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You will be reading this issue at a time when
the whole world is caught up in a Catch-22
situation as a result of the outbreak of the
deadly COVID-19 pandemic that has brought
every known activity to a grinding halt. The
volume carries papers written on sub-themes
which are closely related to English language
teaching and training.
The first article by Ali Isik and Stephen
Krashen examines the role of
comprehension-based input in learning the
English language. The authors used two sets
of students for the experiment. They report
that those who were in a comprehension-
based class outperformed those who took a
traditional class. Further evidence is
provided to show that those in the
comprehension-based prep class for
admission into the secondary school
continued to improve even after completing
the school. The second article by Jeff
McQuillan is a very short one and offers a
response to the question, which is based on
Joseph and Nation’s theories of how learners
acquire vocabulary: Do good readers
acquire words more efficiently than poor
readers?
The next paper by Arun Behera makes an
attempt to examine how language changes
or behaves during social crises such as
pandemics. He claims that, in extraordinary
times, the language users invent and re-invent
lexical items and other larger linguistic units
to express themselves.  Ravi Kumar’s paper
that follows explores the impact of personal
identities of teachers on their teaching
practice. He emphasizes that teachers’
current teaching is greatly affected by their
background and the personal identities they

EDITORIAL

carry with them to the classroom. The paper
suggests that awareness of the formation of
teacher’s personal identity helps teachers
understand who they are as individuals,
teachers, and members of the teaching
fraternity.
The paper by Sree Raghuram and Suvarna
Lakshmi analyses the English syllabi of two
different autonomous professional
institutions with reference to the design and
implementation of the syllabi, focusing on the
roles of teachers and tests. They also point
out the implications of the study for syllabus
designers and teachers.
Besides these papers, the journal also has
its regular columns, one each by Prof.
Saraswathi, Prof.  Lal, and Prof.  Elango.
Prof. Saraswathi discusses the concept of
the phrasal verb and its use in English. The
examples that she has chosen to explain the
phrasal verb are laced with wit and wisdom.
Prof. Lal takes us back in time to the 14th
century to describe the major roles played
by French, Latin, and English in England
at that time and the contribution of William
Caxton and his printing machine. Finally,
we have Prof. Elango writing on
‘synthesising’, one of the higher order
thinking skills in Bloom’s taxonomy, as a
reading strategy, which many ESL learners
find an uphill task.
While welcoming your comments and
contributions for the upcoming issues
(research papers, book reviews, anecdotes of
successful classes), we hope that you will find
the papers in this volume engaging and
beneficial.
Dr. K Venkat Reddy [EFL University,
Hyderabad], Guest Editor
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The Long-Term Effects of Comprehension-Based Instruction
Ali Isik and Stephen Krashen

ABSTRACT

We examine the progress of Turkish students who completed an intensive instruction in
English to prepare them for secondary school. In secondary school, those who were in a
comprehension-based class outperformed those who took a traditional class and had a
clearer understanding of how language is acquired. There is also evidence that those in
the comprehension-based prep class continued to improve after completing secondary
school.

Keywords: Language acquisition; comprehension-based instruction.

Introduction

Possibly the most important question in
language education, but one that is rarely
asked, is: Will students continue to improve
after they finish language classes? Two sub-
questions are contained in this question: Will
former students have enough competence to
understand at least some “authentic” input,
and do they know what to do to improve?

In this study, we examine the progress of
Turkish students who completed an intensive
36-week class designed to prepare students
for secondary school English, as described
in Isik (2000). All students had a very low
level of English before taking the class.

Results from Isik (2000): Comprehension-
based versus traditional instruction

Isik (2000) compared the effects of two
groups of students enrolled in the intensive
class: one comprehension-based and the other
traditional (form-focused) instruction. Each
group included 20 students, receiving 29

hours of EFL instruction per week for 36
weeks.

To test the effects of these two different types
of instruction on EFL learners’ reading,
listening, writing skills, and grammar
knowledge, both groups were given the Key
English Test (KET) and the grammar
component of the Oxford Placement Test at
the end of the fourth month. At the end of
the eighth month, the students were
administered the Preliminary English Test
(PET) and another version of the grammar
component of the Oxford Placement Test.
The results showed that comprehension-
based EFL instruction was more effective
than form-focused instruction in developing
language skills as well as grammar
knowledge.

Secondary School Experiences and
Beyond

After the intensive prep class, both groups
had eight hours of English per week in
secondary school for four years. The
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instruction can be described as
“contextualized form-focused,” that is,
traditional instruction with some attempt at
communication.

One of us (A. I.) had several discussions with
the English teacher of the group that had
experienced instruction based on the
Comprehension Hypothesis before entering
secondary school. Her observations
confirmed that these students had a good
understanding of the method they had
experienced, and clearly saw the differences
between this method and traditional
methodology.

The teacher told A.I. that at first she had a
difficult time with the experimental group,
and that they made her feel incompetent and
made her doubt her professional
qualifications. They criticized her
(traditional) way of teaching and repeatedly
pointed out that English cannot be acquired
by studying grammar. Also they asked for
class activities which did not focus on form.

She noticed, however, that even though
these students could not recite grammar
rules as well as students in her other
classes, they exhibited more grammatical
accuracy in the classroom and on tests and
their English sounded more natural and
fluent.

She told A.I. that in response to the students’
requests she gradually included more
activities that were truly communicative,
although they were incompatible with her
training and teaching experience. The class
became more interesting and in fact became

her favorite class.  Her students became the
highest-ranking students in English in grades
9, 10, 11 and 12, actively participated in
social and club activities in school and in fact
showed more self-confidence than other
students in general.

We have little information about what these
students did at the tertiary level, only that
both groups followed a mixture of form-
focused and ESP instruction for four hours
per week for four years.  Subsequent to their
formal education, they did not attend any
private English schools, nor did they work
in an English-medium context. We also have
no information related to what the students
in both groups did individually to improve
their English. We do, however, have scores
on tests taken after 2003, after they finished
the tertiary level.

Test Results

As a measure of students’ competence gained
in the intensive class described in Isik (2000),
we were able to obtain average scores on two
measures, which were combined: KET = Key
English Test, given halfway through the
program, at the end of four months; PET =
Preliminary English Test, given at the end of
the program, after eight months. Both tests
contain reading, writing, listening and
speaking components.

As expected, scores for the comprehension-
based group were significantly higher than
scores of the traditionally taught group for
the KET/PET combination, confirming the
results reported in Isik (2000). Table 1
provides means and standard deviations.
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YDS results

The YDS (In Turkish, Yabancý Dil Seviye
Belirleme Sýnavýd Foreign Language
Proficiency Test) is a one hundred-item
multiple choice exam. It tests grammar,
vocabulary, reading comprehension,
coherence, translation from Turkish to English
and from English to Turkish, and sentence
completion. The YDS is “taken by civil
servants, academics and military personnel”
in Turkey (“What is the YDS exam?”
www.dilkasabasi.com.tr/en/yds-course.php).

It would be ideal to use alternative forms of
the same test to measure growth over time,
but such tests were not available. No data was
available comparing the difficulty of the YDS
and KET/PET tests, but the YDS is clearly
more challenging than the KET/PET tests.
Scores on the two tests were correlated, that
is, those who did better on the ‘KET/PET also
did better on the YDS. (For the traditionally
taught students, n=7, r=.88; for

Comprehension-based students, r=.78,
n=14.) 1

Not all subjects took the YDS, and they took
it at different times, ranging from 2005 to
2016. Considering all YDS scores, regardless
of the year it was taken, the CI group
significantly outperformed the traditional
group (Table 2).

Traditional Comprehension-
Instruction based

Instruction

N 7 14

mean (sd) 52.85 (12.24) 72.79 (4.96)

Table 1. KET/PET score results

t= 5.37, p = .00015 (one-tail)

Traditional Comprehension-
Instruction based

Instruction

N 7 14

mean (sd) 60.7 (12.57) 84.7 (4.58)

Table 2. YDS scores

t= 6.47, p < .0001 df = 19
Gains

To compare the gains made by subjects over
time, we analyzed the scores of the same
subjects who took KET/PET test and also
took the YDS years later, and compared the
gains made by former traditional and former
comprehension-based students. Because the
same subjects took both tests, t-tests for
correlated samples were used.

As Table 3 indicates, it appears that the
comprehension-based group made better
gains, but note that this is based on scores on
two different tests and the sample size was
small.

Effect size calculated using the formula d = t/square root of n

Table 3. Estimates of gains
  N KET/PET YDS Gain T df p effect size

TRAD 7 52.8 (12.2) 60.7 (12.6) 7.9 3.44 6 0.0014 1.3

COMPR 14 72.8 (4.86) 84.7 (4.96) 11.9 6.61 26 0.0001 1.76
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Controlling for time elapsed between tests

To control for the amount of time elapsed
and the year former students were tested
on the YSD, we considered the scores of
those in both groups who took the YSD in
the same year. Table 4 presents these YDS
scores as well as gains since taking the

    Year Traditional Instruction Comprehension-based  Instruction

2006 53 (6) 91 (9)

  51 (8) 80 (2)

    87 (13)

    83 (16)

    81 (14)

52 (7) 84.4(10.2)

2008 79 (7) 88 (12)

    84 (11)

    91 (17)

  87.7(13.3)

2009 43 (6) 83 (12)

    88 (18)

    82 (13)

    84.3(14.3)

2010 61 (4) 83 (11)

2011 67 (3) 89 (11)

( ) = gains

Table 4. YDS scores, controlling for the year YDS was taken

KET/PET (YDS score minus KET/PET
score).

For each year considered, graduates of the
comprehension-based class easily outscored
the former traditional students, and in all
cases except one (in 2006) made larger gains
since taking the KET/PET.

Continuing improvement

To determine if comprehension-based
students continued to improve in the years

after finishing their education, we
examined the scores of those who took the
SDY twice and in different years (Table
5).
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  1 2 Years Gain gains/yr

  2006: 91 2016: 95 10 4 2.5

  2006: 80 2011: 89 5 9 1.8

  2006: 87 2008: 91 2 4 2

  2009: 83 2014: 79 5 -4 -1.25

  2009: 83 2012: 90 3 7 2.3

  2007: 79 2009: 82 2 3 0.67

  2005: 80 2006: 83 1 3 3

  2005: 79 2010: 83 5 4 1.25

Means (SD) 82.75 (4.3) 86.5 (5.5) 3.75(3.8) 4.125(2.85) 1.53(1.34)

Table 5. Changes in YDS scores

All subjects who took the test twice improved
between tests, except for one. The mean gain
was about 1.5 points per year, a modest
difference, but considerable over a longer
time span, if maintained. Thus, these former
comprehension-based students continued to
improve, consistent with the idea that they
knew how to do it.  Unfortunately, we had
no data of this kind on former traditional
students.

Conclusions

In addition to higher performance in the
intensive language class, comprehension-
based subjects appeared to have acquired
more of the second language after completing
the class.

These results confirm the hypothesis that
those in comprehension-based classes will
acquire more language than those in

traditional classes (Isik, 2000), making
subsequent input more comprehensible.

The results of discussions with their teacher
in secondary school suggest that those who
did the comprehension-based intensive
course had a clear understanding of how
language is acquired, and that they enjoyed
language acquisition via comprehensible
input.

There are, however, obvious flaws in this
study. As noted, the sample was small. Also,
while we have a detailed description of the
intensive English class the comprehension-
based students took before entering
secondary school, and some idea of their
secondary school class, we know only that
post-secondary English classes were form-
based.

We also have no idea what took place

1 = first time taking YSD. 2 = second time taking YDS
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outside of language classes. We do not
know if our subjects developed a reading
habit, known to be a powerful means of
language development (Krashen, 2004),
whether they used English at work, which
may or may not make a strong contribution
to language acquisition (Krashen, 2018;
Mason and Krashen, 2019), whether they
had English-speaking friends, and whether
they spent time in English-speaking
countries.

Another flaw was the comparison of gain
scores using different tests.  Similar tests with
a broad range of possible scores, such as the
TOEIC, would provide far greater validity to
the findings.

Our results are, therefore, only suggestive.

Notes

1. Some members of comprehension-based
class took the YDS test twice, and one took
it three times. For this analysis, we used the
first score.
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Some useful web tools for speaking skills
Podcasting Tools
Podomatic (http://www.podomatic.com)

Spreaker (http://www.spreaker.com)

Audioboom (https://audioboom.com)

A podcast is an audio broadcast over the web. It is broken up into parts or episodes. Most

podcasts are similar to news radio programs and deliver information on a regular basis, but

they can also be comedy shows, special music broadcasts or talks. You as a teacher can set

up a podcasting channel in Podomatic, Spreaker, or Audioboom.

[Contributed by Dr. Xavier Pradeep Singh, Dept of English, St Joseph’s College, Trichy]
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Do Good Readers Acquire Words More Efficiently than Poor Readers?:
A Comment on Joseph and Nation (2018)

Jeff McQuillan

ABSTRACT

Joseph and Nation (2018) found that children who were “better comprehenders” acquired
more words incidentally during reading than less-experienced readers. There were two
possible confounds in their design that may have biased their results: (a) there was no
control for the relative difficulty of the texts that their subjects read, and (b) their subjects’
exposure to the novel words was done in a way that may have favored those with better
decoding skills.

Keywords: Good and poor readers; experienced readers.

Introduction

There is both experimental and correlational
evidence that we acquire large parts of our
vocabulary incidentally through reading
(Nagy, Herman, & Anderson, 1985; Krashen,
1989). More frequent reading, especially
pleasure or “free voluntary” reading, is
associated with higher levels of vocabulary
for both children and adults (Krashen, 2004).
There is some disagreement, however, on
whether readers differ in their efficiency in
acquiring new words from texts. Stanovich
(1986) claimed that good readers acquire
words more efficiently than poor readers,
resulting in what he termed a “Matthew’s
Effect” in reading, where the gap between
good readers and poor readers increases over
time (the term comes from a line in the
Gospel of St. Matthew, “the rich shall get
richer, and the poor shall get poorer”).

In this comment, I argue that some of the
evidence in support of Stanovich’s position
has come from studies whose research

designs fail to control for potential
confounds. I examine one such study by
Joseph and Nation (2018), and show why
their data do not indicate that there exists an
efficiency “gap” between good and poor
readers.

Joseph and Nation (2018)

Joseph and Nation (2018) examined the
effects of “semantic diversity” and reading
comprehension ability on incidental word
acquisition. In their study, they asked two
groups of middle-school students (N = 40)
to read sentences containing six low-
frequency past tense verbs unlikely to be
known to the readers. Each verb was included
in two conditions: “diverse” sentences (on
different topics) and “non-diverse” sentences
(on similar topics). The researchers presented
the sentences to the children on a computer
monitor in random order, and all six words
appeared 10 times. To ensure the children
were reading the sentences carefully, the
researchers also included some filler
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sentences that had yes/no comprehension
questions after them.

After reading all of the experimental
sentences assigned to their condition, the
students took two paper-and-pencil
vocabulary tests: (1) a yes/no plausibility test,
where students had to determine if a sentence
containing one of the target words made
sense; and (2) a cloze test, on which students
had to write in one of the six target words in
a blank space (e.g., “The garden pond hadn’t
been cleaned for months and pondweed had
________” for accumulated (p. 198)). Prior
to the experiment, the subjects were also
given the York Assessment of Reading for
Comprehension (Snowling et al., 2009), a
reading comprehension test.

Comprehension Ability and Incidental
Word Acquisition

While the researchers did not find a
significant impact for the “semantic
diversity” of the sentences on word
acquisition, they did report that reading
comprehension ability was related to gains
in vocabulary. Better readers acquired more
words than poorer readers on both the
plausibility (z = 4.12) and cloze measures (z
= 4.16). Joseph and Nation concluded,
therefore, that comprehension ability plays a
“critical role” in novel word acquisition (p.
206).

We can interpret this claim in two ways. A
weak version is that good readers are better
at incidental word acquisition than poor
readers because the texts they are given (both
in school and in an experiment) are more
likely to be comprehensible to them. Getting
more “comprehensible input” is known to

lead to greater vocabulary growth (Krashen,
1985; 1989). If this version is correct, poorer
readers given texts more appropriate for their
level would be able to acquire words as
efficiently as good readers.

The strong version of the claim is that good
readers are better at word acquisition than
poor readers even when text difficulty has
been controlled for. This was Stanovich’s
(1986) position, who stated that “better
readers appear to learn new words from
context with a greater efficiency than do less
able readers even when differences in the
knowledge base are controlled” (p. 382,
emphasis added).

Confounding Variables in Measurement

There were two possible confounds in Joseph
and Nation’s research design that prevent us
from using their data to distinguish between
weak and strong versions of their claim: (a)
there was no control for relative text
difficulty, and (b) the tasks and tests they gave
their subjects may have led to an advantage
for good readers unrelated to their efficiency
at incidental word acquisition.

Relative Text Difficulty

Good readers know more words, have better
command of complex syntactical structures,
and usually know more about the world than
less-experienced readers (Montag &
MacDonald, 2015; Cunningham &
Stanovich, 1991). Any text given to a group
of readers with a wide range of abilities will
likely be relatively more comprehensible to
some readers than to others.

Joseph and Nation did not measure the
relative difficulty of their sentences for their
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groups of readers. A look at a few of the
experimental sentences suggests that some
might have been more comprehensible to
better readers at this age level. Consider these
four sentences (taken from the list of
sentences provided in Joseph and Nation’s
Appendix A, with target words underlined):

• Due to government cutbacks, the two
regiments amalgamated with each other.

• Nuclear submarines are powered by
amalgamated heat and water so they don’t
need to refuel.

• Lava had accumulated beneath the
surface, which caused a spectacular
eruption from the volcano.

• The U.K. has intervened in other
countries’ actions when there are human
rights abuses.

It is not difficult to imagine that some 10-
year-olds would lack background knowledge
and some of the non-target word vocabulary
in these sentences to comprehend them fully,
especially when they are presented in
isolation. Since better readers are more likely
to find them comprehensible, we would
expect them to acquire the unknown words
contained in them faster. The superior
efficiency of good readers in word acquisition
could simply be an artifact of relative text
difficulty.

Some previous studies have failed to find a
significant relationship between incidental
vocabulary acquisition and reading
comprehension ability (e.g., Konopak, 1988;
Nagy, Herman, & Anderson, 1985; Nagy,
Anderson, & Herman, 1987; Shu, Anderson,

& Zhang, 1995). Others have found such a
relationship (Herman, Anderson, Pearson, &
Nagy, 1987; Jenkins, Stein, & Wysocki,
1984). Relative difficulty was not closely
controlled for in any of these studies,
however.

Experimental Conditions and Test
Characteristics

Joseph and Nation’s subjects read individual
sentences containing the unknown words on
a computer screen. They were similarly given
two measures that required reading and
interpreting single, unrelated sentences on
paper-and-pencil tests. Both their
experimental condition and measurements
were similar to certain “passage
comprehension” tests, where students read a
single sentence and either fill in a missing
word (e.g., the Woodcock-Johnson passage
comprehension test (Woodcock, McGrew, &
Mather, 2001)), or answer questions about
the sentence (e.g., Peabody Individual
Achievement Test (Markwardt, 1989)).

Keenan, Betjemann, and Olson (2008) and
Hua and Keenan (2017) found that the use
of short texts (one or two sentences) for
comprehension measures strongly favored
better decoders, especially among younger
readers. Since good readers are also typically
better decoders, the good readers in Joseph
and Nation’s sample may have found the
experimental sentences easier to comprehend
than their less-proficient peers, resulting in
their advantage in incidental word
acquisition. Joseph and Nation collected data
on decoding ability but did not use it in their
analysis of the vocabulary test results. If their
better readers were indeed also better
decoders, then this alone may explain their
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findings, even if the researchers had
controlled for relative text difficulty.

Conclusion

Joseph and Nation’s (2018) study provides
us with some interesting new data on
incidental word acquisition. It does not,
however, provide decisive evidence that poor
readers acquire words less efficiently than
good readers, since it fails to control for the
relative difficulty of the passage given to
good and poor readers, and the possible
confound of decoding ability.

Evidence for any “Matthew’s Effect” in
vocabulary growth should also avoid
conflating the results from two different kinds
of studies: inference experiments, in which
subjects are asked to “puzzle out” or infer
the meaning of the target words in a text; and
“read-and-test” studies, in which subjects
read a text for comprehension and are then
given a surprise vocabulary test on the target
words. Inference studies tap what Krashen
calls learning, which is conscious knowledge
of the language. Incidental read-and-test
studies tend to measure acquisition, which
is subconscious or unconscious knowledge
(Krashen, 1981). Good readers do appear to
be better at word inference than poor readers
(e.g., Cain, Oakhill & Elbro, 2003). But data
from inference studies cannot be used as
evidence for incidental acquisition.

Notes

1. Nagy, Herman, and Anderson (1985)
argued that Jenkins et al.’s use of
“familiarization training” prior to their main
experiment may have inadvertently
encouraged their subjects to deliberately infer

word meanings. Jenkins et al.’s tasks may not
have measured incidental word acquisition
at all.
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Social Crisis and Lexical Innovation: The Context of the
Covid-19 Crisis

Arun Behera

ABSTRACT

Language is dynamic and fluid – not rigid and constant. It keeps evolving and changing
with time. And extraordinary times result in extraordinary innovations and inventions. In
the context of the current COVID-19 spread, its users also invent and reinvent ways to
use the language effectively to suit the needs of the hour. Throughout history, difficult
times or changing scenarios have made people find new ways of expressing themselves.
It is also true that such linguistic creativity manifests itself in times of serious social
crises such as this. It would be an understatement if it is said that lexical innovation in
relation to corona virus is unprecedented. An attempt has been made in this paper to
examine how language changes or behaves during social crises like the covid19 pandemic.

Keywords: Social crises and language development; Covid pandemic; lexical innovation,
linguistic creativity.

Introduction

Language evolves with the dynamics of the
society and how the society is impacted by
the events and the changes that happen at a
point in time. These changes may occur due
to wars, or social or political unrest, or
epidemics or pandemics. History is replete
with innumerable examples when linguistic
creativity was at its best even in the worst of
times. People have shown great lexical
innovations even at the face of testing times.
The WWI and WWII, the breakdown of the
then USSR, England’s exit from the European
Union, and now the Covid-19, to name a few,
are some of the glaring examples of  how new
words and terms have made their way into
dictionaries. The impact this pandemic has
on the entire humanity is unprecedented and
has changed the global discourse but with
some light at the end of the tunnel in the form

of neologisms.

Historical Perspective

Over the centuries, man has felt the need for
words to express himself, which is why the
English dictionary, for example, has been
growing fatter by the day. The events that
happen around us necessitate new
expressions or neologisms. The word
‘frustrate’, for example, was first used by
George Eliot (1871), because she was
frustrated by rigid gender biases and lifestyle.
Similarly, the WWII gave us new words like
‘radar’ [ra(dio) d(etection) a(nd) r(anging)].
From Vietnam we got ‘fragging’ (the
deliberate killing of an unpopular member
of one’s own fighting unit). And in the late
20th century, words such as ‘glasnost’ (the
practice of open consultative government and
wider dissemination of information in the
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former USSR) and ‘perestroika’ (the practice
of restructuring the economic and political
system in the then USSR) came to be used to
denote reforms during Gorbachev’s term
(1980s).

Recently, words such as ‘bregret’ (regret
following the vote for leaving the EU),
‘bremain’ (the campaign for the UK to stay
in the EU), ‘Brexit’ (UK’s departure from the
EU), ‘brexiteer’(a person who is in favour
of the UK withdrawing from the EU),
‘regrexit’ (a feeling of regret about Brexit
taking place), and ‘remoaners’(those who
reject the outcome of the 2016 referendum
on the UK’s membership of the EU) became
a part of the common parlance.

With regard to health epidemics or
pandemics, words such as ‘HIV’ (Human
Immunodeficiency Virus 1983) ‘SARS’
(Severe Acute Respiratory Syndrome 2002-
03), ‘Spanish Flu’ (caused by H1N1 virus
1918), and ‘Swine Flu’(influenza caused by
pigs 2009) made their way into the English
dictionary, but the influx of new words and
revived words into the English lexicon has
been one of the largest during the pandemic
that has gripped the world for quite some time
now.

Covid19-Inspired Terms

The birth of new words or phrases is a natural
phenomenon; they are born and inducted into
the lexicon but few of them enter the wider
public consciousness in the manner and the
rate at which those related to the corona virus
do, leaving the lexicographers excited and
surprised at the same time. The exponential
growth in the formation of words related to
Covid-19, e.g. ‘super spreader’, ‘virtual

happy hour’, ‘the new normal’, ‘covideo
party’, ‘covidivorce’, and ‘WFH’ in such a
short span of time has made linguists work
overtime. The words which have come to be
used so overwhelmingly to dominate the
global discourse even to the exclusion of
most other contemporary and equally
significant topics has baffled those interested
in language studies.

Covid-19 and its Manifestations

‘Covid-19’, which is a shortening
of ‘co(rona) vi(rus) d(isease) 2019’ has led
to various manifestations. Each of these
words is being used so overwhelmingly that
it has got in to the psyche of even the layman.
People may not know how to spell or
pronounce a particular word or its meaning
but have been using it in their daily life. Here
are some of the most common words with
their meanings:

• ‘comorbidity’ (the presence of diseases
with a condition at the same time)

• ‘corona/frontline warriors’ (healthcare and
other professionals)

• ‘quarantine and chill’ (to make oneself
relaxed at home observing isolation
norms)

• ‘screening’ (the investigation of
something as part of a methodical survey)

• ‘shelter-in-place’ (typically, issued by
local government, residents remain at
home)

• ‘social/physical distancing’ (the act of
staying away from one another in an effort
to stop transmission)
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• ‘super spreader’ (a highly contagious
individual who can spread the disease to
many)

• ‘the new normal’ (the current or
prevailing situation, expected to remain
the norm post-covid)

• ‘virtual happy hour’ (the time spent at
home or on the internet)

Similarly, there is another set of words doing
the rounds. These words, most of which are
related to medicine, already existed even
before the Covid-19 but then they are being
reused, redefined and repurposed more than
ever before in the present context. In other
words, they have come to be used on a large
scale, thereby popularizing the words. Let
us examine these words and understand how
linguistic innovation shapes our
consciousness:

• ‘asymptomatic’ (showing no symptoms of
a disease)

• ‘case fatality rate’ (the ratio of deaths to
the total number of individuals diagnosed
positive)

• ‘clinical trial’ (experiments on humans to
see the efficacy of a vaccine)

• ‘community spread’ (the spread of a
contagious disease in an area)

• ‘contact tracing’ (identifying people,
perhaps in contact with an infectious
person)

• ‘containment area’ (an area with limited
access in an effort to contain an outbreak)

• ‘epidemic’ (a widespread occurrence of an

infectious disease in a community)

• ‘flattening the curve’ (an attempt to create
a more gradual uptick of cases)

• ‘incubation period’ (time  between
exposure to infection and the first
symptoms)

• ‘index case/patient/patient zero’ (the first
documented patient within a population)

• ‘intensivist’ (a board-certified physician
who provides special care for the critically
ill)

• ‘lockdown’ (an emergency measure
restricting people to control transmission)

• ‘mortality rate’ (the number of deaths
proportionate to the size of that
population)

• ‘pandemic’ (a worldwide spread of an
infectious disease)

• ‘quarantine’ (restriction on the movement
of people exposed to a contagious disease)

• ‘symptomatic’ (showing symptoms of
covid-19, such as fever, dry cough, and
breathlessness)

• ‘vaccine’ (a biological preparation that
provides immunity to a particular
disease)

• ‘ventilator’ (a machine designed to help a
patient breathe well)

There are also words which are either
shortened forms or abbreviations of words
or phrases. Some of these words are given
below as examples:
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• ‘Covid-19’ (a respiratory illness caused by
coronavirus, 2019)

• ‘nCoV’ (novel corona virus)

• ‘PPE’ (Personal Protective
Equipment used by healthcare personnel)

• ‘PUI’ (person under investigation)

• ‘quaz’ (short form of quarantine)

• ‘sanny’ (short form of sanitizer)

• ‘TMC’ (Temporary Medical Centre)

• ‘WFH’ (work from home)

Besides the Covid-inspired medical terms
and abbreviations, we also see another class
of words or phrases that have come into
existence during the pandemic. They are
formed by ‘blending’ or combining words
or parts thereof. Here is a list of some of
such terms that have enriched our
vocabulary:

• ‘Blursday’ (the day you are presently
living but don’t know what day it actually
is)

• ‘coronababies’ (babies conceived during
the covid pandemic)

• ‘coronacation’ (coronavirus-compelled
vacation)

• ‘coronials’ (hypothetical new generation
of children conceived during covid-19)

• ‘covexit’ (a gradual disengagement from
the effects of the covid-19 pandemic)

• ‘covideo party’ (online/virtual party via an
online platform)

• ‘covidient’ (a person who follows all the
directives regarding public safety)

• ‘covidiot’/’moronavirus’ (a slang
expression to refer to one who ignores
safety guidelines for coronavirus)

• ‘covidivorce’ (divorces filed as a result of
a couple’s experience during the covid-
19 pandemic)

• ‘infodemic’ (a wide and rapid spread
of misinformation)

• ‘photobombing’ (action of spoiling a
photo by unexpectedly appearing on
camera)

• ‘quaranteams’ (the people you choose to
live with during a coronavirus quarantine)

• ‘quaranteens’ (when the coronababies get
older to become teens)

• ‘zoombombing’ (when uninvited guests
enter a Zoom meeting and disrupt it with
images)

As the large scale spread of the covid virus
has affected the lives of billions of people
across the globe, it has also brought about a
whole range of new words covering super
specialist terms from the branch of medicine
(e.g., ‘intensivist’), new abbreviations or
acronyms (‘sanny’, ‘WFH’), portmanteau
words or blends (e.g., ‘covidient’,
‘infodemic’) and many other words to
express the social needs of self-isolation and
social distancing (e.g., ‘home quarantine’,
‘TMC’, ‘social distancing’). There is no
denying the fact that grave social or
behavioural changes make a humongous
impact on language, e.g. the flooding of a
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language with a large number of words in a
short span of time. Of course, one of the
reasons for the unprecedented pace of the
linguistic change is the lightning speed at
which the virus is spreading, the other reason
being the spotlight the pandemic has got in
the digital space.

It is important to note what Carter (2020) says
about language as a unifying tool, “verbal
play is often undertaken for humorous
purposes, serving in part to bring people
closer together as well as challenging the
‘normal’ view of things.” He also feels that
inventive language is not just ornamental, but
practical. It means that there is a wealth of
linguistic creativity. Similarly, what Lawson
(2020) says is also equally relevant, “These
innovative usages allow us to name whatever
it is that’s going on in the world. And once
you can name the practices, the events, the
social conditions around a particular event,
it just gives people a shared vocabulary that
they can all use as a bit of a short hand. I
think ultimately if you can name it, you can
talk about it; and if you can talk about it, then
it can help people cope and get a handle on
really difficult situations.” 

In a span of five to six months (since late
December), the corona virus has drastically
changed our way of life and living. It has
closed businesses, be it hospitality, tourism,
or services, shut shops of all denominations,
brought transportation of all forms to a
grinding halt, closed educational institutions
from the kindergarten to universities, shut
down offices, both government and private,
and transformed our working patterns and
style.  It has forced people to look at life from
a different perspective and adapt to a new

life style: stay at home, virtual work,
contactless payments, online classes,
restricted or limited movements, adherence
to govt-announced curfews or self-imposed
curfews, eat out or go to the cinema or public
places, hit the gym and the swimming pools,
and so many other activities.

It is sad that the pandemic has affected over
8 million people with almost half a million
casualties in over 213 nations across the
globe and has brought the whole humanity
to its knees. However, it has also resulted in
some good phenomena: boundaries between
and among nations are fading; peoples of
countries are coming closer to one another
to support, show solidarity and help as never
before; scientists and researchers the world
over are working overtime hand in hand to
devise a vaccine against it; leaders of all
political hues are burying their differences
to face the challenges collectively. The
unprecedented catastrophe of this magnitude
has also resulted in linguistic creativity and
lexical innovations, leading to the arrival of
a range of new words: metaphors,
neologisms, abbreviations, portmanteau
words, revived words, and so on, reshaping
our ways of engaging with the world by
articulating our worries about the biggest
health crisis we have seen in generations. It
has, in reality, bound peoples around the
globe (physically away) and made them stay
connected as if with a kind of lexical ‘social
glue’, thanks to the social media.

In contrast, instant access to the media via
several devices, primarily smart phones, has
become an indispensable part of our lives.
So we share information, content, and
messages with friends, family, and peers
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through a host of social media outlets such
as WhatsApp, Face Book, Twitter,
Instagram, and Pintrest. The scale of our
online connections shows that there is more
penetration and visibility in the digital
space. It provides far more opportunities for
individuals to coin or discover new terms
and expressions, and share them with others
beyond their immediate local communities.

Conclusion

In times of disruption in all spheres of life at
this scale, linguistic creativity not only
reflects the predominant preoccupations of
the time, but also shows how people in their
respective circles and communities come
together to discuss the new challenges and
contexts using the newly coined words. Some
of these terms will continue to be used post-
covid; they are those that describe lasting
behavioural changes (e.g., ‘zoombombing’,
‘photobombing’). The unprecedented
pandemic will certainly rob us of so many of
our fellow human beings from around the
globe but will leave some remnants or trails
behind in the shape of neologisms which will
remain a part of the discourse long after the

covid-19 pandemic is gone.

References

Behera, Arun. 2012. World of portmanteau
words. Chennai: Vijay Nicole Imprints Pvt.
Ltd.

Carter, Ronald. 1999. “Common language:
corpus, creativity and cognition.”
International Journal of Stylistics. 8 (3).
pp.195-216.

https://www.dictionary.com/e/s/new-words-
we-created-because-of-coronavirus/#1

https://www.kff.org/glossary/covid-19-
outbreak-glossary/

https://theconversation.com/coronavirus-
has-led-to-an-explosion-of-new-words-and-
phrases-and-that-helps-us-cope-136909

Lawson, Robert. 2020. “Coronavirus has led
to an explosion of new words and phrases –
and that helps us cope.” The Conversation.

Dr Arun Behera, Associate Professor of
English, Sri Sathya Sai Institute of Higher
Learning, Whitefield Campus, Bangaluru-
560 067. Email: drbehera65@gmail.com

Members may access the current as well as some of the past issues of the journal
on the Web by clicking on the relevant link given on the Home page of ELTAI’s
website: www.eltai.in.

They may also get to know their membership details by clicking on ‘Member log
in’ on the Home page of ELTAI’s website and entering their Membership ID. If
required, they may send an email to: eltai_india@yahoo.co.in for relevant
information.



20 Journal of English Language Teaching, Vol. 62, No. 3, May-June 2020

The Impact of Personal Identities of Teachers on their Teaching
Practice: An Exploratory Study

P Ravi Kumar

ABSTRACT

This research paper explores the impact of personal identities of teachers on their teaching
practice. The construct of personal identity plays a significant role in the professional
life of a teacher. Research in teacher identity becomes more relevant as teachers encounter
multicultural and multilingual students in diverse classrooms. Research has placed a
special focus on the personal, social, economic, cultural, educational, and institutional
factors, which shape teachers’ personal identity. Personal identities of teachers are
constructed by gender, sexuality, region, religion, nationality, ethnicity, and culture in a
society. Teachers’ current teaching is greatly affected by the background and the personal
identities that the teachers carry with them to the classroom.  Hence, the study also explores
whether the teachers are aware of the impact of teacher personal identities on teaching
practice. The participants were from government schools. The data were collected through
questionnaire and classroom observation. The study hypothesized that language teachers
possess multiple personal (gender, religion, region, class, etc.) identities and these affect
teaching practice. The findings of the study reveal that teachers are aware of the personal
identities that they possess. The study suggests that awareness of the formation of teacher’s
personal identity helps teachers understand who they are as individuals, teachers, and
members of the teaching fraternity.

Keywords: Teacher identity; personal identities; teaching practice.

Introduction

Language teacher identity is an emerging area
of interest in research in language teacher
education and teacher development. There
has been a significant contribution by applied
linguistic research to this area (e.g., Duff &
Uchida, 1997; Johnson, 1999, 2003; Morgan,
2004; Pavlenko, 2003; Varghese, 2000).
Teachers play a role in classroom practices;
hence, the teacher becomes the focus of
research. Language teachers’ identity is seen
as a crucial component in determining how

language teaching is played out. There are
many aspects of identity like gender, class,
and caste. The teacher is not a neutral player
in the classroom. A teacher’s position in
relation to his/her students and the context
in which they are situated is vital. Current
research on teacher personal identity
highlights the fact that language teaching in
classrooms cannot be separated from the
teachers’ background. Teacher personal
identity includes teachers’ personal lives,
beliefs and values, teachers’ networks,
teachers’ interactions, teachers being
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teachers, and so on. Teachers are individuals
with a multiplicity of selves inside a socio-
cultural and institutional context. They
interact with students and staff who come
from multilingual and multicultural
backgrounds. Therefore, teachers’ own
identity plays a vital role in the classroom.
Teachers reflect on their own multiplicity of
identity as they grow professionally.

Background to the study

As teachers possess multiple identities and
play different roles and as students also come
from multilingual and multicultural
backgrounds, there is always the problem of
bridging these identities and roles. There is a
constant interaction between teachers (with
multiple identities) and students (with
multiple socio-cultural backgrounds) in the
multidimensional setting of the classroom.
These interactions form teachers’ identities.
Teachers are not always consciously aware
of the existence of multiple identities. These
identities can affect the teaching-learning
process consciously or unconsciously. For
example, a teacher might carry over a
disturbed moment from home to the
classroom, which will negatively affect his/
her classroom on a given day. A teacher’s
personal life becomes part of his/her personal
identity. Thus, there is greater need for
teachers to be conscious of such subtle
influences in their professional life. Teachers
as individuals and as social beings play their
roles in institutional settings (the students,
the curriculum, the textbooks, colleagues,
management, parents, etc.). In the process,
their identity as teachers gets shaped and
reshaped. As the roles and responsibilities of
teachers increase, their identities also become

multiple. These multiple identities affect
classroom practices. The present research
attempts to explore this issue.

Review of literature

A number of researchers have examined how
a teacher’s experiences of identity – gender,
race, class, culture, or sexual orientation, for
example – both shape and are shaped by the
process of instruction and interaction that
evolves within specific sites of bilingual and
second/foreign language education.

Norton (1997) illustrates the significant
relationship among identity, language
learning, and classroom teaching. Norton
uses the term ‘identity’ to refer to how people
understand their relationship to the world,
how that relationship is constructed across
time and space, and how people understand
the possibilities for the future. Norton
presents the story of Mai, a young woman
from Vietnam, taking ESL courses at night
in order to improve her spoken and written
English. The study has found that the
relationship between language and identity
is not only abstract and theoretical but also
has important consequences for positive and
productive language learning and teaching.
In the study of Norton, Mai’s teacher
attempted to incorporate the lived histories
of the students into the classroom by inviting
them to share their heritage with the rest of
the class, but this approach did not have the
desired pedagogical effect, at least on Mai.

Duff and Uchida (1997) report a six-month
ethnographic study of four teachers of a class
in an adult EFL program at the Kansai Cross-
Cultural Institute (KCCI, a pseudonym), in a
large Japanese coastal city. The lives of four
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EFL teachers and their students were
examined. The study was conducted in a
large, well-established, private educational
institution in a medium-sized Japanese
coastal city. The four subjects studied were a
male American teacher, a female American
teacher, and two Japanese female teachers,
all of them in their late 30s, with roughly 1.5
years of teaching experience at KCCI. The
study showed that the teachers’ perceptions
of their socio-cultural identities were found
to be deeply rooted in their personal histories,
based on past educational, professional, and
cultural experiences. They were also subject
to constant negotiation due to changing
contextual elements, such as the classroom/
institutional culture, instructional materials,
and reactions from students and colleagues.
The biographical and professional basis of
identity construction and negotiation relevant
in this study included past learning
experiences, past teaching experiences, and
cross-cultural experiences.

The study also argued that, in addition to
teachers’ biographical and professional
identities, the contextual basis of teaching
includes the local classroom culture, the
institutional culture, and the textbook, or the
curriculum. Class observations of the four
teachers revealed their particular seating
arrangements, use of audio-visual equipment
and materials, organization of lessons and
activities, break-time behaviours, viewpoints
on issues, and conflicts were impacted by the
culture the teachers came from. All of the four
teachers had been forced by their classes to
create an entertaining, mind-broadening,
nurturing, exciting classroom environment.
The results indicated that in each teacher’s
class, contradictions sometimes arose

between what the teachers believed or
proclaimed about their cultural practices and
identities, on the one hand, and what actually
transpired in class, on the other.

The four teachers in the study pursued various
connections:

a) between their lives and those of their
students;

b) between the classroom and the English
speaking world beyond;

c) between the textbook and the local culture;
d) between institutional goals and their

personal pedagogical aspirations;
e) between their pedagogical beliefs and their

actual teaching;
f) between past-present and present-future;

and
g) between their role as national (i.e., local)

versus expatriate teachers, and their
membership in the wider Japanese
community.

Thus, the study suggests that, in teacher
education programmes, student teachers and
practising teachers should reflect on their
teaching foundations and experiences,
cultural biases and understandings, and
knowledge of what constitutes cultural
knowledge.

Current research on teacher identity
highlights the fact that teacher identity cannot
be separated from classroom practice. Gee
(1996) points out that in any teacher’s
communication to their students, the what,
the who, the to whom, and the why all come
into play. Moreover, “it’s not just what you
say or even how you say it; it’s who you are
and what you are doing while you say it.” In
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other words, the construct of teacher identity
shapes and determines classroom learning.

Rationale for the Study

A number of researchers have examined how
a teacher’s experience of identity – gender,
race, class, culture, or sexual orientation –
both shapes and is shaped by the process of
instruction and interaction that evolves within
specific sites of bilingual and second/foreign
language education. However, research on
teacher identity in the Indian context remains
relatively undocumented and therefore
deserves attention. A lot of research has
already gone into teacher cognition as a part
of teachers’ professional development, but
the personal identity of teachers in the Indian
context remains unexplored.

India is a multicultural and multilingual
country. The education system in India has
to address the complexities of pluralism.
Teacher education addresses the kind of
problems that teachers face. As teachers come
from different social, economic, cultural, and
academic backgrounds, the way they teach
affects the way the students learn. Teachers
have both personal and professional
identities. What teachers know and do is part
of their identity, which is continuously
performed and transformed through
interaction in classrooms. Hence there is a
need for the present study into the area of
teacher personal identity in the Indian
context.

Aim of the Study

The study reported here aimed to explore the
impact of teacher personal identity (e.g.,
class, caste, region, gender, and religion) on
teaching practice (e. g., decision making,

classroom interaction, and classroom
management).

Hypothesis

The study hypothesized that teachers possess
multiple personal identities, such as caste,
gender, religion, region, and class, which
affect their teaching practice.

Research questions

The study attempted to answer these research
questions:

i) Are teachers aware of their personal
identities?

ii) How do the personal identities of teachers
affect their teaching practices?

Research methodology

The present study was an exploratory study.
A questionnaire and classroom observation
were the tools used to collect data.

The subjects for the study consisted of six
teachers from different schools – five female
teachers and one male teacher. They were
intentionally chosen from different cultural,
social, economic and linguistic backgrounds.

The research was carried out in six different
schools, located in and around the twin cities
of Hyderabad and Secunderabad. These
schools differ socially, economically,
culturally, religiously, and linguistically. The
multidimensionality of the schools helped the
researcher understand the impact of these on
the formation of teacher identity. Teachers
working in these institutions had developed
a particular identity depending on the
institution they were working in. Thus, the
setting contributed to knowing and
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understanding the teachers’ identities better.

Data Analysis and Interpretation

The data collected for this study were
responses to the questionnaire and classroom
observations designed to explore personal
identity factors which affect teaching
practice.

Responses to the Questionnaire and the
Analysis

The participants had responded to questions
in the teacher identity questionnaire.

Question:

Are you aware (possess) of your gender, social,
religious, family and professional identities?
• Give one instance of your identity as male/

female teacher that made you
comfortable/ uncomfortable in the class.

• Give one instance of how your identity
(e.g., as someone belonging to a
particular community/caste) has affected
your interaction with particular students.

• Give one instance of the religious identity
that made you comfortable/uncomfortable
in dealing with any text in the classroom.

From the responses (Table 1), it can be stated
that teachers possess and are aware of personal
identities – gender, social, religious, family –
and professional identities. It was also
observed that a teacher is a female, a Hindu, a

mother, a wife, a friend, and a colleague before
entering the language classroom. A teacher is
an educator, facilitator, tutor, discipline keeper,
and culture educator after entering the
language classroom. Thus, it can be claimed

Table 1 - Awareness of Formation of Teacher Identity

Teacher A Aware As a female teacher I am comfortable in the class. I can
understand the girl student problems. Once one boy in the class
X was not listening. By observing his face, I asked him what
was the problem. He said that he was hungry and did not eat
anything, so I let him go and have lunch.

Teacher B Aware As a female teacher the shades of a motherly concern and
affection can be shown to the students.

Teacher C Aware I teach in a girl’s school so I never felt uncomfortable handling
them.

Teacher D Aware Teaching in co-ed institution girls feel more comfortable with a
lady teacher; boys take some time to adjust.

Teacher E Aware When some of the X standard boys behaved in a arrogant manner,
when I shouted at them and was about to slap them.

Teacher F Aware In spite of being a class-teacher, I could not have one-to-one
response from the girl child for their uninformed absence.

Teacher Awareness
of identity                    Instances of gender identity impact
formation



Journal of English Language Teaching, Vol. 62, No. 3, May-June 2020 25

that teachers possess different personal and
professional identities. In responding to the
question of gender identity, what Teacher A
said clearly showed that the teacher was indeed
aware of her identity and exploited an aspect
of her identity (gender identity) with empathy
to build an environment of care and trust,
which is supportive of leaning.  Teacher B
echoed Teacher A’s views. From the responses,
it can be noted that female teachers play the
role of a mother in the classroom. The teacher
as a mother loves her students, understands
their learning problems, and cares for them.

This makes learning easier and stress-free for
the learners. Being a female teacher, Teacher
A feels comfortable with girl students in class
and claims that she can probably understand
them better.  Empathy and the ability to
understand the students are thus the strengths
of Teacher A. In her view, some girl students
feel more comfortable with female teachers
than male teachers. Though this was the
opinion or perception of this particular teacher,
it may be concluded that a teacher’s gender
plays an influential role in the language
classroom.

Table 2 – Instances of Effects of Community/Caste and Religious Identity

Teacher Instances of social
identity impact

Teacher A When I was teaching
English for Urdu
medium class made me
uncomfortable because it
was difficult for me to
make the students
understand the meaning
of certain words in Urdu.

Teacher B —-

Teacher C It does not affect us. We
treat all the students
equally.

Teacher D Did not affect in any way

Teacher E —-

Teacher F Never experienced

Instances of religious
identity impact

There was no instance of the religious identity that
made me comfortable or uncomfortable in dealing
with any text in the classroom.

—-

—-

Did not come across such situation.

When the children are asked to pray at the end of
the day some children don’t show any respect for
the prayer and there I may lose my head.

Yes, since the students from religious minority groups
are less in number in the class at certain situation
though they are familiar with the contextual
knowledge they do not volunteer to respond.
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From the responses to the questions of social
identity (i.e., as someone belonging to a
particular community/caste) and religious
identity, it was observed that their socio-
religious background did not affect their
teaching. Though the teachers were from
various socio-religious backgrounds, they
interacted with students who were also
multicultural and multilingual. It can be noted
that these multiplicities and complexities of
selves and classrooms did not affect their
teaching and that they were comfortable in
their teaching and interactions with their
students. Teacher A shared her experience of
teaching English to Urdu medium students.
As she did not know Urdu, she could not
translate difficult words from English to

Urdu.  It is at times difficult for teachers to
teach a text which is out of their culture and
language. However, this is not to be
considered a debilitating factor since most
teachers do put in the extra effort to make
even unfamiliar texts accessible to both
themselves and their students.

The participants also responded to these
questions:

• Is identity a key influencing factor on
teachers’ sense of purpose, motivation,
commitment, job satisfaction, and
effectiveness?

• Do multiple identities influence teaching
positively or negatively, and how?

Table 3 – Impact of Personal Identity on Teaching Practice

From the responses of the teachers (Table
3), it is evident that identity is a key
influencing factor on teachers’ sense of
purpose, motivation, commitment, job
satisfaction, and effectiveness. Personal

factors such as personal experience, attitude,
knowledge, expectations, and values become
part of beliefs and these beliefs in turn
become part of identity. These personal
factors give a sense of why they want to

Teacher A Yes Multiple identities influence teaching positively.
Collaboration between teachers with varying
expertise might be successful.

Teacher B Definitely —-

Teacher C Yes —-

Teacher D No Teachers’ identity influences teaching positively
depending on various classroom situations.

Teacher E To some extent Both

Teacher F Yes Yes, impact of instruction works positively in
some cases.

Teacher Is personal identity
an influencing factor Positive or negative impact of multiple identities
on teaching practice?
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become language teachers and motivate them
to be committed to their profession, which
gives them job satisfaction. Teachers believe
that personal factors affect the way a teacher
monitors classroom events, the degree of
conscious effort involved in classroom
performance, the degree to which
performance is guided by personal
experience, the degree to which the teacher
can predict events accurately, and the
decision about how to express oneself in the
classroom activity etc.

From this study, it can be assumed that
teachers’ teaching context, experience, and
biography are factors that might influence
their perceptions of their professional
identity. With reference to the question of
whether multiple identities influence
teaching positively or negatively, it can be
noted from the responses of Teacher A and
Teacher D that they do believe that their
identity does affect their teaching practice.
Indeed, their experiences of identity – gender,
region, religion class, culture, as examples –
both shape and are shaped by the process of
instruction and interaction that evolve within
specific multicultural and multilingual
language classrooms.

Classroom observations

The classes of the six teachers were observed.
Teachers were quite comfortable in the class
though the researcher was observing the class
sitting at the back of the class and making
note of what was happening in the classroom.
It was observed that all the classrooms looked
traditional in terms of seating arrangement,
the place of the teacher, the use of black
board, the absence of modern technologies,
and so on. It was observed that the teachers

performed multiple roles and responsibilities
in the classroom. The observations revealed
that all the teachers have three different roles
as part of their identity – educator, language
teacher, and culture teacher. The various roles
that teachers played during the classroom
observations included: discipline keeper,
supervisor of the pupils, motivator, role
model, subject informant, leader of learning,
culture educator, moral teacher, facilitator,
advisor, counsellor, etc. From the different
roles that the teachers play in the class, it can
be claimed that all of these roles form
teachers’ personal and professional identities.
It was also observed that teachers were
flexible in the classroom and they were aware
of the complex needs of the different learners.
It was clear from the classroom observations
that the teachers were conscious of
multilingualism and multiculturalism of the
students and the classrooms. The way the
teachers presented their personality (attitude,
behaviour, motive, etc.) gave the researcher
the impression that they loved their teaching,
had a lot of respect for their profession, and
they were striving to be good role models to
their students.

Discussion of Results

An analysis of the data obtained shows that
language teachers’ personal identities are
orchestrated as well as operationalised
through the roles and responsibilities that are
designated for them in any given socio-
cultural and institutional context. The
hypothesis of the present study that language
teachers possess multiple personal (gender,
religion, region, class, etc.) identities and that
these identities affect teaching practice has
been proved. For example, the roles they play
– the transmission of knowledge, the



28 Journal of English Language Teaching, Vol. 62, No. 3, May-June 2020

transaction of culture, and the instructional
strategies and activities planned in class – all
have personal, social, cultural and
institutional significance. The results of the
study show that a teacher is a subject expert
(who imparts knowledge and guides
students) and a pedagogic expert (a leader of
learners, friend, motivator and role model,
facilitator). Teachers even play the role of a
loving parent. The results also indicate that
personal factors such as personal experience,
attitude, knowledge, expectations, and values
become part of their beliefs and these beliefs
in turn become part of their identity. These
beliefs give teachers an insight into why they
want to become language teachers. The study
indicates that teachers’ personal images affect
the way they take decisions in the classroom
and the way they organize student learning.
The study also reveals that their prior
experiences, such as education (e.g., seeing
another teacher as a relevant model – the
image of oneself as learner), or family life
(e.g., being tolerant towards students – acting
like a mother) influence/shape teachers’
interaction with the students.

The results also reveal that teachers try to gear
their personal and professional selves to suit
the challenges inherent in multilingual and
multicultural classrooms peopled by students
of mixed abilities and needs. Thus, the
classroom becomes a microcosm of a world
where teachers’ personal and professional
identities are continuously constructed, co-
constructed, and adjusted. The results of the
study indicate that a teacher’s experiences of
personal identity (gender, region, class,
culture, and educational background) and
professional identity (teacher education
programmes, apprentice of observation,

prior-experiences, as examples) both shape
and are shaped by the process of instruction
and interaction that evolve within specific
sites of multilingual and multicultural
language education in the Indian context.

Conclusion

It is evident from the findings that the
teachers are aware of the multiple identities
they possess. Personal and professional
factors become part of the teachers’
personality and they in turn become part of
the multiple identities of the teachers. The
study proves that teachers play various roles
such as educator, facilitator, prompter,
participant, resource, tutor, language teacher,
culture teacher, discipline keeper, supervisor
of all the pupils, motivator, and leader of
learning, etc. and responsibilities such as
class teacher and staff co-ordinator. These
personal factors and professional lives shape,
reshape, negotiate, and transform teachers’
personal and professional identities. Five out
of six teachers, who were female, felt that
they, apart from being language instructors,
also acted as surrogate mothers at times. It
can be concluded from their responses that
teachers play the role of educator, language
teacher, and culture teacher. The teachers’
experiences show that their identities seem
to be constantly and continuously constructed
and reconstructed throughout their lives. All
the teachers believe that personality factors
such as attitude, motivation, and behaviour
become part of their personal identity. They
observed that awareness of the formation of
teacher identity helped them to know where
they were and how they related to the students
and interacted with them. This awareness of
personal and professional lives is a step
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towards keeping themselves up-to-date and
abreast with educational changes and
advances.
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A patient rushed into his doctor’s clinic and said,
“Doctor, I can’t sleep at night. What shall I do?”
The doctor advised him, “Lie on the edge of your
bed and you’ll soon drop off.” The patient was
horrified thinking that the doctor was teasing him
and suggesting that he fall off his bed. But what
the doctor meant in all sincerity was that he
would immediately go into deep sleep There is
communication breakdown for you and the
villain is known as Phrasal verb in grammatical
parlance.
What is a Phrasal verb? It is a fixed combination
of a verb and a particle. The particle could be a
preposition, or an adverb, or a combination of
both. How does it differ from an ordinary verb
followed by a preposition or adverb? The
following examples should help:
(a) Navin was looking at the shirt in the shop

window.
(b) Did you look up the meaning of the word in

the dictionary?
In (a), the meaning of look at is easily understood
as the combination of the meanings of look and
at. But in sentence (b), look up means consult or
refer to. It is a new meaning, which is not the
combination of the meaning of look and up. A
phrasal verb thus forms a single unit of meaning.
Often verbs plague us by their ambiguity. They
function as ordinary as well as phrasal verbs.
Here are some examples:
(a) Customer: Waiter, waiter, why has my food

got footprints on it?
Waiter: Well, sir, you said you were in a
hurry and so I told the chef to step on it.
(=speed it up)

(b) Student: What training do I need to become
a rubbish collector?
Teacher: None. You pick it up as you go
along. (= learn)

It is fascinating to find the same verb turning up
in new avatars in combination with different
particles. Consider, for instance, the verb take
in the company of his friends:
• You can’t take me in easily with your

stories.(= deceive)
• He has recently taken to going for long walks

in the evening. (= developed the habit of)
• Munir has just taken over the family business.

(= assumed responsibility for)
• They have taken on more work than they can

manage. (= accepted)
• Let us move the table as it takes up a lot of

space. (= occupies)
• Little Joe takes after  his dad in his

mannerisms. (= resembles)
So let us not be overconfident that we know the
meaning of the verb take.
Would you like to do a fill in the blank exercise
on phrasal verbs?
(1) Is it true that people who fly ________

people who don’t fly?
(2) I was offered a job as a babysitter but I

_______ it _______. Who wants to sit on
babies?

(3) He has read so much about the bad effects
of smoking that he has finally decided to
_____________ reading.

[Key:1. look down upon 2. turned . . . down 3.
give up]
Dr V. Saraswathi, (Formerly) Professor of
English (ELT), University of Madras.
[Editor’s Note: This is part of a series of articles
contributed by the author and published earlier
in The Times of India, Education Times from
May 2008 to May 2013. We are thankful to the
author to permit us to publish those articles in
our journal.]
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V Saraswathi
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Language Curricula: An Analysis of Content, Methods and
Assessment Procedures

K Sree Raghuram & G Suvarna Lakshmi

ABSTRACT

Every educational curriculum has certain pedagogic objectives which are realized through
the instructional praxis. ELT curriculum is no exception to this. It is also based on certain
ideologies to be realized through the objectives of the individual learning programmes.
Further, the objectives of the curriculum and the individual programmes are to be attained
within a stipulated time. This happens when the teachers come to grips with the objectives
of the curriculum stated with appropriate methodology. The curriculum, syllabus,
methodology, and time together should allow the teacher to assess the linear progression
of the learners during and at the end of the course. The rationale of this study is to
analyze the factors: curriculum, methodology, materials, and assessment, how they are
interconnected and interrelated to the programs/courses. The analyses are done based
on the theories proposed by Richards (2001) and Nunan (1988).  This study is focused on
the syllabi of two different professional institutions, the design and deployment of their
language curricula, in relation to the role of the teachers and tests. The analyses proved
that the lacunae in designing the syllabus and its execution along with unrelated testing
patterns fail the students in achieving their program objectives. The theoretical stance to
analyse the curricula and syllabi and the findings along with implications for syllabus
designers and teachers form the crux of this paper.

Keywords: Language curriculum; curriculum analysis; course content, methods, and
assessment.

Introduction
India has a lot of potential with its human
resources in this millennium as it is inclined
towards technology and technical education.
But many reports of different agencies say
that the ‘quality’ is not adequate to the
demands of the industry in this global
scenario of the engineering undergraduates.
The reports of these agencies further stress
on the communication skills and language
proficiency to be improved. These reports

make the English teachers rethink the conduct
of language classes through their courses in
the engineering classrooms. This situation
eventually leads many language teachers to
suspect the role of English language
curriculum in engineering education. This
provokes many language experts to analyse
the language curriculum. In this regard, if
curriculum-related problems are solved, then,
the coming generations of young graduates
will have the potential to fit into the industry.
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Hence, the researchers selected two
autonomous private engineering institutions
from Andhra Pradesh (AP) in order to analyse
the curriculum.

What is curriculum evaluation?

Any curriculum is developed with a lot of
care and attention as it is a document that
directs the teachers on what to teach and
guides the students on what to learn. There
are several practices across the world that are
implemented in planning the curriculum and
teaching the language course. This includes
the context of teaching and learning,
curriculum and syllabus models, purposes
and goals or the objectives, syllabus products
and experiential content, and assessment
rubrics. According to Richards (2001, p.286),
though the curriculum is in place, a number
of important questions still need to be
answered. These include:

o Is the curriculum achieving its goals?

o What is happening in the classroom and
the schools where it is being
implemented?

o Are those affected by the curriculum (e.g.,
teachers, administrators, students, parents,
employees) satisfied with the curriculum?

o Have those involved in developing and
teaching a language course done a
satisfactory job?

o Does the curriculum compare favourably
with others of its kind?

There is a need to focus on English language
curriculum evaluation as a whole. This means
that the curriculum factors (needs of the
learners, course objectives, methodology,
materials, and assessment) need to be
analysed to find the merits and demerits that
help to overcome the issues. This may lead
to best practices to develop the language
curriculum. In the literature survey, very little
and rare research happened in this area and
abundant literature is available individually
on either methodology or on materials or
textbooks or on language assessment.
Consequently, the researchers decided to
analyse the syllabi based on different theories.

Methodology of study

The researchers followed a quantitative
approach for this analysis because in this
approach the researchers can denote the set
of underpinning assumptions that can be
applied to the ‘natural science model’ of
research. This approach helps to analyse and
evaluate various variables while
implementing the curriculum. And this
approach is very close to the positivist
approach. The researchers prepared a
checklist based on various theories on
curriculum evaluation.

Syllabi description

Syllabus-A

In this syllabus document, the course title
is ‘English for Communication’ with three
credits and a number (114) is indicated,
which is the course code. In addition, the
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lecture hours (3) and a tutorial period per
week are indicated. It is observed that the
duration of the course and the duration of
the period is not mentioned. The division
of marks is also indicated: ‘Internal
Marks’ (40) and ‘Semester-End Exam
Marks’ (60). The ‘Semester-End Exam
Duration’ (3 hours) is also stated. This is
followed by course objectives and course
outcomes.

Syllabus-B

The course is given the title ‘Functional
English’, the number of lectures is 4, and the
internal and external marks are 40 and 60
respectively; there is no course code. The
duration of the lecture hour is not specified
but the number of hours of instruction per
unit (8) is given. The ‘Syllabus
Designers’(SDs) have provided the
information in a small table which can be
grasped with a glance. This is followed by
five course objectives and four course
outcomes.

Syllabus-A is provided in Appendix-A and
Syllabus-B is provided in Appendix-B.

Analysis of language curriculum

Needs analysis

When a language syllabus or curriculum is
planned to be developed, the first and

foremost step to follow is to find the needs
of the learners and analyse them
systematically. This process helps us to
understand the needs, gaps, and problems of
the learners. The purpose of needs analysis
in curriculum/syllabus design is clearly stated
by Richards (2001, p. 52):

Needs analysis in language teaching may be
used for a number of different purposes, for
example:

o To find out what language skills a learner
needs in order to perform a particular role,
such as sales manager, tour guide, or
university student;

o To help determine if an existing course
adequately addresses the needs of
potential students;

o To determine which students in a group
are most in need of training in particular
language skills;

o To identify a change of direction that
people in a reference group feel is
important;

o To identify a gap between what students
are able to do and what they need to be
able to do; and

o To collect information about the particular
problems learners are experiencing.
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Table 1: Comparison of Syllabus-A and Syllabus-B in terms of Needs Analysis

1 Is there any evidence of the assumptions of the learners’
needs?

2 Are the problems of the learners taken into
consideration?

3 Is this an ideal curriculum at this level to the learners?

4 Are there any gaps to be filled in the present course
through a link from the previous course?

5 Does this course cater to the industry needs or help the
learners to get through the qualifying tests to pursue
their higher education?

Question#
Syllabus-A Syllabus-B

Yes YesNo No

Analysis

Syllabus-A

There is hardly any evidence of needs analysis
in the syllabus document. However, we could
see that the syllabus designers’ observations
of their previous learners and their own
knowledge of industry demands are taken into
the consideration. The learners’ assumptions
and their needs do not have any room in the
syllabus document and their problems are not
taken into consideration, as the learners’
factors are varied. Another cause may be the
large classroom situation. At this level, the
curriculum is ideal, when it is delivered
properly in the classroom. There is a great need
to link the present course level to the previous
course level, where the learners come from,
because the present course must help the
learners to improve their competencies to the
next level. If we assume the leaners’
competency level to be A2 on the CEFR scale

through their previous course, the present
course must help them reach B1 level of
proficiency on the same scale.

Syllabus-B

There is no evidence of needs analysis in this
syllabus document either. The assumptions
of the learners’ needs are predicted by the
syllabus designers and they are incorporated
in the syllabus. In general, the common needs
are predicted and incorporated by them. Thus,
they developed the syllabus without any
direct consideration or the involvement of the
learners. This is an ideal curriculum in one
way where the learners are convinced by the
teachers that the stated needs are the learners’
needs. There are many gaps to be filled in
the present course/ curriculum through a link
from the previous course. The course partially
caters to the industry needs or helps the
learners to get through the qualifying tests in
their future.
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Course objectives
Stating the objectives in curriculum
document is a difficult task for the syllabus
designers. There are different opinions on
specifying the objectives, the content, and the
activities. The two major opinions are:

Tyler (1949) suggested four ways of
stating objectives related to course
content, patterns of behaviour, exit behaviour
after instruction, and the role of the
teacher.

Table 2 helps us analyse both the syllabi in
relation to objectives.

i) Objectives content activities

ii) Activities content objectives

Analysis

Syllabus-A

In this syllabus, the syllabus designers
followed Tyler’s (1949) and Nunan’s (1988)
principles by stating the objectives first and
then the content and activities. Further, the
objectives do not specify the role of the
teacher(s) as well as the role of the learner(s)
in both syllabi, inside and outside the
classroom situation.

Another important aspect is the relation
between the objectives and the content.
These two are neither interconnected nor

interrelated in these two. For instance, “—
——— the correct usage and application of
grammar principles” is vague to the teachers
as well as the leaners. Which grammatical
item, in specific, will be used and where?  For
instance, the syllabus designers might link
how the past tense forms can be used in
writing narrative paragraphs along with
spatial and temporal prepositions with
appropriate adverbs. Another example is, ‘to
get acquainted with the features of successful
professional communication’ is related to
“Unit-IV Communication”. In this unit, the
content is entirely theoretical and there is no

Table 2: Comparison of Syllabus-A and Syllabus-B in terms of Course Objectives

1 Is the ‘objectives-content-activities’ formula followed?

2 Are the objectives achievable?

3 Do the objectives specify what the teacher and learners
do?

4 Do the objectives specify the course content?

5 Do the objectives specify the kind of behaviour which
learners will be able to exhibit after the course?

6 Are the activities stated in the syllabus document?

Question#
Syllabus-A Syllabus-B

Yes YesNo No
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mention of the methodology and activities
that are to be used in the classroom. This may
not help in achieving the outcome
“understand and overcome the barriers of
communication”, unless the learners have
experiential learning with appropriate aids
and constructive feedback from the teachers
and peers. This kind of ambiguity might
influence learners’ behaviour and their
motivation levels in the classroom.

Another deficiency in the syllabus document
is that the activities are not stated. It is the
responsibility of the syllabus designers to
incorporate certain activities and the teacher
can adopt or modify the activities according
to their classroom environment to attain the
intended outcomes.

Syllabus-B

In this syllabus, the syllabus designers
followed the method which was supported
by Tyler (1949) and Nunan (1988). There is
no scope, according to this document, to
achieve the course objectives. It is observed
that the course objectives are not mapped and
matched with the unit objectives. The course
objectives did not specify any course content.
One positive attribute of this course is one
of the objectives states the kind of behaviour
which learners will be able to exhibit after
the course. For example, “——— students
develop their basic communication skills in
English for academic and social purposes”.

The major problem with this syllabus is that
the skill set which is mentioned in the course
objectives is based on the language skills (e.g.
LSRW), cognitive skills (e.g. critical thinking)
and employability skills. In contrast, the
objectives under each unit deal with different
skills like ‘to criticize——‘, ‘——know the

value of ——’, ‘—— understand that——‘, ‘to
enlighten ——’ and so on. However, the
syllabus designers’ effort was successful in
stating the objectives under ‘Unit-VI’. This is
because the objectives deal with reading and
its sub-skills which can be mapped with
‘course objective 5’. This is the systematic way
to state the objectives under each unit, which
is matched with the course objectives.

Course content

Objectives are the set of goals to be achieved
by the teachers and learners. For this, the
teaching materials, in the form of content,
direct the teachers on what to teach and guide
the learners on what to learn. The content can
be further divided into teaching items with
specific objectives. These teaching items can
be arranged in different ways based on a
variety of theories. Tyler (1949) and Tuba
(1962) support linear progression; on the
other hand, Kumaravadivelu (2006) supports
simultaneous learning.

The teaching items may be generally related
to: language system (vocabulary, grammar,
spelling, punctuation, and pronunciation),
language skills (listening, speaking, reading,
writing, and/or their subskills),
communication skills (language functions),
study skills (reference skills), and literary
skills (appreciation of poetry, biography,
fiction, and short story). Based on these items,
the syllabus may be named where the major
focus is aimed. That is, there are different
syllabi termed grammar syllabus or structural
syllabus, functional syllabus, situational
syllabus, notional syllabus, skills syllabus,
and so on and one of these can be chosen.

Table 3 helps us to analyse both the syllabi
in relation to course content.
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Analysis

Syllabus-A and Syllabus-B

When the content of both the syllabi was
examined, there was no evidence of grading
and sequencing of the content. The reason is
that there is no integration among the
different units and each unit is independent
of the others. Further, the content is not
interrelated and the thematic link is missing.
This kind of content selection by the syllabus
designers demotivates the learners. This is a
great hindrance to the process of learners’
autonomy in second language learning in the
absence of the teacher outside the classroom.

Methodology: developing instructional
blocks and micro level objectives

The curriculum philosophy or ideology is
effectively carried into the classroom by

choosing appropriate methodology. The two
popular models are: the operative model and
problem-solving model. Both these have their
own advantages in different situations.  The
choice of methodology depends on the nature
of the language and the learning content. This
helps the teachers as well as the learners to
realize their roles and responsibilities. This
process eventually leads to effective and
appropriate gradation and use of instructional
materials. Thus, methodology incorporated
in the syllabus document helps the teachers
to prepare their lesson plan, the techniques
that are to be used while teaching, and the
activities/tasks to be designed for the class.
In this way, the methodology stated in the
syllabus document helps navigate the whole
teaching-learning process.

Table 4 helps us to analyse both the syllabi
in relation to methodology.

Table 3: Comparison of Syllabus-A and Syllabus-B in terms of Course Content

1 Is the content selection appropriate to the syllabus?

2 Is the content graded?

3 Is the content sequenced?

4 Is the content interrelated?

5 Is the content experiential?

6 Is there a thematic link between some of the items?

Question#
Syllabus-A Syllabus-B

Yes YesNo No
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Analysis

Syllabus-A

The methodology is not stated in the syllabus
document. This is one of the problems for
the teachers to implement the syllabus in the
classroom. Methodology directs the teachers
on how to engage and motivate the learners
in the teaching and learning environment.
Hence, the syllabus is not consistent with its
statements and outcomes. This leads different
teachers to adopt different methodologies.
This is another major issue where teachers
adopt different methods, tasks, and activities
for the same syllabus. In this process, some
of the methods may fail to implement the
syllabus in the right way. This may lead to
chaos in trying to achieve the desired
outcomes of the syllabus.

Syllabus-B

The major advantage with this syllabus
document is that the methodology is stated.
However, under the heading ‘Methodology’

it is stated: ‘The methodology of teaching will
be chalk and talk. PPT, audio-visual and
activity based.’  Another positive thing is that
the syllabus is amenable to be adapted by a
teacher with the resources provided to certain
components (but not for all). The syllabus is
not consistent because the outline of the
syllabus does not match the content.

Assessment

In teaching and learning contexts, assessment
plays a crucial role, whether it is formative
assessment or summative assessment, or a
combination of both. Assessment is a
multidimensional process. In the motivated
environment, assessment helps to monitor the
progress in teaching and learning. Hence,
assessment is an integral part of the teaching
and learning process in order to achieve the
expected outcomes of the course and also
experience a sense of achievement by
fulfilling and reaching the course objectives.

Table 5 helps us to analyse both the syllabi
in relation to assessment.

Table 4: Comparison of Syllabus-A and Syllabus-B in terms of Methodology

1 Is the methodology stated in the syllabus document?

2 Are the selections of learning tasks stated clearly?

3 Are the selections of learning activities stated
clearly?

4 Is the syllabus amenable to adaptation by the
teacher?

5 Is the syllabus consistent with the syllabus statements
and outlines?

Question#
Syllabus-A Syllabus-B

Yes YesNo No
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Table 5: Comparison of Syllabus-A and Syllabus-B in terms of Assessment

1 Is the assessment procedure stated in the syllabus
document?

2 Is the model question paper suggested in the syllabus
document?

3 Is there scope for both summative and formative
assessments?

4 Are the assessment criteria mapped to the learning
objectives?

5 Is the assessment reinforcing the course outcomes?

Question#
Syllabus-A Syllabus-B

Yes YesNo No

Analysis

Syllabus-A

In this syllabus document, the marks stated
as ‘internal marks’ can be interpreted as
formative assessment and ‘semester-end
exam marks’ can be interpreted as summative
assessment. But the syllabus designers have
not provided any information related to
assessment. Besides, they have not specified
whether the skills or the content will be tested.
In addition, the model question paper is not
suggested in the syllabus document. This is
not helpful to map whether the learning
objectives are achieved through assessment
or not.

Syllabus-B

There is scope for both summative
assessment and formative assessment. This
can be inferred from the phrases ‘internal
marks’ and ‘external marks’. The document
does not suggest any model question paper

or model questions.  There is no clue about
‘assessment criteria mapped to the learning
objectives’ and the reinforcement of the
course outcomes through assessment.

Findings and solutions

Needs analysis

It is found that the syllabus designers of both
the syllabi have neglected this important
phase of course design, that is, needs analysis.
Even though there are limitations, the
syllabus designers may overcome them by:

o Giving a detailed syllabus on the skills and
proficiency levels to be achieved by the
end of the course rather than just limiting
it to the content in the form of reading-
text-based units;

o Administering the questionnaire to those
who have completed the course to check
the outcomes of the course;

o Randomly selecting students who join
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newly the course, administering the
questionnaire to them, and mapping their
needs with the existing syllabus;

o Attending the exit meetings of the industry
people after the selection process;

o Mentioning the other sources through
which the course objectives are achieved
giving scope for partial autonomy of the
learners, which might also result in better
motivation of the learners.

Course objectives

The objectives which are stated in the syllabi:

o Are over-ambitious and impractical;

o Are not related to the content and
methodology;

o Cannot be divided them into unit wise and
lesson wise ones; and

o Cannot be translated by the teachers into
classroom activities.

To overcome these, the syllabus designers
need to:

o Gain theoretical knowledge on
formulation of course objectives;

o Formulate practical and realistic
objectives that can be achieved within the
given timeframe (Rojas);

o State flexible objectives to realise them
unit wise and class wise; and

o Accommodate individual learner
differences.

Course content

In both syllabi, the content does not:

o Match with the objectives;

o Seem graded and sequenced;

o Possess thematic link among the units; and

o Leave any scope for self-learning or for
further courses.

The syllabus designers should focus on:

o Developing a collaborative syllabus
(Handelzalt, 2009);

o Linking the content to the course
objectives/outcomes;

o Grading and sequencing the content either
in linear fashion or in spiral progression;

o Interlinking the units of this course and
also with the previous course;

o Leaving scope for self-learning because
the learners are adults and motivated; and

o Skills and language proficiency rather than
on content.

Methodology

In Syllabus-A, the syllabus designers do not
mention the methodology and in Syllabus-
B, it is a general statement. However, the
syllabus document must include:

o A clearly stated methodology, which
defines the roles of the teachers and
students (Rajaee Nia, Abbaspour and
Zare)

o Information related to the material/
textbook to be used;

o Freedom to the teachers to alter/
supplement the methodology or material
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which is suitable to their teaching and
learning environment.

Assessment

Assessment criteria are partially mentioned
in these two syllabi, but it is not sufficient.
The problem is setting the rubrics for the
assessment. The confusion lies in the ratio
of language skills and language elements in
the examination. However, the syllabus
designers must:

o State clear rubrics for assessment; (Luke,
Woods and Weir)

o Give a model question paper; and

o State whether the content of the textbook
is tested or the skill set of the learners;

Conclusion

The present analyses show that there are
many lapses in the syllabus designed in both
the autonomous colleges selected for the
study. The syllabus designers need to focus
on finding out a suitable curriculum model
and various levels of the curriculum/syllabus
design. Hence, the teachers in the
autonomous engineering colleges, who play
the role of the mediators between the syllabus
and the learners, have to observe and note
the merits and demerits of the syllabus related
to the teachers’ problems and learners’
problems during the execution of the
syllabus. If the syllabus designers keep in
mind the setbacks mentioned in these
analyses and consider the solutions, this study
might help them provide a better syllabus/
curriculum. If the language curriculum is
developed well and implemented
successfully, the learners will improve their

proficiency in the language. This helps the
learners to grab a wider spectrum of
employment opportunities globally.
Moreover, the learners will exhibit their
language skills when they appear for any
language proficiency examinations, like
IELTS, and qualify with outstanding sores.
On the whole, the syllabus/curriculum must
have practicality, validity, and reliability.
Curriculum development is an endless
process, so it has to be open and give scope
for flexibility. It should accommodate the
varied levels of proficiency of the learners
who take the course along with the
differences in their socio-cultural and
economic backgrounds. This can be achieved
when the syllabus is not so rigid and allows
the teachers to mediate and modify the
textbook according to their class profile.
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Appendix-1: Syllabus-A

Title: English for Communication (3 Credits)
– 3 periods of lecture per week and a tutorial

In the syllabus document, the Syllabus
designers stated the course objectives and
course outcomes. The course is divided into
five units and all units have separate
headings. They are:

Unit and Title Content

Unit-1: Lexis Synonyms, antonyms, words often confused, one-
word substitutes and analogies

Unit-2: Written communication Note taking and note making, writing a proposal,
memo writing and paragraph writing

Unit-3: Exposure to basic grammar Articles and prepositions, tenses, voice and speech

Unit-4: Communication Types: oral and written, barriers to communication,
non-verbal communication, kinesics, proxemics,
occulesics, haptics,

Unit-5 E-mail, letter writing: order, complaint, job
application, invitation, precis writing, biographical
writing: APJ Abdul Kalam, Ratan Tata, Sudha
Murthy and Mother Teresa
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Appendix-2: Syllabus-B
Title: Functional English (4 Credits) – 4 hours of lecture per week

Unit- I Humour: Prefixes, Nouns —— Sentence
An Astrologer’s Day suffixes pronouns structures
(8 hours) articles

Unit- II Inspiration: Homophones Finite Verbs Main points Paragraphs
Building a New State homographs non-finite and sub- note making
(8 hours) homonyms verbs and points expansion

synonyms and question tags of proverbs
antonyms and
commonly
confused
words

Unit- III Sustainable One-word Tenses Listening Official
Development: substitutes for the letters
Water: The Elixir of theme and curriculum
Life gist vitae
(8 hours) covering

letters

Unit- IV Relationships: Phrasal verbs Subject verb Listening Official
The Wood Rose and idioms agreement for specific reports
(8 hours) Active and detail and

Passive voice information
prepositions

Unit- V Science and Collocations Conditional Listening Events and
Humanism: Progress technical sentences for opinion essays
(8 hours) vocabulary conjunctions and attitude

common common
errors in errors in
vocabulary grammar

Unit
number

Title of the unit and
hours of instruction

Vocabulary Grammar Listening Writing
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Unit- VI Reading: —— —— —— ——
Intensive and extensive
reading, predicting the
content, skimming,
scanning, inferring
meanings: lexical and
contextual
(8 hours)

Unit
number

Title of the unit and
hours of instruction

Vocabulary Grammar Listening Writing
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In Arthur Conan Doyle’s novel The White
Company (1891), we see King Edward III
speaking French to the members of his
retinue. Chaucer was born around 1340,
during the reign of this king, who was still
speaking French some three centuries after
the Norman Conquest. Chaucer died in 1400
during the reign of Henry IV, and we find the
next king, Henry V, presented as being more
comfortable with English than French, in the
Shakespearean play.  Those were times when
England was strongly trilingual, with French,
Latin, and English playing major roles in the
country’s socio-political life.

Chaucer’s writings offer a very sound
linguistic profile of a well-educated man of
the Middle Ages, who was proficient in all
three languages and wrote in all three. His
books written in English were well received
during and after his times, and have come
down to us with a fund of samples, not only
of the English of the times, but also its
varieties. The different characters of The
Canterbury Tales, for instance, speak slightly
variant forms of Middle English, in terms of
both register and dialects, thus offering major
insights into the linguistic features of ME.
Moreover, Chaucer’s English works gave a
major thrust to the language, with their wide
popularity among the people which had a
major impact on the sustenance and revival
of the English language, and its
reestablishment as the official language of
the land.

Of course, English would never be the same

as King Alfred’s. It had got considerably
altered with the French loan words, French
grammatical conventions, and French impact
on the spelling system. It had lost much of
its inflexions, and it was fast becoming highly
non-phonetic. It had become a strange mix
of Anglo-Saxon, Norse, and Roman linguistic
features, a heterogeneity so strange that it
perhaps makes English unique among world
languages.

Equally important is the role played by
William Caxton (c. 1422 – c. 1491) in this
return of prestige to English.  Johannes
Gutenberg had set up a printing press using
‘moveable type’ technology in 1450 in
Germany, and Caxton got interested in this
during his visits to the continent. In 1473 he
set up a press in Belgium and the first ever
book to be printed in the English language,
Recuyell of the Historyes of Troye, was
produced here. Caxton himself had translated
this book, and it became the first of several
English books and English translations to be
printed and circulated widely by him. Coming
back to England, he set up a press at
Westminster in 1476, and it is believed that
The Canterbury Tales was the very first book
to be printed there. Printing made it possible
to produce books in large numbers in
remarkable speed compared to the
painstaking and laborious process of writing
out manuscript copies. It also made books
more affordable.

Caxton devotedly translated a good number
of books into English. But despite his

The Story of English 8: Chaucer and Caxton

C A Lal
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devotion to the language, he was not
particularly good at it and all his weaknesses
passed into the works he printed, including
several misunderstandings and large scale
transmission of French words into the
translations. He also had problems with
choosing standard expressions, as he
himself noted in his translation of the Aeneid
in 1490, on how a lady in Kent did not
understand the English of a man from
northern England. Here is a modern English
version of Caxton’s lines about this
anecdote:

And he (the merchant from north) asked
specifically for ‘eggys’, and the good woman
said that she spoke no French, and the
merchant got angry for he could not speak
French either, but he wanted eggs and she
could not understand him. And then at last
another person said that he wanted ‘eyren’.
Then the good woman said that she
understood him well. (William Caxton,
Eneydos, 1490, www.bl.uk)

To Caxton, however, goes the credit for

standardising the English language through
printing, homogenising regional dialects, and
largely adopting the London dialect. This also
led to further regularisation of inflection and
syntax, and a greater gap between spelling
and pronunciation.

Thus, the 15th century fraught with the
protracted war with France, and bitter internal
battles between the families of York and
Lancaster, also saw the closure of Middle
English, and the standardisation of English
to a great extent. This standardisation can be
seen by comparing the measure of difference
between Chaucer’s English and that of
Shakespeare’s with that between Elizabethan
English and the current English used in the
UK. The former is much greater than the
latter.

Dr C A Lal, Professor of English, University
of Kerala, Thiruvananthapuram

[Editor’s Note: This is part of a series of
articles tracing the history of the English
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[*Synthesizing: Bringing together different
cognitive skills, such as using prior
knowledge and newly acquired ideas, making
connections and inferences, and summarizing
in order to create new meaning or a new
structure leading to an original
understanding of a text.]
Objective:
To facilitate readers to synthesize any text that
they read by linking it to other related texts,
summarizing, generating new ideas and
making inferences and all these to formulate
new perspectives.
Participation: Individual
Material:
Any text – for example, a brief news item in
a daily about Alexa (a Voice Assistant) made
me curious about it.
Preparation:
Identifying relevant materials, familiarizing
with them to find out their relationships and
creating new pattern of knowledge based on it.
Procedure:
Background: I read the news item on Alexa
and came to know that we could ask many
things from it, for instance, “Alexa, how is
the weather this morning?” A female voice
would respond with the weather report
instantly. This goaded me to gather more
information as it performs something
fascinating, which I thought was incredible.
(Certainly, slow to catch up! – nil schema!).
Googling Alexa led me to its official site,

Reading Activity

Reading Activity: Synthesizing* – A Demanding Strategy

K. Elango

Alexa Voice Service (AVS), and I realized
that we can talk to it “with the wake word
‘Alexa’ and receive voice responses and
content instantly.” Also, this device has built-
in microphone and speaker and developed by
Amazon. Interestingly, it was created by
Rohit Prasad (Indian) along with his
colleague, Tony Reid. Having read some
more of its features, another question popped
up whether it is the only one    of its kind and
what surprised me was the quantum of voice
assistants available in the market now - more
than 3 billion and expected to hit 8 billion in
another two or three years. And the popular
ones I gathered are: besides Amazon’s Alexa,
there are Microsoft’s Cortana, Google’s
Assistant and Apple’s Siri and several more.
They can be installed in any internet
connected device namely phone, tablet and
streaming box.

Engaged in collecting more information
about each of them, I was further driven to
the timeline of the voice assistants: it is traced
back to 1960s, but only in the current decade
they exploded into popularity. I was able to
compare some of these devices closely and
recognized the extent of similarities and
differences among them in terms of their
appearances and operations.

The way the giant corporations are
researching into how their voice assistants
can be made more user-friendly and multi-
purposeful, I could foresee that they will be
omnipresent in the days to come. Fast
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tracking into the future, one could imagine
that the lifestyle will be radically different,
sculpted by these gadgets.
Learning Outcomes:
Learners recognize that the cognitive skill of
synthesizing subsumes several others, viz.
comprehending, analysing, making connections,
drawing inferences, and combining all these into
a complex system of knowledge.
Learners realize that this requires a high level
of thinking, which has to be consciously
cultivated until it gets integrated into the
process, and once achieved it would enable
them to formulate new perspectives.
Further Reading:
When any text is read, one needs to move
beyond mere comprehension to identify
connections with others and to synthesize
them on a regular basis. This would shape

up one to ‘deep-read’.
———————————————————————————————

*Synthesizing: This is an advanced level of
abstract thinking and hence, requires
conscious practice till it gets embedded into
one’s thinking habit. Synthesizing is a critical
skill for researchers who have to summarize
concisely from different sources as part of
their literature review and connect them to
their research area.
According to Bloom’s taxonomy, this is one
of the higher order thinking skills and many
find it an uphill task to reach that level.
Hence, (pedagogic) strategies have to be put
in place to enable learners to realize the skill.
K Elango, National Secretary, ELTAI &
Professor of English, (Formerly) Anna
University.
Email: elangoela@rediffmail.com

Consultancy Services by ELTAI
ELTAI is happy to announce its consultancy services in any area of teaching English, especially
the use of technological tools for the teaching and learning of communication skills in English.
The consultancy will specifically provide resource persons for conducting training workshops
on virtual learning, covering the use of digital tools for teaching English in the context of the
21st century, including the following:

• Virtual Classroom • Wiki
• Google Drive • Google and Yahoo Groups
• Blogging • Social Networking
• Mobile Learning • Flipped Classroom

ELTAI resource persons may also conduct workshops on using these tools and technological
resources for developing specific language skills, i.e. listening, speaking, reading and writing, as
well as teaching vocabulary and grammar interactively and in context.
Institutions which require consultancy in these areas may write to Prof. S. Rajagopalan at
eltai_india@yahoo.co.in with CC to Dr. P. N. Ramani at ramanipn@gmail.com.
ELTAI also encourages its members to design and undertake action research (AR) projects at
school and college levels and will be happy to support such projects financially as and when
such proposals are called for and to the extent possible. After announcements to this effect,
teachers may submit their AR project proposals to either Prof. Rajagopalan or Dr Ramani, as
indicated.
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