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Abstract

This case study explores the potential of video in helping teachers and pupils to break out of
entrenched but arguably unfruitful methods of English language teaching in Indian secondary
schools, provides evidence that it can have a substantial impact, and analyses the conditions

in which this is possible.

The study could be described as action research drawing on ethnographic methods. I
introduced a 'package’ of video-based English lessons to the Core English Curriculum of an
Indian Central School, and observed the consequences. The package was prepared by me,

but taught by the students' regular teachers.

First I observed for a month the normal, textbook-based teaching in the English classroom,
Then the teacher was trained to use the video package, which was based on the contents of
one of the chapters in the text-book they used. Finally, I observed the introduction of this
package in the classroom. My data came from audio-recordings of the classes, diaries kept
for me by the students, interviews and informal discussions with teachers and students, and
my own observations of the classes and the school generally. In addition, I was able to draw

On my own experiences of having been a student and a teacher in India.

Chapter 1 outlines the background. It discusses the unique position of English in India — its
history and current social status — and describes schooling in India, placing Central Schools
and their Core English Curriculum in context. It sets my research agenda as the study of the
introduction of video in a 'real life' setting, as opposed to the 'artificial' experimental or

quasi-experimental situations of much previous work.

Chapter 2 surveys the literature I draw upon. As there is very little previous research bearing



directly on this topic, I have had torefertoa wider body of partially relevant literature on:
(i) use of television for education in India; (ii) second language classroom studies with an

emphasis on the development of communicative competence; (iii) classroom studies with

special reference to group work; (iv) bilingualism.

Chapter 3 explains the advantages of a case study based on ethnographic methods, and

considers some of the potential problems and limitations, notably the risks in generalising

from one study.

Chapter 4 deals with theoretical issues and practical methods in developing teaching materials
for the project. I discuss research into the use of video in Second language teaching, and
explain how I drew on it to develop the video material itself, task sheets for students to work
on in groups after watching video extracts, and a teacher-training package. Group work is

not essential in introducing video, but I argue that it is the best way of using the medium.

The next three chapters deal with the introduction of the video package, and the context in
which it was introduced. Chapter 5 describes the school. Chapter 6 is a chronology of the
various stages in the introduction of video into the English classroom. Chapter 7 then

analyses this introduction in terms of the various participants involved — the problems faced

by each, and the conflicts that arose between them.

Chapters 8 and 9 concentrate on the classroom. Chapter 8 examines the traditional English

classes, analysing the teacher-fronted, transmission mode of teaching that prevails, and

identifying twin roots of this pedagogy. First, there is the indigenous Harikatha tradition (in
which the written word is treated as a sacred text for reverent, uncritical commentary); and
there is the imperial tradition, arising directly from the introduction of English as

secondly,
the medium of educational instruction in India. The manner in which these traditions affect

classroom pedagogy today is critically evaluated.



Chapter 9 analyses the classes after the video package had been introduced. It focuses on
talk, now the students' rather than the teacher's language, for with the introduction of video
in the classroom, the students had to learn to work in groups on the task-sheets. The
television screen did not inspire the same uncritical reverence as the written word. The
chapter reveals how the ritualised routine of the transmission mode broke down with the

introduction of video; and how it encouraged the students to take more control of their own

learning environment .

Chapter 10 discusses what the research can claim to have discovered. Video does seem to
have considerable potential in helping teachers and students to break out of the traditional
methods of language teaching in Indian schools, moving the students further on the path of
developing communicative competence in English. But more research is needed, and I make
concrete suggestions for such studies. With due caution because of the dangers of

generalising from one case-study, I draw implications for teachers, schools and government

if best use is to be made of the potential of video in English teaching.
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Notes to the reader

The names of all the participants in this study and of the town where it

was conducted have been changed to preserve confidentiality.

The following conventions have been used in transcription.

i  Square brackets indicate an English translation from Hindi, for
example: [We can only see the outside.]

ii Round brackets are used for descriptions of acts or events that
occur during a conversation, for example: (writes on blackboard)

ili A word or phrase followed by a question mark within round brackets
indicates uncertainty about what was said, for example:
'It might be (smart?) but it might not be safe.’

iv Two full stops in round brackets (..) indicate a long pause.

v A question mark in round brackets (?) indicates that the preceding word

was spoken with rising intonation.
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CHAPTER 1

INTRODUCTION

1.1

The Research

In this research I set out to study the potential of video to teach English in secondary schools
in India. The aims were two-fold: first, to explore the problems that teachers and students
face when they are introduced to video as an innovation in the classroom; and secondly, to

discover whether the use of video, once it has been assimilated into classroom practice,

leads t; effective lan guage teaching and learning.

The research was conducted in the Central School in a town I shall call Bhojpur, in the state
of Bihar. A lesson was chosen from one of the textbooks used in the English Core
Curiculum, a set of video materials and supporting exercises were developed around it, the
English teacher was trained in its use and its implementation in the class was observed. The
fieldwork for the research was conducted in 1987 when I spent three months with the
Standard X1 Science students and their English teacher. The original intention was to
observe the manner in which English is ordinarily taught for one month, then to train the
teacher in the use of the video package for another month, and finally to observe its
intr;xlt.l.ction in the language lessons for the third month. In the event, the second and third

phases of the research (i.e., the teacher training and the implementation) had to go hand in

hand (see Chapter 6 for details) and my time was divided almost equally between observing

the traditional lessons and the innovation.

My data collection methods were the standard ones employed by ethnographers studying
educational issues. The principal method of collection was the use of audio-recordings in
the English lessons. I chose not to use video recordings for several reasons. First, I feared

that the presence of a camera might become obtrusive in the class and the students might not



behave as they normally would. It seemed to me that it was easier for the class to ignore an
audio-cassette recorder, especially because the recorder I used was a very small Sony
Professional. I was also concerned that use of a video camera might encourage the students
to see me as an Indian living in the West with access to Western gadgetry and so, as
someone foreign and different in front of whom one had to behave in certain ways.

Although I could not avoid some of this impression for it was in the nature of the innovation

I was to study, I wanted to keep it to a minimum.

I was also dissuaded from using a video camera because I was faced with the choice of
either leaving it in a fixed position or operating it myself. In the first instance, the camera
would have captured only part of what was happening the classroom; how large a part
would be a matter of luck. In the second instance, I would have to look through the camera
viewfinder, thereby restricting my vision of what was happening in the class. But without a
video camera I could sit unobtrusively at the back of the class, get a fuller view of what was
going on in the classroom, and take notes. In the event, these observations of the classes

and of the school in general proved an important source of data.

Finally, although this may look trivial on paper, there were logistical problems. I already
had to bring one video recorder from the United Kingdom for the teacher to use in the

video-led lessons, plus all the accompanying materials and exercises that were part of the
video ‘package I had developed. It vgould have been very difficult to carry a second video

recorder and camera to film the classroom.

Apart from the audio-recordings and my own observations of the classes and the school (I
used to spend the entire day in the school), the students kept diaries of their thoughts which
they gave me at the end of every week. Ialso recorded interviews with the teachers and the

students regularly and in addition, there were numerous informal discussions of which I

wrote down notes at the end of each day.



1.2
The Background

To understand the reasons for my interest in this study, some background knowledge of the
conditions surrounding it is necessary. The 1980s in India saw a remarkable development
in the approach to education. For the first time since independence, education assumed an
important 'public’ face with a new education bill being debated in the media for almost a
year before it was finally passed in 1986. Added to this has been a general explosion in the
use of communication technology in India. At the time, it seemed to me that India was
committing itself strongly to using satellite communication in education. Numerous
experiments had been carried out from as early as 1960 to investigate the potential of satellite
communication for education. In their wake and in the wake of the debate about the
education reform bill, six Educational Media Research Centres were set up throughout the
country in and around 1985 to make educational films for television. If the government was
going to commit itself seriously to satellite broadcasting for educational purposes (and since
then, it has done s0), it seemed to me to be worthwhile to investigate the potential of

audio-visual media in the classroom.

I chose to study video in particular because it has many advantages over television
broadcasts — some logistic and others pedagogic. Most obviously, it has start-stop and
replay facilities which give a teacher greater control. These facilities also enable the teacher
to use'the same material several time's to explore different aspects of the same television
programme. Logistically, even if audio-visual material is broadcast by satellite, it does not
have to coincide with what the students are doing at any one particular time. It can be

recorded off-air and used at suitable times.

Keeping these factors in mind, I was interested in seeing what happens when video is
introduced into the English Core Curriculum in a Central Schpol. To understand what this

involves, it seems necessary to know something about the Indian education system, and

about the status of English in India and its role in the school curriculum.



1.3

The Education System

Although the education system in India is similar to that in Britain, which is not surprising
given its colonial past, there are some differences in the way it is run, probably because of
the size of the country and its vast population. There are three types of schools in India —
State schools, Central schools and private schools (called ‘public schools', much as in
England). Until recently, education in India had been mainly the responsibility of state
governments, but with the new education act of 1986, it also found its way on to the
'Concurrent List', thereby becoming a national as well as a state responsibility. However,

the main bulk of education s still carried on by the state governments.

131

State Schools

Each state government runs schools which follow the same curriculum throughout the state,
although these vary from state to state. The reasoning is that the state employs people who
may be transferred from one place to another within the state, and it is hoped that by
adhering to the same syllabus throughout the state, disruption caused by transfers will be
minimal. The state employs staff to run the schools and bears the cost of the building and
maintenance of schools. A school fee is charged but it is only a token gesture and minimal.
1.3.2

Public Schools

Public schools, on the other hand, are privately funded and often run by missionary and
other charitable organisations. They form only a small part of the educational system in
numbers, but are extremely influential in that they produce the bulk of India's civil servants,
and children from these schools often go to the 'best’ colleges.and obtain the highest paid

jobs. The money to run these schools comes from school fees and from private charity.
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Central Schools

The third type of school, the Central School, is run by the central government. Even before
the addition of education to the Concurrent List, the central government took some
responsiblity for education. It seems to me that in practice there has not been much
significant change in the role of the Central Government — rather its responsiblity for
Central Schools and the national curriculum has been formalised. This responsibility came
about mainly because of public sector industries. After independence, the government of
India committed itself to a programme of industrialisation and technological progress so that
the country could become self-sufficient. This was done through establishing nationalised
indusfries such as the Steel Authority of India Limited, the National Coal Board, national
mines, national nuclear power stations and national shipbuilding. These industries are
distributed all over the country and the people who work in them come from different states.
Just as state government employees can be moved within the state, the central government
employees may be moved about the entire country. This means that the education of their
children may be disrupted when they move. To cope with this problem, the government
started schools called Kendriya Vidyalayas or Central Schools. Again, just as state schools
maintain a common curriculum throughout the state, Central Schools share a common
curriculum throughout the country, so that children who transfer from one school to another
do not suffer. This curriculum is set by the Central Board of Secondary Education and is
knowtr colloquially as the CBSE. The staff in Central Schools are appointed by the Central
Government under the aegis of Ken‘driya Vidyalaya Sangathan (‘Central Schools
Organisation', often referred to as KVS) and the funding for these schools is from the
central rather than the state coffers. Although they are primarily meant for the children of
central government employees, any other child may also be admitted to a Central School if

there are places available, by virtue of the government's non-discrimination policies.

In choosing to study a Central School in Bhojpur, I had in mind precisely the reasons why

such schools were set up. Bhojpur is a small, fairly prosperous industrial steel town in



Bihar, an otherwise backward and impoverished state. The nationalised steel industry
employs people from all over the country and a number of their children go to Central
School. It seemed to me particularly interesting to focus attention on this type of school
because I thought the government would probably first set up an infrastructure for the use of

television in them because of their pan-Indian character.

In all three types of schools, children generally start attending school when they are five
years of age. The first year at school is called the First Standard, the second year the
Second Standard and so on and they are generally written using Roman numerals (e.g., Std.
I, Std. IT and so on). At the end of ten years of schooling, that is, at the end of Std. X all
children take an examination. The children in the state schools take a state examination,
generally called the Secondary School Leaving Certificate examination (SSLC); those in
public schools take the Indian Certificate of Secondary Examinations (ICSE) in conjunction
with the Cambridge Examinations Syndicate and those in Central Schools take the All India
Secondary School Examination (AISSE). Up to this point, they study a wide range of
subjects — English, Hindi, a state language, Mathematics, Science, History, Geography
and Civics. After the Std. X examination, they chose to study either Arts, Science or
Commerce. They can either go to a junior college for the next two years of study or they

can continue studying at school. At the end of Std. XII, they sit another public examination
(again the three types of schools have their own examinations, respectively the Pre-
University Course examination (PUC), the Indian School Certificate examination (ISC) and
the All India Senior School Certificate Examination (AISSCE)) and on passing, they
proceed to study.-for degrees in colleges. Thus, by the time most students enter college, they
are about seventeen years old. This pattern of education, first introduced in 1975, has been
termed the 10+2+3 system and is in use throughout the country. The new education act

does not alter this basic structure and all innovations have to work within these parameters.

My own research concentrates on the '+2' stage of this system, and particularly its first

year, Std. XI. The main reason for this choice was that I myself taught English at this level



14.2
English as Language of Power

Rapidly, English became the language of power and those who learnt it had access to the
mechanisms that ran the country. Although it is forty-six years since the British left India,
this has not changed. Even today, those who know English and are fluent in it have greater
access to power than those who do not. This is especially true in the world of progress and
of technology. The moment a developing country wants to advance technologically, it
realises the need for a language through which it can gain access to advanced technology.
The obvious choice for India has been English. Therefore, the medium of education in most
centres of higher education and in colleges of technology is English. This has been
recogrised by the government and English has been declared a 'library language' in India.
This implies that English is to be used for academic purposes. It almost goes without saying
that jobs in the fields of technology, medicine and engineering are very highly paid by
Indian standards. The skills they require are often accessible only through a knowledge of

English and students are therefore encouraged to learn the language. Allin all, there is great

social pressure on students to do well in English.

14.3

English as lingua franca

In India, the policy of self-sufficiency has led to an advancement of technology. With the
coming of technology and especially' its use by nationalised industries, people have moved
from their own states to use their skills in distant parts of the country. The natural language
of communication between people from different states, especially between people from the

North and the South, tends to be English. Thus, English is a lingua franca and a link

language throughout India.

144
English as an Associate Official Language

Because of the importance of English, it was declared an 'Associate Official Language’



when India became a republic in 1950. It was hoped, however, that English would have
this status for a limited period only, until the national language, Hindi, had been learnt by all
Indians. Then Hindi would replace English completely. However, this has not happened.
In fact, the South resists the notion of Hindi as a national language and very often, there are
indications that people of the South would prefer to have English as the national language.
In practice, the adminstrative and bureaucratic work of most states is carried on in three
languages — English, Hindi and the State language. This is known as the three language
formula and it has been carried over into the education sector. All schools, therefore, have
to teach three languages to their pupils.Where Hindi is itself the state language, schools
often teach Sanskrit as the third language. This was the case in Central School, Bhojpur.
1.5

Role of English in the Indian CI

It is obvious, then, that English is an extremely important language in India. This is also
reflected in the way schools treat English, although the three types of schools emphasise
English differently. While the bulk of teaching in public schools is done in English, in
Central Schools, students have a choice (in theory at least) between English and Hindi as the
two languages of instruction, and in state schools they can choose between English, Hindi
and the regional language. (In practice, as we shall see, this choice may be limited because
suitably fluent teachers are not available.) It seems to me that students from public schools
often have greater access to white cqllar jobs than those from central schools and those from
state schools come last of all. The emphasis on teaching of English may well have
something to do with this. In the words of Varindra Tarzie Vittachi, 'since the language of
adminstration and law was English, those educated in the language of the slaves (that is
what vernacular meant) were inevitably excluded from white collar jobs. In 1947, the less
colonized minds in the new government opened the sanctums of English education to
everyone through the gift of free education for all' (Vittachi, 1987). The common
perception still is that a knowledge of English and fluency in the language are indicative of

intelligence, and more likely to help people get white collar jobs. Because students in public



schools use English almost all the time, these schools are perceived as high prestige schools
and the best in the country, the central schools come next and the state schools last of all (see

Agnihotri and Sahgal, 1985, for a much wider analysis of English in Indian schools than the

paper's somewhat enigmatic title might suggest).

In Central Schools and state schools, there is a core English curriculum that all students have
to study, irrespective of which language they choose as the medium of instruction. Thus, a
student in a Central School who studies Geography, Science, Mathematics and so on in
Hindi still has to study the Core English Curriculum, just as a student who studies these
subjects in English does. This ensures that all students study some English at school. The
case of science students in Central School, Bhojpur is an interesting illustration of the
importance of English (and also of the discrepancy often found between theory and
practice). Although a number of students chose to study the science subjects in English,
they often had to contend with the bulk of their mathematics and physics lectures in Hindi as
the teachers in these subjects were more fluent in Hindi. Conversely, the Chemistry teacher
preferred to teach in English, and pupils who had opted to study Chemistry in Hindi had to
cope with English. In both cases, the pupils perceived English to be of great importance,
either because they knew that they had to write their answers in English in spite of being
taught in Hindi, or in the case of the Hindi speaking Chemistry students, because they
needed English to follow their lessons. Besides, English would be essential for most of
these Students if they were t0 pursue a career in science. Another crucial instrumental factor
in the study of core English at this level is that students must pass this examination. They
are deemed to have failed the CBSE examinations if they fail the Core English Curriculum,
even if they have 100% marks in their science subjects. Given that Core English is so

important in Central Schools, it seemed to me to be worthwhile to try the introduction of

video in these classes in order to facilitate language learning.
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CHAPTER 2

LITERATURE SURVEY

2.1

Introduction

As background to studying the use of video in English language teaching at the '+2' stage in
an Indian Central School, I shall look at other related studies, although most of them are
only tangentially relevant to my work. I have found five main areas of interest, the first
being v-idco/television in Indian education. Although there is no research specifically on
video in the classroom, some work does exist on the use of video generally. I have
discussed this in Section 2.2 in order to see how the viewing behaviour it reveals can be
exploited in the classroom. I also briefly discuss the research literature on using television
for educational purposes in India. A second area of interest is the use of video/television
specifically in classes where English is taught as a second language. Since this research
literature proved useful in the design of the materials that the students were introduced to, I
discuss it in Chapter 4, alongside an explanation of the video package I developed. A third
area is the research done in TESL (Teaching of English as a Second Language) classrooms,
botl} irl India and elsewhere. Given the importance of English in India, I concluded that the
aim of English language teaching in India must be to develop students' '‘communicative
competence' (as explained by Widdowson, 1978; Canale and Swain, 1980; and Stern,
1983). However, most of the research into TESL classes does not study 'communicative
competence' per se; instead it concentrates on various aspects of the teachers' and learners’
language, and the research literature which deals with this is discussed in section 2.3. Part
of the video package developed and tried in Central School, Bhojpur involved group work

by students after they had viewed the video extract. Hence my fourth area of interest,

research on the learning that occurs in small group interactions, both in ordinary classes and
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in second language learning situations; this is reported in section 2.4. Finally, there is a
section exploring the research on bilingualism in the classroom. This proved important
because one of my main observations in the English lessons reveals the extent to which both

students and teachers switch between English and Hindi in their dealings with each other.

To repeat, however, the research reported in all these sections is only broadly related to my
own project. I have found it more useful to discuss the details of individual research

findings alongside my own data and hence, much of the research literature is discussed

throughout the thesis rather than in this chapter alone.

22

A serious use of video by a large numbser of people started with its introduction into the
domestic market in 1982, the year when the Asian Games were held in New Delhi. Besides
being a status symbol, it was a useful means of recording and replaying highlights of the
games. Since then it has grown rapidly, both in ownership and in viewing figures. Apart
from the viewing of videotapes at home, an urban phenomenon, there has been a boom in
'video parlours' in villages and small towns, where the cinema has become t0o expensive to
run. A:.longside this is the rising phenomenon of renting video cassette players (known as

VCPs) and videos from video shops, All this has meant a rapid rise in the use of video as a

means of entertainment (see Sin ghal et al (1988) who chart the rise of both video and

television in India).

In 1983, Agrawal pointed out that the ratio of television to video cassette recorders was
already less than 10: 1 (Agrawal, 1983). In a similar vein, Rao, L (1983) warns of video's
runaway success, and exhorts the government to get to grips with the proliferation of

communication technologies and make some policy decisions on their role in society. The
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government was not unaware of video proliferation and its possible educational uses. The
National Council for Educational Research and Training (NCERT) held a three-day video
workshop in September 1985 where the keynote speaker was the Additional Director
General of Doordarshan, the national television network. He argued that film makers and
educationists had not adequately recognised that 'video may soon come to assume the status
of a mass medium along with radio, television, print media and the films... It is time to
establish that video is not only a medium of entertainment but can be an effective vehicle of

training, education and feedback' (Chowla, 1985).

The research on video in India has largely been audience research, concentrating on the type
of viewers and their socio-economic backgrounds. Thus, Patel (1986) looks at the
viewership in the Western region and concludes that the majority of Indian viewers are
below forty, belong to high income groups (mainly professionals, students and
businessmen) and come from nuclear families in urban or semi-urban areas (Patel, 1986,
pp- 48 - 51). Rao's analysis of video use in South India also confirms Patel's findings as
far as the home viewing situation is concerned (Rao, 1986, p.57). In addition, Rao (1987)
has drawn attention to a collective viewing situation, both in urban and rural video parlours.
She has found two types of urban viewers — males who are looking for entertainment not
commonly found in public places like a cinema (that is violence and pornography); and slum

dwellers who have been given community television sets by the State Government, and hire

a VCP with five or six films to watch over a weekend.

The viewing situation in rural areas takes the form of public entertainment. As Rao puts it,
'generally starved of any form of media entertainment, the rural communities by and large
welcome a parlour into their area. In turn, the parlours make every effort to cater to the
entertainment needs of the community'. For example, one parlour owner arranges regular

film shows for children at reduced rates of admission.
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Films of Chaplin, Laurel and Hardy are popular and

periodically shown. The information about the films

are circulated to the local school ahead of time so the

children would be free to see the films. One very

popular film, still in demand is "Jungle Book".

(Rao, 1987)

Thus, video in such circumstances is used as an entertaining and educational tool, enriching
children's experience of the world. What particularly interests me is Rao's finding is that an
immense amount of discussion goes on after such viewing has taken place. This confirms
my own informal experience that such discussions are common in Indian settings. In the
days when films were shown in cinemas (or tents converted into cinemas, as in many
villages), people would often stay back to talk about what they had viewed; in more urban
settings too, fierce discussions about the quality of a film can be heard in buses or in the

market place while buying vegetables. Obviously, in using video in the classroom, one

would build upon such positive experiences.

In spite of such encouraging findings, Agrawal and Kamdar (1987) are more pessimistic
about video proliferation. They argue that although video ownership has increased, it is
restricted to an urban elite. This increases the division between 'the economically and
socially rich and poor, referred to respectively as amir and garib' (their italics). The amir
have better access to information, making them ‘'information rich' (as against the garib who
are linformation poor') and this in turn contributes to one section of society becoming more
powerful than the others. They bemoan the fact that the much talked of ‘communication

revolution' in India reaches only the top 5% while the rest are left untouched.

It seems to me that dividing Indians into amir and garib is too simplistic. There is a huge
population, both urban and rural, which is neither amir nor garib but lies somewhere in
between. These people have some access to information — they often have a radio and read

newspapers, even if they do not own televisions and videos. They are not rich, but they do
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not live below the poverty line either. Such people are not taken into account in Agrawal

and Kamdar's analysis.

The view that there is an uncrossable chasm between the amir and the garib also seems
exaggerated. While there is much truth in saying that video owners are amir, ownership
does not necessarily correspond with viewership. Although this is most clear in the
community viewing situations, it is no less true of the home viewing situation (Rao, 1987).
In most television and video owning homes, the doors are thrown open for neighbours,
children and servants to watch along with the video owning or VCP hiring family. It is not
sumﬁs—ihg, therefore, that in 1987, although there were only 9 million television sets and
about 2 million video cassette recorders, the number of people who had access to viewing
facilities was a staggering 470 million (out of a total population of around 800 million)
(Singhal et al, 1988). This means that over half the population watches television and video

quite regularly, a feature that could be built upon in using video in English lessons.

Whether the audience is rural or urban, whether it is made up of children or adults, all the
findings on the use of video indicate that what people mostly watch are feature films, for
entertainment. The fate of Indian television has been similar, though there people watch
serials and 'soap operas' along with the films that are shown on television. Indeed, the
proéra?nme makers for both televisign and video come from the same source — the film
industries of Bombay and of the regions (Mitra, 1988 and 1990). This has meant that
television has moved from its original remit of educating the masses to entertaining them.

As Mitra says, It was no longer the dry, didactic material, but it entered the arena of cultural

practices, establishing itself as a part of the "popular culture", and reaching the entire nation'

(Mitra, 1990).

Mitra (1988 and 1990) also argues that serials on television (which are very similar to Hindi
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feature films), and the films on video owe their immense popularity to the manner in which
the audience ‘creates the text', that is to say that the serials are a product not just of the
programme makers but also of the imagination of the audience. So for example, Ramayana
(a serial telling the story of Lord Rama, a Hindu God) caught the popular imagination
because of all the religious experiences that people brought to its viewing. In watching and
analysing programmes, people draw upon their cultural experiences — experiences of
religion, of social behaviour, of ritual, of dance, of cinema and so on, thereby bringing a

rich and complex web of intertextuality to their 'reading’ of television programmes.

I would argue that educational programme making can benefit from drawing upon such
cultural practices. One of the features of Indian life is the amount of time people spend
discussing films they have watched. Plots are argued over, characters assassinated, acting
criticised and direction appreciated. It is as if the film (whether on television, video or in the
cinema) belonged to the people and they could do with it as they pleased. The same is not

true of the written word. There is a tradition in India of respecting books, of according them

almost a sacred status, which makes it very hard to be critical of written texts.

This has implications for the classroom. While students may be willing to enter into debate
about a particular programme they have watched, they (and even more their teachers) are
gen;:ra.l.ly hesitant about criticising the written word, or even arguing about it. Written text is
accepted as being true or correct simply because it has been written down (although
newspapers and government injunctions are exempt from such uncritical behaviour).
Besides, the presence of the teacher teaching the book gives it even more authority, thereby
making it even more difficult to contend with. It seems to me that English language lessons
could effectively use the tradition of free discussion after viewing programmes. If these
discussions could take place in English, then students would find an opportunity to practise

and improve their language skills, thereby helping to make them efficient language learners.
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This was one of the ideas upon which my video materials and classroom activites were

based.

Until now I have discussed the research on the general use of video in India. There does not
seem to be any work done on using video for educational purposes. The only reference to
video use by children confesses to a lack of data in this area:

Very little quantitative informaton is available

anywhere in the country to indicate the extent of use

of video by children either in the schools or in the

home-viewing situation.... Some of the more

prosperous schools have already acquired video

.. cassette recorders and do occasionally show

"educational” programmes. However, this being

beyond the purview of this report, no quantitative data

wz;.ls c(l)llcctcd on the use of video either in homes or in

school.

(Agrawal et al, 1986, p.17).

Seven years on, Agrawal's report still holds true.

With television, however, there has been at least one substantial study, the Satellite
Instructional Television Experiment (commonly known by the acronym SITE), which
specifically concentrated on using television for educational purposes. Indeed, the original
vision of the early advocates of television in India was to use it as a tool to help with

'edu~cat.i.on and community development’' (Amritavalli, 1986).

Towards the end of 1959, television was introduced in New Delhi as an experimental
educational service. Educational programmes were beamed for two hours a day twice a
week to New Delhi and to a few 'teleclubs' set up within the 12 - 15 mile radius reach of the
transmitters. The project, funded by the United Nations Educational, Social and Cultural
Organisation (UNESCO), aimed 'to communicate new information, facts and figures' to the

villages where the teleclubs had been set up for community viewing. It also suggested
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follow-up activities 'by means of which the viewing individuals and groups might organise
their own lives as well as influence friends and neighbours to better the quality of life in the
community' (Amritavalli, 1986). The project lasted for a little over a year, until December
1960. It was evaluated by a UNESCO team which found that 'large numbers who viewed
the programmes and who took part in the follow-up discussions gained in learning; most of

those who gained in knowledge retained their gains for twelve weeks' (ibid., p. 2).

Encouraged by such results the Delhi Schools Project, funded mainly by the Ford
Foundation, started broadcasting on 23rd October 1961 to students of Standard IX, X and
XI. The programmes started with only two broadcasts a week but by the end of the project,
eight 20-minute programmes, directly relevant to their syllabus, were broadcast each week.
Since my own project was aimed at Standard X1 students, I was immensely interested in the
findings of the 1961 study. Unfortunately, though, it has proved impossible, despite much
effort, to obtain a copy of the Delhi Schools Project report, and references to it in other texts
are extremely sketchy. Even the one reference that deals with it in any detail is more
tantalising than informative. It is brief enough to be quoted in full:

Researchers did make attermnpts to measure the
beneficial effects of educational television, and studies
did establish a positive impact on school children (as
in Neurath, Paul's study of the Delhi Schools
Project). However, the effect and even credibility of
- - these studies was affected by the well-known fact that
the school teachers were averse to television and that
there were a great many ‘organisational problems at the
viewing end. By and large, the research focussed on
the impact of programmes on viewers, and did not
seriously study the functioning of the whole system
such as reasons for non-viewing, the problems of the
teachers, the programme content, production aspects,
set maintenance, timing and duration of programmes,
etc. As academic research, it was invaluable: as an

input to policy-makers, its value was, at best,
doubtful.

(Karnik, 1981).

Even though I could not obtain the data on which such conclusions were based, it was
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worth finding out that there were 'organisational problems at the viewing end'. It helped to
confirm my belief that if we are to take the introduction of video as a teaching tool seriously,
we must address the issues of teacher training, of organisational support for teachers using

video, and of producing appropriate materials for students' use.

The Delhi Schools Project had an interesting repercussion — the setting up of SITE.
Although the logistics of SITE were very complicated, the idea was a very simple one. The
experiment involved developing television programmes for 2,400 villages in the six
'backward' states of Rajasthan, Bihar, Orissa, Madhya Pradesh, Andhra Pradesh and
Karnataka. All the programmes were beamed up to a satellite (ATS6) loaned free of cost by
NASA in America to the Indian Government. The satellite then beamed them back to the
receiving stations in the various states which in their turn distributed the programmes
terrestrially to every village. The Indian Space Research Organisation (ISRO) based in
Ahmedabad was responsible for all the hardware required for the transmission and reception

of the programmes. The programmes themselves were made by the then fledgling Ministry
of Information and Broadcasting in consultation with various other ministries. For example,
the Agricultural Ministry briefed them on agricultural topics, the Education Ministry on
primary school broadcasts and so on. The aims of the experiment were to

1. gain experience in the management, development
and testing of satellite based instructional television
systems particularly in rural areas;

stimulate national developments in India;
demonstrate the potential of satellite
communication in developing countries;
contribute to health, hygiene and family planning;
improve agricultural practices;

contribute to general school and adult education
and improve occupational skills;

promote national integration;

build expertise, technical and organisational, in
satellite transmission.

N oULs WN

(Amritavalli, 1986, pp. 1-2)
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It is clear from such large, ambitious aims that the SITE project would only be tangentially
useful to my own microstudy of using video to teach English in one secondary school. It is
also difficult to assess how successful SITE was as an experiment even on its own terms. It
must be pointed out, however, that virtually every article on Indian television, whether it
deals with the educational aspect of television or that of providing information and
entertainment, almost ritualistically mentions SITE as the most important event in the history
of Indian television. Most articles also tend to look upon SITE as an extremely successful
experiment — it was meant to herald a golden age of peace and prosperity, especially in
rural India. However, it has proved extremely difficult to ascertain how these conclusions
were reached, especially since it is not easy to find the data and to see if other interpretations
are possible. Interestingly enough, the one article which is ambivalent about the
interpretation of the results comes from one of the main researchers on SITE, Bella Mody.
Mody (1978) admits that the experiment which was carried out in 1975-1976 was very
difficult to assess because of the sudden declaration of a state of emergency under Mrs.

Gandhi's premiership:

The unusual and special publicity in all media for
development schemes generated under the Emergency
declared by the then Prime Minister Indira Gandhi,
simultaneously with SITE, made it difficult to assess
the impact of SITE programmes... (and again later)
SITE programming produced by the Ministry of
Information and Broadcasting of the Government of

C - India was greatly affected by the sudden declaration
of the state of emergency which meant total
censorship of all medid, a month before SITE started.

(Mody, 1978)

This does seem to imply that there were political reasons why it was important to portray
SITE as a resounding success, implications that later writers have not necessarily taken into
account. SITE has had some unexpected benefits for education, though. With the portrayal
of the experiment as a huge success has come the necessary money to build an elaborate and

complex educational infra-structure for programme making. The Ministry of Human
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Resources Development (formerly Ministry of Education) has assumed responsibility for
educational broadcasting. It set up a Central Institute of Educational Technology (CIET)
under the aegis of the National Council for Educational Research and Technology (NCERT)
in 1984. CIET has, in its turn, set up six State Institutes of Educational Technology (SIET)
all over the country. Together they are meant to make programmes and conduct research
into their effects. They are supposed to carry out 'audience profile studies; need assessment
studies; formulative evaluation covering testing of the programme in the field, and collection
of feedback from the user teachers; monitoring of utilisation of educational television
programmes to determine the extent of educational television utilisation and to study the
factors affecting the utilisation; and, impact studies' (Singh, 1986). It seems to me,
however, that not much research has been conducted by either of these organisations, nor

have they made enough programmes to make an impact on students.

One reason for the lack of enthusiasm for educational television programmes may be that
they are meant to be ‘enrichment programmes', that is, they do not relate to a specific
syllabus being taught and examined at school but cover a wide range of issues thought to be
informative and educationally valuable. This approach was developed in the seventies and
given credence by the SITE experiment as the CIET bulletins explicitly point out:

The seventies saw the emergence of the concept of

- - enrichment programmes designed for children of

different age groups in place of strictly syllabus based

programmes for individual classes. SITE in India

during 1975-1976 proved the validity of the new

approach at the elementary level.

(Educational Media Newsletter, 1990)

Although no systematic research has been done, I have not found or heard of instances

where students regularly watch these programmes. Nobody had heard of the programmes in
Bhojpur, even though CIET is run by NCERT, the same organisation which is ultimately

responsible for the curriculum in use there. In truth, it would be very surprising if such a
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programming strategy had worked, given the extreme importance of examinations in the
Indian education system (see Chapters 7 and 9). Yet there has not been a policy change
even by 1993. In my own study, I decided early on that the students would not be
interested in working on video materials that did not relate to the syllabus on which they
would be examined. They would feel that they were wasting their time. So, contrary to the
philosophy of SITE, I have adopted an approach where the video package is closely linked
with one of the lessons in the CBSE Core English syllabus. In any case, as Aghi (1987)
points out, in spite of SITE, there is very little research, if any, on the televisual needs of
urban children. Since my own research was in an urban environment, there was not much
literature I could use to design my project. In spite of such an admission, Aghi confidently
concludes that what should be made is an 'enrichment type' of television programme. It
should ‘present to the child the larger world beyond his textbooks and the walls of the
school building. The programmes should stimulate him and last of all help him to actualise
his potential’ (Aghi, 1987). While I would not quarrel with Aghi's intentions, I see no
reason why programmes should not deal with issues in the syllabus at the same time as

stimulating children, enlarging their views and actualising their potential.

23

R b in TESL (Teaching Enelist S 1] ) Cl

Re\;ie\;s of the literature on classroom research in the teaching of English as a second
language (e.g., Chaudron, 1988; Ellis, 1990; Larsen-Freeman and Long,1991) are striking
for two reasons.  First, a sizeable proportion of the research consists of comparing native
speaker and non-native speaker speech. The aim of the research seems to be to find
differences between these two types of speech and then to see if a particular method or a
particular change in the teaching-learning milieu brings the non-native speaker's speech
closer to that of the native. Secondly, most of this research is-quantitative and tests whether

a particular change has brought about a measurable difference in learner behaviour.
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Such studies are only of limited value for my purposes. In India, there are very few
speakers, teacher or pupil, who have English as their mother tongue. Therefore,
comparisons between the speech of native and non-native speakers, or between the manner
in which teachers treat native and non-native speakers, are inapplicable. Although my own
research is more ethnographic and qualitative (see Chapter 3 for a discussion of the issues
involved), I have used the results from the quantitative studies wherever they have seemed

relevant.

Alongside the quantitative studies based on pre- and post-tests, scores and comparisons,
there is now a tradition of classroom observation studies in TESL. The initial studies,
probably because of the heavy dependence on psychometric testing in second language
acquisition research, tended to continue that trend and used quantitative methods (Ellis,
1990, p.65). The first large and well known study that attempted to document classroom
behaviour was the Pennsylvania Project, set up in the nineteen-sixties in order to study
whether the audio-lingual method of language teaching (based on behaviourist principles and
stressing the primacy of drill in language learning, with an extensive use of language
laboratories) was better than more traditional methods. Fifty-eight high schools and over
2,500 pupils in the state of Pennsylvania in the U.S.A. took part in this project. The
teachers in these schools were divided into three groups — one group used traditional
teaching methods; a second group used the audio-lingual method; and a third group used the
audio-lingual method but supplementing the teaching with grammatical explanations.
Finally, the students of the three groups were compared by using the MLA Cooperative

Classroom Tests. It was believed that a difference in their scores would indicate which

teaching style worked best.

Although criticism of the methodology and of the validity of the research design appeared
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even before its final project report in 1970, the Pennsylvania Project team remained
unashamedly in favour of the audio-lingual method. Grittner (1968) and Clark (1969)
criticised the project both in its own terms and more broadly within the framework of
educational research (see Allwright, 1988, for a thorough discussion of the issues
involved). One of the outcomes of this research and its criticism was that second language
researchers began to question 'the whole idea of methodological comparisons as a viable
way of investigating classroom language learning' (Allwright, 1972; Allwright,1988, p.9).
As Grittner (1968) put it, 'a half century of such 'research’ has told us almost nothing about
the relative superiority of one educational strategy or system over another'. One reason for
this was that although different methods for classroom teaching were put forward on the
basis of linguistic theory, what teachers did in the classes rarely adhered purely to one
method. So there were no pure audio-lingual classes or pure traditional lessons. The
Pennsylvania Project, however, was instrumental in demonstrating, albeit by default, that
we know very little about what exactly happens in classrooms. There was then a general

call by researchers to focus their attention on classroom behaviour (for example, Allwright,
1972).

Long (1980) points to two main methods of studying classroom discourse in ESL classes —

interaction analysis and anthropological observation. In interaction analysis talk is generally

classified or coded into certain categ’ories considered important. The first system of
interaction analysis to be used in TESL was the Flanders system (Flanders, 1970 presents it
in its final form, although Flanders had started writing about it and using it much earlier).
Later, the Flanders system was modified by several researchers because it was thought to
be too crude to capture the complexity of the proceedin gs in a second language classroom.
Thus, Moscowitz (1971) developed her Foreign Language Interaction System (commonly

known as FLint), this time with twenty categories instead of the ten that Flanders had.
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Moscowitz's categories were also interesting in that they included three categories for learner
behaviour in the classroom, an area that had been of little interest to Flanders. At about the
same time, Nearhoof (1969) was developing his categories to study teacher talk and pupil
behaviour in second language classes: he came up with equal numbers of categories for

teachers and students plus some others for either silence or confusion.

All these studies had been interested primarily in teachers and their behaviour. The
argument was that by focussing on the teacher and his activity in the classroom
(characteristically, 'his’ is used, even though a majority of TESL teachers are women), one
could plot the teacher’s behaviour and recognise the teaching method involved. Certain
types of behaviour and certain methods brought about higher learner achievements than
others. Therefore, teachers could study the categories into which their learning had been
classified and come to their own conclusions about their performance. This appraisal was
meant to provide a non-judgmental study of teacher behaviour and was initially used in
teacher-training and later by these teachers in their own classrooms. The use of research
methods by teachers to study their own classes was unusual at that time: in spite of
exhortations from such writers as Stenhouse (1975), not much research was carried out by
teachers. Several researchers (Furst, 1967; Lohman et al; 1967, Moscowitz, 1968)
compared the learning behaviour of pupils who had been taught by teachers who had learnt
thc~ In't_eraction Analysis system and those who had been taught by teachers who had not
done so. Most of this research indioates that there was no significant difference in the
attainment scores of the two sets of pupils. Finally, Bailey (1975) criticised the use of the
Flanders and FLint systems so effectively that most researchers abandoned their use. It
must be noted in passing that Flanders was criticised not just by researchers in TESL but

also by researchers studying classrooms in general.

Bailey did not attack the categories in the two systems in terms of their relationship to

language learning achievements. Instead, she attacked the whole notion of using category
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systems, arguing that there were severe interpretation problems with them. For example, if
a teacher asked a student, 'how long did you study last night', the question could be
interpreted as purely informational, perhaps complimentary or highly sarcastic. An observer
observing in real time is only allowed three seconds in both the Flanders and FLint systems
to decide which category it should fall into. Different observers might categorise the same
utterance differently, depending on their perception. So the two systems which prided

themselves on their objectivity were shown to be more fallible and their results more

questionable.

Therc_i_s a second problem with such systems that Bailey does not touch upon but which
Speier (1973) and Furlong and Edwards (1977) elaborate. The problem is that
categorisation does not allow the data to be read in any way other than that which is
pre-determined by the categories. It is very important, therefore, that researchers should
have good reason to believe, before beginning to observe, that the categories they are to use
are suitable for their purposes. I was not in that position, as no previous studies had been
made of classroom talk in India. Ihad no way of knowing what categories would be helpful

in identifying any significant differences there might be between the traditional and the

video-led lessons.

Fiqallz, the Flanders system has been criticised for its limited conception of talk. Walker and
Adelman (1975) argue that it sees teacher-student interaction as merely the transmission of
information. It ignores the role of talk as a medium for the negotiation of meaning and the
construction of identity. 'In short', they conclude, 'it sees talk as transmission, not as
communication' (Walker and Adelman, 1975, pp. 75-76). It was communicative processes

that I wished to study.

In TESL, three alternative methods developed in opposition to Flanders and FLint. The

first one by Fanselow (Fanselow and Crymes, 1976; Fanselow, 1977) took as its basis the
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work done on language use by Bellack et al (1966) and on discourse analysis by Sinclair
and Coulthard (1975). Sinclair and Coulthard have been extremely influential in the analysis
of classroom talk but their method has been unsuitable for my purposes. An extended

discussion of the problems I would have been likely to encounter had I followed their

method is given in relation to my data in Chapter 8.

Fanselow developed FOCUS, an acronym for Foci for Observing Communications Used in
Settings. This was an elaborate coding system where the utterances could be broadly
classified under five characteristics of communication that he identified. These were the
source, the medium, the use, the content and the pedagogical purpose. The source could be
a tcachér, an individual student, a group of students or the whole class. The medium could
be linguistic, non-linguistic or para-linguistic. Language could be used to attend, to
characterise, to present, to relate or to re-present; the content to be communicated was
divided into language, life, procedure, subject matter; and the pedagogical purposes were to
structure, to solicit, to respond and to react. Each of the categories under medium, use,
content and pedagogical purpose was further sub-divided, thereby producing a very
complex set of categories into which all the talk could be slotted. The same utterance could
also be classified under several headings, thus subverting the criticism that it was difficult to
decide how to assign utterances to categories. Obviously, such an elaborate system as

Fanselow's could not be employed in real time; instead, either audio- or video-recordings of
cla;sr;om lessons were to be used. Fanselow also stated somewhat unexpectedly that only
a small part of the system needed to be used at any one time, thereby making it more
accessible. But in that case it is difficult to see what advantage there is in using Fanselow

rather than one of the more limited systems over which it is supposed to be an improvement.
In the context of my research, a further problem with FOCUS is that in spite of such an

elaborate system, the categories are still too broad and open to multiple interpretations. This

then defeats the two main purposes of such a system — providing a common language for
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all researchers to use and being objective in its study of classroom talk. Besides, in an
Indian context, I would need to devise further categories to interpret bilingual talk. Given
that I had not even envisaged the extent of bilingual switches, let alone its sophistication, I

would have been unlikely to find pre-determined categories into which they happened to fit.

Another alternative to the Flanders system was that developed by Long et al (1976) in their
study of small group interactions in a school in Mexico. They attempted to apply all the
systems of analysis that had been devised, from Flander's Interaction Analysis to the one
employed by Barnes and Todd (1977; Long et al used its slightly earlier incarnation as a
1975-Ur}iversity of Leeds publication) before developing their own Embryonic Category
System (ECS). Since my own work concerns the learning that takes place in small groups,

I have discussed Long's work in the literature on small group interaction (see 2.4).

Finally, there has been another strand in language-learning/language-teaching research
which has abandoned quantitative methods for more qualitative ones. The basic belief in
this method, as propounded by Allwright (1980), Ellis (1984), Van Lier (1988), influenced
to some extent, as they acknowledge, by such ethnomethodologists as Mehan (1974) is that
classroom talk is a co-production and that meaning is produced in the process of negotiation
taking place between the teacher and the pupils and between the pupils themselves.
One of the problems identified by Adlwright with the quantitative method in TESL is that
there is such a proliferation of categories that it has become unmanageable. Allwright
(1988) declares that he himself has moved away from any attempt at categorising talk.

Resorting to a detailed text analysis amounted in itself

to an admission of the inadequacy of category

analyses to offer a sufficiently illuminating account of

the data, but how illuminating the text analysis itself is
must be left to the individual reader.

(Allwright, 1988, p.193)

In the same vein, Van Lier (1988) wants to redress the balance in second language
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The investigation of any classroom processes, whether it be qualitative or quantitative or
even a mixture of the two, cannot take place in a vacuium. The researcher generally has a
particular view of second language learning which may or may not be explicitly stated. My
own inclination is to support theories of communicative competence in second language
learning, while at the same time arguing, like Prabhu (1987), for a holistic approach to
classroom activity. Prabhu's work on schools in Karnataka is interesting and has some
bearing on my own. Before discussing Prabhu, I want to outline in broad terms what
communicative competence involves, especially since he argues against adopting a
communicative competence methodology; instead, he advocates what he terms a

'communicational teaching project' (Prabhu, 1987, p.1).

Teaching English in second language classrooms had traditionally concentrated on teaching
grammar. The idea was that if the grammar of English was mastered, then students would
be able to put sentences together to make coherent speech. English language teaching
concentrated on various theories of language learning and language teaching, depending on
what was happening in linguistics. So for example, in the heyday of behaviourism, the
most widely accepted model for language learning was the audio-lingual one. The
importance of grammar for second language leaming was given further impetus by
Chomskyan linguistics, except that now traditional terminology like the various parts of
speech were no longer in vogue, nor was the parsing of sentences. Instead, the learner's
language acquisition device' had to be activated to master the language. So, once a student
had grasped the deep structure of a particular language, then the language had been leamnt.
One cannot help feeling that what happened in the language lessons was really the teaching

of grammar, except that teachers had leamt to describe their activity in somewhat different

terms.

With the work done in sociolinguistics, it was recognised thaf simply knowing the rules of

grammar was not enough to learn a language. Widdowson (1978), for example, makes the
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distinction between 'use’ and 'usage', arguing that most language teaching activity
concentrates on grammatical 'usage' without taking the appropriacy of the context into
account. However, the realisation of language as 'use’ involves two kinds of ability — one
is the "ability to select which form of sentence is appropriate for a particular linguistic
context; the second is the ability to recognise which function is fulfilled by a sentence in a
particular communicative situation’ (Widdowson, 1978, p.6; his emphasis). Taking such
arguments further, Canale and Swain (1980) describe the language leamt by a second
language leamner, not just in terms of linguistic proficiency but in terms of communicative
competence in the target language. In their original descriptive model, they suggested that
there are three components to communicative competence — grammatical competence,

sociolinguistic competence and strategic competence. Canale (1983) modified the model to

include a fourth category — discourse competence.

Very briefly, grammatical competence is the ability to use the rules of grammar correctly to

produce meaningful sentences. Sociolinguistic competence is the ability to produce
utterances that are appropriate in a particular context. Strategic competence is the ability to
use either verbal or non-verbal strategies to compensate for a breakdown in communication
or for enhancing the effectiveness of the speech act. Discourse competence, which is very
similar to sociolinguistic competence, is the ability to deal with different genres. In speaking
a language we bring into play all these various competencies to communicate effectively, and
so it is these competencies that we rieed to concentrate upon. But how does a descriptive

model of speech translate into classroom praétices?

As already noted, the idea of communicative competence arose as a reaction to the stress laid

on grammatical competence in language leaming. With it, the emphasis shifted to the

situational appropriacy of utterances. In pedagogic terms, this has meant that language is

ordered in terms of functional usefulness, with easier funcﬁoﬁs like greetings being taught

before more difficult ones. Obviously, greetings themselves have to be ordered in terms of
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what is appropriate in any given situation (see Wilkins, 1976 and Johnson, 1982 for a
detailed discussion of such functional and notional syllabi, the ordering of functions to be

taught, and the problems encountered).

While I agree that to know a language means the acquisition of communicative competence
in that language, I do not think that functional and notional syllabi are a useful way of
achieving them. There are three problems with such syllabi. The first problem is to do with
the notion of situational appropriacy, a mainstay of the communicative approach. There is
often disagreement even within a discourse about what is appropriate. For example, let us
take the discourse of thesis writing, Advice on it varies from exhortations to use the active
voice and personal pronouns to make the work interesting and readable, to firm counsel that
the passive voice and impersonal language are necessary to demonstrate objectivity in
academic writing. When such large variations are possible within any discourse, it seems

difficult to suggest what type of language should be taught.

The second is the assumption that some functions are unequivocally easier to learn than
others. While this may be true in extreme cases (greeting is easier to learn than arguing a
point of view in an academic discussion), matters are not always so clear. Is academic
discussion easier than discussing, say, pastry making in Britain? Not self-evidently for
everygne, from every culture. Both these genres employ several 'functions' of language and

both of them, in their own ways, are culture-specific. It seems difficult to me to say that any

one ordering could or should be followed.

The third problem, one that Prabhu (1987) addresses, is that in ordering language in terms

of functions, we are replacing one type of ordering with another. Language used to be
ordered in terms of grammatical structures, now it is to be ordered in terms of the functions

of language. Prabhu argues that the methodology for language teaching in India has been

that of the structural-oral-situational pedagogy, where structures are first practised on their
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own, and then, examples of where they are employed are presented to the students. As
Prabhu puts it, 'the replacement of one mode of syllabus organization by another did not
entail any major difference, in terms of classroom activity, from structural-oral-situational
pedagogy: specific items of language would still be pre-selected for any teaching unit and
practised in contexts which suited them' (Prabhu, 1987, p.14).

My own preference and thinking are similar to those of Prabhu, who argues that the
development of communicative competence in a second language requires ‘not
systematization of language inputs or maximization of planned practice, but rather the
creation of conditions in which learners engage in an effort to cope with communication’
(Prabhu, 1987, p.1). My assumption, like Prabhu's, is that language learning can be
achieved most effectively by encouraging meaning-focused activity rather than form-focused
ones. Itis in the attempt to negotiate meaning — to understand what is being said and to

respond in a meaningful way in order to genuinely communicate one's thoughts — that

language is learnt.

In order to make the classroom activity into a meaning-focused one, both Prabhu and I
(independently of each other — his book appeared in 1987, by which time I had already
devised my task-sheets and conducted my research) have planned task-based activities
wherg the learners make sense of different pieces of information given to them in order to

complete a given task. To do so, leamers have to deploy their linguistic ability, both in

comprehending the task and in producing language appropriate to their needs. In so doing,
they begin to learn the language. Language learning is therefore sub-conscious and almost
incidental to the main purpose of classroom activity which is to effect communication

between the various people involved. As Prabhu puts it:

Task-based teaching operates with the concept that,
while. the conscious mind is working out some of the
meaning-content, a subconscious part of the mind
perceives, abstracts, or acquires (or re-creates as a
cognitive structure) some of the linguistic structuring
embodied in those entities as a step in the
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development of an internal system of rules. The
intensive exposure caused by an effort to work out
meaning-content is thus a condition which is
favourable to the subconscious abstraction — or
cognitive formation — of language structure.

(Prabhu, 1987, pp. 69 - 70).

This is not to deny that language learning should deal with the formal aspects of language.
Rather, it is to say that attention to form should be subordinate to dealing with meaning and
that it should be initiated by students rather than being planned and presented by the teacher.
Indeed, in both my work (see Chapter 9) and in Prabhu's, there are indications that learners
become pre-occupied with either the meaning of a word, or its pronunciation, or even the
different ways in which the word can be used while they are focusing on some topic other
than language. Prabhu thinks of such instances as 'a temporary withdrawal from the activity
or interaction on hand' while my reading is that such interactions are also a learning act —

they further the negotiation of meaning between learners and make learners feel that they are

in control of their own activity.

Given such a strong commitment to meaning-focused activites in the classroom and to
task-based approaches, it is surprising to note that Prabhu does not encourage the use of

group-work, and indeed positively discourages it. In the next section, I discuss Prabhu's

arguments, and explain why I have taken a different view.

2.4 '

k and Small G I tions in the C
Within research conducted in Indian classrooms, there seems to be no study which focusses
on group work. As I have just mentioned, even in Prabhu's Communicational Teaching
Project, which was ‘concerned with creating conditions for coping with meaning in the
classroom', the use of peer group discussion was discounted. In fact, Prabhu specifically

argues against the use of organised peer group interactions in task based teaching (Prabhu,

1987, pp.81-83). He maintains that the danger with peer group interaction in the case of
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second language learners is that the language input they get from their peers is of a quality
similar to their own. But a higher quality of language input, what Prabhu terms 'superior
data’, is best provided either by the teacher or by the text (he does not mention audio-visual
media which, I would argue, are also a provider of 'superior data’ in his sense). By
indulging in peer group interaction, students are closing themselves off to the 'superior data’
input they need to improve their language. Indeed, 'there is a risk of fossilization — that is

to say of learners' internal systems becoming too firm too soon and much less open to

revision when superior data are available' (ibid., p.82).

Prabhu does not offer any concrete data to support these assertions, even though he admits
elsewhere that fossilization is a little understood phenomenon (Prabhu, 1987, p. 84). Nor is
there any reason why students cannot engage in peer group discussions, in general
classroom discussions and use texts and videos that will provide them with 'superior data'.
This will ensure that the language input is varied; hence, it is reasonable to speculate, the
communication skills they will develop may be both varied and appropriate to the situations
in which they find themselves. I hope that the data from the lessons I taped in Central

School Bhojpur, as well as the diaries that students kept, counter Prabhu's objections to

collaborative group work in task based teaching.

Prabhu is aware of a second argument for peer group work — it provides a ‘'mutually

supportive environment for leamers which is less threatening than interaction with the
teacher' (Ibid., p.82). But, he contends, 'at (least some learners find it more humiliating to
lose face in froht of their peers than in front of the teacher: they wish to see themselves as
being equal to the former, but not to the latter' (ibid., p.82). None of the students in Central
School, Bhojpur pointed this out as a problem. They did not seem to think that making a
mistake in front of their peers or seeking their help was in any way humiliating. In fact, in
my observations I found that students were more willing to z;cccpt help from their peers

when they worked in groups rather than when they were involved in teacher fronted
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teaching. There were instances in the traditional lessons when a student asked the teacher
the meaning of a word and was not satisfied when a neighbour explained it. He continued
asking for the meaning of the word till the teacher explained it. In the video lessons, on the
other hand, students asked each other the meanings of words (though there were fewer
meaning seeking questions) and were satisfied with the answers they got. If an entire group
did not understand something, they tended to ask the group sitting next to them rather than
the teacher (General Notes, 9th September, 1987).

In the context of group discussions, the diary entries reveal that only one student is irritated
by 'some people who have a tendency to speak more and more' and dominate the
discussic;l-ls.(Group 7 diary, 25th August, 1987). Fifteen other entries counter this,
however, and the students actually seem to feel that they benefit from group discussions.
To take the opinions of two other people from the same group as the entry above:

1.A.

In my opinion this is a very good way of teaching because
due to this students become frank. And we are free,
especially from teachers. Due to this I think that when we
discuss among each other it will increase our thinking
power.

(Group 7 diary, 18th August, 1987).
1.B.

Due to discussion method of teaching our concepts become
- - very clear.

(Group 7 diary, 20th August, 1987).

Within the field of English language teaching, most of the research into peer group
interaction has compared group discussions with teacher fronted classrooms, generally to
the advantage of peer group work. Long et al (1976 as summarised concisely in Chaudron,
1988, p.107), for example, reported that there was ‘a sigificantly greater number of
students’ pedagogical moves, social skills behaviors, and rhetorical acts (the first two of

which include interactional acts) in group work than in a tezicher—fronted (lockstep)
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classroom'. Similarly, Doughty and Pica (1986) found that students working in groups
used more of the target language for comprehension checks, confirmation requests,
clarification requests, repetitions both of themselves and of one another, repairing acts and
reacting acts. In other words, the groups used the target language for communication
purposes more than students in a teacher-fronted class. Rulon and McCreary (1986) in their
comparison between teacher-fronted classes and group work found that peer groups
produced speech in the target language equal in quantity and complexity to that in the

teacher-led classes, with equal frequencies of confirmation and clarification checks.

While these results are encouraging and seem to suggest that peer group interaction has
considerable value in the leaming of English as a second language, my own interest is not
just in the frequency of turns and the number of category types of talk encountered in peer
groups, but also in the nature of these group discussions and the manner in which students
negotiate meaning with each other. My inclination in this analysis is therefore more towards
qualitative methods than to quantitative ones because, as Barnes and Todd explain, peer
group talk has a 'fluid and dynamic quality' which, while making the talk 'delightful to
listen to... also makes it inappropriate to pin down into a category system' (Barnes and

Todd, 1977, p.17).

Barnes | and Todd identify two important problems with categorising talk. The first is that
any segment of speech may be performing several functions at the same time. It is therefore
difficult to put these utterances into categories on a one-to-one basis, because some
utterances may belong to several categories. Long et al counter this by pointing out that
there is nothing to stop the researcher from putting the same utterance into several categories
if it fits. The problem with this approach is that while it may be possible to do what Long et
al suggest, it is not possible to retain the quality of the utterance once it is categorised. For
example, the use of an interrupting strategy like 'Yes, but...' during the initial stages of an

episode may hold entirely different meanings for the group than if it occurred later in the
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discourse. However, both these occurrences will be classified under ‘interrupting strategy’
if one were to follow Long et al's method. Long et al have also admitted that in the

development of their Embryonic Category System, there are so many categories that the

study could become unmanageable (Long et al, 1976).

A second problem with categorising talk in small groups arises with the manner in which
meanings are negotiated and jointly constructed in the group. Bames and Todd point out
that meanings within the group 'are constructed not from any one utterance on its own, but
from cycles of utterances, perhaps over quite lengthy sections of the interaction. Now these
cycles are not readily isolable: they adhere to the interaction between utterances, and the
speake—rQHcarer‘s intention for, and interpretation of, these utterances' (Barnes and Todd,
1977, p.17). My own observations in the video-led classes confirm that students do indeed
construct meanings and solve the Task sheets over long cycles of utterances. It would
therefore seem appropriate to study the transcripts of the tape recordings in order to explore

how they construct meaning and negotiate the tasks collaboratively.

Barnes and Todd argue that when students are working in small groups, when they are

problcm-solving, for example, they are engaged in a number of speech acts which enable

them to 'clarify their own understanding, as well as communicating with others’. In this

process of group talk, they begin to create a body of knowledge and understanding that is
different from and more than the individual knowledge of any one member of the group.

"There is no sense of the regurgitation of inert knowledge. . . or of the retracing of a
familiar path; the girls and boys are rearranging their knowledge as they talk, and trying out
new combinations and implications' (ibid., p.25). The claim here is that the manner in
which language is used to communicate ideas helps the group to construct meaning. They
then identify a number of features that they see as important for achieving this. I would like
to argue that if, in the second language learning situation, one identifies similar features, this
is evidence that the group is 'making meaning' by communicating in the second language.

To my mind, it is in this process of communicating with each other that the second language
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students gingerly explore the language they are using to get their ideas across.

Long et al, however, would argue differently. They explain that while they are interested 'in
a setting in which children talk to learn, (they) wanted to know what facilities small group
interaction provided for students to talk to learn to speak, i.e. to learn how to use a foreign
language' (their italics, Long et al, 1976). While I agree that this intention is important and
useful in studies of second language research, I cannot accept Long's distinction between an
interest in the students’ language because of what it tells us about Janguage learning and
because of what it tells us about other types of learning that may have come about when the
students engage in group work. If we consider language learning in terms of the
development of communicative competence, such a distinction is hard to sustain. As I have
argued (see 2.3), pupils’ abilities to use language for various 'other types' of learning and
knowledge are themselves aspects of communicative competence. An example may illustrate
this argument. According to Long et al, 'the worker in foreign language teaching will want
to recognise use of an interrupting strategy when he sees one, but will not be interested in
what is being gained by its use in terms of learning, other than language learning'. I would
argue that itis imperative that the worker in the foreign language be interested in both the
interrupting strategy and the ends which it achieves. The distinction between learners'
performance in the target language per se and their performance in the target language to
achieve certain communicative ends cannot be separated if we are to truly study the process
by ‘which students gain communicative competence in the target language. It is in the
tentative and exploratory use of language, whereby the students generate 'new knowledge’,

that language is used communicatively. Ihave therefore attempted a more holistic approach

than the one adopted by Long et al.

One of the most important characteristics that Barnes and Todd identify about small groups
is its 'intimate’ and ‘exploratory’ nature. 'The exploratory characteristics they identify
would include: 'hesitations and changes of direction; tentativeness shown in intonation;

assertions and questions in the hypothetical modality, inviting modification and surmise;
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self-monitoring and reflexivity.! Barnes and Todd are also interested in the collaborative
nature of learning. They argue that collaborative learning contributes to learners' handling
of ideas, and that these ideas include 'hypothesis-forming and testing, and the ability to go
beyond the given information and to generate new questions and tasks' (Barnes and Todd,
1977, p.3). Bames and Todd explain how they identify collaborative features in the speech
of the pupils they study; because of the use I make of this, I shall quote it at some length.

This collaborativeness might be shown in their talk by

markers such as these: close links between succeeding

utterances, including frequent modifications or extension

of a preceding remark; frequent questions, especially

those asking for further expansion of a contribution;

self-awareness in approaching the task, including

deliberate control of the discussion by recapitulating,

__ restatement of the task, and the explicit interrelation of

viewpoints. We expected collaborativeness also to be

characterised by attentiveness to the social need of others,

and by a low level of the competition to the right to speak.

To sum up, collaboration was thought to depend upon (a)

invitation to others to participate, (b) extension of

previous contributions, and (c) acknowledgements of
others' identities.

(Barnes and Todd, 1977, p.3)

Barnes and Todd use four functional components to describe peer group talk — discourse
moves, social skills, logical processes and cognitive strategies. The major work on
discourse moves has been done by Sinclair and Coulthard, and as I explain in Chapter 8, 1
have found it limiting in analysing classroom talk. The trouble with it, I shall argue, is that
once the various initiation-response-feedback moves have been identified, discourse analysis
has little further to contribute. Such’an analysis does not really explain the reasons for
certain moves, why they occur at particular ﬁmcs or what significance they have. I have
also not dcvotcd much attention to 'logical processes’, not because they are unimportant but
because they seem obvious to me from the data. For the purposes of this study, the most
relevant functions are the 'social skills' involved in group problem solving and the
'cognitive strategies' the groups employ to arrive at a negotiated answer. What Barnes and
Todd identify as 'social skills' and 'cognitive strategies' are simi]ar in kind to Halliday's

interpersonal’ and 'ideational’ speech acts respectively (Halliday, 1973).
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My analysis of group discussions takes these features as essential to the study of
communication and learning in small groups and tries to identify some of them in the second
language classroom. Ishall also consider any other features of ‘communicative competence’
that arise during the group discussions. These will include bilingualism, for, as I argue in

the next section, this is one of the competencies for students learning English in India.

2.5

- lism in the ¢l
Most studies of bilingualism in the classroom situation have arisen because of policy
decisions to introduce bilingual programmes into education. Thus, Wong Fillmore and
Valadez (1986), in their review of the literature on bilingual education, report that there are
two kinds of bilingual education programmes in America — one that aims to keep the
teaching and leaming of two languages separate (as advocated by Swain, 1983) and another
which 'mixes' the two languages (as reported by McLaughlin, 1978 and Ovando and
Collier, 1985). Several research efforts have therefore concentrated on finding out which
approach is better and why this may be so (e.g., Legaretta-Marcaida, 1977 and 1979; Wong
Fillmore, 1980). A second strand of research has dealt with the question of whether the
extensive use of the dominant majority language has been detrimental to the learning of the
mother tongue in the ‘mixed' or 'concurrent’ approach (e.g., Milk, 1981 and 1986; Sapiens,
1982). Apart from these types of studies, research has also concentrated on studying
biﬁ}\g;al immersion programmes as in Canada where French immersion programmes are
popular with some middle class English speaking families (Heller, 1993) or in Finland
where Swedish immersion programmes are increasingly gaining in popularity with Finnish

families (Bjorklund, 1993).

While such studies are fascinating, they are of limited value in the context of my research for
one very important reason. In most of these studies, the majority language, whether it be
English, French or Finnish, is the first language of a sizeable population. In such cases the

children learning the dominant language have to learn to speak with other people who are
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predominantly monolingual. In these instances, bilingual education is often seen as a
preliminary step in the attempt to make speakers of a minority language fluent in the majority
language. Thus, both the Bilingual Education Act of 1968 for the whole of the United
States and the English Language Act passed in some states aim at making children who do
not have English as their mother tongue proficient in it. Similarly, in Britian, the bilingual
support teaching in primary schools is seen as a transitional programme with proficiency in
English as its goal. Such situations can be recognised and studied in terms of diglossia with
English as the high language and the mother tongue as the low one. In all probability the
domain distinctions in these situations will be all too apparent with English being used in the
wider world and the mother tongue being reserved for the home and for other people who
are members of the same minority community. The socio-political ethos in these instances is
such that bilingual education has lower status than monolingual education and children
undergoing the programme are often ashamed to admit to their bilingual status because it
marks them off as being different from and in some ways inferior to their monolingual peers
(Parke, 1993; Martin-Jones, in press). The literature on bilingualism reflects this difference
not just explicitly as when Martin-Jones discusses the status of bilingual support teachers
but also implicitly as when she refers to the work by Cazden et al (1980) among Mexican-
Americans. She writes: The classes were positively evaluated by parents who opted for
bilingual provision for the children gven when their children qualified for monolingual

provision in English in mainstream classes’ (my emphasis).

»

The situation in India is very different. English is almost nobody's mother tongue and nearly
everyone who speaks it uses it as a second language (with either Hindi or one of the other
languages as their mother tongue). In groups where several people share a knowledge of
English and another Indian language, it is common to find that they switch from one
Janguage to the other. There is no stigma attached to such switching. On the contrary, it is
thought of as indicative of sharpness of mind and quickness of thought. Indeed, bilingual
jokes and puns are often intelligence and prestige markers. There is also official sanction for

bilingualism in the sense that breakfast time television, which is wholly state owned and has
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owned and has one of the highest viewing figures, prides itself on being bilingual between
Hindi and English. I would therefore argue that the ability to move easily and almost
imperceptibly from the English language to another and back into English is a distinguishing
feature of Indian speakers of English, and that any student who learns English in India must
also simultaneously develop this ability. The skill with which people effect 'switches'
between two or more languages (English and Hindi in the case of the Central School
students) I shall term bilingual competence. In my discussion of bilingualism, I use the term
'bilingualism' as defined by Mackey (1968), as: 'the alternate use of two or more languages
by the same individual' (p.555). Throughout this discussion, I shall use the term, 'switch’
or 'code-switching' in the sense in which Gumperz (1982) has defined it, as ‘the
juxtapasition within the same speech exchange of passages of speech belonging to two
different grammatical systems or sub-systems' (p.59).

Bilingual competence involves not just fluency in two or more languages but also an intimate
understanding of how they work. It is not just switching between them but also knowing
how and when to make the switch. The research literature has concentrated on two main
aspects of bilingual code-switching, the first being that of the grammar or syntax of

code-switching and the second being a more pragmatic or discourse related approach.

The grammatical perspective on code-switching concentrates on the linguistic constraints of
swi}ch;s, discussing the points at which switching between two languages is permissible.
Poplack (1980) identifies three types of switching — tag-switching, intersentential
switching and intrasentential switching. Tag-switching involves the insertion of a tag from
one language into a speech act that is conducted mainly in the other language. In the case of
Central School students and teachers, the most common tag used was the word, '%JY'
meaning 'yes' when said with a falling intonation and 'pardon, I did not quite hear you'
when said with a rising intonation. Instances of tag-switching abound in the data and I have

identified them whenever I have anything additional to say about the tag.
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Intersentential switching, which is more complex than tags, involves a switch occurring at a
clausal boundary, with one clause in one language and the next one in the other. To take
just one example from my data, this comment occurs in the video-led lessons when the
teacher asks the students to stop their group discussions . One of the students says, 'group
T FHaas -%r %-S]gwc can discuss' (the meaning of a group is that we can discuss).
Here, the student has shifted languages at %.,— and has come into English at a point where
the English can stand as a sentence on its own. As a bilingual speaker, I would have found
it incorrect if he had said, 'group F WA %‘- 3% that we can discuss'. This is
because of the use of the word,-g\ in Hindi, where one would expect the word %m later on
in the sentence. Similar sentence structures exist in English — for example, if we encounter
'neither’ at the beginning of a sentence, we expect to find 'nor' later on in the sentence. Itis
very hard to move between two languages in 'neither-nor' sentences. Similarly, it was

imperative for the student to use 9&-? in Hindi before he switched to English.

Intrasentential switching, according to Poplack, is the most complex kind of switching and
as Romaine argues, 'to be avoided by all but the most fluent bilinguals' (Romaine, 1989,
p.113). Here the switching occurs within the clause or sentence boundary, and is often
accompanied by inflections in the language into which the switch has been made. For
example, the teacher when explaining the saying, necessity is the mother of invention, says,

'necessity G?r'. Here, he has inflected the word, necessity' with the honorific, ' :&r'

from Hindi (for a fuller transcriptior} and analysis of this incident, see chapter 8).

My data reveal that both the students and teachers use all three types of grammatical switches
in their communications. When discussing bilingualism as a phenomenon in the classroom,
I have not identified the grammatical nature of the switches because it seems fairly obvious
just by glancing at the data. It is noteworthy that neither the students nor the teacher ever
made a grammatical error in code-switching, indicating perhaps, as Goffman (1974)

suggests, that bilinguals master such techniques very early on in their language

development.
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The other phenomenon in code-switiching is the pragmatic one. Much work has been done
by Gumperz (e.g., Gumperz, 1982) in identifying the functions of switching. I have
preferred to leave the discussion of this aspect of code-switching to the chapters on
classroom interaction in the traditional lessons and the video-led ones (Chapters 8 and 9) for
the functions of such switches are embedded in the classroom discourse and so fit more
appropriately there. Suffice it to say here that switches are often used for moving between
different kinds of activities, that is to say, that they help to change footing within a
discourse. Thus, discussions in groups on the task at hand often occur in English while the
meta-talk on classroom activity is often conducted in Hindi. Thus, language is used to
signal a change in frames (Goffman, 1974). As Romaine puts it:

What distinguishes bilinguals from monolinguals is
that bilinguals usually have greater resources. In
Goffman's terms, they would have a wider 'frame
space’ or more means available to them for departing
from a fixed footing, at least when they are allowed to
develop and draw on the resources of both codes...
Thus, code-switching is a mode of bilingual
performance which allows the bilingual to display his
full communicative competence.

(Romaine, 1989, p. 157)

It is this 'bilingual performance’ which I have termed 'bilingual competence', and I would

argue strongly that no account of the use of English in India can ignore it.
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CHAPTER 3
RESEARCH METHODS

31

Introduction

In developing a research method to understand the process involved when students use a
video component in their language learning, I have relied heavily upon the literature on
research methods in the social sciences, especially those employed in the study of classrooms.
This reliance has been particularly important, since there is no tradition of research into
classroom processes in an Indian setting. The only study of schooling as a process in India
has been that of Thapan (1991); and the only study of the introduction of a different method of
teaching English to Indian students has been that of Prabhu (1987). While Prabhu's project
and mine share several pedagogical assumptions (see Chapter 2 for a discussion), there are
crucial differences in what we set out to do. Prabhu planned his project as a special study that
lasted five years and was conducted in seven schools. The teachers were part of a 'project
team' (p.21); most of them do not seem to have been regular teachers at the schools in which
the project was carried out. In my case, however, the plan was to introduce the video element
in a regular classroom, and record the various ways in which students and teachers interacted
witlr this new element to discover its potential in language learning and language teaching
situations in Central Schools. Therefore I could not draw upon Prabhu's project by way of
research method. Thapan (1991) studied a private, non-state run school (The Rishi Valley
School) which has a very particular religious ideology. Her method, like mine, is essentially
an ethnographic case study. In the Indian context, this seems particularly apt, given the fact

that research into classroom processes is in its infancy and we are only beginning to discover

what factors influence the teaching-learning process.

In defining the scope of this study, I have been conscious that one important task is simply to
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observe, and try to understand and explain current English language teaching practices in
Standard X1 in Indian Central Schools. It seems to me that unless we, as Indians, understand
what happens currently in our schools and in our English lessons, we will be unable to study
changes that might occur when video is introduced. In the absence of such in-depth studies of

current teaching practices, I have thought it necessary to examine in some detail how teachers

ordinarily teach English.

3.2
The Survey Method

One way of studying current teaching practices would be a survey method. Icould have
dcvise;i. a questionnaire, based perhaps on my own experiences as a student and later as a
teacher in India, to be sent out to Central School teachers all over the country in order to
discover the teaching methods adopted. However, I refrained from doing so for both

theoretical and practical reasons.

On a theoretical level, the problems that I faced stemmed mainly from the absence of previous
research. I feared that any questionnaire I designed would at best be vague and imprecise. If
I put in very much specific detail, it might merely confirm my own preconceptions and not
lead to a better understanding of classroom processes. It would uncover answers to only
those questions asked and any additional interesting teaching practices currently employed
wm;.ld.x;ot register in the survey. This would be compounded by the fact that most surveys
are constructed as multiple choice questions or as questions which require short, constricted
answers. In my situation, apart from not knowing precisely what questions to ask, such a
multiple choice survey would probably be of little use in discovering the process of language
teaching. Finally, there might also be a discrepancy between the answers in the survey and
actual classroom practices. This could be particularly acute in my situation as a researcher
living in the West and sending out questions to teachers in India. They might feel threatened

by a questionnaire originating from a British university, and might well put in answers that

they think I would want to hear rather than what they wish to say.
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On a more practical level, if I had sent out the survey questionnaire from England, the stamps
to cover the reply would cost each Indian teacher the price of an evening meal. So, response
rates would probably have been considerably lower even than the low response rates
frequently achieved by postal questionnaires in the West. Reply paid mailings to India are
cumbersome and difficult to arrange. Besides, teachers are also very busy people. I felt it
would be presumptuous of me to ask them to complete the survey questionnaire, especially

when the questions were necessarily vague and ill-focussed.

I decided, therefore, to observe the English lessons being taught in one school — Central
School, Bhojpur — in order to understand in detail the process of language teaching and
language learning. It seemed to me preferable to study the workings of one language
class@m in depth so that an understanding of the process could act as a basis for further
research. This is also in keeping with other proposals for research in classrooms where
English is taught as a second language. For example, Allwright (1972) argues for detailed
descriptions of the events that occur in an ESL classroom saying, ‘'we need studies of what
actually happens, not just of what recognizable teaching methods, strategies or techniques are
employed by the teacher, but of what really happens between teacher and class' (pp. 150-
166). Other researchers of ESL classrooms similarly call for detailed descriptive studies of
classroom processes (e.g., Long, 1980; Gaies, 1983; Allwright, 1988; Ellis, 1990).

However, unlike most research in ESL classrooms (see Chapter 2), I have chosen to conduct
a qu;\lit:tive study rather than a quantitative one. This is not because I believe that they are
two diametrically opposite research methods between which a researcher has to choose on
philosophical grounds. I do not believe that any method or research design is inherently
superior to any other for all purposes. What is important in research is to use a design that is
appropriate for the research question at hand. As Delamont and Hamilton (1984, pp. 3-24)
argue, and Hammersley (1985, p. 3) agrees, repeating their conclusions verbatim: 'Instead of
looking for one solution to all problems, we suggest that more consideration be given to the

nature of the specific problem being faced and, hence, to choosing a particular research
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strategy, appropriate for that problem'.

3.3

\NE . tal Desi
It seems to me that in the case of studying the introduction of video in English classrooms at
the '+2' level in Indian Central Schools, I could have designed a quasi-experiment which
studied the differences between a class where video was introduced and another where it was
not. I could have chosen a 'pretest - posttest control group design' as explained by Campbell
and Stanley (1966). In this design, there are two groups to which students are assigned
randomly. Both groups are tested before the experiment is conducted (in this case, before
video is introduced) and then the experiment is conducted on one group while the other group
acts as a control. After the experiment is complete, both the groups are again tested and the

difference in their performance noted. One could diagrammatically represent the study as
follows:

where 'R’ stands for randomization; 'Al’ is the experimental group before video has been
introduced to it and 'A2' is the same group after the introduction of video, which is itself
represented by the letter, 'X'. Similarly, 'B1'is the control group which is not exposed to
video and 'B2' is the same group tested at the time when A2 is tested. A comparison of Al

with A2 and A2 with B2 will reveal the difference that video makes to the learning of the
group of students, Al.

In the absence of a control group, one could not know whether any difference between A2
and Al is caused, not by X, but simply because of a passage of time between the two points.

This problem of maturation is countered by the presence of the control group, B. Those
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differences between A2 and A1 which also occur as differences between B2 and B1 could be

discounted as having occurred due to maturation.

A second factor that might affect the result is that of history. Again in the absence of a control
group, it could be argued that A2-A1 difference occurs, not because of the treatment X, but
because of other incidents taking place at the same time. However, the presence of the control
group which, in an ideal world, is also exposed to exactly the same incidents as the
experimental group, should be able to counter this threat to validity too.

A third problem is that of testing. Quite often the questions asked in the pretest, or the task
that is given to students at the pretest stage, might alert the students to the nature of the study
the investigator is carrying out. They might therefore venture answers they think more
appropriate at the post-test stage. Thus a difference between A2 and A1 might arise because of
the testing procedure employed and the tests that have been devised rather than because of the

experimental variable being tested. Again, the presence of the control group would counter

this threat to validity.

The next problem is that of 'instrument decay'. This term is used both literally for mechanical
defects that might develop in the measurement instruments being used and more
metaphorically for any change in the measuring technique itself that might affect the
meadsuf®ment function. For example, in the case of measuring the effectiveness of video in the
teaching if English, a difference foux;d between A2 and A1 might not have been caused by X
but might have come about because my own methods of observation improved over time.
However, because similar methods of observation would be employed in showing the
differences between B2 and B1, any differences caused by instrument decay would be
accounted for. Similarly, regression, selection and mortality cannot confound the results
because the random initial assignment of subjects to groups A and B ensures that the two

groups are unbiased.



This design thus seems able to show that differences occurring between A2 and B2, and
therefore some differences between A2 and A1, are because of the presence of video in the
classroom. In spite of all these advantages, however, I chose not to use this experimental

design for several reasons.

The first and most important reason is that in any experimental design, the success of the
experiment lies in controlling for all the variables except the one variable that we want to
study. It seems to me very difficult, if not impossible, to control for all the variables that
might affect the result. Unlike laboratory controlled experiments where it is relatively easy to
control, balance or eliminate variables, classrooms by their very nature are much more fluid
and difficult to control. The chances of unwanted variables ‘cluttering up' the data

(Dominowski, 1981, p.61) in a classroom are so great that it would be very difficult to adhere

to the experimental model.

Besides, even if one could find ways of controlling these variables, the assumption is that one
knows which variables might affect the study. However, this is almost impossible in the
Indian context since there is so little previous research to fall back on. In theory, one could
use randomisation techniques to overcome the problem of uncontrolled variables, but for that
to work, the samples we would have to experiment with would have to be large. This was
obviously impossible in practice.

A third and crucial reason for not adopting this method has to do with testing. It seems to me
that if the thrust behind introducing video is to develop communicative competence in English,
then we would need tests that could reliably inform us about the extent to which such
competence is developed. Although Canale and Swain (1980) have suggested that
communicative competence could be seen to be composed of grammatical, sociolinguistic,
discourse and strategic competences, they ‘do not provide us with anything close to a

blue-print of how to set about constructing a comprehensive battery of language tests'

(Skehan, 1987, pp. 195-206). Despite several attempts to develop such tests, given the
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highly complex activity that language learning is, it is not surprising that as yet there are no
standardised tests. Since such tests are unavailable, I did not feel that I could embark on
devising such a test, especially since we do not even know with any certainty what factors are

involved in the communicative competence of Standard X1 students in India.

In using an experimental model, there is yet another problem, this one more specific to the
introduction of video. One would need to ask how much of the difference between A2 and
Al is because of video and how much of it is because of associated changes in method that
accompany the introduction of video. If we want to make sure that the method does not
confound our results about the effectiveness of video, should we try to keep the method of
teaching between the control and experimental groups the same? The answer is not

self-evident.

This problem of the method versus the medium has been the centre of attention of a large
number of studies in the field of media research for educational purposes. Clark (1983)
focuses on the issue of whether change is brought about in the teaching-learning situation
because a particular medium is used or whether it is the teaching methodology that brings
about this change. Most studies of educational media have been concerned with the effects of
a particular medium (radio, TV, video and so on) and compared the teaching using that
medium with other more traditional ways of teaching. Their findings have not been
encouraging. Schramm (1977), for ez(ample, examines the results from nearly one thousand
laboratory controlled experiments on the effectiveness of educational television and finds he
results 'somewhat less illuminating than they might be'. Cohen, Ebling and Kulik (1980)
survey a series of meta-analyses of the effectiveness of TV and video in instruction, and do
not find a marked improvement over more traditional teaching methods. Clark (1983) reports
that ‘most current summaries and meta-analyses of media comparison studies clearly suggest
that media do not influence learming under any conditions' (p. 445). In Britain, the Annan
Committee on the Future of Broadcasting in the United Kingdom (1977) found that while

broadcasters and leading educationists were convinced of the effectiveness of educational
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broadcasts, 'there was little research material to substantiate this act of faith’,

Clark (1983) argues that even where media research and media comparison studies show any
significant differences, they do so because the research methodology has been confounded:

Even in the few cases where dramatic changes in
achievement or ability have followed the
introduction of a medium, as was the case with
television in El Salvador (Schramm, 1977), it was
not the medium that caused the change but rather a
curricular reform that accompanied the change.

(Clark, 1983, p.445).

Bates (1987), however, suggets that such negative conclusions are neither surprising nor
illuminating. He argues that Clark's evidence is problematic from the point of view of
broadcasters and other users of instructional media; his argument is worth quoting at some
length.

Clark's evidence is drawn primarily from
comparative studies where teaching through one
medium 1s compared with teaching (in the same
way) through another medium: a classroom lecture
for instance being compared with the same lecture
delivered via television.

But a broadcaster might argue that such a use of
television is highly inappropriate, since it does not
exploit the unique characteristics of television. As
soon as television though goes outside the lecture
theatre to provide real-world examples, or makes
use of animation techniques, then it is teaching in a

- - different way from the lecturer: the instructional
method as well as the medium changes.

' (Bates, 1987, pp.8-9).

It seems to me that in wanting to do strict, laboratory type experiments on the effectiveness of
media, we are in danger of losing the very qualities that makes one medium different from
another. To take an analogy, it is as though we compared a stage-coach and a motor-car, but

used horses to draw the car so as to ensure that it was the effects of the vehicles themselves

we were comparing.
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Like Bates, I would argue that 'changes in instructional method are intrinsic features of
particular media — computers for instance lend themselves better to certain kinds of
instructional method than others' (p.9). Indeed, it seems to me that one reason why
something like video might work better than conventional modes of instruction lies precisely
in its ability to change the method and thereby the nature of the classroom interaction, so as to
facilitate learning. This is actually not as far away from Clark’s argument as one might
suppose. One could agree with Clark if he were to restate his argument only slightly to say
that the medium alone does not bring about significant differences. Part of what a new
medium does is help to change the method, which brings about a concomitant change in the
teaching and learning behaviours observed in a classroom. Thus it is really a combination of
the medium, the method, the teacher and the specific teaching-learning situation that make the
process of learning English more effective and more profitable. It is this hypothesis that I

would like to explore.

An additional problem with using experimental designs to study the impact of video within an
instructional context is that the same programme can be used, and indeed is used, by different
teachers for different purposes. Heidt (1978) points out that no programme is an ‘educational
communication' on its own. The function and meaning of programmes alters with use, and
sometimes they are used in a manner that neither the programme producers nor the course
developers have imagined. As Heidt (1978) puts it, 'the distinctive mark of a medium does
not comsist of an inherent objective quality, but springs from the function which an object
performs in instructional communication’. Therefore the same video package changes
according to the use it is put to, and this aspect cannot be fully taken into account in an

experimental model.

There is also the added need to control for quality across media in a strict experimental design.
If we are investigating the use of video in language teaching and comparing it with the use of
textual material, then the quality of the video programme and the quality of the text have to

match in order to facilitate comparison. 'How do you know,’ asks Bates (1981), 'that the



quality of presentation of a television programme — one that exploits the potential of the
medium — is equivalent in quality to the presentation in a book or lecture?' This raises a set
of issues for which neither academics nor producers working in educational television have
answers — what constitutes quality either in text or in television, who determines the
standards of quality, and how one can compare the two are all problematic issues. Unless
such questions are answered, it would be difficult to obtain exactly equivalent lessons, one

text-based and the other video-led, to compare.

Finally, the field of educational media studies suffers from one of the same problems that
communicative competence studies face. Given the complex way in which we react to and
learn érom media, one needs a considerable degree of understanding of the factors that affect
the use of video (or indeed of any other medium) before sufficiently fruitful hypotheses can be
devised and experiments conducted. As Bates (1981) points out, 'in the field of instructional
media, we have not really progressed much farther than observing the consequences of using
media for instruction — and we shall see, we have not done even that very systematically.
Certainly, there does not exist an adequate (or even inadequate) theory of instructional media',
Bates exhorts media researchers to concentrate on accurate observation of the nature of
learning and instruction through the use of different media, and based on that, to develop a set
of hypotheses that can be tested empirically. The first task, as Bates sees it, is therefore a
detailed description of how various media are taken up and used in real educational settings.
Thc; ca-ll again is to explore ‘'what is going on out there in the field', a call very similar to the

one made by researchers working on second language classrooms.

34

Qualitative R I

In-depth studies of 'a particular instance in action' in its natural environment are more often
qualitative than quantitative (Adelman, Jenkins and Kemmis, 1977; Walker, 1978). Although
there are genuine differences between different types of qualitative research, such as

ethnography, participant observation, qualitative observation, case study and field study
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(Crossley and Vulliamy, 1984, p.193), they are often subtle and for my purposes what they
have in common is more significant. Hence, unless I wish to make a specific point, I shall
refer to this whole complex of qualitative methods as ethnography. However, there is one
type of qualitative study, action research, which I shall not use synonymously with
ethnography, but almost in opposition to it, because while ethnography attempts to study a
research setting without interfering in its running, action research, as the name suggests,
involves the active participation of members in a field. Thus, while the researcher may
attempt to be a fly on the wall in pure ethnographic research, it may be that in action research,
the researcher becomes a kind of teacher; or the teacher or, less frequently, the students may
become researchers themselves.

In my case, the study could be described as action research drawing upon ethnographic
methods. I was actively involved in developing the video package and in training the teacher
to use it during his English classes. In an ideal world, as Stenhouse (1975) has advocated,
the teacher and I would have collaborated even more than we did with the teacher playing a
larger part in the planning of the research and the subsequent analysis of the data, as well as in
its actual conduct. This would have had the benefits that we would have been able to address
together the problems that emerged and develop appropriate materials, and that the study

would have included the teacher's insight into the processes of teaching and learning.

However, because of logistical and time constraints (mainly because of my location in
England), I had to develop the video package by myself, though I did have the advantage of
observing first the language teaching in some classes. It must also be acknowledged that my
project might have been novel and difficult for teachers in India to undertake jointly with me,
because the Indian system does not encourage any professional autonomy or reflexiveness
among teachers and positively discourages initiative (see Chapter 7). Nevertheless, the
teacher and I worked very closely during the introduction of the package and had lengthy

discussions, not just about the classes to come but also about what had been done in the

previous lessons. My involvement as a change agent, thus, was a very active one.
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As I have said, the method I used to study the school could be broadly described as
ethnographic. Before discussing the advantages of the ethnographic method, I should
describe what ethnography aims to do. According to Hargreaves and Woods (1984),

It aims to bring to life by close observation and/or
depth interview the internal workings of an
institution or culture, to reveal the perspectives of
its members, to highlight the constraints that they
work under, the kinds of adaptations they make as
a result, and to make explicit the routine and
taken-for-granted features of institutional life on
which orderly management may depend.

(Hargreaves and Woods, 1984, p.1).

This method of enquiry perceives the members of a culture that is being studied as active,
dynamic individuals who are constantly negotiating with each other to make sense of the
world they live in. Therefore, say the ethnographers, in order to study a culture we need to
explore it in its ‘natural’ setting — 'we cannot understand the social world by studying
artificial simulations of it in experiments and interviews. To restrict the investigation of social
behaviour to such settings is to discover only how people behave in experimental and
interview situations' (Hammersley and Atkinson, 1983, p. 9). This implies that, as far as
possible, one should avoid making assumptions beforehand about the system being studied,

and one's hypotheses should be generated in the process of doing research.

Whena particular case is described in its entirety (or rather in as entire a manner as the
research is capable of) the complcxit'y of social interactions is revealed. People who advocate
ethnography believe that its particular strength lies in exploring and revealing the complex
nature of the sitﬁation under study. Adherence to quantitative methods, they argue, can never
achieve this because quantitative methodologists do not approach reality as a complex,
constantly changing whole but look upon it as something that can be divided into small units
to be studied individually. Thus, the advocates of ethnographic methods pride themselves in
having an approach that is naturalistic, holistic, contextual and conducted in depth.

Another feature that marks the use of ethnography is the study of process rather than product.
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In evaluation studies, one of the criticisms of the experimental method has been that it
produces only summative assessment. It is now perceived that summative assessment alone is
not helpful enough; an element of formative evaluation is necessary if we are to understand the
effectiveness of any programme. It is no longer enough to say that programme X or
innovation Y has or has not worked; what is now being asked is why, what are the conditions
that make them effective or ineffective. All this points to a focus on understanding the process
of the introduction and sustenance of an innovation in a school or college instead of just
concluding that the introduction of innovation is either effective or not. In this context, Rist
argues that qualitative methods involve a longitudinal perspective in the research. This means
that the 'presence of the observer at the site allows for a continuity and ability to document the
processes of change as they occur... It is this continuous relation to the field that gives the
qualitative researcher a sense of patterns, of what is predictable, of how change is likely to be
received (or rejected), and of what factors precipitate acceptance or resistance.' (Rist, 1984,
p.164). In my particular situation, the use of ethnography enables me to examine the process

of the introduction of video instead of just the outcome of such an introduction.

All in all, ethnography seemed the most appropriate method for my purposes. In addition,
though here I am writing with hindsight rather than reporting considerations that led to my
choice, ethnographic methods can expose discrepancies between rhetoric and practice, can
allow the observer to understand the same phenomenon from different angles, and can take

account-of and even benefit from wholly unanticipated events.

34.1

Roles of Researcher and Change Agent

Throughout the time I spent at Central School, Bhojpur, I was conscious of having a dual role
as researcher and as change agent. In the literature on ethnography, researchers are often
exhorted to participate as little as possible in the processes they are observing. The role of the

researcher is that of a dispassionate witness: observing and recording in great detail for
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analysis at a later date. My role as a change agent might seem to be in direct conflict with this
model. Change agents, by their very nature, are involved in bringing about changes by

interfering with the system.

I would argue, however, that the conflict betwen the two roles is more apparent than real.
The 'interference’ in which a change agent must engage is not the 'interference’ that damages
research; at least an analytical distinction between legitimate and illegitimate interference can
be drawn. An analogy with experimental research in the physical sciences may prove helpful
here. A rescarch chemist mixing two chemicals to see what temperature changes result could
be described as both change agent and researcher. Clearly, nobody would deny the chemist
the right to interfere in the sénse of mixing the chemicals. Equally clearly, however, there are
other sorts of interference that are forbidden, such as allowing the chemist's breath or body
heat to affect the temperature readings being taken. The ideal is that all the interference by the
experimenter is deliberate, or at least noticed, and its effects explicitly studied. (If the

chemist's body heat cannot be excluded completely, then it has to be taken into account.)

The case is similar when one is researching into the introduction of video to teach English at
the '+2' level in Central Schools. The only way to study the impact of the video package
when it is introduced into the classroom is by introducing it. This implies interference in the
existing school system and in the existing language teaching methods. But this interference
on the'Part of the change agent is perfnissible in exactly the same way as for the chemist to
mix the two chemicals. The main danger of illegitimate interference, it seems to me, is that
researchers who are also change agents are liable to have some personal investment in the
‘success’ of the innovation they are studying, which may bias their observations and
interpretations. While I recognise the possibility of self-deception in these matters, I do not
believe this particular danger applies in my own case. Although I spent a considerable
amount of time developing the video materials, I did not and do not feel committed to the idea
that video must be an effective tool — let alone the most effective — in English language

teaching. I was more interested in observing the processes that occur in the classroom when

69



the teacher introduces a video package. I arrived in Central School Bhojpur genuinely not
knowing how the innovation would be received, and eager to find out. I did not feel that any
particular conclusion would be a personal success or vindication for me, or that any other
would count as a failure. Hence I do not feel that my role as a change agent greatly affected

the study.

Indeed, being both a researcher and a change agent may have at least one benefit. One well-
recognised problem for research is that people who know they are being studied sometimes
alter their behaviour — the Hawthorne effect. This may be especially true when the
researcher visibly stands back, does not participate in what is happening, and notes it all
down carefully. But if the researcher is a change agent at the same time, my experience in
Bhojpur suggests, people may not be so fully aware that they are being studied. They are
learning to cope with the changes brought about, and they tend to see the outsider in their

midst mainly as the author of these changes, rather than in any other role. Thus the

Hawthorne effect may be reduced.

On the other side, although an ethnographer may try to be an impartial observer without

interfering in the system under study, it seems to me that some such interference in
unavoidable. The techniques used by case study workers — observations, interviews, video
and audio-taping — all require an active participation by the researcher in the field. Within
ethnographic methods the role of the researcher in the study becomes crucial. The researcher,
Kemmis (1980) reminds us, 'is not an automaton shorn of human interests and programmed
to execute a design devoid of socio-political consequences.’ Research, in his words, is
'active and interventive... much as we may prefer to think otherwise, research is not merely
the application of sophisticated techniques and procedures which yield up true statements'
(Kemmis, 1980, p.119). On the contrary, social science research is reflexive in nature: we
are forced to 'recognise that we are part of the social world we study.... This is not a matter
of methodological commitment, it is an existential fact' (Hammersley and Atkinson, 1983,

PP.14-15). This means that the researcher and the researched share the same social world.
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same social world. The researcher tries to understand and come to terms with the world that
is being studied. Similarly the people who are being researched have to understand and come
to terms with the rather strange phenomenon of the researcher being present in their midst.
They have to figure out what the researcher stands for, how threatening the researcher is to
their well being, how helpful the presence of the researcher may be for them (both
individually and as a group) and finally, what the research may mean to their way of life both
as the research is being conducted and when the researcher writes up the report. So it seems
to me that the difference between researcher and change agent is a difference in degree rather
than in kind, and not really that the ethnographer does not interfere in the system while the

change agent does.

In my own case, I tried to be an ethnographer observing ordinary, everyday lessons before
the introduction of video. But during its introduction, I was in large measure a change agent.
All the same, in this period, I also had to observe the lessons where video was being
introduced and fit back into the role of the ethnographer. I had to combine these two
potentially difficult roles for a large part of my time in Bhojpur. I have, therefore,
consciously considered the implications of these two roles throughout the research,

discussing them whenever appropriate.

3.5

Reséafch Desi

My own research design, then, is a cc;mbinatipn of ethnographic methods and action
research. The aim was to study the potential of video in English language teaching by
introducing it into a real life Central School setting. The project was a study of the
introduction of an innovation, namely video in the English classroom. Iintended to study the
problems that teachers and students face when encountering an innovation, and the difference
that video might make to the teaching and learning of English. In many ways, my objectives
were similar to those of 'illuminative evaluation' studies which aim to understand how the

introduction of an innovatory programme operates; how it is influenced by the context in
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which it is introduced; and how the participants in the programme react to it (Crossley and

Vulliamy, 1984).

My research was conducted in Central School, Bhojpur from 6th July 1987 to 25th
September 1987. Central School, Bhojpur was chosen for several reasons. First of all,
Bhojpur was the place where I myself had studied as a child, and later taught, though neither
of these in Central School. My brothers had studied there, however, and I felt I knew the
sort of life the teachers and students lead in a place like Bhojpur. Besides, gaining access to
the school would be easier than if I went to a school where I was not known. This aspect
was particularly important because of the rigidly hierarchical relationship between Central
Schoo—IS and the Central Government-appointed ‘quango’ responsible for them, the Kendriya
Vidyalaya Sangathan (KVS). To study any Central School, one has to obtain permission
from the KVS, and once this has been granted, the school has little choice but to accept the
researcher. However, this brings with it obvious dangers: while being co-operative and
cordial in manner, teachers and others may be unwilling to be open and honest with the
researcher, in case they say or do the wrong thing and it gets reported to KVS. My hope was
that by showing that I 'belonged' to the place in some senses, I could counteract this
mistrust; then according to Indian custom, I would be well 'looked after' and would gain
easier access to information.

A S(;CO-nd reason for choosing Bhojpur has to do with its pan-Indian character. I was keen
to find a school which was as representative as possible of India in all its social and linguistic
variety. Central School Bhojpur fits the description well. Because the town of Bhojpur has
grown around a nationalised steel manufacturing industry, the people employed here come
from all over India. They speak different languages at home; they belong to the entire range
of castes; and the industry employs people at many different social levels. All in all,
whatever factors affect the impact of video there are unlikely to be purely local in their

application.
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July, 1987, in their traditional English lessons; then, from 29th July to 16th August, train
the English teacher to use a video package that I had developed based on one of the chapters
in their text-book; and finally, from 17th August to 27th September, observe the introduction
of the video package. I had visited the school in February, 1987, spoken with both the
Principal and the two English teachers who taught Standard X1, and arranged to start the
research in July. I had chosen July, August and September to conduct the research (even
though they are the hottest months of the year) because this was the mid-term. I knew that
the students came into Standard XI in April and I had wanted to give them time to settle in
with their new teachers and the new class before I went into the school with a new project.
Any later would have brought the students too close to their examinations and I do not think I
would-have been very welcome at that time, even if I had obtained KVS's permission to

conduct the research.

In spite of these detailed arrangements, events did not turn out quite as I had hoped. To
mention just one example, the teacher I had planned to study departed suddenly and
unexpectedly on a training course, leaving his classes to be taught for some weeks by one of
his colleagues — a possibility that had not even been mentioned to me in February (see
Chapter 5 and 6 for details of this and other developments). Though I had not anticipated
this particular problem, I had anticipated that there would be problems, and had built in some
contingency plans, so that they did not prove too damaging. Indeed they had positive value:
I was iaterested in observing teaching and learning as it actually takes place rather than what
curriculum designers and planners hf)pe is taking place. Occurrences in the school which are
outside the purview of planning, but nonetheless concern the students and the teacher
involved, are worthy of study in their own right for the insight they might provide us. And
an ethnographic study, rather than an experimental design, is robust enough to cope with this
kind of sudden change in classroom practice. As an ethnographer, I was even able to turn
events to my advantage and observe two teachers teaching, first in the traditional method and
then with my video package, rather than just one as I had planned. A comparison between

their teaching methods strengthens the generalisations one can make, although I am
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conscious that such generalisations are necessarily tentative (see 3.5.2).

351

Techniques of Data Collection

In spite of all the problems, I was able to collect ethnographic data throughout the period as I
had planned. For a month, I observed classes as they were traditionally being taught, then I
trained the teacher to use the video package I had developed, and finally I watched him
introduce them into the English classroom. Inot only observed the classes and made detailed
field notes but also tape-recorded them so that the interactions could be studied in depth ata
later stage. Apart from the field notes made during the lessons every day, I wrote general
notes and observations most evenings when I got back home and events were still fresh in
my memory. I also interviewed both the teachers and the students. Some of these interviews
were formal and recorded on audio-cassette while others were more informal and are

recorded in my notes as part of my general observations.

In addition, the students kept confidential diaries, recording their impressions of the teaching
and learning occurring in their classes. There were eight groups in the class with five
students in each group (except for Groups 1 and 5 which ultimately had four students each,
one student from each of them having left the school). Each group in turn kept diaries for a
week, so that every student wrote a week's diary once every eight weeks. Thus, I hoped,
they weuld be able to write confidentially about what they really thought, but without feeling
over-burdened by the pressures of dfary writing. At the beginning of every week I checked
that the appropriate students had written their diaries, and at the end of my stay in the school 1

collected all the diaries as part of my ethnographic evidence.

The students’ diaries are only one of many sources of raw data, and in this respect are more
in keeping with an ethnographic tradition of research than the type of diary studies usually
carried out in second language acquisition studies. Bailey (1983), for example, relied only

on the diaries of his informants to conclude that ‘competitiveness' and 'anxiety' were
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on the diaries of his informants to conclude that 'competitiveness' and 'anxiety' were
prominent variables in adult second language learning. While this is an important insight,
especially since systematic observation studies had not taken these two variables fully into
account, it seems to me limiting in one important respect. It is difficult to see how these
studies by themselves can show the extent to which classroom learning may be affected by
the factors revealed by diaries, unless one also observes the language in the classroom and
makes connections between the diaries and the classroom activities. So, while diaries are
very valuable in providing an insight from a particular perspective, they need to be studied in
conjunction with other types of evidence.

Case st—udy researchers have used interviews as another standard technique in order to find
out more about how participants view their situation. As already explained (3.4), in
ethnographic research the fundamental assumption is that the participants in any project are
actively trying to understand the world around them. As Filstead (1979) puts it, ‘individuals
are conceptualised as active agents in constructing and making sense of the realities they
encounter rather than responding in a robot-like fashion according to role expectations
established by social structures.’ (Filstead, 1979, p.36). Therefore it is important to
understand a study from the point of view of the participants involved. To respect the
different and sometimes even contradictory perspectives of the participants involved in the
study, and to try and understand these perspectives, seem to be among the strengths of the
quaiitagvc method. The implication js that in the study of social phenomena like the
introduction of a video package, one has to take into account the various participants' point
of view. How do different people make sense of their surroundings and what are their
particular thoughts and perspectives? The concerns of teachers, students and the Principal
are important in understanding how they react to the introduction of video. One way of
finding out what they think is by asking them, and hence the adoption of interviewing as a

technique of data collection.

I conducted several formal interviews which I recorded on cassette with both Dr. Keval and
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Mr. Sridhar, the two English teachers involved in the project. I also interviewed the
Principal on two occasions. All the interviews were later transcribed and have been used
either in their own right as observations that participants have made about what is happening
around them; or as means of corroborating or questioning other evidence. I did not interview
the teachers in the presence of the Principal, or in each other's company because I did not
want the presence of the Principal or the other teacher to influence or curb what either teacher
had to say. Ihad also noticed that whenever I spoke informally to Dr. Keval and Mr. Sridhar
together, it was always Dr. Keval who answered my questions about the school or the
teaching practices, with Mr. Sridhar doing little more than nod assent. It was difficult to be
sure that Mr. Sridhar was genuinely in agreement with Dr. Keval, rather than concurring out

of courtesy or to avoid argument.

With the students, on the other hand, I found it useful to organise group interviews, which
again were recorded on audio-cassettes. Group interviews had two distinct advantages —
first, they reduced the initial tension that students felt when they were being interviewed.
They seemed to make the interview situation 'less strange' (Hammersley and Atkinson,
1983) and helped students to relax and participate more effectively. The other advantage was
that comments by one student often spurred other students to add to or qualify them so that
more talk was generated and more ideas were expressed. And with the students, there
seemed less danger of spurious agreement; unlike Dr. Keval and Mr. Sridhar, they were
quite happy to disagree and to contradict one another. It was important, though, to be aware
of group dynamics and arrange interviews tactfully so that people who had interpersonal
problems were not interviewed together. This was not particularly difficult because the
interviews I conducted were all in the groups to which the students had been assigned. I
knew that members of the groups were very friendly with each other; indeed, that was the
reason why they sat next to each other and had been allocated to their respective groups.
Apart from these formal interviews, I spent several hours talking more informally with the
students, both in their classrooms and in the corridors and pla;}grounds. The data collected

in those settings were written down as part of my general notes and have also been used
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seating arrangement where students could sit in their groups to discuss the video extracts they
viewed. I myself sat with a different group each day, observing how they approached the
task sheets they had to solve after they had finished watching the video extracts. In these
classes, I put one microphone on the table that I was observing and the other one was hung
on the wall so that it could catch the teacher's talk as he walked around the various groups,
explaining and solving problems. This ensured that I recorded, on the recorder's two
channels, the conversations that took place in the group as well as the general classroom talk.
I transcribed the audio recordings on my return to England and they have formed the basis of

the analysis of classroom interactions.

Thus, in my study I have used a variety of techniques of data collection — diaries,
interviews, audio-recordings and detailed notes — to study the process of classroom
interactions in traditional English language classes as well as in the more innovative video-led
ones. All these different techniques provide valuable data in their own right. But also, very
importantly, they allow the 'triangulation' of observations, providing ways of checking the
validity of the conclusions one can draw from them. Of course, triangulation by different
techniques does not guarantee that the conclusions drawn are the right ones, even where
evidence from one source tallies perfectly with evidence from another. Nevertheless,
agreement between data gathered by different techniques provides us with a stronger basis
from which to make our claims. On the other hand, there are some discrepancies between the
varioufsources, for example between what a teacher told me in interview about his
classroom activities and what I recor:'.led as observations in my field notes. In such cases, it
is necessary to decide which of the accounts is more likely to be valid by considering
possible sources of misperception or misreporting. Such possible sources of error might not

have been noticed without data from different sources for cross-checking.

3.5.2
Advantages and Disadvantages of Method Adopted

There are two main disadvantages with the ethnographic method I have adopted in my study.
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The first is the problem of identifying causal connections, and the second related problem is
that of generalisability. In my research design, it is very difficult to say categorically that the
changes that occur in the classroom practices have happened because of the introduction of
video. They may have come about because the students started to work in groups, or
because they had 70-minute classes when video was introduced rather than 35-minute
classes, or because they were encountering an innovation, or even because I was studying
them — the 'Hawthorne effect’. Nevertheless, the detailed classroom observations, the
audio-recordings, the diaries, the formal interviews (and the informal chats), and indeed the
considerable time that I spent in the school environment, all contribute to drawing some
causal connections, although not in the same way as with quantitative methods. In any case,
as I argue in Chapter 4, the video package was developed on the basis of the research
literature on using video for second language teaching. I believe, therefore, that this study
should concentrate on how such a package is received, rather than on which element or
elements in the package brought about the change. Another possibility is that it was the sheer
novelty of the package that led to changes, and that any innovation would have had a similar
effect. This seems easier to rule out. The novelty of the video package and its excitement
soon seemed to wear off in the classes, and yet the differences I observed in the beginning
between the traditional lessons and the innovative lessons continued. This leads me to
believe the students and the teacher were affected by its novelty only in the initial stages (see
Chapters 7 and 9 for a detailed discussion). Although it is difficult to be sure, I also feel that
the HaWthorne effect did not play a major part. I had the strong impression that the students,
the members of staff and the Principa] all learnt to accept me as a member of the school
community very quickly, and sometimes even forgot my presence. The class, therefore,
often seemed to ignore the fact that they were being studied. It also seems to me that certain
crucial incidents during the introduction of the video package (e.g., the students' rebellion)
could not have happened if the Hawthorne effect was in play. Indeed, I am convinced that
the students did not care in the slightest about whether they were being observed or not when
they decided to boycott classes; nor did Dr. Keval seem to worry in the least about my

presence when he had a show-down with the Principal. I therefore find it hard to believe that
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the changes in the teaching-learning situations happened to any important extent because the

class was being studied.

Even though I chose Central School, Bhojpur, as a representative sample of Indian Central
Schools, I think it is hazardous to generalise to any great degree from the findings in this
research. The value of this research lies in its exploratory nature rather than in its ability to
generalise to all Central Schools in India. However, the study can be used as a basis for
further research. Researchers could use similar ethnograhic methods to study the same
innovation in a number of different settings and extrapolate from these studies; or, it could be
used as a basis for finding variables that might affect the introduction of video, possibly

assisting a quantitative analysis.

Many researchers (for example, Bates, 1981; Crossley and Vulliamy, 1984; Rist, 1984)
point out that policy makers want to know what is happening in the field. Qualitative methods
inform them of the field situation very well. In addition, Crossley and Vulliamy point out that
educational evaluation, especially in developing countries, can all too often be 'a series of
brief fact-finding visits to a variety of schools. This... is prone to reproduce the rhetoric of
policy, because such visits can rarely delve below the surface of the ‘official’ version of the
process of innovation' (Crossley and Vulliamy, 1984, pp.198-99). I hope that my study
presents an account of the introduction of video in Central School, Bhojpur which counters
this treffd and is genuinely helpful in i’nforming policy makers about the local context in

which video was introduced in Bhojpur.

The research method I adopted proved robust enough to cope with the difficulties of
conducting research in Bhojpur. It allowed me to adapt my research strategies and modify
them when events did not turn out as expected. The method is also open-ended in the sense
that it tries to understand the same phenomenon from many different perspectives. As
Cronbach (1975) puts it, ‘there are more things in heaven and earth than are dreamt of in our

hypotheses, and our observations should be open to them’ (p.124).
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CHAPTER 4
DEVELOPMENT OF MATERIALS

4.1

Introduction

The English language teaching community was introduced to the possible uses of video in the
mid-seventies, and since then several hundred articles have been written on its use in the
second language teaching classroom. My own interest in the literature arose because I
wanted to develop a video package for use in the English classrooms at the "+2' level in

Central School, Bhojpur.

A review of the literature until 1987 when I developed the video package revealed a lack of
rigorous research in this area (and, indeed, not much work has been accomplished since
then). There are hardly any studies that report in detail on the interactions in a classroom
where a video programme or a series of programmes is ihtroduced. Not even that of Candlin
et al (1982) goes into detail about the actual effects of video in the classroom. There do not
appear to be either qualitative or quantitative studies of the actual language learning that takes
place when video is introduced. Even the thorough survey by MacKnight (1981) into the
uses ofwvideo in EFL seems not to have found any 'detailed analysis of how video material is

exploited at the level of the lesson’ (p.69).

What exists in thé ELT literature, however, is a combination of two approaches — an
anecdotal mode where various practising teachers explain what they have done with their
classes; and a speculative mode, in journal articles and books where theoreticians conjecture
about the possible uses and benefits of video in the EFL classroom. These are not to be
lightly dismissed, however, because they have grown into an impressivc body of theory.

And it is this literature that I shall discuss in order to explain the way I developed the
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video-led materials for the lesson, Taming the Atom’, in the Central School textbook, I-The
People (see Appendix 4.1 for the text of the lesson).

Obviously, in considering this research, there arises the question of the extent to which
theory developed mainly in Britain and America is transferrable to India. Such a question is
difficult to answer since there are few serious studies of Indian classrooms, let alone studies
which compare Indian classes with Western ones. However, because the introduction of
video in ESL classes has not really been studied in detail, and most of the literature is
conjectural, it is as likely to apply to Indian Central Schools as to any other.

4.2
S Cl teristics of Vid

In the literature on the use of video in English language teaching, much has been written
about how video can be utilised as a recording system. The idea is that teachers and students
will use the video-recorder to record either their own classroom talk, or, more formally, use a
studio to record something that they have worked upon (such as a play). I shall not refer
further to such uses of video because they were not practicable in the Central School
situation. I shall concentrate solely on the uses of the video-recorder as a play-back machine

without taking its recording facility into account.

When Video is used for play-back, thf: software used has to have several copyright
clearances. The copyright laws vary in different countries and although much writing in the
ELT area concerns itself with this aspect of video use, I shall not be referring to this literature
because, at present, it is largely irrelevant to the Indian situation. In my own case, I used
existing material from two sources — films produced by the Central Electricity Generating
Board and BBC Open University television programmes. I had no difficulty in obtaining
copyright from either of these two sources because the materials were to be used only for the

research and are not being exploited commercially.
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Several authors have discussed the advantages of video over television (see Bates, 1981, for
example). The first advantage is that of accessibility. Teachers and broadcasters do not
necessarily follow the same time-table. If teachers have video-recorders, then making off-air
recordings to use whenever they want rather than when the programme is broadcast is an
obvious advantage. Secondly, video allows viewers to stop, rewind and repeat any
sequence. This means that teachers can use the same programme to different ends; or, they
can repeat programmes until the class has understood the sequence being taught. Thirdly, it
is usually possible to 'freeze' frames, allowing for a consideration of details. Fourthly,
video can be 'chunked' (Bates, 1981) or broken into sequences in order to aid reflection and
analysis. And fifthly, teachers have more control over the materials because they can choose
which sequences they want to use, which they want to omit, and if they want to re-order the
material to suit their purposes. Thus video, while sharing the general features of broadcast

television, has greater flexibility over it.

In my own situation, the only recourse available to me was video. Although permission to
work in Central Schools was granted to me by the Kendriya Vidyalaya Sangathan, I think
they would have been more reluctant to grant me permission to broadcast programmes to
students. I would also need access to Doordarshan, the national broadcasting organisation in
India, or to one of the regional broadcasting centres. This was both logistically and
financially impossible. If I had got access to such facilities, the scope of this research project
wouldave changed considerably, and it would not have been possible to carry the research
out single-handed, or to finish it witl;in the given period. Also, since I was interested in
classroom interaction and in seeing the actual reception of programmes in a language learning

situation, video seemed an entirely appropriate choice in my situation.

Besides, television and video can readily offer experiences which other media can provide
only laboriously, indirectly or not at all. Bates (1984) lists some uses of television in Open
University courses (pp. 245-247). Television (and by extension, video) is able to provide

access to places that are normally inaccessible. For example, it can show the experience of
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visiting different countries and encountering different cultures, both within India and outside
it. It can also provide access to places that are normally difficult to see (e.g., factories,

work-shops, museums, art galleries and in the context of my research, nuclear reactors).

Another advantage of video is that it is able to demonstrate experiments or operations which
are large and costly. Video has the ability to show events in which students could not have
been present. These may either be contemporary occurrences elsewhere in the world; or they
may be historical events that have been stored as archive material, or are reconstructed in the

studio.

Another useful aspect of video is its ability to reveal how abstract ideas inform real life
situations. So, for instance, atomic fission is used practically to produce heat for the
generation of electricity. Similarly, abstract ideas about radiation hazards and levels of
pollution instigate anti-nuclear protesters to demonstrate against the installation of nuclear

plants.

Finally, in the language teaching context, video allows students to hear and see interactions
simultaneously, thereby contributing to an understanding of the communicative processes
involved in language use. Indeed, a number of writers point out that if we want to engender
communicative competence in our students, video would be useful to illustrate real
commilnicative situations visually (McGovern, 1980; Geddes, 1982). As Casler (1980) puts
it, 'video materials offer the added ad;antage of exploring human behaviour in the whole
communication process. Emotions and attitudes become visible on the screen, enabling the

learner to observe how language is part of behaviour' (p.22).

But there are disadvantages to video too. The first is from the teacher's point of view.
Video, especially in countries like India, is a relatively new phenomenon and teachers may
not be acquainted with the hardware. Many Indian teachers are not familiar even with

audio-cassette recorders; so handling video in the classroom may be very daunting for them.
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This problem has been recognised by the second language teaching community and is being
addressed very seriously (Lonergan, 1984). Indeed, an entire volume of collected essays
(Geddes and Sturtridge, 1982) seems to have been produced in order to combat this fear and
to act as a friendly and helpful guide to teachers who want to use video. Candlin et al (1982)
point out the necessity and importance of adequate teacher training so that teachers overcome

their initial shyness and ineptitude at handling video.

In Central School, Bhojpur, one of the main initial concerns of the English teachers was
whether they would be able to handle the equipment or not. Both Dr. Keval and Mr.

Sridhar, the two teachers who taught English to Standard XI pupils, expressed their worries
over this; and when I was training them to use the video materials, I spent considerable time
helping them to familiarise themselves with the video-recorder. The problem can become
particularly complicated in India if a school invests in generators and/or stabilisers to control
electrical fluctuations so that video can be used even when there is a power cut. The teachers
have to know how to connect all the wires properly; and they must also be totally familiar
with the panel buttons so they can start, stop, rewind, or fast forward as they wish. This may
seem a relatively trivial problem, but it is not negligible, especially given the pressures on

teachers in India to appear competent and in control at all times (see Chapters 6 and 7).

The second problem with video can be that teachers and students alike can start to think of it
as a suffogate teacher. The danger is that it can be disappointing if it is allowed to usurp
completely a teacher’s role, and the la;xguage class then discovers that video is unable to take
on the entire burden of language teaching and language learning. Kennedy (1979) has
warned of the dangers of treating video as an independent programme in itself; Cleary (1978)
makes it clear that video-recordings are 'aids in teaching, just as a book, or film is, and ... do

not obviate the need for the teacher to understand the content which the language expresses

and which is included in the recordings’ (p. 78; his italics).

Many practising ELT teachers have also warned of the passive nature of viewing video
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(Cleary, 1978; Kennedy, 1979; McGovern, 1980; Duke, 1980; Candlin et al, 1982 to name
but a few). Both Willis (1983b) and Bates (1985) point out that the problem is aggravated by
the fact that teachers and students are conditioned to watch television as entertainment and
hence find it difficult to treat it as a teaching device which has to be used selectively.
McKnight (1981 and 1983) reports that in her survey of British EFL schools, she found that
video programmes are rarely used in ‘chunks'’; instead, they are shown in their entirety and
this may last anywhere between five minutes and an hour. Such long viewing sessions
might turn students into mere passive recipients of video; the teaching and learning objectives
might be completely obfuscated and forgotten. Cleary warned of this danger as early as
1978, when he wrote that if video was to be used seriously in language classes, the
assumption must be that 'the use of the recordings in the classroom is an active affair, where
the role of the student is not totally one of absorption of the language or content, but an active
response to it' (p. 78). Thus, most practitioners who recommend the use of video in a
second language learning context exhort that students should participate actively in the

language learning process.

4.3

Exuloitation of Video in the English I al

In order to exploit video materials fully for language learning, we need to ask two basic
questions — what should teachers and learners do to make video lessons both stimulating

and usé€Tul; and, what sorts of materials and activities should be developed?

»

Given the warnings of passive viewing, it seems obvious to me that teachers have to be
actively engaged in finding ways which discourage it. It seems important for teachers to
remember that the video is to be used with specific purposes in mind. Teachers therefore
have to think of why they are using a particular programme and how they plan to use it. One
way of engaging students with the video materials is to ‘chunk recorded material in some
way so that it is amenable, integrable and powerful' (Candlin et al, 1982, p.7). This has also

been recommended by Lonergan (1984) who suggests that 'four or five minutes of video
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tape material can easily provide enough stimulating input for one hour's teaching' (p.2), and
Duke (1980) who warns, 'never let students spend more than twenty minutes per hour
watching'. In the materials I developed for Standard XI students, I have followed the advice

of chunking video materials. These are referred to either as video extracts or as video

sequences throughout this thesis.

Another recommendation for the successful implementation of video is the need to integrate it
with other teaching materials. Macdonald (1979) draws upon his experiences in the Inner
London Education Authority to say that one of the main reasons for the failure of video
programmes is that they are 'hardly ever integrated with other learning materials'. Bates
(1985) too sees the need to combine viewing of video extracts with appropriate books or
other printed material. In developing materials for Central School, I have tried to integrate
the video extracts with the textbook lesson, 'Taming the Atom'. The sequences I have

devised support and reinforce the textual material, and later question some of the assumptions

implicit in the text.

In encouraging students to take video lessons seriously, teachers have to develop activities
that are closely related to viewing. Candlin et al (1982) argue that there is 'a need to engage
the learners in some kind of contract, where the exact specification and design of the activity
are made clear and agreed... with a clear setting of learner expectations as to what can be
achieved' (p.7). So even before the s}udcnts view the extracts, it may be necessary for the
teacher to engage them in what I have termed pre-viewing activities. These activities are
designed to draw students' attention to the kinds of questions the teacher wants them to ask
of the extract, and help them to look for the features that they are interested in, thus making
the viewing itself an active process. After the viewing, students could participate in
discussions about what they have encountered in the video. This would also give them a
chance to put their own language to use. Geddes (1976), Starkey (1978) and Kennedy
(1979) all suggest a similar integrated method. Students are encouraged to approach the topic

they have chosen to study through introductory readings, then they watch a video extract and
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make notes. Later they participate in discussions and perhaps even write essays on the issues

arising from the video extracts.

One recommendation that emerges very strongly in the writings on exploiting video in the
EFL classroom is that students should work in groups. This would provide a forum for
students to discuss the video extracts amongst themselves, thereby setting up situations
where they genuinely communicate with each other. It would promote fluency based
activities, thereby encouraging the development of communicative competence (Willis,

1983a; Brumfit, 1984; Thompson, 1986).

To create the conditions necessary for the development of communicative competence, we
need to allow students to use their own language for genuine communication (see Chapter 2).
So we must look for situations where our learners will really have something they actually
want to say to each other. Appropriate video material can do this in a range of ways. For
example,

its vivid presentation of settings and characters can

be used to set the scene for roleplay; it can present a

case with such impact that it sparks off fierce debate;

we all make our own interpretations of what we see

and so video can be a stimulus to genuine

communication in the classroom by bringing out

different opinions within the group'

(Allan, 1985, pp. 48-49)

'Cleary (1978), Candlin et al (1982) and Brumfit (1984) all advise the use of small groups to
enhance discussion of the video extracts watched by the students. Williams (1982) argues
that small group discussion generates 'interaction’ and ‘'motivation' (p.72) while Hick et al
(1982) suggest that the post-viewing period could consist of both inter-group and intra-group
activites (p.78). Bates (1985) points out that one advantage of television over books or
computers is that 'a great deal of information of different kinds — pictorial, emotional,
factual, subjective — can be packed into one half hour programme, and a lot of ground can be

covered in unpacking this information through discussion’. Thus, it seems to me that if video
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is to be exploited to develop students' communicative competence in English, it would be
extremely valuable to divide them into groups so that they can talk to each other about the
ideas that emerge from their viewing activity. People often refine and hone an idea only as
they discuss it with others. If students could be persuaded to use the video as a rich stimulus,
enabling them to communicate their thoughts to each other in English, then we would be
moving towards providing them with conditions for the development of language ability. We
would also be providing a genuine communicative context instead of one where language is

presented as a set of discrete items, or one where students only hear language but do not

speak it.

Using groups to work on video materials thus goes some way towards meeting the concerns
mentioned above that, when language learners watch video, they are cast in the role of
observers rather than participants; unlike people using language to communicate in real life
situations, they are not themselves actively engaged in negotiating the world around them
(Willis, 1983). In the case of the Bhojpur students, strenuous attempts were made to use
group work to encourage them to be participants rather than mere observers. For example,
they had to look at the video with the aim of trying to complete a task sheet in their groups.
This involved a series of questions — comprehension questions as well as more open ended
discussion ones (all the task sheets are presented in Appendix 4.3). So, they were not
looking at the video in a self-conscious bid to further their language capability. Rather, they
were lo?)king at it to complete their task sheets by communicating with each other in the
group. This was in keeping with Woods' recommendations. Woods (1979) notes that his
students, like the ones in Bhojpur, were at an intermediate stage of second language learning,
A language course at this level, and probably at most other levels, he argues, must be more
than the input of prescribed language. "Though language itself mustn't, of course, be
ignored,' he writes, 'I feel a language course might well try to concentrate on something else,
so that language learning doesn't simply become a picking-up of discrete items' (p.27). In
devising the materials for the video-led classes, one of my main concerns was to provide

students with situations that genuinely interested them enough for them to discuss the issues
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raised. Woods also recommends the use of video along with group work activity so that
students speak the second language they are learning normally, because the situation requires

it.

It is mainly for this reason that several practitioners recommend the use of 'authentic'
language, that is, language that was not designed specifically for use in English language
teaching classes. This was elaborated by Widdowson (1978) on the basis of a distinction
between language 'use’ and language 'usage’: the former refers to what people ordinarily do
with language, that is, communicate; the latter refers to rules of correctness and incorrectness.
He ciaims that if we are to develop the communicative abilities of students, then we must
expose them to 'real life’ language, to language in 'use'. 'Language teachers', Widdowson
argues, 'tend to think of grading in terms of usage control: teachers of other subjects are
necessarily involved in the grading of language use, in an increasing elaboration of simple
accounts’ (p.90; my emphasis). Widdowson recommends that the language teaching
community should learn from this, and expose students to instances of language as it is really

used in the community rather than to materials specifically designed to teach English usage.

The potential of television for such exposure was pointed out as early as 1960 by Corder.
Corder compares the language input when a child learns a language and that of a second
language learning situation. He points out that it is only with television and video that we
have for the first time been able to plit forward instances of 'real' language use in context (pp.
59-60). This has been further corroborated by Kennedy (1979), Hick et al (1982), Kerridge
(1982) and Allan (1985). One important argument for this is that video is very good at
providing non-verbal cues in conversations, cues that native speakers of a language use to
read the entire meaning of the communicative act (Willis, 1983a). In the same vein, Willis
(1983) points out that 'turn-taking in English is assisted by eye-contact and body posture, and
in an exchange both speaker and listener constantly monitor what is being said with nods of
the head, smiles, frowns and so on'. The argument, therefore, is that video should contain

several instances of conversations so that students understand not just the grammar of the
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language but also the context in which it is produced.

There is, however, a problem with using naturalistic language. In the literature on using
television and by extension video in language teaching, it is often argued that we can not only
offer students instances of real life communication, but also grade it for levels of difficulty.
Thus, Corder (1960) writes that television offers us the opportunity of 'presenting all
language material as fully contextualised verbal behaviour and at the same time of controlling
these contexts in a way that cannot occur when a learner goes to a foreign country to learn a
language, and of presenting them in a more strictly controlled way than that in which the child

learns his mother tongue (p.60; his italics).

Videos for English language teaching have mainly used drama to meet the dual criteria of
presenting naturalistic language and of grading it according to levels of difficulty. However,
truly natural speech and non-verbal communication are very difficult for actors to emulate
convincingly. The differences between naturally occurring conversations and ‘realistic’ or
'naturalistic’ acting are subtle but unmistakable. It is a matter of common experience that
when we turn on the radio or television we can tell almost instantly and infallibly whether the
people we hear and see are real people or actors playing a part — even if we are often unable
to pin down where exactly the differences lie. So, while drama makes it relatively easy to
grade language, this language is not really natural. By contrast, naturally occurring
con;rer's-ations are not graded. There might appear to be an essential incompatibility, then,

between presenting language as used in real life contexts, in all its ungraded complexity, and

presenting it in a graded but only artificially 'naturalistic’ manner.

However, there seems to me to be nothing in principle to stop language teachers from
achieving both these objectives, as courses like the BBC's 'Buongiorno Italia’' and Deutsch
Direkt' have shown. If a sufficiently large number of real conversations is recorded, passages
are likely to be found among them where the talk remains for a useful period of time within a

single grade, according to the language teaching principles being followed. Thus by selection
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and arrangement of extracts from the recordings, these courses have been able to grade the
language while retaining its natural character. In practice, of course, there are many obstacles
to this, notably the time and expense required for making and examining the very large
numbers of recordings needed. Even the BBC's language courses do not always seem to
have budgets that make it possible: ‘Hindi Urdu Bol Chaal’ and all the BBC English series,

for example, employ relatively cheap dramatised scenes.

In developing my own materials, I have not used many conversations and have endeavoured
both to use naturalistic language and to grade it (see 4.4). The main reason for not employing
conversations is that the communication context in India is very different from that in Britain.
Non-verbal cues are culturally specific and Indian students are aware of these cues in their
own culture. The purpose is to help students develop their English to use it in India, rather
than in a British context (see Chapters 1 and 2). While I was keen to use 'authentic’ instances
of language I did not want to use many stretches of conversations. I do, however, use the
format of people (both British and American) speaking to camera, so that students are aware

of how some native speakers of English express themselves.

In looking for authentic uses of language, Lonergan (1984) points prospective video users in
the direction of video recordings of specialist films and television programmes produced by
industries and individual companies as part of their public relations activities. I found this an
extreni€ly useful suggestion for the d‘cvclopmcnt of materials on the production of electricity.
It was possible for me to find material produced by the Central Electricity Generating Board
that explained exactly how nuclear fuels were used in electricity generation, and I found Open
University material where several groups challenged the assumptions that nuclear fuels were

safe and cheap.
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44

TheI f Materials For Central School, Bhoi

In the development of video materials for the '+2' classes in Bhojpur, I tried to take into
account many of the features of video that I have discussed in this chapter. But as we have
seen, video materials on their own are not enough to further language learning. They have to
be accompanied by well thought out and properly structured activities to benefit students
learning the second language. This section, therefore, explains not just the basis of materials
selection, but also the types of activities devised to promote the conditions for communicative
competence in the class. The materials and the activities, along with the Notes for Teacher
Training in the form of Lesson Plans (Appendix 4.4) constitute what I have termed, 'the
video package'. The video (Appendix 4.5) is divided into 30 extracts and these are
accompanied by 25 task sheets. Each extract lasts from about 30 seconds to about 5 minutes,
and all of them are connected with the chapter, Taming the Atom', in one of the prescribed
Central School texts, I-The People. While I am conscious that the number of extracts may be
too many for a single chapter, research constraints led me to base them all around the same
one. I wanted to observe the teacher introducing the video package for a month in order to
compare it with the more traditional methods of teaching. Since this was a new venture, and
students have been studying with textual materials for over twelve years, it seemed necessary
to introduce the package for a fair length of time in order to see if the classroom interactions

were a result of the package or merely because video was new and unusual.

~ =
»

The basis on which the video materials were chosen had much to do with the availability of
suitable material and its relevance both to Central School students and to the lesson they hadto -
study. The chapter, Taming the Atom', concerned itself with the use of nuclear power for
the generation of electricity. Through video, it was possible to show the workings of a
nuclear reactor, to which access is otherwise unlikely. I felt that this aspect would be
particularly useful because the students were specialising in science subjects and they would
already be interested in such topics. Bates (1984) stresses the need for programmes to be

relevant to the students using them (p.164). Kennedy (1979) and Sheerin (1982) have
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pointed out that such video materials are particularly useful because both language and

scientific content could be presented and exploited together.

The materials were divided into six sections, with task sheets accompanying each section. At
the beginning of each section, Section Notes (Appendix 4.2) were provided so that students
knew what to expect in each set of extracts. Rather than grading the extracts at the level of
linguistic difficulty, I have broadly followed Long (1983) and Krashen (1985) who argue that
comprehensible input facilitates acquisition. The first section of the video, therefore, is very
closely integrated with the written text, enabling students to use both the familiar medium of
words on a page and the more unfamiliar medium of video extracts, thereby making doubly
sure that the first input is totally comprehensible to them. The aim of Video Extracts 1-4 has
been to help students understand the basics of nuclear power for the generation of electricity,
by enabling them to gather factual information and order it correctly so that the process of
manufacture is clear in their minds. Towards the end of this section, the task sheets slowly

move them on towards expressing opinions and feelings about what they have seen.

The second section is very short, consisting of only two video extracts. The aim here is to
sensitise the students to our own perceptions of other people and how these perceptions are
based, to a certain extent, on stereotypes. It also makes them aware that the visual medium
constantly plays with stereotypes in order to convey a general overall impression of the
coniext. In exploring these ideas, the: students have to use more complex language dealing
with differences in perception between individual viewers and the perceptions and intentions

of the director. The match or mismatch between these varying perceptions forms the basis of

discussion in this section.

The third section consists of seven video extracts and follows a public inquiry into the
allocation of a nuclear plant site in Cumbria. Students are made aware of arguments for and
against the use of nuclear power for the generation of electricity. This section, therefore, aims

at improving students' ability to engage in argument in English.
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The fourth section follows the story of Sam Lovejoy, a nuclear protester in New England, and
consists of five extracts. The aim here is to enable students to understand how abstract ideas
get made concrete; how people behave in certain ways because of the ideas they hold. It
should enable them to analyse how particular situations arise and how different people cope

with them. Most of this section is in reported speech, and the students should be sensitised to

its use in English.

Section 5, made up of twelve short extracts, is in some senses a continuation of Section 4.
Here, students have to combine ideas, arguments and subjective feelings to understand the
protest by Clamshell Alliance, an anti-nuclear lobby in New Hampshire in U.S.A. By this
stage they should be able to compare all the different types of protests they have been exposed
to, as well as make up their own minds about where they stand in the nuclear debate. The aim
is that this will ultimately lead to a discussion about the value of nuclear power — whether its
ability to be a renewable source of energy outweighs the risks involved. In the last Section,

they listen to a song about these issues as well as engage in a class debate on their own

opinions about nuclear power.

All the sections are accompanied by activities set out in task sheets. The hope is that in

answering these task sheets co-operatively in groups, students will develop the ability to
commMicate with each other in English. The task sheets contain both simple comprehension

type questions in order to make sure that the students understand the video extracts, and more

open-ended questions for discussions about the issues in front of them.

The students were allowed to view the video extracts as many times as they wanted, so that
they had more control of their own leamning. By and large, they viewed most extracts three or
four times within a fifty minute lesson. Before the first viewing, the teacher conducted a
pre-viewing activity which led them to understand why they were watching the extract. Task

sheets were also distributed before the viewing so that students could read through them to
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know what was expected of them. After the viewing, they worked together in groups to
complete the task sheets and finally, the whole class engaged in a discussion of the answers to
them. Ihoped that in answering these questions, students would be made aware that for
many issues there is no one correct answer. Each group had to negotiate the tasks, working
out what it thought and felt about the issues at hand. Thus, I hoped that students would learn
the language by actively engaging themselves in real acts of communication (see Appendix

4.2-4.6 for Section Notes, Task Sheets, the Transcripts of the Video Extracts and the Lesson

Plans).

In attempting to help students actively produce language both in their groups and in the

general class discussion at the end, I am supported by the 'output hypothesis’ proposed by
Swain (1985) and by the ‘discourse hypothesis' expounded by Ellis (1987). According to
Swain, learners need opportunities to put into use the language that they have internalised.

She attributes three roles for output:
1. The need to produce output in the process of
negotiating meaning that is precise, coherent and

appropriate encourages the learner to develop the
necessary grammatical resources.

2. Output provides the learner with the opportunity
to try out hypotheses to see if they work.

3. Production, as opposed to comprehension, may
help to force the learner to move from semantic to
syntactic processing. It is possible to comprehend a
message without any syntactic analysis of the input
it contains. Production is the trigger that forces
learners to pay attention to the means of expression.

(Swain, 1985, pp. 248-249),

Concurrent with the importance attributed to production is the discourse hypothesis (Ellis,
1987) which is that different types of language use encountered by the learners result in
different learning outcomes. Thus, informal teaching which provides opportunities for
unplanned discourse results in the learner being able to perform in informal settings and more
formal teaching results in the learner being more competent in planned discourse. While there

has not been much research to substantiate such a claim, I have taken the precaution of the
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learners being exposed to both kinds of discourses and have encouraged informal talk in the

group and more formal discussion in the teacher elicitations at the end of each lesson.

Ellis draws the two strands of ‘output hypothesis' and 'discourse hypothesis' together by
pointing out that these are not mutually exclusive, nor do they exclude the notions of input
already discussed. He concludes that 'production is seen as valuable not only in itself, but
because it contributes to discourse. Interaction is a joint venture and ultimately it is not
possible to isolate the separate contributions of the speakers, or, perhaps, of production and
comprehension’ (Ellis, 1990, p.125). Thus, these theories too provide a sound rationale for
the use of group discussions in the video-led lessons.

To help achieve this level of informality and yet to make sure that the subject matter at hand
had not been neglected required an enormous effort from the teacher. Mr. Sridhar told me that
he found the lesson plans I had developed for each individual lesson extremely helpful in
deciding how he was going to approach each extract in the classroom. They were also helpful
in defining the short term aims of each lesson. Although the teacher relinquished a large
amount of talking time in the classroom — it may have appeared that he did not have much to
do once the class started — the amount of teacher preparation for the smooth running of the
classes was considerable. We spent almost an hour every morning discussing the activities
the class would engage in and looking at the video extracts in order to decide how best to
cmblo? them to produce good group discussions. The introduction of video, therefore, has
serious implications for both teacher training and for teacher time. Although a discussion of
these issues is not the remit of my thesis, it would be wise for educational planners and
curriculum designers to take this aspect seriously if they genuinely want to introduce

television and video into Indian classrooms.
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CHAPTER 5
A DESCRIPTION OF THE SCHOOL

5.1

Introduction

The introduction of video in an English language classroom in a school cannot occur in a
vacuum. The manner in which any innovation is approached depends crucially on the
environment in which the introduction occurs. It is imperative, therefore, to give as clear an
account of the context of the introduction as possible. This is especially true of the
introduction of video as an innovation because, as Bates (1981) points out, one of the
problems with the study of the effectiveness of audio-visual media like television and video is
that they are almost always tested in experimental conditions, but rarely studied in relation to
real life contexts, which is where their introduction plays a crucial part (see Chapter 3). The
introduction of a video package in Standard XI 'B', therefore, has to be understood within the
context of Central School, Bhojpur — what type of school it is; how it is managed; how it is
organised; how the staff and students behave in their everyday dealings with each other and so

on. This chapter describes the setting in which video was introduced.

The next chapter relates chronologically the incidents that affected the introduction of video,
beginning with my first few days in tfle school and ending with the completion of the project.
I have not interwoven analysis of these events into the narrative; instead it is presented as a
separate chapter (Chapter 7). By leaving analysis to the last, as Hammersley and Atkinson
(1983, pp. 221-223) suggest, I hope to avoid confusion between what happened, as I

perceived it at the time, and what my later analysis and interpretations are.

In separating analysis from both description and narration, I am not claiming that the

description and the narrative are presented in a pristine state, totally uncontaminated by
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analysis. Even in choosing what to present and what to omit, and in deciding on the order of
presentation, the researcher cannot help imposing a certain degree of analysis on the data. In
narrating incidents, it is impossible to avoid making causal connections. Even in something
as straightforwardly descriptive as identifying utterances as questions and answers, the

researcher makes certain interpretations and causal links.

The attempt in using this method, nonetheless, has been to keep analysis to a minimum in the
narrative and the description, and in particular to avoid tailoring them to fit the ensuing
analysis. Throughout this chapter and the next one, therefore, the endeavour has been to
describe and narrate events as they took place, or at least as they appeared at the time. As far

as poséible, comment or analysis in the light of later knowledge is avoided.

5.2

Access

Within the traditions of qualitative research, much has been written about the difficulties of
gaining access to the situation one wants to study. These arise mainly because case study
methods imply that the researcher spends a lot of time in the field, and studies closely
everything that happens. Understandably, people often feel threatened by such close scrutiny.
Even after researchers gain entry into the field, they have constantly to find ways of gaining
further information and further entry into the situation. In addition, they have to be conscious
of the means used for this because some ways of gaining access may significantly influence
the data that are collected. While the constant negotiations over access to different pieces of
information are recounted as they occur, here I am confining myself to the jnital entry into the

field.

To study any Central School one has to get permission from the Kendriya Vidyalaya
Sangathan (KVS) in New Delhi, the parent body under which-all the Kendirya Vidyalayas or
Central Schools function. Many initial attempts to contact the KVS by correspondence were

made, but without reply, as sometimes happens in dealing with large Indian bureaucratic
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organisations. The matter was resolved when Professor Bates, one of my supervisors, who
was visiting New Delhi made direct contact with the KVS on my behalf. I was immediately

granted permission to do research.

The next step was to make contact with the school. In this case too, correspondence proved
futile. However, in February 1987, I visited Bhojpur and went to the school. On my first
visit, I did not get to see the Principal for he was away at Delhi attending an All India
Principals’ Conference but I went back after a week and talked to him about my project. In
the course of my conversation with him, it emerged that he had taken over the Headship of the
school quite recently and was interested in experimenting with new ideas in the school, and
therefore seemed keen on my project. In general, he seemed to be interested in the
development of his school, in in-service teacher training and in keeping in touch with changes

and developments in the educational field.

I also met the teachers, Dr. Keval and Mr. Sridhar, who taught English at the '+2' level and
told them of my plans to put together innovatory materials based on one of the lessons,
"Taming the Atom', in their Standard XI English text book, I — The People. They too
seemed interested and said that they looked forward to my coming to their school. We
discussed my plans to start work in July in the next academic year. Although an academic
year officially begins at the end of April, the real work and regular classes begin only in July.
This is because May and June are two months of holiday, it being too hot to do any work

then.

We discussed the project in greater detail and I explained that there were two main
considerations in introducing video as innovation in the English language classroom. First, I
wanted to document the issues that arise when video is introduced as an innovation in a real
life Indian setting, especially in the light of the New Educational Policy. Secondly, I want to
document what happens within the classroom when video is introduced to teach English. I

told them that I was interested in studying the nature of classroom interaction to see if it
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changes in a manner which facilitates language learning.

When they heard that I was keen on observing everyday lessons, one of the teachers, Dr.
Keval, offered to let me observe one English lesson. He was teaching English to Standard XI
Arts students. This was quite opportune, especially because I could make an audio
tape-recording of the lesson. The transcript gave me an idea about what the actual teaching in
the classes is like; and how best I could develop the video package. Of course, watching
many more lessons might have been even more helpful, but this was not feasible.
Nevertheless, this first lesson was welcome and wholly unexpected; and gave me an
impression of the class as well as the school.

I returned to Central School Bhojpur in July 1987 and was there for three months. Before
describing the school and the events that occurred during the introduction of video, I have for
convenience included a summary list of the types of evidence I used in my exploration and

analysis of the issues involved. (I have already discussed these, in Chapter 3.)

53

Types of Evidence

The evidence for the research comes from six main sources:

a. Notes I kept on the events in the school which I have termed 'General Notes'. I wrote
these notes either in some free pcrioc}s in the staffroom, or when I got home in the evenings,
b. Notes I took down while observing the classroom called 'Class notes'.

c. Interviews with students, teachers and the Principal.

d. Students’ diaries.

e. Audio tape-recordings of the class.

f. Informal conversations with both students and members of staff, which I wrote down
when I got home.

g. General impressions, based on the fact that I spent most of the working day in school.
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The Appendix to the chapter gives lengthier transcripts of interviews and quotes my notes or
student diaries more fully in instances where to quote extensively in the main text would have

hampered the flow of the narrative.

54
This section describes the setting in which the audovisual media package was introduced and
implemented. Itis sub-divided into several categories which, I hope, provide a general sense

of the ethos of the school and the classroom.

Central School, Bhojpur has about twelve hundred students and sixty teachers. Forty-five
teachers are male and fifteen are female. The maximum number of students in a classroom is
limited to thirty-five. A normal school day begins with Assembly at 9 a.m. in the morning
and ends at 3.35 p.m. in the afternoon. Each class lasts for thirty-five minutes and there are
nine classes or periods in a day. There is a mid-day lunch break after the fifth period. All
Saturdays except the second Saturday in a month are working days. On the last day of the
month, students have classes for only half a day. As the English lessons were in the

afternoon, this meant that there were no English classes on the last day of the month.

The Standard XI class in Bhojpur has two sections — one for the science students designated
XI'B' and one for the Arts and Commerce students, designated X1 'A’; and the present

research was conducted in the Core English classes of Standard XI 'B'.

54.1

Transport

Bhojpur is a steel town and most people working in the factory have a vehicle of their own for
which a conveyance allowance is paid to them by the firm. Bhojpur, therefore, has no buses
for internal public transport, nor does the school itself have any buses. So the students either

walk or cycle to the school or take a cycle-rickshaw. The male teachers generally come by
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scooter, as does the Principal. I myself, like most female teachers, took a cycle-rickshaw to

work.

54.2

The Assembly

The School Assembly begins at 9 a.m. and precedes all the classes. In fine weather it is held
in the school field but when it rains it is held in the auditorium. All the students from
Standard I to Standard X1I attend the Assembly and line up in the field according to the class
to which they belong. The morning Assembly is presided over by the Principal or in his
absence, the Vice-Principal. The Principal in Central School, Bhojpur was quite keen on the
Asscn;bly and as a mark of his enthusiasm, came on time to address the students. This
punctuality, I was told by several teachers, was by no means universal — 'many of the
Principals we had earlier were not interested in the school and did not even come to the

Assembly on time' (Informal conversation, 21st July, 1987).

In Bhojpur, the students register twice in a day — once in the Assembly, just as the school
begins and once in the afternoon, just after the lunch break. The Assembly plays quite a big
role in students' lives. The school is divided into four houses and all the students belong to
one of these. Four teachers are assigned as Housemasters to the four houses to help students
and guide them when necessary. Each house conducts the proceedings of the Assembly for
two'w:;cks. The students present the, news, the thought for the day, a ten minute comment on
a topic they have chosen to focus on for the fortnight (these topics range from Indo-Soviet
friendship to the use of nuclear power for the generation of electricity to folk dances of India)
and information on any of the events they are organising. The language used for these
purposes varies — sometimes it is Hindi and at other times English. It is interesting to note
that the comment is almost always in English. Apart from this, the other activities conducted
in the Assembly are: a pledge that students take to be good citizens of India (again this was
sometimes led in English and at other times in Hindi); important announcements made by the

Principal; advice to the students by the Sanskrit teacher on how to be good, moral and

112



upright; and finally, the singing of the National Anthem.

The Assembly generally takes twenty minutes to half an hour. While standing in the open
fields is probably not a problem during the winter months, it can be quite distressing for the
rest of the year. The heat that staff and students have to bear as the Assembly progresses is
often debilitating. Every day at least one or two children faint during Assembly. They are
taken to the Ladies' staffroom and made to lie down on the desks there. The teachers' books
are temporarily pushed to one comner. These students are normally accompanied by one of

their friends who fans them till they feel better. Then they go back to their own classrooms.

One pérticular incident in the Assembly was interesting in that it brought forward the issues
and the debates that centre around language use in India. One of the houses along with some
Hindi teachers organised a Hindi week. During this week, it was urged that the Principal
make it a rule that in the school Assembly, the pledge would no longer be conducted in
English but the Hindi version would be used. The argument was that Hindi is the national
language and that it should be used rather than English, the language of India's former rulers,
to pledge loyalty and service to the nation. It is within the Principal's powers to impose such
a rule but he did not, and indeed he refrained from commenting on this suggestion. The
pledge continued to be conducted in both English and Hindi, even after this incident,
depending on the student who was leading it.

543

The School Timetable

As already mentioned, the secondary school has nine periods each day, with each period
lasting for 35 minutes. After the fifth period there is a lunch break for 40 minutes. At the end
of every period two bells are rung at an interval of five minutes. The first bell is rung for the
teacher in the class to leave it; the second bell is an indication to the next teacher to enter the
class. The five minutes in between allow the previous teachers to complete their teaching; it

also gives students a small break between two consecutive classes.
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The students have classrooms assigned to them and they spend the whole day in the assigned
classroom. It is the teachers who move from room to room. Normally, teachers do not have
a room of their own — they use the staffroom in their free periods. But there are some
instances when students leave their rooms and move about. This happens mainly to the
science students who have to go to the laboratory for some of their science lessons. The
students have a library period when they leave their classrooms to go to the library. Students
also go out of their classes during the Socially Useful and Productive Work (S.U.P.W.)
class. When I was in the school, some students planted trees during the S.U.P.W. lessons
while others learnt needlework. But by and large, the rooms in the school are assigned to

classes and called XI'A’ classroom, XI 'B' classroom and so on.

544

The Principal

In Central Schools, a Principal has to adminster but teaching is optional. Mr. Ram, the
Principal of Central School, Bhojpur, chose to teach. As a trained Mathematics teacher, he
taught Mathematics every day to Standard XI students. I noticed that despite being very busy
he made a point of taking his classes regularly and punctually. On two days of the week, he
had a class with Standard XI immediately after the English lesson and came into the class as

soon as we left.
~ e

»

As an adminstrator, Mr. Ram deals with problems that range from the cows on the field
during Assembly to getting someone to fix the drainage and rectifying the telephone problems
in the school. He also goes on 'rounds' during lessons to see that teachers have actually gone
to class and the students are actually 'being engaged' during the classes. He holds meetings
with teachers to discuss various aspects of schooling. Mr. Ram has to work with the auditors
when they arrive and confer with the printers who set the examination papers. He is in charge
of admissions, especially to Standard X1 where students chose either Science, Arts or

Commerce depending on their examination results and inclination. I watched Mr. Ram
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perform all these adminstrative duties.

Apart from these activities, Mr. Ram seemed keen on attending conferences and meetings,
especially those conducted by the KVS in Delhi. He also received many educationists and
KYVS officials as visitors. Some of them gave talks on how Central Schools were affected by
the new educational policy and how the school should learn to cope with these new policies.
Mr. Ram seemed to be on friendly terms with the Principals of other schools in Bhojpur, who

visited the school on two occasions.

The staff's attitude to the Principal seems to be favourable. People feel that he runs the school
efficiently and well. 'The general impression about the Principal is that he is a very good
strict man and that he is bringing discipline and order in the school where there was none for
the past nine years. Nine years ago the school had a good Principal and after a spate of bad
ones they now have a good one. He seems enthusiastic about things and wants to do things
in the school. This is what I gathered from the women in the staffroom’ (General Notes, 8th
July, 1987). However, this praise is tempered by some criticism. The Principal is not always
as efficient as people think he is. For example, I was told that although the Chemistry
laboratory had all the items of equipment it needed, they had not been installed for a long time.
This obviously caused concern amongst the Science teachers but the Principal had not done
anything about it (Appendix: General Notes, 5.1). In my own dealings with him, I found that
sometimes these sorts of complaints Fverc justified and at other times, they were not. I shall

refer to my own attitudes and feelings at the time whenever I discuss my dealings with him.

The Principal has two peons to assist him. 'Peon’ is a job description in government
advertisements and the person appointed is a general messenger and handyman. It does not
have any derogatory connotations in India. In Bhojpur, the peons convey messages from the
Principal's office to the staff and students. If a circular is to be passed amongst members of
the staff, it is taken by one of the peons to the members individually. Once a member has

seen the circular he or she signs it, indicating that it has been read. Similarly, if there is an
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urgent notice to be issued to the students, a circular from the Principal's office is brought to
the classroom by the peon. This is read out loud and then signed by the teacher in the class,

indicating that the students have heard the announcement.

5.4.5

The Adminstration

My own research was such that I had very little to do with the adminstrative staff. The school
has a Vice-Principal who performs the duties of the Principal in his absence. The Vice-
Principal in Bhojpur is an amiable man who often comes to the men's staffroom (called gents'
staffroom in India) for a chat. His work includes duties delegated to him by the Principal.
These are not fixed, but he seems to have been in charge of the teachers' attendance register
(which teachers sign as they enter the building every morning). He also solves adminstrative
problems and maintains the day-to-day running of the school. The Vice-Principal also teaches
Hindi to the senior students in the school. Butin general he does not seem to have very
much work. The adminstrators keep students' records, produce examination timetables, deal
with teachers' pay slips, leave and so on. Lower down the adminstrative ladder are peons,
sweepers and cleaners. Apart from attending to the Principal's Office, they are responsible
for locking and unlocking classrooms and cleaning them. Ihad to deal with some of them
when the video package was introduced (See Chapter 6).

55

Life in the Staff

Central School, Bhojpur has two inter-connected staffrooms, one for the men and one for the
women. There is strict segregation of the sexes in the staffrooms, with the men sitting in the
gents' staffroom and the women in the ladies’ one. Normally, if a female teacher wants to
speak to a male teacher, she calls him to the door and conversely, if a male teacher wants to
speak to a female teacher, he calls her to the door. But sometimes, female teachers go into the
male staffroom to talk to the male teachers there, although the converse is generally not true.

However, my presence brought in exceptions to this rigidity.
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Within such strictly demarcated staffrooms, I found myself in an ambivalent position. T ama
woman but had to deal with mainly male teachers. So the question of where I should seat
myself arose. This was finally resolved in a manner that pleased me very much. I had equal
access to both the staffrooms and often wandered in and out of the two staffrooms. So I
could sit with the women and chat with them, especially over lunch, and at the same time, 1
could go into the men's staffroom and take part in the conversations there (access to this

arrangement is explained in Chapter 6).

The relationship between the male staff members and the female staff members is generally
very formal and cordial. The men address the women as 'madam' and the women address the
men as 'sir'. The students too address the female and male teachers as ‘'madam’ and 'sir’
respectively. Both the students and the male staff members called me ‘'madam’ while the
women in the staffroom called me by name. I found this amusing because when I actually
was a teacher, the students called me by name. In this school, it seems to have been indicative

of the fact that they treated me like a female member of staff.

The ethos in the two staffrooms is quite different. The women's staffroom seems slightly
more academic and inclined to discuss academic matters than the men's staffroom. I often
saw women correcting notebooks and preparing lessons. This was especially true of one
Chém?stry teacher and two other Biglogy teachers. There was also quite a lot of discussion
about student gaffes and sometimes about some of the intelligent questions that students

asked.

In the male staffroom, very little academic work seemed to be done. The only teacher I ever
saw correcting notebooks was Mr. Sridhar. Irarely saw teachers looking at their books and
preparing lessons in the gents' staffroom. This had not escaped the notice of the women
teachers. One day, after talking to them, I noted that 'they despised male teachers because the

male teachers do not put in any effort to teach well and often, before this Principal came,
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would not even bother to go to the classes. Most women teachers do not even talk to the male
teachers because they are 'so useless” (General Notes, 8th July, 1987). At the very least,
this perception is given some support by the fact that some women teachers actively avoided
having anything to do with the male staff members. At the time, I found the general apathy in

the male staffroom quite depressing.

The claim that teachers (especially male staff members) avoid taking classes where they can
was made to me not only by the women staff members but also by the Principal. Once when
we were talking, he suddenly got up to go, saying that he would make his rounds. I asked
him why he did that; he laughed and said that if he did not, there would be no teaching in the
school. He told me that one of the reasons why teachers go to class is because they know that
the Principal might make his rounds and if they are not in class they need to be able to explain
their absence. However, even this system did not ensure that all the teachers went to class on
time. In my experience Dr. Keval was often very late (15 to 20 minutes out of a 35 minute
class), even though he was probably reprimanded for it at least once in the span of the
research. One day, the Principal came into the class about ten minutes after the bell had rung
only to find that although I was there Dr. Keval had not yet arrived. He asked the students
which teacher should be in the class and noticed that I was sitting at the back. Although he

did not say anything to me, he told the students to keep quiet and wait for their teacher.

This iffident brought out the tension‘ inherent in my role. When the Principal saw me sitting
at the back of the class, he did not say anything although the class was fairly noisy. But I
could not help wondering whether he thought it would have been more responsible of me if I
had gone to the front of the class and taken control. After all he knew that I had been a teacher
before, that I was much older than the students and that I could probably have taken on the
teacher role quite easily. In fact I have no evidence that any such thoughts crossed his mind
but I was extremely concerned about it at the time. I felt that it could be damaging to the

research for me to take on the role of teacher. As a researcher I was interested in observing

the events that took place in the school without intervening in the system at that stage. I

118



wanted to observe what happened in the class when the teacher was not there, not to interfere
and alter it. So I sat firmly in my place at the back of the class. However, this incident did
highlight my ambivalent position — where exactly did I fit into the system in the eyes of the

staff and the students: was I part of the teaching community or was I not?

Apart from teaching, the teachers also have other duties to perform. For class teachers, one of
these is collecting fees from the pupils every three months. Although these fees are very
small, indeed nominal, their collection is time-consuming (generally extending for two or
three days) and cannot be neglected. The teachers also participate in 'house programmes',
especially if they are Housemasters (the same term is used for both male and female teachers).
There are some teachers who have special responsibility delegated to them. For example,
there is a teacher in charge of all the furniture in the school, and another responsible for the
school's two computers. This obviously has implications for the element of teacher training
when the video package is introduced. Often, a teacher may appear to be free but in fact be

engaged in one of these extra-curricular committments.

5.6

Life in the classroom

In Bhojpur (as in many parts of India), students studying science subjects are perceived as
being cleverer than those studying arts and commerce. This perception seems to arise partly
because of the grading system and entrance requirements, whereby only students who have
very high marks in the Standard X public examination are allowed (and indeed encouraged) to
take science. I was told by teachers that the science students know English better than the arts
students because they are more intelligent and more highly motivated. The motivation, it was
explained to me, comes from the fact that the science texts are in English and examination
questions have to be answered in English. Besides, if students wanted to enter the most
prestigious professions, medicine and engineering, they had to answer a compulsory English

paper in the fiercely competitive entrance examinations.
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5.6.1

Classroom Layout

The XI 'B’ class is on the ground floor, very close to the staffrooms and to the school
playground. The classroom is like a lecture theatre with steps at intervals to ensure that even
people sitting at the back can see the blackboard. There is a central aisle and benches are
arranged on either side of it. The boys generally sit on the right hand side (as one faces the
door) and the girls on the left. Since the number of boys is greater than the number of girls,
there are some boys who sit on the girls’ side but at the back of the class. Each row has five
to seven students. Sometimes these rows are very crowded and there is very little room to
move. The arrangement of the furniture in the class is so formal that it does not encourage
group discussions, although it may be possible, even within such a rigorous arrangement, to
work in pairs. There is a desk and chair in front of the class for the teacher. It is the 'duty’ of

the monitor to see that there is a duster and chalk in the classroom. But the teachers often

bring their own pieces of chalk.

Most of the classes in the school have unsatisfactory electrical fittings. Either there are no
fans in the classroom, or the fans are there but without regulators, or the regulators are there
but without fans, or both are there but the electrical connection to the room is faulty. The
same is true of lights. Most classrooms seem to have been supplied with light fittings
originally but they have disappeared with time. Even where a class has both lights and
working fans, there is the perennial problem of power cuts. The net result generally is
classrooms where neither lights nor fans operate. The absence of fans is a severe problem
when the temperature is regularly well over 100°F. Many are the days when students
listlessly fan themselves with textbooks, notebooks and almost anything else they can find, as
my class notes testify. Examples from my class notes read: Tt's very hot — one of the boys
is fanning himself with a hanky' (9th July); 'it's hot and I am sleepy' (13th July); 'student
4.2.B — feeling hot (picking shirt up and trying to fan himself)' (13th July); ‘one of the boys
is very hot and is fanning himself ... a number of girls are fanning themselves, as also a

number of boys '(21st July); and so on. Not only this, it is sometimes so dark that students
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can barely see the blackboard. This is specially true during the rainy season when the cloud
cover is very dense. On one occasion, I pointed this out to the Principal, but he thought the

problem trivial because the monsoons last for only two months or so.

Obviously, if one is introducing video materials as innovation in the classroom, a certain
preoccupation with electricity and its supply cannot be avoided. Although power failures are
quite frequent, it was possible to arrange the timing of the video lessons to minimise the risk
of interruption. Power supply in these parts of India <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>