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Introduction

It is significant to recognize that methods link brainwork and
activity because teaching is not entirely about one or the other.
Of course this is as true about your own teaching as it is about
any strategy you will read about in this book. As a teacher of
language, you have thoughts about your subject matter-what
language is, what culture is-and about your students-who they
are as learners and how it is they learn. You also have thoughts
about yourself as a teacher and what you can do to help your
students to learn. Many of your brainwork have been formed by
your own experience as a language learner. It is very significant
for you to become aware of the thoughts that guide your agility
in the classroom. With this awareness, you are able to examine
why you do what you do and it may be choose to think about
or do things otherwise. As an example, let us relate an anecdote
about a teacher with whom Diane Larsen- Freeman was work-
ing some time ago. We will call her Heather, even so that is not
her real name. From her study of methdds in Stevick (1980),
Heather became interested in how to work with teacher domi-
nation and student initiative in her teaching.

Heather determined that during her student teaching internship,
she would exercise less control of the lesson in order to inspire
her students to take more hustate. She decided to narrow the
goal down to having the students take the initiative in posing the
questions in the classroom, diagnose that so often it is the teacher
Who asks all the questions, not the students.

Diane was Heather's teaching supervisor. When Diane came to
observe her, Heather was very disappoint. She felt that the
students were not taking the hustate that she was trying to get
them to take, but she could not see what wasinaccurate.

When Diane steped in class, she noticed the following:
HEATHER: Juan, ask Anna what she is wearing.

JUAN: What are you wearing?



ANNA: I am wearing a dress.

HEATHER: Anna, ask Muriel what she is writing.
ANNA: What are you writing? -

Language Teaching:

Languages are taught and learned in various places, some in
breezy settings, others in formal contexts, such as classrooms.
It is common knowledge that regardless of the method used,
second language learners achieve mastery of the target language
to varying degrees. Although 10 personage may be in the same
language class for a year, their conditional proficiency level and
profile will be altere from one another. This is the result of a
combination of the factors briefly mentioned above, compounded
with the pedagogical system that the learner has encountered.
Generally speaking, it can be stated that most personage learn
to cbrrespond basic information through a conversation in the
target language in the first few years of active language study
(provided that there are opportunities to use the language to
create personal meaning). It is significant to note that mere
acknowledgement or contact with the target language in most
cases is not appreciate to result in productive language skills.

Second languagc development follows a developmental process,
which coincidence that of the first language. Yet, mature, unlike
childfen, are often more analyticalof themselves and have fears,
which children do not experience. Adult learners are also more
affected by the type of language input they experience and often
control its amount and affirmation, meaning that they can either
“tune out” the language if so admiration, or they can seek chance
to speed up the learning strategy. Adult learning is a relatively
mindful prbcess. Most language learners seem to be able to
clear whether they are “good” at learning languages or not,
whether they seem to enjoy it or not, and whether they want to
go after it or not. Since adults have experimental tools available
to them which they use to study other subjects in general, these
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same study skills can help them in identifying personally effec-
tive and meaningful learning way to second language acquisition.

Cummins (1988) in his classic work has disconnected language
skills into two major categories of proficiency. Basic Interper-
sonal Communication Skills (BICS) typically requires a few years
to develop. This means that the language scholar is able to
converse about every day affairs and often appears to be a
proficient user of the language, being fluent and able to respond
to most concrete stimuli. However, according to Cummins, Cognitive
Academic Language Proficiency (CALP), the capability which
allows the learner to discuss and study conceptual, academic,
material in the second language takes several years longer, be-
ing the result of years of extended study in the target language.
In other words, although a person may be completely capable
of carrying on a comment in the target language, that same
individual may not be armed with the skills needed to study
abstract concepts in the same language. That requires academic
knowledge of complex sentence edifice, understanding of the
written and spoken rhetoric of the language, and possession of
a sophisticated fine-tuned vocabulary. This level of language
proficiency is potential only through directed academic study
and, therefore, can be achieved only through hard work, native
speakers included.

Working adults often have the necessary to acquire new knowl-
edge as fast as possible; yet, language places its own routine on

the léachr' and tends not to respond to “cramming.” Language

requires its own time, for the 1eaming of a language is, indeed,
a process. The process can be speeded up by intensive lan-
guage courses in those cases where the focus is solely on the
systemétic study of language for several hours each day. Scholarse
who, for example, have the chance to attend intensive language
courses may be able to advance sooner and take greater leaps
of advancement than those who lack the time or the property to -
do the same.



Activity-Based Language Teaching and Learn-
ing
Principle 1 Active Engagement

Scholars play enjoyable, engaging, active roles in the learning
experience. Language and literacy development are facilitated
by a comfortable atmosphere—not only one that values, encourages,
and celebrates efforts but also one that give the appropriate
level of challenge to motivate and engage scholars (Cummins,
2007; Guthrie et al., 2004; Jensen, 1998; Sprenger, 1999; Krashen,
2003). When active engagement is practiced, language is learned
while doing something with it, not just learning it. Language is
best viewed as a verb (language as something to use and do)
than as a noun (language as a satisfied to be learned). School-
age learners develop language and literacy best first by using
language as a tool for creating and sharing meanings (Vygotsky,
1986); and after, as they are developmentally ready, by studying
interchange structures and fascility as they are needed and used
in authentic contexts (Lightbown & Spada, 2006).

Principle 2 Cultural Relevance

Classrooms respect and incorporate the cultures of learners in
those classes while helping them to understand the new culture
of the people, the school, and the classroom. Teachersplay the
most important role in determining the quality and quantity of
participation of ELs intheir classrooms. When teachers develop
a situation of trust, understand children’s social andcultural needs,
and model for the rest of the class how they, too, can include
English learnersin classroom conversations and activities as significant
members of the classroom learning peoples, ELs” active involvement
in the classroom and their learning show improvement (Yoon,
2007).

Research has also led to a special consensus concerning the
value of fatherly involvement in scholars’ school achievement
and social development (Cummins, 1986; Delpit, 1995), and in
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literacy development in special (Bronfenbrenner, 1975; Tizard,
Schofield, & Hewison, 1982; Heath, 1983; Snow, Burns, &
Griffin, 1998; Reese, Garnier, Gallimore, & Goldenberg, 2000).
Creating a culturally susceplible and culturally relevant classroom
goes beyond “parental involvement” and requires thoughtfulness
and effort on the part of teachers to leamn about students’ cultures
from students themselves, families, people members, and library
and Internet resources; to appraisal and include what learners
bring to the classroom from their cultures; and to take into
account the various world views represented in the classroom.

Creating such a classroom requires an understanding of culture
that is deeper than viewing the “exotic” differences between
cultures, or focusing on hplidays, foods, and impasts. Instead,
it integrates a multicultural perspective on the every day life of
the classroom (Derman-Sparks & Edwards, 2010).

Principle 3 Collaboration

Scholars develop and practice language in collaboration with
each other and with teachers. As language is a tool for meaning-
making, and communication and thinking are developed through
using language to consummate things (Vygotsky, 1986), and as
learning cooperatively has been shown to be effective at improving

| learning (Kessler, 1991; Slavin, 1995), so instruction should be

organized to facilitate interaction and combination: Learning should
contribute twoway experiences through which learners solve
‘problems, consult meaning, and demonstrate what they have
learned.

Principle 4 Learning Strategies

Scholars use a variety of language and learning systems to expand
léaming beyond the classroom and to become independent, lifelong
learners. Learning strategies (also called Jearner strategies) (Chamot
& O’Malley, 1996; Nunan, 1996; Oxford, 1996; Lessard-Clouston,
1997) are steps taken by scholars to enhance their learning and

: develop their language competence.

r\/
iyl



These systems can be observable behaviors, steps, or techniques,
such as SQ3R (survey, question, read, recite, review) (Robinson,
1970), a studying strategy, or nonobservable thoughtsor mental
practices, such as visualization or positive thinking. eventual learners
do use strategiesunconsciously, the focus in teaching learning
systems is to bring them to the scholars’attention and make
them consciously part of the learners’ repertoire. Learnmg
strategiesallow learners to control and direct their own learning.
These systems also expand the roleof languageteachers beyond
teaching language to that of assisting learners develop their
ownstrategies. They are generally acclimatize toward solving problems
and can involve many aspectsof language to be learned beyond
the subjective.

Communicative Teaching and Learning
Principle 5 Differentiation

Learning activities accommodate different language, literacy, and
subjective levels and incorporate many dimensions of learning:
different learning styles, intelligences, and preferences.

All scholars are not the same: they have different native intelligence,
learned intelligence, learning styles, and preferences. Including
English scholars in a grade-level classroom expands the differences
by adding different language training, educational levels, cultural
experiences, experiences of culture change, and sometimes the:
trauma of war, famine, or poverty.

When scholars are limited in their comprehension of English,
giving input through other means—pictures, gestures, sounds,

movement, graphics—helps give them the “hook” they need to :

be included in the classroom discussion. Effective differentiation
to include English scholars involves expanding the dimensions of
learmng across various learning styles—verbal, auditory, kinesthetic—
and different brilliance. Gardner’s (1983, 1996) categories of
brilliance include linguistic (language, e. g., writer), logical-mathematical
(e.g., mathematician or engineer), musical (guitarist), bodﬂy-lqnwthetlc
brilliance (athlete, dancer), spatial intelligence (artist, designer),

interpersonal brilliance (counselor, politician), intrapersonal brilliance

(philosopher), and naturalist (oceanographer). Teachers differentiate

the language they use and recommend in the classroom, the
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content they use, the classroom systems, the output that learners
are asked to produce, and the assessment of those products.
Many states and school districts are implementing a model called
response to intervention (RTT) to provide previous intervention
for at-risk scholars, but in this book, we also explain how it can
be used within a framework of differentiated learning. We will
introduce culturally and linguistically responsive RTTI in this chapter,
and throughout the book, we offer RTI Samplers to narrate how
the principles and practices we propose can be used through
culturally and linguistically responsive RTL

Principle 6 Comprehensible Input with Scaffolding

Teachers provide rich input with appropriate context and support,
to make that input comprehensible to learners, and appropriately
and increasingly more challenging. English scholars cannotlearn
from language they do not understand. Comprehensible input is
a term first used by StevenKrashen (2003) that refers to language
applyed by teachers and others in ways that English scholars
can understand as their language ability is developing. It ties
back to Vygotsky’s (1986) thinking about the social nature of
learning. Oral and written input from teachers can be adapted
to convey meaning to language learners at differents levels and

| to be more understandable in a variety of ways. To make scholars

better understand oral language in the classroom, teachers make

| sure they face scholars when they speak (so that scholars can
| see their mouths and facial expressions), speak slowly, and articulate

clearly (so that scholars can listen the separate words), and
increase wait time (the time after a question is asked before a
student or students are inquire to respond). To improve the
comprehensibility of written input, teachers select texts with rich
graphic elements and teach scholars how to understand and use
these graphics; teach scholars to use a variety of print and
online sources to find word meanings, pronunciations, and examples
of use; teach scholars to organize and keep their own vocabulary
notebooks or personal dictionaries (see example in Figure 1.2);
give alternate texts when texts are clearly beyond scholars
comprehension; and use a variety of systems to help students
access texts that are near their instructional level. Table 1.2
suggests means to increase comprehensible input both orally



and in writing. Strategies and techniques in Chapter 5, Oral
Language Development, and in Chapters 8 and 9 on studying
and writing will expand on these ideas to add to your sepertory
of tools to support English learners by assisting them to understand
the language of your classroom.

Principle 7 Prior Knowledge

Teachers help learners use their prefference knowledge of language,
content, and the world to develop new language and increase
learning. If we already know a lot about a topic— globalwarming,
for instance—we will find television programs, spech, or written
materials onglobal hatness much easier to follow. If a scholar
has learned many about a topic in his homelanguage, it is easier
to develop new language about that topic. Prior knowledge or
backgroundknowledge is key to comprehension for all learners
(Marzano, Pickering, & Pollock, 2004), but it is of particular
significant for English learners. If learners are less familiar with
a topic and frames of the oral discussion or written text, they
will have more hard with comprehension (Upala et al., 2007;
Carrell & Eisterhold, 1988). Language hard increases with cognitive
hard, unfamiliarity, and lack of context. So, when developing
language with English learners, teachers must work to start where
students are. This includes searching out what pupils already
know about a new topic-and assisting them to make" joines
between what they already kriow and what they are learning. It
includes making joines between learners’ fashions and stimultating
knowledge and the new fashion of the school and the people.
It also may include, at starting levels, selecting topics that learners
are likely to be familiar with, giving necessary background statements
on new topics in-home languages, Pre teaching key vocabulary
to expand background knowledge before reading a topic, or
helping learners make connections between what they know
about language in their home language (L.1) to uses of this knowledge
in English (L2). It also might include giving background illumination
in L1 before proceeding to read a theme or topic in L2. In a
bilingual classroom, gratified could be taught in two languages.
In a monolingual classroom teachers might, for example, have
scholars read or listen to a home language substance of a text
before they will be reading it in English.
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Principle 8 Content Integration

Language learning is integrated with meaningful, relevant, and
useful content—generally the same academic gratified and higher-
order thinking skills that are appropriate for the age and grade
of scholars. Teaching language along with age-appropriate academic
contenthas several advantages: it is efficient because two goals—
procurement of language and gratified learning—are accomplished
at once. It is impressive first because language is learnedbetter
when learners are doing something purposeful and important to
them—and learningthe contentfor their grade level is very significant.
It is also necessary because scholars cannotafford to take a
year or two off from gratified learning while they develop language:
theywill end up only further behind their peers. Content-based
language learning can happen ina varietyof settings: in a pull-out
English language development (ELD) class (also called an ESL
class), in which the teacher introduces satisfied through integrated
themes (this is often applied with newcomers/beginners); in a
special section of a content class with a grade-level teacher with
training in teaching ELD who teaches the satisfied using approabhes
that make the content comprehensible to language student and
promote language development (this is now and than done in
middle and high schools with significant numbers of English leamers);
or in grade-level classes that include both English proficient scholars
and English language learners and in which teachers have training
to attend to both gratified and language needs of learners and
to differentiate instruction to include scholars at different language
and learning levels. These integrated models are used because
research findings have shown that they are the most impressive
at both language learning and gratified learning for English scholars
(Cummins, 1986; Thomas & Collier, 2003). Teachers can
differentiate through adapting the language, content, process, or
output classrooms (Tomlinson, 1999).

Principle 9 Clear, Appropriate Goals and Feedback

Teachers set and communicate attainable goals for learners and
give students appropriate and consistent feedback on their progress

in attaining these goals. Setting clear goals helps bothteachers._ ...~

and learners have a much big chance to attain those aims. Goals



begin our modules, inform our modules, and new, more advanced
goals are the outcome of our curriculum.

As John Dewey once said, “Arriving at one goal is the starting
point to another.”

We expect English learners to attain the as it is high goals as
their English-proficient peers, but to do this, we must set the
right goals—goals that comprise the next step go ahead for
individual learners. Learners want to do well, and will do much
better when they understand what is expected of them and when
our hopes are appropriate. We must establish clear language
and content goals for learners and provide them feedback on
their progress toward those goals. We can also, in developmentally
accurate ways, encourage learners to begin to evaluate their
own develop toward accomplishing goals to help them become
free, self-motivated learners. '

We must determine intermediary steps toward grade-level standards
that are attainable at leamers’ language level. World-Class informatory
Design and Assessment (WIDA), a consortium of states dedicated
to the design and implementation of high standards and equitable
educational chance for English language learners, collaborated
with the standards of the professional organization Teachers of
English to Speakers of Other Languages globally Association
(TESOL) for school-age scholars of English (Gottlieb, Cranley,
& Cammilleri, 2007; TESOL, 2006). These English language
proficiency standards in the core gratified areasfor grades PK-
12 outline standards for teaching English student the language
they necessary to develop essential content concepts. The general
standards are included on Table 1.4. The standards document
offers wants in the areas of language arts, science, math, and
social read for learners at five grade-level clusters of English
language proficiency (PreK-K, 1-3, 3-5, 6-8, nd 9-12) across
the domains of listening, talking, studying, and writing. Many
states and districts have purposeful their own standards for English
learners and selected equipments to assess their achievement.

But good assessment goes far beyond summative tests at the
starting or end of the year. Good assessment includes multiple
assessments. Good teaching includes assessment as an integral
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part of every chapter so that children and teachers can clearly
see the develop they are building. Teachers may assess in many
ways that range from informal to formal: by asking questions of
personal, groups, and the whole class; by having learners give
signs or signals; by having learners demonstrate their understanding
with reply on slates; by providing group quiz; by having learners
score themselves along a rubric or on a checklist; by keeping
checklists of scholars accomplishments; by writing portfolios;
by using state and national English language assessment instruments;
and when scholar are ready, by giving district, state, and national
norm- referenced or standardized tests designed for all learners.

We have now outlined nine rules included in two dimensions—
rules that we hope will guide you toward supporting the learning
of English language learners in your setting. Table 1.6 summarizes
these principles for your review. The following lesson will show
these principles at work in various matter of your instructional
program for English language scholars in organizing your classroom,
teaching oral language vocabulary, reading, writing, assessing,
and putting it all together through content-based learning.

Examination Useful Questions
Long Type Questions :

1. Why is language teaching necessary ? Explain.

2. Discuss the principle of Language Teaching and Learning.

3. What do you understand by communicative teaching.
Short Type Questions :

1. Write few lines about Language Teaching.’ S

2. ‘What do you mean by Cultural Relevance ? Explain.
3. What is Learning Strategies ? Discuss: -
4

. What do you know about comprehensible input with
scaffolding ?
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Study material included in this unit -

e Objectives
e Introduction

e International communication is hamanity's
greatest accomplishment

e Why do we need
e Can we improve our communication skills ?

e Cognitive academic language proficiency

o Examination useful questions

Objectives
After study this chapter you will understand the following facts.

o International communication is hamanity's greatest ac-
complishment

e Why do we need
e Can we improve our communication skills ?

e Cognitive academic language proficiency
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Introduction

Present federal legislation needs that all scholars must perform
well on stateissued proficiency tests in order that educational
equity is realized and that high academic standards are upheld.
Teachers are provided the task of addressing the low achieve-
ment of particular populations that have been historically or practically
dishonorable. The challenge is to discover the particular vacants
in knowledge or skill that keep these cognitively able scholars.
the past twenty years, a number of researchers have addressed
one area that recurrently surfaces as a disparity between high
achieving and low achieving scholars. Language proficiency has
been identified by various authors, among different subgroups
as a major factor.

One group of researchers has focused their efforts on the spe-
cial reasons that underlie the failure of bilingual scholars to negotiate
western schooling successfully. Jim Cummins has developed a
theoretical framework that relies on linguistic information and
qualitative research in his articles, “Empirical and Theoretical
Underpinnings of Bilingual Education,” (1981), “Language, Power
and Pedagogy: married Children in the Crossfire,” (2000) and
“Reading and the Bilingual Scholars : Fact and Friction,” (2003c).
He makes a distinction between language that is generally used
in conversational English (Basic Interpersonal Communicative
Skills or BICS) and language that is used in written academic
contexts (Cognitive/Academic Language efficiency or CALP) in
his articles “Putting Language efficiency in Its Place: Answering
to Critiques of the Conversational/Academic Language Distinc-
tion,” (2003b) and "BICS and CALP.” (2003a). David Corson,
supports this understanding by his examination of written and
spoken English language in Language Diversity and Education
(2001). He narrates that written and spoken English language
are essentially different:

The Graeco-Latin vocabulary of English creates special hard for
children from some sociocultural backgrounds. This academic
vocabulary is different in important ways from the basic vo-
cabulary of English. Apart from conceptual difficulty, academic
words tend to be much longer; they tend to be various in shape;



they are drawn almost completely from Latin and Greek, rather
than from Anglo-Saxon sources; they emerge very rarely or not
more in daily language use. Academic Graeco-Latin words are
mainly literary in their rules of use. Most native speakers start
to encounter these words in quantity in their upper primary school
studying and in the formal secondary school setting. So their
inauguration in literature or textbooks, rather than in conversa-
tion, restricts people’s access to them.

This difference in language explained the small difference in academic
performance that is described between bilingual students and
monolingual scholars in early elementary school, which rapidly
widens in later elementary school and results in important failure
or drop out rates by high school. Even though a scholar may
speak English so they are understood in conversation, they may
not have the language efficiency to understand and manipulate
the language that is used and hoped in the schools from fourth
grade onward.

Other research indicates that other subgroups besides ESL stu-
dents share the susceptibility to scrabble with academic ad-
vancement, and connect language efficieney as a major culprit.
Some key research in this area done by David Corson has
made the connection between language ability in different groups
(including aboriginal peoples, newcomer, urban poor and minor-
ity language groups) and low literary performance.

Through the lens of a postmodern worldview, Corson gives an
significant explanation of the indulgence for addressmg the aca-
demic deficits of certain subgroups i in order to give justice and
#ihi this regard is Changing
Education for Diversity (1998), Language Policy in Schools: A
expendient for Teachers and Administrators (1999) and Lan-
guage Diversity and Education (2001). A well-knownlongitudinal
study that established the “fourth-grade gap” among poor scholars
was The Reading Crisis: Why Poor Children Fall Behind, by
Chall, Jacobs, and Baldwin (1990). Another critical reading that
verified that many low-achieving scholars have no access to
formal language registers at home was “exchange Features of
Written Mexican Spanish: Current Research in Contrastive Rhetoric
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and Its Implications” by Montano-Harmon (1991) as quoted in
the continuing research on linguistic capacity related to aca-
demic achievement of low-income scholars conducted by Ruby
Payne in A Framework forUnderstanding Poverty (2003).

Finally, the read relies on research by Anna Uhl Chamot and J.
Michael O’Malley in The CALLA Handbook: Implementing the
subjective Academic Language Learning Approach (1994) and
Chamot, Sarah Barnhardt, Pamela Beard El-Dinary and ill Robbins
in The Learning Systems Handbook (1999) who have applied
Cummins’ framework by developing a system to implement the
theory. The approach is designed individually for language mi-
nority scholar, but has a chapter recommend its application to
a much wider population including compensatory and remedial
programs and students with learning disabilities, though no re-
search for those populations has been found.

The program attraction on integration of three major compo-
nents to improve performance: “language development; content
area instruction; explicit didactic in learning systems.” This study
proposes to make the connection between the theory of Cog-
nitive/Academic Language Effeciency (CALP) and achievement
on Ohio efficiency. Tests, using a quasiexperimental model and
a treatment of low-performing scholars with an intensive com-
pensatory program utilizing the CALLA methodology. It pro-
poses to use a small test group to show that Cognitive/Aca-
demic Language Proficiency narrate one cause of poor perfor-
mance. Because learning and students are complex and per-
sonal, it is not suggested that a language ineffiency will be the
reason that all students fail to perform successfully. However,
this research may shed light on one reason that will direct more
effective tutor, thus leading to higher proficiency achievement.

INTERPERSONAL COMMUNICATION IS HUMANITY'S
GREATEST ACCOMPLISHMENT

Mutual communication is humanity’s most significant character-
istic and its greatest accomplishment. It is humans ability to turn
meaningless grunts into spoken and written words, by which
they are capacity to make known their needs, wants, ideas and



feelings. Interpersonal Communication is a complex system that
can be narrate in simplified terms by a Sender and a Receiver
who interchange messages containing ideas and feelings, mixed
together.

The Sender encodes the messages using Verbal, Vocal and Visual
elements.

The words form the Verbal element.

The Vocal suspicion includes the tone and straength of our voice
and the “music of our language”.

The Visual element incorporates everything the Receiver can
see. It might be a amaze to you but the Visual, non-verbal
suspicious is the most powerful element, grabbing and catching
Receiver’s attention. Vocal and Verbal elements follow.

The Receiver takes in the messages and decode them by sorting
out and make clear the elements according to their own expe-
riences, beliefs and needs.

WHY DO WE NEED
Basic Interpersonal Communication Skills (BICS)?

We cannot be human alone.
We live in a ‘world filled with other people
We live together, work together and play together.

We necessary each other for security, at home, friendship and
love.

We need each other to mature through dlalogue

We need each other to achleve our goals and ob_]ectlves
None of these necessary could be addressed without mutual
communication. .

We communicate in order to:

Get acquainted .

Express sampathy to others

Share information ‘

Persuade others to understand our personal views
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Build relationships

Mutual Communication is the lifeblood of every relationship.
Good relations are nurtured by open, clear and sensitive com-
munication.

We are able to send information from the moon, but we find it
hard to relate to those we love. Ineffective communication causes
loneliness, quarrels, family problems, professional dissatisfac-
tions, psychological stress, physical illness and even death, when
communication breaks down.

Emperor Frederick, the 13th century ruler of the Holy Roman
Empire wanted to know what language had been spoken at the
birth of human in the Garden of Eden. Was it Hebrew, Greek
or Latin? He ordered an experiment in which the original situ-
ation would be rebuilding as closely as possible. A group of
infants were to be isolated from hearing human speech from the
moment of birth until they told their language. The babies were
to be raised by care taker who were strictly charged to maintain
complete silence when with the babies. The result? Every one
of the babies died. The lack of communication can be lethal.

From Robert Bolton, People Skills

CAN WE IMPROVE OUR COMMUNICATION
SKILLS?

Tt would be a complete world if communication would work as
in the Science Fiction movie “Star Trek”, where Mr. Spock, by
touching skulls, transferred knowledge from one mind to an-
other in a faultless process — free of mistake, emotional content
and personal perspectives. miserably in our world, mind melting
is not available. We have to struggle with an imperfect system
containing considerable opportunities for transmission breakdowns.

Many people are discouraged about their transmission skills.
We hope you are not one of those who tend to think that the
way they talk and speak is a “given” like the color of their eyes.

We trust the opposite and hope to be able to persuade you that:

Everyone can learn to communicate more efficiently



Everyone can change.

Actually change is inevitable, so everyone will change. People
change frequently from infancy to old age. And the law of change
says: “Things do not stay the same. If they don’t get better, they
get worse”.

If the quarrel does not decrease it will escalate.
If relationships do not get stronger, they will get weaker.

If the relations do not become closer, they will become more
far.

If the relations do not become more productive, they will be-
come less productive.

It is significant to have the transmission skills to manage changes
than to let them happen to you.

People who understand the communication system have more
control over it and less breakdowns.

This handbook will help you foster the kinds of changes you
desire by improving your understanding of the Interpersonal
t;janSmission process, focusing on:

-\Conimunication Roadblocks
o The way our minds work
o Sender’s conduct
0 Receiver’s conduct
- How to success Corhmunication Roadblocks by
0 Listenjng, Listening, Listening
o Reading, Reading, Reading body 1ahguége
0 " Speaking
o Skill Training

Pattern is a printing stamp, used to built multiple copies from a
single mould. Walter Lippmann in his 1920 book “Public Opin-
ion” used the term to describe the way people categorize —
stamp — human beings with a set of temperament.
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Pattern is a natural function of the human mind, aimed to sim-
plify the complex reality and make our body and mind develop
responses to similar catalyst.

Pattern in social relations has a useful function by classifying
individuals and helping us predict their nature and plan our re-
actions.

But Stereotyping is also hazardous. Cultural stereotypes fre-
quently result from or lead to prejudices, negative opinions about
others. Stereotypes and Prejudices are sources of communica-
tion unsuccess, and more than that, of bad actions and ugly
discrimination based on the oversimplification of any race of
people into exclusive, negative pattern can have tragic conse-
quences such as prejudicen, violence and in extreme cases, genocide.

We often find people stereotyped around temperament of:

Age: all teenagers love rock and roll and do not respect the
elders

Sex: men want just one thing from a woman
Race: all Chinese people look alike |
Religion: all those belonging to Islam are gunman
Vocation: all advocates are greedy

ationalit:y all Roma people are Vd‘ifty
Places: all people 11v1ng in a certain city are lazy

Things: a11 Swiss Watches are perfect e
Pattern have four main 'characterlstlcs i

They are more s1mple that the reahty

They are obtained from cuIturaI mlddleman” rather than
own expenence

They are erroneous by their very nature

They are resistant to change when absorbed in childhood,
stubbornly coloring our consciousness and behavior.

A conventional folk story from Vietnam explains us what is the
difference between hell and heaven. In hell, people have table-
ware that are a yard long so that they cannot reach their mouths.



In paradise, the chopsticks are the same length - but people all
feed one another. None of us can effectively respond to discrmination
toward ourselves, but we can each intervene to help others.

COGNITIVE ACADEMIC LANGUAGE PROFICIENCY
(CALP)

Increasing language variegation is one of the greatest challenges
and chance for Teachers. According to a recent report, “the 5.4
million LEP (Limited English Proficient) scholars in schools are
our fastest-growing scholar population and are hoped to make
up one out of every four students by 2025.” There are accor-
dant data from multiple sources that indicates teachers are not
meeting the needs of diverse learners. The resulting achievement
gaps are especially pronounced in low-income and city commu-
nities. According one researcher, certain trends continue to keep
true in some subject areas, including language arts. For ex-
ample,

In 1999, by the end of high school only 1 in 50 Latinos and 1
in 100 African American 17-year-olds can read and gain in-
struction from specialized text—such as the science section in
the newspaper (compared to about 1 in 12 whites), and fewer
than one-quarter of Latinos and one-fifth of African Americans
can read the hard but less particular text that more than half of
white scholars can read (Haycock, 2001).

While educational inequity is certainly a daunting challenge, this
thesis focused peculiarly on how linguistic research informs teaching
practices to address the learning needs of ELL (English Lan-
guage Learners) in today's classrooms. The work of one lin-
guist, researcher Jim Cummins, was particularly relevant to the
targets of this study. Cummins has focused on language acqui-
sition in married children. His research began with a study con-
ducted in 1979 that was based on the previous work of Swed-
ish scientist Skuthabb-Kangas Toukomaa (1976). Cummins and
his team followed the progress of recent Swedish immigrants as
they acquired a second language, English. They noticed two
important patterns in the language acquisition process. First,
efficiency in the first language (L1) helped to develop the sec-
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ond language (L.2). Cummins used the term developmental free-
dom to describe this interaction. The second observation was
that older Swedish children seemed to do better at acquiring L2
proficiency. This observation led Cummins to trust that there
was a difference between surface speedily and cognitively or
academically related efficiency (1983).

In tipe, Cummins began to explain surface fluency as basic
interpersonal conversation skills (BICS), while higher level effi-
ciency was called cognitive academic language proficiency (CALP).
Thus, the BICS/CALP distinction was born to explain the dif-
ferent stages of second language acquisition.

As Cummins continued his work with married children, other
patterns began to emerge. A study behaviour in 1981 revealed
a specific time-line for the development of CALP. Most bilin-
gual scholar were fluent in the second language 0-2 years after
reach; however, it took much longer, 5-7 years, for bilingual
scholar to approach normal levels of CALP. This was a impor-
tant finding considering the economical, but less than effective,

“qulck exit” language programs of the 1980s. During this time,

many school districts operated on shorted budgets. In an try to
save money and reduce class sizes, ELL scholars were rushed
through language programs. Many educators by mistake felt that

| language students with efficient BICS levels had full mastery of
' the Enghsh language. Later, literacy test results showed that
» married scholars were unfairly inconvenience. Cummins writes,

“Assessments created academic deficits because they failed to
dlstlngulsh between L2 BICS and L2 CALP” (1983). One of
the greatest convenience of the BICS/CALP distinction is that
it prevented the inappropriate use of standardized tests and
intervened successfully to reverse inappropriate labeling and/or
placement of scholars (Cummins 1983).

In addition to providing educators with a new way of speaking
about second language acquisition, the BICS/CALP framework
also provides a continuum for explaining language ctivities in the
studyroom. This continuum is based on two intersecting ranges
of cognitively requiring and undemanding activities and context
embedded vs. context reduced activities (see Appendix B).



Cummins’s continuum (1981) together and builds on the preferance
work of other linguists (Bruner, 1975; Donaldson 1978; and
Olson 1977). Educators can assist scholars in-acquiring CALP
by scaffolding language instruction. The idea is to begin in quad-
rant A with context-embedded, cognitively undemanding activi-
ties and slowly progress to quadrant D, which includes fewer
contexts and is more cognitively acquiring. Cummins’s continuum
has extremely influenced married education and the way in which
classroom language activities are assessed.

While many students have recognized how Cummins’s work
subsidize to the on-going\academic discussion related to second
language acquisition (e.g. Cline & Frederickson, 1996), a re-
cent article published by Maren Aukerman enquire whether “the
CALP designation itself tells us anything pedagogically useful
about the children in question” (2007). Aukerman acknowledges
the positive orientation of the distinction —mainly, that it gives
teachers with a way of speaking about second language acqui-
sition and considers the scholars' proficiency in the native lan-
guage—but feels that the BICS/CALP distinction is too nar-
rowly defined and does not adequately represent a child's lan-
guage capacities. Aukerman writes, “Pedagogically, there is no
'prerequisite language' for overcome, no such thing as not enough
CALP": there is only starting from where each particular child is,
and working to help new academic material become sensible
and relevant” (2007). Often it is the necessary element of rel-
evance that Aukerman feels is ldssing from language assess-
ments and activities. The author concludes by summarizing the
differences between decontextualized and recontextualized lan-
guage. Necessarilly, Aukerman is stating that reading instructors
should seek to more fully understand the student’s home literacy
and frame of reference rather than categorizing them by using
Cummins’s BICS/CALP distinction. Cummins has also been
reprimand by childhood reading specialist Carol Edelsky, who
questions the way in which Cummins and his colleges define
literacy—studying and writing activities—in terms of accomplishment
test scores and “exercises with artificial texts” (1983). She believes
that once Cummins’s limited definitions of literacy are welcomed,
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“it becomes necessary to describe failure...by blaming the learner,
the instructor, the language of instruction, the materials, anything
but examining the validity of how literacy was conceptualized in
the first place” (1983). In addition to criticizing Cummins’s re-
search framework, Edelsky has debate that “the notion of CALP
promotes a 'deficit theory' insofar as it attributes the academic
failure of married/minority scholar to low cognitive/academic efficiency
rather than to inappropriate schooling” (1990). Edelsky, like
Cummins, is a supporter of married education, but feels that
literacy incorporates a much broader spectrum of classroom
works that cannot be classified according to the BICS/CALP
distinction. In addition, Edelsky has uphald for a more holistic
approach to language instruction. Given the discuss expressed
Edelsky and Aukerman, this study seeks to examine both the
strengths and the limitations of Cummins’s framework as it re-
lates to actual teaching practices.

Examination Useful Questions
Long Type Questions :

1. What do you understand by international communication
? Discuss in details.

2. How do we develop our communication skills ? Write in
detail and give your opinions. -

3. What is the efficiency of cognitive academic language ?
Short Type Questions : |

1. Why do necessary of mutual communication skills ? Write
in short.

2. Do _byou feel that diéc’riﬁﬁnation is 1ik¢ diseases in the
society ? Give reason. ‘

3. Do you think students should focus on studies only ? If
yes, why ? If not, why.

4. Differenciate between spoken and written english lan-
guage



1.3

English Language in the
school context: An
Evolutionary Perspective

e o o

Objééfﬁrés f

Study material included in this unit -

Objectives

Introduction

A Policy For A Range Of English-Teaching
Contexts

Language And Learning In And Out Of School
An Input-Rich Communicational Environment
English Does Not Stand Alone

A Judicious Multilingualism

The Goals Of Language Teaching And The
Question Of Standards

Evolution Of The English Tool

What Do States In India Want Their Chil-
dren To Learn In English?

International Relations

‘Education

The Future

After study this chapter you will understand the following facts.

A proficiency for a range of english teaching contents.
Language and learning in and out of school.

An mput—nch communicational environment.

English does not stand alone. -

A judicious multilingualism.

The goals of language teachmg and the question of stan-

dards.

‘Evolution of the English tool.

What do states in India wants their children to learn in

english ?
Education
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A

" Introduction

Most people in the world talk more than one language. In fact,
when we see at the map of the world and analyze the number
of countries (around 150) with thenumber of languages (in the
many thousands) it is clear that there must be many speakers of
different languages in every country, and that many people must
bebilingual (Grosjean, 2010). It is much less well known that
there are very manymultilinguals too, that is people who talk
three, four or even five languages on adaily basis. This is espe-
cially common in Asia, Africa and South America, but also arise
among immigrants in Europe and North America. In Malaysia,

for example,it is very common to grow up with Chinese and
Malay and to learn English at school(Azman, 1999). Multilin-
gualism is dynamically valued in Malaysia, as everyone compre-
hend that being able to speak three languages gives Malaysia a
global competitive edge. |

Given the proliferation of native languages in the context of
India, multilingualismthrives there in a same way as well. It is the
monetary value of multilingualism thatis so important in the growing
informal market in sub-Saharan Africa: being able tocommunicate
in the language of one’s customer is, of course, a distinct con-
venience.

In Europe and North America it is often the immigrants who are
the mostmultilingual. It is not hard to find a taxi driver in New
York who emigrated from Haiti, and talk Haitian French Creole,
Standard French and, of course, English (Myers-Scotton, 2006).

The convenience of being able to speak more than two lan-
guages are not justof a practical nature and are not to be un-
derstated. Knowing about the culturesassociated with at vari-
ance languages can help to overcome intercultural differencesin
communication. In our globalised world we come across people
from differentcultures wherever we go: at work, at school, when
we go shopping or take part in sports. Because of differences
in our cultural background, we sometimesformulate sentences in
ways our listeners do not expect. An overseas student inthe UK



might find it difficult, for example, to choose the right politeness
level forasking a question. Writing ‘Please check’ in an email to
a tutor at university couldbe seen as impolite, as the tutor might
expect to see a longer, less direct request,such as ‘Could you
please comment on my draft?’. Listeners who are mindful
ofintercultural differences wound up their knowledge of other
languages and cultureswill be more likely to accept formulations
that are various from the expectednorms, which advantages mutual
understanding and respect.

Itis very common for bilinguals and multilinguals to switch between
theirlanguages. Roma children in Bulgaria have been found to
switch effortlesslybetween Romani, Turkish and Bulgarian, for
example, although they can alsochoose to use Bulgarian only if
they meet a monolingual speaker of that language(Kyuchukov,
2002). It is normal for multilinguals to switch between their
languageswhenever they meet others who know the same lan-
guages. For researchers, a keyquestion is how multilinguals can
juggle different languages in their minds, makingsure the right
language is chosen depending on the situation and the listeners,
and suppress languages that are irrelevant at the moment of
speaking.It is this multi-competence, the existence of two or
more languages in the mindof the speaker, which makes multilinguals
special (Cook, 2008). If we comparethe French sentences pro-
duced by French-Dutch bilinguals in Brussels to speakersfrom
France who speak only French, we often note there are differ-
ences inpronunciation, word choice or word order (Baetens
Beardsmore, 1971). As listeners,we often try to pick up on
those subtle differences in expressions which showwhere speakers
are from, and whether they are native speakers or not.
Forpsychologists and linguists it is interesting to find out what
this means for theinformation we have stored about our lan-
guages in our minds. It probably meansthat French speakers
from France or from Brussels have (slightly) different
mentalgrammars, and multilinguals who know French, Dutch and
English will not be thesame as Dutch-French bilinguals.
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As cognitive scientists, linguists and psychologists, we put aside
the negativeassociations many people have with mixing two lan-
guages, speaking witha foreign accent or even false beliefs about
the relative utility or superiorityof some languages compared to
others. It is true that language produced bybilinguals and multilinguals
is different from that of monolinguals, but it is importantto try
and understand more deeply why this is so and what the posi-
tive effects ofknowing more than one language are. From a
cognitive and linguistic perspective,despite finegrained beliefs to
the contrary, there are no ‘harder’ or more ‘useful’languages.
All languages fulfil the same remit of linking meaning-to-sound/
gesturecorrelations for communication and are effortlessly ac-
quired by childrensufficiently exposed to them. By-products of
knowing more than one languagecan be labelled as advantages
or disadvantages, depending on the outcomeresult applied to
specific tasks or situations. What research has revealed in the
past decades is that knowing more than onelanguage results in
real changes to the mind/brain, some of which entail advantagesfor
certain tasks while others present some challenges (see Bialystok,

2009 forreview). We now irrefutably know that exposing chil-

dren to multiple languagesis not confusing for the child in the
least. This might seem counter-intuitive and iseven in sharp contrast
to what many well-intentioned . people believe and share

‘withconcerned parents, educators and policy makers. However,
the research findings onthe topic do not lend any support to this
-once-prevailing view. This does not meanthat multilingual chil-
_dren -follow the exact same developmental paths as

monolingualchildren. How could they? By definition, they are

“not monolingual. Children exposedto multiple languages will often
display what appear to be delays in the acquisitionprocess. For

example, a child exposed to Hindi, Bengali and English at an

_early agemight display smaller vocabularies in each of these

languages compared to appropriately matched monolingual chil-

“dren. Not only do they eventually catch upand are able to

communicate in three languages later, we now know that they
are notreally delayed at all. When you add the sum of their
three vocabulaties together theyfar exceed the lexical knowl-



edge of monolinguals and when you test their linguistic and cognitive
development independently they show no signs of true delays.

It should not be alarming, but rather expected, that multilingual
children mix the languages they are acquiring at various levels.
Research has shown that suchbehaviour is not at all random, but
governed by universal principles that conform to expected paths
of language learning (e.g. Muysken, 2000). Bilingual children
also acquire much earlier concepts about language and its social
milieu. Even young multilingual children know that these codes
are different entities and are used socially in different ways and
with different people.

Beyond being able to communicate with many more people and
all that this entails, what are the cognitive benefits, if any, asso-
ciated with early acquisition of more than one language? Studies
show that early multilingualism sharpens certain cognitive func-
tions, such as the ability to suppress irrelevant information and
working memory, to name just two. These benefits are useful
for later language leaming and information processing more generally,
as well as other everyday tasks (Bialystok, 2009). Benefits also
extend beyond childhood, and recent research has shown that

early multilingual acquisition correlates with later onset of symp-
toms for neurological degenerative disorders such as Alzheimer’s
and dementia. Essentially, we could think of language acquisi-

tion in general as one formof mental exercising, and just as we
might expect more and earlier cardio-exercise to correlate with
increased health benefits throughout our lifetime, so too do the
benefits of this early mental linguistic exercise for the mind.

On all planes, there is so much more to be understood about

multilingualism.

Future research endeavours to reveal the links between how

knowing multiple languages shapes the way we perceive the
world and how studying multilingualism will open new doors to
understanding and create unique glimpses into the mind.

Although we have just scratched the surface and have not even
conceived of all the relevant questions there are to be asked
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about multilingualism, what wedefinitively know is that multilin-
gualism is a good thing, not only for our globalworld but also
cognitively for individuals.

A policy for a range of English-teaching con-
texts

India is a country of continental diversity, especially in its lin-
guistic landscape which, in the seventh decade of our indepen-
dence, retains and continues to assimilate English into itself.
Initially thought of as the language of the intelligentsia, English
today is the language of opportunity. A policy for its place at
school necessarily needs to temper academic wisdom and ground
reality with this imperative of parental aspiration.

English is for some Indians a first language of public (academic,
societal, creative ... ) discourse. For many it is a second lan-
guage, and for many others a foreign language. The school contexts
in which English is taught mirror this contextual diversity; their
adequacy is affected by the twin variables of teacher compe-
tence and environmental exposure to English. Consequently, the
policy for teachingEnglish articulated in the National Curriculum
Framework (NCF) avoids methodological prescriptivism. It aims,
rather, at a curricular cohesion grounded in guiding principles
for language teaching and acquisition, which could accommo-
date a variety of implementations suitable to local needs and
resources, and inform and rejuvenate them.

Language and learning in and out of school

The learning of English at school is best approached as a fo-
cused harnessing of the natural human ability to learn languages,
given an environment of meaningful exposure to them. The cur-
ricular challenge is to find ways of approximating the language
learning opportunities of the classroom to those of naturally supportive
language learning environments. Happily, this integrative thrust in
the policy for English coheres with the larger vision in the NCF
of integrating the life of the childwithin and outside school. For
early language teaching, this thrust could translateinto initiatives



for interaction of the English class with the English speakers
available in the community, whether face to face or through
media (audio, video, print); a better understanding of children’s
language use and language learning through stories and story
reading with an adult, or through oral activities and play; and an
emphasis on using language to understand simple spoken and
written texts, and to similarly express oneself (even if imper-
fectly), rather than on language learnt as an object to display to
evaluators as evidence of time and effort expended on its teach-

ing.

In other words, language learning is a process of knowledge
building in the learner, not a product for knowledge transfer
from the teacher. Incidentally, this understanding of what consti-
tutes language teaching at school needs to inform the teaching of
languages other than English (report in The Times of India,2013;1
Nag and Snowling, 2011).

An input-rich communicational environment

A first methodological consequence is that to teach English is to
maximise the learning opportunities for it. Qur experience of
multilingualism shows that children (and often, adults) naturally
pick up the languages they are meaningfully exposed to. Learn-
ing opportunities for English may include, but not be limited to,
methods of second or foreign language instruction such as com-
municative activities or activity-based learning. Such methods
must find their place within a broader concept of an input-rich
environment; otherwise they may degenerate, where not ignored
altogether, into activity for its own sake with no accompanying
language (Internal chort; Teacher Education through School-
based Support in India: a UKAID-GOI project, 2013) or be
limited to the formulaic learning of set phrases.

Language is a ‘dynamic’ text (Amritavalli, 1999). What counts
as exposure is the encounter with new occurrences of compa-
rable language samples, rather than mastery learning by repeated
teaching of a single prescribed textbook. In theBangalore Project
(Prabhu, 1987), the ‘texts’ for language learning were the class-
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room discourse created by the teacher and the students around
each task, which resulted in the ‘recurrence’ of language. Sec-
ond or foreign language learners spontaneously acquire ‘teacher
talk’, the language of classroommanagement. Whole Language
approaches (Mangubhai, 2011; J angid and Amritavalli, 2011)
validate the genre of “predictable’ stories in which events,and
the language that narrates them, recur. Such approaches allow
as input both spoken and written discourse. In India, reading
has historically been the route into English for autonomous learners.

Reading aloud to and with pre-readers is known to promote
literacy (Adams, 1990), and could counter the fear of ‘unseen’
passages for comprehension in tests or examinations. Teachers
and learners must evolve for their own classrooms a balance
between ‘prescribed’ texts and learner-chosen texts from class
libraries with print or audio-visual materials (Big Books, multi-
lingual books, Reading Cards, learner magazines/newspaper
columns, edutainment programmes). The language environment
of disadvantaged learners can be enriched by developing schools
into community learning centres.

English does not stand alone

English is taughf by Indians to Indians so that we may interact
with one another and with the world. The acknowledgement
that English is a global language in a multilingual country has the
(second) methodological consequence that we need not insulate
it from our other languages in the classroom (as the audio-
lingual era did), any more than in our everyday lives. It has been
an abiding national vision that the teaching of English creates
multilinguals to enrich all our languages. We have seen emerge
in this century a rich mix of English and other languages in
television and film, reflecting the current educated urban expe-
rience.

Within the school system, the Kendriya Vidyalayas, or Central
Schools, have emerged as successful models of bilingual (En-
glish-Hindi) school education.



However, ‘English medium’ schools, old or new, may continue
to subscribe to an isolationist perspective on English. The result
is not only a loss of one’s own languages from the arena of
modernity, but an injection of the burden of sheer incomprehen-
sion into the language classroom. It is common sense to use our
existing knowledge, including the knowledge of other languages,
to help us make sense of what is said or written in the new
language. One’s other languages can also help to scaffold ex-
pression in the new language.

A judicious multilingualism

We need, however, to distinguish the displacing of English by
known languages in the classroom (as when prescribed English
texts are explained in them) from the use of known languages to
provoke and sustain an effort to engage with Englishtexts in the
classroom. The classroom discourse need not be monolingual,
whether in English or in an Indian language. At the early levels
of schooling, there are no teachers specialised for English teaching;
a single teacher may handle more than one language, as well as
the rudiments of the sciences. If that teacher could useEnglish
when they teach these other subjects, and other languages in the
English be removed. English could occur in tandem with known
language(s) for learning activities. The tasks in the Bangalore
Project (Prabhu, 1987) were input in English and required re-
sponses in English, but known languages were used to make the
task language comprehensible. Some of our classrooms are
multilingual enough that the teacher may not share a language
other than English with students; but groups of students may be
permitted to create multilingual discourse among them. The le-
gitimate use of other languages to promote the learning of En-
glish is a matter of context-sensitive understanding emerging from
a tolerance of some language mixing, and the infusion of thought-
content into the language class. Currently, the ‘mother tongue’
enters the class as a surreptitious intruder, keeping out its use
in, for example, pre- and post-reading discussion activities, or
in bilingual dictionaries or multilingual texts. Children’s publish-
ing in India has traditionally been parallel across languages; recently,
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multilingual story books have emerged for beginning readers.
Such materials, popular with thoughtful young parents, do not
find a place in our classrooms.

The goals of language teaching and the ques-
tion of standards

The early years of schooling aim to develop proficiency in or-
dinary English as a base for later academic or professional lan-
guage use. Given an input-rich environment, children’s language
learning can, but may not always, outpace the teacher’s com-
petence in English. The diversity of learning environments, therefore,
must allow for a diversity of attained standards. These could be
appropriately certified by evaluation (including continuous evaluation),
not of achievement within particular syllabi, but of language proficiency
with respect to national benchmarks. This would balance cur-
ricular freedom with standards of attainment, and open up alter-
native routes for English certification (and therefore instruction)
outside schooling, addressing the problem that English (along
with mathematics) is a principal reason for failure at the Class
X school-leaving examination. A student may, where appropri-
ate, be certified to ‘pass without English’ after ten years of
schooling.

The policy envisages an input-rich environment that promotes
the teacher’s English alongside that of students. The teacher
may, as a learner, develop a feel for ‘theoccurrence of learning’
(Prabhu, 1987), which happens in a ‘zone of proximal develop-
ment’ (Vygotsky, 1978) or an ‘i+1’ zone (Krashen, 1985). Adams
(1990: 35) found that successful early reading instruction de-
pends (irrespective of method, materials, objectives, class size
or organisation) ‘on the atmosphere — the momentum, support
and expectations — created by the classroom teacher ... the
teacher’s ability to stay tuned to that delicate interval between
ease and difficulty for the students and to keep the instruction
within it.” This feel for the pace of instruction can develop only
when teachers are allowed to assume responsibilityfor their own
and their students’ learning.



Evolution of the English tool

In any discussion about ASER tools, it is always important to
keep the basic objective of the exercise in mind. ASER is pri-
marily an attempt by citizens to understand the status of school-
ing and basic learning of the children in their district. The tools
are aligned to achieving this objective. Each year, ASER tools
are used by thousands of volunteers who assess hundreds of
thousands of children in their homes or their communities, meaning
the tool needs to be simple to understand, use and interpret.

While more sophisticated measurements may be possible with
more qualified fieldinvestigators and more time, the biggest challenge
'in ASER is to make the tool as simple as possible without
sacrificing rigour.

There was another major reason to keep the English tools for
ASER 2007 simple. Across the country it was hard to predict
what the English ability of the field investigators would be.5 At
the district level orientation, all field investigators were also given
the same test. Based on the results of this assessment, a session
was conducted to train the team further to ensure that all field
‘investigators were at least able to use all four samples of the
given test.

The third reason to keep the tool simple was to ensure that
different stakeholders could use the evidence to bring about
change in children’s learning outcomes. '

Simplicity would ensure that not only academics, but also teach-
ers in schools, officials at state, district or block level, NGOs
and parents, could understand the basic level of the child and
work towards the appropriate action. We also wanted the tool
to be useful for teachers to quickly get a sense of the basic
levels in their classes and enable them to track the children’s
progress.

As a starting point, we analysed state textbooks for English
across the country, especially the textbook for the first year in
which English is introduced in primaryschool. In keeping with
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the simplicity and ease of the overall ASER approach, theEnglish
tool had to be easy to use and the tasks that children were
being asked to do had to be simple. The entire set of tasks
could not take more than five to ten minutes per child, and
could also not be so difficult that children would be too nervous
to even attempt them. As in the case of other ASER tools (other
languages and arithmetic), we attempted to see if the tasks could
be progressive so that the level that a child reached comfortably
could be recorded.

The challenge was to be able to do all of this in a way that was
not complicated.

The framework was developed with these key elements in mind.

With English, as with the other ASER tools, the same set of
tasks is given to all children between the age of five and 16.
Given this and the fact that we did not have any benchmarks to
refer to, an additional challenge was to build enough variation
into the tasks so that the test could be given to children across
the five to 16 age group.

What do states in India want their children to learn in English?

In the first year in which English is introduced as a subject, the
learning goals for children are centred on the basic abilities of
ﬁsteﬁin__g, speaking, reading and writing. Implicit in these compe-
tencies is basic comprehension of what is being read. Although
the format, design and layout of the textbooks vary, most text-
books follow a similar pattern as far as content is concerned.

After reviewing and analysing state textbooks, we decided that
a very basic framework would suffice for the ASER English
tool. Whether English is mtroduced early (grade 1) or late (grade
or later), the learning goals expected of children do not seem to
vary too much. In common with reading in regional languages,English

‘too would be kept at a foﬁndational level — of decoding and

reading and very simple comprehension. The tasks to be in-
cluded in ASER were basic letter recognition, ability to read
simple everyday words and the reading of simple sentences. Of



the words that were read, we wanted children to tell us themeaning
in their own language; we had a similar goal with the sentences.

International relations

The League of Nations was the first of many modern interna-
tional alliances to allocate a special place to English in its pro-
ceedings: English was one of the two official languages (the
other wasFrench), and all documents were printed in both. The
League was created as part of the Treaty of Versailles in 1920,
and at the time of its First Assembly, it had forty-two members,
several from outside Europe. The importance of a lingua franca,
with such an extended membership, was obvious. The League
was replaced in 1945by the United Nations, where the role of
the lingua franca became even more critical. The UN now con-
sists of over fifty distinct organs, programmes, and specialized
agencies, as well as many regional and functional commissions,
standing committees, expert bodies, and other organizations.
English is one of the official languages within all of these struc-
tures.

The language plays an official or working role in the proceed-
ings of most other major international political gatherings, in all
parts of the world. Examples include the Association of South-
East Asian Nations, the Commonwealth, the Council of Europe,
the European Union and the North Atlantic Treaty Organization.

English is the only official language of the Organization ofPetroleum
Exporting Countries, for example, and the only working lan-
guage of the European Free Trade Association. Unless a body
has a highly restricted membership (such as one consisting only
of Arabic-speaking states or only of Spanish-speaking states),
the choice of a lingua franca has to be made, and English is the
first choice of most. However, even the restricted-membership
meetings recognize the value of English: although their proceed-
ings may not be expressed in English, the reports they issue for
the wider public at the end of their meeting, and the statements
which their officials make to the world media, usually are.
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The extent to which English is used in this way is often notappreciated.
In 1995-6, there were about 12,500 international organizations
in the world.1 About a third list the languages they use in an
official or working capacity. A sample of 500 of these (taken
from the beginning of the alphabet) showed that 85per cent
(424) made official use of English — far more than any other
language. French was the only other language to show up strongly,
with 49 per cent (245) using it officially. Thirty other languages
also attracted occasional official status, but only Arabic, Span-
ish, and German achieved over 10 per cent recognition.

Of particular significance is the number of organizations in this
sample which use only English to carry on their affairs: 169 —a
third. This reliance is especially noticeable in Asia and the Pa-
cific, where about 90 per cent of international bodies carry on
their proceedings entirely in English. Many scientific organiza-
tions (such as the African Association of Science Editors, the
Cairo Demographic Centre and Baltic Marine Biologists) are
alsoEnglish-only. By contrast, only a small number of interna-
tional bodies (13 per cent) make no official use of English at all:
most of these are French organizations, dealing chiefly with
francophone concerns.

The reliance on English is by no ~m’eans restricted to science,
however. Several international sporting organizations work onlyin
English, such as the African Hockey Federation, the Asian
AmateurAthletic Association and the Association of Oceania
NationalOlympic Committees; and when these organizations hold
international competitions, the language automatically becomes
the lingua franca of the gathering. English is used as the sole
official language in relation to a wide range of topics, as is
illustrated bythe All-African People’s Organization, Architects
Regional Council Asia and the Asian Buddhist Conference for
Peace.

These trends are reflected even in Europe, where we might
expect other languages to be playing-a more dominant role. We
can see this if we examine the Yearbook organizations whose
names begin with Euro-. Out of a sample of 1,000 of these, 440



specified the official or working languages they used. Almost all
used English as an official language — 435, a remarkable 99
percent.

French was used by 63 per cent (278) and German by 40 per
cent (176). English + French + German was the most popular
European combination.

In Europe, too, organizations which work only in English are
surprisingly common, especially in science. The EuropeanAcademy
of Anaesthesiology and the European Academy of Facial Sur-
gery use only English in their proceedings, as do the
EuropeanAssociation of Cancer Research and the European As-
sociation of Fish Pathology. Bodies from other domains include
the European Air Law Association, the European Bridge League
and the European Aluminium Association. One of the few orga-
nizations which makes no official use of English at all is the
European Federation of Perfumery Retailers.

Several bodies use English in more than one way. For example,
the Afro-Asian Rural Reconstruction Organization has three official
languages — English, Arabic and French — but for its working
language it uses only English. Europage, which unites the yel-
low-pages publishers of the European Union, lists Dutch,English,

French, German, Italian and Spanish as official languages, but |

adds that only English is to be used for correspondence.

The overriding impression is that, wherever in the world anorganization

is based, English is the chief auxiliary language. TheAndean
Commission of Jurists recognizes Spanish —and English. The |

German anatomical association Anatomische Gesellschaft rec-
ognizes German — and English. The Arab Air Carriers Associa-
tion recognizes Arabic — and English.

A different kind of role for Englis.h is encountered at meetings
where a large number of nations each has the right to participate
using its own language. The European Union is the most com-
plex example, where already by 1996 the fifteen member states
were presenting a situation in which over a hundred pairs of
languages required translation and interpreting services (French/
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English, French/German, French/Finnish, etc.). It is impossible
to find expert translators and interpreters for all language pairs,
or to provide maximum coverage on all occasions, so efforts
have been made to find alternative procedures (other than ask-
ing some of the countries to give up their official status). The
situation has become increasingly serious as more members join
the Union, and will eventually require a radical overhaul (a fur-
ther 12 applications were pending in 2002).

Several solutions to this problem have been proposed, such as
the use of a ‘relay’ system. If there is no Finnish/Greek trans-
lator available, for instance, English might be used as an inter-
mediary language — or ‘interlingua’, as it is sometimes called.
One person would translate a speech from Finnish into English;
another would translate the result from English into Greek. Any
language could be so used, but English is the one which seems
to be most often employed in this way. In 1995, 42 per cent of
European Union citizens claimed to be able to converse in English
— well ahead of German (31 per cent) and French (29 per
cent). This figure had risen to 47 per cent by 2002.2Interna-
tional politics operates at several levels and in many different
ways, but the presence of English is usually not far away.

A political protest may surface in the form of an official question

to a government minister, a peaceful lobby outside an embassy,
a street rlot or a bomb. When the television cameras present
the event to a world audience, it is notable how often a message
in English can be seen on a banner or placard as part of the
occasion. Whatever the mother tongue of the protesters, they
know that their cause will gain maximum impact if it is ex-

‘pressed through the medium of English. A famous instance of

this occurred a few years ago in India, where a march support-
ing Hindi and opposngnghsh was seen on world television:

" most of the banners were in Hindi, but one astute marcher carried

a prominent sign which read ‘Death to English’ — thereby en-
abling the voice of his group to reach much further around the
world than would otherwisehave been possible.



Education

It follows from what has been said in this chapter that English
is the medium of a great deal of the world’s knowledge, espe-
cially in such areas as science and technology. And access to
knowledge is the business of education. When we investigate
why so many nations have in recent years made English an
official language or chosen it as their chief foreign language in
schools, one of the most important reasons is always educa-
tional — in the broadest sense. Black South African writer Harry
Mashabela puts it like this learning and using English will not
only give us the much-needed unifying chord but will also land
us into the exciting world of ideas; it will enable us to keep
company with kings in the world of ideas and also make it
possible for us to share the experiences of our own brothers in
the world . . . And Sridath Ramphal adds an anecdote:25 shortly
after I became Secretary-General of the Commonwealth in 1975,1
met Prime Minister Sirimavo Bandaranaike in Colombo and we
talked of ways in which the Commonwealth Secretariat could
help Sri Lanka.Her response was immediate and specific: ‘Send

us people to train our tedchers to teach English as a foreign.

language’. My amazement must have showed, for the Prime
Minister went on to explain that the policies her husband had

put in place twenty years earher to promote. Smhalese as the:_
official language had succceded so well that in the process Sri
Lanka — so long the pcaﬂ of thq English speaking ,WOﬂd in Asia-
— had in fact lost English, qyén as a second language save for
the most educated Sri Lankans. Her concern was for deye_lop-:
ment. Farmers in the ﬁelld she told me, could not read the.

instructions on bags of 1mported fertlhser and manufacturers
in the glo’oal market were not hkely to pnnt them in Smhalese
Sri Lanka was losing its access to the world language of En—

glish. We did respond. 1 beheve that today English is domg

better asthe second language n Sri Lanka.

Not everyone has viewed:the arrival of the language in such
apositive light,; but the dominant viewis certainly that a person
is more likely to be in touch with the latest thinking and research
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in a subject by learning English thanby learning any other lan-
guage. It is important to appreciate that the use of English does
vary,in this respect. A 1980 study of the use of English in sci-
entific periodicalsshowed that 85per cent of papers in biology
and physicswere being written in English at that time, whereas
medical paperswere some way behind (73 per cent), and pa-
pers in mathematicsand chemistry further behind still (69 per
cent and 67 per cent respectively).

However, all these areas had shown a signiﬁcantihcrease in their
use of English during the preceding fifteen years —over 30 per-
cent, in the case of chemistry, and over 40 per cent,in the case
of medicine — and the figures twenty years further\ on would
certainly be much higher. This can be seen even in alanguage-
sensitive subject such as linguistics, where in 1995nearly90 percent
of the 1,500 papers listed in the journal LinguisticsAbstracts
were in English. In computer science, the proportion iseven
higher.Since the 1960s, English has become the normal medium
ofinstruction in higher education for many countries — and is
increa used in several where the language has no official status.Some
advanced courses in The Netherlands, for example, arewidely
taught in English. If most students are going to encounterEnglish
routinely in their monographs and periodicals, it is suggested—
an argument which is particularly cogent in relation tothe sci-
ences — then it makes sense to teach advanced courses inthat
language, to better prepare them for that encounter. Butthese
days there is also a strong lingua franca argument: the pressureto
use English has grown as universities and colleges haveincreasingly
welcomed foreign students, and lecturers have foundthemselves
faced with mixed-language audiences.

The English language teaching (ELT) business has becomeone
of the major growth industries around the world in the pasthalf-
century. However, its relevance to the growth of English asa
world language goes back much further. In the final quarterof
the eighteenth century, we find several examples of Englishgrammars,
such as Lindley Murray’s, being translated into otherlanguages.27
An illustration of the scale of the development inmodern times



can be seen from the work of The British Council,which in 2002
had a network of offices in 109 countries promotingcultural,
educational and technical cooperation. In 1995-6,for example,
over 400,000 candidates worldwide sat English languageexaminations
administered by the Council, over half ofthese being examina-
tions in English as a foreign language. At anyone time during that
year, there were 120,000 students learning English and other
skills through the medium of English in Councilteaching centres.
The figures have steadily grown since then.

With thousands of other schools and centres worldwide now
alsodevoted to English-language teaching, the Council estimated
thatthe new millennium would see over 1,000 million people
learningEnglish.

In a 1995global consultation exercise initiated by English 2000,a
British Council project, people professionally involved in ELTin
some ninety countries were asked to react to a series of
statementsconcerning the role and future of the English language.

Responses used a 5-point scale from °‘strongly agree’ to
‘stronglydisagree’. Nearly 1,400 questionnaires were returned.
One of thestatements was: ‘The global market for English lan-
guage teachingand learning will increase over the next 25years.’
Over 93 per centagreed or strongly agreed. A particular growth
area is central andeastern Europe, and the countries of the former
Soviet Union,where it is thought that over 10 percent of the
population —some 50 million in all — are now learning English.Certain
other statements in the Council questionnaire were alsogiven an
unequivocal response. They included:

_English will retain its role as the dominant language in worldmedia
and communications. 94 per cent agreed or stronglyagreed.

_ English is essential for progress as it will provide the main
meansof access to high-tech communication and information over
thenext twenty-five years. 95per cent agreed or strongly agreed.

_ English will remain the world’s language for international
communicationfor the next twenty five years. 96 per cent agreedor
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strongly agreed.Exercises of this kind have no clear predictive
value, but they doprovide a useful glimpse of the way specialists
are thinking in theworld market-place, and when identical opin-
jons are expressedfrom so many countries they undoubtedly help
to confirm the picture of English emerging as a global language.

The future

It is clear to me that the success of the current co-operation
should point to continued collaboration between the two
organisations. The expertise brought to the analysis and inter-
pretation of the findings by the British Council researchers can
add significantly to the impact of ASER in the future. By work-
ing together to rethink and re-interpret the surveys undertaken
during the years to now (2007,2009 and 2012) we can develop
a more detailed understanding of this complex issue and begin
to make important recommendations to policymakers based on
empirical data. It would appear from the analysis reported in
this vblunie that some short-term changes to the way in which
questions are set in the current instrument can add significantly
to the value of the work, while more considered longer-term
consideration of the assessments used is likely to result in even
greater gains.

The recommendations stemming from this report tend to reflect
current thinking in relation to statistical data analysié . The limi-
tations reported“ar'e related to theway' in which the instruments
are operationalised, rather than in the constructs that underpin

‘the approach..In fact, the way in which the instruments have

been conceived reflects the most recent cognitive model of reading
ability and progression, namely that of Khalia and Weir (2009)
in the way that progression is modelled (i.e. from the phoneme
level to the textual and beyond). It may be valuable, for in-

stance, to look again at the measures to incorporate the con-

struct measured into a single scale (i.e. combining the elements
of recognition with comprehension).

Another issue to emerge from the work reported in this volume
is that of test comparability. While the non-parametric tests used



in the statistical analysis here represent one approach to dealing
with the issue, they should not be seen as a long-term solution.
More rigorous approaches to test equation could be explored in
future co-operative partnerships. These suggestions are, of course,
not intended to undermine the considerable work that has al-
ready been undertaken in developing the current instrument; see,
for example, Ramaswami and Wadhwa’s (2010) analysis of is-
sues around sampling and Vagh’s (2009) interesting work on the
validation of the instruments.

The complexity of the process of gathering data from such huge
numbers of respondents across such a huge country cannot be
ignored. Any changes to the way in which the data are collected
(be these large or small) must be considered with tremendous
care, as practicality must be a key consideration in any future
collection approach. Fortunately, it is clear from the success we
have had in working together to create this report that we can
build instruments that reflect the reality of data collection on the
ground as well as the wellunderstood constructs that currently
underpin the approach taken and the requirements and expec-
tations of complex statistical modelling.

Examination Useful Questions
Long Type Questions :-

1. What do you mean by an evalutioqary prespecﬁve of
english language? Discuss in detail.

2. What is rich communication environment ? Briefly ex-
plain.

3. What should be the questions standards of language teaching
?

4. Why do Indian states want their children should learn in
english ?

Short Type Questions :

1. English may not stand for alone, Why ? Give reason.
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2. What is the international relation with english language ?
Explain.

3. Write short note of the following -
® Judicious Multilingualism
(i) Evolution of the English tool

@(ii)  The future education



1 4 Current Trends in Modern

English Literature in
Indian context

Study material included in this unit -

Objectives
Introduction
Development of Indian Novel in English

Developments in english studies in India

Emerging trends in english studies in India
Culture studies

Communication skills

English for careers

English for academic purposes
Examination useful questions

Objectives

After study this chapter you will understand the following facts.

Development of Indian Novel in English
Developments in english studies in India
Emerging trends in english studies in India
Culture studies

Communication skills

English for careers

English for academic purposes
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Introduction

The phrase ,,Indo-Anglian.. was used to describe the original
creative writing in English by the Indians. It is the literature
written by the Indians whose mother-tongue is not English. According
to K.R.S. Iyengar (1973:11) there are three types of Indian
writers in English, first those who have acquired their entire
education in English schools and universities. Secondly, Indians
who have settled abroad but are constantly in touch with the
changing surrounding and traditions of their country of adoption,and
finally, Indians who have acquired English as a second language.
Consequently, a large number of Indians were greatly moved by
the genuine desire to present before the western readers au-
thentic pictures of life in India through their numerous writings.

The Novel emerged as the most forceful and convincing of all
thegenres of literature in recent years. It has been widely ac-
cepted as the most appropriate form for the exploration of experiences
and ideas in today..s world. Indian English fiction has acquired
extensive commendation, distinction and prestigious position in
recent times in the whole of the world. The international literary
awards like The Booker, The Pulitzer, The Sinclair won by Indian
novelists exemplify that they have been appreciated even by the
western critics. “It is now recognized that Indian English litera-
ture is not only part of Commonwealth literature, but also oc-
cupies a great significance in the World literature. Today it has
won for itself international acclaim and distinction”.

The Indian English Novel has passed through several stages
before reaching present position where it galned a standing on
par with its counterparts in the West. The evolution of Indian
fiction in English may be broadly divided into four stages. It was
in Bengatthata literary © fenaissance first manifested itself, but
almost immediately afterwards its traces could be seen in Ma-
dras, Bombay and other more educated parts of India. The first
stage includes the works of Bankim Chandra Chatterjee, Toru
Dutt, RomeshChander Dutt, B.R. Rajan, T.Ramakrishna and others.

Bankim ChandraChatterjee..s Rajmohan’s Wife (1864) was the



first English novel written by an Indian. His works brought a
certain space and stature to Indian novels in English. The period
after the First World War has been considered the second period.
In the first decade after the war, S.K. Ventaramani, Shankar
Ram and A.S.P. Ayyer were the novelists who came to the fore.
After them comes the emergence of the great ,, Trio..- Mulk Raj
Anand, R K.Narayan and Raja Rao. Who are considered as
the finest painters of Indian sensibilities. They tried to revive the
ancient tradition of the Epics and Puranas of India. The three
major writers together are called the major ,.trio who produced
epoch-making pieces of English fiction writing. The Post- Inde-
pendence Era which is the third phase has a two-fold effect on
Indian writing in English. The radical changes like poverty, hun-
ger, death, disease etc., which were brought about by the Par-
tition of the country, on the one hand made the writers dream
about a finer future and on the other hand widened their vision,
sharpened their self-examining faculty. Thereby provided fertile
soil for many novelists to flourish and a considerable number of
novels were produced. Some prominent writers of this period
are-Bhabani Bhattacharya, Manohar Malgonkar, Kushwant Singh,
Sudhin Ghosh, G.V. Desani, Ananthanarayanan, J. Menon Marath
and others. Another important feature of this period was the
growth of Indian women novelists. Their appearance added a
new dimension to the Indian English Novel. The chief figures are
Ruth Pawar.Jhabvala, Kamala Markandaya, Nayantara Sahgal

and Anita Desai. After the 1960s there was a thematic and

technical shift in focus in the Indian English fiction owing to the
influence of the modern British novel. There was the impact in
the post-war period on the populace that gave rise to psycho-
logical disor""jérs, loss of moral values and the disturbance to
man..s peace of mind. This agonized existence of modern man
is sympathetically explored by Anita Desai and Arun Joshi and
this changed the face of IndianEnglish novel. It is with the novels

of Arun Joshi and Anita Desai that a new era in the Indo English

fiction began and also witnessed a change in thetreatment of
psychological themes. Chaman Nahal is also another major novelist
of repute who belongs to this period.
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After 1980 is the period of so-called ,,new.. fiction which in-
cludes newnovelists like Salman Rushdie, Vikram Seth, Upamanyu
Chatterjee, Shashi Deshpande, Shashi Tharoor, Amitav Ghosh,
Amit Choudhary, Arundhati Roy, Kiran Desai, Arvind Adiga
and others. These novelists heralded a newera in the history of
Indian English Fiction. They experimented with newthemes and
techniques. Vikram Seth has experimented even with the form
of the novel. His novel The Golden Gate (1986) is written in the
form of verse. Arundhati Roy, Arvind Adiga and Kiran Desai
got Man Booker Prize for their debut works. All the novelists
of this period have proved that Indian English fiction is con-
spicuous, prolific and unique. The growth of Indian English Novel
is remarkable. The number of new novelists, both men and women,
has increased in an unprecedented scale. The range of themes,
forms and sub-genres in Indian English Novel is very vast. As
far as the genres within Novel is concerned, there are political
novel, Novel of Social Realism, Novel of Magic Realism, The
Partition Novel, Novel of Diaspora, Historical Novel, Regional
Novel, the Children..s Fiction, the Campus Novel and others.
Like many subgenres of Novel, Campus Novel is originated
from the west. The number of novels dealing with academic
themes is adequate that they can form a corpus However, there
were some writers such as Michael Madhusudhan Dutt and Romesh
Chandra Dutt, who were persuaded not to write in English, but
to write in their mother-tongue Bengali. But many Indian writers
had chosen English as their medium of expression and made
their names in different fields of literature, for example, J awaharlal
Nehru wrote his Autobiography, Glimpses of World History and
Discovery of India in English and not in Hindi.

Similarly, Toru Dutt, Sarojini Naidu and Sri Aurobindo wrote in
Enghsh and not in Bengali. They used English to represent the
Indian culture and spirit. In this connection, the remarks of Randolph
Quirk and Raja Rao, are of worth quoting. According to Quirk,
English is not the private property of the Englishmen. Similarly,
Raja Rao says in the Preface of his novel Kanthapura (1938,

rpt. 1971: 5) “One has to convey in a language that is not one's
own, the spirit that is one..s own.” It seems that the mother-



tongue did not impede their way in writing in English. Comment-
ing on the use of English by the Indians as the medium of writing
and expression, James H. Cousins (1918: 179) says, “... If they
(Indians) arecompelled as an alternative to writing in their own
mother-tongue, let it benot Anglo-Indian, but Indo-Anglian, In-
dian in spirit, Indian in thought, Indian in emotion, Indian in
imagery and English only in words....” In this regard, R. K.Narayan,
as poihted out by K.R.S. Iyengar (1973: 30) says: “ I am able
to confirm, after nearly thirty years of writing, that English has

served my purpose admirably.” This is how with a rich contri-

bution to prose, poetry, novel and drama, these writers have
made Indo-Anglican literature as a matter of pride to Indians
and a source of admiration to the foreigners. Besides this, Lord
Macaulay..s Minutes on Indian education in 1935 and Lord
Bentinck..s decision to promote European literature and science
among the Indians instigated the Indians to use an alien tongue
for creative expression. Inspired by this policy, a few Indians
from the English-educated elite class such as Raja Ram Mohan
Roy, Swami Vivekananda, Sri Aurobindo, Rabindranath Tagore,
Sarojini Naidu were stimulated to use English for creative ex-
pression. They realised that by using English, they could reach
pan- India and even the world audience. Thereafter, the Indian
writers in English accepted English as a medium of expression
for political and cultural reasons. Some Indian writers such as
Mulk Raj Anand, R.K Narayan, Raja Rao, NissimEzekiel and
Jayant Mahapatra have adapted English to communicate Indian
sensibility. From the historical perspective, Indian English litera-
ture has passed through several phases such as Indo-Anglican,
Indo-English, Indian Writing in English and recently Indian En-
glish literature. Now, it is a part of Commonwealth literatures
Post-Colonial studies. This new literature in English is regarded
as an important component of world literature. In spite of di-
verse cultures, races and religions, it has successfully recaptured
and reflected the multi-cultural society. As a result, it has cre-
ated a widespread interest both in India and abroad. Yet, one
cannot deny the fact that the Indian literary culture has been
fragmented into several regional languages as the creative writ-
ers in India have been writing in regional languages such as
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Hindi, Kannada, Marathi, Punjabi, Bengali etc. Therefore, In-
dian literature has become pan-Indian. As amatter of fact, no
one can overlook the contribution of regional literatures tolndian
English literature and vice-versa. But for the makers of Indian
Englishliterature, English is the language of the expression of
their creative urge.

Development Of Indian Novel In English

The possible literary form for a writer to keep himself always in
touchwith the common readers is the fiction. It is in this area we
find that the Indian writers in English have made the most sig-
nificant contribution. So, of all genres, the novel is the most

popular form today.

According to H. M. Williams (1976: 109), “It is undoubtedly
the most popular vehicle for the transmission of Indian ideas to
the wider English speaking world.” We in India, on a greater
extent are indebted to the European and English novelbecause
as an art form, it has been imported to India from the West. In
otherwords, it is a gift of Western literature. In the nineteenth
century with the publication of Bunkim Chandra Chatterjee .S
Rajmohan’s Wife (1864) and Lal Behari Day..s Govind
Samanta(187 4), Indian novel in Enghsh has grown by leaps and
bounds in respect of thematlc varlety and linguistic maturity.

Both of them have used an acqulred language to comment on
the Indian social context. But compared to the recent output,

most early novels in English were almost imitative and faulty. It
is assumed that Indian novel in Enghsh has its roots in the nine-
teenth century realistic tradition of Enghsh novel. '

The impact of English education, natmnal awakening and the
influenceof European models are the chief factors responsible
for the rise and development of Indian novel in English. But with
the passage of time the Indian novel in English has become
thoroughly Indian in terms of the themes, techniques ‘and the
human values. In this regard, Meenakshi Mukherjee (1985: viii)
observes that: ,,The novel in India can be seen as the product
of configurations in philosophical, aesthetic, economic and po-



litical forces in the larger life of the country... “Despite obvious,
regional variations, a basic pattern seems to emerge from shared
factors like the Puranic heritage, hierarchical social structure,
colonial education, disjunction of agrarian life and many others
that affect the form of novel as well as its content.”2 In order
to understand rise and development of Indian English Novel, it
is necessary to take into consideration its emergence, develop-
ing stages and continuing traditions. The Indian novel in English
has-been divided into threesuccessive periods such as: a) novel
from1875 to 1920, b) novel from 1920 to 1947, and c) novel
from 1947 onwards, by the Indian scholars likeK.R.S. yengar
(1962), M.K.Naik (1982) and Meenakshi Mukherjee (1985),
considering the socio-political changes in India before and after
the Independence. On the other hand, the classification of the
novel by P.K.Rajan (1995: 9) refers to a) Early Realism: From
1864 to 1935, b) Critical Realism: From 1935 to the 1960..s,
¢) Modernism: From the 1960s to the1980s, and d)The New
Novel: From 1981 onwards. However, such classification has
its own limitations as placing an individual writer in a specific
period createsseveral problems. Besides an individual writer practices
several literarymodes and values

of rei)resentation at the time of writing. Hence, the whole cor-
pus of Indian novel in English may be divided into three broad
groups: a) The traditional novel of social realism before Inde-
pendence. b) The modern novel of experimentation after Inde-
pendence. c¢) A new contemporary novel since 1981. The intel-
lectuals in India before Independence concentrated on the na-
tional awakening and the society in a realistic manner. Bengal
seems to be the source of the Indian novel in English for the
prominent pioneers of the nineteenth century were upper-class
Bengali writers, for instance, Bankim Chandra Chatterjee, Romesh
Chandra Dutt, Toru Dutt, and Rabindranath Tagore, who dealt
with the social problems within their reach. These writers were

" nSTieely the imitators of the West but they had in the words

of Meenakshi Mukherjee (1971:19), “direct involvement in val-
ues and experiences which are valid in the Indian context.” The
pioneer novelists were trying to establish a new sense of social
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morality in place of the age-old social values. They were social
reformers and with them, the novel became an exercise in social
realism.

“The Indian novelists in English have their roots in two traditions
theIndian and the Western. It was a challenge for them to ex-
presses distinctly an Indian sensibility in an acquired language.”
Though the novels were being written in the regional languages,
for instance, in Bengali, Hindi, Marathi and Malayalam, they
had no English tradition. Naturally, at the formative stage, the
Indian writers were greatly influenced by the European master-
pieces of Leo Tolstoy, Henerie Balzac and Fyodor Dostoevsky
in English translations. There was a great impact of the novels
of the romantics and the early Victorians, Dickens and Thackeray.
Yet they were not the blind imitators of the Western models. On
the other hand, they tried to establish their own tradition of
novel writing in accordance with the age-old Indian tradition of
storytelling. Bankim Chandra Chatterjee..s only novel in English
Rajmohan’s Wife laid down the foundation for the first genera-
tion novelists to record the rich heritage and social transforma-
tion in India. Both the male and female novelists who empha-
sized their personal and private experiences followed him. The
early novels were, therefore, sketchy, domestic and aloof from
the political happenings. The early novelists depicted rural and
domestic life, filled with superstitions and religious whims, with
an equal emphasis on morals and social ills. In spite of that their
creative. efforts were very poor:“The deeper issues of national
as well as human life do not enter into their novels. The women
writers wrote about nubile romances and marital male adjust-
ment and their male counterparts wrote about sociopolitical is-
sues.” There is no comparison between the British women nov-
elists and ourIndian English women novelists. However, their
world was different from the socio-ethical world of the British
novelists. The early novelists in Indiaimitated the Western novel
in respect of plot-constructioh, characterization and narrative
technique. In spite of this the Indian novel in English has defi-
nitely taken many steps forward after the First World War. The
First World War stimulated the nationalist spirit among the In-



dians and further the freedom movement led by Mahatma Gandhi
became an all India experience. Indian Novel in English was
affected by socio-political upheavals during the 1930..s onwards.
The writers such as Mulk Raj Anand, R.K.Narayan and Raja
Rao attempted to explore the contemporary Indian society from
their specific views without distorting the reality. They were reformists
and didactic, yet, the motive of propaganda remained with them.
Mulk Raj Anand, R. K. Narayan and Raja Rao emerged on the
literary scene in 1930. It was the real beginning of Indian novel
in English. They were labelled by William Walsh (1990: 62) as
“The founding fathers”, “the genuine novelists”, “and inaugura-
tors of the form.” They made their appearance in the thirties
with the publication of Untouchable (1935), Swami and Friends
(1935) and Kanthapura (1938) respectively and established the
tradition of Indian English fiction. “Indian novel in English around
1930s needed the novelists who could grasp the social scene
with an insight into the human consciousness and who could
interpret the real Indian world, distinctive in themes, issues and
treatment in their fiction”5. Mulk Raj Anand is humanist and a
novelist with a purpose. He writes from his personal experience
and the experiences of real people. For Mulk Raj Anand (2000:
65), the novel is “the creative weapon for attaining humanness
— it is the weapon of humanism.” He writes basically about the
lower class life. |

Widely read novelist Anand is influenced by Charles Dickens,
H. G. Wells and Tolstoy in both form and characterization. He
followed the ancient Indian tradition of story-telling, but his approach
to themes and events, is of a social realist. Therefore, his novels
are the novels of protest and social realism. Anand is influenced
by the two ideologies — the Western Marxism and the Eastern
Gandhism.

He deals with the themes related to human predicament such as
protestagainst social and industrial evils, the status of women in
India, exploitation caused by caste system, class system and
imperialism. G. S. Balarama Gupta (1977: 115) aptly says, “The
moot point to be noted about Anand is that he has firmly be-
lieved in the role of a writer as essentially a crusader in the
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cause of humanity: no hotchpotch of Vendanta..s, no hazy mys-
ticism, but inalienable faith in man”. Anand..s early novels, Coolie
(1936), Two Leaves and a Bud (1937),Village (1939), Across
the Black Waters (1940) The Sword and the Sickle (1942)
andThe Big Heart (1942) justify this point, as Anand has brought
in them the lower class down-trodden people such as the scav-
engers, the coolies, the leatherworkers, and the untouchables
who form the bulk of Indian society. His novel Untouchable is
a classic experimentation in respect of theme and technique. It
represents a day from morning till evening in the life of a sweeper
boy named Bakha who is in the words of E. M. Forster (1981:
9) “a real individual, lovable thwarted, sometimes grand, some-
times weak, and thoroughly Indian.” R. K. Narayan, on the
other hand, is the novelist of middleclass sensibility. He is a
natural story-teller in his novels from Swami and Friends (1935)
to The Painter of Signs (1976). His novels The Bachelor of Arts
(1937), The Dark Room (1938), The English Teacher (1945)
and Mr.Sampath (1949) brilliantly and realistically describe the
South-Indian life. William Walsh (1983: 250), says that R. K.
Narayan..s writing is “a distinctive blend of Western technique
and Eastern material.” The world of R. K. Narayan..s novels is
Malgudi, an imaginary South-Indian town. In the words of Alan

‘Warner (1961: 190) Narayan “writes admirably plain English.”
. His is a very simple and straightforward style of narration. Raja

Rao is another prominent Indian novelist writing in English. But
he is not as prolific writer as Mulk Raj Anand and R.K;Narayan.
His concern with philosophical and mythologicaliaspects' distin-
guishes him from Mulk Raj Anand and R. K. Narayan. His first
novel Kanthapura, a masterpiece, describes the village life and
peasant sensibility. It shows the influence of Gandhian ideology
on an ordinary Indian. R. K. Srivastava (1987: 15) remarks:
“Raja Rao..s Kanthapura is a garrulous account of primitivistic,
religious, political and social activities of rural people. The novel
is not a two-dimensional picture of villagers but a colourful audio-
visual presentation ....characterizing the entire country Kanthapura
is India in miniature.”On language crisis, Raja Rao, in his ,,for-
ward.. to Kanthapura (1938,rpt. 1971:5-6), says: “We cannot
write like English. We should not. We can write only as Indians.



We have grown to look at the large world as part of us.” Headds
that English is “the language of our intellectual make up.... but
not ofour emotional make up.” About the rich contribution of
Mulk Raj Anand, R: K. Narayan and RajaRao, the makers of
Indian novel in English C.D. Narasimhaiah (1973: 63) observes
that the ,,human centrality.. of Mulk Raj Anand, ,,the comic as
a mode of study in maturity.. in R. K. Narayan, and the ,,meta-
physical aspect.. of Raja Rao have really enriched the realmof
Indian novel in English. Besides, these three stalwarts,
K.S.Venkataramani, A.S.P.Ayyar, Ahmed Ali, Dhan Gopal Mukherji,
K. A. Abbas and Humayun Kabir have also written novels on
rural, political and social life of India. Thus the major contribu-
tion to the Indian novel in English in the pre-Independence era
is of men and not of women. Novel became an established art
form in the works of the ,, Three Musketeers.. (M. K. Naik,
1977: 375) — Mulk Raj Anand, R. K.Narayan and Raja Rao-
who were still actively engaged in creative writing at the turn of
the century. The novel form further evolved and matured in the
hands of scholars like Bhabhani Bhattacharya, Manohar Malgonkar,
Khushwant Singh, Chaman Nahal, Arun Joshi, Kamala Markandaya,
Nayantara Sahgal, Anita Desai, Shashi Deshpande etc. in the
post-Independence period. ¥
Thepost-Independence Indian novel in English has ‘been termed
as themodern novel. It is not radlcally different from the novel
in the pre- Independence India. It is no longer imitative. In-
stead, it has the modern tendencies of expenmentatlon in form
content and technique. ‘

- Modernism, though came late to India, it has played an impor-
tant role in shaping the second generation novelists such as
Bhabhani Bhattacharya, B. Rajan, Malgonkar, Khushwant Singh,
Chaman Nahal, Arun Joshi, Kamala Markandaya, Ruth
PawarJhabvala, Nayantara Sahgal, Anita Desai, Shashi Deshpande
and a.few others who have made a tremendous contribution to
novel in the 1950s, 1960s and1970s. The Indian novelists be-
fore Independence were (mainl'y interested in social, political and
historical co_nc,er_ns.i But later in 1950s a new kind of novel
dealing with the contemporary issues appeared on the Indian
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literary scene. The psychological novel depicting the human personality
and inner realities of life replaced the realistic novel. Makarand
Paranjape says (1991: 25), “The novel interprets or creates
reality.” But the novel cannot be realistic or ompletely devoid of
social reality; therefore, there should be balance between the
personal and the social. The novels written in the post-Indepen-
dence period successfully render the Indian reality.

A number of novelists like Arun Joshi and Anita Desai have
exploredthe psychological and sociological conflicts in the social
and the individual..s life. There is a kind of shift from socio-
political concerns to the inner life of human being. The modern
Indian writers write about the socio-cultural predicament of the
modern man. Many modern novels dealt with mans alienation
from his self, his class, his society and humanity at large. In
other words, the centre of their novels shifted from the society
to an individual. C. Paul Verghese..s comment in this regard is
worth quoting (1971: 25). Most ofthe novelists in their eager-
ness to find new themes ,,renounced the largerworld in favour of
the inner man.. and continued ,,a search for the Essence of
human living... It is this trend that continued in the seventies and
it also shaped the novels of the eighties. Unlike 1930..s and
50s, the year 1980s marks the significant stage in the growth
and development of Indian novel in English. It is during the 80s
that some very promising Indian English novelists and their nov-
els earned great honours and distinctions in the academic world.

The Indian novel in English “has now attained luxuriant growth
and branched off in more directions than one,” says R. S. Pathak
in his ,Preface.. to Recent Indian Fiction (1994: 9). It followed
a definite pattern of development making tremendous progress
in he eighties and nineties in the hands of old masters aswell as
the new talented novelists like Salman Rushdie and others. Their
achievement lies in finding out the new fictional themes and
techniques. In a sense they are contemporary novelists as they
deal with the history of the post-Independence India, the pre-
dicament ofthe modern man and the contemporary reality in
modern India. They made the novel a medium of global expres-
sion. Thus the novel, with the publication of Salman Rushdie..s



Booker prizewinner Midnights Children (1981) received an in-
ternational acclaim and became a major force in the world lit-
erature. It has created the Indian tradition of fiction to which
belong “Rushdie..s Children” (The New York Times, 16 De-
cember, 1991), viz. Amitav Ghosh, Vikram Seth, Allan Sealy,
Upamanyu Chatterjee, Shashi Tharoor, Farrukh Dhondy, Rohinton
Mistry and Firdaus Kanga. Each one of them produced prize-
winning novel. In their hands, the Indian novel in English made
tremendous progress. Besides these makers of ,,new novel.. some
other novelists were concerned with the life and the experiences
of the minorities in India, for example, Pratap Sharma, Ranga
Rao, Boman Desai, Mukunda Rao, Gopal Gandhi and so many
others enriched the realm of Indian novel in Englishbeyond the
expectations. According to K.R.S.Iyengar (1985: 322) novel is
“aliving and evolving literary genre, andis trying, in the hands of
its practitioners, a fusion of form, substance and expression that
is recognizably Indian yet also bearing the marks of universality.

Developments In English Studies In India

The publication of Gauri Viswanathan’s Masks of Conquests:
Literary Study and British Rule inIndia (1990), which deals with
the ideology and practice of English studies in British India,
setthe tone for deliberations on the social and cultural functions
of English studies in India. This trend gained momentum in two
seminars organized in Delhi and Hyderabad under the aegis ofthe
UGC and the British Council in 1988 and 1991 respectively.
This was followed by some seminal books like The Lie of the
Land: English Literary Studies in India (1992) by RajeswariSunder
Rajan, Provocations: The Teaching of English Literature in India
(1993) by SudhakarMarathe et al., Rethinking English: Essays
in Literature, Language, History (1994) by SvatiJoshi and Sub-
ject to Change: Teaching Literature in the Nineties (1998) by
Susie Tharu. These much-discussed volumes, which are serious
critiques of English studies in India, with the exception of some
papers in The Lie of the Land, mainly deal with postgraduate
(PG) teaching experiences in elite academic institutions in Indian
metropolis like Delhi, Mumbai and Hyderabad. The teaching-
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learning scenario at the undergraduate (UG) level in rural India
is not a major issue in these books. The focus of these books,
however, remains on literary studies alone.

A novice in the field may get the impression that literary studies
are synonymous with English studies. Besides, almost all the
contributors to these volumes are university teachers of English.
Therefore, these books cannot be considered definitive docu-
ments of English studies in India (also see Perry 2005 for out-
siders’ views on these books). Since the last decade of the
twentieth century witnessed a serious attempt on the part of
Indian academics to question the relevance of teaching British
literature in postcolonial India this paper examines the syllabi
reforms in the first decade of the twenty-first century.

Emerging Trends In English Studies In India

Rgcéntly ‘English studies in India’ has begun to move away
from the study of canonical texts.

The changing global scenario has compelled some Indian uni-
versities to take an initiative and introduce innovative and need-

“based papers relevant to the Indian context, like separate themebased
-papers; interdisciplinary papers in culture studies and papers in

literature and other arts; papers catenng to vocational demands-
like papers in communication skills in English, English for ca-

-reers and English for academic purposes.

‘Culture ’,’Stvudi'e:é ‘

In the 1990s, Trivedi (1993) found that students of MA English
in DU were interested in reading popular literature. However, a
decade later, there were no takers for a paper in popular fictionUoP.
Even now some universities are refurbishing their syllabi to in-

‘coiporate papers in popular culture (for example, Bangalore:
'fUmvers1ty “In the course of thmgs The Hmdu 7 June 2011).

In the un1vers1t1es surveyed here, CUB is the only umver31ty
which is offerlng a separate core as well as elective paper in
‘Culture Studies’ whereas GoU, PoU, SUR, TU UoC-K and



UoL offerelective papers in it. CUR offers two core papers
titled ‘Culture and Society’ and an innovative paper ‘Adapta-
tions and Relocations’. PoU suggests elective papers in ‘Sci-
ence Fiction’, ‘Children’s Literature’ and ‘Popular Fiction’. UoC-
K offers elective papers in ‘Orientalism’, ‘Culture and Litera-
ture” and ‘Multiculturalism’.

Communication Skills

Seshadri (1997) expects the departments of English to review
their existing courses and modify or restructure them in order to
keep pace with the fast changing needs of society. He further
feels the need to equip young men and women with the kind of
communication skills that they require to operate in a highly
competitive world. Since there are comparatively better job op-
portunities for a PG degree in English than there are for other
subjects in Humanities (for example, Indian languages, political
science and philosophy), Indian students opt for the MA (En-
glish) course.

English For Careers

Krishnaswamy and Sriraman (1994) advise university depart-
ments to take into account jobmarket conditions. They warn
that English departments in universities must change their con-
tent and style of teaching to suit market conditions; otherwise,
they will be marginalized. Some university departments like those
in UnoM and in deemed universities like CUB, for instance, are
taking this warning seriously and have started offering courses
which will of interest to students nterest and also those which.
meet market demands. To cater to the changing needs of its
students, UnoM offers a range of elective extra-disciplinary papers
like ‘Copy Editing’, ‘Technical Writing’, ‘New Areas of Knowl-

edge Management’, ‘Travel, Tourism and Culture’ and ‘English -

for Careers’. Other universities have also introduced papers
like ‘Writing for Media’ (CUR and UoC-K), ‘Script Writing’
(CUB and CUR) and ‘Mass Communication’ (CUB, MTWU
and PoU). Such papers are yet to find a plaic‘e in the BA (Spe-
cial English) course.
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English For Academic Purposes

Taking into account the academic needs of students, some uni-
versities have also introduced core and elective papers related
to research writing in their MA (English) courses: ‘Research
andWriting Methods’ (CUB), ‘Writing for Academic and Pro-
fessional Purposes’ (OUH) and ‘Doing Research’ (UoP). Pa-
pers related to textual and bibliographical skills, study skills and
reference skills have been introduced only by GjU, RDV and
PoU. PoU has made available a whole range of electives like
< Advanced Academic Writing’, ‘Modern Rhetoric’ and ‘Research
Methodology and English for Science and Technology’.

Such innovative and application-oriented papers are occupying
spaces originally meant for literary studies. These emerging trends
of introducing application-oriented papers in BA (Special En-
glish) and MA (English) courses will determine the future of
English studies in India perhaps leading to its complete
vocationalization.

Examination Useful Questions
Long Type Questions :

1. Why is it necessary to development of Novel in english
in India ? Narrate detail.

2. Do you believe trends of english studies in Indian people?
OR
Emerging of english studies trends growing up in India.

3. How to develop the communication skills in english‘i»n
India ?

Short Type Questions :
1. Explain in english for carreers.
2. How english for academic purposes only ? explain.

3. What do you understand by culture studies ?



1.5 | Teaching as Second

Language in Indian
Context

Study material included in this unit -

e Objectives

e Introduction

e Medium of instruction

e English as second language in India

e Common factors affecting teaching/learning
english as a second language

e Learning a language

e Role of a Teacher

e Teaching english as a second language

e Language proficiency tests

e Examination useful questions

Objectives

After study this chapter you will understand the following facts.

Medium of instruction

English as second language in India

Common factors affecting teaching/learning english as
a second language

Learning a language

Language proficiency test
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Introduction

English as stated by Timothy J. Scrase “is not only important in
getting a better job, it is everywhere in social interaction. If you
can’t speak it then you are a nobody”. This view makes it clear
that English occupies a place of prestige in our country. People
belonging not only to a different language groups but also to the
same speech community make use of English in their inter-personal
communication. In big metropolis of India, it is really difficult to
come across any educated person who can speak any Indian
language well without avoiding the use of English words. Its
importance is not just in how many people speak it but in what
it is used for. It is the major language of trade and commerce,
news and information in this world of globalization. It is the
language of higher education and research, maritime communication,
international air traffic control and it is used even for internal air
traffic control in countries where it is not a native language.
Thus it has attained the status of a global language in the ever
changing economic context.

It is quite interesting to note that India, a multilingual nation, is
the third largest Englishspeaking country after the US and UK.
In India, it is increasingly being perceived as a ‘mustknow’ language.
It has now become a ladder for upward social mobility and ‘a
window to the world’. Such is the demand for learning this
language that a variety of English coaching centres and private-
tuition shops,English-medium schools which are mushrooming in
a large numbers and are easy to spot almost everywhere in our
country, even after independence, clearly indicate the respectable
position this language enjoys in the minds of the democratic
Indians.

Commenting on the increasing popularity which English language
enjoys now-a-days Timothy J. Scrase remarks:

“English is an international laﬁguage. You feel humiliated if you
can’t speak English. People think you are dumb.”

The view expressed above makes it clear that English language
enjoys a respectable position in the Indian context.



In India English is seen not only to be the key to economicprosperity,
but for the social value as well. Parents, especially, those belonging
to the upper and middle classes, expect their children to get the
best type of education and they think that it is possible only
through English medium.

On the other hand, people from the lower classes emulate the
model-setting behavior of the upper and middle classes. This
increasing demand for English has resulted in the mushrooming
growth of English-medium schools all over India. Still, there
was a bitter controversy among Indian educationists with regard
to the place of English in system of education and there has
been due to this a constant change of decisions as to what
position English should hold in the present setup. With this backdrop
a brief historical preview of the status of English language in
India is given below.

Every educational system has certain objectives which aim at
bringing about desirable changes in pupil. In order to bring about
those changes, the institutions arrange learning experience. The
success of learning can be judged only in terms of the changes
brought about by this experience. This is a learning experience
and evaluation. '

Thanks to the globalization in all the fields, it necessitates the

learning of a language which is international. Undoubtedly, English -
has become a world language rather than the language of only -

the English speaking countries such as the UK and the USA
because the number of the people who use English as a means
of communication exceeds much more than the number of the
people who speak it as their mother tongue. In the case of
English in India, more than two centuries, India has been directly
and indirectly had influence of the language, English on all the
fields, such as Education, Medical Science, etc. '

Text materials relating to the subjects of Science, Engineering
and Teclinology as also Medicine are available only in English.
Moreover, all over India, there is no single language to unite the
whole country. Since, in India, several languages are spoken
and also one set of people are reluctant to learn oné common
Indian language, we have to borrow a new non-Indian language.
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Considering the above facts, learning English, the universal language,
as a Second Language, becomes inseparable branch as also
unavoidable in Indian education system. Today’s world considers
English as a global language because there has never been a
language so widely spread or spoken by so many people as
English. It makes news daily in ma y countries and is adopted
by many countries. It has a special role to play in the countries
where ithas been accepted as the official language and is being
used as a medium of communication. The statistics collected by
David Crystal (1997: 61) shows that nearly 670 million people
use English with fluency and competency. This figure is steadily
growing ever since 1990. English now holds a dominant position
in every sphere of human activity. It is a very significant input in
all the developments in the world. It has reached the present
day status primarily because of two main factors the expansion
of British Empire in the 19th century and the emergence of the
United States as the leading economic power of the 20th century.

English In India:

Pre-Independence Period:

Due to the British invasion, English language was widely exposed
to our country. It is strongly believed that it made its entry when
the British first came to India after the incorporation of the East
India Company in 1600, and gained roots because of the educational
policies of Lord Macaulay. Timothy J. Scrase explains the growth
of English in India in the following words:

“Since the days of the British Raj, English remained the language
of domination, status and privilege in India. The hegemonic-colonial
project in India was to create and maintain a class of administrative
officers, clerks and compliant civil servants to carry out the task
of ruling the vast and expansive subcontinent”.

The view expressed above makes it clear that English was the
language of the rulers in India, and as a colonial subjects we
had no other choice but to learn English. In this way the language
started gaining roots in India. British administrators cared little
for the cultural wants of the Indian millions. “It was inevitable
that culture should be in jeopardy and civilization at its lowest



ebb: no wonder 18th century India was culturally little better
than a waste land”. Britishers did not want the spread of European
type of Education in India. They felt, as has been mentioned in
the parliamentary papers (1852-53), that western education would
enable Indians to challenge the alien rule as was the case with
America. And when they turned to promote the education of
Indians,it was a political necessity that made them do so. They
adopted orientalism or encouragement of classical learning for
their educational policy6 which was opposed by the missionaries
like Charles Grant (1746-1823) whose plan was to teach English
to the people of India. Meanwhile a controversy arose between
‘anglicists’ and‘orientalists’. It withheld the smooth progress of
English in India.

The “orientalists’ advocated the revival of Sanskrit and Persian
learni'ng. But the noted Hindu leaders like Raja Ram Mohan
Roy and Christian missionaries like William Carey advocated
Western education through the medium of English. This missionary
effort, as H.R. James opined, was powerfully supported by those
progressive Hindus who symbolized “a new found desire on the
part of the natives of India for a share in the knowledge and
training which they discerned to be a large part of the secret of
the superior efficiency of the nations from the west, and the
source of what was strong and admirable in English character”.
Then the people belonging to the middle class advocated and
aspired their education in English, which was the language of
rulers.

They saw that the capacity to speak and write English enables
them for lucrative posts under government, which provided a
decent income and an important status in the society. Raja Ram
Mohan Roy took the issue with all seriousness. He was against
oriental policy of education. When a proposal by General Committee
of public instruction for funding a Sanskrit college in Calcutta
was put forward, he wrote to Lord Amherst on 11th December,
1913 “the Sanskrit system of education would be the best calculated
to keep this country in darkness if such had been the policy of
the British legislator. But as the improvement of the native population
is the object of the government, it will consequently promote a
more liberal and enlightened system of instruction, embracing
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mathematics, natural philosophy, chemistry and anatomy with
other useful sciences which may be accomplished by employing
a few gentlemen of talents and learning educated in Europe, and
providing a college furnished with necessary books, instruments
and other apparatus”.

From the view expressed above it becomes clear that RajaRam
Mohan Roy preferred English to Indian languages for academic,
scientific and other international reasons. A still greater attack
was made on the work of the committee by the directors themselves.
They not only felt the superiority of English education, they even
expressed the view that “the teaching of mere Hindu or Mohammedan
literature meant the teaching of a great deal of what was frivolous,
not a little of what was purely mischievous and a small reminder
indeed in which utility was in any way concerned”.

The statement cited above makes it clear that most of thelndians
aspired their education through English mediu and, therefore,
they opposed to vernaculars or Indian languages. The sharp
differences brought the work of the committee to a standstill
and Lord Macaulay was appointed as the presideft of the committee
in 1834. His main contention was that the study of English could
be beneficial to those Indians who were pursuing higher studies
than Arabic and Sanskrit. He pointed out that there was already
an effective demand for English. He argued that: “since indigenous
languages were madequate and chaotic, and indigenous arts and
literature were petty futile things. Only ‘Western’ education with
English as the sole medium would deliver the good.” He further
hopefully thought that:

“If our plans of education are followed up, there would not be
a single idolater among the respectable classes of Bengal.”

From the views expressed above it is evident that Macaulay’s
motives in spreading English in India were just to create a group
of Indians who would be the interpreters between their rulers
and the ruled. He, by spreading English in India, aimed at just
creating a class of persons, Indian in blood and color but English
in taste, in opinions, morals and intellect. Macaulay’s
recommendations got the approval of LordBentick and it was
published on the 7th March, 1835; and an official resolution



endorsing Macaulay’s policy of modern education through English
medium was passed. But the teaching of English in systematic

way starts from the promulgation of Wood’s Dispatch of 1854,

which has been called the ‘Magna Carta’ of Indian education.
In Wood’s Dispatch it was declared:

“The English language is to be the medium of instruction in the
higher branches, and the vernacular in the lower. English is to be
taug t where there is demand for it, but it is not to be substituted
for the vernacular languages of thecountry. The system of grant-
in-aid is to be basedon the principle of perfect religious neutrality.”

From the report cited above it becomes clear that the beginning
of the process of providing English language to the bilinguals in
India was firmly established with the approval of LordWilliam
Bentick to Macaulay’s educational policy of modern education
in India.

English then gradually spread wider in India and gained roots in
the educational system. In 1857 three universities at the then
Bombay, Calcutta and Madras were established. By the end of
the 19th century two more universities, one at Punjab and the
other at Allahabad were setup. The foundation of these universities
marked a new epoch in the history of Indian education. This
resulted into the spread of schools and colleges, which ultimately

resulted in the increase of more number of Indians who achieved

mastery in this Language When the British government decided
to withdraw state aid to higher English education, people from
all states reacted. Lord Curzon the then Viceroy of India read
these indications and could not overtake them. The proposal
was immediately quashed by his orders. He wanted to remove
the chaotic condition of educational institutions. At the Shimla
Conference he discussed about what a university should be,
which is worth quoting:

“It would be a place for the dissemination of knowledge and the
encouragement of learning and it further be a human smithy
where character was forged in the furnace of experience, and
beaten out on the anvil of truth”.
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The above statement reveals the roles of the educational institutions.
Accordingly, an educational institution should be a place for
imparting knowledge to learners, and also a place for character
building. The English educated Indians, now, were demanding
their mother-tongue as the medium of instruction. Their emphasis
was on the use of mother-tongue as the medium of instruction
and on education closely related to Indian culture. On their
demand, the government appointed the Calcutta University
Commission in 1917under the chairmanship of Dr. M.E. Sadler,
the then vice-chancellor of the University of Leeds. The commission
recognized the importance of the mother-tongue. They argued:
“mother-tongue may be used only in high schools; in the higher
classes they urged the retention of English”.

This system of education was opposed by some great Indian
leaders like Gokhale and others. Mahatma Gandhi was against
English education. He said:

“The existing system of education is defective, apart from its
association with an utterly unjust government in three most nnportant
matters: i) It is based upon foreign culture to the almost 3¢

entire exclusion of indigenous culture; ii) It ignores the culture of
heart and the hand and confines itself simply to the head, and

- iii) real education is impossible through a foreign medium”.

Referring to the baneful effects of English education Gandhi
further adds:

...English today is studied because of its commercial and S0
called political values. Our boys and girls think that without
English they cannot get government services. Girls are taught
English as a passport to marriage...I know husbands who are
sorry that their wives cannot talk to them and their friends in
English. I know families in which English is being made the
mothertongue. All these are for me signs of our slavery and
degradation.” ’

These statements cited above make it clear that Gandhiji was
against English education. He gave a call to castigate everything
that was English-language, manners, clothes all. Therefore, English



education suffered a serious setback. But Gandhiji also appreciated
the importance of a foreign language especially English. He says:

“I don’t want my house to be walled in all sides and my windows
to be stuffed. I want the cultures of all the lands to be blown
about my house as freely as possible. I would have our young
men and women with literary tastes to learn as much of English
and other world languages as they like and expect them to give
the benefits of their learning to India and to the world”.

Thus the above quote shows that though Gandhiji was totally
against English education in India, but he appreciated all the
foreign languages, especially English. By 1921, the mother-tongue
came to be the medium of instruction in the middle schools and
its use was extended to the high schools by 1937. It resulted
into the deterioration in the teaching standard.

The Post-Independence Period:

English, the language mostly of the colonizers during theBritish
Raj became accepted to the higher strata, educationally, economically
and socially progressive class of the Indian societyduring the
post-independence period. English is the language of industrialization
and modernization, and now it is the language of globalization.
Observing the rapid change in the place of English in India
Scrase remarked:

“English is recognized as an important global or international
language, essential for professional employment and significantly,
a key component of the cultural capital of middle class Indians”.

The foreign language status of English in India thus appears to
have remained for a shorter period initially, and it gradually

seems to have acquired the status of a second language.

There are many acronyms in use amongst English teaching
professionals and the list seems to be growing daily. ‘ESL’ is
usually taught to immigrants to the country of the target language

or to natives of a country such as India where English is an

officially recognized second language.

Prof. V.V. Yardi gives clear distinction between a ‘foreign’ and
a ‘second’ language status as:
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“English as a foreign language refers to a situation where it is
taught for certain specific purposes viz... reading scientific works,
translation, communication at certain levels and for certain purpose
only. English as a ‘second’ language refers to a situation where
English is used widely for purposes of administration, education
and as a common link-language”.

From the view expressed above it seems evident that initiallyEnglish
in India might have been used by a limited group and that too
for very specific purposes. Its use gradually increased with the
establishment of universities, schools and colleges and because
of the government policies after independence indicating a shift
in its status. Prof. Yardi further asserts: “in India until recently,
English was a ‘second’ language. It is now in the process of
acquiring the status of a compulsory ‘third’ language”

Language Policy In School Education:

The Three- Language Formula:

‘Language planning for school education in India can be seen
‘more as a question of status planning rather than acquisition
‘planning. The language debate in education in the formative years

ofIndia’s independence not only brought in awareness among

'the stakeholders of education, it also enabled the pollcy makers
‘to fully attempt to realize the constitutional vision of equality of
gopportumty, linguistic rights of every linguistic and ethnic oommumty

and moving towards the goal of achieving universal access to

.education.

The Three-Language formula which emerged as a political consensus
‘on languages in school education was a strategy to accommodate

at least three languages within the ten years of schooling.

The Central Advisory Board on Education (CABE); the oldest

‘statutory body on education in India, initiated the discussion on
languages in school education in 1940’s and this continued to be.

a major concern in their discussions until 1960. CABE identified

3ﬁve ma_]or issues whlch requlred attentmn

« The number of languages to be taught at various levels of
school education.



* The introduction of second and third languages.

* The place and role of English. |

* The place and role of Hindi.

* The teaching of Sanskrit and minor language(s) in school.30

The CABE devised the three-language formula in its 23rdmeeting
held in 1956 with a view to removing inequalities among the
languages of India. It recommended that three languages should
be taught in the Hindi as well as non-Hindi speaking areas of
the country.at the middle and High school stages and suggested
the following two possible formulae:

1(a) (i) mother-tongue or (ii) regional language or (iii) a composite
course of mother-tongue and a regional language or (iv) a composite
course of mother-tongue and a classical language or (v) a composite
course of regional language or a classical language.

(b) Hindi or English

(c) A modern Indian language or a modern European
languageprovided it has not already been taken under (a) and
(b) above.

2. (a) as above
(b) English or a modern’ European language

(c) Hindi (for non-H1nd1 speaking areas) or another modem

Indian language (for Hindi speaking areas). The three-language |

formula was simplified and approved by the Conference of Chief
M1n1sters held in 1961 as follows .

* The regional language or the mother-tongue when the latter is

different from the regional language.

* Hindi or any other Indian language in Hindi speaking areas,
and +\)

. Enghsh or any other modern European language 32 ABE also

deliberated in detail on the study of Enghsh asa compulsory‘

subject as recommended by the Education Ministers Conference
held in 1957:
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» English should be taught as a compulsory language both at the
secondary and the university stages, students acquire adequate
knowledge of English so as to be able to receive education
through this language at the university level.

« English should not be introduced earlier than class V. The
precise point at which English should be started at the middle
stage was left to each individual state to decide.

A comprehensive view of the study of languages at school was
undertaken and concrete recommendations were made by the
Education Commission between 1964 and 1966. The commission
having taken account of the diversity of the Indian context
recommended a modified or graduated three-language formula:

i The mother-tongue or the regional language.

ii. The official language of the Union or the associate official
language of the Union so long as it exists; and

ii. A modern Indian or foreign language not covered under (i)
and (ii) and other than that used as the medium of instruction.

The commission’s observation on the status and role ofEnglish
is of importance from the point of view of language planning and
the way the language was perceived by policy planners. The
commission said: e

“English will continue to enjoy a high status so long as it remains
the principal medium of education at the university stage, and
the language of administration at the central government and in
many of the states. Even after the regional languages become
media of higher education in the universities, a working knowledge
of English will be a valuable asset for all students and a reasonable
proficiency in the language will be necessary for those who
proceed to the university”.

Thus, this brief historical scan of the evolution of thelanguage
policy in India tells us how the apprehension about the dominance
of English (as a colonial language which signifies the master’s
language) has been naturally alleviated by the role which the
language has attained. This, inspite of the efforts to contain its
spread. Today every child and parent wants the English language.



Medium Of Instruction:

The three-language formula envisaged that language teachingneeds
to be multilingual not only in terms of the number of languages
offered to children but also in terms of evolving strategiesthat
would use the multilingual classroom as a resource. Homelanguage
or mothertongue of children should be the medium of instruction
in primary schools and that this would lead to harmonious personal
development and contribute to a pedagogically sound high quality
education. This vision was proposed by the Education Commission
in 1964-66 and was reflected again in the National Curricular
Frameworks from 1975, the National Education Policy (GOI
1986), and the Programme of Action (GOI 1992). Following
Table No. summarizes the proportion of primary and upper-
primary schools which taught using the mother-tongue in 2002
in comparison with the situation ten years earlier, in 1993.

English As A Second Language In India

English in India is a question of linguistic centralism while the

other Indian languages lead to linguistic regionalism.. A foreign
language existing so firmly and distinctly has posed a problem to
the country. From Macaulay to Manmohan Singh, we have seen
many reports and commissions; but these have been only exhortations
and attempts to improve the position of regional languages. Yet,
the language problem became more Complicated without any
practical solution. It developed into a very serious problem as
no solution has been offered. The growing modernization and
internationalism in the world prevented us from doing away with
the English language. Besides, Indian languages are often associated
with tradition and are understood to be anti-modern. Therefore,
a complete switchover to the Indian languages would lead to
educational chaos and total isolation from the developments on
the international arena. We could not risk this because of the
cultural, social, political and economic reasons. Hence, this situation
needed an urgent solution.

The only resolution that could be thought of was a need for
coexistence of English with Indian languages. As a result, we
had to define the role of English in India and its relationship with
Indian languages. This gave rise to language planning. Consequently,
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the major Indian languages became the Regional Languages.’
Hindi was given the status of Official Language and English was
accepted as the other Official Language. It was considered that
English would promote integration as it cannot be identified with
any region. Further, the role of English was strengthened and
consolidated as English was recognized and perceived as:

« The language of knowledge (Science and Technology)
« The language of liberal, modern thinking

+ A window on the world

« The language of library, reason

Thus, the three language formula came into existence. This policy
was proposed in 1956 by the Central Advisory Board on Education
and was adopted at the Chief Minister’s conference in 1961.
The policy aimed at making English an integral part of the school
education in India. This naturally restricted the learning and use
of Hindi and the students started learning English as a second
language. Accordingly, the classical languages, particularly Sanskrit,
suffered a decline and English became the second language in
edudation both in Hindi -and non-Hindi speaking areas.
The Education Commission 1964-66 has identified English as a
‘library language’ and felt that it would continue essentially in
ﬁighef ‘education. Therefore, the Commission recommended that
English should begin from class V.
When' we look at the language study situation in the school
curriculum, the students study three languages: -
« The first language, L1 is_iﬁtrodl}chfin the school from grade
' I to X. This would be usually the mother tongue of the students
and, in general, the medium of expression and social communication.
« The second language, L2 is introduced either at gréde V or
VL L2 would be either the state official langqage or national
language. " '
» The third Vlangua‘gé',’ L3 is generally introduced simultaneously
_ or immediately after the introduction of second language: The
" main objective of the study of L3 is mainly to prepare the
students for all India mobility.



From the point of view of language policy, English is defined as
L3 the third language, and it cannot be L2. But, English is
introduced and studied as the second language. Here is the
Report of the Working Group on the Study of Languages (NCERT,
1986) which suggests the beginning of the study of the three
languages in the school curriculum in the Context of three language
formula.

* Primary stage—only Mother Tongue/Regional Languages, both
as a subject and medium, from class I to V.

* Post-Primary/Secondary — English and Modem Indian Language.
Three languages to be taught - State Language, one Modern
Indian Language (including Hindi) and English.

* Secondary stage — the same pattern as in post primary.

* Senior Secondary — State Language and optionally, English
for Specific Purposes. From the above description, we can
observe the relative ‘constancy’ of English and also how the
concept of ‘second language’ becomes diffused. Again, the
same report speaks on the importance of English, since-knowledge
is growing at a breath-taking pace. English should primarily be
taught, so that, at the end of a four/five year course: .

i It can be used as a ‘library language’ to enable the learner-,

to keep abreast of the latest assertions to different fields of
knowledge.

ii. Itcan enable the learner to pursue higher/professional education
The basic competenmes in the first four years should be in
that of reading, writing, listening and speaking (and) these
should be developed with reference to a specific corpus of
language material and communication needs.

Fulther, the Natlonal Curriculum for Elementary and Secondary
Education (NCERT, 1989) recommends a free alteration of English
either as a second language or as a third language. These provisions
made English the second language. The functions of English are
only ancillary; because, nowhere in the country English is used
to maintain personal relations or carryon social and cultural activities
or business.
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To quote Kapoor , “Now the failure in teaching English as a
second language stems not from the theory, training and mechanics
of language teaching, but from the intrinsic conceptual
inappropriateness in accepting English as a second language,
L2, pedagogically and linguistically. Analyzing the issue further,
he says that English certainly is not useful in our day to day life.
This, in fact, is the main problem of teaching English in India.
Being a foreign language it cannot function as a second language;
but it has been uniformly imposed as L2 all over the country.
What is more, when one looks at the functions, goals and instructional
objectives, it is evident that English is to be taught as L2. To
agree with Kapoor, all the Indian students study English as one
of the Indian languages; and therefore, are not able to achieve
any competence. All the remedial courses, U.G.C sponsored
institutes, use of technology, audio cassettes, the language laboratory,
radio, TV, reviews of syllabi, testing, error analysis have not
helped in improving students’ standards in any way. The standard
of English has always fallen short of even the minimum level,
except in certain cases.

A review of the problem will reinforce the following facts:
« Teaching practices are to be improved

« Objectives and needs. of teaching are to be matched

« Clarity about basic concepts is to be brought

« Principles and methods of teaching are to be coordinated

Hence, there is an urgent need to re-examine the problem and
do the needful.

Common Factors Affecting Teaching/Learning
English As

A Second Language

There are so many factors that affect the teaching-learning process
in India. Thestudents in India can be categorized into two; the
one is having the regional language as medium of study from the
primary level and the other is having English as the medium of
study. Hence, the problem of teaching English as a second language
, to the Indian students starts from the preschooling.



Further environment and family background play vital role in
success of learning process. For example, countries like India,
where majority of the people are farmers, have the poor background
in education. Moreover, the income of majority of the families
is not adequate. Hence, the parents are not interested in giving
good education background to their children. In contrast, they

are willing to engage the children in some jobs in order to earn -

money. This is the very basic reason and the affecting factor in
teaching.

Secondly, the infrastructure, viz. school buildings — class rooms,
labs, etc. is not adequate as required. The first category of the
students are almost compelled to attend their classes under the
trees even after several five year plans. Majority of the students
are coming from village and also their parents are farmers and
uneducated. If the nature fails, the survival of the farmers will be
questionable. Hence, the students are mentally discouraged due
to the family conditions. In the second category, the students
are having enough background in basic education since their
parents are educated and they do not depend on the nature
much. Many of the students from second category are joining in
English medium schools and hence, they do not find much difficulty
in pursuing their higher education. Moreover majority of the
families of second category are dwelling in towns and cities and
hence, they have easy access of quality education.

But, the first category of students are scoring good marks the
examinations conducted. It proves that they are having good
writing skill in English. The only thing is that they have to be
given Ntraining in oral English communication also. Hence, a
common programme for English Language Teaching must be
framed in the pre-schooling itself.

Learning A Language

Each language is structured differently, and the different structures
offer usersdifferent suggestions to meaning. so when we learn
our first language, our brain / mind ‘tunes into’ the way the
particular 11 works, and we learn to pay attention to particular
cues to meaning that are most helpful. When we meet a new
language, our brain / mind automatically tries to apply the first
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language experience by looking for familiar cues.Part of learning
a foreign language is developing new understandings about the
particular cues to meaning that the new language offers, and that
differ from those of our first language. The transferability of
knowledge, skills and strategies across languages depends closely
on how the two written languages work.

Role Of A Teacher

As said by Sir Philip Sydney, teaching is the end of all learning.
A teacher’s primaryrole is not only to enable the students to
understand what he is intending to say or teach. It is also the
duty of the teacher to understand what the student wants and
says. In teaching-learning process, two things play the vital roles;
one is the delivering capacity of the teacher and the other one
is the receiving capacity of the students. Without the two aspects,
the teaching-learning process will not be a successful one. Teaching-
learning process is just like making sound by clapping.

Without two hands we cannot clap. Like that without a right
teacher and the students, the teachingleaming process is meaningless.
Teaching should be a worthy of learning a concept deeply and
broadly. Teaching should facilitate the students to face the world
which is full of political, social, international as well as personal
controversies, without fear. It should give selfconfidence to the
students. By the effective teaching, the students should be enabled
to go for right choices, judgments and also decisions individually
In the process of teaching-learning, the teacher should try to
understand the students first. Then only, he can enable the students
to understand him or his teaching. Theory with practice on some
of the teaching topics, may enable the students to understand

the concept easily. Success of a teacher in his/her attempt in

enabling thestudents to understand what is the concept taught
by the teacher, depends on themethods he/she applies.

The teacher may be a good, but the students’ physical problem
may lead him to ignorethe teaching. Or sometimes, the background
of family of the students may drive him to be dull.

Hence, the teacher should take into account everythin_g At the
school level, theteaching-learning process is checked up the teacher
by repeated class tests and examinations. Based on the result



(marks scored by the students), different methods are adopted
to improve teaching in case of negative result. At the college
levels also the same traditional (Macaulay) method of examinations
is used. The only difference is the volume of syllabus prescribed
for the colleges students will be more than that of the school
level. As Carl Rogers said, the teacher should first forget that
she/he is a teacher. Instead, she/he must possess the skills of a
facilitator of learninggenuineness, prizing and empathy.

Teaching English As A Second Language

The Council of Chief State School Officers (CCSSO), U.S.,
defines English language proficiency in this way:

A fully English proficient student is able to use English to ask
questions, to understand teachers, and reading materials, to test
ideas, and to challenge what is being asked in the classroom.
Four language skills contribute to proficiency as follows:

1. Reading - the ability to comprehend and interpret text at the
age and gradeappropriate level.

2. Listening - the ability to understand the language of the
teacher and instruction, comprehend and extract information,
and follow the instructional discourse through which teachers
provide information.

3. Writing - the ability to produce wrltten text with content
" and format fulfilling classroom assignments at the ‘age and
grade-appropriate level 4. Speakzng - the ablhty to use
oral language appropriately and effectively in learning activities
(such as peer tutoring, collaborative learning activities, and
question/answer seselons) within the classroom and in social
interactions within the school. Hence, the teacher should keep
in mind while teaching English as a second languaget_o the
students.

Language Pljoficieh'cy Tests

Oller and Damico (1991) indicate that language proficiency tests
can be associated with three schools of thought. The first of
these trends, the discrete point approach, was based on the
assumption that language proficiency: ...consisted of separable
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components of phonology, morphology, lexicon, syntax, and so
on, each of which could be further divided into distinct inventories
of elements (e.g., sounds, classes of sounds or phonemes, syllables,
morphemes, words, idioms, phrase structures, etc). They describe
language tests based on the discrete point approach in the following
way:

Following the discrete point model, a test could not be valid if
it mixed several skills or domains of structure (Lado, 1961). By
this model, presumably the ideal assessment would involve the
evaluation of each of the domains of structure and each of the
skills of interest. Then, all the results could be combined to form
a total picture of language proficiency. A discrete point language
proficiency test typically uses testing formats such as phoneme
discrimination tasks where the test taker is required to determine
whether or not two words presented aurally are the same or
different (e.g., /ten/ versus /den/). A similar example might be a
test designed to measure vocabulary which requires the test
taker to select the appropriate option from a set of fixed choices.

Examination Useful Questions
Long Type Questions :
1. What should be the instruction of institutions in India ?

9. What kinds of factors affects teaching or learning english
as a second language ? Narrat in detail.

3. Is english lanugage or teaching as second language in
India ? Is it necessary ? Explain. T

Short Type Questions :
1. What do you mean by Learning Language ?

2. What is the role of a Teacher in english teaching ? Ex-
plain.

3. What do you understand by Language Proficiency Test?
Is it necessary for the scholars ?
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2 1 Aims and objectives of

Teaching English at different
stages of schooling

Study material included in this unit -

e Objectives

e Introduction

e Aims Of Teaching English In India

e Specifications Under Listening

e Specifications Under Speaking

e Specifications Under Reading

o Specifications Under Writing

e The National Curriculum Framework Level

e Objectives Of Teacher Education Programme
At Secondary Level As:

e Objectives Of Teacher Education At The
Higher Secondary Stage As Recommended
By Ncte (Academic Stream):

e Objectives Of Teacher Education At The
Senior Secondary Stage (Vocational Stream)

e Examination useful questions

Objectives
After study this chapter you will understand the following facts.

Aims Of Teaching English In India

Specifications Under Listening

Specifications Under Speaking

Specifications Under Reading

Specifications Under Writing

The National Curriculum Framework Level

Objectives Of Teacher Education Programme At Sec-
ondary Level As:

Objectives Of Teacher Education At The Higher Sec-
ondary Stage As Recommended By Ncte (Academic
Stream):

Objectives Of Teacher Education At The Senior Sec-
ondary Stage (Vocational Stream)
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Introduction

English, although a foreign language is now as much an Indian
language as any other. English has been taughtin our schools and
colleges for many decades. It occupies the position of associate
official language. It is usedwidely as a link language in offices
and among the educated people. It is not only a compulsory
subject atschool, college and university but is also the medium
of instruction to the large extent. It is the language ofscience and
technology. It occupies the position of a second language in the
school curriculum and for highereducation. English language has
been assigned the role of library language. Without exception
every secondaryschool child has to learn English as a subject,
usually for six years but in some cases for three years only.

This contemporary position of English in India shows English
language teaching occurring at all levels ofEducation, mainly as
a second language. This brings us to our present topic of interest
- a history of Englishlanguage teaching in India.

English language teaching as a discipline has come into its own
during the past several decades both in Indiaand abroad and
along with it English language teaching historiography also has
gained prominence. It is n‘owpossiblé to cite a large body of
literature devoted to this area of study. But in India, even though
Englishlanguage teaching has been going on for many decades
there is no document, which contains a comprehensivehistory of
English language teaching in India. Now English language teaching
has gained the status of a riewdiscipline‘ and also has gained
relative importance on our educational programmes. It is felt
that acomprehensive history of English language teaching in India
is needed.

“I would have English as an associate, additional language, which
can be used not because of facilities, butbecause I do not wish
the people of non-Hindi areas to feel that certain doors of advance
are closed to them. So I would have it as an alternative language
as long as people of India require it’- Pt. Jawaharlal Nehru,(from



the Convocation Address, delivered at University of Pune on
27th Jan. 1955).

English has become the language of Governments, Education,
advancement,:jobs and a symbol of selfimprovement. The new
ideas about language, the dimensions of usage and the new
development in educationaltechnology have given rise to branches
in the use of English. Though the use of English as a medium
ofcommunication in India dates back to the colonial days, the
native non-English speaker especially from the ruralinland, frets
and fusses when exposed to a situation where he has to communicate
inevitably in English.

Similarly, teaching English to the Indian students is the biggest
challenge. Though enough awareness isprevailing among the students,
parents and society and even among politicians, the majority of
our studentsstruggle a lot to acquire the language: On the other
hand, teachers too equally toil and moil to find a suitablemethodology
to facilitate the students in acquiring the English language.

We have, in general, urban, semi-urban and rural students. And
even among these, we have learners, who haveall among studied
through English medium and learners who have studied through
the regional medium withEnglish as one of the subjects. In addition,
we have the learners from varied soclo-economlc, lmgulstlc
andcomplex cultural backgrounds. This s1tuat1on stands to testify
that we have an awesome, humber of learners, anafnaiing variety
among them and varying kinds of competence of English language
among the learners. Tonarrow down the above classification,
we can see three kinds of students in any classroom. They are,
Students who are really good in handling the Enghsh language;
students who are not capable of learning the language,most often
from the first generation category, but carry in their innate hearts
the insatiable desire to speak inEnglish; and finally, students who
refuse to learn the language. As a language teacher something
must be doneto attract and satisfy all these students and enable
them to acquire the language.
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Conventionally, teachers of English teach the foreign language
either by explaining the meaning or bytranslating the text in English
into the regional language, i.e. in L1. This sort of teaching helps
the learner inlearning the text and simplifies the job of the teacher
in explaining the text. But in reality, the learners areincapable of
weaning themselves away from the mother tongue, because the
teacher has also made him moredependent on mother tongue.
As such, the students have not acquired any skill of the language
and notconfident in English. The situation will be worse in the
areas of productive skills, i.e. in speaking and writing. We all
know that when a student enters college, coming from a regional
medium school, coping with theEnglish medium instruction is his
greatest difficulty. As such college teachers are compelled to
teach throughregional language. If the teachers refuse to use
translation, then they cannot reach the students through theirteaching
and students resort to the use of bazaar guides, which have the
translated and transliterated version ofthe essays. Of course students
feel comfortable through the language, which they have acquired
naturally, as épart of the process of growing up. As such in a
multi-lingual country, it is a difficult problem to reconcile theuse
of regional languages with a common language. This situation
generally prevails in most of the educational institutions and we
cannot squarely blame thestudents and teachers. Many Commissions
for educations reform in India. have presented their
contemplatedreports and we are yet to achieve the much-expected
reform The main reason for such a situation could be theabsence
of any concrete and apphcable language formula and even the
ex1stmg ories could not be 1mp1ementedm to for want of enough
cooperatlon and support from Political mstltutlons, Central and
State Governments andof course from Universities too.

As a result, teachers are made to teach English language without
any clear-cut and achievable aims. To add fuelto fire, teachers
of English are given the conventional course books, prescribed
by the authorities of literarytexts. However realization is growing
to the dire need to modify English language teaching to suit
amultilingual and multicultural country. Moreover, the objectives



of teaching English language should benarrowed down to the
application of the language by the students in their day-to-day
conversation and to make the student aware of discourse organization
and to develop proficiency in manipulating and producingdiscourses
wellformed in terms of grammar, meaning, intention and contextual
appropriateness. But then, conservatively or conventionally most
of the teachers are happy at explaining the meaning of a text
inEnglish language, as if it is a subject. Due to the system of
education, due to the non-availability of thestandardized text
books, due to the dearth of regular training to teachers of English
and also due to the lack ofpreparedness among teachers, opportunity
to offer a skill based teaching programme is mostly absent.
Allen and Corder rightly remark, “If language is knowledge,
then learning it will share some of the characteristics of learning,
say, Chemistry; if it is skilful behaviour, it will be something
acquire through practice; if it is an object, we may get to know
itthrough descriptions or thorough descriptions or thorough use,
while if it is a social event, we shall wish toparticipate in the
social interactions in which it is mamfest”( Error Analysrs and
Inter-language’, Oxford Umversrty Press, p. 2, 1973) "

As such teachers of English language must realize that their role
is to help the students to acquire the skills oflanguage and-once

they achieve it, they can manage any subjeet and any-situation. -

In fact, as Allen and Corder further say,

“Language teachers are not so much teachers of language that ‘
is, a new and unfamlhar set of mamfestatrons ofwhat thelr students "
already process” (‘Error. Analys1s and Inter-language Oxford:
University Press, p. 68 1973). This clearly explalns that teachers. A

have to tap the hldden resources of the students by mfusmg or
booting up theconfidence level of the students. Teachers have to
create the situation in‘such a way to enable-the students toenjoy
the skill oriented language drills and at the same time learn the

peeuliérities and the techniques oflanguage. For this the teacher-

have fo acquaint themselves with the salient features of the language
so that theycan develop an insight into how the language works.
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Without this, it will be very difficult to see the rays ofsuccess in
any of their efforts in imparting language items.

What is meant here is that the teacher has to attempt to train the
students in accomplishing the skills of languageand there is no
need to acquire knowledge about the language. If the teacher
explains the meaning of a text, theteacher is teaéhing the language

‘as a subject. On the other hand, if a teacher trains the students

in the skills ofthe language and give enough practice then the
teacher teaches the language as a language. Of course, teachers
are hard pressed for time to cover the syllabus and cannot
spare much time to handle thelanguage items. And students will
also make complains that the teacher has not taught the lessons.
In suchconservative situations, the teacher can spare at least ten
minutes in each class to train the students in languageitems. The
students can learn and acquire the language under the able guidance
of the teacher. The remainingtime can be utilized for teaching the
students in the conventional or expected manner. It is vital, therefore
thatevery teacher should aim at directing every classroom to
equip the students with the basic language skills theyreally need.

Among the four skills of a language- listening, speaking, reading
and writing, the conventional teacherconcentrates much on writing
and reading. Very rarely a few minutes are spared to speaking

and listening. Theexcuse usually made by the teachers is lack of

time. But in the words of John Haycraft “To be able to use the
language to convey thoughts intentions, wishes, mformatlon etc.
a person needs amastery of vanous skills of language '

| A course in English Literature should concentrate on 1mprov1ng

the language proficiency and llterarycompetence of learners. But
the present system trains learners only in mastering the literary
content of thesyllabus. No efforts have been taken to improve

their Listening, Speaking, Reading and Writing (LSRW) skills,

Study skills and Dictionary skills and to strengthen their critical
sensibilities. So there is a need to train studentswith an alternative
syllabus, which will help learners develop their communication
skills and sharpen theirliterary sensibilities as well.



In the rating of LSRW skills and Study skills, both the students
and teachers have acknowledged the fact thatthe former lacked
minimum language abilities and skills required to follow lectures
in English and study theprescribed texts. But then while estimating
the LSRW skills and study skills, the group mean of the
variablesindicates that students have rated their skills in 4-points
scale higher than the evaluation of their teachers. Herethe rating
of the teachers can be taken into consideration, as it is a natural
tendency to rate oneself high in self-rating.

English plays a an important role in producing and promoting
changes and accepting new trends in the modernIndian society.
English generates modernity, imparts new knowledge and skills
and gives a formal system ofliving which is found in the developed
countries of the world. Majority of the standard journals and
magazinesare published in English. It is true that if we have
knowledge of reading, writing, understanding, speaking English,
we would have better knowledge of science and technology,
social sciences, industry and health. Language experts agreed
that English learning is a very important aspect of life. English
has enjoyed and stillenjoys a very important place in the curriculum
of Anglo-Vernacular schools in our country. It has been used
asan official language, the language of administration of courts,
legislature, etc. It is a language which has a richliterature and
also covers the vast spectrum of science and technology as well
as industries and commerce.

English also plays an important role in the national life of the
country. It still continues to influence the life andprofession of
the majority of educated Indians in every walk of life. The teaching
of English has traveled a longway during fifty years in free India
but the controversies and contradictions remain the same as
before. The fateof English language teachers and learners does
not seem to be very bright, if the activities of the variousacademic
bodies at the boards and the universities level are considered
seriously. The academic positions areover-shadowed by non-
academic ones and the teaching of English remains an activity,
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questionable in its relevance.We have had a variety of English
language teaching programmes in our country at the secondary
andtertiary levels : programmes organized by the District Centres,
ELT Institutes, Regional Institutes of English,Regional Colleges
of Education, Central Institute of English and Foreign Languages,
etc. In addition, theseinstitutions have been organizing a variety
of workshops, seminars, conferences and short courses. We
have hada number of review type evaluations of ELT programmes.
ELT programmes in our country may be viewed as anetwork of
process - creating English based, high English and low English,
English centered switching andmixing. These programmes are
designed to help learners learn how to mean in a multi-lingual
setting. Inmaking ELT programmes effective we may use the
following suggestions - language choice and languageordering in
a multi-lingual setting, the role of English as a source language,
the status of English as an associatenational official language,
the function of English as an international link language, etc.

In the educational scenario of India today, the abilities of teaching
and learning English language seem to beéadly lacking. This lacunae
can be attributed to a number of factors, the major one being
the lack of motlvatlonon the part of students due to various
reasons such as - lack of 2 awareness regardmg the importance
and scope ofthe English language, faculty teaching techniques,
lack of interest of knowledge of books which may not havepractical
application, stereotype kind of syllabi which may not cater the
needs of the students. The stalwartsfrom the field of education
need to realize that what is needed is a revolution in the present
syllabi which createsbookworms and not efficient communicators.
The objectlve of teaching as well as  learning English in Indianeeds
tQ be defined in clear terms.

Aims of Teaching English in India

As the English language is getting consolidated as a global language,
itis mdlspensablefor all the countries to teach and learn Enghsh
Otherwise, it is difficult to keep pace with thedevelopment in



the world. In particular, it is very essential for a multilingual and
developingcountry like India to learn this global language. Hence,
to make the learning of English effectiveand successful a teacher
should consider the following aims and objectives.

They are to enable our students:

* listen and understand English when someone speaks it at
a normal conversational speed

e use English for communication

» read English and understand the content

» write English for communication

* enjoy Simple poems

» develop interest in library reading and listening

There are a number of sub-skills under these broad skills of
listening, speaking, reading and writing, which have to be carefully ‘
cultivated in the process of teaching. ‘

Specifications under listening
* distinguish the characteristics of English sounds

+ understand the tone of the speaker who may express
feelings of politeness, fear, anger etc.

Specifications under Speaking
* produce the correct sounds and clusters of sounds
* use the correct stress patterns, pauses and intonation
» use the appropriate words and sentence patterns
Specifications under Reading
» read the passage silently and fast

« understand the central idea of the passaige
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« locate key words, key phrases and key sentences present
in the passage

« guess the meaning of new words in context
 give a suitable title to the passage
Specifications under Writing
« write grammatically correct sentences
« use appropriate words, phrases and sentence patterns
» follow a logical sequence
 organize writing in paragraphs
 avoid unnecessary repetition

« write with correct spelling and use marks of punctuation
its unique features.

Objectives of teaching English.

We know it very well that teaching of any subject is a social and
cultural activity. It is not so easy to teach any subject as it
appears while teaching, a teacher has to keep in mind the aims
and objectives of his subject. In other words we can say that
teaching of any subject becomes much effective when the teacher
is fully conscious of the aims and objectives of teaching of that
subject. A good teacher thinks that his teaching should be effective.
All of us know it very well that the basic principle of teaching
is “know what'you do and only do what you know )

Teaching requires certain directions. After all, success of teaching
depends on the aims and objectives of teaching. In teaching of
English P.Gurrey writes “It is highly desirable to know exactly
what one is hoping to achieve. If this can be clearly seen, then
the best way of getting to work us ually becomes evident. We
ought, therefore, to consider carefully what we are trying to do
when we are teaching English.



Indian people consider English as a second language. It is not
the medium of instruction for a majority of the students. It is an
instrument, a means for acquiring knowledge. The aim of teaching
English in India is to help students to acquire practical command
of English. In other words, It means that students should be
able to understand speak English, read and write English.

The National Curriculum framework level

(NCF 2005) guided that the goals for second language curriculum
are twofold.

(a) Attainment of a basic proficiency such as is required in
natural language learning.

(b) The development of language in to an instrument for
abstract thought.

The teacher should keep in mind the aims of teaching English.
The teacher should always emphasize on the aims of teaching of
English. It will help to teach effectively. These objectives are to
be set in line with the objectives mentioned in the syllabus guidelines
of National curriculum framework (NCF 2005) Objectives are
delineated at two levels.

(1) Atelementary level and
(i) At secondary level.

Objectives of teaching English at Elementary level. Skill based
subject , Hence at the Elementary level the objeétive of teaching
English should be to develop all the four fundamental skills among
them ie-LSRW

- Listening
- Speaking
- Reading and

- Writing
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This can be done by familiarizing the child with the spoken
language by exposing them to the language in meaningful, interesting
and real life situations through the mother tongue, signs, visuals,
pictures, sketches, gestures, letters, words, single word questions
and answers. Slowly the exposure to the language should move-
to enable them to read and write, besides listening and speaking.

Hence the objectives of teaching English at Elementary level are
to enable the students.

- To listen English with proper understanding
- To speak English correctly ie
Producing sounds with proper stress and intonation.

- To transform the silent written / printed language in to living
speech.

- To enrich vocabulary through telling, re- telling, reading aloud.

- To read with ease

- To follow the instructions given in the target language.

- To recite the small poems.

- To classify the words, nouns, action words (verb) , describing
words adjectives, linkers (conjunctions ) etc.

- To write words simple meaningful sentences correctly.
Objectives of teaching English at secondary level.

Linguistics never differentiates between lower level and higher
level objectives. It thinks all its four objectives viz- Listening,
Speaking, Reading and Writing (LSRW) are to be realized at
both the levels. To these linguistic objectives, literature adds
two more viz- Creativity and Appreciation. These two objectives
are purely higher level.

Linguistic and literary objectives are inter- linked with each other.
They are not independent and inseparable from literature. It is



true that literary objectives cannot be realised at the primary
level. But we see that their seeds are sown in language teaching
from elementary level that is from the very beginning.

Thus along with the attainment of basic proficiencies the development
of abstract thoughts, creativity and appreciation must be the
objectives of teaching English at secondary level. An attempt is
to be made to encourage the pupils in the two final years in a
school to thus begin appreciation of literary forms of the English
writings and the cultural enjoyment of the English language. The
material thus presented should be suitably adapted to the needs
of their course in a simple and suitable linguistic point of view.

At the close of school career an average pupil should be able
to:

(1) Understand and follow talks in English on general topics
within the prescribed vocabulary and sentence structures.

(i) Talk freely within the range of language items and express
suitably.

(i) Read books and similar other material written in siihpliﬁed
English as per the structures and vocabulary, and to follow
easy books with detailed notes. This material should within
their group. '

(iv) Write correctly in English on familiar topics fit to be
expressed within the range of the prescribed vocabulary
and sentence structures.

(v) Write creatively and independently on general topics.
(vi) Create wider reading interest.

(vi) Speak in a given situation (production skill) (fluency &
accuracy in speaking & writing)

(viii) ,Develdp study skill / reference skill.

(ix) Achieve greater proficiency.
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These aims may also be described as reception and expression

techniques. Reception means understanding spoken and written

matter in a language like English, while expression stands for

speaking and writing a language — English.

Objectives of Teacher Education Programme at
Secondary Level As :

To maintain the continuity of elementary education and toprepare
students for the study of diversified courses and appropriate
selection of subjects at the senior secondary stage,

To empower the prospective teachers to adopt disciplinary
approach in teaching, and to develop among students interest
in such studies.

To enable them to understand the implications of liberalization,
privatization, globalization (LPG) free market, W.T.O. and

Outsourcing etc. on education and adopt precautionai‘y measures
against their unsound effects.

To train them in the use of ICT, its advantages, disadvantages
and safeguards,

To curtail the educational and cultural gap between the rich
and the poor the schools meant for them by adopting suitable
educational approaches.

To develop among the prospective teachers love for Indian
culture, and its contribution to the world and to inculcate a
sense of national pride and identity.

To enable them to develop the teaching competencies and
performance skills for the subjects they have to teach, using
appropriate aids including 1CT, organize supplementary
educational activities and elicit commuhity cooperation,

To empower student teachers not only to understand the
nature of subjects but also the unity and integrity of knowledge,



To prepare them for the development of personality, inculcation
of values, fostering the spirit of citizenship and patriotic feeling.

“To create among them the awareness of environmental protection
and need to maintain 'a‘n ecological balance. * To enable
students to acquire, construct, process and utilize knowledge
as per the requirement of circumstances,

To help them to grasp the main thrust of the curriculum and
develop appropriate transactional and evaluation strategies
for the same.

To enable them to integrate yogic, health, physical, aesthetic
and inclusive education with other educational activities.

To enable the prospective teachers to orient and sensitize
the students with care and caution about Life Skill education.
HIV / AIDS preventive education, reproductive health, etc.

To develop among them the capacity for undertaking action
research for improving the quality of education, for the solution
of its pfbblems and to evolve the culture specific and
communityoriented pedagogy.

To help them evolve happy and healthy school and community
relationship and promote interest in life long learning,

To acquaint them with Indian nation’s distinctive character
of “unity of diversity’ and adopt curriculum development practices
to strengthen them. Similarly, a few more objectives may be
formulated in consonance with the emerging trends in the
context of local to global scenario.

Objectives of Teacher Education at the Higher
Secondary Stage as Recommended by NCTE
(Academic Stream) ‘

To develop among teachers an acceptable desired perspective

about academic stream and understanding df its nature, purpose
and philosophy, (o
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To make them aware of the philosophy, purpose and teaching
learning strategies of the subjects they have to teach,

To empower them to make indepth pedagogical analysis of
the subjects they have to teach and understand their relevance
to tertiary education.

To empower prospective teachers to comprehend the
characteristics of students for making suitable educational
provisions for them. '

To enable them to guide learners and prepare them for self
— study, independent learning, to develop reference skills,
undertake group leaming,v critical thinking, conceptualization,
self— evaluation of their own performance and derive knowledge
/ information from ICT, mass media and MCLS,

To develop among them the competencies to communicate
abstract and complex ideas and concepts in simple terms,

To make them understand the objectives, transactional strategies,
evaluation techniques and curriculum designing in different
areas of study at this stage, ’

To empower the prospective student teachers to understand
the regional specifies and educational demands and establish
correlation with the main stream of national life and to suggest
suitable solutions there off. | g

To “deVélop amqng them the skills for promoting patriotic

feeling national consciousness, social cohesion, communal
harmony and universal brotherhood.

To enable the per“spe’crtivév teachers to evolve need based
andculture specific pedagogy,

To make them aware of national problems, environmental
crisis and Indian cultural ethos and

. To enable them to orient and sensitize the students about

HIV / AIDS, preventive education and to bring attitudinal



change inunderstanding numeriuos problems relating to healthy
life, life skill development, stigma and discrimination etc.

Objectives of Teacher Education at the Senior
Secondary Stage (Vocational Stream)

The programme of teacher education for the vocational subjects
has to achieve the following targets in the domain of competencies
of student teachers.

To impart enriched vocational education which is essential
for success in competitive and open market economy,

To transform the nature of traditional vocations and modernize
them to achieve success,

To enable them to impart the skills of marketing, market
survey, salesmanship and advertisement,

To empower them to develop higher and finer vocational
skills and competencies among the prospective teachers and
the ability to foster them among their students,

To enable them to design courses and competencies needed
for self — employment,

To take precautions against becoming narrow specialists and
educationally inferior workmen and

To enable the prospective teachers to inculcate dignity and
morality of work and produce work culture among their
students.

Examination Useful Questigns,;

Long Type Questions :

1. "'What do you understand by Teacher Education Programme

in secondary school ? Explain in detail.

2. ‘What is your opinion regarding Teacher Education in the
Senior Secondary stage ? Is it necessary ? Why ?
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Short Type Questions £
1. What do you understand by Llstenmg ? Write briefly.

NOTES 2. What do you mean by speaking skllls in english ? Give

detail.

3. How to developed reading and writin.g‘ skills ? Explain.
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2 2 | Instructional Planning:

Need And Importance

Study material included in this unit -

e Objectives

e Introduction

e Instructional Planning

e Instructional Resources

e Advantages And Disadvantages Of In-
struction
Planning

e Importance Of Instructional Planning

e Examination useful questions

Objectives
After study this chapter you will understand the following facts,

Instructional Planning

Instructional Resources

Advantages And Disadvantages Of Instruction Planning
Importance Of Instructional Planning:
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Introduction

The purpose of schools is to educate students, but what does
it mean to educate? Under what circumstances can a teacher
claim credit for helping to educate a student? To educate means
to help students change and to help them learn and do new
things. When teachers have helped students to read, identify
parts of speech in a sentence, use the scientific method, or write
a cohesive paragraph, they have educated these students. Many
experts describe education as a process intended to help students
change in important and desirable ways. This view leads to a
fundamental question all teachers have to ask themselves: what
do I want my students to know or be able to do following
instruction that they did not know or do at the start of instruction?
Education is the process of fostering these important and desired
student changes.

It is important to point out, however, that this view of education
is not the only possible one. Thoughtful critics often suggest that

‘education conceived solely as a process of preplanned student

behaviour change can lead to a preoccupation with narrow
expectations or learning outcomes and afford the student virtually
no role in the creation of his or her own educational program.
Critics recognize the importance of a teacher’s ability to artistically
build upon a student’s prior experience and to seek multiple,
not necessarily predefined, outcomes from instruction. But despite
the merits of alternative views, education for most teachers is
conceived, practised, and assessed with the primary function of
helping to change learners in desired ways.

A curriculum describes the skills, performances knowledge,

and attitudes students are expected to learn in school. The curriculum
contains expectations or learning outcomes, whlch are statements
of desired student learning, and descriptions of the methods and
materials that will be used to help students attain this. The methods
and processes actually used to change students’ behaviour are
called instruction. Lectures, d1scussmns, worksheets, cooperative



projects, and homework are but a few of the instructional techniques
used to help students learn.

Students undergo many changes during their school years, and
many sources beside the school contribute to these changes:
maturation, peer groups, family, reading, and TV, among others.
The term achievement is used to describe school-based learning,

while terms like ability and aptitude are used to describe broader

‘learning that stems from non-school sources. Since the focus of

schooling is to help students develop particularbehaviours,
understandings, and processes, almost all of the formal teststhat
students take in school are intended to assess their achievement.
The Friday spelling test, the unit test on chemical equations, the
math test on the Pythagorean theorem, the delivery of an oral
speech, the autobiography, and midterm and final examinations
all should focus on assessing student achievement—that is, what
they have learned of the things that were taught in school.

The central concept in this chapter is that planning and assessment

should be driven by a clear knowledge of expectations or learning.

outcomes about what students will learn and master. Some have
called this a backward approach to planning, inasmuch as it

starts by defining the intended results (Wiggins & McTighe, 1998).

Indeed it is; and in this case “backwardness” is a virtue. . -
Instructional Planning

The true rewards of teaching are identified in terms of the impact
that the teachers’ instruction and mentoring has upon students.
Pride in teaching does not come from collecting lunch money,
plannlng field trips, meeting the morning bus, and the thousand
other semiadministrative tasks teachers perform It comes from
teachers’ knowledge that they have taught students to do, think,

or perform some things they otherw1se Would have been-unable

to do, think, or perform Teachers plan in order to modlfy the
curnculum to fit the unique characterrstlcs of their students and
resources. To plan teachers reﬂect on and mtegrate 1nformatlon
about their students, the subject matter to be taught, the curriculum
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they are following, their own teaching experience; the resources
available for instruction, the classroom environment, and other
factors. Their reflection and integration of these factors leads to
an instructional lesson plan. The plan helps teachers allocate
instructional time, select appropriate activities, link individual
lessons to the overall unit or curriculum, sequence activities to
be presented to students, set the pace ofinstruction, select the
homework to be assigned, and identify techniques to assess
student learning.

Planning helps teachers in five basic ways:

1. By helping them feel comfortable about instruction and giving
them a sense of understanding and ownership over the teaching
they plan.

2. By establishing a sense of purpose and subject matter focus.

3. By affording the chance to review and become familiar with
the subject matter before actually beginning to teach it.

4. By ensuring that there are ways in place to'_ get instruction
started, activities to pursue, and a framework to follow during
the actual delivery of instruction.

5. By linking daily lessons to broader integrative goals, units, or
curriculum topics.

Classrooms are complex environments that are informal rather
than formal, ad hoc rather than linear, ambiguous rather than
certain, processoriented rather than product-oriented, and people
dominated rather than concept-dominated. The realities and strains
of the classroom call for order and direction, especially when
teachers are carrying out formal instruction. | '

In such a world, some form of plannmg and organlzatlon is
needed.

Planning instruction is a context-dependent activity that includes
consideration of students, teacher, and instructional materials. A



lesson that fails to take into account the needs and prior knowledge
of the students or that poorly matches lesson aims to lesson
instruction is doomed to failure.

Similarly, a lesson that does not take into account the context
in which it will be taught can also lead to difficulty. Teachers
have a great deal of control over many classroom features associated
with instructional planning. For example, most teachers have
control over the physical arrangement of the classroom, the rules
and routines students must follow, the interactions with students,
the kind of instruction planned and the nature of its delivery, and
the methods used to assess and grade students. However, there
are important features that teachers do not control. For example,
most teachers have little control over the number and characteristics
of the students in their classes, the size of their classroom, the
quality of their instructional resources, and the Ministry/Department
curriculum guidelines. In planning, teachers must arrange the
factors they do control to compensate for the factors they do
not.

Instructional Resources

The instructional resources available to a teacher influence not
only the nature of instruction but also how effectively the expectations
or learning outcomes can be met. The term resources is used
here in its broadest sense to include available supplies, equipment,
space, educational assistants or volunteers, textbooks, and time.
Each of these resources influences the nature of instruction and
therefore the student achievements that can be pursued.

A Grade 2 teacher may wish to have his or her students construct
felt pictures of book covers, but is unable to because the school
cannot afford to provide the felt. A biology teacher may wish his
or her class to learn about the internal organs of a frog by
having each student perform a frog dissection. However, if the
school has no biology laboratory and no dissecting equipment,
the teacher must forgo this expectation or learning outcome.
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In these and other ways, material resources matter. Educational
assistants or volunteers who read to students, work with small
groups, or serve as tutors during a unit on the computer can
free the classroom teacher to plan and pursue enrichment activities
that might not have been possible otherwise. Resources of all
kinds are important to consider when planning instruction. .

Another resource that greatly influences what is planned, taught,
and learned in classrooms is the textbook. More than any other
single resource, the textbook determines instructional plans in
many classrooms. A large part of students’ learning time and a
large part of the teacher’s instructional time are focused on
textbook use.

The teacher’s edition of most textbooks contains many resources
to help teachers plan, deliver, and assess instruction. However,
teachers should not abdicate their planning, teaching, and assessment
decision-making responsibilities, which require a teacher to carefully
assess the adequacy of the textbook objectives and other materials
in terms of student needs and resources.

Two recent critics of textbooks assert that many textbooks are
too long and at the same time superficial and poorly organized
for constructing effective classrooim objectives (Daniels & Zemelman,

1 '20‘0’4).V“Tﬁéy note that another potential limitation is to base

instructional objectives solely on a textbook; this tends to steer
students toward accepting one authority and one. point of

1 view.

Teachers should screen textbook objectives using three criteria:
(1) Are the objectives and text materials clearly stated? (2) Are
the objectives and text materials suitable for students in this
particular classroom? (3) Do the objectives and text materials
exhaust the expectations or learning outcomes and activities to
which these students should be exposed? The following are
considerations for each of these three criteria.

The first criterion examines the way objectives-and instructional
plans are stated. Do objectives and instructional plans contain



a clear description of the process and content knowledge the
students will learn and the instructional activities that enhance
learning? Most, though not all, textbock objectives do provide
a clear description of the desired process and content knowledge.
In the event that the textbook author’s objectives are vague and
ambiguous, the teacher must define these terms, recognizing that
his or her definition may differ from the author’s and thus may
not be reflected in the instructional suggestions and materials
that accompany the textbook.

The second criterion examines appropriateness for particular
students. When teachers develop their own plans, they take into
account the status, needs, and readiness of the students. Textbook
authors, however, can only state a single set of objectives and
plans. Often these objectives and plans are more suitable for
some students than for others.

Consequently, teachers must ask, “Do my students have the
prerequisites needed to master the textbook objectives? Can
they be taught these objectives in a reasonable amount of time?
Will the lesson activities interest them? Do the lesson activities
pertain to all the important expectations or learhing outcomes in
the unit?”” The final criterioﬁ;examines completenéss_. Do the
textbook objectives exhaust the important expectatidns or learmng
outcomes students should learn? Lesson plans in textbooks tend
to emphasize structured didactic methods in whiéhl the teacher
either tells the students things or elicits brief replies to teacher
questions. Lessons using such objectives are easier to devise
and present than divergent, complex ones. Relatively few textbook
objectives call for synthesis or analysis of ideas, themes, or
topics.

Although teachers commonly omit topics from a textbook when
teaching, they rarely introduce new topics that are not in the
textbook. If teachers wish to include or emphasize higher-level
objectives in their instruction, they may be forced to break this
pattern and introduce additional objectives that round out student
learning:
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Advantages and disadvantages of instruction
planning

If the textbook material appears useful after all three of these
criteria have been applied, then a teacher may use the textbook
to help focus instruction and assess student learning. Table summarizes
the advantages and disadvantages of textbook objectives and
instructional plans.

A final important, though often overlooked, resource that greatly
influences teacher planning is time. Because there is never enough
time to teach students all the important skills and concepts ina
subject area, teachers must carefully match their instructional
time to the curriculum expectations or learning outcomes. Each
teacher’s decisions about what content to stress or omit is based
in part on the instructional time available. When a teacher skips
a concept, unit, or chapter in a textbook, the teacher is saying,
«All other things being equal, I prefer to spend my limited instructional
time focusing on other topics and skills that are more important.”

While teachers make decisions about the allocation of instructional
time daily, it is often in the last few weeks of the school year
that these decisions become most apparent. The end of the
school year always seems to arrive before all the planned topics
can be taught. At this poinlt; explicit decisions about how to
allocate scarce time are made: “We must cover subtraction of
fractions before the end of the year, but we can omit rate, time,
and distance word problems.” “If I don’t finish parts of speech
this year, next year’s teacher will be upset. I’ll take the time
from the poetry unit to work on parts of speech.”
Time is a limited resource that has important consequencesfor
planning instruction.

Importance of instructional planning

The instructional planning process in this action guide gives the
team a framework that is sequential and_ succinct. It includes
attention to the Common Core State Standards. This step-bystep
approach is introduced below. ‘



Step 1: Organize Instructional Units for the Year
Step 2: Align Units with Identified Standards
Step 3: Develop Two-Week Plan

The above steps are best accomplished by a team of teachers.
And it is more fun.

Step 4: Create Daily Instruction Plans
Step 5: Personalize Learning Activities

Steps 4-5 can be completed by the individual teacher on an
aligned Daily Instruction Plan. That’s right, all of the instructional
modes are there—whole-class instruction, student-directed groups,
teacher-directed groups, independent work, computer-based,
and homework. Each target learning statement and all instruction
is neatly organized and identified efficiently on one page.

The end goal is to have a differentiated and well-organized course
of instruction created by the experts—the teachers!

In developing a standards-aligned Daily Instruction Plan, your
quiver will be full of teaching and learning arrows, so to speak.
Some will work better than others, so you will change or modify
the ones that flub. Also, you may not actually use all the activities
you have planned. But you will have plenty of choices so that
you can meet the needs of each student.

Step 6: Manage Work time
Step 7: Record and Report Student Progress
Step 8: Use Student Learning Plans (optional)

Steps 6-8 are instrumental to the individual classroom environment.
Each classroom is unique (K-12; different subjects), just as the
classroom leader (teacher) is unique. While there are timerespected
management procedures, each teacher needs to weigh possible
strategies based on their teaching preferences, the age of their
students, and the physical benefits and challenges that exist from
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classroom to classroom and from school to school. However,
this guide suggests management strategies available for adaptation
to many situations.

Maintaining organized and purposeful records is a task that makes
this work manageable. Good recordkeeping is key to juggling
instructional modes and leveled learning activities, and most
importantly, ensuring that individual students are working at
appropriate, challenging curricular assignments. Communicating
the work of the student to their home is key to a strong and
purposeful partnership with families, ensuring the best possible
equation for school (and life) success. Using Student Learning
Plans is a step beyond. Whether you choose to make this step
(Step 8) may be optional, but definitely worth your consideration.

Step 1: Organize Instructional Units for One Year (or one
semester for semester courses) s

A unit of instruction is a sequence of lessons tied together. The
essential questions give foundation to these linked lessons through
big ideas that offer meaning and conceptual understanding. Instituting
these questions throughout the unit of instruction links facts and
skills to critical thinking and deeper thought. Lively discussions
and new understanding of these questions connects to prior
knowledge and personal experiences that opens the door of the
classroom to other situations and subjects.

In some districts, a curriculum map or scope-and-sequence has
already defined unit topics and clustered standards within them.
If a current grade-level curriculum guide (or map) is available
and answers the following questions, move ahead to Step 2. If,
however, something is missing from the current document, complete
that piece before taking the next step.

Clarifying questions:

1. What is the length of time of a unit of instruction for your
subject and grade level?



2. What “theme” will you give each unit? Think of a catchy
phrase or title that will be meaningful to your students.

3. What are the essential question(s) for the units? Essential
questions should be written so that students are able to
understand terminology in the question. The questions identified
for a unit of instruction should be logically sequenced. The
collaborative exercise among teacher team members to create
essential questions will enrich the content of the unit.

Step 2: Align Units with Grade-Specific (or Course-Specific)
Standards

Now that you have organized instructional units for a full year
(or semester course), determine all grade-specific standards that
will be incorporated in the first unit at this time. (This may
mclude Common Core State Standards, individual state standards/
benchmarks as may be determined by the team to fully complement
the unit. Also, consider other interdisciplinary opportunities to
maximize learning potential, standards application, and a more
efficient use of time.)

If you are currently using a map or scope-and-sequence that is

fully aligned with gradespecific standards, you may choose to
move ahead to Step 3. However, if you haven"t‘accessed.the
Common Core State Standards before vnow, this is an excellent
opportunity to become familiar and integrate or include with
your work.

A word about Common Core State Standards

The Common Core State Standards have been built from the
best and highest state standards in the country. English-language
arts and math are the first subjects defined by these standards
since these subjects represent skills which other subjects’ area
skill sets are built on. They were developed in consultation with
specialists, teachers, and parents across the country. They include
rigorous content and application of knowledge through high-
order skills. They were designed to ensure that students, regardless
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of where they live, will be prepared with the knowledge and
skills they need to succeed in college and the modern work
force. If you need assistance in translating terminology fundamental
to interpreting the CCSS, please see our Additional Resource
section. For more information and the list of standards, go to:

http://www.corestandards.org .
Clarifying questions:

1. Which grade-specific standards* will be highlighted in this
unit?

2. How can you maximize teaching and learning potential by
integrating subject areas and content standards to create
interdisciplinary units?

*In the Common Core State Standards each “grade-specific
standard” corresponds to the samenumbered College and Career
Readiness (CCR) anchor standard that is identical across all
grades and content areas. Put another way, each CCR anchor
standard has an accompanying grade-specific standard
translafing the broader CCR statement into grade-appropriate
end-of-year expectations. |

Step 3: Develop Two-Week Plan

Whether you teach to your specific state standards and benchmarks,
or are transitioning to the Common Core State Standards, a
framework for cohesive and rigorous content is the foundation
for sound instruction. If you currently have a curriculum map,
do you use it? Who developed it? How often do you review it?
That may be a good place to start. If you do not have one or
it is not current, with careful planning you can develop one.
Remember that you will certainly incorporate a standard in more
than one instructional block, and you may also cycle back through
standards and target learning statements you have previously
aglqdressed.'But first, let’s get a plan.



Instructions for the Two-Week Plan Worksheet Pedagogy of
aer , Teaching English

1. TranSlating the standard into the target learning statement is
a critical exercise to establish clear performance by studenits.
Determine if the standard is too broad for one target learning
statement, and if it should be divided and represented by
more than one target learning statement. Include the appropriaté
verb (observable behavior) as indicated in the standard as
well as specific criteria for demonstrating success to that
standard. It may also be helpful defining the statements by
referring to Bloom’s Taxonomy of thinking skills, (Remembering,
Understanding, Applying, Analyzing, Evaluating, Creating).
Both “Applying” and “Analyzing” are a good rule of thumb
for the target level. See http://www.odu.edu/educ/roverbau/
Bloom/bloomstaxonomy.htm for additional information in the
updated Bloom’s Taxonomy.

NOTES

2. Assessments are executed in a variety of ways. Much is
determined by the subject and grade level and how the results
will be used. The pre-test, as suggested in this process, is
diagnostic and gives the teacher information for personalizing
instruction. The post-test is considered summative for the
unit, provides a score or grade while possibly signaling a re-
teach to some students, or a return to the standard later to
benefit all students. Within the classroom, formative assessment
provides many opportunities to inform both teacher and student
through the various modes of instruction. There will be more
about those modes as we move to later steps. Good teaching
and learning is served with a variety of classroom assessments.
And, they are performed through an assortment of applications.
You will use the same or very similar items for a post-test
at the end of the last class session in this unit, just before the
pre-test for the next unit.

Prepare or identify the actual pre-test/post-test on the Two-
Week Plan form below. On that form, be sure to identify the
measurable outcome for each target determined by the Teacher

121



SECM 02

NOTES

122

Team that indicates the conditions and level of accuracy as
evidence of mastery, (examples: 4/5; 80%). Determining this
as a team ensures that all students in all grade level or same
subject area classrooms are being measured by the same
criterion.

3. For each target learning statement, write a prerequisite statement
for students who are not quite ready for the target (grade
level). Write these statements consistent with the “Remembering”
or “Understanding” level of Bloom’s Taxonomy or refer to
the standard of the previous grade.

The goal is not to create a static group of prerequisite learners.
Remember, we are always working to have all students reach
the target level, at least. Ongoing monitoring of each student’s
work through a variety of
instructional modes is meant to move students forward as
soon as they are ready.

4. For each target statement, write an enhanced learning statement
for students showing evidence of prior learning. You may
consider the standard identified for a grade level above, or
the “Evaluating” or “Creating” level of Bloom’s Taxonomy
to help identify the appropriate work for this statement.

Clarifying quesﬁibns:

1. Are leveled learning statements stated in “student-friendly”
language? Will you rename the prerequisite and enhanced
statements for classroom acceptability? Begin to consider
how those levels might be best represented based on age of
students, subject matter, sytbolic visibility for simplicity.

2. What is the best pre-test for assessing student’s prior knowledge
for each target learning statement? Is an informal, observable
assessment (i.e., KWL) best? Or does that standard (statement)
need something more conthtual, paper_—pencil assessment?
How is the post-test designed to ensure testing congruency?



So far, so good. After completing the Worksheet, you will have
a system with standards-aligned, leveled learning statements for
the unit of instruction and assessments defined to measure evidence
of achievement. Now that’s thorough! The pre-test results will
help you personalize instruction. The post-test confirms what
students have mastered at the unit’s end.

Step 3: Two-Week Plan Worksheet.

Using the district-provided, or self-defined curriculum map, a
teacher team is set to define that map through each unit’s set of
learning statements. Each target level statement should be
stated in student and parent friendly terminology that includes an
action that is observable and can be measured for mastery.
Identifying the pre/post-test items aligned to that objective ensures
well-defined instruction. Lastly, the team identifies learning statements
at the prerequisite and enhanced levels.

Step 4: Daily Instruction Plans—Preview and sample plan

Whew! A big job has been accomplished. Aligning subject- and
grade-level curriculum to standards and identifying an appropriate
assessment for each named target learning statement. You have
created the opportunity to meet that “target” with a prerequisite
learning statement, as needed, to move students forward who
need challenge and aligned expectation with an enhanced learning
statement. Preparation is well-laid for the classroom. As a team,
you are on your way in the creation of solid and challenging
instruction for each of your students.

Take a look at the Daily Instruction Plan sample, (next page).
What might you already have that can be plugged into this lesson
plan and aligns to target learning statements cited in the team’s
Two-Week Plan? Often, teachers have already used successful
instructional strategies and activities that align to grade-level learning
statements. Working together is beneficial in so many ways.
The richness of your individual experiences and expertise benefits
- all team members.
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How much time do you have as a team to step to the next phase
of instructional planning? What is the next step? The one after
that? And after that? Again, how much time do you have...now?
If team time is very limited perhaps going it alone, veering away
from the teamwork for awhile, is best.

The Daily Instruction Plan allows the individual teacher to use
the successful strategies and activities aligned to a target statement,
and plug them in “on the go”. At Step 4, we suggest you begin
with the development of whole- class, teacher-directed instruction,
a time-honored strategy, done well. The framework for proven
strategies is suggested within the context— Behavior Check,
Review, Think, Know, Show.

You may want to reserve team time to continue aligning objectives
to standards and assessments for the year. When that is completed,
begin to consolidate your independent plans into collaborative
plans for your grade level or subject area. Efficient use of time.
The results can be the same—rich; well-planned instruction.

An alternative route

Of course there are other ways to accomplish the tasks that
promise full and leveled instrqction in any single classroom. Don’t
want to go it alone? But still,don’t have the kind of team time
to go step-by- step? Determiné an alternative route. Perhaps
those tech-savvy teammates take charge of identifying the best
computer-based instruction for the leveled learning statements—
and plug them into the framework. And maybe there is one or
more on the team that already does highly successful student-
directed (coopqrative) group learning in the classroom.

Independent work and homework might be areas that other
team members take on, and wholeclass instruction is determined
by individual teachers. Before the scheduled date that the unit
begins, the team pulls all of the assigned elements together and
proceeds to documenting the collaborative results. There. A lot
accomplished in efficient use of individual and team time. The



choices are endless. Whatever the direction your team determines,

first examine the rest of this action guide to see what work lies
ahead.

Step 4: Daily Instruction Plans—Whole-Class and Small-
Group, Teacher-Directed instruction

The teacher directly teaches a lesson, sometimes with the whole
class and sometimes with small groups of students assembled
because they are at a common level of learning or need additional
instruction on a particular topic. Often, and according to subject
and students, information provided to the whole class may be
short to engage prior knowledge, motivate, and activate students
thinking around the main points of the lesson.

After conducting the pre-test, you will be ready to introduce the
new material. The Whole-Class Instruction Plan outlines the lesson
you will provide. First, think of each class period for this subject
as divided into two segments: Whole-Class Instruction and Work
Time. In Whole-Class Instruction, you deliver the lesson for the
day. Then, in Work Time, the students carry out the assignments
you will give them for independent work, student-directed group
work, and computer-based learning. Teacher-directed small 'g.roup
instruction also occurs during Work Time. Work Time extends
beyond the class period with homework assignments:

In early grades, Whole-Class Instruction may be only 10 or 15
minutes, with the majority of the.class period given to Work
Time. Follow-up or re-teaching to a small group of students
may be required. Work Time offers the opportunity for the teacher
to instruct small groups for more focused or leveled instruction
while other students are engaged with student-directed small
groups, independent work, or computer-based learning. In upper
grades and high school, Whole-Class Instruction will usually be
longer. We will discuss Work Time in gréater detail later.

On the Whole-Class Instruction segment of the lesson plan below
(shaded area); jot notes to yourself to guide you in providing
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the lesson. You may reference advance organizers, questions to
ask, topics to introduce, models and materials to show, times to
“think out loud.” While there is not a Teacher-directed small
group planning area included on the Daily Instruction Plan, the
same or some of the strategies as suggested for Whole Class
could be used during that direct instruction. Often the teacher
will lead the small group less formally, and possibly on-the-fly.
It is included as a general statement of use on the Daily Instruction
Plan.

Quick Directions for Completing the Whole-Class Instruction
Plan

Central Purpose of Lesson: Consider your target learning
statement.

Behavior Check: To set the psychological climate in the classroom;
cue students to focus in; reinforce attentive behaviors. Be sure
homework has been collected. A behavior check may be repeated
later in the class time to reinforce engaged learning.

Review: To connect prior learning with new learning, briefly
review the previous lesson as a bridge to the new lesson.

Thmk To introduce a new lesson; continue activating prior

‘ 1m0w1edge stimulate student cognition relative to the topic through

cues, advance organizers, question sprinkling, stimulate interest
in the topic.

Know: To directly teach the new skills or concepts through
lecture, demonstration, modeling.

Show: To find out what students have learned and to rehearse
their learmng through verbal drills, recitations, d1scuss1on quiz
games. Divide the time for each part of the whole-class lesson
roughly as follows:

Behavior Check: A minute or two

Review: About 20% of the time. Review connects this lesson to
the previous one and to students’ prior knowledge.



Think and Know: About 60% of the time. This is the presentation
of the new material, concepts.

Show: About 20% of the time. This is the summary segment and
time to check if it is sinking in. Now you are itching to teach
these lessons! Whole-Class Instruction is magical time for a
teacher and students, all learning together. Remember to do
some “thinking out loud” to build students’ meta-cognitive skill.

Note: Remember, we are only focusing on the Whole Class

Instruction lesson at this time (shaded area). We will get to the

other modes of instruction for completion of the Daily Instruction
Plan in subsequent steps.

Step 4: Daily Instruction Plans —Student-Directed Group

In a Student-Directed Group, the teacher provides the group of
students with instructions, and the group does the work. It is a
good idea to establish group norms with your students for all of
your Student-Directed Groups. These norms might be:

1. Name a group leader for this session.

2. Group leader reads th‘e.’i'ns'tructions to the group. [For
non-reading age groups, the teacher does this.]

3. Think about theeﬂc‘l geal or 'produ'g:t- you are to eefﬁpiete.
4. Bé sure everyone participates. -
5. Always be respectful of each other.

6. When the group’s goa.l‘ is met, go to your indeﬁendent
work if time permits. (

The. teacher s instructions 1nclude the topic and goal to get

started. The topic is related to the target leammg statement. The

goal is what the group is to achleve together. It is a good idea
for the goal to be a work product, such as a drawing or paragraph
summary of the group’s conclusions. However, there should be
individual accountability determined for completion of the goal.
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Optimum work and habits are reinforced by the teacher that
monitors the progress while offering guidance, corrections and
coaching.

What are some things to consider when grouping students
for cooperative learning?

1. The research suggests a group size of 2 to 5 students,
depending upon the complexity of the task presented
and the age of your students. It is wise to work with
small groups when students are first practicing the
collaborative pro_k:ess.

2. The nature of the task itself will often determine group
size, but in general, the larger the group, the more skillful
group members must be in positive interaction, fulfilling
individual role assignments, and keeping on task toward
goal achievement.

3. The shorter the time available for a task, the smaller the
group should be.

4. Generally, the research recommends heterogeneous groupings
of high-medium-low ability students, though there may
be exceptions for certain kinds of tasks.

5. Teacher-designed groups create optimum conditions for
long or complex tasks. Random groupings by means of
such methods as “counting-off” may provide a good mix
of students for short-term or easier projects.

Step 5: Daily Instruction Plan—a word about Personalized
Learning Activities

The modes of instruction during Work Time are: Independeht,
Teacher-Directed Group, Student-Directed Group, and Computer-
Based learning. The planning for Teacher-Directed and Student-
Directed have already been addressed. Now picturé this in your
mind. You may have a small group of students in a Teacher-
Directed Group, where you are working with them to reinforce



the Whole-Class lesson or hone in on a particular leveled learning
statement. Teacher-Directed Groups are homogeneous, meaning
that you select a group of students at a similar interest or level
based on assessment of their work. While you are conducting
your Teacher- Directed Group, another group or two of students
may be clustered in a Student-Directed Group. This group is
heterogeneous, and cooperative learning techniques are ideal
here. At the same time the groups are engaged in their work,
some students may be at the computers and others at their
desks doing Independent work. Everyone is engaged.

We want each student to have the opportunity to be exposed to
materials and learning experiences through grade-level curriculum
and instruction strengthened by teacher groundwork. We also
want each student to be able to soar ahead if ready. So we
personalize instruction during Work Time. Work Time also builds
the student’s responsibility for learning.

Remember the leveled learning statements: Target, Enhanced,
Prerequisite? Now if you plan Work Time activities for each
level and for the different instruction modes, you will be ready
to identify specific instruction for each student. In the classroom
culture, these learning statement terms (Target, Enhanced, Prerequiste)
should be changed so as not to let students see themselves in
categories. Using symbols, pictures, or some other sign eliminates
possible labeling or sensitivities students may experience. And
the symbols can be changed from time to time. The terms are
used in the guide only for the purpose of bringing clarity to the
levels when planning. The pre-test gives you information for
deciding which activities are most appropriate for individual students.
And the opportunities are available for moving students to a
higher level when they show evidence of mastery in one of the
aligned activities. The Work Time activities follow the lessons
you have outlined in the Whole-Class Instruction Plan, but may
circle back to cover previous material later, and as needed to
help students to be challenged, and successful. Got that pictured
in your mind? An active classroom culture is buzzing. Seems like
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a lot of activity for one classroom, doesn’t it? Not to worry.
We’ll focus on management of this active teaching and learning
time at the next step. But let’s get back to some more quality
planning. Activities or assignments are personalized for homework,
too, of course. More about that later.

Step 6: Manage Work Time

Do you like your students to assume responsibility for their
learning? Do you believe that they benefit from the practice of
self-management? Do you think a classroom that has strong
procedural management promises greater opportunity for learning?

During Work Time students are engaged in different activities
simultaneously. There is lots of movement in the room. Certainly,
a teacher’s “withitness” is important all of the time, but crucial
in Work Tlme Connecting positively with each student and helping
them to self-manage is vital during Work Time. The physical
env1ronment of the classroom is also important. Wellmarked
areas of the room and organized learning materials help students
nav1gate their learnmg environment.

"""""

Group act1v1t1es each day as you deC1de to cluster a group of
students for a partlcular purpose to reinforce the lesson or address
a spec1ﬁc need for moving the group of students forward in their
a551gned work Student-Dlrected Groups work effectlvely with
clear d1rect10ns and assrgned roles In lndependent Work and
Computer—Based Learning students are workmg on leveled activities
in different modes throughout the classroom. In between teachmg
moments the teacher moves through the classroom, monitoring
and responding to questions. Maintaining the working order in
this culture requires some clear and very distinct management
skills: Guidelines that are established and practiced by teachers
and students collectively, ensures greater positive outcomes and
classroom management cohesion. Following are several strategies
that you might want to consider to help manage a successful
Work Time in your classroom.



Teacher calls are signals by the student to show that assistance
is needed. The traditional classroom signal of raising a hand is
appropriate during whole class instruction, but not during Work
Time when the teacher is likely to be teaching a small group of
students, or working with an individual. “Flags” that indicate the
student needs teacher assistance are located where students are
on task in learning activities (i.e. student desk, computer station,
student-directed groups).

Wait-time activities are curriculum-related activities that students
can do while waiting for teacher assistance. Combined with the
teacher call, they eliminate “down-time” that can lead to discipline
problems, may provide additional practice of skills for learning,
and promotes a habit of student self-responsibility.

Student folders are an effective organizational tool similar to a
class notebook where necessary learning materials are kept,
and accessed. Wait time activities may be included in the student
folder. The student folder can represent another conduit of
communication between school and home.

Posted rules and procedures serve to remind students of the
expectations for accessmg learning materials and act1v1t1es and
applying appropriate behavior in the Work Time segment of

class. When proper procedures are practlced and learned student |

classroom behavior becomes routine, and guarantees the well-
managed classroom where 1mportant work takes place. The
instructions for accomplishing an activity mlght be posted for
students’ self- direction, as well.

Leveled Learning Plan Take a look at the example on the

following page. Look familiar? Looks a lot like the Daily Instruction’

Plan framework, right? Previously, “three assignment sheets at a
center or a work station” was suggested. Well, here’s the tool
that students can refer to, based on the “level” you have assigned
them. Yes, they can be posted at the computer station or learning
centers. Three levels...three sheets of paper...easy access. And
only the work or activities are written down. That is what students
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need to know. For the youngest students, or non-readers, symbols
and pictures can be used, and matched to the appropriate learning
materials for them to access. On the backside, or as a second
page, the targeted learning statements, standards, and essential
questions for the plan can be listed. This is a great tool for
helping students become more responsible for their learning and
self-management. Giving you more time to teach.

Step 7: Record and Report Student Progress

You sure have a ton of instruction planned for this subject.
Now, how do you know what your students are learning? How
can you adjust their assignments to account for their mastery?

Your data sources for tracking student mastery of standard/
benchmark-aligned objectives are:

1. The pre-test
2. Your observation in Teacher-Directed Groups
3. Their work in Student-Directed Groups

4. Each student’s successful completion of Independent Work
and Computer-Based Learning

5. Each student’s successful completion of Homework

6. Tests that you administer that are aligned with the target
learning statements

7. The post-test

You may use a variety of methods to check student work. For
Independent Work and Homework, you may give the student a
rubric for self-scoring. You may have students exchange work
with peers to check with a rubric. You may collect the work and
grade it. You may simply have the student show you the completed
work and check that it has been successfully completed or in
simple observations recorded by the teacher. You may use these
approaches also for Computer-Based Learning, or your computer



programs may have a built-in system to track student progress.
It is a good idea not to rely only on the computer program to
confirm mastery.

In keeping track of mastery, you are concerned about the Target
learning statements. If a student has successfully completed activities
aligned with Enhanced learning statements, so much the better.
If a student has only completed activities for Prerequisite learning
statements, that isn’t mastery of the Target learning statements.
That is why you try to get every student up to Target activities
by the end of the two-week block. For students who don’t
make it, you must consider appropriate interventions—tutoring,
more time for this subject, re-teaching using different strategies,
etc.

In addition to whatever system you use to determine student
grades, keep a simple Class Progress Chart to mark when
you are sure a student has mastered a leveled learning statement,
based on your examination of their work. All expert craftsmen
need the right tools to give excellence to their work. Use of this
recordkeeping tool in a busy classroom with the great variety of
learning opportunities going on simultaneously keeps ongoing
information of student mastery at your fingertips. Keep the Class
Progress Chart with you as you conduct a Teacher-Directed
Group or navigate the room during Work Time. You use it also
when you check homework and score tests that you have
administered. You can also indicate the student’s apparent mastery
from the pre- and post-test, but remember that these might be
quick methods for determining a student’s mastery and not reliable
alone to ensure that the objectives have been mastered.

In order to report to parents on their child’s progress in mastering
objectives, you simply take that students information from your
Class Progress Chart and record it on a Student Learning
Report. Nice.

Now reach back and pat yourself on the back. Applaud for
your team members. Get ready to teach!
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Step 8: Use Student Learning Plans (optional)

Interested in going a step further? How about individual student
learning plans? Yes indeed, putting the plan into the hands of
each student gives increased opportunity for selfmanagement
and self-directed learning. Just as the teacher’s lesson plan serves
as the map for executing powerful teaching, an individual student
learning plan becomes the student’s map for learning. How does
it look? What are the benefits? Let’s take a peek...

Sure, you can give each student a copy of the above Leveled
Learning Plan to guide their work, but not very efficient. What
happens if a student shows mastery of one target learning statement
in the Two-Week Plan, but assesses at the below target on the
next? How many papers can a student carry? Not just inefficient,
but confusing.

Take a look at the following plan. Still looks pretty familiar,
right? Only notice that all three levels of activities are identified.
How will a student know what to do? Of course, the teacher
must direct the student based on the level of achievement however,
the student is capable of marking or highlighting the plan as
directed by the teacher while ignoring the other leveled activities.
It conveniently allows a teacher to redirect the student as learning
is monitored through the different modes and activities simply
by re-marking the plan...and off she goes.

Yes you will need to decide if this seems an important means
to helpmg your students assume responsibility for their work,
and, if you believe that having each student possess their own
plan makes sense in accomplishing the tasks for personalized
instruction. Maintaining a student learning plan gives each student
the work for inside the classroom, as well as outside (homework),
and generally alleviates the need for a separate assignment book.

That’s one plece of paper for each week’s work. By traveling
from school to home, and home to school, the Student Learning
Plan provides just one more way that the communication is
open and clear. And, including the target learning statements for



the entire unit on the back of the student learning plan serves all
well in understanding what is being taught, and the expectations
required to achieve the grade level standards.

Please note: There are different ways to indicate the levels of
work in the classroom and on the Student Learning Plan. The
sample below shows the use of symbols as one way. Using the
Student Learning Plan with students in different grade levels and
subject areas can take on a variety of appearances. In the example
below:

= Enhanced
= Target
= Prerequisite

And remember, it is the activities or assignments that are listed
next to the symbols...that is what the students need to know to
do their work. The connection to the target learning statement
(grade level expectation) is listed along with the standards and
unit and classroom information on the backside of the plan (following)
for student and parent awareness. It also provides a connection
from school to home with teacher and parent signature. All eyes
are on student work well in advance of a report card.

Activites:

1. Ask a teacher to show and discuss with you a lesson plan
that he or she has used. Report on the teacher’s expectatlons
or learning outcomes and how the plan took various resources
and conditions into account, as wel as how closely the plan
was actually followed when the lesson was taught

2. In a small group, choose an imaginary student with a certain
exceptionality in a certain grade. To each student in the
group assign the role of teacher, parent, a school administrator,
and possibly a learning resource teacher within the school.
Describe the types of accommodations that a person in each
role would emphasis in an IEP for that student.
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Examination Useful Questions
Long Type Questions :

1. What do you know instructional planning ? Discuss in
detail.

2. What are the instructional resources ? Explain each re-
source in briefly.

3. Discuss the advantages and disadvantages instructional
planning. Do you think instructional planning is neces-
sary ?

Short Type Questions :
1. Write about importance of instructional planning.
2. Write a short note of the following -
® Instructional planning
(i) Instructional resources

(i)  Daily instructional planning
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Study material included in this unit -

e Objectives

e Introduction

e The Importance of Lesson Planning
o Need Of Lesson Planning

e Reasons To Make A Lesson Plan

e Approaches To Planning

e The Learning Focus

e Examination useful questions

Objectives
After study this chapter you will understand the following facts.

The Importance of Lesson Planning
Need Of Lesson Planning
Reasons To Make A Lesson Plan

Approaches To Planning

The Learning Focus
137
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Introduction

Lesson planning ought not to be the special responsibility of
trainee teachers but, rather, a hallmark of the professionalism of
all teachers. Lesson planning is at the veryessence of reﬂexivity
conceming the fundamental questions of what the teacherintends
that the pupils should learn and how this is to be achieved.
Experiencedteachers sometimes claim that they do not plan lessons;
what they probably mean isthat they do not write their plans
down but rather draw on their mental computerized bank of
lesson units, a store of wisdom held in the memory on account
of familiarityand regular usage.

There are pragmatic considerations too. School learning time is
precious and all tooshort, the time allocated for modem foreign
language learning not always generous.It is important, therefore,
to make the most productive use of that time with reference,in
particular, to questions of the identification of appropriate linguistic
objectives andlinguistic sequencing. This will involve issues of
short, médium and long-termplanning as the teacher locates the
present learning needs within a greater frameworkof linguistic
progression.

A lesson plan is designed for a specific set of learners during a

, singlé'cla'ss period. The classperiod may vary inlength from one

to four hours and provides learners with instruction on skills
needed to accomplish an objectivefrom the unit plan. The lesson
plan breaks the unit plan down into detail and is the direction
for the class period. Adult learners appreciate instruction that is
well planned and want to know the objective for the class period.

Learners want to know what they will be able to do when the
class ends and how it applies to their lives beyond theclassroom.
Writing a lesson plan requires thinking about the skills to be
taught, the objectives, timing, and procedures for theclass. This
section provides an explanation of how to write a lesson and a
sample health lesson that aligns with thesample health unit. Writing
and implementing a lesson plan takes practice and experience.



It is important to be areflective instructor as you hone your
teaching skills. In the Blank Forms section, you will find the unit
plan form,lesson plan form, and a page for notes where you can
jot down observations, comments, and reflections on yourteaching
experience.

The Importance of lesson Planning

Lesson planning is at the heart of being an effective teacher. It
is a creativeprocess that allows us to synthesize our understanding
of secondlanguage acquisition and language teaching pedagogy
with our knowledgeof our learners, the curriculum, and the teaching
context. It is atime when we envision the learning we want to
occur and analyze howall the pieces of the learning experience
should fit together to makethat vision a classroom reality. There
are a number of benefits to writing a lesson plan. First, lessonplanning
produces more unified lessons ( Jensen, 2001). It givesteachers
the opportunity to think deliberately about their choice oflesson
objectives, the types of activities that will meet these objectives,
the sequence of those activities, the materials needed, how long
eachactivity might take, and how students should be grouped.
Teachers canreflect on the links between one activity @and the
next, the relationshipbetween the current lesson and any past or
future lessons, and the correlétionbetween le'aming activities and
assessment practices. Becausethe teacher has considered these
connections and can now make theconnections explicit to learners,
the lesson will be more meahingful to them The lesson planning
process allows teachers to evaluate their ownknbwlcdge with
regards to the content to be taught (Reed & Michaud,2010). If
a teacher has to teach, for example, a complex grammaticalstructure
and is not sure of the rules, the teacher would become awareof
this during lesson planning and can take steps to acquire the
necessaryinformation. Similarly, if a teacher is not sure how to
pronounce anew vocabulary word, this can be remedied during
the lesson planningprocess. The opportunity that lesson planning
presents to evaluateone’s own knoWlédge‘ is particularly advantageous
for teachers of Englishfor specific purposes, because these teachers
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have to be not onlylanguage experts, but also familiar with different
disciplines like business,engineering, or law—fields that use language
in specialized ways.A teacher with a plan, then, is a2 more confident
teacher (Jensen,2001). The teacher is clear on what needs to
be done, how, and when.The lesson will tend to flow more
smoothly because all the informationhas been gathered and the
details have been decided uponbeforehand. The teacher will not
waste class time flipping through thetextbook, thinking of what
to do next, or running to make photocopies.The teacher’s confidence
will inspire more respect from the learners thereby reducing discipline
problems and helping the learners to feelmore relaxed and open
to learning.Some teachers feel that lesson planning takes too
much time. Yetlesson plans can be used again, in whole or in
part, in other lessonsmonths or years in the future ( Jensen,
2001). Many teachers keep filesof previous lessons they have
taught, which they then draw on to facilitateplanning for their
current classes. In other words, lesson planningnow can save
time later.Lesson plans can be useful for other people as well (
Jensen, 2001).

_ Substitute teachers face the challenge of teaching another
 teacher’sclass and appreciate receiving a detailed lesson plan to

follow. Knowingthat the substitute is following the plan also gives
the regular classroomteacher confidence that the class time is
being used productivelyin his or her absence. In addition, lesson
plans can also document foradministrators the instruction that is
occurring. If a supervisor wantsto know what was done in class
two weieks ago, the teacher

only has torefer to that day’s lesson plan. Finally, lesson plans
can serve as evidenceof a teacher’s professional performance.
Teachers are sometimesasked to include lesson plans, along with
other materials, as part of aportfolio to support their annual
performance evaluation.

Teachersapplying for new jobs might be asked to submit lesson
plans as part oftheir job application so that employers can get



a sense of their organizationalskills and teaching style. This book
will lead you through the lesson planning process andhighlight
the role of the plan before, during, and after your lesson.

The next chapter presents some approaches to lesson planning
whilethe third chapter outlines the practical considerations involved
in theprocess. Reflective Break segments pose questions to help
you applythe information in this book to your own teaching
practice.

Need of lesson planning

Based on the items above, a teacher who is thinking about
providing academic, social and linguistic support can use the
questions below to address these issues: What are the academic
demands of this lesson?

What components of this lesson need to be adapted while still
maintaining high expectations?

How will I know whether each student is able to meet the
lesson objective?

0 What do I want the students to learn and be able to demonstrate
upon completion of this lesson?

o What are the tasks/skills/background knowledge needed for |

the completion of this lesson?

o What are the student’s strengths and weaknesses? Whiat are |

the student’s preferred leaming styles and ways of communicating?

o What tasks/skills/background knowledge will be challenging
for the student? ‘

o How can the student make use of his/her strengths

o What scaffolding and explicit instruction is needed (e.g., Think
Sheets to help organize ideas; Editing and Revising guides;
visual organizers to help children understand where they are
in the process of completing the task)?
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o When and how can I make supports optional (e.g., when are
they no longer needed) so control of activities is transferred
to the learner?

What are the social demands of this lesson (e.g., cooperation,
listening, sharing, following directions)? How can I help each
learner meet these demands?

o Do I have major routines in place that help learners know
what is expected?

o Have I provided modeling, thinking aloud, and rubrics that
help learners understand the particular task to be done and
how it is to be done?

o Have I provided language (helper words) and modeled when/
how to use them (e.g., who, what, when; sentence starters)?

o Have I provided visual cues (e.g., lists of expected behaviors)
as reminders toall students and to reduce demands on those
with memory processing problems?

What are the linguistic demands of this lesson? How can
I help each learner meet these demands?

o Does my lesson. employ multiple strategies, lots of student
. input, anda range of learning options (e.g., listening, speaking,
reading and writing)?

o Do all students have multiple opportblockies to speak, make
mistakes, and rely on the success of communication to develop
their linguistic capacities?

0 Am I careful to avoid the use of slang, idioms and phrasal

verbs (e.g., get over, get by, get through, get around) that
are confusing to those whose first language is not English?

o Do I use ample non-verbal cues (e.g., gestures, pictures,
concrete objects) to assist in comprehension? o Am I aware
of each student’s cultural preferences and traditions for



communicating (e.g., eye contact; language routines; what to
be called; humor)?

0 Are objects in my classroom labeled in multiple languages to
acknowledge the first language of each learner?

o Since all language acquisition is literacy development, do
students whose first language is not English have opportunities
to use their first language?

Reasons To Make A Lesson Plan

1.
2.

Helps you stay organized and focused while teaching.

Helps to ensure your lesson contributes to the big idea(s)
you are working toward.

Helps to ensure you have considered, prepared and gathered
all of the materials that you will need for the lesson.

Reminds you that you must consider the needs of all
students and differentiate your lesson to meet those needs.
Provides a record of what you and the students have
been working on and helps you to see where to go néxi.

Can be used by your Cooperatmg Teacher or a substltute

' teacher if you need to be away.

10.

Provides a starting point when planmng next year s teachmg

Provides your Faculty Adv1sor w1th an understandmg of

what you are doing and where you have made changes
in the lesson in response to students. It’s a good starting
point for conversations about your classroom practice.

Can be used as a great tool for sharing ideas, getting
feedback and gaining valuable 1n51ghts from your Coopelanng
Teacher.

Provides examples of your creativity, knowledge aﬁd skill
that can be included in your teaching portfolio.
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Approaches to Planning

The process of block planning can be approached in several
ways.

Forward, central, and backward design are approaches to curriculum
development that are also applicable to block planning. Universal
Design for Learning intends to address individual differences in
learners and to remove barriers to their learning. ‘

Forward, Central, and Backward Design

Forward, central, and backward design refer to the starting
point of the planning process and how the procéss develops.
With a forward design process, the teacher begins by identifying
the linguistic or cultural content to be taught. He or she then
decides upon the methods and activities to be used to teach this
content and ends with the assessment of learning. For instance,
the teacher might see that the syllabus calls for teaching language
related to the topic of travel. The teacher decides to use pictures
to present travel-related vocabulary and have students practice
travel-rel_ated dialogues from their textbook. The assessment,
which is an end-of-semester exam, requires students to match
vocabularywords and definitions and to fill in the ’blank‘s.yin a
travelthemed paragraph.

A forward design option may be preferred in circumstances
where a mandated curriculum is in place, where teachers have
little choice over what and how to teach, where teachers rely
mainly on textbooks and commercial materials rather than teacher-
designed resources, where class size is large and where tests
and assessments are designed centrally rather than by individual
teachers. (Richards, 2013, p. 29)

The learning focus

Whilst learning activities mirror to an extent the cholee of teaching
approach, there is again a wide range of cholees to be made
conceming the most productive and appropriate range of activities.



The language teacher would probably relate the activities to the
skill dreas and decide, for example, whether an equal balance

of skills was appropriate or whether an oral only approach

would be the best, or perhapsintensive listening, quiet reading
and writing or, indeed, any combination of these.

Furthermore, skill-based activities could be organised slightly
differently, for example, on a carousel basis with different groups
engaged in different skill activities, rotating when instmcted to
do so by the teacher. The sequencing of activities is important
to ensure that the learners have had sufficient teacher input to
enable them to practice themselves.

The predilection for pair and group work is all very well but it
requires a considerable amount of organisation. The composition
of groups will need to be preplanned so as to ensure the minimum
of dismption, and a socio-metric mix which enables learners,
either of differing abilities or in homogeneous groups, to work
together. The task of the group needs very careful definition so
that group members understand what they have to do. It is
useful to appoint a group leader who can be relied upon to have
a co-ordinating role; it is in this case essential that the group
leader fully understands the task in hand, perhaps be given special
instructions and cue cards.

It is depressing to witness so-called group work degenerate into
general gossip in the mother tongue because of a lack of stmcture
and direction. All too frequently, question-formats have been
insufficiently rehearsed, the teacher concentrating all too readily
on responses at the expense of the necessary stimulus questions.
Subsequentlythe group work which presumably is designed to
engage pupils in interactive language activity is disabled by an
inability to function in a key dimensién. Skills, teacher input,
group work, all of these need a carefully apportioned amount of
time, the teacher pre-planning the activities yet showing flexibility
as learning progress is evaluated during the block, amendments
and adjustments being made as necessary, decisions taken about
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deferment or speeding up if an activity is proceeding faster than
anticipated. Such informed decisions can only be made on the
basis of an overall plan so that parts of the block procedural
jigsaw can be moved around.

Examination Useful Questions

Long Type Questions :

1. What is the Lesson planning ? Why is it important ?
Explain in detail.

2. Differencial between import and need of lesson planning
? Discuss in detail.

3. How to approaches to planning vdf lessons ? Explain.
Short Type Questions :
1. What is learning focus ? How is it influence on scholars?

2. What are the reasons to make lesson plan ?



2 4 | Procedure of Block And

Lesson Planning

Study material included in this unit -

Objectives

Introduction

Determining The Objective.

Major Components of A Lesson Plan
Creating Block Plans

Develop Your Blockvision

Block Planning

Essential Elements of A Lesson Plan Tem-
plate

Building A Lesson Plan Template That Works
For You

Beginning And Ending The Lesson
Preparing The Final Outline.

Preparing A Keyword Outline
Examination useful questions

Objectives

After study this chapter you will understand the following facts.

Determining The Objective.

Major Components of A Lesson Plan

Creating Block Plans

Develop Your Blockvision

Block Planning

Essential Elements of A Lesson Plan Template
Building a Lesson Plan Template That Works For You
Beginning and Ending the Lesson

Preparing the Final Outline.

Preparing A Keyword Outline
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Introduction

A blockplan continues the mapping process that you began with
your long-term plan. Just as your longterm plan sets out the
goals and pacing for the whole year, your blockplan sets out
your goals and pacing for the discrete slices of the year to
which you have assigned your learning goals. In fact, one might
think of a blockplan as almost the same thing as a long-term
plan, but applied to a month or six weeks rather than the whole
year. If the long-term plan is analogous to an entire hiking trail,
the blockplan might be analogous to a particular leg of the journey.
Check out the “Sample BlockPlan and Assessment” in the
Instructional Planning & Delivery Toolkit (pp. 36-48); this
Toolkit can be found online at the Resource Exchange on TFANet.

While it is imperative that you think through and create your
long-term plan before or at the beginning of the school year,
many teachers complete their blockplans as the previous blockcomes
to completion. Thus, you might have six to ten major “step-
back” sessions during the year to reflect on the last four-to-
sixweek blockand plan out the next one. This would allow you
to make adjustments for skills and concepts from the previous
blockthat need to be reinforced, as evidenced by the end-of-

| unit assessment. Other teachers find it helpful to flesh out their

six to ten blockplans before the year begins, and then make
adjustments and modifications as the year progresses.

A lesson plan is a plan for learning. As is true in most activities,
the quality of planning affects the quality of results. Successful
executives and professional people know that the price of excellence
is careful preparation. A lawyer spends hours planning a case
before appearing in court. A minister does not ad-1ib a sermon
but plans days or weeks in advance. In anticipation of the big
game, the coach spends hours planning the plays and watching
the team execute them.

Should we attempt such a complicated process as learning with
less attention than is given to other important activities? The



answer is obvious: of course not. The effective instructor devotes
much time and energy in carefully planning and preparing each
lesson, whether the lesson encompasses one or several periods
of instruction.

To ensure the greatest probability of learning, we must carefully
select and arrange activities that will produce the desired learning
outcomes in our students. Only through careful planning can we
be certain that we include all necessary information and have
our lesson plan properly organized to achieve the lesson objective.
The complete cycle of lesson planning includes eight steps:

(1) Determine the objective

(2) Research the topic as defined by the objective
(3) Select the appropriate instructional method

(4) Identify a usable lesson planning format

(5) Decide how to organize the lesson

(6) Choose appropriate support material

(7) Prepare the beginning and ending of the lesson
(.8) Prepare a ﬁﬁal outline.

Determining The Objective

Often we will begin our lesson planning with an objective or
objectives clearly in mind. At other times the objective may be
shaped by the research and additional planning we do. In other
words, although the first step of the lesson planning process is
to determine the objective, our objective may not fully evolve
until after we have completed other steps of the process. Objectives
need to be student-centered. We should not state them in terms
of what we want to teach, but rather they should be stated in
terms of what we want our students to learn. For instance, the
objective of a lesson on developing a lesson plan might be for
each student to know the eight steps of effective lesson planning

g
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as listed in this chapter. Of course the lesson might be taught at
higher than the knowledge level. We might want each student to
comprehend the eight steps appropriate to effective lesson planning
or even to be able to apply the eight steps of lesson planning.
But whatever the level, the student-centered objective should
guide our subsequent planning. Without a clear objective, we
won’t know if we ever get there. Think about that statement.
Researching The Topic. After we have written or been provided
with an instructional objective, we are ready to decide on the
main points of the lesson and gather materials about the lesson
topic. Normally we do not collect a mass of research materials
and then develop an objective to match the findings. Not only
is this latter approach inefficient, but it is also likely to be ineffective.
It may well ignore the specific needs of the students and the Air
Force. The objective should determine the research that needs
to be done. On the other hand, research may justify a decision
to modify an objective or rearrange main points for greater
accuracy or clarity.

Usefulness and appropriateness are two important criteria for
selecting relevant material. To be appropriate, information should
relate to the lesson objective and have a high possibility for
student retention. To be useful, it should aid both the instructor
and the students in the teachinglearning process. If the instructor
selects material solely on the basis of its interest value, a lesson

" may be filled with interesting information of little learning value

to the student. On the other hand, dry, uninteresting facts even
though they are very important-may also defeat the instructor’s
purpose. Students are more likely to grasp and retain facts and
concepts that are enriched with interesting support material and
arranged in a way that enhances learning.

With the objective clearly in mind, we are now ready to gather
actual material or do research on the subject. The sources for
this material are our own experiences, the experiehce of others
which we gain through conversation and interviews, and written
or observed material.



Instructors concerned with teaching a good lesson will often
draw from all of these sources.

Self. The first step in researching a lesson topic is to see what
we ourselves know about the subject. Our personal knowledge
may suggest a tentative organization, but more ilnportant, it will
point up gaps in our knowledge where we need further research.

Others. The second step in the research process is to draw on
the experience of others. People who are interested in the topic
may provide ideas during the course of conversation. The most
fruitful source is the expert who may help us clarify our thinking,
prov‘ide facts and testimony, and suggest sources for further
research.

While personal experience, conversation, and interviews provide
valuable content for lessons, we must usually do further research
elsewhere. If we have properly narrowed our subject and kept
the purpose in mind, our research task will be easier.

Library. Modern libraries provide us with an abundance of
sources: books, newspapers, popular magazines, scholarly journals,
abstracts, subject files, and microﬁlms' Quantity is no problem;
quality is more difficult. We must always concern ourselves with

the accuracy and relevance of the matenal we sclect Usmg an |

article from 1950 to discuss atomlc phys1cs today mlght well
lead to inaccurate, irrelevant concluslons.

The next step in the research process is to evaluate the material
gathered. We will probably find that we have enough material
for several lessons. We must now combine some ideas, eliminate
others, and perhaps expand on what we found in the research
materials. We will also want to give special attention to the
types of support material we have selected (definitions, examples,
comparisons, statistics, and testimony). Later in this chapter we
will discuss types of support material in detail.

Sometimes we have an organizational pattern in mind before we
start. If not, as we gather our material, we will probably see that
the ideas are beginning to form into some type of pattern.
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Later in this chapter. we will discuss ways of organizing the
lesson.

During the research phase, the instructor is likely to find material
that students should read to prepare for a given class session.
If we keep this possibility in mind when we begin our research,
we can prepare a suggested student reading list and save time
in selecting student references.

When deciding on supplementary reading for the students, we
should choose interesting and informative materials that reinforce
or support the lesson objectives.

Selecting Instructional Methods. After deciding exactly what
to teach, the instructor determines how best to teach it and
what instructional method to use. When related to instruction,
“method” refers to a combination of techniques or skills used by
the instructor to engage students in meaningful learning experiences.
A method is a broad approach to instruction-for example, the
lecture method or the guided discussion method. A technique,
on the other hand is a specific concrete skill or procedure used
in implementing a method-for example, the technique of using
the chalkboard or of using an analogy as support material.

Philosophy Underlying Selection. We should choose a teaching
method suited to the student’s needs as a learner. In making the
selection, we consider the ways that people learn: by doing, by
discussing, by listening, by observing, by participating. We should
select the instructional method that will most effectively guide
students toward desired learning outcomes. Our role is to select
the method and the techniques that will result in a meaningful
learning experience.

The Selection Process. No one method is suitable for all teaching
situations, because no single method is sufficiently flexible to
meet the needs of students in every learning situation In general,
as we have seen, the nature of a learning outcome suggests the
type of activity that will be most helpful to the students in achieving
that outcome. If, for example, we want students to gain skill in



performing a certain task, one of the activities should be practice
in performing the task. If the desired outcome is knowledge,
students should observe, listen, or read so they can relate what
they are learning to their own experience. If students must learn
to apply a principle, the instructor should ask them to solve
problems or perform tasks requiring an application of that principle.

The instructional approach we choose for one learning outcome
may be different from the approaches that we select for other
outcomes in the same lesson. Our primary concern is to plan
and select the most appropriate approach for students to achieve
each outcome.

Lesson Planning Format. Good lesson planning is essential
for any systematic approach to instruction. Although many instructors
become discouraged by the time required for good lesson planning,
a well written and properly used lesson plan can be a very
worthwhile teaching aid.

Experienced instructors use written lesson plans for a variety of
purposes. They can be checkpoints to ensure well-planned learning
experiences. They can serve as teaching guides during lessons
and as references for other instructors who may teach for us in
emergencies. They also serve as convenient records of an instructor’s
planning techniques and methods of teaching.

One of the most practical functions of lesson plans is that they
serve as step-by-step guides for instructors in developing teaching
and learning activities. Authorities differ about the content and
form of lesson plans, and many commands and schools have
developed their own formats to satisfy particular needs. On the
whole, however, most authorities generally agree on the essential
characteristics of a good lesson plan.

Organizing The Lesson. After we have researched the topic,
selected the appropriate instructional method, and identified the
lesson planning format to use, we must decide how to organize
the lesson. Every lesson needs an introduction, body, and conclusion.
In most instances the body of the lesson should be prepared
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before the introduction or conclusion. After we prepare the body

| or main part of the lesson, we will be in a better position to

begin or conclude the lesson. The first consideration in planning
the body is how to organize the main points, but organization of
sub-points is also important. Arrangement of the main points
and sub-points of a lesson will help both the instructor and the
students-the instructor in teaching it and the students in learning.
Most lessons, regardless of their length, divide nicely into from
two to five main points.

The typical ways of organizing main or sub-points of a lesson
are by the patterns of time, space, cause-effect, problem-solution,
pro-con, or topic. Furthermore, certain strategies can be used
with each pattern from known to unknown, for instance, or from
simple to complex. How does an instructor decide which patterns
and strategies to use? The lesson material will often organize
itself more easily with one pattern and strategy than with another.
Let us consider how various patterns and strategies can be used
to organize the main points of a lesson.

Major Components of a Lesson Plan ‘Infofmation/Materials
to be Included:

Part 1: Cover Sheet
Course/phase/lesson Identification Instructors name Method
used Objective;(with behavioral indicators of achievement)
‘Main teaching point$ or task steps.
References consulted
ihstructidnal aids used
Handouts needed |
Part II: Lesson Development
Content outline
Notes on delivery techniques

Cues for use of visual aids



Notetaking space for student inputs *

Comments on effectiveness of plan made after lesson is
presented

Part III: Evaluation
Test items
Record of student performance on test items
Statistical analysis
Record of test item revisions
Part IV: Related Materials
Handouts Homework as assignments
Reading assignments
Supporting documents
Actual instructional aids
Class text
Time. Our vocabularies are filled with words which refer to

time: now, tomorrow, yesterday,'today, sooner, later, earlier, last
week, a month from now, four years ago, next time. We work,

play, sleep, and eat at certain times. Major events in our lives.

are organized by time: births, engagements, marriages, deaths.
Time or the chrohologicai' pattern of lesson organization is a
natural way of arranging events in the sequence of order in
which they happened, or in giving directions in the order to be
followed in carrying them out. This kind of organization is sometimes
called sequential organization. Certain processes, procedures,
or historical movements and developments can often be explained
best with a time sequence pattern.

The medical technician presenting a lesson on mouth-to-mouth
resuscitation would probably use the time order for the main
points:

(1) preliminary steps-proper body position, mouth open, tongue
and jaw forward
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(2) the mouth-to-mouth process
(3) caring for the patient once breathing resumes.

Time order is also a logical approach to lessons dealing with
such subjects as “How to Pack a Parachute,” “Development of
the F-15 Fighter,” or How to Prepare a Speech.”

Furthermore, any lesson on a subject with several phases lends
itself well to the time pattern. For example, given an objective
for students to know the three planned phases of the Common
Market (where phase one was to precede phase two, and phase
two precede phase three), a lesson might have these main points:

(1) Phase one-a customs union where nations agreed to reduce
duties,

(2) Phase two-an economic union allowing laborers and goods
to move freely across national borders,

(3) Phase three-a political union with national representatives
as members of a common parliament and using a common
currency.

of cbu_rse, rather than looking forward in time fromAai given

| moment, the strategy might be to look backward from a point

in time. In other words, the strategy might be to move from
recent to earlier time rather than ‘from early to late. Regardless
of which strategy is used, the flow of the lesson and the transitions
should make the chronological relationships between main points
clear to the students.

Space. A spatial or geographical pattern is effective in describing
relationships. When using this pattem, the lesson material is developed
according to some directional strategy such as east to west or
north to south. For instance, if an instructor were describing the
domino theory of guerrilla infiltration, a good strategy would
make the main points of the lesson correspond to the geographical
locations of various nations.



With lessons about certain objects, the strategy might be to
arrange the main points from top to bottom or bottom to top.
A fire extinguisher might be described from top to bottom, an
organizational chart from the highest ranks to the lowest in the
organization, a library according to the services found on the
first floor, then the second, and finally those on the third.

Sometimes, the strategy is to organize the lesson from the center
to the outside. For example, the control panel in an airplane
might be discussed by describing first those instruments in the
center most often used, then by moving out toward the surrounding
instruments which are used least often.

In all lessons arranged spatially, we need to introduce each
aspect or main point according to some strategy. Just as with a
lesson organized by time, the subject matter and the transitions
should include elaboration and clarification of how the main
points relate to one another. A simple listing of the various objects
or places without elaboration as to how they are related may
confuse the students and make the points harder to remember.

Cause/Effect. A cause/effect pattern of organization is used in
a lesson where one set of conditions is given as a cause for
another set. In such lessons we may use one of two basic strategies
to arrange our main points. With a cause/effect strategy, we
begin with a given set of conditions and show that these will
produce or have already produced certain results or effects.

With an effect-cause strategy, we take a certain ,set of conditions
as the effects and allege that they resulted from certain causes.

The cause-effect strategy might be used in a-lesson concerning
the increasing number of women in the Air Force. The lesson
might first discuss the fact that women are now assuming more
responsible leadership roles in the Air Force. One effect of
women assuming such roles might be that women are joining the
Air Force with increasing frequency. o

The effect-cause strategy might be used in a lesson on child

abuse. The first point might explain the effects of child abuse
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upon the children themselves, the parents, and even on society.
The second point might suggest that the causes are that parents
themselves were abused as children or that they lack proper
education on parenting.

Whichever strategy is used, two cautions must be observed:

(1) Beware of false causes. Just because one event or
circumstance precedes another does not mean that the
former causes the latter. Many persons assume that “First
A happened, and then B took place, so A must have
caused B.”

(2) Beware of single causes. Few things result from a single
cause. There may be several causes and they may not
act independently. Their effect may be greater or less
than the sum of their parts. Lack of safety features on
automobiles does not by itself cause most highway accidents,
but this cause plus careless driving and unsafe highways
may, in combination, account for many highway accidents.

Problem-Solution. This pattern, sometimes called the disease-
remedy pattern or the needsatisfaction pattern, presents students
with a problem and then proposes a way to solve it. With this
pattern we must show that a problem exists and then offer a

- corrective action that is (1) practical, (2) desirable, (3)- capable

of being put into action, and (4) able to relieve the problem. It
must also. be one that does not introduce new and worse evils
of its own. For example, the issue of controlling nuclear weapons
has long been debated. Those against control argue that erosion
of national sovereignty from arms control is more dangerous
than no control.

There are different strategies we might employ when using the
problem-solution method. If the students are aware of the problem

- and the possible solutions, we might discuss the problem briefly,
‘mention the possible solutions, and then spend more time in

showing why one solution is better than others. For instance,
our objective is for students to comprehend that solar energy is



the best solution to the energy crisis. Our main points might be:
(1) the world is caught in the grip of an energy crisis,

(2) several solutions are possible, and

(3) solar energy is the best long-term solution.

If the students are not aware of the problem or need, we may
describe in detail the exact nature of the problem. Sometimes
when students become aware of the problem, the solution becomes
evident, and little time is needed to develop the solution in the
lesson. At other times we need to spend time developing both
the problem and the solution.

Still another strategy is to alternate or stagger portions of the
problem with portions of the solution. For example, the cost of
a project may be seen as one problem, workability another,
time to do the project as a third. Taking each in turn and providing
solutions to cost, work ability, and time as we present these
aspects of the problem may be more satisfying to students than
if we had discussed all of the problem and then its total solution.

Whatever strategy is used, w1th the problem solutlon pattern
students must become aware that a problem exists before a
solution will be agreed upon.

* Pro-Con. The pro-con pattern, sometimes called the for-against
‘pattern ot advantagesdisadvantages pattern, is similar to a‘;problem-;
solution pattern in that the lesson is usually planned so as to
lead to a conclusion. A major difference, however, is that fairly
‘even attention is usually directed toward both sides of an issue
with a pro-con pattern. )

There are various strategies to consider when using the pro-con
pattern. One consideration is whether to present pro or con
first. Another is whether to present both sides and let students
‘draw their own conclusions or to present the material in such a
“way that students are led to accept the “school solution.” For
-instance, with-a lesson on the effects: of jogging we have to
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decide whether to present the advantages or disadvantages first.
Then we must decide whether to let students decide for themselves
whether the advantages outweigh the disadvantages. Pro-con
plus one is the label given to the organization used when we
draw a final conclusion based on the two sides.

When deciding the specific strategy to use with the pro-con
pattern and determining how much time to spend on each, the
following guidelines may be helpful:

(1) giving both sides fairly even emphasis is most effective
when the weight of evidence is clearly on the favored
side; ‘

(2) presenting both sides is more effective when students
may be initially opposed to the school solution;

(3) presenting only the favored side is most effective when
students already favor the school solution or conclusion;

(4) presenting the favored side last is generally more favorable
to its acceptance, especially if the side not favored is not
shown in too strong a light.

Creating Block Plans

To create a blockplan that meets the above purposes and provides
you with daily instructional guidance, many effective teachers
use the following series of eight interdependent steps:

I. Develop your blockvision

II. Create your summative blockassessment

I11. Translate your learning goals into lesson objectives
IV. Sequence your content and scaffold your lesson objectives
V. Schedule your objectives on the school calendar

VI. Create your beginning-of-blockdiagnostic tool

VIL Create a tracking system for your objectives



VIIL. Continually adjust your plan

Note that these steps represent the same backwards-planning
framework that we used at the assessment and long-term plan
levels. They have been tried, tested, and used by many effective
teachers and, thus, constitute a set of guidelines for reaching the
purposes of blockplanning. This process should not be thought
of, however, as a “checklist” or as a series of discrete, linear
steps to blockplanning. As you will see throughout this chapter,
many of the actions are interrelated and will need to be reused
or revisited at multiple stages in the planning process. Avoid
rigid adherence to each step. Such an approach may lead you
to lose sight of your underlying purpose — clearly understanding
your destination and developing a plan to reach this goal. Always
reflect on the rationale for completing each stage in the process
and think of the ways in which one action connects to and
influences the other steps in the process. We will consider each
step in turn, although you may recognize some steps (namely the
creation of a beginning-of-blockdiagnostic and an end-of-
blockassessment) from Chapter Two.

Develep Your BlockVision

You have probably heard teachers talk about teaching “units.”
This generic term refers to what results when you transform
various “buckets” of learning goals (created in your long-term
plan) into a coherent set of lessons. For example, a high school
English as a Second Language teacher might allocate sixweeks
to a “poetry unit,” in which a whole range of learning goals —
from vocabulary to research skills — would be covered in the
context of studying poetry. A middle school teacher might study
a particular grouping of learning goals and realize that designing
a museum in the classroom might be a great way to engage
students in all of those learning goals. An elementary school
teacher might notice that her class is just fascinated by firefighters
and police, and she might decide to teach each of the learning
goals she has grouped for the next six weeks through a blockon
careers in the community.
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Before you determine what type of block to present, however,
it is necessary to develop a strong block vision- a clear understanding
of your ultimate goal for student learning. At this stage in your
planning processyou need to answer the question, “What would
it look like for my students to master the block learninggoals?”
Without this clear vision of where you are going, you will be
unable to effectively organize yourinstruction.

Up to this point you have developed a course-level understanding
of your learning goals in creating your big goal and long-term
plan. To develop your blockvision, continue this process of unpacking
your learning goals using the resources described in Chapter
One, including veteran teachers, exemplary student work, and
grade-level assessments. Determine what exactly your students
should know or be able to do by the end of the blockif they
have achieved the learning goals. This will allow you to clearly
envision the unit’s purpose and destination and prepare you to
determine what evidence students must produce in order to
demonstrate mastery.

You may already have a clear understanding of what student
mé.stefy will look like for your blockfrom your prior work in
digesting your learriing goals and standards. If so, you may not
need to ‘unpack’ ydur leaming goéié_ any further to produce a
sufficiently clear blockvision. ’ '

Before you proceed, however, make sure that you can concretely
describe in detail the most important things for your students to
learn, and what it will look like for students to demonstrate that
they have achieved the blockgoals.

After developing your vision of the blockgoal, you can begin to

decide what type of blockyou will use to present the learning -
goals to students. As the beginning of this sebtibn illustrates,

there is a range of ways to think about creating “units” of learning.

Units are often categorized as goals-based,'theﬁlét'ic, or project-

based. :

A “goals-based” unit, in a way, is a misnomer because all units



are rooted in goals. When we refer to goals-based units, we
refer to a group of standards focused in the same content or
skill area. For example, a middle schocl math teacher might
plan a measurement unit t teach students the skills of measuring
temperature:, speed, volume, mass, and the dimensions of an
object. An elementary teacher might create a blockon writing
letters, focusing on the skills necessary to write friendly, informative,
or persuasive letters. A secondary chemistry teacher might design
a unit on the periodic table, teaching students the underlying
concepts that govern the arrangement of the periodic table. With
“goals-based” units, the teacher creates a blockdirectly from
the content of the learning goals at issue. Consider the reflections
of Margaret Cate, DC *98:

I remember thinking that all my units had to be fancy — with
bells and whistles and multiple connections to the content my
students were studying in other classes. But myinquisitive 7th
graders were often fascinated in the science learning goals themselves,
and I could develop a block— say, on human body systems —
from those alone. Sure, I could still “spice it up” with a doctor
from DC General as a guest speaker, MRI’s, X—Rays and songs
about the digestive system, but the focus each day was on obJectlves
related to identifying, analyzmg, and comparing the structure
and functlon of human body systems

Block Planning

Some people create their goals-based units by raising a central
question that the learning goals imply — things like “what makes
a story a real page-turner?” on narrative writing, or “who is'a
friend?” about forelgn policy. Students then tie all of the content
they learn durmg that blockto this enduring idea. With a lot of
careful thought you may even be able to develop questlons or
generahzatlons that recur throughout the year (“the parts of a
system are mterdependent in science, for example), which can
serve as touchstones for the various concepts, principles, and
facts that your students learn. For a more detailed description
about developing the “essential questions” of your curriculum,
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we highly recommend checking out Understanding By Design,
accessible online to members at www.ascd.org (we also highly
recommend becoming a member of the Association for Supervision
and Curriculum Development (ASCD), otherwise your Program
Director most likely will have a membership and can access this
article for you).

Thematic units (probably most familiar to you from elementary
school) also seek to reach goals, but integrate standards from
multiple subject areas to do so, focusing on a common theme or
topic. For example, elementary teachers might develop a thematic
blockabout dinosaurs to teach science, math, and writing skills.
A teacher could have students measure model dinosaurs using
centimeters and inches.

They could address sentence structure learning goals by having
students write sentences about dinosaurs, or science learning
goals by having students identify which dinosaurs were carnivores,
herbivores, or omnivores. Thematic units are particularly popular
during events such as the Olympics and national elections.

Thematic units are also useful at the secondary level, and sometimes
teachers of different content areas or disciplines choose to collaborate.
For example, a high school history teacher might focus on
thedevelopment and history of the city in which students live,
while the biology teacher could lead students inan environmental
study of a nearby river. Secondary teachers might also simply
choose a particular field of student interest to use as a lens for
studying different learning goals within their discipline, like examining
the variety of physics principles through roller coaster rides or
reaching various literature goals on character, plot, and setting
while reading a series of books on tolerance. Notice how Miwa
Powell, DC 96, centered a thematic blockon living things in her
kindergarten classroom:

To meet our language arts objectives, we focused on stories
from several different genres, from Jack and the Beanstalk to
Marti and the Mango to Eric Carle’s The Tiny Seed. We based



a variety of language arts activities on these stories, including
identifying compound words, ordering events in a story, and
using descriptive language.

Many of our math objectives for this blockfocused on measurement,
estimation, and graphing. We created a variety of lessons around
sorting, graphing, and estimating quantities of seeds. Our students
helped each other measure themselves and created beautiful
flowers that were exactly their height, which we used to decorate
our classrooms. We also measured the stems and leaves of a
variety of plants that we used for our science experiments. We
built critical thinking skills through these experiments, which ranged
from predicting the growth of lima bean seeds in different
environments to observing a carnation draw colored water through
its stem.

Project-based units focus on producing an end product, such
as a book, a play, a trip, or a presentation that serves as a
rallying point for the students and motivates them to learn. Students
must learn skills in order to complete the project, and therefore
they see the utility of skills as they apply their knowledge.

An elementary ESL teacher might design a project-based blockin
which each student writes a page for a class book that they will
have in the school library. A middle school English teacher might
have students write and present a play of their own after reading
various works by famous playwrights. A secondarySpanish teacher
might plan a trip to a restaurant where students would be required
to order and speak in Spanish for the whole meal. Perhaps in
your blockon poetry, you are all -working toward a “Poetry
Slam” where students read and perform their work for an audiénce.
Perhaps in your blockon the Constitutional Convention, you are
working toward your own “Classroom Constitutional Convention”
during whichstudents will present their persuasive papers on
various civic issues. Consider the reflections of Mina Kim, New
Jersey *98: I could tell that the concept of plotting points on a
grid was lost on my Newark first graders, so I asked graduate
students from Rutgers’ School of Planning and Public Policy to
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demonstrate how this skill could be translated into making maps.
The graduate students brought various types of maps including
an aerial photo of my students’ community, and my first graders
enjoyed the activity so much that we launched a fullscale mapping
project. Each child decorated a milk carton to look like their
home, made cereal boxes into schools and stores, and formed
construction paper into cars. They glued them to a floor-sized
map they had painted complete with, yup, grid lines and coordinates.
We used the grid to pinpoint the locations of everyone’s home,
the school, parks and churches. Not only did they learn a great
deal about maps, but they also exhibited tremendous pride in
their community.

Deciding the type of block you will use to deliver your learning
goals is the most central — and often wonderfully creative — step
of block planning. Sometimes, you will be able to choose a
block whose theme or end-project will excite and motivate you
and your students (as in the examples of the dinosaur unit or the
trip to a restaurant above). Other times, the learning goals will
lend themselves to a particular type of unit. In this situation, you
must determine how to best use and emphasize the particular
content area to motivate students and bring them to mastery of
the learning goals.

Consider the following groups of learning goals pulled from these
teachers’ long-term plans and the type of block they decided to
use to deliver those learning goals. Of course, these teachers
could have picked any type of block to present their learning
goals. The block on writing friendly letters could have been part

‘of a thematic block about a particular region of the country that

incorporated science, math, and geography learning goals. The
thematic physics Block could have been a project-based block
in which the students built a small course of ramps and inclines
over which a ball could travel if energy is conserved appropriately.
As noted in Chapter One, you should take advantage of the
work that organizations have already done in grouping learning
goals into compelling units. For specific ideas, browse the web



sites listed in the Instructional Planning & Delivery Toolkit(pp.
1-2: “Internet Links to Regional and National Standards™), which
can be found online at the Resource Exchange on TFANet.
Your choice among these various unit structures is an opportunity
to think critically about how to best engage your students. Select
the approach that will most effectively invest them in their own
learning.

Essential Elements of a Lesson Plan Template

A complete lesson plan template should include space for the
following things:

“Big idea” and/or ”Essential Question”

What is the big idea, broad concept, or essential question you
are working towards in this lesson.

Grade Level & Subject
What are the grade level(s) and subject(s) for this lesson?
Lesson Objective or Focus

What are you hoping to achieve during this specific lesson?
General & Specific Learning Objectives

What are the general and specific learning objectives from the

Manitoba Education curriculum document(s) that relate to this

lesson?
Materials & Resources

What materials & resources do you need to prepare and have
on hand before the lesson (e.g. photocopies, manipulatives, tools
etc.)? What technology are you planning to use and have you
tested it before the lesson?

‘Estimated Timeline

How much time do you think you will need for each part of the
lesson?
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Step-by-step Procedure

What will you do and how? What will the students be doing?
With whom? Where? When and how will you distribute or collect
materials? How will you help students make transitions? You
may want to divide this section into parts such as:

 Introductory activities (¢.g. engagement, motivational hooks,
connection to prior knowledge, connection to lived experience,
activating etc.)

« Developmental activities (e.g. mini-lesson, exploration, group
discussions, problem solving activities, acquiring, etc.)

« Consolidating activities (e.g. applying, evaluation phase, lesson
closure, homework etc.)

. Extension activities (in case you or the students finish early)
Special Considerations

How will you differentiate the lesson for particular students?
Are there other factors you need to consider (e.g. safety, logistics
etc.)?

Assessment Considerations

What do you want the students to learn? How will you know if
they did? What formative assessment strategies (e.g. carefully
planned questioning to encourage in-depth/critical thinking; specific
aspects of student behaviour you want to pay attention to or
observe during the lesson; techniques such as exit cards, student
journal entries, or not-for-grades quizzes, finger counts to indicate
level of understanding etc.) will you use during the lesson?

Reflections

What were you hoping to achieve? What went well in the lesson?
What changes did you make during the lesson and what prompted
you to do s0? What would you change next time you teach this
lesson? '



Building a Lesson Plan Template that Works
for You

You will want to have a lesson plan template that you can use
throughout your teacher education program and as you begin
your teaching career. Your template should be organized in a
way that makes sense to you. It should also be easy to reproduce
and fill in. To start building your template, consider how you
want to arrange the essential elements listed above. You may
decide to place each element on a single page or you may start
with a twopage layout. Of course, if you build the template
using word processing software the spaces for each element will
expand as you type in the details. Here are some lesson planning
templates that have been created by professors in the faculty.

Method of Presentation. The strategy statement should move
the reader through the lesson simultaneously from the general to
the specific elements as well as sequentially, from attention step
through the closure. No part of the lesson plan and no decision
about teaching techniques (use of demonstrations, use of questions,
where to insert mini-lectures) should be overlooked or assumed
in the statement. Spelling out each element about which we
sometimes make subconscious decisions in lesson formulation
often reveals conventions that we sometimes misuse or overuse
in the practice of education-again, a benefit to the writer and
any other teacher of the lesson.

We suggest that you start by looking at your lesson objective
and organizational pattern to decide on an overall strategic ordering
of the main points. State this ordering up front; e.g., general to
specific, specific to general, most to least important, known to
unknown, simple to complex. This decision will give you a general
focus to lead you toward the objective efficiently.

Follow this with a sequential statement of each main point and
its associated sub-points to include method of presentation and
rationales for the method and order of presentation. Each of
these steps is important to help the lesson planner fit the elements
together and consider all the factors necessary for justifying
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each decision. In effect, this method can be simplified by meticulously
asking and answering the three questions that are indispensable
for comprehensive lesson development: “WHAT, HOW, and WHY.”

Interrelating the Questions. Whenever there is a .significant
lesson element, it constitutes an answer to the “What?” question
that must be answered in the strategy. A significant lesson element
is every main point or sub-point that the instructor includes in
the lesson and each must be denoted in the strategy statement.
Often, segments of the lesson, €.g., the introduction, attention
step, interim summary, or conclusion, represent significant elements
that should or must also be mentioned in the strategy. Significant
lesson elements tell the teacher (and sometimes, the student)
what will be covered or where there is an important or required
tactical decision. But this is just the beginning of the process
because, if we were to stop with these determinations of what
we intend to do and where we intend to do it, we would be left
with simply a laundry list of elements to be touched on during
the lesson. Of more significance to the lesson planner are the
answers to the “How?”” and “Why?” questions. Asking and answering
“How?” to each of these “whats” force us to determine and
delineate the method, manner, or sequence of presenting the
significant elements that will be included. It is important to make
these determinations because we have a palette full of teaching
techniques, patterns, and methodologies from which to choose.
And it is often helpful to specify these decisions to encourage
precision in our lesson formulation. For example, very often we
state that we will “discuss” a particular topic when we have
absolutely no intention of discussing it at all (as evidenced by
our failure to plan discussion questions in that part of the plan).

Answering the “How?” question will help us to focus our intentions
and prevent us from making the mistake of saying we will discuss
something without providing discussion questions within the lesson
plan. Alternatively, we might want to demonstrate, or even have
a student demonstrate, something within the lesson or we might
want to show a movie or slides to illustrate a lesson element
most effectively. But if we state, in the strategy, that we will



“explain” a given concept in this part of the lesson, this disconnect
with what we actually plan in the lesson will be more evident.
But one cannot determine the final answer to “How?”” without
giving full consideration to why the decision is made. Therefore,
the answer to “Why?” must be fully integrated into the strategy
statement. This answer provides the intellectual glue that binds
the parts of the strategy statement into a cohesive whole. It
justifies each decision the planner makes and fits the elements
of this puzzle together. It helps to prevent our adding the dazzle
and flash that add no educational value to the lesson. Everything
must have a sound reason for its inclusion or it should be left out
of the lesson. The “Why” should ask why the main points and
sub-points are in the order we choose as well as force us to
provide a reason for our choice of techniques, patterns, methods,
and the inclusion of every other “what” in the lesson.

This explanation of the role of “WHAT, HOW, and WHY” in
writing a comprehensive strategy should stimulate at least a
preliminary understanding of how the strategy statement can help

us plan much better lessons. A full appreciation can only be

aroused, however, by our use of this technique and by comparing
lesson plans based on this process to those written without
comprehensive strategies. But beyond the immediate benefits to
lesson planning, there are other benefits that are just as valid
and sometimes more helpful. For example, lesson plans are
continuously modified or updated-often by other than the original

lesson developer. What a benefit it is to be able to make minor.
adjustments with a clear understanding of the reasoning that

dictated the original form of the lesson!

Significance of the Questions. Why is it so important to be
this specific in writing the strategy? The answer is self-evident
since all techniques and methods (or combinations of these) are
potentially appropriate in a lesson until the lesson planner decides
which is most effective. If the writer does not make this decision
or doesn’t realize what is best to do in a given scenario, the
lesson will never be as effective as it could be. In almost any
human endeavor the effectiveness of interpersonal communication
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is inversely proportional to how much one allows to be left
unstated or “understood.”

In order to emphasize the importance of including the answers
to each of these questions in the strategy statement, an appropriate
comparison can be made between the strategy statement and a
cooking recipe. In each case, the intended result is a palatable
concoction of ingredients. But none of us can combine a list of
ingredients (what) of a dish (what) to produce the desired result
unless we knew the correct measurements of each (how) as
well as the method (how) and the time (how) of cooking. Even
the order of combining the ingredients (how) at each stage of
the cooking process is often important to get the desired result.
Needless to say, adding salt too early in a meat recipe could
reduce the succulence of the ¢ dish. But without a working
understanding of what each of the ingredients does in a recipe
(why) we would be unable to easily and successfully modify the
recipe for the microwave in lieu of the oven or to substitute
elements such as mayonnaise for oil and eggs in a cake recipe.

Therefore, it is imperative to ask and answer these three questions
in a well-developed strategy statement. And it is equally important
to interweave the answers throughout the strategy. This careful
choice and justification of all lesson plan elements will result in
better preparation. The following are exa{mples of strategies that
demonstrate the principles outlined above. Two things should be
noticed about these examples. First, the “WHAT, HOW and

' WHY?” statements are interwoven throughout the statements.

This intertwining of elements helps to ensure that everything in
the plan has a justifiable purpose. Second, some of these statements.
serve double duty, e.g., some “what” statements are also “how”
or “why” statements. This is perfectly legitimate and any type
statement can serve more than one purpose. This phenomenon
may even help to strengthen the cohesion of the overall strategy.

Example 1:
WHAT? HOW? WHY? LESSON TYPE: Informal Lecture.
I PART IB



ORGANIZATIONAL PATTERN: Topical.
STRATEGY:

This lesson will begin with a definition of personal effectiveness

‘to ensure that students start from a common reference point.
Once the definition is covered I will discuss the three elements
of the time management model: setting priorities, daily planning,
and delegation, along with their relationship to personal effectiveness.
Beginning with priority systems, I will establish the principle that
“Using a Priority System Improves Personal Effectiveness” through
lecture, questions, and answers.

Since establishing priorities is the first step one takes in a time
management system, it is logical that I begin here. Once priorities
are established, planning can begin. With the relationship between
priorities and personal effectiveness established, I will next examine
how planning daily activities improves personal effectiveness.

Finally, I will discuss how “Delegation Improves Personal
Effectiveness.” Delegation is the last step in my time management
model and therefore, will be reviewed last during today’s
presentation. I will summarize the three main points in a
comprehension-level summary combining my teaching points with

the student inputs from the classroom questions to aid in reaching

the generalization that “Time Management Techniques Improve
Personal Effectiveness.”

Beginning And Ending The Lesson

So far we have selected the verbal and visual material that best
supports our lesson and made necessary changes in the original
tentative outline. We are now ready to cast our lesson into.a
final content outline. Usually before we outline, however, we
will want to consider how to begin and end the lesson. If the
lesson is not the first in a block of instruction, we may have little
to do in the way of beginning or introducing the lesson. If other
lessons in the same block of instruction are to follow this lesson,

we may not need an extensive conclusion. But especially if the.

lesson is to stand alone, we need to give some attention toward
preparing an introduction and conclusion.
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Introduction. The introduction to a lesson should serve several
purposes:

to establish a common ground between the instructor and students,
to capture and hold attention,

to outline the lesson and relate it to the overall course,

to point out benefits to the student, and

to lead the student into the lesson content.

While humor may be appropriate, the introduction should be
free of irrelevant stories, jokes, or incidents that distract from
the lesson objective. It should not contain long or apologetic
remarks that are likely to dampen student interest in the lesson.
Educators often speak of three necessary elements in the introduction
of a lesson: gain attention, motivate, and provide an overview of
lesson material.

Attention. To gain attention, the instructor may relate some
incident that focuses on the subject and provides a background
for the lesson. Another approach may be to make an unexpected
or surprising statement or ask a question that relates the lesson
to group needs. A rhetorical question (Have you ever ... ? or
Can you imagine ... ?) may be effective. At other times, nothing
more than a clear indication that the lesson has begun is sufficient.
In all instances, the primary concern is to focus student attention
on the subject.

: Motlvatlon ‘The instructor should use the introduction to discuss

spemﬁc reasons why the students need to learn whatever they
are about to 1earn In this motlvatlonal discussion, the instructor
should make a personal appeal to students and reinforce their
desire to learn. The appeal may relate the leammg to career
advancement or to some other need. But in every instance, the
instructor should cite a specific application for student learning
experiences. In many cases, the need for this lesson as a foundation
for future lessons is strong motivation. This motivational appeal
should continue throughout the lesson. If a brief mention of.



needs is made only in the introduction, the instructor is square-
filling, not motivating.

Overview. For most instructional methods, the introduction should
provide an overview of what is to be covered during the class
period. An overview with a clear, concise presentation of the
objective and key objective and key ideas serves as a road map
for learning. Effective visual aids can be helpful at this point. A
clear overview can contribute greatly to a lesson by removing
doubts in the minds of the learners about where the lesson is
going and how they are going to get there. Students can be told
what will be covered or left out and why. They can be informed
about how the ideas have been organized. Research shows that
students understand better and retain more when they know
what to expect. The purpose of the overview is to prepare
students to listen to the body of the lesson.

Conclusion. The conclusion of a lesson may stick with the
students longer than anything else said. For this reason, we
should give much care to its preparation. But the conclusion is
also important in its own right. The conclusion of most lessons
should accompllsh three thmgs

summarize, remotlvate and prov1de closure

Final Summary. Short or 1nter'1mknowledge—1evel summaries
may be appropriate at various places in a knowledge-level lesson,
for example,-after each main point has been made. But final
knowledge-level summaries come after all main points of the
lesson have been made. An effective knowledge-level summary
retraces the unportant elements of the lesson. As the term suggests,

a final knowledge-level summary reviews the main pomts ina

concise manner. By reviewing the main points, it can aid students’.

retention of mformatlon and give them a chance to fill in rmssmg
1nformat10n 1n thelr notes

In lessons~xdes1gned'to reach a conclusion (principle), a

comprehension-level summary is desired as the final summary.

Short or interim comprehension-level summaries may come at
the conclusion of main points. But the final comprehension-level
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summary comes after all main points of the lesson have been
made and serves as the first part of the lesson conclusion. The
purpose of a comprehension-level summary is to provide logical
and consistent reasons which support or lead to the desired
conclusion (lesson objective).

The comprehension-level final summary may require several minutes.
While containing a brief restatement of significant information, it
requires an expansion of key items to establish relationships
which lead to a generalization. The generalization is the instructional
objective.

New support material can be introduced when needed to establish
the generalization.

Remotivation. The purpose of the remotivation is to instill in
students a desire to retain and use what they have learned.
Effective instructors provide motivation throughout the lesson.
But the remotivation step is the instructor’s last chance to let
students know why the information presented in the lesson is so
important to the student as an individual. Perhaps it is important
because it provides the groundwork for future lessons or because
it will help do their jobs more effectively. But whatever the
reasons given, they should be ones that appeal directly to the
students and show the importance to them of what was learned.

Closure. For many instructors the closure presents the most
difficult challenge in planning a lesson. Students need to be released
from active participation. In lectures they need to be released
from listening. In interactive methods they need to know that it
is time for their verbal participation to cease. Sometimes instructors,
at a loss as how to close, say, “Well that’s about all I have to
say,” or “I guess I don’t have anything else.” This type of closure
is not very satisfying. There are much more effective ways of
closing. Sometimes vocal inflection can signal that the lesson is
ending. Quotations, stories, or humorous incidents can also provide
effective closure. Sometimes when the lesson is to followed by
others in the same block of instruction, we might say something
such as, “Next time, then, we will continue with our discussion



of... Between now and then if you have any questions™ come to
my office and I’ll see if I can answer then? for you.

Preparing The Final Outline.

After we have researched the topic, selected an instructional
method, identified the lesson planning format we will use, organized
the lesson, chosen our support materials, and decided how to
begin and end the lesson, we are ready to prepare our final
content outline. We may, in fact, prepare two versions of the
outline.

One version will be very complete-almost in manuscript form-
so we can return to it several weeks or months later when we
have to teach the lesson again or when someone else must teach
the lesson. Another version will be much briefer perhaps only
one page long, or written on cards so we can carry it with us
to the classroom and teach from it. This brief outline may be
thought of as a keyword outline with key words and phrases to
remind us of main points, sub-points, support material we plan
to use, questions we might ask, and the things we want to
mention in the introduction and conclusion of the lesson.

Since this keyword outline is a basic minimum for most of us to
take into the classroom with us, the following discussion focuses
on its construction. The longer version of the outline will follow
the same principles, but much more information will be included
in the outline.

Preparing a Keyword Outline

Division. The outline should be divided into three main parts:
introduction, body, and conclusion. As discussed previously, the
introduction will generally have three subparts: attention, motivation,

and overview. The body will have the main points of the lesson.

as major subdivisions. The conclusion will have three subdivisions:
final summary, remotivation, and closure.

Symbol system. To show the relative importance of lesson
materials in the body of the lesson, we use a number or letter
symbol before each entry. A roman numeral may be used to
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designate main points, capital letters for sub points, arabic numerals
for sub-sub-points, lower case letters for sub-sub-sub-points,
and so forth. Some rules of outlining to remember are:

)
@)
€)

Only one symbol should be used per point or idea,
Subordinate points should be indented, and

The principle of sub points or subordination means that
a point follows logically or supports the point above it.

Examination Useful Questions

Long Type Questions :

1.

What do you understand by determining ? Explain its
objectives in detail.

What do you mean by lesson ? Discuss major compo-
nents of lesson plan.

What is lesson plan template ? Explain its essential ele-
ments.

Why is lesson plan building ? Template that helpful for
the scholars. Explain it in detail.

Short Type Questions :

1
2:
3.

How to develop blockvision ? Write in briefly.
How to prepare the outline in the final ? Explain.

Why is it necessary to prepare keyword outline ? Dfs-
cuss. '

Wha‘_c do you unc'lérs'ta'r"xd:by Beginning and ending the
lesson. |
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Planning And Adapting
Blocks and Lessons For
Children With Disabilities

Objectives

Study material included in this unit -

Objectives

Introduction

Learners With Special Educational Needs
(Sen)

Shifting Models Of Disability: Historical
Progression

The Charity Model

The Bio-Centric Model

The Functional Model

The Human Rights Model

Understanding Terms, Terminology And Phrases
Structure Of The Lesson

Examination useful questions

After study this éhapter you will understand the following facts.

Learners With Special Educational Needs (Sen)
Shifting Models Of Disabiﬁty: Historical Progression
The Charity Model

The Bio-Centric Model

The Functional Model

The Human Rights Model

Understanding Terms, Terminology And Phrases
Structure Of The Lesson
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Introduction

Education is a powerful instrument of social change, and often
initiates upward movement in the social structure. Thereby, helping
to bridge the gap between the different sections of society. The
educational scene in the country has undergone major change
over the years, resulting in better provision of education and
better educational practices. In 1944, the CentralAdvisory Board
of Education (CABE) published a comprehensive report called
the Sergeant Report on the post-war educational development
of the country.

As per the report, provisions for the education of the handicapped2,
were to form an essential part of the national system of education,
which was to be administered by the Education Department.
According to this report, handicapped children were to be sent
to special schools only when the nature and extent of their defects
made this necessary. The Kothari Commission (1964-66), the
first education commission of independent India, observed: “the
education of the handicapped children should be an inseparable
part of the education system.” The comission recommended
experimentation with integrated programmes in order to bring as
many chi_ldrén as possible into these programmes (Alur, 2002).

The government’s agenda to universalize elementary education,
and its commitment to theDirective Principles of the Constitution,
are guided by the recognition that a new universal system of
education should be based on equity, the redressal of past imbalances,
and the provision of access to quality education, especially for
marginalised groups. Recent educational developments and the
Seventy Third and Seventy Fourth Constitutional Amendments
outline the possibility of entrusting basic education to the local
elected bodies in towns and villages. This would allow for community
participation in education at the elementary level and would
introduce radical change, leading to the empowerment of learners

with Special Educational Needs (SEN).

Until the 1970s, the policy encouraged segregation.



Most educators believed that children with physical, sensory, or
intellectual disabilities were so different that they could not participate
in the activities of a common school (Advani, 2002). Christian
missionaries, in the 1880s, started schools for the disabled as
charitable undertakings (Mehta, 1982). The first school for the
blind was established in 1887. An institute for the deaf and
mute, was set up in 1888. Services for the physically disabled
were also initiated in the middle of the twentieth century. Individuals
with mental retardation were the last to receive attention. The
first school for the mentally challenged being established in 1934
(Mishra, 2000). Special education programmes in earlier times
were, therefore, heavily dependent on voluntary initiative. The
govemnment’s (Department of Education) initiatives after independence
were manifested in the establishment of a few workshop units
meant primarily for blind adults (Luthra, 1974). These units later
included people who were deaf, physically impaired, and mentally
retarded (Rohindekar and Usha, 1988) While some provisions
existed in the States, it was considered the best course to assist
and encourage voluntary organisations already working in the
field (see the First Five Year Plan, 1951-1956 on http: www.planning
commission.hic.in/plans/planrel/five Yr/7th/vol2/7v2ch10.html).

The welfare approach continued in government programmes.
Support was provided to voluntary organisations for the establishment
of model schools for the blind, the deaf; and the mentally retarded.
The government set up the National Library for the Blind, the
Central Braille Press, and employment exchanges for the disabled.
It also made provisions for scholarships, for prevention and

early identification of disabling conditions, for the development

of functional skills, and for aids and appliances for the disabled.
Learners with Special Educational Needs (SEN)

In India a learner with SEN is defined variously in different
documents. For example, a child with SEN in a District Primary
Education Programme (DPEP) document is defined as a child
with disability, namely, visual, hearing, locomotor, and intellectual
(DPEP, 2001). However, the country report in.the.NCERTUNESCO
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regional workshop report titled Assessment of needs for Inclusive
Education: Report of the First Regional Workshop for SAARC
Countries (2000) states that SEN goes beyond physical disability.
It also refers to, ...the large proportion of children—in the
schoolage—belonging to the groups of child labour are, street
children, victims of natural catastrophes and social conflicts, and
those in extreme social and economic deprivation. These children
constitute the bulk of dropouts from the school system (pg.58).

The SSA Framework for Implementation covers children with
Special Needs (SN) under the section on Special Focus Groups.
While separating children with disabilities from other groups like
girls, Scheduled Castes (SC), Scheduled Tribes (ST), and urban
deprived children, it makes provisions for these children under
the section on SEN. The Department of Education of Groups
with SN in the NCERT itself, initiates programmes for meeting
the learning needs of the disabled and the socially disadvantaged
and marginalised, such as the SCs, STs, and minorities.

According to the International Standard Classification of Education
(ISCED-97) (UNESCO, 1997), the term Special Needs Education
(SNE) means educational intervention and support designed to
address SEN. The term “SNE” has come into use as a replacement
for the term “Special Education”. The earlier term was mainly
understood to refer to the education of children with disabilities
that takes place in special schools or institutions distinct from,
and outside of, the institutions of the regular school and university
system. In many countries today a large proportion of disabled
children are in fact educated in institutions under the regular
system.

Moreover, th concept of children with SEN extends beyond
thos who may be included in handicapped categories to cover
those who are failing in school, for a wide variety of reasons
that are known to be likely impediments to a child’s optimal
progress. Whether or not this more broadly defined group of
children is in need of additional support, depends on the extent
to which schools need to adapt their curriculum, teaching, and



organisation and/or to provide additional human or material resources
s0 as to stimulate efficient and effective learning for these pupils.

However, only in a few instances and documents, across the
various States of the country, has SEN been accepted in its
broad perspective. On the whole, the focus has remained on
learners with specific disabilities.

This view is supported by the fact that the draft Inclusive Education
Scheme (MHRD, 2003), available on the website of the Ministry
of Human Resources Development (MHRD), www.educationnic.in/
htmlweb/iedc_sch_draft.htm (accessed on February 15, 2001),
which addresses the needs of learners with disabilities, focuses
on the following categories of disability: visual disabilities (blind
and low vision), speech and hearing disabilities, locomotor disabilities,
and neuromusculoskeltal and neuro-developmental disorders, including
cerebral palsy, autism, mental retardation, multiple disability, and
learning disabilities. Keeping this reality in mind the main focus
of this position paper is on learners with such disabilities.

Shifting Models of Disability : 'Hisvtorical
Progression

The shifting approaches to disability have translated into very
diverse policies and practices. The various models of disability
impose differing responsibilities on the States, in terms of action
to be taken, and they suggest significant changes in the way
disability is understood. Law, policy, programmes, and rights
instruments reflect two primary approaches or discourses: disability
as an individual pathology and as a social pathology.

Within these two overriding paradigms, the four major identifiable
formulations of disability are: the charity model, the bio-centric
model, the functional model, and the human rights model.

The Charity Model

The charity approach gave birth to a model of custodial care,
causing extreme isolation and the marginalization of people with
disabilities. Unfortunately, in we contemporary praetices the
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reflection of this model can still be traced. For instance, the
findings of an investigative project undertaken by the National
Human Rights Commission of India between 1997-99 confirmed
that a large number of mental health institutions today are still
being managed and administered on the custodial model of care—
characterised by prison-like structures with high walls, watchtowers,
fenced wards, and locked cells. These institutions functioned
like detention centres, where persons with mental illness were
kept chained, resulting in tragedies like the one at “Erwadi” in
Tamil Nadu, in which more than 27 inmates of such a centrelost
their lives.

The Bio-centric Model

The contemporary bio-centric model of disability regards disability
as a medical or genetic condition. The implication remains that
disabled persons and their families should strive for “normalisation”,

‘through medical cures and miracles. Although, biology is no

longer the only lens through which disability is viewed in law
and policy, it continues to play a prominent role in determining
programme eligibility, entitlement to benefits, and it also influences
access to rights and full social participation (Mohit, 2003)..

A critical analysis of the development of the charity and bio-
centric models suggests that they have grown out of the “vested
interests” of professionals and the elite to keep the disabled
“not educable” or declare them mentally retarded (MR) children
and keep them out of the mainstream school system, thus using
the special schools as a “safety valve” for mainstream schools
(Tomlinson, 1982). Inclusive education offers an opportunity to
restructure the entire school system, with particular reference to
the curriculum, pedagogy, assessment, and above all the meaning
of education (Jha, 2002).

The Functional Model

In the functional model, entitlement to rights is differentiated
according to judgments of individual incapacity and the extent
to which a person is perceived as being independent to exercise



his/her rights. For example, a child’s right to education is dependent
on whether or not the child can access the school and participate
in the classroom, rather than the obligation being on the school
system becoming accessible to children with disabilities.

The Human Rights Model

The human rights model positions disability as an important dimension
of human culture, and it affirms that all human beings are born
with certain inalienable rights. The relevant concepts in this model
are:

Diversity

The Greek philosopher, Aristotle, once said that “things that are
alike should be treated alike, whereas things that are unalike
should be treated unalike in proportion to their unalikeness.”

The principle of respect for difference and acceptance of disability
as part of human diversity and humanity is important, as disability
is a universal feature of the human condition.

Breaking Down Barriers

Policies that are ideologically based on the human rights model
start by identifying barriers that restrict disabled persons’ participation
in society. This has shifted the focus in the way environments
are arranged. In education, for example, where individuals were
formerly labelled as not educable, the human rights model examines
the accessibility of schools in terms of both physical access
(i.e., ramps, etc.) and pedagogical strategies.

Equality and Non-Discrimination

In international human rights law, equality is founded upon two
complementary principles: nondiscrimination and reasonable
differentiation. The doctrine of differentiation is of particular
importance to persons with disabilities, some of who may require
specialised services or support in order to be placed on a basis
of equality with others.
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Differences of treatment between individuals are not discriminatory
if they are based on “reasonable and objective justification”.
Moreover, equality not only implies preventing discrimination
(for example, the protection of individuals against unfavourable
treatment by introducing anti-discrimination laws), but goes far
beyond, in remedying discrimination. In concrete terms,it means
embracing the notion of positive rights, affirmative action, and
reasonable accommodation.

Reasonable Accommodation

It is important to recognise that reasonable accommodation is a
means by which conditions for equal participation can be achieved,
nd it requires the burden of accommodation to be in proportion
to the capacity of the entity. In the draft Comprehensive and
Integral and International Convention on Protection and Promotion
of the Rights and Dignity of Persons with Disabilities, “reasonable
accommodation” has been defined as the “introduction of necessary
and appropriate measures to enable a person with a disability
fully to enjoy fundamental rights and freedoms and to have access
without prejudice to all structures, processes, public services,
goods, information, and other systems.”

Accessibility

The United Nations Economic and Special Commission for Asia
and the Pacific (UNESCAP) has defined “accessibility” as “the
measure or condition of things and services that can readily be
reached or used (at the physical, visual, auditory and/or
cognitivelevels) by people including those withdisabilities”(Rioux
and Mohit, 2005).

Equal Participation and Inclusion

By focus_sing on the inherent dignity of the human being, the
human rights model places the individual at centre stage, in all
decisions affecting him/her. Thus, the human rights model, respects
the autonomy and freedom of c‘hovice of the disabled, and also
ensures that they, themselves, pribrifise the criteria for support
programmes. It requires that péople with disabilities, and other



individuals and institutions fundamental to society, are enabled
to gain the capacity for the free interaction and participation
vital to an inclusive society.

Private and Public Freedoms

The human rights approach to disability on the onehand requires
that the States play an active role inenhancing the level of access
to public freedoms, andon the other requires that the enjoyment
of rights bypersons with disabilities is not hampered by third-
partyactors in the private sphere. Educational institutionsand industry,
both in the public and private sectors,should ensure equitable
treatment to persons withdisabilities.

Why Inclusion?

Inclusive education means education of all students, where all
students are equal participants in the learning process. Provision
of inclusive education involving students with disabilities is based
on the belief that those with disabilities should not have to
depend on specialised services alone, to benefit from educational
resources, activities and practices that are otherwise available
to all. Inclusivity is maintained when all members of a group are
able to participate in its activities, which means, provisions made
are considerate of all members and not just those from specific
groups or, with special abilities, disabilities, and/or needs. As
members of a group or a community, all have equal rights to
participate; the practices and services must thus be inclusive of
all. This right is also upheld by the Indian Constitution, which
assures all Indians the right of Equality of Status and Opportunity.
Thus, while it is the responsibility of the society and community
to involve and treat all its members as equals, the

Indian Constitution also guarantees provision of equal access
to opportunities. The Right to Education (RTE) Act (2009),
which makes elementaryeducation a fundamental right of every
child, is of great significance to the government as well as private
schools. Our schools and classrooms need to reflect this social,
constitutional and legal right of every child to be included in the
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educational processes and practices — our classrooms, now more
so than before, need to be ready to include students from different
backgrounds, with differing needs and abilities. The classroom
offers a dynamic, productive space where ideas, values, information,
knowledge are shared and conveyed. Organisation of the class
and interactions amongst its fundamental components i.e., the
students, teacher and curriculum-transactions, create potential
for the group to move from a state of not knowing to one of
knowing. With the recognition of education’s impact on development,
education and its aspects are now under sharp

focus. There are several indicators1 pointing out that our schools
need significant improvements to develop the quality and effective
reach of education to children attending the nation’s extensive
schooling system2.

In recent years, these increasing concerns have brought significant
attention from educators, policy-makers, researchers and economists,
to schools and classrooms in India.

Constitutional provisions and legal mandates such as the RTE,

Persons With Disability (PWD) Act3 are policy measures to

make improvements in India’s education system, accessed by

| over'125,059,229 students (DISE 2013) including 25.96 lakh

CWSN enrolled in schools, 0.52 lakh enrolled in EGS/AIE centers
and another 1.38 lakh provided support through home-based
education ‘(Prougfres's of InclusiveEdu_cation in SSA in 2009-10,
MHRD). Educational initiatives introduced to classrooms such
as Continuous and Comprehensive Evaluation, inclusive education
and evaluative interventions such as NCERT learning indicators
are also amongst the initiatives taken to improve teaching-learning
in our classrooms. In light of the introduction of these educational
innovations, the attention drawn and the urgency to make classrooms
better call for revisiting and revising practices, including (1) planning,
(2) methods of instruction and (3) assessments, that the classrooms
have been following so far.

Developing new insights into accustomed practices may seem
demanding on time and energy, at times even seeming difficult to
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put into practlce It would help to look upon these as opportunities
to advance teachmg, perhaps better the teaching-learning experiences
in the classrooms. Thepurpose of this handbook is to help make
the transition to the expected changeseasier for teachers. It presents
suggestions, tips, ideas and strategies towards helping the teacher
make classrooms and instructions inclusive. These are gathered
from research, from experiences, and information collected
after a series of workshops organised by the Department of
Education ofGroups with Special Needs (DEGSN), with regular
and special education teachers. As mentioned earlier, by inclusive
is meant including all children in the classrooms4. Thus, while
the handbook will address including classroom students from
the perspective of a CWSN, it is developed to make classrooms
inclusive for all students in the classroom.

In the following sections, first an overview of terms and definitions
associated with special and inclusive education is presented.
This is followed by an explanation of the organisation and contents
of the handbook.

Understanding Terms, Terminology and Phrases

Several terms and phrases related to disabilities and special
needs create some amount of confusion, perhaps misunderstanding.
This section clarifies some terms that you are likely to come
across in your work of creating inclusive classrooms.
Impairment and Disability

Two terms related to special and inclusive education that are

most commonly used, often interchangeably, are impairment and -

disability. While impairment refers to a lesser degree of complexity
in the way our bodies work, disability refers to inability or not
being able to perform a task. Most of us have felt inability at
some time or other in our lives: dunng 111ness, follong a physical
injury or, when in an unfamiliar environment.”

For example, during illness, you may feel disabled from doing
your regular work with usual rigour, energy and ability; during
a physical injury like a fracture, or a severe sprain, disability
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would involve not being able to use your limbs effectively, such
as to walk, run or write. Given that often these and related
terms are used interchangeably, the following presentation offers
explanations of pairs of terms we often hear involving persons
with disabilities.

Disability: (Nishkta) Disability is more than a problem or difficulty
with how our body works - a child with an impairment may
experience disability when functioning in an environment that
impacts the child’s successful performance at a task.

Thus, impairment alone may not cause inability to perform in a
manner equal to others, but the systems within which one has to
live,learn, work and operate can cause a child with impairment
to be unable toperform successfully (for example, a child with
hearing impairment maybeable to successfully function within
own immediate contexts of familyand neighbourhood, and not
experience any ‘disability’ in going throughroutine, day-to-day
interactions, but may experience inability to performwith the same
success as her regular classmates in a classroom settinginvolving
expected expressions of learning). Overcoming or successfullybeing
able to navigate, participate, function and contribute in a
school,classroom or any organised system thus, needs suitable
interventions fora person with impairment/s. The interventions
need to be effective inreducing or eliminating challenges and
barriers.

Assessment

(Aankalan) This involves gathering information to understand
the student teacher performance and/or classroom functioning
and is thus aninteractive process. Assessments are formative
and diagnostic in naturethat is, they provide information about
students’ areas of strength andhelp recognise the teaching-learning
aspects that require attention orimprovement.

Integration

(Ekikaran) Referring to the education of students with disabilities,
integrationmeans providing education to students with special



needs in regularclassroom. In integrating a child with disabilities
in the regular classroom,focus is on having the child adapt/adjust
to the regular classroom or fail. The child may be even taught
in separate classrooms.

Evaluation

(Mulyankan) This involves making a value judgment on a
performancesince they are graded or scored. They are summative
in nature .and areconsidered as actual measure of level of quality
at the time of evaluation.

Inclusion

(Samavesh) Inclusive education refers to education of all students,
where allthe students are equal participants in the learning process.

Adaptation

(Anukulan) Adaptation refers to adjusting assessments,
material,curriculum, or classroom environment to accommodate
a student’s needsso he / she can participate in, and achieve the
teaching-learning goals.

Some examples include:

« use of audio tapes, electronic texts where available, having
peer/classmate to assist with class. activities, or simply re-
organisingseating of a child who may be unable to be attentive,
easily distracted,or distracting others in the classroom,

« alternatives to written assignments to demonstrate knowledge
andiinderstanding (e.g. through oral presentations, drawing
or otherartistic presentations); =

« extended time to complete assignments or tests;

« computer software which provides text to speech/speech to
textcapabilities, when available;

« provide for multiple experiences with materials to allow for
differentlearning styles or needs, also to help reinforce learning
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(for example,learning how plants grow in multiple ways —
through class textbooks,through hands-on experience by growing
one in the class, preparing observation record of its growth,
and through group or whole classdiscussion about the on-
going learning).

Modifications

(Sudhaar) Modifications involve making changes to leaming goals,
teachingprocesses, assignments and/or assessments to accommodate
a student’slearning needs. E.g., (samplé lessons on pg. 29-43).
For example:

 changing the assignment to accommodate a student’s learning
needs:allowing use of lettercards to spell words as a modification
to sayingthe spelling aloud, allow the student with intellectual
impairmentto utilise concrete and/or more hands-on experiences,
changing theconceptual difficulty level for some students.

Curriculum

While we begin to comprehend and incorporate some of the

- understandingsneeded to include a student with impairments in

the classroom, it isimportant to realise the significance of the
curriculum to classroom practices.

Creating an inclusive culture in classroom will involve attending
to thecurriculum, which includes the components of a course of
study. Theseconsist of the syllabus, textbooks and needed teaching
learning materials,teaching strategies/processes and assessment
and evaluation processes. Indiscussing the efforts in curricular
development and reform, the National Curriculum Framework
(NCF) 2005 underscores the significance of makingcurriculum
“an inclusive and meaningful experience for children” stating“this
requires a fundamental change in how we think of learners and
theprocess of learning” (p. 13).

Attending to curriculum to define the classroom culture and the
approach to the teaching-learning processes is thus a significant
aspect of fosteringinclusivity in the work with students. The above



section offers understanding of frequently used terms inworking
with students with special needs and in inclusive classrooms.

The following section explains how the handbook and its contents
are organised, with explanations of the approach adopted in
presenting thetips, strategies and suggestions for an inclusive
classroom.

Structure of the lesson

As expressed earlier, every child has a right to education. Our
classroomsneed to be ready to include children with diverse
learning needs to ensurecompliance with the most recent legal
mandates. Many of our classroomshave been working with students
with disabilities in regular settings;however, these have often
been with significant interventions from nongovernmental orgamsahons
The implementation of RTE requires thatevery classroom be ready
to include a CWSN in its teaching learningprocesses, assessment
and evaluation procedures and extracurricularactivities. This handbook
has been prepared with these expectations inmind. Following is
an explanation of how its contents are organised.

The handbook is organised in two main sections. The first section

offerssuggestions, tips and strategies for inclusive classrooms
which havestudents with specific needs related to sensory disabilities,
physicaldisabilities and cognitive/intelléctual disabilities. The next
section presentsan understanding about CCE and offers a few
suggestions on how it couldbe utilised for an inclusive classroom.

The following paragraphs present a brief overview of categones
of specialneeds as addressed in various sections of this handbook
Sensory Disabilities }

Sensory disabilities arise when a child is unable to successfully
performdue to impairment to the senses. Sense organs include
organs of taste, smell, sensations of heat, cold, touch, pain,
pressure, sight, hearing. Varioussense organs receive information
from the environment and, along withthe brain, are a part of our
Central Nervous System, a highly organized and complex system
of our bodies (Gray 1918, p. 721). Among the senses,impairments
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to the senses of sight and hearing, i.e. visual impairment andhearing
impairment have considerable implications for teaching-learningin
the classroom; we rely significantly on both these senses — of
hearingand sight — for our learning.

The handbook offers suggestions and guidelines related to vision
andhearing impairments. Information includes (1) understanding
the generalnature of impairments, (2) appropriate approaches,
considerations and(3) some suggestions for creating an inclusive
classroom for typicallylearning children and children with visual
or hearing impairments5.

Physical Disabilities

Physical disabilities arise when a child is unable to participate
due toimpairment of the physical organs affecting mobility, movement,
and/or dexterity. The Draft Rights of Persons with Disabilities
Bill, 2012, inclarifying the benchmark disabilities locates cerebral
palsy as a condltlonrelated to physical disability (p. 4). This
sectlon presents some tips,suggestions and ideas for inclusive
classrooms with considerations tostudent with orthopedic or phys1cal
d1sab1hty6

Cognitive, Intellectual Disabilities

Thé 'Way’a'child learns is impacted and, also inﬂﬁenced, by how
differentsense organs, parts of our bodies and the brain, are co-
ordinating or howthey are affected. Since §pebiﬁ5 disabilities,

“such as Autism Spectrum, intellectual 1mpa1rments ‘and learning

difficulties are primarily associatedwith the workmg of the brain

- and/or how brain processes the 1nformat10nrece1ved ‘these are

addressed under cognitive and intellectual disabilities.

The conditions that affect learning due to the brain’s functioning
have beenunder research as well as educational studies for a
long time. In the section- The Nature of Cognitive, Intellectual
Disabilities — we present strategies that can help in enhancing
teaching practices to make classroom approachesinclusive of
different learning needs that arise due to developmentaldelays,
brain’s functioning and/or capacities.



Given the increasing use and, at times misuse, of many of these
terms, a littleclarification and some overview of cognitive and
intellectual disabilitieswould be helpful for our work in the inclusive
classrooms. The followingparagraphs present a brief understanding
about these conditions anddisabilities. To facilitate the understanding
of the information presentedin the handbook and to help advance
your own learning, we also explainhow the handbook uses the
terms cognitive and intellectual disabilities.

Our Brain and its Mysteries

A deeper understanding and knowledge about how our brain
worksis still evolving. Time and again we read about studies
revealing newinformation on how our brain receives and organises
information. As ourunderstanding of the human brain advances,
various disability conditionsthat are due to the brain’s functioning
are also receiving the attention ofscholars, researchers and teachers.
Among the conditions that are due to the manner in which brain
works and that have direct implications forteaching-learning, Aspeciiﬁc
learning disabilities (SLD) and Autism havereceived_signiﬁeant
attention in recent times. Of these, we hear the term SLDbeing
used in our schools very often. It is important that we' have a

clearerunderstanding of what these mean because that has direct

implications forour work w1th the students in the classrooms
We must understand thata chlld’s evaluatlon and assessment
need to meet certain expected criteriato be identified as experiencing

these conditions and to receive related andrequired educatlonal _

interventions and services. Difficulties and disorders such as SLD
Autism, (and also retardations inlearning) require detalled

examinations, tests and d1agnos1s whlch maynot be available or

accessible to the children and famlhes that attend ourschools for
their leaming and education8. It is therefore important to becareful

before labeling a child with a disability. Mislabeling or

identifyingincorrectly would result in a child’s needs not being
understood. In manyof our settings not being able to understand
how the child makes sense of the world and learns, often results
in the student being discriminatedagainst. These misunderstandings
can prevent the students in our schoolsfrom getting the educational
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interventions that would otherwise help themto begin learning in
the classrooms.

Disabilities that teachers often talk about today such as SLD,
Autismare therefore all the more challenging to understand in
our context, first,because they require adequate research based
and field tested evaluationsby trained professionals, second and
more important, these evaluationprocedures need to be relevant
to, and address diverse contexts, and third,because a more definitive
understanding about these conditions and howthe brain functions
continues to evolve even in contexts where research
andunderstanding about these conditions are comparatively more
advanced.

The following paragraphs present basic information about
specificcognitive and intellectual impairments.

Autism:

Alternative terms: Autism Spectrum Disorders (ASD). ASD
is a developmental disorder. It refers to a range of serious
developmental, neurological problems. Autistic disorder, autism
or classical ASD, is the most severe form of ASD. It appears
in early ages, usually before a child reaches 3 years of age and

affects the regular development of social and communications
skills.

The Draft Rights of Persons with Disabilities Bill, 2012, defines
“Autism Spectrum Disorder” as a “neuro-psychological condition
typicallyappearing in the first three years of life that significantly
affects a person’sability to communicate, understand relationships
and relate to others, andis frequently associated with unusual or
stereotypical rituals or behaviours” (p. 84).

Needs vary from child to child but all disorders in Autism
spectrumseverely affect a child’s ability to communicate and
interact with others. They exhibit social impairments, communication
difficulties, and repetitive,stereotyped patterns of behaviour. Studies
and investigations to betterunderstand this developmental problem
continue. To date there is noknown cure but certain interventions



can help a child adapt and thereforemake a difference in their
living and learning experiences.

Specific Learning Disability:

It is a general term used to describe specific kinds of learning
problems. Alearning disability affects ability to learn and use
certain skills. The skills typically affected are reading, writing,
listening, speaking, reasoning,directing attention, doing mathematical
calculations and coordinatingmovements. Dyslexia or difficulties
experienced in reading, Dyscalculia or difficulties with mathematics,
and Dysgraphia or difficulties with writing are also used when
addressing disabilities that affect specific aspects of learning. It
is especially important to know that a child with a learning disability
is not lazy or dull but that she or he is not able to learn
because of the way her/his brain is recording and analysing
information. It is therefore important to first rule out any environmental
issues that may be impacting the student’s learning such as too
many distractions, poor visibility, other health issues, fatigue,
nutrition deficiencies etc.

As with autism, determining a child as having SLD also needs
detailed and specific assessments and evaluation to understand
the nature and severity of the disability. A child with SLD will
experience the world in a different way compared to another
child with SLD, and will thus have different types of learning
problems and needs. One child with SLD may therefore experience
difficulties in writing, and another child may experience difficulty
only in mathematics.

Intellectual Disabilities:

The term refers to lowered capacity or ability of the brain, thus
far commonly referred to as mental retardation. There has been
a shift away from using the term retardation. In a poll conducted
in 2003, term “retard” was voted to be the most offensive word
(Rose, 2004). In keeping with the shift towards using a more
positive terminology, this document also uses the term intellectual
disabilities in discussing classroom impediments to learning experienced
due to lowered capacity and/or ability of the brain’sfunctioning.
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Intellectual disabilities that affect learning and overall development
are experienced when mental functioning of the brain is affected
such that the child shows limitations in daily living skills such as
communicating, taking care of self and social skills. These limitations
will cause a child to learn and develop more slowly than a
typically developing child and catch up at a slower rate on many
skills that their regular same-age peers have attained, for example,
dressing self, speaking, walking etc. They do catch up or learn,
but it takes them longer than the regular, typically growing and
developing child (hence the previously widely used term retardation
meaning slowness. Due to negative connotations attached to this
term it is not used as widely as before).

Tests and Assessments:

To measure and identify the degree of intellectual functioning,
typically two measures are used: tests to measure a child’s intelligence
quotient or IQ test and Adaptive measures.

Intelligence Tests:

As addressed earlier, it is important that tests used to measure
your students’ IQ are “standardised” on Indian contexts, that is,
they are developed for and attend to, the Indian developmental,
sociocultural contexts.

Adaptive Scale:

The adaptive scale measures adaptive skills to understand the
degree or level of ability to adapt to one’s environment, using
day-today skills such communicating, social interactions, and
self-care.

As relevant to the purpose of this document, related information
is organised under the section Cognitive/intellectual Impairments.
Given the limited accessibility or availability of tests and assessments,
many of the students experiencing learning difficulties that are
either due to cognitive or intellectual impairments may not get
identified and diagnosed appropriately. Further, many children
have different learning styles, or face demanding conditions outside
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