

Findings of the study indicate that students gradually gained accuracy as they wrote
journals. The authors argue that journal writing created grammatical awareness among

students. This observation is supported by the post-study survey in which 87% participants
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claimed about improvement in grammatical accuracy. Besides, the authors mention that
initially students were reluctant to write journal; but at the end of the course all the students
(100%) reported that journal writing improved their writing skill. The authors claim that
journal writing improved critical thinking ability of the trainees as well. To substantiate this
point, the authors record an extract of a female student’s writing in which she complained
about the gender inequality of the society. Inaddition, the authors argue that journal writing
improved confidence of the students which is evident in the comparatively longer and better
organized writings that they produced towards the end of the course.

Finally, the authors point out some obstacles in introducing dialogue journals in
English class. First, reviewing journals is time-consuming for teachers. Second, learners
may copy from each other. However, this problem, as the authors note, can be overcome

through assigning different topics to individual students.

5.8.2 In his essay, “The Development of L2 Writing Expertise: The Teacher as a Facilitator
of Qualitative Changes inthe EFL/ESL Classroom”, Monjurul Alam (Assistant Professor,
Institute of Modern languages, University of Chittagong) [Alam, 2007] discusses some
problems in students’ approach to writing and suggests some technigques to improve writing
skills of the students

Citing Victori (1999, An analysis of writing knowledge in EFL composing: A case
study of two effective and two less effective writers, System, 29, pp. 537-555), the author
notes that difficulties of L2 writers can be classified in three categories: first, problems about
‘person knowledge” which refers to motivational and identify related problems; second, ‘task
knowledge’ which means problems about purpose and audience; third, ‘strategy knowledge’

which relates to problem about planning and organizing ideas, evaluation and resources.
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The author suggests five techniques to improve L2 writing of students. First, before
starting any writing activity, there should be a ‘motivation session’ (p. 148) to create
problem- solving attitude in students. Further, teachers need to discuss topic, audience, and
purpose of writing. Second, writing task should be conceptualized as a ‘knowledge
transforming’ (p.149) (i.e. analysis, planning, organizing etc) (p.146) rather thana
‘knowledge telling’ (p.149) (i.e. retrieving information from memory). In addition, students
should follow process approach to writing which involves reflective thinking, studying
samples, planning etc. Third, students may adopt the technique of ‘text modeling’ (p.149)
which means following and analyzing rhetorical structures of reputed writers, and ‘cognitive
modeling’ (p.149) which means imitating the thought process (e.g. planning and revision) of
expert writers. Fourth, there may be three types of feedback on students’ writing: ‘connective
feedback’ in which teachers detects students’ mistakes’/ ‘errors’. Teachers-student
conference in which teachers talk to students and provide feedback on individual problems;
‘peer feedback’ in which students get feedback from their peers who play the role of
audience. Fifth, teachers need to explicitly teach revision as a global process [modifying
concepts, ideas etc.] rather than ‘surface level revisions’ on editing sentences. Besides, the
author recommends that teachers should engage students in authentic tasks such as writing
research papers, reports etc. by following whole language approach. Inaddition, Vygotsky’s
concept of ‘scaffolding’ and zone of proximal development’ can be used in writing
classroom by focusing on specific problems of students with different levels of proficiency.
The author argues that principles of SLA theory, cognitive psychology and process theory
may be applied in teaching writing. SLA theory’s concept of ‘comprehensible input’
indicates that students need to be exposed to comprehensible input in the writing classroom;
principles of cognitive theory indicate that repeated practice of writing in the classroom may

help students internalize linguistic input; and, process theory of writing offers ideas about
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planning, problems-solving, revising, feedback, knowledge-transforming [e.g. analysis,

synthesis] in writing.

5.8.3 In their survey, “Feedback in EFL Writing at Tertiary Level: Teachers’ and Learners’
Perceptions”, Md. Moniruz Zaman (Assistant Professor, Department of English, ASA
University Bangladesh) and Md. Abul Kalam Azad (Senior Lecturer, Department of English,
ASA University Bangladesh) [Zaman & Azad, 2012] explore perceptions of teachers and
students about feedback onwriting.

The participants of this study include 12 English teachers and 120 students (BA in
Englishand BBA) of a private University in Bangladesh. As an instrument of data
collection, the authors used structured questionnaire. However, there was one open-ended
question for the teachers. The questionnaire was constructed using the model of five-point
Likert scale.

Findings reveal that 83.33% teachers and 90.83% students think that corrective
feedback is useful; second, 66.67% teachers believe that feedback on content appears vague
to learners and 72.50% students prefer connective feedback on grammar rather than on ideas
and organization. Third, 46.33% students report that they prefer to get feedback from their
peers whereas 42.50% students report that they cannot trust on the feedback provided by their
pears. On the other hand, 58.33% teachers believe that learners are not capable of giving
peer feedback. Fourth, 75% teachers and 84.16% learners prefer direct feedback [where
connect answers have been provided]. Fifth, 60.83% learners report that they cannot correct
their own writing whereas 75% teachers think that learners do not have the proficiency to
correct their own writing. Sixth, 91.67% teachers believe that negative feedback do not
frustrate students whereas 35% learners report that negative comments frustrate then. In

addition, all the teachers (100%) think that there should be a combination of negative and
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positive comments. Seventh, 86.67% students and 100% teachers opine that conference on
errors help improve writing skills. 58.33% teachers think that mid-draft feedback inhibits
flow of writing whereas only 20% students think that mid-draft feedback has a negative
impact. Finally, in the interview the teachers mention that process or practice of feedback
generally impaired by time constraint, teachers’ heavy workload, large class size, lack of
motivation of students, and mixed-ability class.

The author recommends that feedback technigque should be selected according to the
perception of the students about the usefulness of feedback. Therefore, the process of

feedback would be distinctive in accordance with the need of the context.

5.8.4 In their article, “Teaching Composition: Approach and Experience”, Tasik Mumin
(Lecturer in English, Stamford University Bangladesh) and Mohammad Azizul Haque
(Lecture, Dept. of English, Stamford university Bangladesh) [Mumin & Haque, 2006]
compare the effectiveness of using literary texts and everyday English materials (e.qg.
newspapers, magazines etc.) in teaching composition.

The participants of this study were 225 fresh students of BBA, EEE and CSE.
Among the participants, some students completed Foundation English course and some
others did not attend the course. The authors assessed students to summarize eight literary
texts and some non- literary texts takes from newspaper, magazine or textbook. Students
were also assigned to write on such topics as traffic jam in Dhaka city, power-shortage etc.

The analysis of students’ marks obtained in reading and writing indicates that students

obtained better marks on the assignment of everyday English in comparison with literary text.

In reading comprehension, 16 students obtained “excellent” marks, 93 got “above average”

marks and 75 obtained “average” marks on literary exercise whereas 42 obtained “excellent”

score, 98 achieved “above average” and 54 scored “average” on everyday English exercises.
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In writing assignment, 33 students obtained “excellent” grade, 88 scored “above average”,
and 64 attained “average” marks on literary exercises whereas 49 students achieved
“excellent” grade, 100 scored “above average” and 45 got “average” marks in everyday
Englishwriting. The author indicates that performance of students who attended
Fundamental English course were better than that of the fresh students. In the interview (the
author interviewed 35 students), students reported that they their knowledge of vocabulary is
poor.

Finally, the author suggests that literary texts may be useful only for above average students.
Second, in a composition class students should be taught techniques of paragraph writings
rather than grammatical items. Third, students should take a few Basic English courses

before attending a composition course.

5.8.5 In her article, “Feedback in Writing: Problems and Solutions”, Sabina Mohsin
(Lecturer, Stamford University Bangladesh) [Mohsin, 2007] discusses techniques of
providing feedback on students’ writing. In addition, she analyzes the result of a survey
study that she conducted among university teachers to elicit data about their practice of
providing feedback. She collected data through interview and classroom observation.
Besides, she analyzed contents of students’ writing.

In the interview, 10% teachers reported that they provide feedback on first draft of
students whereas 90% teachers reported that they write comment and assign grade on the
final draft of the students. In her analysis of 25 drafts, the author found that most of the
teachers (72%) are inclined to provide feedback on grammatical errors. However, 1 teacher
gave feedback only on content due to the demand of the testing system. The author notes that
technique of providing feedback of the teachers is unsystematic because they simply

underline the errors, but does not provide any explanation to allow students to correct those
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errors. Another faulty method of giving feedback is correcting students’ mistakes because it
does not help students in identifying and correcting their mistakes.

The author notes that there are two types of errors: Global (which affects
communication) and local (which does not affect communication). Local errors can be
categorized into two groups: ‘Slips’ and ‘errors’. Slips (e.g. verb form, subject-verb
agreement, articles, number, gender etc.) can be corrected by the students; therefore, teachers
may avoid emphasizing on this type of mistake/slips. The analysis of students’ scripts
suggests that most of the teachers (68%) [17 teachers out of 25] displayed a tendency to
correct slips. On the other hand, “errors” refer to wrong syntax, fragment, run- on sentences
etc. Teachers should identify this type of errors and help students correct them. Apart from
local errors, global errors impair communication, and readers fail to understand the message
contained in writing. The author notes that teachers should make comments on this type of
writing (e.g. ‘How this point is related’, ‘tell me more about this’ etc.). Inaddition, feedback
should depend onthe goal ofa writing task. For instance, teachers may provide feedback on

tense errors onan assignment of narrative paragraph if the purpose is to teach tense.

5.8.6 In her essay, “Approaches to Teaching Writing in Higher Education: An Enquiry From
the Applied Linguistics Point of View”, Mehjabeen Rahman (Assistant Professor, Dept. of
English, Stamford University Bangladesh) [Rahman, 2009-10] surveys and critiques existing
approaches to teaching writing in the discourse of ELT.

The first strategy to teaching writing is ‘rhetoric approach’. This approach teaches the
following categories of writing: (a) exemplification (i.e. writing persuasive essay using facts,
details, statistics etc.), (b) process writing (e.g. instruction manual), (c) cause and effect, (d)
comparison and contrast, (e) definition, (f) classification, (g) narration, (h) argumentation. A

second approach to teaching writing is ‘modeling transfer’ or ‘paragraph pattern approach’.
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In this approach, students are made to imitate a particular pattern of paragraph. A third
approach is ‘free-writing’ in which students keep on writing to express themselves without
paying attention to grammar or syntax. A fourth strategy is ‘ grammar-syntax-organization
approach’ in which teachers concentrate on accuracy of syntax, grammar, content,
organization, vocabulary etc. A fifth approach is ‘process approach’—which emphasizes on
multi-drafting, peer correction, brainstorming etc. A sixth approach is ‘controlled-to-free
approach’ where students are initially taught composition, combination or conversion of
sentences, and gradually students are guided to move towards fee-writing practice. The
author remarks that all these approaches originated from ‘Aristotelian Rhetoric Principles’
which refers to the art of persuasion.

In the review of the conventional approaches to teaching writing the author notes that
‘modeling-transfer’ approach might inspire students to plagiarize ; ‘free-writing approach’
does not have any purpose, ie. it is aimless; ‘controlled-to-free approach’ is top-down and
teacher-centered. Inshort, approaches of ELT discipline do not enhance critical and creative
thinking skills. The author indicates that techniques of all these approaches may be used in
the classroom (according to the needs of the students) to improve writing. In addition, more

research should be conducted on teaching writing skills.

5.8.7 In her study, “English Proficiency: Improving Under the Heading of Paraphrasing”,
Nazia Shah (Lecturer at Isra University, Pakistan) [Shah, 2009-10] investigates the usefulness
of paraphrasing in improving four skills.

The participants of this study include 44 students from Isra University, Pakistan. The
author generated data using a structured questionnaire and administering pre and post

proficiency test. The objective of the questionnaire survey was to explore students’
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perceptions about English language learning whereas the purpose of pre and post proficie ncy

test was to identify effect of paraphrasing in improving four skills.

Analysis of data suggests that there is a significant difference between students’
perception before teaching paraphrasing and after teaching paraphrasing. For instance, in the
pre-teaching paraphrasing phase, 88.63% students reported that they translate every question
into native language to find the correct answer in English. In post-paraphrase teaching phase,
this percentage decreased to 13.63%. When asked whether any teaching technigue can
contribute to improving their vocabulary skills. Only 9.09% student where found optimistic
about vocabulary learning in pre-paraphrase teaching stage. This rate increased to 97.72 in
post-paraphrase teaching phase. Student were also asked whether they considered themselves
efficient writer. Inthe pre-paraphrase teaching stage, only 13.63% students answered
positively which increased to 90.90% in the post-paraphrase teaching phase.

The author conducted a proficiency test (in March 2009) in four skills before teaching
paraphrase. The mean score of this pre-test was 37.36. The students were taught
paraphrasing for five weeks (3 hours per week). The mean score of post-proficiency test (i.e.
test after teaching paraphrasing) was 78.18. The author claims that the score in pre and post
proficiency test indicates that the practice of paraphrasing improves student’s proficiency.
Besides, in response to an open-ended question, students opined that new technique of
teaching English should be introduced in the class [in reactionto GTM]. Finally, the author
recommends that student should be involved in paraphrasing. Inaddition, class should be

learner-centered.

5.8.8 In her study, “Aapplication of Peer Editing Method in English Composition Class: A

Positive Outcome”, Farhana Ferdouse (Senior Lecturer, Department of English, Stamford
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University Bangladesh) [Ferdouse, 2011] explores the usefulness of peer editing in teaching
writing skills.

In this study, 18 students of ‘English Composition’ course in Stamford University
Bangladesh participated (in summer 2009). The instructor of the course formed 3 mixed
ability groups on the basis of students’ performance in a diagnostic test. The students were
engaged in writing a composition and were required to give feedback to each other. The
students were given a checklist to record comments and mistakes of their peers (the terms
‘error’ and ‘mistake’ appear to be used synonymously in this article). The process of
providing peer feedback involved there stages: in the first stage, students wrote a first draft of
their composition and received feedback from their group members and revised their writing
which led to a second draft; in the second stage, the instructor read the second draft and
provided feedback; in the third stage, students revised their second draft and created a third
draft.

The analysis of data of 6 scripts [6 students, Group -1) indicates improvement in
students” writing and their capacity in providing peer feedback. Particularly inthe first
paragraph of the first draft, peer editors detected 88 grammatical errors out of 118. They
themselves corrected 56 mistakes (25 by their own and 31 by taking support from the
instructor). Inthe second paragraph of the first draft, the students (i.e. peers) identified 55
mistakes out of 66. In this case, students corrected 46 mistakes (31 by their own and 15 with
the support of the teacher). In the third paragraph of the first draft, students located 27 errors
out of 31. The students corrected 26 errors (20 by their own and 6 with support from the
teacher). These data indicates that students’ writing skills and peer-editing ability gradually
improved. Apart from this, the author also conducted a survey towards the end of the course

to reveal students’ attitude towards peer feedback. The survey study reveals a positive
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attitude of students towards peer-feedback. Finally, the author suggests that peer feedback

might be helpful in raising consciousness about grammatical or mechanical mistakes.

5.8.9 In her article, “Learning From Mistakes: Using Correction Code to Improve Students’
Writing SKill in English Composition Class™, Farhana Ferdouse (Senior Lecturer, Department
of English, Stamford University Bangladesh) [Ferdouse, 2012] investigates the effectives of
using correction symbols as feedback on students’ writing.

The participants of this study include two batches (41A and 41B) of BBA students of
Stamford University Bangladesh enrolled in “English Composition” course in summer 2011.
The author generated two groups (Groups A and Group B; each group consists of 10
members) from the two batches on the basis of their marks (nearly equal) on midterm exam.

The author introduced correction symbols to students of Group A throughout three
sessions. Inthe first session, the researcher explained correction symbols to the students of
Group A. Inthe second session, the author demonstrated the process of revising writing
using correction symbols. In the third session, the author engaged students in correcting
writing froma practice sheet. Finally, the author assigned students of Group A and Group B
to write three types of paragraph. The author returned the scripts of Group A after putting
correction symbols. On the other hand, she just underlined the mistakes on the scripts of
Group B. The students were asked to revise their writing using correction symbols.

Analysis of students’ script suggests that in case of first draft of first paragraph,
Group A corrected 66.11% errors whereas Group B corrected 33.33% errors; in case of the
first draft of the second paragraph, Group A corrected 78.75% errors whereas Group B
corrected 40.81% errors; in case of the first draft of third paragraph, Group A corrected 86%
errors whereas Group B corrected 62.65% errors. These data suggest that use of correction

symbols was effective for Group A. The author conducted a questionnaire survey to
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indentify students’ (Group A) attitude towards coded feedback. Analysis of survey data
indicates that 80% students prefer coded feedback and 85% students like to correct their own
mistakes. Data elicited through free discussion and interview suggests that coded feedback
improves writing skills, develops learner autonomy, and increases motivation of the students.
Finally, the author suggests that teachers should pre-teacher grammatical items on which
coded feedback is provided; teachers should involve students in correcting errors in the class
using editing checklist and explain the process when necessary; teachers may provide
practice sheet. Besides, teacher-students conference may be useful in communicating

techniques of errors connection using codes to students.

5.8.10 In the article, “ESL Students’ Reflective ‘Burning Experiences’ ata Writing
Workshop”, Adcharawan Buripakdi (English Program, School of Liberal Arts, Walailak
University, Nakornsrithammarat, Thailand) [Buripakdi, 2011] describes [the author’s]
experience of attending a workshop at a university of United States as part ofa graduate
course.

In the section entitled “Teacher’s roles in the writing workshop”, the author notes that
the teacher works as a facilitator in writing workshop. Inaddition, the teacher views her
students as writers. Further, the teacher makes comments on students’ writing fromthe
perspective of an editor and writer. In the section entitled “Students’ reflections on the
“burning experiences””, the author documents remarks of some students who attended the
workshop. For instance, Angela, a participant of the workshop, learned about the
significance of providing positive feedback on peers’ writing. Nicky, another student,
enjoyed writing poetry in the workshop where she succeeded in expressing her emotion and
lived experience. Thus, the workshop encouraged self-expression and subjective experience.

In the workshop, the author wrote memoires of [the author’s] childhood. The characteristic
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of the workshop was flexible and democratic. In particular, students were allowed to select
topic according to their own choice. Besides, the workshop dealt with creative writing and
personal writing genre which allowed students to transform their experience into essay and to
constitute their own identities. The author wrote autobiography and discovered that writing
heals [wounds]. This apart, the author documents that Rachael, a participant of the
workshop, remarked that writing workshop allows writers to explore their own values,
attitudes, beliefs and voice. Philip, another student, commented that writing workshop is a
space where students collaborate and generate ideas, and “construct their identity through
language, which can be a liberating experience” (p.68). Diana, another participant, remarked
that she experienced the joy of ownership [authorship] as she wrote her book in the
workshop. The author concludes that the experience of writing in the workshop created high

self-esteem in the students and removed “I can’t write” syndrome.

5.8.11 In his essay, “The Place of Grammar in EFL Composition Classes”, Ahmed Bashir
(Lecturer, Department of English, University of Dhaka) [Bashir, 2005-2006] discusses
significance of teaching grammar in writing class in the context of Banglade sh.

The author documents place of grammar in ‘process approach’ and ‘product
approach’ of writing. Inthe process approach to writing, teaching of grammar receives
peripheral attention. In other words, process approach is concerned about creation of ideas
and the maintenance of the flow of writing. The author points out that books on process
approach to [teaching] writing ignore teaching grammar; they deal with grammar in the post-
writing process section. On the other hand, in the product approach to teaching writing,
teaching of grammar receives central attention. In this approach, students are taught
grammatical rules and correct sentence structure as part of teaching writing. Inaddition,

students are instructed to imitate model compositions to reduce [grammatical] error in
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writing. Besides, the author refers to Tribble (1996) who suggests a synthesis of process and
product approach in teaching writing.

The author argues that grammar should be taught in the composition class of
Bangladesh for the following reasons. First, students tend to identify grammar as their major
problems in writing. Inan unsystematic and randomly conducted survey among
approximately 100 undergraduate and 50 graduate students of public and private universities
[of Bangladesh], the author found that 80% undergraduate and 65% graduate students listed
grammar as their major problem. Second, in the educational culture of Bangladesh, students
are interested in learning grammar. Thus, considering needs of students grammar can be
taught in Bangladeshi writing classroom. Apart from this,the author documents debate
concerning benefits of grammar teaching in language learning. For instance, Ellis (1990) and
Fotos (1993) indicate positive impact of teaching grammar whereas Polio, Fleck and Leder
(1998) did not find any positive effect of grammar instruction and corrective feedback in
improving writing skill.

The author recommends that grammar should be taught in a contextualized way.
Second, students can be engaged in free-writing activity. Third, teachers should provide

feedback on major [global] grammatical errors and ignore minor [local] errors.

5.8.12 In her article, “The Role of Feedback in Teaching Process Writing: From Theoretical
Considerations to Practical Implementation”, Batool Sarwar (Assistant Professor, Department
of English, University of Dhaka) [Sarwar, 2010] discusses techniques of providing feedback
on writing and impact of some feedback strategies on students’ writing.

The author mentions the following feedback strategies: written comment, error
correction, conferencing, peer feedback and grading. In particular, written comment is a

form of feedback in which teachers make informative, evaluative and supportive remarks on
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students’ writing or drafts. Error correction can take the formof indicating an error using
symbols. Conferencing involves discussion on writing problems between teacher and
individual student or whole class. Peer feedback is a process where students respond to the
writings of their classmates. Grading is a process of providing feedback which summarizes
students’ linguistic proficiency.

Ina course entitled “Advanced Reading and writing strategies” (E-201) offered to
undergraduate (sophomore) English-major students of Dhaka University, the author
(instructor) observes impact of some feedback strategies. First, the author made written
comments (e.g. good point, abrupt, wo: word order, T: tense mistake, ww: wrong word used)
on students’ writing during teacher- individual student conference. After receiving feedback,
the students were required to re-write their essay. Second, the author engaged students in a
group writing project (4 groups; each group consisting of 5 students). The essays produced
by the students every fortnight were distributed to the whole class. In the first phase, both the
instructor and students wrote short comment on the assignments. In the second phase, the
author and the students developed an evaluation criteria (e.g. organizational structure,
grammatical accuracy, content etc.) through a collaborative discussion.

The author claims that the feedback strategies that she incorporated in the course
contributed to improve students’ writing skill and motivation. Group members were
cooperative and helpful. Besides, discussion on texts produced by the students “worked
much better [than]...using model texts froma book™ (p.7). Inaddition, students’
participation in the development of evaluation criteria led to a transparent assessment
process.

The author suggests that feedback sheets should be distributed to students so that they

can revise their drafts according to the guideline of feedback sheets. Second, students should



English Language Education Research in Bangladesh 273

be provided opportunity to write extensively and get feedback in the class. Third, curriculum

should recognize the significance of process approach to writing.

5.8.13 In his article, “English as Second Language (L2) Academic Writing: Exploring its
Nature, Processes and Approaches to Errors”, Khaled Karim (Lecturer, Department of
English, North South University) [Karim, 2007-2011] discuses approaches to teaching
writing, and feedback on errors in writing.

In the section entitled “Nature of L2 writing”, the author points out that there are
similarities and differences between the process of L1 and L2 writing. Citing Silva [1993],
the author notes that process of writing [planning, drafting etc.] are similar in L1 and L2,
writers of L2 tend to revise, reread and reflect less on their writing. In the section entitled
“L2 academic writing”, the author suggests that students of L2 need linguistic proficiency,
knowledge of writing strategies, capacity of logical thanking to write ina second language.
Citing Kutz, Groden and Zamel [1993] the author indicates that rhetorical and cultural
convention of L2 writing might create difficulty for ESL learners. Inthe section entitled
“Models of L1 and L2 writing”, the author mentions Flower et. al.’s socio-cognitive model of
writing. Flower et. al.’s argument is that students encounter difficulty in learning writing
conventions of a particular academic discourse community. Myles’s [2002] discussion of
writing model (based on Bereiter and Scardamalia’s [1987] model contains two components:
knowledge-telling model in which writers recall from memory and write; and knowledge-
transforming model in which writers engage themselves in problem-solving, goal setting and
analysis. Inthe section entitled “Implications of process model for L2 classes”, the author,
citing Kern [2000], notes that socio-cognitive model of writing ignores cross-cultural
distinction in writing. In the section entitled “Error in L2 academic writing”, the author

records that errors may be the consequence of sociological factors (e.g. negative attitudes
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toward L2 language and culture), lack of integrative and instrumental motivation. In
addition, the author points out that language transfer (both positive and negative) explains
errors in 22 writing. Further, overgeneralization, inadequate knowledge of L2 usage may
cause errors.

In the section entitled “Implications”, the author indicates that feedback on both
grammar and content may improve writing of students. Second, students should be
introduced with standard samples of writing and different types of genres. Third, students
can be involved in analyzing models of texts. Fourth, students can be given diagnostic
feedback.

In the “Conclusion” section, the author suggests that teachers should try to develop
students’ linguistic skills and writing strategy. Inaddition, the author believes that writing

teachers should be informed about the writing process of learners in both L1 and L2.

5.8.14 In her study, “Influence of Composition of Classroom Population on Language
Learning by Immigrants”, Dil Afroze Quader (Associate Professor, English, Institute of
Modern Languages, Dhaka University) [Quader, 1995] investigates language learning
outcome of Bangladeshi immigrant students in London in ethnically homogenous and
heterogamous classroom setting.

In this research, the author selected two classroom settings: Homogenous setting
which consists 0f 98% Bangladeshi students and mixed setting which contains 45%

Bangladeshi students and 55% students with English and other languages as their L1. The

author collected data through observation of English, Science and Humanities classes (fourth

form of secondary level) of from4 school over one academic year. Apart from class

observation, the author used audio recorder, video recorder, and pre and post language test as

instruments for data collection.

274
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Analysis of data indicates that (a) amount of language is greater in homogenous
setting in companion with heterogeneous setting; (b) homogenous group used higher
percentage of English whereas heterogeneous group used higher percentage of Bengali [in the
classroom] ; (c) analysis of pretest and posttest scores suggests that lower scorers of
homogenous group improved their linguistic proficiency whereas higher scorers [in pretest]
of heterogeneous group made progress and lower scorers [in pretest] of this group could not
improve; (d) homogenous group showed improvement in speaking skill whereas
heterogeneous group displayed improvement in listening skills; (e) both the groups showed
similar level of improvement in reading and writing skills; and (f) mixed group managed to
improve sociolinguistic competence. However, it is to note that all the students of
homogenous group managed to improve their linguistic proficiency.

In her interpretation [the author hedges in her reasoning] of the findings, the author
relates results of her research to [pedagogic factors, sociolinguistic factor, and
psycholinguistic factor]. Inpedagogic factor, the author points out that homogenous setting
provided more opportunities for student interaction in comparison with heterogeneous
setting. The number of ESL teachers in heterogeneous setting was higher in comparison with
homogeneous setting—which ensured high quality of input [for multiethnic students] that
contributed to the improvement of high proficiency students (i.e. higher scorers in pre-test).
Onthe other hand, since there was no native speaker in the homogenous group, exposure to
high quality input was limited. Therefore, high proficiency students of homogenous group
could not manage to make noticeable improvement. In psycholinguistic factors, shyness of
less proficient students appeared to become an obstacle in developing proficiency. The
author identified ‘convergence’ as a socio-psychological factor that contributed to the
development of proficiency of high proficiency students in mixed setting. The high

proficiency students might have desired to attain native- live proficiency whereas the less
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proficient students of this group might have diverged and used more Bangla [within their
group]. On the other hand, in the homogenous group, there was no question of convergence
or divergence and they used English among themselves without any inhibition. The high
quantity of interaction in English among homogenous group might have led to improvement
of speaking skills. Besides, mixed setting students could improve sociolinguistic competence
better in comparison with homogenous group due to their exposure to multiethnic community
or, due “to more socially accurate language input in the mixed group” (p. 17). The author
concludes that “for improvement to lower level of proficiency by all students the quantity of
interaction seems to be important. But for more target-like proficiency the quality of
interaction is more important” (p. 17).

The author draws the following pedagogic implications of this research for
Bangladeshi English language classroom: (a) time of interaction between students in the class
should be increased; (b) tasks should be designed to encourage group work; and (c) teachers

should assume the role of a supervisor in the class.

5.8.15 In her article, “Approaches to Teaching Writing”, Shaila Sultana (Assistant Professor,
Institute of Modern Languages, University of Dhaka) [Sultana, 2007-2008] discusses four
approaches to teaching writing: product approach, process approach, genre approach, and
process genre approach.

The author points out that product approach is an outcome of structural and
behaviorist learning theories. Inthis approach, students are engaged in grammar exercise,
sentence formulation or transformation of sentence. This approach involves four stages:
Familiarization stage (fill in the gaps or sentence completion exercises), controlled writing
stage (learning fixed pattern), guided writing (e.g. imitating a task), and free writing (e.g.

writing letter, story, essay). Second, process approach deals with writing at discourse level
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(this approach is students-centered). Process approach involves four stages: Prewriting,
composing/drafting, revising, and editing. The author records a ‘chronological order’ of
actions of process approach: selection of topic, prewriting, composing, responses [of teachers
or peers] to revisions, proofreading and editing, evaluation [of progress by the teacher],
publishing [e.g. in the form of presentation in the class or in the notice board], and follow-up
tasks [i.e. to eliminate weakness]. Besides, teacher-student conference, group work, pair
work are integral part of process approach. Third, genre approach involves three stages:
modeling a genre, construction of a task, and independent construction [i.e. writing]. This
approach emphasizes on audience and rhetorical organization ofa task. Teachers introduce
different types of genre (e.g. letters, research articles, report) to students. This approach is
appropriate for teaching academic writing. The author identifies the following limitations of
these three approaches. Product approach emphasizes on teaching mainly decontextualized
sentences and patterns. Process a approach chiefly deals with ‘personal writing’ (e.g.
narrative essay), excluding argumentative or expository writing. Genre approach is
prescriptive and overlooks individual learner differences. The author explains a fourth
approach (i.e. process genre approach) which is a synthesis of product, process and genre
approach. This approach concentrates on developing knowledge about language (a
component of product approach), knowledge about context and purpose (a component of
genre approach), and techniques of using language (a component of process approach).
Finally, the author draws the following pedagogic implications of these approaches in
the context of Bangladesh. First, product approach should not be ignored to develop
grammatical accuracy of the students. Second, teachers may provide feedback on context
and organization of students’ writing. Third, students may be engaged in the following
activities in the class: brainstorming, clustering, outlining, rewriting, revising etc. Fourth,

students may be assigned reading activity to raise awareness about organization of text.
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5.8.16 In her article, “Responding to Students’ Writing in the TESOL Environment: Some
Feedback Options”, Rubina Khan (Associate Professor, Department of English, University of
Dhaka) [Khan, 2002] discusses the following feedback strategies on students’ writing: error
correction, peer correction, conferences, reformulation, taped commentary, text
approximation, written comments, and grades and numbers.

‘Error correction’ is a strategy in which a teacher detects or corrects students’ errors.
In this case, teachers may use correcting codes—abbreviated symbols indicating a particular
error (e.g. vt: verb tense, Wc: word class, p: punctuation etc.). ‘Peer feedback’ is a technigque
in which students read each other’s writing, make comments, and correct errors under the
supervision of their teachers in the classroom. To ascertain success of peer feedback,
students should be trained to give feedback on both ‘lower order concerns’ (LoCs) (e.g.
grammatical mistakes) and ‘higher order concerns’ (HoCs) (e.g. rhetorical organization,
development of ideas). Citing Raimes (1992), the author records a guideline that can be given
to students before arranging peer feedback sessions. Students may be asked to identify
irrelevant ideas, absence of specific details or explanations on their peers’ writing.
‘Conferences’ means interaction between teachers and students intended to derive feedback
on writing. Conference can be organized to provide feedback to individual students (one to
one) or to groups. Conference can take place at pre-writing stage, in process phase, or in
post-production phase. Citing Reid (1993), the author records a sample of “a revision
planning conference worksheet” (p. 8). In this worksheet, students are required to writing
strengths and weaknesses identified by their teachers. Inaddition, students are asked to write
specific steps that they would take to improve paragraphs of their writing. “Written
comments’ is a form of feedback in which teachers write remarks on students’” writing. The
author points out that written feedback should be specific, clear and detailed (e.g. “The

argument needs to be developed”; “More analysis of the point is necessary”).
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‘Reformulation’ is a technique of feedback in which a teacher rewrites students’ text. Citing
Hedge (1988), the author notes a process of reformulation. First, the teacher may rewrite
students’ essay. Second, the teacher may distribute students’ original essay and re formulated
essay in the class. Third, the whole class may compare the two essays and discuss causes of
reformulation. Fourth, onthe basis of reformulation, students may revise their writing. ‘Text
approximation’ is a strategy in which [teachers provide feedback according to the convention
of a particular genre]. ‘Taped commentary’ is a form of feedback in which teachers record
their comments on students’ writing and supply it to students. ‘Grades/Numbers’ means
assigning grades (e.g. A, B, C) or numbers (6/10, 5/10) to evaluate a piece of writing.

Finally, the author suggests that teachers should provide constructive criticism.
Second, teachers may use pencil to write comments which represents less authoritativeness.
Third, teachers may write remarks of appreciation (e.g. ‘good’, ‘well expressed’) to motivate

students.

5.8.17 In his essay, “Teaching Writing English at the Secondary Level in Bangladesh”, Syed
Md. Golam Faruk (Lecturer in English, Chittagong City College) [Faruk, 2000-2001]
describes some techniques of teaching writing.

Citing Raimes (1989), the author notes five techniques of teaching controlled writing:
Controlled composition, question and answer, guided composition, parallel writing and
sentence combining. Incontrolled composition practice, students are required to rewrite a
text by changing tense (e.g. from present to past) or speech (from direct speech to reported
speech). Inquestion and answer model, teachers elicit answer from students by showing
pictures and by asking questions on pictures. Next, students jointly (group work) write a
story based on the pictures. Apart from this, students may be asked to write a short story

froma series of pictures. After writing the first draft, students may get feedback from their
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peers, and then they might compose the second draft. Inthe guided composition practice,
students are provided with information to be included in their writing. Students may be
supplied with first and last sentence ofa composition; or information may be given in the
formof a picture. In the parallel writing practice, students are given a model paragraph and
are required to imitate that [to write a new paragraph with new information]. Inthe ‘sentence
combining activities’, teachers provide students with a set of simple sentences and ask them
to construct complex sentences by joining the simple sentences. Inthe section entitled “other
activities”, the author explains two activities: sentence insertion and Mad ads. In sentence
insertion activities, students are givena text and some [isolated sentence]. The students are
required to insert [isolated] ‘extra sentences’ into the right space of the text by taking
syntactic, grammatical, semantic or discourse appropriacy into consideration. In ‘Mad ads’
activity, students may be asked to write ‘ridiculous’ advertisement. Students may rewrite ads
of washing powder, soft drinks, or tooth paste “to make them as unattractive as possible” (p.
32). Inthe section entitled “Essay format”, the author points out that an essay should contain
introduction, body and conclusion. In the section entitled “product and process models”,
citing Scrivener (1994), the author records that pre-writing stage of creative writing involves
group discussion, group brainstorming, “selection and rejection of ideas” (p. 35), note taking,
paying conscious attention to “language models” [syntax] (p. 35) insample texts.

Finally, in the section entitled “Correcting”, the author suggests that teachers should
give positive feedback on students’ writing. Besides, teachers should give feedback on
content or ideas of students’ writing. Inaddition, teachers should also give feedback on

mechanical aspects such as syntax, punctuation, spelling etc.
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5.8.18 In her article, “Culture and L2 Writing Development: A Search for Tuning”, Nasreen
Rahman (Lecturer, Department of English, North South University, Dhaka) [Rahman, 2007 -
08] explores the link between culture and second language writing.

The participants of this study include 15 English language educators [teachers] from 6
private universities of Dhaka city. The author used closed-ended questionnaire to elicit data.

In response to the first question, 80% respondents reported that shyness affects
students’ writing [quality] whereas 20% respondents answered that fear of interacting with
teachers about writing affects the development of writing. Inresponse to the second
question, 70% respondents answered that students remain absent in the writing class due to
personal problems whereas 30% answered that students tend to miss classes due to family
related problems. In response to the third question, 60% teachers reported that students are
lazy in the writing class because teachers give lectures; 20% respondents identified controlled
writing activities as the reason of students’ laziness; 20% respondents reported that absence
of group discussion in the class is the cause of students’ laziness. In response to the fourth
question, 60% teachers favored introducing cross-cultural topics whereas 40% teachers
favored the use of local topics only in teaching writing. [In response to the fifth question,
100% teachers opined that writing samples of other cultures with adaptations might be
helpful in teaching writing to students]. Inresponse to the sixth question, 70% teachers
“agree’[d] that it is essential for teachers to receive training on cross-cultural understanding
[communication]. Inresponse to the seventh question, 100% respondents reported that media
(TV, newspapers, magazines, internet) can be used to generate topics for writing. Inresponse
to the eighth question, 75% respondents opined that male and female students can be put in
the same group or male and female students can be placed in different groups. Inresponse to

the ninth question regarding cultural awareness in the writing class, 20% respondents opted
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for the option “show pictures’; 25% selected the option “tell stories™; 10% chose the option
“browse websites™’; and 45% selected the option “display material objects” [i.e. realia].
Finally, the author makes some suggestions to teach writing skills. First, teachers
may encourage shy students to express themselves in the classroom; teachers may personally
talk to shy students; or teachers may praise shy students to build up confidence of the shy
students. Second, teachers may explain importance of learning to write in English to
motivate students. Third, role-play can be arranged in the classroom to familiarize students
with the communicative convention of target culture. Besides, students can write about
culturally appropriate behavior. Fourth, ‘greeting cards’ and ‘realia’ can be used to create
cross-cultural awareness. Besides, cross-cultural writing topics such as ‘snowfall’ or

‘wedding festival’ can be used in the classroom.

5.8.19 In her article, “The Contribution ofthe Communicative Language Teaching Approach
to Teaching Writing in the English Classroom”, Shaheen Ara (Lecturer, Department of
Center for Languages at BRAC University) [Ara, 2008-09] explores methodology used in
English language classroom and students’ proficiency of writing in English.

The author elicited data through class observation, interview and proficiency test.
The setting of this study includes two schools: Banani Biddya Niketan and T&T Girls’ High
School. The author observed (class IX and X in 2005) 4 English language classes of Banani
Biddya Niketan and 3 classes of T& T Girls” High School. 4 teachers and 145 students from
Banani Biddya Niketan and 3 teachers and 75 students from T&T Girls’ High School
participated in this study. Students were given a composition test and teachers were
interviewed.

Analysis of classroom observation data reveals that teachers did not engage students

in group work or pair work. Lecture was the dominant mode of teaching in most cases.
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Precisely, teachers spent “very little time...on writing practice compared to the total time
allotted for English classes” (p. 20). In other words, most of the teachers appeared to ignore
teaching writing. The author also observed decontextualized teaching of grammar. Inone
composition class, students were not involved in writing. Besides, no teacher tried to teach
four skills in an integrated way. The author observes that even the ELTIP trained teacher
“did not follow the communicative language teaching approach for teaching writing in the
classroom” (p. 20).

Interview data suggests that most of the teachers believe that it is difficult to follow
CLT approach due to large class size, low proficiency of the students, and lack of logistic
support. Second, most of the teachers believe that CLT is not an effective approach since it
does not emphasize on teaching of grammar. Third, teachers reported that they cannot spend
much time to teach writing since there is a pressure to complete syllabus. Fourth, [when
asked about methodology of teaching writing], teachers reported that they emphasize on
sentence structure, guided writing; or they ask students to memorize essays. The author
remarks: “No particular methodology or guide was followed by the English language
teachers™ (p. 21). Fifth, most of the teachers did not receive any training on CLT. Sixth,
most of the teachers opined that absence of grammar in the textbook is responsible for
students’ low competence in writing.

Analysis of students’ errors reveals the following mistakes: missing words/wrong
words (38), sentence structure (35), Number (singular-plural) (29), prepositions (17), spelling
(15), tense (13), word order (12), and articles (6). The author selected 100 wrong sentences
form 100 randomly selected scripts out of 220 scripts. The students (220 students) were
asked to write a composition on “[your] favorite T.V programme”.

The author concludes that students’ writing competence is low and teachers do not

follow CLT approach in the classroom. Finally, the author recommends that teachers should
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be trained to use CLT approach. Inaddition, examination system should discourage rote

memorization.

5.8.20 In her article, “Ways of Responding to Students” Writing: Providing Meaningful,
Appropriate and Effective Feedback”, Tazin Aziz Chaudhury (Lecturer, Department of
English, University of Dhaka) [Chaudhury, 2001] discusses techniques of providing feedback
on students writing.

In the section entitled “Writing and the writing process”, the author points out that
there are mainly two approaches to writing: product approach and process approach. The
product approach concentrates on evaluating the final product or text. On the other hand,
process approach involves three stages: Pre-writing, writing, and rewriting (multidrafting and
revising).

In the section entitled “How the teacher should respond to students writing in this
changed context™ [i.e. in the context of shift of focus from product to process approach] the
author explains six techniques of providing feedback on writing. First, Students should be
trained to self-monitor their writing process. In other words, students should be encouraged
to self-correct. Second, teachers can use the technique of ‘peer feedback’ in which students
make comments on each other’s writing. The process of peen feedback benefits students by
offering a large number of audiences. Third, face to face communication between individual
students/groups and teacher is called ‘conference’. Inconference, the teacher plays the role
of a participant rather than an evaluator. Fourth, teachers may write comments on students’
scripts. The author points out some general drawbacks of teachers’ comments. For instance,
teachers may misunderstand/miscomprehend students’ text; teacher may offer unclear
suggestions; and teachers sometimes avoid indicating specific techniques for revision.

However, citing White & Arndt (1991) the author suggests that teachers should comment on
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contents and respond to students’ writing “not as a judge and critic” (p. 56), but “as a genuine
interested reader” (p. 56). Fifth, “error correction” is a technique of providing feedback on
writing. However, the author maintains that teachers should concentrate on correcting global
errors (i.e. errors that leads to miscommunication of ideas) rather than local errors (e.g.
spelling, punctuation). Sixth, “evaluation of students’ writing” is a form of feedback in
which teachers grade/mark on students writing. Citing Hughey et. al. (1983), the author notes
that teachers should use banded marking scheme to assess students’ writing. The author
proposes the following categories and marks to evaluate students’ writing: Content—13-30%;
organization—7-20%; vocabulary—7-20%; language use—5-25%; and mechanics—2-5%.
Finally, the author recommends that teachers should provide immediate and frequent
feedback on students’ writing. Inaddition, they should play the role of a consultant to

cooperate students in the process of constructing a text.

5.8.21 In her article, “Developing Writing Skill for Bangladeshi Tertiary Level Learners”,
Begum Shahnaz Sinha (Associate Professor, Department of English, University of Dhaka)
[Sinha, 2011-2012] describes some techniques of teaching writhing skills.

The author retrospects on her experience of learning writing [at primary and
secondary level]. The author notes that writing activities in the class involved writing
paragraphs, essays, letters, and answer to questions. The teacher used to select topics for the
students. The students memorized texts from books or teachers’ handout. Teachers did not
teach students the process of writing or rhetorical organization of the essay. Teachers rarely
motivated themto write any original text. Teachers predominantly focused on grammatical
correctness. The author notes that she did not enjoy her writing classes.

Citing Raimes (1983), the author discusses five types of writing approach. First, the

controlled writing approach intends to improve grammatical accuracy in writing. Second,
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‘the free writing approach’ emphasizes on fluency of writing and ignores errors. Third, ‘the
communicative approach’ trains students to write for specific audiences. Fourth, ‘the
paragraph pattern approach’ engages students in imitating a model paragraph. Fifth, ‘the
process approach’ involves writing multiple drafts [and revising texts] on the basis of
teachers’ feedback. The author remarks that in Bangladesh teachers adopt ‘controlled
approach’ or ‘paragraph pattern approach’ to teach writing.

Citing Pincas (1982), Harmer (2003), and Ur (2003), the author records the following
writing activities: (a) writing response to poem, film or story, (b) narrating incidents (pictures
may be used in this activity), (c) writing personal stories, (d) describing people and places, (e)
answering letters, (f) summarizing or paraphrasing, (g) writing poems or stories, (h) diary
writing, (i) parallel writing (i.e. imitating a mode| text), and (j) ordering (i.e. rearranging
sentences).

The author mentions there stages of writing. Inthe pre-writing stage, students are
engaged in brainstorming on a particular topic to generate ideas. Inthe while-writing stage,
teachers cooperate students to organize and extend ideas. Inthe post-writing stage,
teachers/peers provide feedback on students’ writing. On the basis of feedback, students
revise their texts. Apart from this, the author describes the process of teaching “writing a job
application letter”. In the pre-session, the teacher may assign student to select job
advertisements from newspapers. In the while-session, students may be engaged in analyzing
a model job application. Inthe post-session, the teacher may provide feedback on students’
drafts.

Finally, the author suggests that teachers may design guided writing activities for
weak students . Second, students may be engaged in group work or pair work. Third,
teachers “need to support the learning when they are writing instead of criticizing their

works” (p. 87).



English Language Education Research in Bangladesh 287

5.8.22 In his article, “A Journey From the Paragraph to the Essay”, Zainul Abedin
Chowdhury (Professor in English Literature, presently working as the Director,
Administration & Finance Division, NAEM) [Chowdhury, 2006] describes techniques of
composing paragraph and essay.

The author suggests that it is necessary to create an outline before writing a
paragraph. Inanoutline, a writer may plan about specific details, organization of the
paragraph (e.g. chronological), and central focus. An outline should contain the thesis
statement and supporting details. A paragraph may be developed using the outline. Every
paragraph should contain a topic sentence which may be placed in the beginning or in the end
of the paragraph. The author remarks that a paragraph should not contain more than one
topic sentence.

The author discusses three features ofa ‘well-designed paragraph’: Unity, coherence,
and completeness. Unity of a paragraph depends on the connection of the central idea with
its sentences. Coherence refers to the relations of sentences between each other. The author
notes that coherence in a paragraph may be created by using transitional words and phrases
(e.g. in addition, as a consequence, however, in contrast), pronoun reference, repeated key
terms, and use of parallelism. Completeness of a paragraph is contingent on providing ample
evidence to substantiate the claim made in the topic sentence.

The author explains seven types of paragraph. First ‘classification paragraph’
categorizes things or ideas. The following words/phrases are useful in composing
classification paragraph: ‘Is a kind of’, ‘can be divided into’, ‘is grouped with’ etc. Second,
‘description paragraph’ describes place, person or thing. Description paragraph may require
portrayal of properties (i.e. size, color, shape) and measurement (i.e. length, width, weight).
Third, ‘compare and contrast paragraph’ shows similitude and dissimilitude between objects.

Helpful phrases/words in composing ‘compare & contrast’ paragraph include: ‘Is similar to”,
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‘both’, ‘as well’ etc. (to show similarities) and ‘on the other hand’, ‘in contrast to’, ‘differs
from’ (to show differences). Fourth, ‘sequence paragraph’ involves description of sequence
ofan incident/phenomenon or a process. Useful words/phrases for writing ‘sequence
paragraph’ include: ‘In the beginning’, ‘before’, ‘then’, ‘previously’, ‘afterwards’ etc. Fifth,
‘choice paragraph’ exhibits preferences for a particular objects or an action. Useful
phrases/words to compose ‘choice paragraph’ involve: ‘In my opinion’, ‘I think that’, ‘I
believe’, ‘like/dislike’ etc. Sixth, ‘explanation paragraph’ explains cause & effect. Useful
phrases/words to explain causes include ‘because’ ‘since’, ‘as a result’; and to explain effect
include: ‘Therefore’, ‘hence’, ‘it follows that’ etc. Seventh, ‘evaluation paragraph’ presents
judgment about objects. Useful words/phrases to compose evaluation paragraph include:
‘good/bad’, ‘correct/incorrect’, ‘important/trivial’ etc.

The author indicates that several paragraph can be put together to create an essay.
The author suggests that the opening paragraph of an essay should be designed to “capture
the attention ofreaders” (p. 38). The author mentions that the opening paragraph may
contain a question, a quotation, a narrative, or a problem [statement]. Besides, words such as
‘“first’, ‘second’, ‘third” may be used to link different paragraphs of an essay. Finally, the

author suggests that thesis or central arguments may be restated in the concluding paragraph.

5.8.23 In their article, “Classroom Experience of Teaching-Writing to Undergraduate
Students: Bangladesh Context”, Sureya Huda (Assistant Professor, Department of English,
Eastern University) and Nafisa Kamal (Senior Lecturer, Department of Applied Linguistics
and ELT, Eastern University) [Huda, & Kamal, 2011] describe their experience of teaching
writing to undergraduate level students.

The participants of this study include undergraduate level students of Arts Faculty

(English Discipline), Business Administration discipline, and Law discipline. The author
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taught a writing course titled ‘Eng 111 (42% students in this course came from rural areas
whereas 58% students came from urban areas. Besides, 99% students came with Bangla
medium background whereas 1% students came with English medium background). This
course is offered to the 2" semester students of undergraduate level. The period of data
collection spread over 3 semesters i.e. the authors generated data from their experience of
teaching 3 semesters).

The author followed the following stages [process approach] in teaching writing:
Prewriting, drafting, revising, editing, and publishing (e.g. submission to the instructor). The
authors derived a ‘3 tier writing process’ to teach writing to students. The 3 tier writing
process’ includes the following phases: Pre-writing, while-writing (drafting, revising,
editing), post-writing (i.e. submitting to the instructor). Pre-writing phase involved
brainstorming, generating ideas, outlining, semantic mapping etc. While-writing phase
involved composing the first draft. In this phase, peer discussion occurred to revise and edit
the draft. In the post-writing phase, peers and teachers evaluated the writing. The objective
of this course was to teach descriptive paragraph, narrative paragraph, dialog writing, letter
writing (personal, official), story writing, summary writing etc.

The author described the process of teaching writing descriptive paragraph. In the
first stage, students were engaged in a discussion in which they revisited some vocabulary to
describe appearance and character of people that they learned in the previous semester
[course]. Inthe second stage, students supplied new vocabulary (e.g. face—thin, round;
personality—serious, helpful). Inthe third phase, students were shown a descriptive
paragraph. Students were involved in locating vocabulary from the paragraph that are used to
describe people. Students also studied [rhetorical] organization of the paragraph and linking
words. In the fourth phases, students were engaged in brainstorming. In particular, students

were asked to fill ina chart containing two columns: ‘Look’ and ‘personality’. In the fifth
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stage, students studied present simple tense and the use of third person singular number. In
the sixth stage, students composed their first draft. Inthe seventh stage, students were asked
to read aloud their drafts in front of the class. Peer editing occurred in this stage. Inthe
eighth stage, students received feedback from their teacher. In the ninth stage, students
revised their work and wrote the second draft.

The authors analyzed students’ performance [of one semester]. Analysis of data
shows that 65% students submitted their writing (assignment) on due time and managed to
improve their writing. These students appreciated the teaching process. However, 25%
students delayed the submission of their writing, 8% students submitted incomplete writing,
and 2% students did not submit their writing (assignment).

The authors conducted a questionnaire survey before introducing process approach to
teaching writing. Inresponse to the survey questionnaire, 65% students expressed their
unwillingness to maintain portfolio. However, in the end of the semester, maintenance of
portfolio improved their writing skills. [Teachers evaluated the portfolio and assigned a
grade].

The authors mentioned that they provided comprehensible input to the students. The
authors determined comprehensible input by examining student’s background, linguistic
proficiency, and pre-requisite courses that the students attended. Besides, the authors used
the principles of ‘co-operative learning’ in teaching writing. [Note: The name of the course
was: Eng 111 (Writing). The authors collected data from [Spring, Summer and Fall semester

0f2009]. The course was taught in a private university of Dhaka city].

5.8.24 In her article, “A Study of the Writing Behaviors of Low Proficiency English Learners
in Bangladesh”, Iffat A. N. Majid (Associate Professor, IML, Dhaka University) [Majid,

2011] explores how low proficiency L2 students deal with writing tasks in L1 and L2.
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The participants of this study include 7 adult L2 (English) students of Dhaka
University. The author designated the students as: A, B, C, D, E, Fand G. The author
identified the participants’ [English] proficiency (i.e. low proficiency) through a proficiency
test. These students received formal instruction in Bangla and English language [English as a
separate subject] for 12 years. The objective of this study was to compare students’ writing
skills in Bangla (L1) and English (L2) language. Inthis context, the author, citing Derwing
et.al. (2009), notes two views pertaining to language fluency: Trait view and state view. Trait
view assumes that there is a correlation between linguistic proficiency in L1 and L2. On the
contrary, state view indicates that there is no correlation between linguistic skills in L1 and
L1. The participants of this study were asked to read a story written in English language
containing 200 words. Next students were asked to reproduce the story—first in English
language, and then in Bangla language.

Analysis of students’ writing reveals that: (a) students who produced organized text in
Bangla could produce [rhetorically] organized text in English as well. It indicates that
students’ writing skill in L1 correlates with their writing skill in L2; (b) students who
succeeded in writing correct complex sentences in Bangla tried to write complex sentences in
English [students could not produce correct complex sentences in English in all instances];
(c) students B, F, and G failed to use tense markers accurately in both Bangla and English
text; (d) students F and G demonstrated lack of proficiency in using linking words in their
Bangla and English writing; (e) students E and G seemed to be “careless writers in Bengali”
(p. 129). Specifically, student G displayed lack of proficiency in both Bangla and English
writing. The author remarks that the case of G indicates a ‘trait factor’ [i.e. there is a
correlation between linguistic proficiency between L1 and L2].

The author draws the following pedagogic implications of this study. First, while

dealing with narrative genre, teachers should detect trait or state deficiencies of the students.
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If students demonstrate deficiency in L2 only teachers may judiciously use students’ L1 [to
improve students’ writing. On the other hand, if students demonstrate lack of proficiency in
both L1 and L2, teachers “need to work at the conceptual level” (p. 129). [Note: This study

deals with narrative genre only].

5.8.25 In her article, “Discourse Analysis: Implications for Teaching Effective Writing”,
Shayla Nahar Ahmad [Ahmad, 2005] discusses the relevance of discourse analysis in
teaching writing.

Citing Stubbs (1983), the author notes that “discourse analysis is the study of
linguistic units above the sentence or clause, such as spoken discourse or written text” (p. 92).
The author mentions that discourse analysis investigates the connection betwee n language
and context.

The author discusses two components of discourse analysis which are relevant to
teaching writing: cohesion and text pattern. The author defines cohesion as “the relation of
meaning within a text” (p. 94). Cohesive devices establish connection between ideas in a
text. The author notes two types of cohesive devices: grammatical cohesive ties and lexical
cohesion. The author discusses the following cohesive ties: reference, substitution, ellipsis,
and conjunction. Reference means words which indexes toward other words in a text. There
are two types of reference: exophoric and anaphoric. Exophoric reference activates
knowledge of the world (e.g. US). On the contrary, anaphoric reference indicates the identity
of a previously mentioned entity (e.g. he, she, it). Substitution, a second type of cohesive tie,
means replacement of one word by another. Ellipsis, a third type of cohesive tie, refers to the
process of deletion of components which are obvious from the context. Conjunction, a fourth
type of cohesive, indicates logical-semantic link between texts. The author mentions the

following types of conjunction: additives (e.g. ‘and’, ‘similarly’), adversatives (e.g.
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‘however’, ‘on the contrary’), causal conjunction (e.g. ‘therefore’, ‘consequently’), and
temporal conjunction (‘next’, ‘afterwards’). The author points out that ‘reference’ and
‘substitution’ help to avoid tedious repetition in a text; ellipsis establishes a close relationship
between reader and writer, and conjunction helps to connect ideas. The second type of
cohesive device is lexical cohesion. Lexical cohesion involves selection of lexical items to
express a recurrent idea. Lexical cohesion can be established by using synonyms, antonyms,
hyponyms, metonymy etc. Lexical cohesion is a useful device in writing. Teachers can use
lexical cohesion to teach vocabulary to students. Inaddition, lexical cohesive device is an
essential tool to paraphrase ideas.

Text pattern, the second component of discourse analysis, refers to organizational
regularity of a text. The author discusses the followings types of text pattern: problem-
solution, hypothetical-real, gap in knowledge filling pattern, goal achievement pattern,
opportunity taking pattern, and desire arousal pattern. Problem-solution pattern contains the
following sequence: situation, problem, evaluation, positive result. The lexical signal in
problem-solution pattern include ‘unfortunately’, ‘unable’, “terrible’ etc. Hypothetical-real
pattern presents a hypothesis and investigates the reality. The lexical signals in hypothetical-
real pattern include: suppose, think, proposition etc. (hypothesis) and contradict, correct, fact
(reality). Gap in knowledge filling pattern raises a question (a gap in knowledge) and
answers it. The lexical signals in this pattern include question, puzzle, theory, solve etc.
Goal achievement pattern discusses a specific goal and shows a positive/negative outcome.
The lexical signals in this pattern include objective, strategy etc. Opportunity taking pattern
may contain an offer. Desire arousal pattern exhibits the following sequence: situation-object

of desire-fulfillment of desire-positive/negative result.
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Finally, the author maintains that problem-solution pattern, hypothetical-real pattern,
and goal achievement pattern can help to learn/teach academic writing. Besides, opportunity

taking pattern and goal-achievement pattern can helpful in teaching business writing.

5.8.26 In his article, “Providing Feedback of EFL Students’ Written Assignments: Nature and
Implications”, Bijoy Lal Basu [Basu, 2006] discusses types of feedback, and effectiveness of
feedback on students’ writing.

The author notes that there are two categories of feedback: ‘feedback on form’ and
‘feedback on content’. Feedback on formrefers to the feedback on grammatical error. The
author engages the debate between Truscott and Ferris (from 1996-2004) to explain whether
error correction is effective or not. In particular, Professor John Truscott holds that error
correction is ineffective and harmful. On the other hand, Ferris contends that error correction
is useful, because researches on error feedback do not confirm that error correction is useless,
and because students prefer error connection. However, the author suggests that traditional
methods of grammar correction contain some problems. First, the author cites Fregeau
(1999) who indicates that traditional methods of grammar correction overemphasize on the
negative characteristics of students’ writing. Second, traditional methods of error correction
engage students in passively copying teachers’ correction. Eventually, the students tend to
forget the feedback. The author refers to Fathman and Walley (1990) and Frodesen (2001)
who suggest that feedback indicating place of error (rather than type) is effective.

The author suggests that feedback on content refers to the feedback on ideas and
organization. The author compares the effectiveness of teacher feedback and peer feedback.
According to Muncie (2000), as the author notes, peer feedback is more effective than teacher
feedback. Precisely, students can critically choose from peer feedback; on the contrary,

students cannot exercise choice when feedback comes from teachers since teachers’ feedback
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carries authoritative tones. Therefore, Muncie favors mid-draft feedback from peers and final
feedback from teachers. However, the author maintains that teachers should provide mid-
draft feedback on grammar and mechanics. The author records that feedback on content
should include feedback on the following areas: organization (i.e. logical development of
ideas and effectiveness of introduction and conclusion) and content (i.e. thesis statement,
focus, use of facts and experience, and consistency of explanations).

The author explains the following three types of feedback: written feedback,
elaborated feedback/conferencing, and peer feedback. Written feedback refers to written
comments on students’ writing. The author refers to Page who found that individualized and
specific remarks on students’ writing were more effective than letter grades. However, the
author points out that unclear written feedback may be ineffective. The author suggests that
written feedback should contain positive remarks and corrective feedback. Elaborated
feedback/conferencing refers to in-depth oral feedback to students. One-to-one conference, a
method of elaborated feedback (between teacher and students), identifies strengths and
weaknesses of students’ writing. Peer feedback refers to the constructive criticism of
students on their peers’ work. The author refers to Berg (1999) who suggests that trained
peer response improves students’ writing. Therefore, the author maintains that teachers
should train students in providing constructive and specific feedback. The author documents
a checklist that may be used to guide students (i.e. “what is the thesis?”’; “Is the argument
clear and convincing? why or why not?”’; “what do you like best about this draft?” etc.).

Finally, the author records a guideline for providing feedback (adapted from
“Teaching with writing”). First, feedback should contain “some specific praise” (p. 176).
Second, teachers should use informational remarks while providing feedback (e.g. “what do
you mean by the term?”). Third, teachers may use different types of feedback (e.g. written

comments, oral conferences, peer response workshops etc.). Fourth, teachers may save time
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by discovering patterns of errors in students’ writing. Fifth, teachers may create Peer
Response Groups. Sixth, teachers may use standardized symbols to indicate errors of the
students. Seventh, teachers should explicitly identify assessment criteria. Eighth, students
may be required to complete a ‘self-evaluation form’. The form may contain the following
instructions: “Describe or list the things that were most difficult about the assignment”;

“Describe what you consider the successful parts of your paper” etc.

5.8.27 In his article, “The Effects of Written Corrective Feedback on L2 Students’ Writing”,
Shahidul I. Khan [Khan, 2013] offers a comprehensive discussion on corrective feedback.
Precisely, the author deals with the following two hypotheses: (a) Does CF [corrective
feedback] help improve L2 students’ grammatical accuracy in writing?”” and (b) “Among the
different types of CF given to the learners, which ones are found helpful and which are not?”

In order to address the first research question, the author records the Ferris-Truscott
debate on CF. In 1996, citing evidence from Robb, Ross, and Shortreed (1986), Kepner
(1991), Semke (1984), and Sheppard (1992), John Truscott claimed that corrective feedback
is ineffective. In addition, Truscott argued that CF is harmful. Truscott provided both
theoretical and practical evidence to support his claim. Truscott supplied the following two
theoretical evidences: (a) corrective feedback assumes that language learning means a
transfer of [grammatical] knowledge; and (b) there is a mismatch between the sequence of
instruction and the sequence of L2 acquisition. Truscott supplied the following practical
evidence. According to Truscott, teachers and students must follow a number of steps to
yield benefit from error correction. Teachers responsibilities include identification of error,
understanding the category of error, identification of the causes of error, and presentation of
an explanation of [grammatical] rules. Likewise, students’ responsibilities include

understanding the errors, understanding the rules and explanation of the errors, remembering
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the corrections, and using the correct forms in their next writing. 1n 1993, Ferris tried to
dispel Truscott’s argument. Ferris classified grammatical errors into two catatonics: treatable
and untreatable. Treatable errors include subject- verb agreements, run-ons, comma splices,
missing articles, and verb forms errors. On the other hand, untreatable errors include lexical
error, syntax errors, missing words, unnecessary words, and word order problems. Ferris
argued that Truscott did not understand the distinction between “bad corrections” and
“effective corrections”.

The author documents Ellis’s (2008) typology of written CF. In his taxonomy of
written CF, Ellis describes the following types of written CF: direct CF (i.e. providing correct
forms), indirect CF (i.e. indicating that there is an error), metalinguistic CF (i.e. selective
CF), unfocused CF (i.e. providing feedback onall types of errors), electronic feedback, and
reformulation (i.e. reconstruction of a text by a native speaker).

In his discussion of the effectiveness of different types of feedback, the author
compares (citing research evidence) different types of CF. First, Lalande (1982), Robb, Ross
and Shortreed (1986), and Bitchener, East and Carter (2010) compared the effectiveness of
direct CF and metalinguistic CF. Lalande discovered the superiority of systematic error
codes (i.e. metalinguistic CF) over traditional grammar feedback (i.e. direct CF). Robb et. al.
did not find any difference between direct CF and metalinguistic CF. However, Bitchener et.
al. found that coded metalinguistic feedback is more effective than direct CF. Second,
Bitchener and knoch (2010) discovered that metalinguistic feedback is more effective than
indirect CF. This study dealt with English article system. Third, Ellis, Loewen, and Erlam
(2006) found that explicit feedback is more effective than implicit feedback. Inanother
study, Bitchener, Young and Cameron (2005) discovered that direct-explicit written and oral
feedback is effective in case of past simple and article, but ineffective in case of prepositions.

In this context, the author remarks: “It is generally believed that the use of preposition is
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much more difficult and complex than articles and tenses. So the study probably indicates
that error corrections may be helpful for simple grammatical problems, but might be
ineffective for more complex grammar issues” (p. 218). Fourth, Ellis, Sheen, Murakami and
Takashima (2008) (dealt with the use of articles) did not find any difference between the
effectiveness of focused and unfocused CF. In particular, they found that both focused and
unfocused CF equally effective. However, the study of Sheen, Wright and Moldawa (2009)
revealed that focused CF is more effective than unfocused CF. Fifth, Fathmanand Whalley
(1990) compared the effectiveness of grammar feedback and content feedback. This study
discovered that both grammar and content feedback improve students’ writing. This study
also supplies evidence for the effectiveness of feedback. Precisely, in this study “students
were found to progress more quickly when feedback was given than when it was not” (p.
220). However, Sheppard (1992) compared the effectiveness of grammar and content
feedback onthe accuracy of writing. This study showed that content feedback is more
effective than grammar feedback. In addition, this study indicates that extreme corrective
attention on grammar is harmful for the students, because the students (in this study) who
received grammar feedback avoided writing complex sentence. Kepner (1991) also found
that grammar feedback is not superior to content feedback. Precisely, Kepner’s study shows
that content feedback improves the content of students writing. Sixth, Sachs and Polio (2007)
found that traditional CF is more effective than reformulation (of a native speaker).

Finally, the author points out that research on error feedback covers a small are (e.g.
articles, past simple, tense and prepositions). Inaddition, there is no consensus regarding the
effectiveness of error feedback. However, the author quotes Ellis who contends that error
correction may help students: “At the moment, perhaps all we can say is that CF can assist

learners to develop greater control over grammatical features which are amenable to rules of
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thumb. Truscott may still be partially right—written CF may prove to be ineffective against

more complex grammatical features” (p. 222).

5.8.28 In his article, “Assessing “Communicative” Writing Skills: An Evaluation of the SSC
English Examination”, Md. Zulfegar Haider (Teacher Trainer, English Language Teaching
Improvement Project (ELTIP)) [Haider, 2008] critically examines the writing section of SSC
English test.

The author notes that there are two types of writing tasks in SSC test: guided writing
and free writing. The guided writing (Paper 1) tasks involve rearranging sentences, writing
paragraphs following prompts, writing letters, writing application etc. On the other hand,
free writing tasks involve writing paragraphs following key words, writing essays etc. (Paper
2). The author argues that guided writing tasks “have little communicative value” (p. 55).
On the other hand, the author mentions two problems of free writing tasks: first, free writing
tasks are decontextualized (i.e. these tasks do not mention purpose and audience); second, the
topics of paragraphs/essays are predictable. This apart, the author examines the marking
criteria of SSC English (Writing Section) examination. Citing Instruction for Markers of SSC
English Paper 2003, BISE, Dhaka, the author points out that instructions for markers are not
self-explanatory and analytic. For instance, the expressions “correct and standard”, “quality
answers” in instructions are not self-explanatory.

The author conducted a questionnaire survey to investigate (secondary English)
teachers’ perceptions of SSC English test. The teachers reported that SSC English test
“partially” or “to some extent” assesses students” communicative skills. Inaddition, the
teachers opined that education board should devise a “standardized marking scale”. Further,

some teachers opined that both summative and formative assessment system should be



English Language Education Research in Bangladesh 300

introduced at SSC level. This apart, some teachers reported that there is a discrepancy
between the sample question of Teachers’ Guide (TG) and the questions of SSC examination.

The author interviewed two Australian language testing experts. The experts opined
that SSC English test is not valid and reliable. The test is not valid because it contains items
(e.g. MCQ, close test) which do not test communicative ability of the students [which it tries
to test]. The test is unreliable because: (a) it does not have any specific assessment criteria;
and (b) it does not define acceptable responses. The experts also pointed out that the test
does not define the purpose of writing tasks. Inaddition, the test requires students to write
some decontextualized essays (e.g. ‘The Rainy Season’, ‘The Postman’).

Finally, the author recommends that the test should define context, purpose, and
audience of the writing tasks. Second, students should be informed about the assessment
criteria. Third, the discrepancy between the sample questions of Teachers’ Guide and SSC

questions should be eradicated.

5.9.0 Testing and Evaluation
5.9.1 In his case study, “Backwash Effects of Examinations Upon Teaching and Learning of
English”, Mohammed Humayun Kabir (Associate Professor, Department of English
Language and Literature, IIUC) [Kabir, 2011] examines backwash effect (i.e. impact of test
on teaching and learning) in a private university of Bangladesh. The author deals with three
research questions. The first research question investigates whether there is any effect of
testing on teaching and learning. The second research question makes an attempt to explore
whether the washback effect is positive or negative. The third research question seeks to
identify the cause (person or authority) of backwash effect.

The participants ofthis study were instructors and students of “Advanced English”

course at I1UC and director of Centre for University Requirement Course (CENURC). The



English Language Education Research in Bangladesh 301

authors interviewed students and the director to collect data about testing, teaching and
learning. Besides, he administered a questionnaire survey to elicit data from course teachers.
The questionnaire for teachers contains 9 questions. In response to the first 3 questions the
teachers informthat individual course teachers set questions, learning or improvement of
students is not monitored properly, and teachers do not set any question that is not taught in
the class. Inresponse to the fourth question, all teachers maintain that there is an effect of
testing on teaching. In response to the fifth question, all the teachers responded that they
cannot complete ‘reading part’ due to time limitation which is also confirmed by the
CENURC director. The sixth and seventh question asked whether the practice of ‘partial
teaching’ (1.e. not completing the syllabus) limits ‘teaching’ and ‘learning’ respectively. All
the teachers answered positively. Inreply to the eighth question, all the teachers inform that
the format of the format of question affect classroom teaching. However one teacher
maintain that despite the question format [predictable question pattern] teachers can
effectively teach four skills by employing appropriate methodology. Inthe ninth question,
teachers were asked about their “worry” or concern about students’ grade or result. Some
teachers do not appear to be concerned with students’ grade whereas others seemed to be
serious about it since academic result is important in professional life. Apart from teacher,
the author interviewed 20 ex-students and 25 current students of “Advanced English” course.
Interview data suggest that most of the students expect good grades and they are not serious
about completing the syllabus. They expect their teachers to teach only probable test items in
the class. Inaddition, according to students, the course is not significant. The author argue
that test items in grammar section, reading section and writing section cause negative
backwash effect. In particular, grammar items are very easy and simple; questions of reading
section (MCQ, short questions etc.) are predictable or copied from previous test papers;

writing section involves limited and mechanical task types (e.g. letter and dialog writing
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only). Inaddition, repetition of test items is a common practice of this course. For instance
writing task on “Price hike” appeared four times, “Load shedding” three times, “Describe
your home” three times, and “Political system of Bangladesh three times™.

On the basis of these findings, the author concludes that testing of “Advanced
English” Course has a negative impact on students. He recommends that emphasis should be

put on teacher training on writing test, and monitoring of students’ progress.

5.9.2 In his article, “Necessity of Initiating Rating Scale for More Reliable Assessment of
Writing Skill at HSC Level: A Case Study”, Mohammed Humayun Kabir (Assistant
Professor, Department of English Language and Literature, I11UC) [Kabir, 2010] proposes a
set of evaluative criteria to assess students’ writing at HSC level.

In this article the author defines ‘rating scale’ as descriptions of performance to judge
proficiency of test takers. He mentions two types rating scale: holistic/global and analytic.

In holistic rating system, a single score is assigned to a piece of writing (e.g. TOEFL). On the
other hand, in analytic rating scale, scores are assigned for different types of performance
[e.0. grammar, vocabulary, cohesion, organization etc.] on a single piece of writing. For
instance, FCE [Cambridge First Certificate in English] and TEEP (Test in English for
Educational Purposes) use analytic rating scale. The author remarks that TOEFL, FCE and
TEEP are “world class” rating scales. In comparison with the rating system of these three
tests, rating procedure of HSC English appears to be less reliable.

Test items of English First Paper involve three types of tasks in a section entitled
“guided writing” (40 marks): (a) sentence construction from substitution table, (b) re-ordering
sentences, and (c) answering questions in a paragraph. English second paper also allocates
40 marks for “writing skills” in which students are required to write paragraph, letter, story or

passage. The author remarks that assessment criteria for “writing skills” are not specific.
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Besides, students and teachers are not informed about rating criteria. For instance, in
evaluating English First Paper, teachers are instructed “not [to] give more than 75% marks
(for Q11, Q12) if any student write (paragraph/composition) without a title” (p. 47). But this
information is not mentioned in T.G. [Teachers’ Guide] or in HSC textbook. Therefore, the
reliability of assessment can be questioned. Apart from this, ‘instruction 6’ for English
Second Paper suggests teachers to give ‘due credit’ to ‘any sensible answer’ (p. 47)
‘wrrespective of [official] instructions’. The author remarks that “the marking guide is
problematic as the instructions are puzzling and insufficient and it is not enough to safeguard
reliable marking” (p. 47). The author points out the limitations of writing tasks at HSC level
Students are required to produce non-creative tasks such as rearranging sentences and short
composition which are inadequate to assess students’ proficiency. The author proposes to
adopt rating scales of TOEFL and FCE for HSC writing assessment. These rating scales
involve specific ‘criteria’ or ‘descriptors’ to evaluate a piece of writing. For instance, the
highest marks, i.e. 8-9 out of 10 may be awarded for well organized, well developed,
consistent, original (not memorized) essays with small number of errors. The lowest marks,
l.e. 0-3 out of 10 may be attributed to disorganized, underdeveloped, frequent grammatical
errors and crammed answers. The author recommends that students should be required to

write lengthy paragraphs so that their linguistic competence can be judged properly.

5.9.3 In her survey, “Students’ Assessment: Its Judgmental and Developmental Purposes”,
Sabina Mohsin (Lecturer in English, Stamford University Bangladesh) [Mohsin, 2006]
investigates teachers’ and students’ perception and attitudes towards assessment criteria used
to evaluate writing at university level.

The participants of this study were 15 [university] teachers and 15[university]

students. The author used a structured questionnaire to elicit data.
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In question number 1, teachers were asked whether there were any centrally
determined assessment criteria in assessing language skill in their university when they began
to teach. 66.66% answered negatively (i.e. there was no fixed criteria) whereas 33.33%
answered positively. Inresponse to second question, 66.66% teachers opined that they
should be allowed to determine their own criteria; 20% think that they should not be given
the freedom in choosing criteria; and 13.33% feel that there can be limited freedom. In
question number 3, teachers were asked about marks that they would like to assign for
‘content’, ‘organization’, ‘structure’, ‘spelling’, ‘punctuation’ and ‘vocabulary’ ina piece of
writing. Teachers’ responses vary in this regard. For instance, marks assigned for content
range from 2 to 5. In response to question 4, 100% teachers replied that assessment criteria
depend on the type of test. In response to question 5, 73.33% teachers reported that students
are informed about marking criteria for a particular test whereas 20% teachers replied that
students do not know about marking criteria. However, 6.66% teachers think that students
are sometimes informed about assessment criteria. Inresponse to question number 6, 100%
teachers opined that student should be informed about assessment criteria to improve their
performance. In response to question 7, teachers identified some benefits of peer assessment
of writing. For instance, peer checking makes students conscious about their own mistakes
and they can learn from each other; the process peer checking develops a sense of
competition; and students learn how to edit their own writing. Apart from teachers, students
were asked whether have any idea about marking criteria that are used to judge their language
skills. 80% students reported that they do not know about assessment criteria whereas 20%
reported that they know the marking criteria (question 1). Inresponse to question number 2,
86.66% students reported that they do not know about marks allocated for each criterion
when they take a particular test whereas 13.33% reported that they are informed about

criteria. However, in response to the third question, 100% students opined that knowledge
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about marking criteria would improve their performance in tests. The author identifies a gap
between teachers’ and students perception about awareness of assessment criteria. In
particular, 73.33% teachers think that students are informed about marking criteria whereas
86.66% students reported that they are uninformed about assessment criteria.

Finally, the author recommends that the objective of evaluation should be both
judgmental and developmental. Inaddition, learners should be engaged with the process of
evaluation [i.e. learners should be given the opportunity to assess their own work or their
peer’s work according to the established criteria which might help develop their

performance].

5.9.4 In his essay, “The Alternative Modes of Assessing Students at Tertiary Level: The ELT
Perspective”, Sanyat Sattar (Lecturer in English, Jahangirnagar University) [Sattar, 2006]
discusses some alternative system of assessing students.

The first alternative mode of assessment that the author discusses is self-assessment.
In the process of self-assessment, learners ass