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ABSTRACT 

In response to the growing importance of English in social and commercial contexts, the 

government of Bangladesh has taken initiatives to increase people's competence to 

communicate effectively in English. The English Language Teaching Improvement 

Project (EL TIP) is a major reform project aiming to relocate the teaching and learning of 

English from a traditional grammar based approach to a function-based communicative 

approach. Among other initiatives, ELTIP has introduced communicative textbooks up 

to the higher secondary level, as well as corresponding teacher's guides. The textbooks 

focus on engaging students in activities involving all the four skills of the English 

language and stress the need for students to learn to communicate in English rather than 

just to master the structure of the language. Along with ELTIP training centres, other 

organisations have arranged training programmes for teacher development. Such 

training focuses on the contents of the textbooks and aims to help teachers use the books 

effectively. This study shows how teachers use the textbook in secondary level and 

explores the extent to which teachers can implement what they have learnt in the 

training programs while teaching the textbook. In particul~, it identifies the factors that 

influence teachers' use of the textbook. In-depth investigation has been carried out 

through interviews with secondary English language teachers in Bangladesh and 

classroom observations have b~en made of their teaching practices. The data reveal that 

there is a significant gap between educational policy and classroom realities. Various 

contextual factors hinder teacher's use of the textbook and the teacher's guide . 

. Moreover, .some of these factors create differences in teaching practice between rural and 

urban areas, despite teachers undertaking the same training programs. T he study 

suggests ways in which policy and practice can be integrated and future teacher training . 

can be developed in full acknowledgement of the teaching contexts. 
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1 . . Chapter Ope 

INrRooucr.J:oN A.m> oVEk'VIEW oF mE ·STUDY 

The Government of Bangladesh (GoB) has introduced changes in the last three decades 

in the country education policy with a view to raising people's overall level of 

competence in the English language. The government has introduced changes to 

develop students' communicative ability in liste~g, reading, speaking and writing 

skills. Started in 1998, the English Language Teaching Improvement Project (ELTIP) was 

one of the major reform projects. It was co-funded by GoB and the Deparhnent for 

International Development (DFID) of United Kingdom EL TIP aimed to teach students 

the use of the English language for effective communication. It introduced textbooks 

with communicative activities up to the Higher Secondary Certificate (HSC) level with 

an emphasis on students' involvement in classroom activities. A teacher's guide was 

also published with the textbook to help teachers using each textbook. Training 

programs were arranged for English language teachers to familiarise them with the new 

approach and thus make them able to use the new textbooks. This study explores 

English language teachers' textbook use in secondary level of education and the extent 

to which the training programs are relevant to the teachers' use of the new textbook in 

the current phase of the transition of English language teaching reform in Bangladesh. It 

also explores whether other factors are influencing their teaching practice . 

. This chapter presents an outline of the study. It begins with introducing the context of 

the study by giving an outline of education in Bangladesh with a specific focus on 

English language education. This part also presents the gradual rise of the importance of 

English language teaching in the last three decades in education. The purpose of the 

study is stated in the next section with a discussion of previous studies on this topic. It 

focuses on the existing gap in the literature that creates the necessity for this study. The 

following two sections present the research questions and significance of the study. It 

concludes with providing an overview of each chapter of the thesis. 
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..... 

1.1. Context of the Shldy 

This section presents the context of the study by describing the different aspects of 

education in Bangladesh, with special emphasis on secondary education and the recent 

changes in the curriculuml with regard to the .teaching of English. Together, they 

provide the backdrop against which this study has been conducted. 

1.1.1. Education and Schooling 

Education in Bangladesh is comprised of three levels- primary, secondary and higher 

education. This study focuses on secondary education which is comprised of two years 

of schooling in Years 9 and 10. These are called Oasses 9 and 10 in Bangladesh. 'This is 

the most important and biggest sub-sector in education in Bangladesh since it involves 

18,500 institutions with a total number of 7,398,552 students and 238,158 teachers 

(BANBEIS, 2007). Bangla (or Bengali) and English are the two main languages of 

instruction and schools can be divided into two streams based on these languages of 

instruction, namely 'Bangla-medium' schools and 'English-medium' schools. The vast 

majority of secondary-level students attend Bangia medium schools offered by both the 

government and non-government sectors. 

Schools within Bangla-medium education consist of general schools, religious schools or 

'madrasahs', vocational and technical institutions. The majority of the students go for 

the general stream of Bangia medium education, which is the focus of the current study. 

Enrolment statistics for 2007 of the Bangla4esh Bureau of Educational Information and 

. Statistics (BANBEIS) show that 20% of students were enrolled in the secondary level in 

Madrasah (Dakhil classes) in the year 2002 (BANBEIS, 2007). The vocational and 

1 Curriculum, as used in this text, refers to designs for carrying out a particular language 
program. Features include a primary concern with the specification of linguistic and subject 
matter objectives, sequencing, and materials to meet the needs of a designated group of learners 
in a defined context (Brown, 2004) 
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technical institutions serve less than 2% of tJ:te students at the secondary level (Education 

Watch2, 2005). 

Students' assessment in Bangladesh is exclusively based on written examinations. In 

addition to half-yearly and year-final examinations in every class, public .examinations 

are administered regionally by the respective Boards of Education and the questions are 

based on the uniform national syllabus. StUdents of Bangia medium schools of general 

education sit for the public examination Secondary School Certificate (ssq at the end of 

Oass 10. A total of 789,669 students participated in the SSC examination in 2006 

(Education Board, 2008). This number is almost same every year. Such a large number of 

students participates in the SSC since the majority of the students of secondary level in 

Bangladesh participate in this stream (Bangia medium) of education. Results work as the 

basis for determining eligibility for admission to the next level of education. In other 

words, students need higher marks in order to get admitted into well reputed colleges. 

Employment opportunities in tum also depend on the result of the SSC for students who 

discontinue their studies after any of these public examinations. Hence the impact of 

sse examination looms large in both the teaching, learning and policymaking practices 

of all involved in education in Bangladesh. 

1.1.2. English Language Teaching in Bangladesh 

English language plays an important part in education in Bangladesh. Although Bangia 

is the native language of 95 percent of the total population of the country and people use 

it in their everyday activities, English is taught compulsorily from year 1 to 12 across all 

streams of education. 

The grammar translation method has always been the norm for teaching English 

language at all levels of education since Bangladesh gained independence in 1971 as it 

was the common trend of teaching language all over the world in 1970s and early 1980s 

{Brown, 2004, p. 42). Brown (2004) argues that this traditional method focused on 

2 Education Watch is a group of organisations in Bangladesh. It aims to review the state of basic 
education in Bangladesh through research 
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grammatical rules and classes were taught in the native language with little use of the 

target language. "Little attention is paid to the content of texts, which are treated as 

exercises in grammatical analysis" (Brown, 2004, p. 19). In language classes in 

Bangladesh, the focus was on rote learning - grammatical rules, memorisation of 

vocabulary and translation of text and written exercises. Speaking and listening skills 

were not a focus of classroom teaching. Classes were conducted in the native language 

with little active use of the English language. The main emphasis was on grammar, 

encouraging students to learn the language but not how to use it in a given context 

(Hasan, 2004). Because of this, even though students in Bangladesh studied English for 

12 years as a compulsory subject in schools and colleges, they had very poor 

communicative proficiency in English (Sultana, 2004). Therefore, students learned only 

the structure of the English language; they did notlearn how to communicate in English 

using all the four skills of that language. 

1.1.2.1. Curriculum InnovationJ 

Changes in English Language Teaching (EL1) in Bangladesh started taking place in the 

1990s as it was obvious that the existing English subject did not improve the skill levels 

of the students adequately. The government started taking initiatives to ensure an 

improvement in the quality of English language education to turn its huge population 

into human resources for nati<;mal economic development. Moreover, since Bangladesh 

has been emerging as a newly developed industrialised country, there is a need for 

increased communication with the outside world for various purposes ie. job, foreign 

aid, mass communication. English has been recognised as an essential work-oriented 

'skill' that is needed if the employment, development and educational needs of the 
' 

country are to be met successfully. Proficiency in the English language is considered as 

3 For Markee (1997) innovation is a 'managed process' of development which results in new 
teaching and testing materials, methodological skills, and pedagogical values (1997, p. 46). In this 
study, innovation is considered as an ongoing process, perpetually in flux and encompassing the 
te;nsions between planning and execution. 
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an indicator of material success since a good level of proficiency is a pre-requisite for 

getting a good job. In order to get into the public service, people have to pass 

competitive exams where English is a compulsory subject. The need for English 

language proficiency for obtaining successful jobs has therefore created societal, parental 

and learner urge to learn and use English. 

To meet the consistently escalating demands for English proficiency, various projects 

started taking place in 1990s which were initiated by the Government, Non-Government 

Organisations (NGOs) and international developmental agencies (Rahman, 2007). The 

English Language Teaching Improvement Project (EL TIP) is one of the major reform 

projects in EL T. It has replaced the traditional grammar-based syllabus with a new 

syllabus which focuses on a communicative approach with a view to enabling students 

to gain competence to use English for communication. ELTIP was co-funded by the 

Bangladesh government and the Department for International Development (DFID) of 

the United Kingdom. Run by the British Council and the National Curriculum and 

Textbook Board (NCTB), it started working in 1998 with the aim of improving the 

quality of English language teaching in secondary and higher secondary education in 

Bangladesh (ELTIP, 2000). ELTIP aimed to improve the standard of English in terms of 

both teaching and .learning by bringing changes in three areas, namely introducing 

textbooks, changing examinations and arrangiTig in-service teacher training. These three 

areas are discussed in the next sections. 

Textbook 

EL TIP produced textbooks up to the higher secondary level as part of the new 

curriculum. The textbooks were written by a team of Bangladeshi teachers who received 
' 

training in the United Kingdom. The book English far Today is compulsory for Oasses 9 

and 10 in all schools and there is no option to choose an alternative textbook for teaching 

English. The activities in this new book focus on getting students to participate in 

activities which involve all the four skills of the English language- listening, reading, 

writing and speaking. It promotes student-centred learning and stresses the need for 
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students to learn to comnumicate in English rather than to just master the structure of 

the language. 

A teacher's guide, Teacher's Guide for English for Today was also published with the 

textbook. Detailed teaching and learning activities were provided for teachers according 

to the new examination formats, with suggested methods and time allotment for the 

activities. It is intended that teachers will follow the guide while teaching the text. 

Examination 

ELTIP also aimed to change the examination system. It changed the question pattern of 

the SSC exam. The questions are set to assess students' use of grammar items within 

specific contexts - students are not examined on explicit grammatical knowledge. The 

tasks in the writing section provide the students with a realistic situation and an 

instruction to complete the task. It provides students both a context and a reason for 

engaging in the activities. At the time of transition to the new examination system, 

initiatives were taken to orient markers to the new standardised marking policy and 

procedures. For this, workshops on marking, question-setting and classroom testing 

were conducted and trialed all over the country. 

In-service Teacher Training 

One of the main aims of ELTIP is to train secondary teachers of English to teach in the 

communicative method so that they can use the newly written textbooks to develop 

learners' competence in all four skills of the English language. It focuses on helping 

teachers use the textbooks in class. It also teaches how to make the class student-centred 

by making the class interactive through pair work and group work activities. These 
' 

training programs are 15 days long and are provided as in-service training to secondary 

English language teachers. A more detailed discussion of these three changes is made in 

the next chapter (see 2.3.1.1). 

Other than EL TIP, some other organisations have arranged training programmes for the 

development of the teachers since ELTIP training facilities are insufficient compared to 

the number of teachers (Hasan, 2004). Training for communicative English is also 
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provided by the National Academy for Educational Management (NAEM) for teachers 

of both government and non-government schools. NAEM, in collaboration with the 

Ministry of Education, arranges 12-30 days training programs named Communicative 

English Course (CEC) and Communicative Language Teaching (CL1) for teachers of 

secondary and higher secondary levels on the communicative approach. Such courses 

aim to enable the trainees to demonstrate enhanced proficiency in communicative 

English and to improve their own English, handle the new textbooks efficiently and 

motivate learners to participate in various language practices. It also emphasises 

developing tests on listening, reading, writing and speaking (NAEM, 200Sb) . 

Teachers can also take an English language course while doing a Bachelor in Education 

(BEd) training, ~hich is an essential degree for teachers of the secondary level in 

Bangladesh. BEd is one of the training courses that provides teachers with professional 

training to build their understanding of the communicative approach. The syllabus of 

BEd has been changed since the innovation in ELT has taken place. The English course 

in BEd focuses on the content of the textbook as well as the teacher's guide (National 

University of Bangladesh, 2008, p. 34). It gives an overview of English in the Bangladeshi 

secondary curriculum, is linked to the needs of practicing teachers and focuses on 

encouraging communication in the classroom. 

Together, by introducing _ new textbooks, a new examination system and teacher 

training, ELTIP attempted to introduce changes to the English language teaching and 

learning situation in schools of Bangladesh. The next chapter, Chapter 2, presents 

relevant details of education in Bangladesh with particular focus on English language 

. education. 

1.2. Purpose of the Study 

Teacher training and textbooks are considered important ways to implement a new 

curriculum (Fullan, 2001; Richards, 1998). Teacher training is arranged to diffuse 

educational innovation. It is crucial in the preparation of teachers to implement a new 

curriculum. It plays a significant role in curriculum innovation since it develops 
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teachers' perceptions of the pedagogical practice (see Campbell et al., 1998; Hasan, 2004; 

Hutchinson & Torres, 1994).Textbooks have been introduced as the teaching material in 

Japan, Singapore and China where curriculum innovation in English language teaching 

has taken place (Silver & Skuja-Steele, 2005). Along with teacher training, textbook is 

considered. as another important way to diffuse innovation. Introduction of a new 

textbook with a changed curriculum saves teachers' work and helps them to concentrate 

on coping with the new method introduced in the curriculum change (Hutchinson & 

Torres, 1994). Researchers (see Campbell et al., 1998; Hasan, 2004; Hutchinson & Torres, 

1994) claim that when new teaching material is introduced as part of curriculum 

innovation, it is essential to arrange teacher training to introduce teachers to the new 

material. 

As mentioned, the textbook English for Today is the textbook that has been introduced, as 

part-of the curriculum innovation described above, for secondary level teaching in 

Bangladesh. English language teachers are meant to use this book to teach English 

language to the students. Curriculum planners have also arranged training programs to 

help teachers use the new textbook with the expectation that teachers will be able to 

implement the new curriculum with the help of the training (Hamid & Baldauf Jr., 2008). 

The literature (Hu 2005b; Li, 2001; Shim & Baik, 2004) however shows that in many 

countries where a curriculum has been imposed by the government, as is the case in 

Bangladesh, classroom teaching does not change according to the plan. Curriculum 

planners arrange training programs and textbooks to make innovation successful by 

trying to ensure that teachers understand the new policies and practices of the enacted 

curriculum. However, these do not always help teachers to implement new teaching 
' 

strategies. In their efforts to implement lessons learned in trainin~ teachers encounter 

obstacles created by various socio-cultural factors. These factors sometimes even create 

regional disparity in teaching within the same country (Hu, 2002; Nunan, 2003). 

Kennedy (1988) also argues .that the effect of these socio-cultural issues varies from 

context to context - where the same cultural factor might have much greater influence 

than another in a similar context. 
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Thus training programs and teaching materials, arranged to help teachers implement a 

newly introduced curriculum, do not always help teachers implement new teaching 

strategies. They can return to their previous teaching style after returning to their 

teaching context (Hu, 1992; Li, 2001; Wall & Alderson, 1993). Such issues are central to 

the research inquiries of this study. 

There is a dearth of research in the area of curriculum implementation in Bangladesh. 

Intensive research has not been conducted to find whether teaching practices have been 

changed as a result of introducing new textbooks and teacher training. Hasan (2004) 

conducted research on textbook use in secondary level education in Bangladesh during 

the early stage of curriculum reform but the data of the study were collected before the 

publication of the teacher's guide. Further research is therefore needed to explore the 

present situation. In addition, research (see Sinha 2006; Quader, 2001) conducted on the 

use of the new textbook in secondary level education in Bangladesh has focused on data 

collected through questionnaires but in-depth investigation needs to be carried out 

through observation and interviews to find what is happening in the classroom and to 

what extent teachers can implement the training they receive. It is also very important to 

find out if any fac~ors are impeding the adoption of the teaching methodology. 

1.3. Research Questions 

This study explores factors that influence English language teachers' use of the 

secondary textbook and to what extent training programs are relevant in helping these 

. teachers use the new textbook in this transition phase of English language education 
' 

reform. It also explores whether other factors are influencing their teaching. The 

following questions have been addressed in this study: 

1. How do teachers use the new textbook? 

1.1. What are the teachers' perceptions of the new text book and the teacher's guide? 

1.2. Do they teach the textbook following the instruction given in the teacher' s guide? 
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2. Do~s teacher training bring any change in textbook teaching? If yes, how? 

3. What are the factors that influence teachers' use of the textbook in the classroom? 

3.1. What factors interact with English Language Teaching (ELT) policies to facilitate 

or inhibit the adoption of the teaching methodology? 

3.2. Does any factor create a difference in teachers' use of textbook between rural and 

urban areas? If yes, why? 

1.4. Significance of the Study 

Curriculum planners in Bangladesh have arranged a number of training programs for 

English language teachers to make them familiar with the new approach and thus make 

them able to use the new textbook. This study will explore the intended and the enacted 

curricUlum. It will generate information about the use of the textbook and will show 

whether teachers can implem~t what they learn in teacher training programs while 

teaching the textbook. The study will also explore whether other factors are influencing 

their teaching and if there are differences in teaching practices between rural and urban 

areas in Bangladesh. Results will show whether change in teaching practice has taken 

place across Bangladesh as a result of curriculum innovation. The study will provide 

information about teachers' perceptions of the enacted curriculum and the 

implementation reality of their teaching context. The results will help curriculum 

developers to bring about a closer alignment of the intended and enacted curriculum by 

bringing corresponding change in education policy, planning and training programs. 

1.5. Structure of the Thesis 

This thesis is comprised of eight chapters. Chapter Two outlines the education system of 

Bangladesh, with special emphasis on secondary education and the recent changes in 

the curriculum with regard to the teaching of English. This chapter shows how English 

language education in Bangladesh has entered into an era of innovation and 

restructuring because of the striking renewal of interest Chapter Three presents a 
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critical and detailed review of the literature related to curriculum innovation. It gives an 

account of the strategies used for the implementation of the innovation. It concludes 

with contemporary critical views on factors influencing curriculum innovation and the 

introduction of a theoretical framework to be used throughout the current study. 

Chapter Four presents the rationale for employing a case study approach for this study. 

It also details the sampling strategy, data collection methods and analysis procedures 

adopted in this study. The chapter ends with a discussion on the accuracy of the data 

and the ethical issues of the study. Chapters Five and Six discuss the findings of the 

...- study. Chapter Five presents participants' views on issues related to the importance of 

using the textbook, the teacher's guide and the importance of making lesson plans4. 

With these views from participants, this chapter also discusses how the participants use 

the textbook and the teacher' s guide while teaching in the classroom. Chapter Six 

presents important aspects of teachers' pedagogical practice and their views on issues 

related to the teacher training they received in terms of how and what use they made of 

it in actual classroom teaching practices. The findings are then analysed and discussed 

in relation to the research questions and the theoretical framework in Chapter Seven. 

Chapter Seven also examines the difference in textbook use between rural and urban 

areas in Bangladesh. The final chapter provides recommendations to improve English 

language education in Bangladesh, directions for future research and conclusion to the 

study 

The next chapter, Chapter Two, presents an outline of the context of the present study. It 

gives an outline of education in Bangladesh with particular focus on English language 

education to show the importance of this sector within the national education system. 

• Lesson Plan, as used in this text, ·refers to an outline or some points that would aid teachers with 
performing activities to be carried out in a particular class session. The outline might include 
objectives of the lesson, the time distribution for each activity and a list of teaching aids. 
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. 2. Chaptei two: 
ENGLISH EDUCATION .JN BANGLADESH:·INNOV:ATION THROUGH REFORM 

' 

This chapter presents the context for the present study. It describes the different aspects 

of education in Bangladesh in general, with special emphasis on secondary education 

and the recent changes in the curriculum with regard to the teaching of English. It starts 

....- with a discussion on education and the schooling system which includes schooling 

structure, assessment, enrolment and discontinuation. It also discusses issues with 

regard to the management and administration of education, the teachers and the 

training programs arranged for these teachers. This section gives an idea of the basic 

structure of the education section and draws a picture of the vastness and the 

importance of this sector in Bangladesh. The next section focuses on the English 

language in the broader context of the curriculum, its history and its current status. It 

then explores different teacher training programmes currently in operation in 

Bangladesh. After providing a detailed account of development projects and initiatives -

government, private and overseas-funded, this chapter concludes with a discussion on 

the recent changes that have occurred within the ELT scenario in secondary education in 

Bangladesh. 

2.1. Education and Schooling 

2.1.1. Schooling System: Different Pathways 

. Education in Bangladesh is three-tiered: primary, secondary and higher education. In 

1990, the Government of Bangladesh made primary education compulsory for all 

children (Government of Bangladesh, 1990). This education is a five-year period from 

Oasses 1-5. Secondary education is a seven-year stage with three sub-stages i.e. three 

years of junior secondary- from Oasses 6-8; two years of secondary- from Oasses 9-10 

and two years of higher secondary, from Oasses 11-12. This higher secondary stage 

marks the end of the 12-year schooling system and is usually followed by higher 

education in tertiary institutions. 
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This study focuses on secondary education which is the most important and biggest sub­

sector in education in Bangladesh involving a huge number of institutions, students and 

teachers (Begum & Farooqui, 2008). The total number of teachers, students and 

institutions in the secondary level in urban and rural areas is presented below in Table 1 

which shows that there is vast difference in the number of students between urban areas 

which are the municipality areas and rural areas which are the areas situated outside the 

municipality areas. Seventy five percent of the total number of students of the secondary 

level is from rural areas. 

Location No. of Schools Teachers Students 

Rural 1,5973 190,214 5,951,058 

Urban 2,527 47,944 1,447,494 

Total 18,500 238,158 7,398,552 

Source: BANBEIS (2005) 

Table 1: Number of secondarys schools, teachers and students by location 

Based on the language of instruction, the schooling system can be divided into two 

systems namely 'Bangla-medium' schools and 'English-medium' schools. The vast 

majority of secondary4evel students attend Bangla-medium schools offered by the 

government and non-government sectors. The English-medium schools, on the other 

hand, enroll less than one percent of the students at the secondary level (Imam, 2005) 

and are mostly located in the cities and major towns. There is a difference between the 

syllabi of these two types of schools. Except-for English and religious studies, all courses 

·are taught, in Bangia in the Bangla-medium schools, whereas in English-medium 

schools, except for the Bangia subject, all subjects· are taught in English using books 

mostly produced in the United Kingdom. 

s Indicates both Junior Secondary and Secondary levels 
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Schools in Bangia medium education consist of general schools, religious schools or 

'madrasahs' (Arabic for educational institutions), vocational and technical institutions. 

The majority of students therefore go for the 'general' stream of Bangia medium 

education, which is the focus of the current study. Enrolment statistics of the Bangladesh 

Bureau of Educational Information and Statistics (BANBEIS) show that 20% of students 

were enrolled in the secondary level in Madrasah (Dakhil classes) in the year 2005 

(BANBEIS, 2905). According to Education Watch, which is a group of organisations with 

the aim of reviewing the state of basic education in Bangladesh through research, the 

vocational and technical institutions serve less than 2% of the students at the secondary 

level (Education Watch, 2005). The rest (78%) of the schools within the general stream in 

secondary education are public and private mainstream Bangla-medium schools. 

Participants of this study are all attached to these schools. 

2.1.2. Assessment System 

Assessment is considered very important at all levels of education in Bangladesh. A 

good result is highly regarded by parents, students and teachers in the society. Thus 

classroom teaching is supposed to focus on getting good results for students. Students' 

assessment in Bangladesh is totally based on written examinations. In addition to half­

yearly and year-final examinations in every class, public examinations are held at the 

end of Oasses 10 and 12. Students of Bangia medium schools sit for the Secondary 

School Certificate (SSC) examination at the end of Oass 10 and the Higher Secondary 

Certificate (HSC) examination at the end of Class 12. Students have to sit for these public 

examinations to get the level completion certificate. In English-medium schools, on the 

. other hand, students sit for the Cambridge 0-Level and A-Level examinations at the end . 
of Oass 10 and 12 respectively. Similarly, Dakhil and A1im examinations are held for 

students of Madrasahs at the end of secondary and higher secondary levels. A large 

number of students participate in the SSC and HSC examinations, since the majority of 

the students of secondary level in Bangladesh participate in general stream of Bangla­

medium education. A total of 789,669 students participated in the SSC examination in 

2006 (Education Board, 2008). The number is almost same every year. 
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The sse and HSC examinations are administered regionally by the respective Boards of 

Education and the questions are based on the same syllabus_ At present, seven Boards of 

Intermediate and Secondary Education (BISE), one Madrasah Education Board (MEB) 

and one Technical Education 'Board (TEB) are responsible for the administration and 

accreditation of these public examinations, which in turn are overseen by the Ministry of 

Education. 

Results obtained from the SSC and HSC exams have major implications for all students . 

The importance of these exams can be felt from the wide broadcasting of the results in 

the media. Results not only work as the basis for determining eligibility for admission to 

the next level of education but also implicate employment opportunities, mostly for 

students who discontinue their studies after any of these public examinations. 

2.1.3. Enrolment and Discontinuation 

A number of developments took place in secondary education in the last three decades. 

The National Education Commission (2003) reported that secondary education 

enrolment in Bangladesh has more than doubled since 1980. According to a report of 

Education Watch (2005), the rate of secondary education participation has increased to 

45 percent in 2005 from 33 percent in 1998. Within this general increase, girls' enrolment 

has significantly improved over this period because of increased incentives such as 

stipends and tuition w:aivers for girls from rural areas (Education Watch, 2005). Haq 

(2004) states: "This phenomenon may largely be attributed to the Female Secondary 

Educatio~ Stipend Progranune (FSSP) introduced by Government of Bangladesh (GoB) 

in 1994" (p. 31).The Government also provides tuition fees, sse examination fees, book 

allowances etc. for female students in rural areas and these all contributed to the 

increase of their enrolment (UNESCO, 2004) in recent years. 

Despite such encouraging statistics, the rate of discontinuation of education is very high 

is Bangladesh. A study conducted by Education Watch in 2002 involving 600 secondary 

level students shows that children increasingly need to go to work in rural areas which 
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prevents them from going to school (Education Watch, 2002, p. xxxvi). Thus poverty can 

be said to be the predominant cause of discontinuation in secondary education. Of all 

the enrolled students in secondary level, the drop-out rate of female students is 83.29 

percent (BANBEIS, 2005). This number is slightly better at 7.6.54, with male students. 

Generally the discontinuation rate is an average of 80.02 percent (BANBEIS, 2005) which 

means that only 19.98 percent of the students enrolled in secondary level eventually 

complete their education . 

2.1.4. Administration and Management 

In terms of the number of people involved, the education system of Bangladesh is so 

huge and important that it functions under two separate ministries. The Ministry of 

Primary and Mass Education (MoPME) is responsible for primary and mass education, 

while -the Ministry of Education (MoE) is responsible for secondary and higher 

secondary levels of education. MoE formulates all policy, planning and programs of 

secondary level, which is the biggest sub-sector of education in Bangladesh. There are 

various divisions under MoE to execute its functions. The Ministry executes its functions 

through its Secretariat which is headed by the Education Secretary, the Directorate of 

Secondary and Higher Education (DSHE), the Directorate of Technical Education (DTE), 

headed by Director Generals and nine autonomous Boards of Education. For field-level 

management <?f secondary education, the country has been divided into nine 

educational zones. Each secondary school within these zones is monitored and 

supervised by a total of 64 District Education Officers (DEOs) and 4 Assistant DEOs 

(ADEOs). 

' 
There are different types of management systems in schools which might result in 

differences in teaching context, as there are differences in a number of aspects among 

these schools. Some of these issues are discussed later in this study. There are two types 

of secondary educational institutions i.e. government secondary schools (or public 

schools) and non-government secondary schools (or private schools), differing in terms 

of ownership and management. According to the education statistics of the Ministry of 

Education .(MOE), currently only 317 out of 13,224 schools are run by the government 
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(MOE, 2005). Thus nearly 98 percent of the institutions are non-government schools 

which are called 'MPO (Monthly Payment Order) schools' where the government 

provides 90 percent of the salaries of teachers and staff, the cost of the physical 

infrastructure development and durable educational supplies and equipment (UNESCO, 

2004). The government schools are all located in urban areas and are mostly non-co­

education, whereas most non-government schools are pre-dominantly co-educational. 

Only 14.5 percent of non-government schools are for girls and 21 percent for boys 

(Education Watch, 2005). The average number of students per class varies from 68 to 79 

in all these three types of schools. According to a report of the National Academy for 

Educational Management (NAEM), the average number of students in each class of the 

public schools in urban areas, private schools in urban areas and private schools in rural 

areas are respectively 68,79 and 76 (NAEM, 2005b). 

School Managing Committees (SMCs) manage all non-government secondary 

institutions. These committees are comprised of teachers, businessmen, farmers and 

social workers. A UNESCO report on education in Bangladesh shows that these 

committees are responsible for the management of the schools: "This type of 

management structure was designed to provide participation of local stakeholders. It 

also provides the SMCs with the flexibility to hire teachers without going through a 

central bureaucratic system" (UNESCO, 2004, p. 28). The report also shows that such 

management has been designed to ensure community participation in the management 

of schools. Thus initiative is taken for successful management of individual schools. 

2.1.5. School Teachers 
' 

Teaching in schools is a vast employment sector in Bangladesh. School teachers vary in 

qualifications and levels of training in Bangladesh. Currently, a total of 238,158 teachers 

are teaching in the secondary level (BANBEIS, 2005). According to a report of Education 

Watch (2005), 58 percent of these teachers have a Bachelor's degree, 26 percent have a 

Masters' degree, while 13 percent of the teachers have only completed the Higher 

Secondary Certificate. A total of 3 percent of teachers have a minimum qualification of 

sse or below. There is, ~erefore, still a number of teachers who are teaching at 
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secondary level with educational qualifications of a low level. Teachers' educational 

qualifications in Bangladesh vary between rural and urban areas. Due to better payment 

and living standards, teachers who are university graduates prefer to teach in urban 

areas, whereas teachers· of rural areas are less qualified and trained (Hasan, 2004). 

Despite teachers' high social regard, they are paid low wages paid relative to the 

average earnings of people in·other professions across the country, both in urban and 

rural areas in Bangladesh. The average salary of secondary teachers ranges between 

$120-$1606 per month (Chowdhury & Farooqui, 2009) whereas the per capita income of 

Bangladeshi people is $470 (World Bank, 2007). A teachers' salary therefore arguably 

falls into the lower income bracket of the country. 

Under these circumstances, private tuition is a major source of earning for these 

teachers, mostly in urban areas. They supplement their inadequate remuneration 

through providing private tuition outside of school hours (Latif & Johanson, 2000). Most 

teachers provide such supplementary tutoring outside the regular class hours. These 

tutoring prepare students for year final examinations and public examinations. 

According to a report the Education Watch (2006), on an average, parents spend $214 

annually on each child to provide this private education. This report also shows that 88 

percent of students of public high schools and 78 percent of students of private high 

schools in urban areas receive private coaching or tuition. 

2.1.6. Teacher Training 

· Several institutions provide training to the teachers as teacher training is a major sector 
' 

of education. Teachers in different levels of education are required to have training in 

order to be eligible for the pay scale decided by the government in Bangladesh. At 

present, there are 54 public sector Primary Training Institutes (PTis) which offer a one­

year Certificate in Education (C in Ed) course for teachers of primary schools. Teachers 

at junior secondary and secondary levels are graduates from tertiary institutions with a 

6 All prices are in US dollars unless otherwise indicated. 
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one-year teacher training from a Teacher Training College (TIC) in Bangladesh. There 

are 11 such public sector TICs and about 50 privately owned TICs currently in 

operation (Haq, 2004), which offer one-year Bachelor of Education (BEd) courses. In 

some of the TICs, Masters in Education (MEd) is also offered for BEd degree or diploma 

holders. In addition, the Bangladesh Open University (BOU) offers a BEd course 

through distance-education mode. Various in-service short-term training courses on 

different subjects are also held in the National Academy for Educational Management 

(NAEM). These training programs are for both secondary and college teachers as well as 

for educational administrators . 

This discussion of the different systems of schooling, management and training of 

education insights the importance and vastness of the education sector in Bangladesh 

which-forms the backdrop of this study. In Chapters Six and Seven, participants make 

frequent references to some of the administrative and management related mechanisms 

mentioned above. 

2.2. English Language in Bangladesh 

English language has always been an important aspect of education in Bangladesh. 

Although Bangia is the native language of 95 percent of the total population of the 

country and people use this language in their everyday activities, English is taught 

compulsorily from year 1 to 12~ that is, for 12 years in all streams of education . 

. People in Bangladesh learn English to meet two kinds of needs namely academic and 

occupational. Academic needs are solely to do with study and include reading books in 

English, listening to lectures, writing essays, term papers and dissertations. In schools, 

students need to pass examinations in English since the subject is compulsory and they 

need it at tertiary level to read textbooks, understand lectures and write in exams. 

Students also need English to prepare themselves for higher studies since every year a 

number of students go abroad for higher studies. There has been an increase in the 

number of such students seeking admission into overseas universities for higher studies 
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and the need for learning English is consistently growing for this reason (Rahman, 1999, 

February). People also learn English for occupational needs. In business, industry and 

government, workers are increasingly expected to possess proficiency in English. In 

relation to the need for learning the English lang uage in Bangladesh, Imam (2005) 

reports "In Bangladesh it is now essential for even factory workers, who earn less than 

the minimum wage, to know some English, the language of the labels on goods and 

packaging" (Imam 2005, p. 480). 

The need for English language proficiency in obtaining successful jobs has created an 

incremental, societal, parental and learner urge to learn and use English. Hossain and 

Tollefson (2007) state "English is widely seen as offering economic advantage, and 

virtually all economic rewards accrue to English" (p. 255). More importantly, since 

Bangladesh is emerging as cr newly developed industrialised country, there is a need for 

increased communication with the outside world for various purposes i.e. job, foreign 

aid, mass communication. As a result of this growing demand for English, the concern 

to send students to English medium schools is also increasing. As Rahman (2007) states 

"The mushrooming of private English-medium kindergarten and primary I secondary 

schools and adult English language centers are evidence of the heavy demand among 

the population of English" (Rahman, 2007, p. 81). 

Proficiency in the English language is considered as an indicator of success since a good 

level of proficiency is a pre-requisite for getting a good job (Farooqui, 2007). In order to 

get into the public service, people have to pass competitive exams where English, again, 

is a compulsory subject. Regardless of the job description, private and multinational 

·organisations look particularly for proficient English language users because these 

organisations deal w ith people from overseas. Quader (1999, February) notes that in 

order to do well academically and to conduct one's work well in Bangladesh, one has to 

depend on English even though it now still has the status of a foreign (rather than 

second) language in Bangladesh. This feature will be discussed in the next section. 
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2.2.1. History of English in Bangladesh 

The English language teaching in Bangladesh has reached to its present form after 

enduring numerous changes along the way. It was the medium of instruction in schools 

during the colonial period that ended in 1947, with the creation of India and Pakistan. 

East Pakistan and West Pakistan were the two states that emerged out of the partition of 

British India. Although Bangia was the native language of 95 percent of the people 

living in East Pakistan (Khan, 2004), the national language for both the states was Urdu . 

.,.. English was used as the official language at that time. Furthermore, the denial of the 

demand of Bangia speakers to make Bangia one of the official languages became an 

issue of conflict between the two states of Pakistan. This resulted in a major conflict 

known as the 'Language Movement', in which many·people sacrificed their lives in 1952 
t 

to make it one of the national languages in Pakistan. In 1971, the land of Bangia speakers 

(East Pakistan) finally emerged as the independent Bangladesh. 

Due to such historical events, English suffered a serious setback because of the people's 

strong nationalistic sentiment for the mother tongue. Bari (2002) states that the 

martyrdom of the language movement left a deep impression on the younger generation 

and locked in the secular linguistic character of Bengali nationalism. Due to the nation's 

emotional attachment with the mother language Bangia, further increased by the 

Language Movement of 1952, English came under severe attack by the people of 

Bangladesh in the post-independence time. Many of them suggested abolishing English 

altogether from the education of Bangladesh. Through the passing of the Bengali 

Introduction Law in the employment sector in 1983, the Bangladesh government made it 

.compulsory for employees in government, semi-government and autonomous 

institutions to use Bangia in inter-office memos, legal documents and correspondence 

except in the case of communication with foreign countries and organisations (Rahman, 

1999b). 
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2.2.2. An Era of Change 

Change started taking place gradually as the government realized that, to keep pace 

with the growing demand of proficient English language users, it was necessary to 

retain English as a subject of study in the school curriculum (Rahman, 1999, February). 

English came to be recognised as an essential work-oriented 'skill' that was needed if the 

employment, development and educational needs of the country were to be met 

successfully. The report of the Bangladesh Education Commission (1974, in Khan 2004) 

defined the language policy. in Bangladesh for the first time. It emphasised the 

importance of learning English for the first time in the history of Bangladesh. One of the 

points of this report was as follows: 

It is not necessary to learn any language other than Bangia up to class V. From 

Class VI to Class XII, however, a modern and developed foreign language must 

be learnt compulsorily. For historical reasons and for the sake of reality, English 

will continue as a second compulsory language. (Khan, 2004, p . 113) 

The government started taking initiatives to ensure the improvement in the quality of 

English language education to turn its huge population into human resources for its 

economic development (Imam, 2005). To this end, an English language Teaching Task 

Force was set up by the Ministry of Education in 1975 in order to assess the situation of 

English language teaching in Bangladesh. According to the findings of this Task Force, 

the English proficiency of students in Class 9 was two years and in Class 12 four years 

behind the level that is assumed in their textbooks.· In 1976, English was introduced from 

Class 3 as a compulsory subject of study at the suggestion of the National Curriculum 

and Syllabus Committee (NCSC). This was the beginning of the development of English 

language policy in the education sector in Bangladesh (Khan, 2004). 

Major changes have been introduced in the curriculum since 1974, as a response to the 

need of raising the English proficiency of students. Educational policy makers began to 

feel that English could no longer be neglected by Bangladeshi people due to its 
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increasing role in national development and its vital role in commerce with the outside 

world (Rahman, 1999, February). Rahman (2007) points out the most important 

educational planning related to the teaching of English since independence, which can 

be listed as follows: 

• 197 4: English was made a compulsory subject from Class 6 to Oass 12. 

• 1976: English was introduced as a compulsory subject from Oass 3 to 

Oass12. 

• 1986: English was introduced as a compulsory subject from Class 1 to 

Oass 12. 

• 1992: The Private University Act was passed in Parliament. It resulted in 

the creation of private universities modelled mostly on the US system of 
' 

education operating through the English medium. This was done to 

enhance the employment potential of graduates and to stop students' 

declining standards in academic performance. 

• 1994: English was introduced. in undergraduate courses. 

• 1996: Compulsory English language foundation course was introduced in 

some state university undergraduate classes. 

• 1996: The retirement age of all government English teachers was raised 

by 3 years as a response to increased demands for English teachers. 

(Rahman, 2007, p. 76) 

This chronology clearly shows that English language education gradually received 

prominence in policy for all levels of education in Bangladesh. 

2.3. English Language Teaching in Bangladesh 

The grammar translation method was the common way of teaching language all over 

the world in 1970s and early 1980s (Brown, 2004) and it has always been the accepted, 

normative and policy endorsed norm for teaching English language at all levels of 
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education since the emergence of Bangladesh as an independent country in 1971 

(Chowdhury & Farooqui, 2009). This traditional method focused on grammatical rules 

and classes were taught in the native language with little use of the target language 

(Brown, 2004). In language classes, the focus was on rote learning- grammatical rules, 

memorisation of vocabulary and translation of text and written exercises (Chowdhury & 

Farooqui, 2009). 

Arguably, such English courses did not improve the skill levels of the students. As 

..,. Sultana (2004) argues, even though students in Bangladesh studied English for 12 years 

as a compulsory subject in their schools and colleges, they had a very poor 

communica~ve proficiency in English. She points out that the reason behind this was 

that the teachers taught with a major focus on grammar and form, rather than on 

meaning and communication. The English textbook was mainly a collection of prose and 

poetry, with supplementary grammar books, mainly consisting of grammatical rules. . . 

The main emphasis of this method was on grammar- encouraging students to learn the 

language but not how to use it in a given context (Hasan, 2004). Students practised 

translating disconnected sentences from Bangia to English and memorised essays, 

paragraphs, and letters from grammar books. Speaking and listening skills were neither 

a focus of classroom teaching nor were tested in the exam, resulting in a situation where 

in both teaching and learning, certain parts of the English curriculum were favoured 

over others (Chowdhury & Farooqui, 2009). Therefc:>re, students learned only the 

structure of the English language; they did not learn how to communicate in English 

using all the four skills of that language. 

2.3.1. The Development Projects and Change 

Change in English language teaching in Bangladesh started taking place since it was 

strongly felt that the existing English subject did not improve the skill' levels of the 

students adequately (Farooqui, 2007). The government realised that people's proficiency 

in the English language would help to enhance the tremendous potential of the 

Bangladeshi workforce and give more people the chance to earn a better living as the 

neighbouring countries such as India, Sri Lanka and Pakistan (Billah, 2004). These 
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countries earn much foreign exchange through exporting English skilled manpower. 

"Now, it has come to the realizations of our policy makers that we are being deprived 

globally in many fields due to the lack of communication ability of our graduates" 

(NAEM 2005a, p . 2). Khan and Ismail (2000, November) also note that Bangladesh 

realised that English language teaching should aim at equipping the learners with the 

ability to communicate and use the language effectively rather than merely being taught 

the rules of language. 

_,. To meet the consistently escalating demands for English proficiency, various projects 

started taking place in 1990s which were initiated by the Government, Non-Government 

Organisations (NGOs) and international developmental agencies (Farooqui, 2007; 

Rahman, 2007). These initiatives were taken to change the curriculum and for the 

improvement of teacher training. Table 2 shows the major projects of English teaching 

and learning improvement since 1990. This list is by no means comprehensive but it 

shows the trend that various development projects have started working towards the 

overall improvement of ELT in Bangladesh. 
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Projects 

Orientation of Secondary 

School Teachers for 

Teaching English in 

Bangladesh (OSS1TEB) 

Sector Improvement 

Project (SESIP) 

Teaching Quality 

Improvement Project 

(TQI) 

Funded by 

Department for 

International 

Development (DFID) 

Asian Development Bank 

(ADB) and Canadian 

International Development 

Agency (CIDA). 

Table 2: Major Development Projects in ELT in Bangladesh 

Year 

1990-95 

2005-2010 

All of these development projects aimed to enhance the quality of secondary education 

by improving the quality of teaching. The OSSITEB and ELTIP worked towards 

modifying the English curriculum, designing textbooks and teacher training. All other 

projects worked on improving teacher training facilities and strengthening in-service 
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and pre-service teacher training (Rahman, 2007). The last two decades thus saw a 

striking growth and renewal of interest in ELT in Bangladesh. English language 

education has entered into an era of innovation and restructuring which held promises 

for enormous change. 

The English Language Teaching Improvement Project (ELTIP) was a major project as it 

replaced the traditional grammar-based syllabus with a new syllabus which focused on 

a communicative approach with a view to enabling students to gain competence in 

... using English for communication. Before ELTIP was started, a baseline survey was 

undertaken in 1990 by the NCfB in connection with a British government Overseas 

Development Administration (ODA) project to survey the situation of English language 

teaching at the secondary level. This survey was carried out to help take initiatives in the 
' 

ELTIP project The findings of this project showed that "the majority of students did not 

have the proficiency required from them by their class textbooks. The situation was 

more serious in non-government rural areas" (Khan, 2004, p. 116). The new curriculum 

of ELTIP aimed to facilitate the teaching and learning of English with a methodology 

that would encourage students to acquire communicative competence in English 

through regular practice of these skills in the classroom. 

2.3.1.1. The English Language Teaching Improvement Project (ELTIP) 

EL TIP was co-funded by the Bangladesh government and the Deparbnent for 

International Development (DFID) of United Kingdom and it started in 1998. Run by the 

British Council and the National Curriculum and Textbook Board (NCTB), ELTIP aimed 

to improve the quality of English language teaching in secondary and higher secondary 

education in Bangladesh (EL TIP, 2000). The new curriculum involved a radical 

departure from previous teaching methods by transferring the focus from a grammar­

based, teacher-centred to a communicative, student-centred approach. 

EL TIP emphasised students' involvement in activities and aimed to improve the 

standard of English in terms of both teaching and learning by bringing changes in three 
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areas, namely textbooks, examinations and in-service teacher training (see also 1.1.2.1). 

Figure 1 shows the initiatives taken under ELTIP. 

Change in 
examination system 

Activities on reading, 
writing and grammar in 

realistic situation 

English Language Teaching 
Improvement Project 

Funded by GoB & DFID 
Run by NCTB & British Council 

l 
Introduction of new 

textbook & teacher' guide 

Focusing on communicative 
activities involving students in 

all four skills of English 
language 

Teacher Training 

To help teachers 
using the new 

textbook 

Figure 1: htitiatives taken under English Language Teaching Improvement Project 

Textbook 

ELTIP introduced new textbooks for the junior secondary level (Gasses 7 and 8), 

secondary level (Classes 9 and 10) and higher secondary level (Gasses 11 and 12) as part 

of the new curriculum. The textbooks were written by a team of Bangladeshi teachers 

who received training in the United Kingdom. The National Curriculum and Textbook 

Board (NCfB) in Bangladesh produces these books. All schools, from primary to higher 

secondary levels, use the same sets of books. The book English for Today is compulsory 

for Classes 9 and 10 in all schools. There is no option to choose an alternative textbook 
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for teaching English. Farooqui (2008) outlines the main features of the new text book as 

follows: 

• Getting students to participate in activities which involve all the four skills of 

English language; 

• Emphasising the teaching of listening and speaking skills; 

• Promoting small group and pair activities as the most conunon in class, 

interaction strategy. In every lesson, there is more than one activity involving 

students in pair work or group work; 

• Using a wider range of topics and themes that cover different issues and events, 

knowledge of different disciplines and subjectS. The social, historical, cultural 

and environmental factors of Bangladesh are reflected in this book. Reading texts 

and dialogues are on a variety of themes, such as, Space Technology, Using a 

Library, Exploring Mars, Sports and You etc.; 

• Using illustrations and diagrams to make the lessons more interesting; 

• Using many authentic resoUices in the text. For example, advertisements from 

newspapers, application forms for bank loans, newspaper articles etc.; 

• Teaching granunar in context-grammar is not taught separately; 

• Using English language as the only language of instruction. There is no option of 

using native language in any activity in the book. 

(Farooqui, 2008, p. 194) 

A teacher's guide has also been published with the textbook to help teachers in making 

lesson plans and getting answers to the exercises given in the textbook. In this guide, 

details have been provided of what a teacher should do before, during and after the 

class. For example, teachers have been instructed to make lesson plans before entering 

the class. 

Before you enter the class, you should prepare a lesson plan. If you are an 

experienced teacher, the plan does not have to be a detailed account of things 

you and your students will be doing in the class. It could be just an outline or 
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some points that will remind you of the activities you will be carrying out 

during the class. However, you should write or think about the following 

points before you enter the class. (Shahzadi, Rabbani, & Tasmin, 2002, p.ii) 

Teachers have also been given guidance on how to teach grammar and conduct 

activities involving all four skills of language. They have been suggested to make notes 

after the class on how the class went, what activities the students enjoyed and how a 

task or activity that went wrong could be improved. These notes are intended to 

_, stimulate reflexive practice among teachers and help them to plan and conduct the 

subsequent classes. The guide emphasises teacher's use of English as language of 

instruction: "Make sure that the language of cotnmunication between you and your 

students, and most importantly between students and students, should be English. This 
' 

is essential for the students to practise and develop their language skills" (Shahzadi, 

Rabbani, & Tasmin, 2002, p. i). It is intended that teachers will follow the guide while 

teaching the text. The teaching principles, as suggested in the guide are as follows: 

• Student-centred learning should take place. The teachers should guide and 

encourage students to participate in every activity; 

• All the four skills - listening, reading, writing and speaking, should be equally 

emphasised; 

• It is important for the students to learn to use English. 

(Farooqui, 2008, p. 195) 

Since one of main aims of the new curriculum is to encourage the practice of listening 

skills in English, there are many activities on listening comprehension. The book does 

not include any listening comprehension passages, even though exercises on listening 

comprehension are suggested in almost every lesson. The corresponding passages are 

given in the teacher's guide With the intention that teachers will read them aloud and 

students will do the exercises after listening to them. No audio cassette or compact disc 

(CD) has been provided with the book. 
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In short, the new curriculum stresses the need for students to learn to communicate in 

English rather than to just master the structure of the language. Chapter Seven discusses 

to what extent actual teaching practices espouse and follow the abovementioned 

guidelines and policy orientations, which constitute the key enquiry of this study. 

Examination 

ELTIP also aimed to change the examination system. The SSC examination, under the 

new curriculum, was held for the first time in 2003 when the first cohort of students 

completed work in the textbooks for Gasses 9 and 10. ELTIP had considerably changed 

the question pattern and format. The questions of the sse exams are now set to test 

students' use of grammar items within specific contexts - students are not examined on 

explicit grammatical knowledge as before. The writing tasks of the sse examination 
' 

held under the previous curriculum used to ask students to write on topics they 

memorised but the tasks in the writing section of the current examination provide the 

students with a realistic situation and an instruction to complete the task. It provides 

students both a context and a reason for engaging in the activities. ELTIP also aimed to 

orient markers to the standardised marking policy and procedures. For this end, 

workshops on marking, question-setting and classroom testing were conducted all over 

the country. In Chapter Six, some participants talk about the effect of this new 

examination system. 

Teacher Training 

One of the main aims of EL TIP is to train secondary teachers of English to teach in the 

communicative method so that they can use the newly written textbook to develop 

learners' competence in all four skills of the English language: "The goal of EL TIP is to 

contribute to the improvement in the quality of English language teaching in secondary 

and higher secondary education in Bangladesh. ELTIP is about changing teachers' 

classroom behaviour'' (Khan, 2002, p. 35). It focuses on helping teachers use the textbook 

in the class: "In ELTIP Training courses, teachers have been trained in communicative 

language teaching so that they can make the possible uses of the newly written 

communicative textbooks with a view to developing the four language skills (reading, 
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writing, speaking and listening) of their learners" (ELTIP, 2007,p. 3). An annual report 

on the EL TIP project ends with the following statement: 

ELTIP hopes and believes that more training programmes will be conducted in 

the coming years to develop teacher's basic understanding of communicative 

language teaching for Bangladeshi secondary school reality. It will enhance 

teacher's understanding and effective use of English for Today course book. The 

training will ensure the teacher's ability to make full use of teacher's guides, 

which is essential for effecting day-to-day classroom teaching. (ELTIP, 2007, p. 

8-9) 

The in-service teacher training programs of EL TIP are 15 days long and are conducted 
' 

by Regional Resource Centers (RRCs) and Satellite Resource Centers (SRCs). The RRCs 

are based in four major cities and support the SRCs for running training sessions. 

Through its seven RRCs and 27 SRCs, ELTIP trained about 17,328 teachers by June 2005 

(ELTIP, 2007). It aimed at training 34,560 teachers by June 2008 but the report was not 

yet available at the time this study was undertaken. 

Thus by introducing new textbooks, examination systems and teacher training, the 

government, through the EL~IP project, attempted to bring changes in the English 

language teaching and learning situation in schools of Bangladesh. 

2.3.2. English Language Teachers 

Teachers of English in Bangladesh traditionally enjoy greater esteem and are regarded as 

more knowledgeable than people in other professions. The current interest in ELT 

reform also means that they are perpetually at the centre of attention and discussion by 

both the school administration, the government as well as trainers and policymakers. 

As discussed earlier (see 2.1.5), in Bangladesh, English is taught by teachers with 

varying qualifications and levels of training. Teachers who teach English language in 

schools of Bangladesh do not need to have an academic degree in English or training on 
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ELT. They usually come to this profession after completing a Bachelors degree. Except in 

some urban areas, regardless of their academic background, teachers teach all subjects 

and there is no teacher just to teach the English language (Hasan, 2004). 

English language teachers in Bangladesh do not always have proficiency in teaching the 

skills of English language. As Hasan (2004) argues: "In most of the rural schools and 

many urban schools, the common picture is that their teachers are not .fluent in listening, 

speaking, reading and writing. They just know the grammar of English and how to 

I teach it" (Hasan, 2004, 2.5). 

• 

..& 

Educational qualifications of teachers who teach English in Bangladesh vary between 

rural and urban areas. People who graduate in English have the prospect of getting a job 

of high status and high salary. Such people rarely go for teaching English in rural areas. 

People have to get a good result in the SSC and the HSC or in the admission test in order 

to be allowed to study English in Universities or colleges. 

2.3.2.1. Training for English Language Teachers 

English language teachers receive various training programs which now mostly focus on 

the implementation of the new curriculum. The Bachelor of Education (BEd) is one such 

training course that provides teachers with professional training to build their 

understanding of the communicative approach. BEd training programs are carried out 

by the Teacher Training Colleges (ITCs) situated in different parts of the country, which 

offer one-year BEd courses. It was once offered only by public TICs alone, but due to 

the increase in the number · of teachers, currently some private training colleges 

administer these programs as well. In all, there are 11 public sector TICs and about 50 

privately owned TICs currently in operation (Haq, 2004). 

Teachers have the choice of taking the English language course while doing BEd 

training, which is an essential training for teachers of the secondary level in Bangladesh. 

The syllabus of BEd significantly changed after the innovation in ELT took place. The 
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English course in BEd focuses on the current content of the changed textbook as well as 

the teachers' guide (National University of Bangladesh, 2008, p. 34). It gives an overview 

of English in the Bangladeshi secondary curriculum and is linked to the needs of 

practicing teachers. On the whole, it focuses on encouraging ·communication in the 

classroom. In an evaluative study of the syllabus of the BEd training course, Rahman 

(1999a) states that it reflects the innovation that has taken place in English language 

teaching. 

Other than BEd, some other in-service teacher training programs are arranged 

exclusively for English language teachers. These in-service training courses aim to 

improve upon perceived deficiencies in initial teacher training by providing teachers 

with practical classroom skills and techniques to which they had so far not been 

exposed. The ELTIP in service training is one such training. Some other organisations 

have also arranged training programmes for the development of the teachers as ELTIP 

training facilities are insufficient compared to the number of teachers. Training for 

communicative English is also provided by the National Academy for Educational 

Management (NAEM) for teachers of both goverrunent and non-government schools. 

NAEM, in collaboration with the Ministry of Education, arranges 12-30 days training 

programs named the 'Communicative English Course' (CEC) and 'Communicative 

Language Teaching' (CLT) for teachers of secondary and higher secondary levels on the 

communicative approach. Such courses aim to enable the trainees to demonstrate 

enhanced proficiency in communicative English and to improve their own English, 

handle the new textbook efficiently and motivate learners to participate in various 

language practices. It also emphasises developing tests on listening, reading, writing 

·and speaking (NAEM, 2005). According to the training brochure issued to trainers of 

CEC. 

The course covers a wide range of basic classroom teaching skills and practical 

techniques for developing listening, speakin~ readin~ writing and 

communicative grammar using teaching aids and materials in class and other 
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areas of competencies in the light of English for Today and Teachers' Guide. 

(Ministry of Education, 2006, p. 2) 

These various initiatives have been taken by the government to implement the new 

curriculum by training teachers in the use of the new textbook following the 

communicative approach. 

2.4. Summary of Chapter 

This cha~ter outlined the education system in Bangladesh with particular focus on 

English language education. It started with a discussion of education and the schooling 

system followed by a section that described the current status of English language 

education and how its position has ch~ged over a period of almost four decades. The 

chapter ends with a detailed description of English language teaching in Bangladesh. 

This section also discussed the overall situation of English language teaching with a 

focus on teacher training and the development projects that have been initiated by the 

government to improve the ELT situation in Bangladesh. The numerous initiatives taken 

by the government, the non-government and international bodies reflect the awareness 

of the importance of English language education. Such issues form the core concern of 

this study, as outlined in the previous chapter. 

The next chapter, Chapter Three, discusses the theoretical framework and presents a 

review of the literature related to the implementation of curriculum innovation. It also 

presents a theoretical frame for the study. 
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DIFFUSION OF INNOVATION 1N ENGLISH 'LANGUAGE TEACHING 

The previous chapter showed how curriculum innovation has taken place in English 

language teaching in Bangladesh in recent years. Similar innovations have been taking 

place in the English language teaching of other countries in response to the evolving 

global need for competent users of the English language. As part of these innovations, 

the communicative approach has been introduced in many places to improve students' 

communication skills. Teachers are often trained to teach the new curriculum when such 

curriculum innovation takes place since such innovation necessitates corresponding 

changes in pedagogical practices and also because teachers are key players in 

determining the direction of the ultimate shape of the changed curriculum. New 

textbooks are often introduced as part of curriculum change in the English language 

teaching scenario where a communicative approach has been introduced. It is therefore 

important to arrange training for the teachers in order to use the new textbook and 

implement innovation by changing their teaching styles. Curriculum implementers thus 

arrange training and textbooks to make innovation successful by ensuring that teachers 

understand new policies and practices of the enacted curriculum. However, literature 

shows that such training does not always help teachers in implementing new teaching 

strategies. In their efforts to translate theory into practice, teachers encounter obstacles 

created by various socio-cultural issues. These issues might work as hindrance in 

. implementing the training arranged for teachers. Despite these obstacles, the ultimate 

objective is always that innovation still has to work. 

Using evidence from conceptual as well as empirical studies, this chapter presents the 

theoretical framework and a critical and detailed review of the literature related to the 

implementation of curriculum innovation and the introduction of training and textbooks 

as strategies that are used to change teaching practice in the transition phase of 

innovation. This review considers the rationale for using these strategies to implement 
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the i.rulovation of curriculum. Finally, based on the review of the literature and the 

research questions, a theoretical frame for the study is presented. Later chapters of this 

study allude to this theoretical framework in the analysis of the findings. 

3.1. Theoretical Framework 

This section starts with a discussion on innovations in English language teaching with a 

focus on communicative language teaching. It then explores the top-down approach of 

innovation in English language teaching. The importance of training to change teaching 

is then discussed. The next part explores the use of textbooks as another vehicle of 

curriculum innovation. The following section focuses on the importance of training in 

facilitating the use of a new textbook The specific importance of training to use a 

textbook written in the communicative approach is considered in the next part. The last 

part discusses other factors that might influence the implementation of a new 

curriculum. 

3.1.1. Innovatipn in English Language Teaching and Introduction of the 

Communicative Language Teaching 

Within the English Language Teaching (ELT) scenario, the Communicative Language 

Teaching (CLT) approach has been introduced as' part of curriculum innovation in the 

last four decades in many parts of the world (Butler, Lauscher, Jarvis-Selinger & 

Beckingham, 2004). The communicative approach started in the late 1970s in Europe and 

gained momentum in the early 1980s (Hu, 2002; Li, 1998). 

ELT has always played an important part in the education of many countries in the 

world. Nunan (2003) reports that most countries of the Asia Pacific region introduced 

English as a compulsory subject in lower-grade levels. Korea, Taiwan and Japan 

introduced English language instruction at the elementary level with an emphasis on 

developing oral skills in English (Butler, 2004). Wu (2001) mentions that as a response to 

the need for English, the Ministry of Education in China organised major curriculum 

reforms for schools and introduced major and non-major English programs at 
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universities nationwide. Hu (2002) also shows that the English language has gained 

importance and popularity in China as it is perceived as a language to promote 

international exchange. "English is perceived as a key to promoting international 

exchange, acquiring scientific knowledge and technological expertise, fostering 

economic progress, and participating in international competition" (Hu, 2002, p . 93). 

The growing demand for competent users of English in the job market, especially in 

developing countries, has also triggered the need for innovation in ELT. Stoynoff (in 

Stoller, 1994) argues that changes in the English language program take place in 

response to the evolving needs of ELT students, faculty and the educational programs 

themselves. This section discusses the concept of the CLT approach and why it has been 

introduced in those countries as part of curriculum innovation. 

Various countries of the world in recent decades have been implementing the 

communicative approach in place of the traditional grammatical approach since the 

traditional teaching-learning style of English failed to improve students' English 

language proficiency. In a study on the educational policy and practices in seven 

countries of the Asia-Pacific region, Ntman (2003) fonnd that some form of CLT was 

introduced in English language education in China, Hong Kong, Japan, Korea, Malaysia, 

Taiwan and Vietnam to improve the effectiveness of classroom teaching. Similar 

initiatives have also been taken in Turkey (I<trkgoz, 2007). The socio-economic histories 

of these conntries have seen the continuation of English language teaching following 

grammatical approach. CLT breathed in fresh air with the promise of a more effective 

pedagogical platform. "The basic goal of the policy is explicitly stated as the 

development of learners' ability to perceive the foreign language as an opportunity for 

communication and participation in classroom activities" (I<trkgoz, 2007, p. 179). 

Researchers (Anderson & .Wall, 1993; Hu, 2005; Khan, 2002; U, 2001; Nishino & 

Watanabe, 2008; Yumchi, 2006) report that this 'imported methodology' (Hu, 2005, 

p.635) has been introduced in these conntries to improve the English language 

proficiency of the people. 
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Many countries introduced changes in their English language education policies to 

improve people's English language proficiency in response to the growing need for 

English communication (Butler, 2004). Previous language instructions mostly focused on 

grammar and translation which did not help students to acquire sufficient 

communication skills, by contrast CLT emphasised learning English through 

communication. It promotes collaborative learning through pair work and group work 

activities and provides learners with opportunities to share information and learn 

through communication (Hu, 2002). Brown (2004) summarises the learning theory 

,... underlying CLT. He argues that CLT focuses on student-centred activities that involve 

real communication, promote learning and in which language is used for carrying out 

meaningful tasks. It also emphasises on providing students tasks which will equip them 

with the skills necessary for communication in contexts outside the classroom (p. 43). 

I 

f~· 
L 

The main reason for introducing CL T in Asian countries was to improve students' 

communication skills through promoting student centered learning (Gorsuch, 2000; 

Khan, 2002; Li, 1998; Littlewood, 2007). Littlewood (2007) claims that national policies 

and syllabuses of the English language in East Asian countries have shifted towards 

various versions of CLT to increase people's effectiveness in communication ."Educators 

and governments in East Asia are intensively addressing the need to increase the 

number of people in their population who can communicate effectively in English" 

(Littlewood, 2007, p. 243). Students are expected to interact with one another, either 

through pair work and group work or in their writings (Finocchiaro & Brumfit in Li, 

1998, p. 679). Activities are often carried out by students in small groups. Indeed " almost 

everything that is done is done with a communicative intent "(Larsen-Freeman cited in 

. Li, 2001, p . 150). 

Gorsuch (2000) states that the communicative approach was introduced in Japan in 1992 

and it was a marked contrast to the existing classroom practices which were concerned 

with grammatical form and translation of English literary text into Japanese. Little 

attention was paid to deveioping students' skill for communication. Unlike the 

traditional approach, CLT focuses on the functional aspects of language as well as on the 
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grammatical and structural features of language (Brown.. 2004). Celce-Murcia (1991) 

claims that language should be taught at the discourse level rather than at the level of 

sentence, as most traditional approaches do. Learners need opportunities to use the 

target language for communication and to learn the language through using it because 

CLT focuses on language learning for effective communication (Butler, 2004; Nunan, 

2003), as Savignon (1991) states: 

The focus has been the elaboration and implementation of program and 

methodologies that promote the development of functional language ability 

through learner participation in communicative events. Central to CLT is the 

understanding of language learning as both an educational and political issue. 

(Savignon, 1991, p. 265) .. 

As in other countries, CL T has been introduced in Bangladesh to increase the 

conun'unicative skills of people. The English Language Teaching Improvement Project 

(ELTIP) aimed to facilitate the teaching and learning of English within a communicative 

envirorunent that would encourage students to acquire communication skills (Farooqui, 

2008). The new curriculum was organized around student-centred activities based on 

communicative principles. "Introducing English at the earliest grade possible and' going 

communicative' were two recent English Language Teaching (ELT) policy initiatives to 

develop Bangladeshi human capital" (Hamid & Baldauf Jr., 2008, p. 16). 

3.1.1.1. Top-Down Innovation 

·Innovations in ELT have been introduced following a top-down approach in most of the 

countries discussed in the previous section. Markee (1997) claims that a more centralised 

innovation was introduced in developing countries, where decision makers use "power­

coercive strategies" (Chin & Benne, 1976) trying to force people to change or act in some 

way considered to be beneficial. This is usually tackled with an imposed set of plans 

(Rahman, 1999a). Smith and Lovat (2003) point out that this strategy results in quick 

changes because often sanctions or penalties are imposed by those in power. Sanctions 

can be in the form of paying teachers higher for teaching in new ways or setting 
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questions on new topics in students' compulsory examinations. Smith and Lovat also 

argue that in such situations, once the sanction or penalty is removed, implementers 

usually return to the previous system and do "what they were doing before the change 

was imposed" (Smith & Lovat, 2003, p. 198). Within innovative shifts, such forward and 

backward movement constitute some of the main concerns of this thesis. 

Generally it was the power-coercive strategy has been followed in introducing 

curriculum innovation in most of the countries in Asia. The model for such an approach 

is called the "Center-Periphery Model" (Markee, 1997). In this strategy, innovation is 

initiated by policymakers and officials of the Ministry of Education who are at the centre 

of the decision making process. They are people who are at the upper level in 

hierarchical position. Rondinelli, Middleton & Verspoor (1990) state that in such a 

model, decision makers derive the right to exercise authority based on the hierarchical 

positions they occupy in a bureaucratically organised institution. Teachers do not have 

the power to make decisions. They are merely asked to implement the decision that has 

been taken by the authority. As Markee (1997) states: "Teachers who are on the 

periphery of this decision making process, merely implement the decisions that are 

handed down to them" (p. 63). 

Similar power-coercive strategies have been followed in the innovative strategy in 

Bangladesh, as reflected in Markee's (1993) observation: "This occurs when a ministry of 

education decides to develop and disseminate a new syllabus country-wide" (p. 237). 

This strategy tries to force people to change or act in some way considered to be 

beneficial by the policymakers. Such a strategy assumes inertia in the system and is 

tackled witJ:t an imposed set of plans (Chin & Benne, 1976). Rahman (1999a) claims that 

educational policymakers of a country like Bangladesh where the educational ideology 

is authoritarian, have to deviate from the standard ideas of innovation where change is 

expected to occur from people as rational human beings. 

On the other hand, in developed countries like North America, Britain and Australia 

where the educational management follows a more decentralised tradition, curriculum 
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innovation takes place following a 'rational empirical strategy' (Chin & Benne, 1976). In 

such innovation, it is expected that people will automatically adopt the change if they 

are shown that benefits will come from adopting the innovation (Markee, 1997). Such a 

strategy provides information and attempts to convince teachers of the merit of the new 

curricula (Hayes, 1995). 

Innovations in ELT have been introduced following a top-down approach in most of the 

countries mentioned in previous section. However many countries still striving to 

_,. introduce CLT though such innovations (the top-down approach) have seen a lower rate 

of success (Li, 2001). In the Cllf!ent literature a host of researchers have criticised the top­

down Center-Periphery Model. According to Bailey (2000), for example, in such a top­

down approach to change, teachers are considered as the 'rank and file implementers of 

change' while bureaucrats are 'designers and advocates of change' (p. 112). Such 

changes do not take teachers' perspectives or expertise into consideration. They are 

asked to work on change that has already been introduced. As Bailey (2000) states: 

A top-down process of mandating change discourages teachers' abilities to set 

goals, develop skills, respond to feedback, and become engaged in improving 

their practice; instead, it encourages teachers to become dependent on the latest 

innovation, driving them further from a sense of their own expertise and 

professionalism. (Bail~y, 2000, p. 120) 

Top-down innovation has failed in many places possibly because it does not include the 

individual initiatives of teachers in making an innovation successful. Markee (1997) 

claims that teachers sometimes do not understand the change process in such a model of 

educational change because they are not given any power or recognition in taking part 

in the process. The Centre-Periphery Model essentially discourages such initiatives. "It 

turns teachers into passive recipients of change agents' dictates~~ (Markee, 1997, p. 64). 

Markee, (1997) also claims that despite the success of agents in' using this approach to 

force repeat change, research in North America, Britain and Australia shows that such 

imposed innovation does not promote long lasting, self-sustaining innovation. For 
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example, even though reform started taking place in ELT in China since late 1980s 

following a top-down approach but it failed to make the expected impact on ELT (Hu, 

2002). CL T was introduced as part of the reform but various factors worked as 

constraints on its adoption. Hu (2002) .also reports that in many parts of China, the top­

down promotion of CLT has not changed pedagogical practices in classrooms 

fundamentally. 

In spite of the efforts and resources expended, numerous Chinese teachers and 

learners of English do not seem to have gone through any fundamental changes 

in their conception of effective language instruction and in their daily practices. 

That is, CLT has not received widespread support and the traditional approach is 

still dominant in many a classro~m. (Hu, 2002. p. 94) 

Shim and Baik (2004) similarly report that in South Korea, conflicting demands have 

sometimes led to situations where teachers continue teaching in the previous style 

"teachers are left with no other choice than to write ·up reports that comply with 

government recommendations while continuing to practise examination-oriented 

classroom instruction" (Shim & Baik, 2004, p. 246). Pandian (2004) similarly notes that in 

Malaysia, teachers go back to their previous teaching style after the initial excitement of 

the innovation "when the initial euphoria of implementing the concepts laid down by 

the New Primary and Secondary School Curriculum under the notion of conununicative 

competence had died down, classroom teaching seems to have . returned to the chalk­

and-talk drill method" (Pandian, 2004, p. 280). 

3.1.2. Diffusion of Innovation Through Teacher Training and Textbook 

Diffusion of innovation is regarded as crucial in the field of language teaching since it 

provides curriculum specialists, material developers and teachers a set of guiding 

principles for the implementation of language teaching innovations (Markee, 1993). 

Textbook and teacher training are considered important strategies in diff\lSing the 

innovation since it plays important part in changing teachers' teaching practices and 

implementing ':\ new curriculum (Fullan, 2001; Hutchinson & Torres, 1994; Richards, 
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1998). The effectiveness of educational policy depends on teachers' pedagogical practice 

and their ability to carry out the proposals (Schmidt & Datnow, 2005; Widdowson, 

1993). The key player in any educational reform is the classroom teacher (Markee, 1993), 

who determines the direction and ultimate shape of the curriculum. According to Pullan 

(1991) therefore, educational change depends on what teachers · do and think - it is as 

simple and complex as that. "Teachers are at the heart of the reform process" (Hayes, 

2006, p. 154). Li (2001) acknowledges the importance of teachers' understanding of the 

new teaching approach as he argues "How teachers as the end users of an innovation 

perceive its feasibility is a crucial factor in the ultimate success or failure of that 

innovation" (Li, 2001, p. 163). As can be seen from this discussio~ teachers and their 

teaching practices are the means through which the success of innovation is ultimately 

translated. 

3.1.2.1. Teacher Training 

"Teachers are at the heart of reform process" (Hayes, 2006, p. 154) and therefore, teacher 

training is the main vehicle for the introduction of educational innovation as it is crucial 

in the preparation of teachers to implement a new curriculum. Lack of teacher training 

might lead merely to a different pattern of the · previous teaching style instead of 

bringing about new and enhanced practices. "If teachers are to implement an innovation 

successfully, it is essential that they have a thorough understanding of the principles 

and practice of the proposed change" (Carless, 2001, p. 264). Carless (2001) also claims 

"There is no curriculum development without teacher development" (p. 273). "Without 

sufficient training and support, even teachers initially enthusiastic about an innovation 

may become frustrated by implementation problems, turn against the project and revert 

to the security of their previous teaching methods" (Carless, 1998, p. 355). Vandenberghe 

(2002) similarly argues that it is essential to arrange training for teachers in order to 

implement an innovation successfully. 

Teacher training not only provides teachers with a set of skills to carry out specific tasks 

related to their jobs in hand within a well-defined role (Rahman, 2 001) but it also 

involves teachers acquiring knowledge or skills through appropriate individual or 
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group instruction (Sparks & Loucks-Horsley, 1990). Widdowson (1997) states that 

training provides specific instruction to teachers in practical techniques to cope with 

predictable events. Sparks & Loucks-Horsley (1990) also argue that trainers select 

activities such as lectures, demonstrations, role playing, simulation, micro-teaching etc 

to help teachers achieve the desired outcomes. In short, the role of teacher training in 

relation to the implementation of innovative changes cannot be underestimated. 

In-service training is an essential preparation for a new curriculum (Carless, 1997; 

Fullan, 2001). Carless (1997) argues "teachers need to be retrained with new skills and 

knowledge, particularly when the required methodology is highly different from the 

existing one" (p. 352). Fullan (1990) calls staff development itself a "strategy for 

implementation" (p. 4). He says that it is essential for any successful implementation of 

curriculum: "The essence of educational change consists in learning new ways of 

thinking and doing, new skills, knowledge, attitude etc. It follows that staff 

development is a central theme related to change in practice" (Fullan, 1991, p. 84). 

Teacher training plays various roles in diffusing innovation by developing teachers' 

perceptions of pedagogical practices. It is important to develop teachers' perceptions of 

what constitute good teaching when a new curriculum is introduced. Markee (1997) 

emphasises providing training to teachers to develop such perceptions. In addition to 

understanding new concepts and new ways to interact with the students, training also 

helps teachers to understand new ways to interact with students (Vandenberghe, 2002). 

Teacher Training in Top· Down Innovation 

Teachers' professional development through training works as a top-down approach in 

places where the new curriculum is applied following that approach. These training 

programs are centrally determined, where the central authority controls these programs 

to achieve targets of a long term program set by the government. Such expert-driven 

top-down approach runs the risk of casting teachers as 'technicians' whose job is to 

implement defined algorithms for teaching (Palincsar, 1999). Fullan (2001) and Miller 

(1998) claim that such programs cause 'separation from teachers' daily work' and 'lack 
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of transfer of knowledge into dassroom practice'. Butler, Lauscher, Jarvis-Selinger and 

Beckingham (2004) and Collins (1998) also criticise the traditional top-down approaches 

of professional development because these training programs are expert driven and are 

typically designed to provide teachers with information and resources which they are 

expected to translate into action. 

Such traditional approach of training has many limitations. Training programs arranged 

following the top-down approach are mostly offsite, in that trainees are taken outside 

!' the context where they teach. Roberts (1998) has outlined the positive aspects of such 

offsite training. According to him, teachers can reflect upon their own teaching practices 

when they are taken away from their daily routine. Such courses 'give teachers time out' 

(Roberts, 1998, p. 273). However, researchers criticise such training because offsite 

training takes the teachers out of the classroom realities even if it is important for in­

service programs to work with existing classroom realities (Bax, 2003; Bitan-Friedlander, 

Dreyfus & Milgrom, 2004; Hayes, 2006). Bitan-Friedlander, Dreyfus & Milgrom, (2004) 

similarly argue that teachers might have problems implementing offsite training 

programs since they do not deal with existing classroom realities. 

When, after taking part in an in-service program, the teachers return to their 

classes and attempt to implement an innovation, they are left practically alone to 

struggle with the interpretation and the solution of the various problems which 

arise out of their everyday teaching activity. (Bitan-Friedlander, Dreyfus & 

Milgrom,2004,p.608) 

Hayes (2006) argues that teachers are likely to discard the lessons learnt in such training. 
' 

"H teachers are asked simply to replicate techniques and activities from an in-service 

course, it is likely that they will try things once and discard them if not immediately 

successful" (Hayes, 2006, p . 148). Advocating the importance of onsite training, Bax 

(2003) recommends focusing on context rather than methodology saying that teaching 

will only be successful if teachers are trained to know how to deal with the context while 

teaching English following a communicative approach. 
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Any b'aining course should therefore make it a priority to teach not only 

methodology but also a heightened awareness of contextual factors, and an 

ability to deal with them--infact, to put consideration of the context first and 

only then consider the teaching approach. (Bax, 2003, p.283) 

On the whole, researchers have argued that teachers need to have both onsite and offsite 

uaining in order to implement a new curriculum (Carless, 2001; Roberts, 1998). Carless 

(2001) emphasises that teachers need training prior to and during the implementation 

with the support of school management and innovation b'ainers. He also focuses on 

teachers' needs to understand classroom applications of innovation especially in the 

context where teachers are not well trained or lack sound subject knowledge. He 

recommends that along with offsite b'aining, it is necessary for teachers to have onsite 

training, "to relate the innovation to the realities of the specific school context" (p. 264). 

Roberts (1998) also suggests arranging onsite activity along with the offsite since 

"implementation of training or of a new curriculum is done within the realities of one's 

school culture and classroom conditions, and furthermore that these conditions vary" 

(Roberts, 1998, p. 273). However, Roberts further argues that if providers design a 

teacher training program which takes place outside the context of the teaching, they 

should take into account some strategies which link the training with the context 

wherein they teach. One of the strategies he considers is "supporting teachers in · 

experiment and monitoring in their own classrooms" (Roberts, 1998, p. 238). 

Despite considerable argument in favour of and against the objectives of and 

motivations of teacher uaining, it can be said that without doubt that in the process of 

innovation, teacher uaining is one major vehicle of implementation that has to be 

considered. Later chapters of this study exemplify the tensions between training offered 

and their applicability in the classroom. 
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3.1.2.2. Textbook 

Along with teacher training, textbooks are considered another important way to diffuse 

innovation. A textbook helps teachers in many ways in teaching in new ways when 

changes in the teaching approach take place. McGrath (2006) calls it "Central element in 

teaching-learning encounters" (p. 171)._Regarding the importance of written materials in 

helping teachers implement a new curriculum, Hutchinson and Torres (1994) state that 

written material is structured and thus it helps to change the classroom practice: "the 

highly structured approach is more effective in getting curriculum change into the 

,... classroom" (Van den Akker in Hutchinson & Torres, 1994, p. 322). Similarly, according 

to Richards (1998), a textbook provides a map that lays out the content of the lesson and 

gives the structure of the entire course: "Only the textbook can really provide the level of 

structure that appears to be necessary for teachers to fully understand and 'routinize 

change'" (Hutchinson & Torres, 1994, p . 323). McGrath (2006) also agrees with these 

researchers and states that textbooks guide teachers in teaching "They will tend to 

dictate what is taught, in what order and, to some extent, how as well as what learners 

learn" (McGrath, 2006, p.171). 

Hutchinson and Torres (1994) also argue that the introduction of a new textbook relieves 

teachers from the burden of sole responsibility in introducing changes since an assumed 

group of people work behind the introduction of the textbook through its writing, 

publication and management. Moreover, these textbooks also create a supportive 

environment for teachers to work in as these textbooks are almost always based on 

findings from current theory and research. "The most effective agents of change will 

thus be those that can create the supportive environment in which teachers will feel able 

and willing to take on the challenge of change" (Hutchinson & Torres, 1994, p. 322). 
' 

The introduction of a new textbook with a changed curriculum saves teachers' work and 

helps them to concentrate attention on coping with the new method introduced in 

curriculum change. According to Hutchinson & Torres (1994), "Textbook saves time, 

gives direction to lessons, guides discussion, facilitates giving of homework, making 

teaching easier, better organized, more convenient" (Hutchinson & Torres, 1994, p. 318). 
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It relieves teachers from the burden of making new teaching materials by themselves 

and thus helps to concentrate on other things such as making lesson plans and 

managing classes (Hutchinson & Torres, 1994). Harmer (1991) supports this claim saying 

"good textbooks also relieve the teacher from the pressure of having to think of original 

material for every class" (p. 257). 

In particular, in the context of developing countries, textbooks are considered as an 

essential teaching material in implementing new curriculum. St. George (2001) argues 

.... that teachers are generally trained to be independent of text in developed countries 

because even if in these countries teaching resources are available, they occupy a 

dominant position in the school system. As Altbach & Kelly (in St. George, 2001) state 

"Textbooks contribute to the base of school knowledge in Third world countries" (p. 15). 

To implement an intended curriculum in 'developing countries, teachers are not offered 

t~aching resources to choose from; they have to teach from one textbook that is fixed by 

educational policy makers (Quader, 2001; Wall & Alderson, 1993). As previously 

mentioned, in the case of Bangladesh, this is English for Today, which was published as 

part of curricular changes. 

In many cases when a new textbook is published, a teacher's guide is also published as a 

part of the curriculum innovation to help teachers use the textbook "The teachers' guide 

is the main if not the only way curriculum writers can establish a direct link to teachers 

and clarify their intentions to them" (Shkedi, 1995, p. 155). It presents the material and 

activities to be conveyed to the students. Richards (1998) supports Shkedi' s claim saying 

that a teacher's guide can function as a teacher training manual by giving detailed 

advice on how to use a particular approach. It helps teachers in conducting classroom 

activities such as doing pair work and group work and by providing them with advice 

on how to do error corrections and possible approaches to grammar teaching in the 

communicative class (Richards, 1998). "Textbooks and teacher's manuals can help 

inexperienced teachers develop skills in teaching (Richards, 1998, p. 130). Hutchinson 

and Torres (1994) support this claim by saying: "Through structured scripts (particularly 
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when supported by a teacher's guide) it can show as explicitly as possible what to do" 

(Hutchinson & Torres, 1994, p. 323). 

English Language Teaching Improvement Project (ELTIP) introduced textbooks for the 

junior secondary, secondary and higher secondary levels to support the new approach 

in Bangladesh. The use of the textbook English for Today, which is the focus of this study, 

has been published as part of the initiatives taken by the EL TIP. The new curriculum 

. and this textbook both advocate a communicative learner-centred approach. The 

~ textbook is the only teaching material used in language classrooms - it is considered as a 
I 

core element that defines the curriculum. Course books at different levels are structured 

in a similar way. The learner is expected to develop his/her communication skills in 

writing, reading, speaking and listening. There is also an emphasis on the process of 

learning. Many activities are ]Jl.teractive, asking students to work in pairs and groups. 

English for Today is compulsory for Oasses 9 and 10 in all schools and there is no option 

to choose an alternative textbook for teaching English. A supplementary teacher's guide 

- Teacher's Guide for English for Today has also been published with the textbook to help 

teachers in making lesson plans and getting answers to the exercises. In this guide, 

detailed teaching and learning activities are provided for the teachers according to the 

new textbook, with suggested methods and time allotment for individual activities. 

In sum, researchers have emphasised introducing a new textbook in order to aid 

changes in the teaching approach when a new curriculum is implemented. If a textbook 

is introduced as part of a curriculum innovation, it helps the teachers with a structured 

guideline for teaching in the classroom. 

Teacher Training for the New Textbook 

When new teaching material is introduced as part of curriculum innovation, it is 

essential to arrange teacher training to introduce teachers to the new material because 

research has shown that teacher training impacts on teachers' perceptions and teaching 

practices (Campbell et al., 1998, Hasan, 2004; Hutchinson & Torres, 1994), as has been 
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discussed in the previous section Campbell et al. (1998) and Hutchinson and Torres 

(1994) argue that new textbooks must be accompanied by training sessions (both in­

service and pre-service training) so that teachers know how to use them because 

training affects how teachers use new teaching material in class. Figure 2 shows how 

teacher training and textbooks are used to implement innovation by changing teaching 

practice. Thes~ training programs help teachers effectively use the new textbook. 

Hutchinson and Torres (1994) argue 

~-'" If we are to understand the value of the textbook and fully exploit its potential as 

an agent of lasting and effective change, we need to see textbook development and 

teacher development as part of the same process. (Hutchinson & Torres, 1994, p. 

326) 

Curriculum 

~ 
Innovation 

~ D 
Teacher's Guide 

~ 
New Textbook ¢=:J Teacher 

(to help teachers use (to change teaching Training 
the textbook) practice) (to help teachers 

use the n textbook) 

Changed teaching 
practice 

Figure 2: Introduction of teacher training and new teaching material to change 

teaching practice in curriculum innovation (adapted from Hutchinson & Torres, 

1994; Richards, 1998). 

As has been argued before, it is essential to arrange teacher training when a textbook 

with communicative activities is launched for the first time. Hasan (2004) emphasises the 
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importance of teachers' familiarity with the newly introduced communicative approach 

in Bangladesh: "Introduction of communicative textbooks in schools necessitates for the 

teachers to be trained in communicative methodology of teaching English" (Hasan, 2004, 

5.4.4). Campbell et al. (1998) argue that unless training is provided, giving 

communicative material to teachers who are more familiar with the grammar translation 

method may not lead to any actual change in teaching practice. They argue 

Introducing new course books can have an enormous effect on the way teachers 

work. However, they are just as likely to have no effect at all if the teachers exploit 

them as if they were still using the older grammar translation, teachers-centered, 

knowledge-based books. (Campbell et al., 1998, p. 340) 

With a view to meeting these prerequisites, curriculwn planners in Bangladesh have 

arranged training for English language teachers to familiarise them with the new 

approach and thus make them able to use the new textbook effectively. These training 

programs introduce teachers to the concept of teaching following an interactive, student­

centred approach involving activities as pair work and group work. Teachers also learn 

effective ways of teaching different skills to the students as part of these trainings. 

"Successful change involves learning how to do something new" (Pullan, 1990, p . 4). 

Before ELTIP was launched, Sultana and Hoque (1995) argued that it was essential to 

arrange teacher training to implement the new curriculwn. They also argued that 

Perhaps the single factor that is most responsible for the falling standards of 

English in Bangladesh is the serious lack of trained teachers. Good books may be 

written, but if the teacher does not know how to use them, effective language 

learning will never take place. Therefore, teacher training is the priority issue in 

the whole of our ELT programme, and needs to be addressed inunediately and 

frontally. (Sultana & Hoque 1995, p . 3) 
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Teachers who are teaching in schools all over Bangladesh attend these training 

programs. Their backgrounds, educational qualifications and teaching contexts are 

vastly different. Upon completion of training, they return to teach in their own schools 

which are contextually different from others. Regarding the importance of the training 

programs arranged to teach the new textbook, Hamid and Baldauf Jr. (2008) observe: 

"Equally importantly, since teachers were the real users of the new EL T model, their 

training was essential for shifting their orientation to CLT from the old grammar 

translation-based methodology" (Hamid & Baldauf Jr., 2008, p. 17). 

Training programs arranged for English language teachers in Bangladesh follow the 

traditional top-down approach where "teachers are provided with information and 

resources that they are expected to translate into action" (Butler et al., 2004, p. 436). The 

Ministry of Education provides a guideline for designing the training program for 

teachers of elementary, secondary and higher secondary levels with details of the 

program's purposes, principles and total training hours. However, these training 

programs do not follow the 'rational-empirical' strategies of providing information and 

attempting to convince teachers of the merits of the new curricula, since the educational 

management in Bangladesh still follows a primarily centralised tradition. Regarding 

BEd training in Bangladesh, Rahman (1999a) states: "it is still influenced by the classical 

educational ethos that favours a top-down transmission of knowledge" (p. 61). With its 

'authoritarian educational ideology' (Rahman, 1999a, p.56), it has to deviate from the 

rational empirical strategy. 

These training programs emphasise transferring conceptual knowledge about the new 

curriculum. Rahman (1999a) claims that the BEd training focuses on the theoretical 

knowledge of the communicative approach: "Thus the principle underlying the syllabus 

appears to be the transmission of knowledge about the English language and about 

language teaching rather than on educating teachers to become able practitioners 

themselves" (p. 52). Such a principle is reflected in other training programs as well 

where the context and practical applications are usually not taken into consideration. 
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Researchers consider it essential to arrange teacher training to introduce teachers to 

changes when a new teaching material is introduced as part of curriculum innovation, 

since, as we have seen, training significantly impacts on teacher's perception, knowledge 

and teaching practice. Training has also been arranged in Bangladesh to implement the 

new curriculum by helping teachers teach the new textbook. 

3.1.3. Factors Influencing Teaching Practice 

In educational reform, decision makers should take contextual constraints into account 

along with providing good teaching material and in-service training (Pullan, 2001). 

Pullan argues that one of the reasons for the failure of educational reform is that 

planners often introduce changes without attempting to understand the situation in 

which the changes take place: "In short, one of the basic reasons why planning fails is 

that planners or decision-makers of change are unaware of the situations faced by 

potential i.mplementers" (Fullan, 2001, p. 98). 

Curriculum implementers arrange both training programs and textbooks to make 

innovation successful by ensuring that teachers understand the new policies and 

practices of the enacted curriculum. However, these do not always help teachers in 

implementing new teaching strategies. In their efforts to implement lessons learned in 

training, teachers encounter obstacles created by various factors. Kennedy (1988) claims 

that innovation operates within a hierarchy of interrelated social sub-systems and these 

various systems of the society might work as constraints in the process of curriculum 

innovation. He argues that cultural values shape participants' behaviours, which is the 

most powerful factor, followed by political conventions, administrative, educational and 

institutional practices. In different degrees and in different ways, these all shape 

participant behaviour. Orafi and Borg (2009) support this claim when they say "How 

teachers interpret, filter, modify, and implement curricula will be influenced by 

contextual factors in and around their workplaces" (Orafi & Borg, 2009, p. 244). Figure 3 

shows how curriculum innovation can be influenced by various factors in a given 

society. 
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Figure 3: Factors influencing implementation of curriculum innovation (adapted from 

Kennedy, 1988). 

Kennedy also argues that the effect of these socio-cultural issues varies from context to 

context - where even the same cultural factor might have much more influence than 

another in a similar context. Markee (1997) agrees with Kennedy and says that it is not 

possible to make a comprehensive checklist of variables that are likely to affect 

curriculum innovation. Indeed, it is not even possible to say which variables are the 

more important ones: "The relative importance of each factor varies from one context of 

implementation to another'' (Markee, 1997, p. 56). 

This section has discussed concepts related to the introduction of teacher training and 

textbooks as vehicles of curriculum innovation. It has also discussed factors that are 

likely to work as constraints in teacher's implementation of curriculum innovation when 

considering aforementioned changes in the secondary education of Bangladesh. 

3.2. Literature Review 

This section explores a number of empirical studies based on the concepts presented in 

the previous section. It presents a critical and detailed review of the literature related to 

the implementation of curriculum innovation and the introduction of training and 
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textbooks as strategies that are used to change teaching practice while an innovation 

takes place. The focus of this review is primarily on Asian countries as the teaching 

contexts are vastly similar to those in Bangladesh. It shows how teacher training and 

new textbooks have been introduced in these other Asian countries and what impact it 

has made in these countries. In addition, it discusses what other factors influence 

teaching practice in these similar contexts. 

3.2.1. Importance of Teacher Training in Diffusing Innovation 

Training programs and seminars are organised and in-service training workshops are 

conducted to facilitate the diffusion of innovation (Karavas-Doukas, 1995; Khan, 2002; 

Krrkgoz, 2008). Teachers' understanding is profoundly influenced by such training and 

it prepares teachers to implement a new curriculum by introducing them to the changes 

that take place as part of the curriculum innovation. As Ktrkgoz (2007) claims "The first 

element in the innovation diffusion process is how innovation is communicated to the 

practicing teachers, as the implementers of innovation" (p. 181). 

Empirical studies have shown that training influences teachers' perceptions about the 

new curriculum (Karavas-Doukas, 1995; Khan, 2002). For example, I<aravas-Doukas 

(1995) shows that secondary school teachers in Greece had negative perceptions of an 

innovation where a communicative syllabus was first introduced. Later it was found 

that teachers had an incomplete understanding of the innovation and this contributed to 

their negative perception. He shows that teachers' incomplete understanding of a 

communicative syllabus in a Greek school resulted in misconception about the 

innovation and it led to a negative perception of innovation. 

A study carried out by Khan (2002) support this claim in the Bangladeshi context. This 

study aimed to find the impact of an 'EL TIP' training which was offered as an in-service 

training to secondary school teachers in Bangladesh after the innovation in ELT took 

place. One of the aims of the study was to find if teachers' perceptions of the new 

curriculum had changed as an effect of the training. Data collected from four urban 
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schools in Bangladesh showed that the training had a positive impact on the teachers as 

they understood the reasons behind implementing the new approach of teaching. Most 

teachers agreed that teaching the four skills was useful and it enhanced students' 

involvement in classroom practice. 

Teacher training also plays a significant role in the degree of implementation of 

curriculum innovation in that it influences teachers' understandings and their classroom 

practices. When a curriculum is introduced, teachers need to first understand the new 

approach in order to implement change. Teacher training helps them to understand this 

(Carless, 1998; Hasan, 2004; NAEM, 2005b). In a case study conducted in Hong Kong, 

Carless (1998) showed how English teachers of primary schools reacted to and 

implemented an innovation: "If teachers are to implement an innovation successfully, it 

is essential that teachers have thorough understanding of the principles and practice of 

the proposed change" (Carless, 1998, p . 355). 

Another study conducted in Bangladesh by the National Academy for Educational 

Management (NAEM, 2005b) on secondary schools of the public and private sectors also 

shows the influence of training on teacher' understandings. The findings showed that 

only 28 of 126 teachers were trained in communicative English language teaching. These 

teachers were not aware of the professional responsibilities and one of the reasons was 

their lack of knowledge about teaching English. NAEM claimed that teachers' 

knowledge was not upgraded as they lacked subject-based training. 

Such influence of teacher's knowledge and perception on teaching practice makes it 

· important to have professional development training in order to implement 

communicative activities in the classroom (Li, 2001; O'Sullivan, 2001). In a study that 

was conducted by Li (2001) through a survey with South Korean secondary school 

teachers, it was found that teachers mentioned that without teacher training they found 

it difficult to take the risk of trying the communicative approach leaving the old 

grammar based approach. They did not have a sound understanding of how CLT 
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worked as they did not learn how to use it while teaching in the class by attending 

teacher training programs. 

Teachers need to participate in professional development programs and training to 

understand the communicative approach. O'Sullivan (2001) argued that teachers' lack of 

sufficient training presented teachers .conducting communicative activities effectively in 

classrooms in Namibia. The study aimed to investigate the applicability of the 

communicative approach in Namibia and showed that developing the professional 

capacity of teachers was important in the implementation of the communicative 

approach. The classroom observations showed that teachers found it difficult to 

implement communicative activities like pair work and group work since they did not 

have the experience nor were they trained to do it: "Teachers had never been exposed to 

these before and needed considerably more training to develop their ability to use them 

effectively" (O'Sullivan, 2001, p. 57). They felt the need of training in order to develop 

skills conducting for communicative activities in their classes. 

The importance of training in the effective practice of communicative activities has been 

reflected in another study conducted in junior secondary level in Bangladesh by 

Quayyum, Roy, Akhter, Haider and Huda (2000). This research was carried out to find 

out the effectiveness of the training program just after these teachers had received the 

newly introduced ELTIP training program in Bangladesh. The research aimed to see if 

these trained teachers were able to conduct pair work or group work activities with the 

students. Quayyum et al. collected data from 13 teachers who were teaching in the 

junior secondary level. Data were compared to a survey that was carried out with the 

·same teachers before they received the training. From classroom observation, the 

researchers found that teachers could use the pair work and group work activities 

successfully only after they had received training. The training helped them to involve 

the students in practising listening and speaking skills which was one of the changes 

required by the new curriculum. Teachers were observed in this study just after they 

had received their training when they expected to be observed by the trainers to support 

them in using CL T in their classes. This issue is discussed in more detail in Chapters Six 
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and Seven. Researchers called it the "activation stage of training" (Quayyum et al., 2000, 

p. 25) and pointed out that the same study might have yielded different results if it had 

been carried out a year later because the effect of the training was still fresh in their 

minds at the time of the observation. It is however not certain from this study whether 

the training helped the teachers in Bangladesh to develop their understanding in the 

same way as it helped teachers in other countries of the world and this needs more 

investigation. 

3.2.2 Importance of Textbook in Diffusing Innovation 

Education policy makers have long considered instructional material to be an essential 

component of instructional design in communicative language teaching. As seen, as 

part of curriculum change, textbooks are introduced in many places where the 

communicative approach has· been introduced to teach the English language. The 

literature shows that textbooks have been introduced to support such new approach in 

Japan, Singapore, China, Sri.lanka and Bangladesh (Hasan, 2004; Skuja-Steele, 2005; Wall 

& Alderson, 1993). More specifically, Silver and Skuja-Steele (2005) argue that textbooks 

have been written to align with the mandated syllabus in Japan, Singapore and China. 

Textbooks were introduced in these countries to establish unifonnity in teaching content 

across schools. "Policymakers may see a unified syllabus and approved textbooks as 

means to ensure similar content and high quality instruction across schools: all students 

receive the same materials and, therefore, the same opportunities for learning'' (Silver & 

Skuja-Steele, 2005, p. 116). Indeed, some other studies on curriculum innovation in ELT 

· have shown that textbooks were published as part of curriculum innovation in Greece, 

Turkey and Libya (Karavas-Doukas, 1995; Krrkgoz, 2007; Orafi & Borg, 2009). 

Textbooks are considered an essential teaching material in implementing new 

curriculum in developing countries as has been shown in a study conducted in Ethiopia 

by St. George (2001). She argues that teachers have weak subject knowledge and are 

poorly trained in Ethiopia and textbooks help these teachers to enact changes in the 
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curriculum by providing detailed guidelines. In such conditions where they know only a 

fraction more than their students do, "textbooks are necessary to guide the teachers in 

implementation of the content and to propose more effective teaching techniques" (St. 

George, 2001, p. 16-17). 

Along with the new textbook, a teacher's guide is also introduced in many places to help 

teachers use the new textbook (Farooqui, 2008; Karavas-Doukas, 1995; Shkedi, 1995). In 

Greek secondary schools, a teacher' s guide was published along with textbooks as part 

of the curriculum innovation which advocated a communicative learner centred 

approach (Karavas-Doukas, 1995). 

However, although a teacher's guide helps in many ways in teaching, the literature 

shows that teachers do not always follow the teacher's guide (Shkedi, 1995). The study 

of Shkedi (1995) in Israel shows that although some teachers were in favour of using a 

teacher's guide as it helped them to have ~m overview of a curriculum unit and deal 

with material that was new, most of the teachers interviewed expressed the opinion that 

they could get along using the textbook without any reference to the teacher's guide. 

They preferred to adopt the curriculum to their own instructional needs rather than 

adhering to the guide. They said that they used the teacher' s guide by choosing among 

suggestions and adopting them to their needs, deciding on additions as necessary (p. 

163). Teachers stated that they did not need to use the teacher' s guide since a good 

textbook itself served the purpose of the guide by fulfilling their instructional needs. 

3.2.2.1. Teacher Training for New Textbook 

The importance of training in practicing activities following the communicative 

approach has been reflected in an empirical study conducted in Bangladesh by Hasan 

(2004) who establishes a theoretical framework for the analyses of different components 

and levels of curriculum development. Data collected through questionnaires show that 

teachers were not familiar wi~ the teaching method of the textbook which was newly 

introduced when the study was conducted The classroom observations showed that the 

teachers taught only writing and reading skills, leaving most parts of English for Today 
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untouched. Hasan states that teachers were not familiar since they did not have training 

on the new teaching method; that teachers' lack of training was one of the reasons for 

teachers' failure in understanding the approach of the revised English for Today book in 

Bangladesh. They did not know how to teach listening and speaking skills since they did 

not receive any in-service training for teachers addressing these components. 

Many teachers were not acquainted with the modem development in the field of 

language teaching. They failed to understand the approach of the revised English 

__. for Today books. They failed to adopt a communicative method and left many parts 

of the books untouched. (Hasan, 2004, 7.2) 

He argues that teachers' ability to conduct classroom activities is very important in the 
' 

application of the communicative approach and they need proper training in order to 

develop the ability. The current study shows the importance of introducing training 

when a new textbook is launched. 

3.2.3. Factors Influencing Teaching Practice 

This section of the literature review discusses some of the practical and conceptual 

concerns that have affected the implementation of CLT. The literature discussed here 

indicates that even after receiving training, teachers cannot apply the training to 

implement the innovation by introducing the new teaching methodology. Contextual 

factors which do not support the changes that the innovation promotes, hinder the 

implementation of the new curriculum. Karavas-Doukas (1995) shows, in his study on 

the implementation of curriculum innovation in Greece, that teachers stated various 

contexual factors which made them reject the innovation. "The failure of the innovation 

to cater for or mesh with the realities of the classroom and wider educational context 

were found to be important causes of teachers' resistance to or rejection of the 

innovation" (Karavas-Doukas, 1995, p. 66). Studies conducted by other researchers have 

also reflected this finding (Hasanova & Shadieva, 2009; Hu, 2002, 2005; Nishino & 

Watanabe, 2008; Sinha, 2006). Some of these are discussed in the following sections. 
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Factors discussed here have been grouped according to the factors mentioned by 

Kennedy (1988). Although this part discusses some studies conducted in Bangladesh, it 

mainly focuses on studies conducted in Asian countries since CLT has been introduced 

as a top-down approach in these countries (Nunan, 2003) and the teaching contexts are 

more or less similar in these countries. Since most of these studies have reflected 

teachers' voices, the findings reflect what teachers consider important in implementing 

new teaching methods. This is important for the current study which also investigates 

teachers' voices. 

3.2.3.1. Cultural Factors 

Different aspects of the manners of a particular group or the values and knowledge of a 

society impact on its teaching practices. ·studies have shown how the culture of learning 

influences the implementation of the communicative approach in China and Japan (Hu, 

2002; Nishino & Watanabe, 2008). 

The communicative approach failed to make the expected impact on ELT in China and 

as a reason for that Hu (2002) mentions that the culture of learning worked as one of the 

main constraints on the adoption of educational innovations of foreign origin in the 

Chinese context "Some of its most important tenets and practices clash with 

expectations of teaching and learning that are deep rooted in the Chinese culture of 

learning" (Hu, 2002, p. 94). Traditional Chinese culture embodies philosophies about 

the nature of teaching and learning which are different and even opposing to the 

philosophies embedded in CLT. The learning strategies and roles and responsibilities of 

teachers and students embodied in Chinese culture are quite different from those 

assumed by CLT. "Education is conceived more as a process of knowledge accumulation 

than a process of using knowledge for immediate purposes, and the preferred model of 

teaching is a mimetic or epistemic one that emphasises knowledge transmission" (Hu, 

2005, p. 653). Such differences pose challenges in the implementation of CL T. 

In addition to the concept of 'education', the culture of the teacher-student relationship 

also impacts on teaching. While describing the Chinese culture of learning, Hu (2002) 
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explains that Chinese students are expected to respect and cooperate with their teachers 

and not to challenge or present their own idea~. This threatens the core of the 

communicative approach which encourages students to interact with teachers. This 

issue of the culture of learning was also an influential factor in implementing CLT in 

Japan (Nishino & Watanabe, 2008), as students considered teacher-centred instruction 

more important and effective than learner-centred instruction, since the latter demanded 

additional responsibilities on part of the learner, some of which were at odds with the 

social positioning of the Japanese student in relation to their teachers. 

3.2.3.2. Political Factors 

Issues which resulted from the socio-cultural structure of a country sometimes impact 

on teaching. The use of English is one su~h issue. 

Use of English 

The perceived value and use of English in a given country influences teaching (Hu, 

2005a). Due to the increasing socio-economic development in China, there is a growing 

demand for English proficiency in various professions in developed regions whereas 

there are fewer opportunities to use English in less developed regions. This difference 

has created attendant difference in values which results in disparity in the teaching­

learning of English (Hu, 2005a) across different regions in China. 

Hasan (2004) found similar differences in students' use of English between urban and 

rural areas in Bangladesh. Due to globalisation, people of urban areas now have wider 

access to the Internet, satellite television and English newspapers. These facilities give 

them chances to use English in greater ways than their regional counterparts. Students 

of rural areas do not get the chance to use these; thus they are not exposed to the English 

language through these communication teclmologies: "This opportunity is not plainly 

distributed to all population of the country across villages and towns ... Students from 

urban areas are seen to go to cyber cafes, watch cable. television while rural students lack 

these facilities" (Hasan, 2004, 2.3.2.1). However, Hasan's study did not show whether 
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this difference impacts on teaching and creates regj.onal disparity in Bangladesh. The 

current study addresses this issue in later chapters. 

3.2.3.3. Administrative Factors 

This part discusses factors related to the management of schools. These factors are 

decided by the central authority of education. 

Low Income 

Teachers' low income has been seen as an important influential factor in determining 

teaching practice (Crookes, 1997; Hasanova & Shadieva, 2009; Tudor, 2001; Yumchi, 

2006). Tudor (2001) claims that differences in teachers' payments sometimes cause 

'divergence in teachers' qualifications and this in turn impacts on their classroom 

teaching. 

Inadequate training, low status or poor salaries can seriously undermine 

teachers' ability to invest the time and energy which is required to help students 

find that essential sense of personal meaningfulness in the learning process. 

(Tudor, 2001, p. 213) 

Low income also influences teaching by reducing teachers' motivation to implement 

new methodology. Yumchi (2006} mentions this factor as one of the challenges 

Palestinian teachers of English face in their work She says "Teachers' low salary (about 

$350 per month), plays a role in reducing their motivation to spend more time on lesson 

preparation 'or in helping their students after hours" (Yumchi, 2006, p . 864). Hasanova 

and Shadieva (2009) also mention that highly qualified teachers left the profession of 

teaching in Uzbekistan when the salary range degraded as a result of political issues. 

The people, who are still in the profession, are less motivated to implement the new 

methodology as they do not find the salary supportive enough. "Those who remain 

seem less passionate about devoting time and energy to understanding the new 

methodologies promoted by the current curriculum. This attitude is perhaps 

THE NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE n 



; ,... 

I 
I 
I 
I 

understandable, given that supporting oneself on a teacher's salary has become 

increasingly difficult" (Hasanova & Shadieva, 2009, p. 142). 

In addition to lack of motivation, teachers sometimes do not have enough time for 

classroom teaching as a result of earning low wages. While investigating the factors that 

influence second and foreign language teachers and their teaching, Crookes (1997) 

mentions that teachers' low earrring works as a hindrance to professional development 

activities since teachers are obliged to take a second job to cover the expenses of life and 

it takes time away from developing their professional abilities. Crookes also mentions 

that teachers in such situations put pedagogic concerns as their second priority, setting 

' survival' at the top. This point has been further supported in an empirical study 

conducted by Shamim (1996) on classroom teaching in Pakistan. She mentions that 

teaching in the new methods demands more time and energy of the teachers. The data of 

the ca5e study conducted in Pakistan reveal that if teachers are not paid high enough 

and this remains unchanged, the classroom might not be taught in newer ways. 

In Bangladesh teachers receive very poor payment, especially in rural areas (Quader, 

2000, November). In a study in Bangladesh, Khan and Ismail (2000, November) 

highlighted the conditions of teachers in rural areas. They state t:hat combined with a 

meagre income and a low status work in a drab work environment, teachers find 

themselves low down the social ladder. These studies do not show whether teachers' 

low income affects their motivation as it does in other teaching contexts. 

3.2.3.4. Institutional Factors 

This section discusses the more immediate, tangible physical circumstances of the 

classroom that pose obstacles in the way of effective implementation of the 

communicative teaching. Factors such as large class sizes and lack of teaching time both 

have been seen as major hindrances in the variety of settings. 
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Class size 

Class size is considered as one of the most important institutional factors that influences 

classroom teaching (Li, 1998; Nishino & Watanabe, 2008; Sinha, 2006; Su, 2006). In a case 

study conducted in a South Korean secondary school English teachers' understanding of 

the implementation of CLT, Li (2001) shows that while teachers talk about several 

different reasons, all of them think that class size was invariably a problem in 

influencing CL T practices in the class. They said that even though practising speaking 

skills and monitoring the students' activities closely were two important characteristics 

' ,.. of this approach, these two activities were difficult to conduct in a Korean class which 

usually consisted of 48-50 students at the secondary level. It was difficult for a teacher to 

physically move around to monitor what students did in class. Thus teachers felt that 

classes consisted of such a huge n~ber of students worked as a major hindrance to 

implementing the communicative approach. 

A more recent study conducted by Su (2006) in Taiwan yields similar findings and 

shows that classes with large numbers of students created problems causing noise. Titis 

research aimed to find what the teachers of elementary level thought about government 

policies with regard to making English compulsory at the elementary level. The data 

show that the teachers do support the policy but· they mention several factors which 

work as obstacles in teaching English and, once again, class size appeared to be a major 

reason among them. If everyone starts doing communicative activities such as pair work 

and group work, the class becomes noisy, raising objections from the teachers from the 

next class. Thus they find it difficult to implement such activities in a large class room. 

Such finding is also reflected in a study conducted in Japan by Nishino and Watanabe 

-(2008) who claim that classes of 30-40 students in Japan do not present "optimal 

conditions for communicative approach" (p. 135) 

Sinha (2006) conducted a survey involving 50 teachers of the secondary and higher 

secondary level in Bangladesh to identify the difficulties these teachers faced with the 

new method and the new textbook. Data collected through questionnaires show that 

93% of the teachers mentioned 'large class size' as the main problem in implementing 
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the new approach while teaching the new textbook The rest of the participants 

mentioned it as a problem 'to some extent' but everyone chose it as a problem. This 

study, however, did not show why the large class was a problem for the teachers or 

what problems teachers faced as a result of having a large class. 

Time 

In addition to class size, limited time for instruction was another major reason 

mentioned by teachers. Karavas-Doukas (1995) reveals that three hours of English 

language instruction in secondary level in Greece was inadequate and teachers claimed 

it to be a major constraint in implementing the innovation that aimed to change the 

English language teaching scene in a radical way. Lack of teaching time is also 

mentioned by Krrkgoz (2007) as a major constraint in implementing CLT in Turkey as 

teachers do not get enough tinle to complete the syllabus. "The teaching hours allocated 

for each grade made it difficult to complete the syllabus and do some additional 

activities" (Krrkgoz, 2007, p. 186). 

3.2.3.5. Educational Factors 

Sometimes, factors which are part of or caused by the educational system of a country 

impact on teaching. These issues have been discussed in this section. 

Examination 

Examination has also been considered as yet another important educational factor that 

influences students', teachers' and parents' attitudes alike and ultimately influences 

classroom behaviour (Chen, 2003; Luxia, 2005; Wall & Alderson, 1993). A number of 

empirical studies have been conducted on the effect of examination in classroom 

teaching and these studies show that the nature of the exams significantly influences 

classroom teaching practice. Literature suggests that in many countries where teaching 

has become more communicative, the nature of testing still operates within the 

traditional pattern consisting of discrete items, lower order thinking and a focus on form 

rather than meaning (Brown, 2004). Even within an effectively communicatively 
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oriented teaching program, tests given to assess performance tend to emphasise the 

learners' knowledge of discrete grammatical points because these are the kinds of tests 

and test items that exist (Eckes et al., 2005). If students are given such tests, they will 

want to be taught in a way that ensures them a 'pass' which defeats both the teachers' 

and the students' goal of enabling students to actually use the target language in 

everyday communicative events. "Teachers and learners alike will be reluctant to 

embrace any curriculum change that is not reflected in the targets set by the major 

examination boards" Genkins, 2006, p. 42). 

Literature on the impact of examinations therefore shows that tests exert a powerful 

influence on how teaching takes place in the classroom, as discussed above. However, 

the effect of such examinations on classroom teaching is termed 'washback' (Wall & 

Alderson, 1993). As Andrews, Fullilove and Wong (2002) state "the term 'washback' is 

used to refer to the effects of test on teaching and learning, the educational system and 

the various stakeholders in the education process" (p. 208). This washback effect is not 

the same everywhere. It operates in different ways under different situations and many 

factors work behind the influence of the test. The next two sections discuss the impact of 

examinations and the factors that cause such differences. 

Examination exerts an impact on how teaching materials are actually used in the 

classroom (Chen, 2003; NAEM, 2005a; Wall & Alderson, 1993). It narrows the 

curriculum by making the teachers focus on those items which are instinctively deemed 

as important for the examination. Wall and Alderson (1993) studied the impact of tests 

on how teachers chose their teaching content from the textbook in a study conducted in 

Sri Lanka. Although a textbook, based on the communicative approach, was published 

as part of the curriculum innovation in Sri Lanka, teachers still placed importance on the 

public examinations which led the teachers to teaching to the test, rather than to the 

stated objectives of the textbook. As Wall and Alderson (1993) argue: 

For teachers, the fear of poor results and the associated guilt, shame or 

embarrassment might lead to the desire for the pupil to achieve high scores in 
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whatever way seems possible. 1his might lead to 'teach to the test' with an 

undesirable narrowing of the curriculum. (p. 118) 

This study also showed that some teachers did practise all the activities of the textbook 

with students as the examination was meant to test any of the contents in the textbook. 

However, even in such cases, listening lessons were consistently skipped over since this 

skill was not tested. The findings of the research show that teachers may not use the 

material in the way the designers of the book expect them to. They teach in a way that 

helps students to get a good score regardless of fulfilling the objectives of the book. The 

result of this study is reflected in more recent studies conducted in Japan (Gorsuch, 2000; 

Nishino & Watanabe, 2008). Gorsuch (2000), for example, reveals that preparation for 

the university entrance examination had a major influence on Japanese high school 

English education. He also mentions that students' expectation to prepare them for the 
-

university entrance examination resisted teachers attempt to use English as a language 

of classroom instruction. Since speaking and listening skills are not tested in 

examinations, students did not see the use of English as the language of classroom 

instruction. 

Examinations are seen to enhance the use of parallel examination materials in many 

places (Spratt, 2005). Teachers emphasise making students familiar with examination 

techniques because they want students to practise the questions which reflect the 

techniques considered useful in the examination. Alderson and Wall (1993) show that 

teachers use examination related publications more as the examination gets closer. 

Teachers want them to obtain good results by practising those papers repeatedly. A 

·study conducted by Andrews, Fullilove and Wong (2002) shows how change in the 

public examination affects the nature of teaching in Hong Kong. Teachers spent two­

thirds of the class time using published examination related papers to prepare students 

for examinations in the classroom. Spratt (2005) calls these teachers 'exam slaves' since 

they practise past exam papers to prepare students for examination. 
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However, the degree of this impact of the examination varies for a number of reasons. 

The importance of a test also influences how greatly it will affect teaching practice. 

High-stakes tests affect teaching by narrowing curriculum to practical and immediate 

needs of students (Crocker, 2005; Popham, 2001; Shohamy, Donitsa-Schmidt & Ferman, 

1996; Spratt, 2005). High-stakes test are those tests which are seen by students, teachers, 

administrators as an important decision maker. A person is expected to score high in 

such examinations and is judged in the society by the result Popham (2001) argues that 

it is very common to see that teachers do not pay attention to any subject that is not 

included in the high-stake test. He argues: 

If people find themselves in a context where the rewards come from X and there 

are no rewards for Y, which do 'you think will typically be promoted? Teachers 

are no more or less susceptible to such reward/ punishment structures than 

anyone else. (Popham, 2001, p. 19) 

Regarding the effect of high stake tests, Crocker (2005) similarly argues: 

With high-stakes assessments, teachers will be shackled to teaching content that 

is easily tested in restricted formats and forced to subvert their professional 

judgment and restrict their efforts to covering only that content likely to appear 

on high-stakes tests at the expense of more comprehensive student learning. 

(Crocker, 2005, p. 165) 

In China, where the English test is a high stake test, Luxia (2007) shows that teachers and 

·students fdcus on the items important for examination: "Teachers and students focused 

only on the aspects of writing that they believed would help to achieve higher test 

scores, while completely ignoring the need to be able to write communicatively in real 

life situations" (p. 65). Shohamy et al. (1996) note that since high-stake tests have 

important consequences, this can in turn shape the teaching and learning situation. For 

this, it is important in many countries that policy makers bring corresponding changes 

to high-stake tests. 
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The extent of the effect of tests on teaching sometimes depends on the amount of 

pressure administrators place on teachers for a better score for the students. Principals 

put pressure on teachers to do well in examinations to gain a good reputation for the 

school because, as Chapman and Snyder ( 2000) mentions, schools and teachers are 

sometimes evaluated on the basis of students' scores in the examination. Teachers can 

even withhold new instructional and teaching practices for fear of disadvantaging the 

students on the examination (p. 460). 

These studies show that examination exerts a powerful influence on how teaching takes 

place in class. Many factors work behind influences of the test The washback effect is 

particularly strong when it is a high stake test. The sse is a high-stake public 
I 

examination in Bangladesh. The result plays a crucial role in the decision on college 

admission. According to the studies conducted, this examination has a strong washback 

effect and since it still follows the traditional system, it is likely to have the effect of 

curricular reductionism. Although the new sse examination has been in operation since 

2002, insufficient research has been carried out to investigate its effect on classroom 

teaching. This study addresses this issue to find out the impact of the format and social 

expectation of the SSC examination on classroom teaching in Bangladesh. 

English Language Proficiency 

In addition to the impact of examinations, the English language proficiency of teachers 

and students plays a significant role in teaching practices. Literature shows that 

· teacher's English language proficiency level significantly impacts teaching (Nunan, 2003; 

Orafi & Borg, 2009) While exploring policies and practice in China, Nunan (2003) shows 

that the communicative approach which is the current trend of teaching English 

language cannot be applied properly due to a lack of teachers with a high level of 

proficiency in English. The situation is more serious in rural areas than it is in urban 

areas due to fewer proficient teachers in these areas. Nunan finds similar differences in 

the teaching practice in Malaysia. This study reflects findings by Orafi and Borg (2009) 

THE NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE 84 



that show that teachers' language proficiency level cause problems practising speaking 

skills with students in Libya. "The new curriculum, though, aims to develop students' 

oral communication skills and teachers' own limitations in this respect are therefore 

problematic" (Orafi & Borg, 2009, p. 251). Nishino and Watanabe (2008) find a similar 

situation in Japan. 

The English language proficiency of students also impacts on teaching. Their English 

ability causes problems for teachers in Japan to practise speaking skills as Gorsuch, 

(2000) notes "Japanese students are extremely unwilling to speak up in class for fear of 

making a mistake. This may cause teachers to give up speaking activities or other 

activities considered difficult in favor of less risky, more passive activities" (p. 686). 

Students are reluctant to participate because they have the fear of making mistakes . . 
Students' reluctance sometimes causes teachers to give up doing these activities. This is 

similar to the findings by Li (2001) who claims that teachers in Korea find it difficult to 

do oral communicative activities since students have limited command of the English 

language structure. Student proficiency in English is a problem in class participation in 

Libya (Orafi & Borg, 2009). Teachers in this study claim that students lacked vocabulary 

and they could not speak English and for that, they could not do the activities required 

by the curriculum. 

In sum, the literature on the innovation of curriculum shows a number of different 

factors which affect the implementation of teacher training. This section explored the 

literature related to the implementation of curriculum innovation and the introduction 

of training and textbooks to change teaching practice while an innovation takes place. It 

· also discussed various cultural, political, administrative, educational and institutional 

factors that work as constraints in implementing intended teaching practice. The review 

of the literature on English language teaching shows that a number of different factors 

affect teaching practice and all these might provide hindrance in implementing 

innovation in curriculum. 
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3.3. The Theoretical Frame for the Study 

Titis study explores the factors that influence teachers' use of the textbook English for 

Today and the impact of teacher training programs on teaching practices. To guide the 

study, this chapter has reviewed the literature related to curriculum innovation in 

English language teaching, the importance of teacher training when a new curriculum is 

introduced, as well as factors that influence teaching. It has discussed how innovation 

has taken place within different scenarios of English language .teaching and how the 

new curriculum or the teaching material which is introduced as part of the curriculum 

"" irmovation is implemented, with special emphasis on some Asian teaching contexts, 

which in many ways are similar to Bangladesh. 

As previously mentioned, the textbook is the only teaching material used for teaching 

English in Bangladesh in the secondary level which was int roduced as part of the 

cuniculinn innovation. Curriculum planners have arranged training programs to help 

teachers use the new textbook with the expectation that teachers will be able to 

implement the new curriculum with the help of the training. However, as we have seen, 

a_number of factors influence teachers' teaching practice. Consequently it is in the actual 

classroom where it can be identified to what extent teachers actually implement what 

they learn in training programs while using the textbook. 

Taking the above into consideration, the research questions of the current study will 

focus on three issues: l.How do the teachers use the new text book? 2. Does teacher 

training bring any change in textbook teaching? 3. What are the factors that influence 

teachers' use of the textbook in the classroom? 

In the light of the literature review, a theoretical framework has been developed. It 

demonstrates the implementation of teacher training while teaching the textbook, taking 

into account the possible influence of contextual factors (Figure 4). This model is based 

on the models defined by Hutchinson and Torres (1994), Richards (1998) and Kennedy 

(1988). Kennedy looks at innovation as a process operating within a hierarchy of 

interrelated socio cultural issues, such as cultural values, political conventions, and 
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administrative, educational and institutional practices. He claims that cultural values are 

the most powerful shaper and these are followed by other issues. The model of Kennedy 

has been adapted here so that in this theoretical framework, the factors are considered as 

separate, not operating in any hierarchical order. 
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Figure 4: Model of impact of teacher training and contextual factors on using textbook 

(adapted from Hutchinson & Torres, 1994; Kennedy, 1988; Richards, 1998). 
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3.4. Summary of Chapter 

This study explores how English language teachers in Bangladesh implement their 

training while using the new textbook and the possible influence of various factors 

within which the curriculum innovation has taken place. To this end, this chapter has 

introduced a number of important issues related to the implementation of teacher 

training in English language teaching. Using arguments conceptual and empirical 

studies, it gives an account of the reasons for introducing teacher training and textbook 

to implement the innovation of curriculum. The first two sections start with a discussion 

on innovations in English langU.age teaching with a focus on CL T which is followed by a 

discussion on the top-down approach of innovations in English language teaching. The 

importance of training and textbooks to change teaching was discussed in the next two 

parts .. A discussion on the implementation of training that follows a top-down approach 

of curriculum innovation is made in this section. With a focus on importance of training 

to use textbook written in ~e communicative approach, the next part explores the 

importance of training to use a new textbook. The chapter also discussed factors that 

might influence the implementation of innovation. To guide the exploration of the 

implementation of teacher training while using textbook, a theoretical frame has been 

created in the final section on the basis of the literature review. 

The next chapter, Chapter Four, will discuss the methodology of this research. 
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4. Cllapter Fo~r 

RESEARCH l\1FfKGD<;>LDGY 

This chapter describes the research methodology employed in this study. The first 

section outlines the research design chosen for this study. Along with rationalising the 

choice for qualitative research, this section defines the cases used in this study. The 

second section describes the setting and participants of the study. The role of the 

researcher is discussed in the next section. The sections that follow provide a description 

of data collection procedures, methods used for the data analysis, interpretation and 

presentation. The chapter concludes with a discussion on ethical issues relating to the 

collection and interpretation of data. 

4.1. Research Design 

4.1.1. Qualitative Research 

A qualitative approach has been used in this study to explore the group perspectives of 

English language teachers teaching in the secondary school level in Bangladesh. 

Qualitative research is conducted for the purpose of understanding social phenomena 

which is described in words instead of numbers or measures (Mcmillan, 2003). Gubrium 

and Holstein (1997) suggest that one of the main characteristics of qualitative research is 

that it seeks to understand social reality in its own terms and provides rich descriptions 

of people and interaction in natural settings. In this regard Punch (2005) states: 

The researcher' s role in qualitative research is to gain a "holistic" overview of the 

context under study: its logic, its arrangements, its explicit and implicit rules .... A 

main task is to explore the ways people in particular settings come to understand, 

account for, take action, and otherwise manage their day-to-day situation. (Punch, 

2005, p. 141-142) 
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A qualitative method attempts to understand naturally occurring phenomena in their 

naturally occurring states (Gubrium & Holstein, 1997), in this case the qualitative design 

helped to carry out an intensive analysis of the teaching practices of English language 

teachers in their natural setting. A qualitative approach has been used in this 

exploratory research to generate information about the ways the participant teachers 

actually teach the textbook; to investigate to what extent teachers implement what they 

learn in training and to explore whether other factors are influencing their teaching. The 

aim is not to develop a body of knowledge in the form of 'generalisations', but to gather 

comprehensive and in-depth information that illuminates a particular context by 

revealing inherent complexities and disjunctions (Erlandson et al., 1993). Since this study 

focuses on teachers who are teaching English language in secondary schools situated in 

six areas of Bangladesh, it is context specific and the results are not expected to be 
' 

generalised to all secondary Eriglish teachers in the country. 

4.1.2. Multiple-Holistic Case Study 

Within the qualitative orientation, a case study approach has been chosen for this study 

since it explores how the teachers in secondary level in. Bangladesh use the textbook to 

teach English language and the reasons behind using the book in particular ways. Punch 

(2005) states that a "case study aims to understand the case in depth, and in its natural 

setting, recognising its complexity and its context" {p. 144). Yin (2009) further argues 

that case studies are the preferred strategy when 'how' and 'why' questions are asked 

(p. 4). Within the context of education, Freebody (2003) outlines the case study in 

education as follows: 

Case study methodologists stress that teachers are always teaching some subject 

matter, with some particular learners, in particular places and under conditions 

that significantly shape and temper teaching and learning practices. These 

conditions are not taken to be "background" variables, but rather lived 

dimensions that are indigenous to each teaching-learning event (Freebody, 2003, 

p. 81) 

THE NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE 90 



Such study consists of multiple holistic cases (Yin, 2003) where each single case has been 

considered as typical and unique. According to Yin (2003), in such case studies there is 

one unit of analysis in each single case and the study can contain several such cases. The 

primary unit of analysis of the cases in this study is individual English language 

teachers. In this research, 26 cases have been integrated in one single study to learn 

about teachers' use of the textbook. The aim is to gain insight into factors influencing 

these teachers' use of the textbook. The data gathered from each case have been assumed 

_. to be reflective of the experiences of the particular English language teacher teaching in 

a specific context This multiple case study method has been used in this study because, 

as Yin (2009) argues, the evidence collected from multiple cases is considered convincing 

and such a study is considered as being strong . . 
Vaughan (1992) points out that case studies help researchers connect the micro level (the 

actions of individual people), to the macro level (large-scale social structures and 

processes). Involving 26 teachers teaching across 14 schools situated in urban and rural 

areas of Bangladesh, the present study gives an account of how the teachers of these 

areas might be teaching and the factors that are influencing their teaching. It explores 

whether or not the teachers of rural and urban areas can implement what they learn in 

the teacher training programs. 

4.1.3. Strategy of Sampling 

This research followed the strategy of ' purposeful sampling'. According to Patton (2002), 

· "The logic·and power of purposeful sampling lies in selecting information-rich cases for 

study in depth. Information-rich cases are those from which one can learn a great deal 

about issues of central importance to the purpose of the research, thus the term 

purposeful sampling'' (p. 46). This is a "maximum variation sampling" (Lodico, 

Spaulding, & Voegtle, 2006, p. 141)- a type of purposeful sampling technique where the 

participants represent different demographic variables and for ' this, they are likely to 

have different views on the issues being studied. Such sampling is appropriate for the 

current study as it aims to generate complexity rather than generalization. 
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To establish the participants in the sample, the target population i.e. teachers who teach 

English language in secondary education in Bangladesh and had training on English 

language teacl)ing, were selected from both rural and urban areas. The reason for 

selecting teachers from different geographical locations was to gather a range of 

perspectives of teachers since teachers' qualifications and teaching context may vary 

according to which part of Bangladesh they teach in. For example, as discussed in 

Chapter Two (see 2.3.2), relatively more qualified teachers teach in cities since they get 

better payment and facilities there. Some qualified teachers also teach in schools of semi~ 

rural areas but teachers with good qualifications rarely go to rural areas of Bangladesh 

since they do not get any facilities and their pay scale is low. In short, qualified teachers 

are not interested to teach in remote rural areas (Hasan, 2004). Therefore, there is a 

difference between teachers of rural and urban areas as far as their educational 

qualifications are concerned. 

Twenty six teachers from a total of 14 secondary schools participated in this study. The 

schools were selected from six areas, i.e. Dhaka City and Comilla City, and rural areas of 

Dhamrai, Savar, Manikganj and Comilla. The main concern in the selection was to 

consider trained teachers who were teaching English language in secondary levels in 

rural and urban areas. Moreover, the researcher selected the secondary schools which 

were easy for her to get access to, through help from people she personally knew. In six 

schools, she had to approach the authority of the schools directly as she could not find 

someone who could facilitate access for her. Participants were selected from both Public 

and Private schools to see whether the administrative hierarchy and managements of 

· schools affected teaching. 

Participants represented a wide variety of demographic variables. While their ages 

ranged from 33 to 62 years, professionally they represented a broad range of experience 

from 3 to 41 years. Among them, 20 were male and 6 female. Such an uneven gender 

distribution is typical and representative of the gender balance among English teachers 

in secondary levels in Bangladesh since a recent statistic of BANBEIS shows that among 
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a total of 232,929 teachers teaching in 18,500 secondary institutions, 46,983 are female 

teachers and 185,946 are male (BANBEIS, 2005). Thus participants represented a wide 

spectrum of experience, qualifications, age and teaching contexts. (Group profiles of the 

participants are discussed in the next section). While 11 out of 26 participants in this 

study had ELTIP training, all of them had completed a BEd qual~ication, which is a one 

year ~eacher training course, either as a pre-service or in-service training. Fifteen of the 

teachers had completed their Masters and also had a Bachelor of Arts (BA) degree. All 

participants in this study have been assigned with pseudonyms to provide anonymity. 

Their name codes are used when their views are noted in Chapters 5 and 6. 

4.2. Settings and Participants 

To conduct an in-depth investigation of the way teachers in urban and rural areas 

implement the lessons learned in teacher training programs in using the textbook, data 

was collected from 14 schools situated in three urban and three rural areas of 

Bangladesh. The following two sections introduce the settings and the participants of the 

study and present the details of their teaching context. It shows how the data gathered 

from the selected participants present a rich description of the teaching practice of rural 

and urban areas in Bangladesh. 

4.2.1. Setting of the Study 

The cities of Dhaka, Comilla, and Manikganj are the three urban areas selected for this 

study. The largest city in Bangladesh, capital Dhaka, is situated in the Dhaka District in 

central Bangladesh. Camilla city is located about 100 kilometres south east of Dhaka 

City while Mani.kganj is about 100 kilometers at the north- west of Dhaka city. The rural 

areas that form the sites of this study include Dhamrai, Savar and Comilla (Rural). 

Dhamrai and Savar are two Upazilas (sub-districts) within Dhaka District and are both 

located at the northwest of Dhaka city. The third rural area selected, Comilla (rural), is a 

rural part of Comilla District, about 30 kilometres from the city. These three are rural 

parts of the Dhaka division and are close to the urban areas but they are all situated 

outside the municipality. For this, these areas have been considered as rural areas. 
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Six schools from three urban. areas were selected for this study. These schools were 

bigger than those of the rural areas. Typically an urban school had around 1000 

students, with about 25 full-time teachers. The teacher-student ratio was usually 1:40. 

Most of the schools operated in two shifts because the large number of students could 

not be accommodated in a single shift. Students in public schools paid Tk 15 ($0.25) 

monthly as tuition fees and an additional Tk 30 ($0.5) for tiffin. Students of urban areas 

paid higher fees than students of rural ~eas. They mostly came from financially 

advantaged families since the economy of the urban areas was based on trade. Two of 

the six urban schools were private (MPO) schools and the rest were public. 

In addition to the urban schools, eight: schools from the three rural areas w ere selected . 
for this study. Those schools were almost invariably smaller than their urban 

counterparts, where about 500 students were studying in the secondary section with 

about 13 full-time teachers in each school. Although the schools were smaller in terms of 

number of students and teachers, these schools had bigger campuses with large playing 

fields. There was usually a one-storeyed building in the compound. Some were situated 

at riversides and some had ponds inside the campus. The teacher-student ratio was 

usually 1:35. Four of these eight rural schools were located at the fringe of the rural 

centres, which made a difference in the number of students and teachers. Schools 

situated in remote rural areas were usually smaller than other rural schools. The rural 

schools were mostly coeducational. Students of rural areas paid less fees because they 

mostly came from financially disadvantaged families as the economies of the rural areas 

are typically based on agricUlture, farming and fishing. People who work in these 

· sectors usually are not well off. One of the eight urban schools was public school and the 

rest were private (MPO) since public schools are situated mostly in urban areas of 

Bangladesh. 

Schools in the urban areas operated in double shifts- morning (9.00 am - 12.00 pm) and 

afternoon (1.00 pm- 4.00 pm) shifts - commonly referred to as the 'morning shift' and 

the 'day shift' respectively. On the other hand, in rural areas, school day generally 
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started at 7.30 am and went on until 12.30 pm. Before the classes started, the morning 

rituals took place at 7.20 am, during which the entire school assembled to sing the 

national anthem as the_national flag was raised. A regular school day consisted of this 

tO-minute morning assembly and eight or nine successive class periods with each one 

lasting 30-40 minutes. After the first 4 classes, students got a 10-minute break which was 

called a 'tiffin break' in urban areas or 'leisure' in schools situated in other areas. In 

schools outside the urban areas, classes in English, Bangia and mathematics were taken 

in the first half of the school time because, as teachers mentioned, many students often 

left school during tiffin time. 

4.2.2 Participants of the Study 

Flick (1998) argues that "it is their relevance to the research topic rather than their 
' representativeness which determines the way in which the people to be studied are 

selected" (p. 41). In order to explore the teaching practices of teachers in urban and rural 

settings in Bangladesh, the participants of this study were selected from secondary 

schools situated in both urban and rural areas. Thirteen participants from urban areas 

and · thirteen from rural areas provided a wide spectrum of views of the teaching­

learning situation in Bangladesh. The participants of this study represent teachers with 

various educational, social and religious backgrounds. They are teachers who teach in 

both public and private schools situated in urban and rural areas of Bangladesh. 

Although their diverse backgrounds, they all had one thing in common; they had all 

received training on teaching the English language. Results gathered from the data 

cannot be said to be generalisable but will help to know in detail the factors that 

influence the teaching practice of teachers with different backgrounds in Bangladesh. 

4.2.2.1. Group Profiles of the Participants 

The details of the participants are discussed in the following two sections grouping them 

into urban and rural areas. 
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Participants of Urban Areas 

A total of thirteen English language teachers from six schools from the three urban areas 

participated in this study. In two of these six schools, there were subject specific teachers 

for English who taught English in different classes of junior secondary and secondary 

level. In other schools, teachers taught English along with all other subjects. Profiles of 

the participants have been given in the table below. The profile shows that these 

teachers are all well qualified. Ten of the thirteen teachers completed Masters and the 

rest completed Bachelors. All these teachers had BEd training and seven of them had 

received specific training in English language teaching. 

Name Gender Teaching Academic General Training 
E erie nee De ees Train in onELT 

Anisur M 10 MA BEd, ELTIP, ELT 
Dhaka Shamim M 5 MA BEd ELTIP, ELT 

City Ayesha F 11 MA BEd --
An'ali F 27 MA BEd ELT 
Ramia F 10 MA BEd, -

Co milia SBA 
City As if M 15 MA BEd BELT, 

ELTIP 
Sharif M 10 MA BEd ELTIP, ELT 

Wadud M 15 MA BEd ELTIP 
Sajjad M 12 BA, Graduate BEd, ---

Di£loma MEd 
Hafiz M 13 MA BEd, --

Manikganj SBA 
Monow M 41 BA BEd -

ar 
Jalal M 27 MA BEd ELTIP 

' Hanif M 29 BA BEd ---

Table 3: Profile of the Participants of Urban Areas 

Participants of Rural Areas 

Thirteen participants teach English language at the secondary level in eight schools 

situated in three rural areas i.e. Dhamrai, Savar and Camilla (Rural). These teachers 
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were usually residents of the villages of the areas. In all eight schools, teachers teach 

English along with teaching all subjects. Profiles of the participants are given in the table 

in next page. The profile shows that teachers of rural areas are less qualified compared 

to teachers of urban areas. Four of them have completed Masters while the rest have 

completed Bachelors. Nine of these teachers had BEd training and eight of them had 

received specific training on English language teaching. Of the 13 participants from rural 

areas, 10 were male and three female . 

Name Gender Teaching Academic General Training 
Experience Degrees Training onELT 

Lokman M 35 BA BEd,MEd ---
Akbar M 9 BA BEd -

Dhamrai Sunil M 21 BA BEd ELT 

Jamil M 20 BA BEd ---
Ashish M 10 BA BEd ELTIP 
Amrin F 11 MA BEd,MEd ELTIP 
Rubaba F 22 BA BEd ELTIP 

Savar Rahman M 3 MA - ELTIP 
Rahela F 24 MA BEd CEC 

Aref M 4 MA -- ELTIP 
Co milia Belal M 14 BA BEd -
(Rural) Bashar M 20 BA BEd CEC 

Kabir M 18 MA --- ELTIP, ELT 
Table 4: Profile of the Participants of Rural Areas 

4.2.2.2. Negotiating Access to the Schools 

The Principals of the selected schools were given a letter of invitation to participate in 
. ' 

this study (see sample of invitation letter in Appendix 2). A copy of the formal permission 

obtained from the Assistant Director of Directorate of Secondary and Higher Education 

in Bangladesh was also provided to the Principals. The Principals of the schools were 

asked to recommend teachers who received pre-service or in-service teacher training 

from among those teaching English in their respective schools. The names of 

participants were therefore all recommended by the principals of the schools. The 

teachers were then invited to participate and were given the 'Participant Information 

THE NEW TEXTBOOK f OR TEACHING ENGLISH LANGUAGE 97 



Statement' (see Appendix 3). All the teachers who were invited agreed to participate in 

the study. They signed the 'Participant Consent Form' (see Appendix 4) to participate in 

the study. 

This section has introduced the settings and participants of this study. Data have been 

collected from the secondary schools situated in urban and rural areas of Bangladesh. 

Teachers of both public and private schools were included in the sample. The profiles 

show that the participants represent a broad range of experience. While some have just 

...- started their teaching career, 'some have been teaching for more than 20 years. This 

sample presents teachers from diverse backgrounds. However, although the participants 

present a wide range of diversity in the social and academic backgrounds of the 

participants, they are all teaching English in secondary level in Bangladesh. 

4.3. Role of the Researcher 

Researchers have talked about the importance of the role of a researcher in data 

collection (Louisy, 1997; Wolf, 1996). Wolf (1996) argues that "only those who are of a 

particular race or etlutic group can study or understand others in a similar situation'' (p. 

13). Louisy (1997) similarly states that "When the.researcher's insight and the subject's 

own view of the reality being researched spring from a common cultural and social 

experience, the findings and the conclusions derived from there can be stimulating and 

powerful" (p. 201). The fact that the researcher was a Bangladeshi and a native speaker 

of the language that participants spoke, as well as one who worked as an English 

language teacher in Bangladesh allowed her to be considered as an insider to the 

participants. It helped her understand participants' points of views with an insider's 

perspective. The enthusiasm of the participants was displayed when they were 

approached to participate in the study. They appreciated and valued a research project 

which was exploring an important issue in English language education in Bangladesh. 

No prospective participant refused to participate and two teachers participated out of 

their own interest after knowing about the research. The researcher could feel the 

advantage of such interaction in that participants felt free to confide in her, as a person 

with a similar social, cultural and professional background, personally sensitive issues. 
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1bis greatly helped her build rapport with the participants, which is important in a 

qualitative case study of this nature. 

Despite sharing such similarities in social, cultural and profes~ional backgrounds, the 

researcher nevertheless actively played the role of an outsider in collecting data for this 

project since she had never taught in the contexts where the participants were teaching. 

The researcher also found that the participants' educational backgrounds, teaching 

perceptions and practices were quite different from hers. 1bis is in line with Lewin's 

....- (1990) argument that all researchers are in a sense outsiders since they have "an agenda 

which is over and above any participation which they have in the activities that are the 

subject of their research" (p. 211). Thus while the status as an English language teacher 

in Bangladesh positioned the researcher as an insider, she was also an outsider since the 
' teaching conditions of the p~rticipants and hers were mutually exclusive and very 

different. 

4.4. Data Collection Methods 

According to Neuman (2006), "Qualitative data involve documenting real events, 

recording what people say, observing specific behaviors, studying written documents, 

or examining visual images" (p. 157). Data of this study were collected through multiple 

sources following Punch (2005), who stresses that a case study is an empirical inquiry 

that investigates a contemporary phenomenon within its real-life context where multiple 

sources of evidence are used (p. 145). The techniques that have been used for the data 

collection in this case study. were semi structured interviews and non participant 

classroom observation. Each participant was interviewed twice, once before the 

classroom observations and once after. The first interview was conducted to elicit an 

understanding of the teachers' experience, teaching qualifications and how they were 

planning to teach in the next class; while the second focused on factors that shaped the 

actual observed lesson (see Figure 5). Observation of classrooms helped to get a broader 

picture of how teachers actually used the textbook in the classes. In addition to 

interviews and observations, curriculum materials were reviewed in this study to 
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understand the context of the school by gaining insights into the focus of teaching and 

examinations in these schools. 

Pre-Observation Interview 

l 
Lesson Observation 

l 
Post-Observation Interview 

Figure 5: Data Collection Methods 

The rationale for selecting and employing these data collection techniques and the 

details of the data collection procedure are discussed in the following two sections 

4.4.1. Interview 

Teacher interviews formed the basis of the data collected for this study. "The purpose of 

interviews is to generate detailed and desired information about an event, programme 

or person that would not otherwise be possible to obtain by means of observation or 

artifact collection" (Lankshear & Knobel, 2004, p. 198). Since this study aimed to 

discover the factors influencing teachers' textbook use, it required an in-depth 

investigation of these teachers. According to McGra~ (2006), interview is the preferred 

method for researching attitude since it permits issues to be explored in greater depth. It 

is also one of the most powerful tools for understanding others. Interviews were 
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conducted to collect personal oral narratives about teaching and to generate content 

about an event from the insiders' perspectives (Lankshear & Knobel, 2004). 

Semi-structured interviews were conducted with the English language teachers from a 

range of educational institutions. "In semi-structured interview, the interviewer has a 

general idea where he/ she wants the interview to go, and what should come out of it, 

but does not enter the interview with a list of predetermined questions" (Nunan, 1992, p. 

149). The semi-structured interview was therefore chosen because the investigation 

started with a clear focus i.e. finding the factors that influence teachers' use of the new 

textbook. Bryman (2004) states 

If the researcher is beginning the investigation with a fairly clear focus, rather 
' 

than a very general notion of wanting to do research on a topic, it is likely that 

the interviews will be semi-structured ones, so that the more specific issues can 

be addressed. (Bryman, 2004, p. 323) 

Semi-structured interviews helped to solicit as much information as possible without 

confining respondents to particular themes or topics. 

The interviews were thematically framed to investigate what caused teachers to teach 

the way they did. While asking questions to each teacher, the researcher focused on the 

following six issues based on the research questions 

• Teachers' perceptions of the new textbook; 

• The teachers' actual teaching practices in class i.e. what kind of activities they 

actually do in class; 

• The extent of teachers' use of the textbook i.e. if they follow the guidelines 

provided in the textbook and the teacher's guide while teaching the textbook in 

class; 

• The effect of teacher training on teachers' textbook use in the classroom; 

• Factors that influence teachers' teaching practices in class; 
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Based on the teacher's answers in the first interview and the lesson observation, the 

second interview pursued more specific questions. These questions went from the 

general to the specific in order to elicit more detail about how each factor influenced 

their teaching of the textbook and how it affected the implementation of the lesson they 

learned in training. 

4.4.1.1. Building Rapport 

Establishing rapport has been recognised as an important phenomenon of interview by 

researchers. Fontana and Frey (2000) state: 

' Because the goal of unstructured interviewing is understanding, it is paramount 

that the researcher establishes rapport with respondents; that is, the researcher 

must be able to take the role of the respondents and attempt to see the situation 

from their viewpoint, rather than superimpose his or her world of academia and 

preconceptions upon them. (Fontana & Frey, 2000, p. 655) 

To build rapport with the participants, the researcher started all the interviews with 

casual conversations in which they talked about their backgrounds and the researcher 

asked the participants generally about the schools. Lichtman (2006) considers this to be a 

very important part of the interview since it generates meaningful and useful data by 

building rapport between the researcher and the participant. This also made participants 

feel comfortable and at ease with the researcher. 

The researcher' s familiarity with the setting itself brought a certain degree of informality 

to the interviewing process (Louisy, 1997, p. 215). She tried to make them feel that she 

was one of them - an experienced teacher of Bangladesh with a sound understanding of 

the context within which they worked. She also talked about the aim of the research and 

the significance of the research outcome thereby giving them a sense of purpose. 

Scheyvens and Nowak (2003) suggest such explanations help a researcher to create a 

good impression if the researcher can show that he or she is knowledgeable about the 
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research issue and the context and can show that the research questions are worthy of 

investigation. Such information sharing helped to create a good impression which is 

indispensable to the successful completion of research programs (Scheyvens & Nowak, 

2003, p. 100). 

4.4.1.2. Interview Data Collection Procedures 

The first interview was conducted before observing the classrooms. A wide range of 

information was collected in that pre-observation interview in relation to teachers' 

personal and professional details to gain an understanding of their experience, 

educational qualification, teaching qualifications, teaching context and their plans for 

teachi:!lg (pre-observation interview prompts are provided in Appendix 5). Personal . 
information included names of all teachers, their age and sex. The education 

qualification part included teachers' years of schooling and their academic qualifications 

while the training part included the types of professional training received by these 

teachers. They were also asked about numbers of classes they were required to take in a 

week, number of subjects taught, and the length of their experience. Teachers were 

asked how and what they planned to teach and the reasons behind their planned 

teaching strategy. Data on teacher number and numbers of English teachers in schools, 

student numbers, and perfo~ce of the students in Secondary School Certificate (SSC) 

examination were also collected. This information gave a more holistic understanding of 

the schools in relation to each other and helped supplement the background discussion 

in Chapter Two. 

The second interview followed the classroom observation The questions of this post­

observation interview focused on the factors that shaped the actual lesson (post­

observation interview prompts are provided in Appendix 6). Participants were asked to 

look back at the lesson and reveal what had been going on and the decision making 

processes about how to teach. There were also questions regarding teaching, the attitude 

.of students towards learning and the impact of the sse examination on teaching and 

learning. This was particularly important since examinations are the only assessment 

THE NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE 103 



system in Bangladesh and the SSC is considered very important, as discussed in Chapter 

Two. 

The questions of both the interviews were open ended which helped to address more 

specific issues (Bryman, 2004; McDonough & McDonough, 1997) relating to the teaching 

of the textbook. For example, when the teachers talked about the factors influencing 

textbook use, the researcher pursued detailed information regarding how these were 

influencing them and in turn in what ways they responded. 

The post-observation interviews were taken usually during the teacher's free class 

period hrunediately following the observation if they had one. However, school teachers 

in Bangladesh remain very busy taking classes of all subjects. The participant teachers of 

all the schools were busy taking classes one after another. For this, the researcher, on 

some occasions, waited for their free class period whenever it was on the same day. On 

some occasions, the researcher had to go to the same school on another day for the 

second interview complying with the teacher's class schedule. 

All participants were interviewed in the schools where they taught. The purpose of the 

study was explained at each interview and the participants were allowed five minutes 

for reflection on the issues. The interviews took 20-35 minutes each and were conducted 

in the participants' native language Bangia as they were more comfortable in speaking 

in their first language. The interviews were recorded with a tape recorder and 

transcribed for the purpose of analysis at a later time. During the interview, the 

researcher took notes of the participants' answers to frame follow-up questions for 

subsequent interviews and correspondence. She also took notes of small, apparently 

trivial and insignificant activities which happened each day of data collection as 

suggested by Fontana and Frey (2000). Notes were taken on the physical aspect of the 

places where interviews were held, how she was treated, if teachers said something 

before or after interview. These were reviewed later in order to determine if any latest 

theme emerged from these supplementary field notes. 
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Researchers stress the importance of taking interviews in a quiet and secure place where 

participants can talk freely (see Bryman, 2004; Cohen, Manion & Morrison, 2007; 

Neuman, 2006). Cohen, Manion and Morrison (2007) argue that "The interviewer will 

need to establish an appropriate abnosphere such that the participant can feel secure to 

talk freely'' (p. 279). Interviews could not be taken in quiet places. Interviews with six 

participants had to even be conducted in front of other people in the teachers' staff roo~ 

because it was difficult to find space or a quiet room to take interviews with teachers. 

During interviews with participants, other teachers often interfered in a way of co­

operating with the participant in answering the questions. Such behavior is culturally 

approved and the researcher did not find it practical to ask them to refrain from such 

unwanted interference. Other teachers in the staff room were very interested to know 

about the study and asked the researcher questions related to her study. These 

sometimes obstructed participant's natural flow of talk. In such cases it was necessary to 

deviate the conversation and redirect the focus on the interview. Furthermore, in this 

study, three participants in two schools had to talk in the room of the Principal. Since the 

staff rooms were noisy, the Principals asked the researcher to take the interviews in their 

rooms. This might have affected teachers' responses as they might have avoided 

mentioning politically sensitive issues related to the administrations of those schools. 

4.4.2. Observation 

In this study, the first interview was followed by observation of an English class of the 

participant teacher. "Observation is one of the most important methods of data 

collection because it entails being present in a situation to record one's impressions of 

what takes place" (Somekh & Lewin, 2005, p. 138). The purpose of the classroom 

observation was to understand how the teachers .conducted the activities given in the 

textbook. It provided important stimuli for the subsequent interview by allowing the 

researcher to ask questions based on their classroom teaching. 

Collecting data through observation involves watching the way teachers act in their own 

teaching context (Lankshear & Knobel, 2004). It was important to see how teachers 

actually used the textbook in the class, which could not be sufficiently understood from 
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the data gathered by interviews alone. Weir and Roberts (1994) point out "Observation 

is the only way to get direct information on classroom events, on the reality of 

programme implementation. 1bis can be used to assess the achievement of programme 

objectives and to illuminate participants' expressed perceptions and beliefs" (p. 164-165). 

There was a wide range of issues that was simply not amenable to interview, so 

observing the teachers represented the only viable means of finding out about them 

within a qualitative research strategy. 

The classroom observations were unstructured in which certain predetermined issues 

were observed. A checklist of the actions was used to observe what the teacher­

researcher expected to observe in the given setting. This was done because some 

structure in data collection pr~cedure helps cross-case comparability in multiple-case . 
study research (Bryman, 2004). Lankshear and I<n~bel (2004) state that such observation. 

with some data collection goals, helps processing enormous amounts of information in 

qualitative research. 

4.4.2.1. Observation Data Collection Procedures 

Oassroom observation offered evidence of how teachers actually used the textbook in 

the classes. The observations were conducted between two rounds of interviews. 

Together, the 26 unstructured observations of the classrooms revealed how teachers 

used the textbook while teaching English in secondary education in Bangladesh. The 

classes were observed with a view to recording the aspects of teaching that had been 

emphasised as important in the new teaching system (see Appendix 7). For example, it 

was recorded whether the teacher used warm-up activities or went to the main topic 

directly. It was also recorded if the teacher was interacting with the students during the 

activity, for example, whether: it was with individual students, or groups of students, 

which language (English or Bangia) the teacher was using while doing each activity, 

what skills they practised. Use of any other teaching material was also recorded. Direct 

quotes of teaching instructions were also recorded in many instances. The researcher 
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jotted down her reflections, thoughts and questions related to the teaching in the 

'reflective field notes' (Verma & Mallick, 1999, p. 119) which then became part of the 

post-observation interview. "Reflective field notes allow the researcher to reflect on their 

own feelings, values, and thoughts in order to increase their awareness of how these 

might be influencing their obs~rvations" (Lodico, Spaulding, & Voegtle, 2006, p. 121). 

The classroom observations were non-participant, where the researcher only observed 

from the back of the classroom and she did not participate in any of the classroom 

...- activities. In non-participant observation, researchers "remove themselves as much as 

possible from the context they are observing" (Lankshear & Knobel, 2004). 

Negative effects of an observer's presence can be reduced, as McDonough and 

McDonough (1997) point out, by informing the participants, in advance, of the purposes 

of the observation, how the data will be used and who will be given access to them. 

During classroom observations, the participants were informed that the purpose of the 

study was to find out how the teachers were using the textbook in the classrooms. The 

researcher also explained to the participants how she would use the information 

obtained from the observations. To this end, the researcher explained her role and the 

purpose of the research to the observed teachers in detail. However, considering that 

knowledge of what issues the researcher might be most interested in might result in 

making them behave differently than they usually did, the researcher was careful not to 

inform them of the specific issues that would be observed since she realised that full 

information might affect their teaching practice and performances. 

Thus data collected through non-participant unstructured observations provided 

empirical evidence of teaching-learning practices in English language classrooms in 

secondary education in Bangladesh. It showed whether teachers followed the guidelines 

provided in the teacher's guide and these findings showed to what extent they 

implemented what they learned in training programs in terms of using the textbook. 
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4:.4.3. Document Examination 

In addition to the data gathered from the pre and post-observation interviews and the 

classroom observation. course outlines and examination questions were collected and 

reviewed for obtaining contextual information about the school. According to Bogdan 

and Biklen (1992) these materials are ' internal documents' (p. 136) since these are 

circulated inside the organisation. Course outlines were available in four of the six 

schools in the urban areas but were not available in any of the rural schools. These 

schools did not publish these internal documents since it was an additional expense to 

publish such materials. Question papers of term final exams were collected from all the 

schools and the participants helped the researcher to get the documents. 

The selected documents helped gain insight into those factors that were emphasised by 

the schools because these internal documents revealed information about the internal 

rules and regulations of an organisation (Bogdan & Biklen. 1992). The course outlines 

gave an account of the contents of the textbook that is focused on in classroom teaching 

while the question papers gave an outline of what are focused on in exams in these 

schools. In this manner, the documents provided an insight into the current priorities of 

the schools and helped to understand the context of the school in a more holistic way. 

4.5. Data Analyses 

This section describes the analyses of the qualitative data collected for this study. It 

. starts wi~ the interview data analysis which is followed by a description of the analysis 

of the observation data. It ends. with discussing the curriculum material analysis. 

4.5.1. Interview Data Analysis 

A translation from Bangia to English was made of all the records of interviews and 

observations by the researcher. The interview transcripts, observation sheets and field 

notes taken during the observation were read and re-read with the aim of pursuing 

recurrent as well as conflicting themes and patterns. The researcher had to listen to some 
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of the recorded interviews repeatedly since the background noise made it difficult to 

understand what teachers said in some cases. (A sample of transcription is given in 

Appendix 8). Due to physical constraints, the transcripts could not be sent to the 

participants for verification. It was particularly difficult to contact the teachers of rural 

areas and send the transcripts to them since the communication system is not very 

developed in those places. Teachers agreed with this arrangement prior to the 

interviews. 

The transcripts were read multiple times to identify topics, themes or issues_and coding 

was used to bring similar kinds of data together. This is often an effective starting point 

of qualitative data analysis and an integral part of data analysis in qualitative research 

(Bryman, 2004). With regard to coding Bazeley and Richards (2000) point that "It is one 

way to manage data and store knowledge gained from the documents, or interpretations 

made// (p. 23). Codes were developed considering- "What is this item of data about?" 

(Bryman 2004, p. 408). It involved a close examination of the data, identifying conceptual 

categories both implicit and explicit in the data (Punch, 2005). Coding brought material 

together on the same topic. In other words, it was a 1 descriptive coding/ (Punch, 2005, p. 

200) that captured information provided in the text. 

In this study, data were coded using computer software NVivo where each topic. or 

concept was stored in a Free Node (Figure 6 in Appendix 9 provides example of Free 

Nodes). 'Nodes are items that you create to represent anything· at all in or about your 

project, and to hold information about it, code text about it, etc' (Bryman, 2004, p. 423). 

The Free Nodes for pre-observation interview transcripts were 'Education', 'Training, 

Perceptions', and 'Planning .of the lesson'. The Free Nodes for post-observation 

interview transcripts on the other hand were 'Language Proficiency', 'Physical 

Constraints', 'Exam Effect', 'Time Issues' and 'Ways to Improve'. These Free Nodes were 

later ordered based on their themes. For example, perceptions of the textbook and 

teacher's guide were put together. The 'Influential' factors were also put together. Later 

they were all grouped based on how they were perceived to be influencing teaching. 

THE NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE 109 



Teachers raised issues such as 'short classes', '6/7 classes a day', 'private tuition', 

' closure of school' 'activities are time consuming'. These issues were 'Free Nodes', which 

were grouped under Tree Nodes, such as, in this case, 'Contextual Constraints'. Tree 

Nodes helped organise the free nodes into conceptual groups (Figure 7 in Appendix 9 

provides example of Tree Nodes). Seven Tree Nodes were identified, which were named 

keeping the research questions in mind. For example, the Tree Node 'Textbook' 

captured the data related to . the research question - 'How do the teachers use the 

textbook?'. Similarly the Tree Node 'Teachers' reaction to teacher training' captured the 

data related to the second research question- 'Does teacher training bring any change in 

textbook teaching? If yes, how?'. Teachers raised a large number of diverse factors 

relating to the third research question - 'What are the factors that influence teachers' use 

of the textbook in the classroom?'. It generated an enormous amount of data. Teachers' 

responses related to this and related questions were captured under three different Tree 

Nodes: 'Contextual Constraints', 'Teacher's Problems' and 'Washback'. The extra 

information which was collected as part of the semi-structured interview was grouped 

under the Tree Nodes 'Suggestions' and 'Miscellaneous'. 

Creating nodes led the researcher to think about the shape of the categories. It also led to 

asking questions about the relations of these categories. Information that neither fitted 

into any category nor seemed to form a new category were placed into a 'miscellaneous' 

pile which was reviewed later in order to determine if it could be reassigned to one of 

the existing.categories or assigned to a new category. These categories were developed 

in a way that described category properties and distinguished each category from the 

others. In this process, whenever a new category emerged, it was compared with the old 

categories and then decided whether to put the new one under the old Tree Node or to 

make a new Free Node. 

4.5.2. Observation Data Analysis 

Analysis of the observation data was partly done immediately after the observation was 

conducted, since the questions of the second interview were mostly based on the 
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findings of the observation data. The observation checklist and the reflective field notes 

were both analysed to generate the prompts for the second interview. After all the data 

were collected, the notes taken during the observation were read. Coupled with the 

interviews, these observation notes were reviewed to find whether classroom teaching 

was related to the context or the demographic variables of the teachers. Analysis was 

supported with evidence from interviews. 

The observation instrument checklist itself (Appendix 7) consisted of measures where 

.- during real-time observation, the researcher ticked off 'yes' or 'no' to items such as use 

of medium of instruction, teaching methods employed (including activities and 

practice), skills covered, the degree of student participation and use of teaching material 

(the textbook and/ or guidebooks), which were supplemented by additional remarks on 

l 

teaching practice. As well as using this instrument to generate prompts for the second 

interview, the researcher collated the yes/ no responses in terms of the identified themes 

to quantify the 26 class sessions into identifiable pedagogical practices in relation to the 

key practices endorsed in teacher training. These practices, often at odds with teacher 

perceptions, are discussed in the next two chapters. The additional remarks were also 

categorised based on teachers' views from the first interview. In cases where 

contradiction or conflict was found between perception and practice, these remarks 

provided the basis for additional questions in subsequent interviews. 

4.5.3. Document Analysis 

Analysis of the observation data was followed by creating 'Document Summary Forms' 

· (Miles & Huberman, 1994, p . 54) of the curriculum materials for keeping track of a 

document's origins, its significance within the study as well as the contents of the 

document. The course outlines and the question papers collected from the schools were 

kept together based on the places they were collected from. After analyzing the data 

gathered from interview and observation, these documents were studied to understand 

the focus of classroom teaching and the exams which gave an outline of the priorities of 

the schools. 
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In the end, the analysis of the interview transcripts, observation data and the curriculum 

materials demonstrated how the teachers implemented teacher training while teaching 

the textbook and what other factors influence their teaching. 

4.6. Validity and Reliability of Data 

In the study, various techniques were used to establish the validity and reliability of the 

data and to make an in-depth investigation of the way teachers implemented the lessons 

learned in teacher training programs while using the textbook and whether any other 

factors were influencing their practice. Details of the techniques are provided below. 

4.6.1. Validity 

Validity in qualitative research refers to the match between the researcher's categories 

and interpretations and what is actually true (McMillan, 2000). To ensure the validity of 

this qualitative research, data were collected through multiple methods (Silverman & 

Marvasti, 2008). According to Freebody (2003), multiple data collection and analytic 

procedures are used in case-study methodology to provide researchers the opportunity 

to compare and contrast information and to expand the relevance of the project by 

developing unforeseen findings and interpretations. Denzin and Lincoln (2000) suggest: 

"The use of multiple methods, or triangulation, reflects an attempt to secure an in-depth 

understanding of the phenomenon in question" (p. 5). Wiersma and Jurs (2009) also 

argue that triangulation in data collection shows if the collected data are enough. They 

state: 

Triangulation is comparison of information to determine whether or not there is 

corroboration. It is a search for convergence of the information on a common 

finding or concept. To a large extent, the triangulation process assesses the 

sufficiency of the data (Wiersma & Jurs, 2009, p. 287). 
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The observation that was conducted between the two interviews, provided significant 

supplementary data for the triangulation of the data gathered from interview (Chen, 

2003). "Triangulation has been generally considered a process of multiple perceptions to 

clarify meaning, verifying the repeatability of an observation or interpretation ... 

triangulation serves also to· clarify meaning by identifying different ways the 

phenomenon is being seen" (Stake, 2000, p. 443-444). 

Two kinds of triangulation, i.e. triangulation by data source and triangulation by 

method (Denzin & Lincoln, 2000, p. 391) were used in this study. Triangulation by data 

source was done by collecfu1g information from the 26 informants who have been 

teaching in rural and urban areas in .Bangladesh. Moreover, more than one participant 

was selected from each teaching context. The collection of data using multiple methods 

i.e. interviews and observations, established triangulation by method. In addition, 

currictilum materials were also reviewed in this study. These triangulation techniques in 

data collection methods enhanced the credibility of the research by verifying the 

information elicited from one source of data. 

To further increase the validity of the research, along with collecting data through 

multiple methods, initiatives were taken to reduce 'researcher effect' (Miles & 

Huberman, 1994, p . 265). During classroom observations, a researcher's presence in class 

may influence the teacher's behaviour (Bryman, 2004; Cohen, Manion & Morrison, 2007). 

As a result, what is recorded through this kind of observation does not necessarily show 

what would take place naturally. Initiatives were therefore taken to reduce the effect of 

the presence of the observer. The researcher remained unobtrusive by sitting at the 

·comer of the rear end of the classroom and by not participating in the class (Wiersma & 

Jurs, 2005). Such caution and distancing made the teacher and the students get 

accustomed to and forget the presence of the researcher. 

4.6.2 Reliability 

McMillan defines the reliability of qualitative research as "the extent to which what is 

recorded as data is what actually occurred in the setting that was studied" (McMillan, 
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2000, p. 272). To enhance the reliability of the research, details of the research procedure 

and results have been presented (Wiersma & Jurs, 2009). Characteristics of the sample 

population and the researcher's role and status have been outlined in detail in the study 

to provide a view of the context under study. Detailed field notes were taken to ensure 

better comprehensiveness and accuracy (McMillan, 2000). Moreover, interviews were 

recorded with a tape recorder and were revisited several tinles in order to ensure 

accuracy. The numerous quotations of participants in next two chapters provide specific 

description that constitutes visible evidence for these assertions. 

4.7. Ethical Considerations 

Following the regulations for research students at the University of Sydney, an 

application was lodged to the Director of Directorate of Secondary and Higher 

Education (DSHE) in Bangladesh, seeking permission for conducting the study in 

different parts of Bangladesh: In March 2007, along with the approval of DSHE, an 

application was submitted to the Human Ethics Committee of University of Sydney for 

approval to conduct a research involving human participants. The approval was granted 

in April, 2007 (see Appendix 1). Data were collected from June 2007 to August 2007. 

Safeguarding the privacy and, confidentiality of the participants is a principle ethical 

issue of the study. Participant teachers were informed that the purpose of the study was 

to generate information about the ways that teachers actually use the teaching materials, 

in order to find out the reasons behind teachers' using the materials as they do and to 

provide information that can be used as a basis for future planning for improving 

teaching and ultimately students' learning. Participants were provided with a 

'Participant Information Statement' which informed them that audiotapes would be 

used for recording. This information sheet assured that pseudonyms of the participants 

would be used in the published thesis and subsequent publications. After the 

participants had the opportunity to read the written information provided, they were 

asked to sign a 'Consent Form'. In the 'Participant Information Statement' and 'Consent 

Form', it was stated that participation was voluntary, confidential and that there would 

be no adverse consequences if they did not participate or withdrew from the research at 
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any stage. It also explained the expected time commitment for participating in the study. 

The identification and contact details of the researcher were stated in the form so that 

the participants could contact' her if further information was required by them. They 

were also provided with information on ethical standards that included assurances of 

preservation of anonymity and respect for the teachers' right to withdraw at any time 

during the study. Both the participant and the researcher signed two copies of the 

information sheet and the 'Consent Form'. Each participant and the researcher then kept 

one copy of each of the forms. Information gathered through interviews and 

observational studies were kept in secure filing cabinets in the researcher's office at the 

university and in secure files on the researcher's personal computer. In accordance to the 

privacy regulations of the University of Sydney, these would be destroyed after five 

years. 

4.8. Summary of Chapter 

The chapter has provided details of the procedures, method and analysis of the data 

collection process. It started with a description of the research design. This was followed 

by a detailed description of the setting and the participants. Participants represented 

secondary school teachers from diverse backgrounds in Bangladesh. The role of the 

researcher was provided in the next section which is followed by a section with the 

details of data collection procedures of this study. While the interviews were the 

primary sources of data, the observations provided stimuli for subsequent interviews 

and significant supplementary data to triangulate participants' accounts gathered from 

interview. Course outlines, examination questions, teaching materials and school 

handbooks were also collected and reviewed to obtain background and contextual 

information about the school. Measures were taken to reduce researcher effect and the 

data were collected from more than one source. A section on the data analysis process 

follows the data collection procedure section. The chapter ends with a discussion on the 

accuracy of the data and the ethical issues of the study. 
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The next chapter will discuss the findings based on the data collected from the 

interviews and other sources outlined in this chapter. 
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5. Chapter ;Fiye 

REFLEG'r.IONS ON·T~JNING .OUTSIE>E THE CLASSROOM 
~- -'-- ,.,J ~- ~ "" .... _ !_ .•. 

This chapter, along with the .next, presents the findings of this study. As has been 

mentioned in Chapters Two and Three, the textbook is the only teaching material for 

teaching English in schools in Bangladesh and all the training programs arranged for 

.-- teachers focus on the contents of this textbook. The issues which are emphasised in these 

training are discussed in these two chapters. This chapter focuses on teachers' 

perceptions of the importance of using the textbook, the teacher's guide and how they 

make lesson plans before taking a class while the next chapter presents pedagogical 
' 

aspects of these teachers' use of the textbook in the classroom. It starts with a discussion 

of teachers' perceptions of the importance of using the new textbook as the only 

teaching material in the class. The following section explores how teachers perceive the 

importance of the teacher's guide as an aid to teac?ffig the textbook Both these sections 

discuss how teachers use the textbook and the teacher's guide in classroom. The next 

section describes how teachers make lesson plans, which is considered as an important 

aspect of the new curriculum and has always been emphasised in training programs and 

the teacher's guide. The chapter concludes with a summary of the findings presented in 

this chapter. 

With regard to the use of the textbook as the only teaching material, data showed that 

teachers generally had a favourable attitude towards the new textbook However, it was 

not always' used in the English language classrooms where examination related 
' 

commercially published materials played a large role in some cases even as a substitute 

to the textbook Data also revealed that while teachers did understand the importance of 

using teacher's guide, they did not follow the instructions given in it. Again, teachers 

noted that they could not always make lesson plans before class. They mentioned 

various factors that restrained their initiatives to and motivations for implementing the 
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lessons they learned in training programs. These factors are discussed in detail in this 

chapter. 

5.1. Using the Textbook as the Sole Teaching Material 

This section discusses how teachers perceived the importance of the textbook as the only 

teaching material. Data reveal that teachers acknowledged the importance of using the 

textbook as the sole teaching material because they believed that the book was written in 

an organised way. They talked about the themes and topics of the book and the 

activities which focus on all the four skills and provide the scope to get students 

involved in communicative activities in the classroom They also expressed their views 

on the language of the textbook. Their views on all these issues and the use of the 

textbook in the classroom are presented below. This section also discusses whether 

·teachers used the textbook as the only material to teach English in classrooms of 

secondary levels as intended. 

5.1.1. Teachers' Perceptions 

The textbook focused on all the four skills of the English language i.e. reading, writing, 

speaking and listening and this feature markedly distinguished it from the previous 

textbook. Teachers stated that students were encouraged to actively participate in 

activities which involve all the four skills from the very beginning of the textbook. Some 

participants who had the experience of teaching the previous book compared the new 

textbook with the previous one. They said that this book focused on all skills while the 

previous book focused on only two skills i.e. reading and writing. In every lesson, there 

C~;re activitie~ for reading and writing skills and moreover, there were exercises to 

develop listening and speaking skills. Teachers noted that it is this attention and 

importance attached to oral skills that clearly distinguished this text book from the 

earlier one. 

Along with focusing on the language skills, this book also focused on developing 

grammar and vocabulary of the students. Jalal, who also had the experience of using the 

previous textbook mentioned: 
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Students can develop four skills of English language if we can teach them the new 

textbook properly. From this book, students can learn grammar and vocabulary. If 

students ·can learn vocabulary, they will have a good foundation of English 

language. Gala!) 

Aref, who was a teacher in a school in Manikganj appreciated the organisation of the 

contents of the book and said that the organisation chart which is provided at the 

begi.rming of the book showed that every single lesson emphasises developing various 

skills. Moreover, vocabulary and structure and language points were separately 

provided in each section. He explained: 

The new English for Today is definitely good. I do not have any doubt about it. 

Every lesson has been divided in different sections and emphasis has been given 

to develop various skills in each section. If one section emphasises on developing 

reading skills, another section emphasises on developing writing skills. 

Development of all the skills has been emphasised. (Are£) 

The selection of topics and themes of the new textbook was another reason of using it. 

Participants said that English for Today has used a wide array of topics and themes that 

covered different issues and events as well as knowledge of different disciplines and 

subjects. The reading texts and dialogues in the textbook were on various themes, such 

as, 'Space Technology', 'Using a Library', 'Exploring Mars', 'Sports and You', 'Myths 

and Fables' etc. It covered knowledge of various disciplines i.e. arts, science, history and 

literature. More importantly, participants said that the social, historical, cultural and 
' 

environmental factors of Bangladesh were reflected in this book which made it 

culturally familiar to students. They thought that students of the secondary level would 

find these topics interesting and would be able to relate to them from their familiarity 

with the context. In this regard, Bela! said "The book contained activities on various 

topics. These topics covered various disciplines. Students of secondary level would find 

these topics interesting and they would like to practise language on such topics" (Bela!). 
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They also thought that these issues would add value to their knowledge by providing 

knowledge of Bangladesh and other countries. 

Some other features of the textbook also distinguished it from the previous textbook and 

teachers considered the inclusion of these features as a strong re.ason of using the book. 

Teachers noted that many authentic resources were used in this text, for example, 

advertisements from newspapers, loan application forms, newspaper articles. 

Participants also claimed that such inclusion of 'realia' or authentic material was an 

entirely new feature in the textbook as there were no such items in the previous 

textbook. They appreciated this new feature since they thought it would help the 

students learn the language they need to use outside the classroom. 

Teachers also considered the inclusion of communicative activities as another important 

reason · to use the new textbook. In every lesson, there is more than one activity that 

involved students working in pairs or groups. Teachers thought that the new textbook 

would help to teach English for communicating in real life as there are many such 

communicative activities in this textbook. Rahela, a teacher of a school in Savar noted 

that students would learn to communicate in English if they were taught the book in 

class. She said: 

The tasks in this book are designed in such ways which involve student 

participation and interaction. These tasks provide students with opportunities so 

that they can participate in genuine and meaningful communication. It helps 

students to take part in interactive use of the language. It offers teachers the 

opportunity to get students involved in using the language. (Rahela) 

Although the teachers appreciated the content of the textbook, significant variations and 

differences were evident in the ways in which the participants explained the aspects of 

the usage of the language of the textbook. Some participants from rural areas objected 

to the 'language' of the textbook. According to them, students did not understand the 

'language' of the book. Ashish noted that students of rural areas did not understand the 
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vocabulary of the book. For example, the meanings of words such as 'exam fitness', 

'women power' were difficult for them to understand due to cultural unfamiliarity. Asif 

noted that: 

Since it is for the use of all students of the country, this book is for rural 

students in Bangladesh. It would have been much better if topics were written 

in simpler language which is comprehensible by students of rural areas. (Asif) 

Such varied opinion about different aspects of the textbook reflected the various 

difficulties teachers encountered in using it These difficulties are discussed later. 

5.1.2. Classroom Practice 

Although teachers expressed their positive attitude towards using the new textbook and 

its content, observation revealed that in classrooms, especially in the rural schools in 

Bangladesh, both students and teachers relied heavily on locally produced bi-lingual 

guide books and notebooks with readymade answers and explanations of grammatical 

structures. In some cases, students exclusively practised exercises from these ubiquitous 

guides. Those commercially available guidebooks contained items such as passages, 

questions that followed the passage, essay and letter writing. However, they did not 

contain pre-reading activities such as picture description, dialogue writing and poster 

making. Students also practised questions from the test papers which are conunercially 

available examination preparation materials in Bangladesh. These included answers to a 

large pool of questions from past sse examinations. Teachers themselves also appeared 

to practise items from the sse question papers of previous years or they used items that 

were slightly. different from the tests' actual items. 

Teachers often used these commercially available guides in the classroom to prepare 

students for the examinations. Are£ revealed that in order to prepare the students for the 

year final examination or the sse examination, teachers needed to practise various 

activities with them. He said 

THE NEW TEXTBOOK fOR TEACHING ENGLISH LANGUAGE 121 



We need to practise model questions if we want to take preparation for the SSC 

examination. It is essential to practise the model questions because the textbook 

does not contain any question. Guidebook contains the part of textbook which 

are important sse not the other parts i.e. survey form, bank form. We do not 

need activities for examination. (Are£) 

Commercially available guides helped teachers to prepare students for examination. 

Are£ explained how convenient it was to use these guides, and how equally 

inconvenient it would be without using them. The textbook itself did not provide many 

activities to prepare students for the examinations. Moreover, teachers did not have the 

time to devise such activities on their own. Each day, a teacher took class with students 

of different years. If they wanted to practise these things with the students, they had to 

bring those exercises with them everyday which they felt was very inconvenient and 

time consuming. For this, they used the conveni~nt and time-saving commercially 

available guides and test papers which readily contained such practice items. 

At certain times of the year, the use of the textbook was completely discarded. Ramia 

and Wadud, who were teachers of Camilla city, revealed that they prefer relying on the 

'model questions' in the guidebooks, discarding the textbook, for several months in the 

final stages of preparation for the sse examination - from right after the pre-test which 

was the preparatory test of the sse, to the time when they sit for the actual board 

examination. Another teacher of a school in Manikganj said in this regard: 

We treat our students differently after the pre-test examination. We prepare 

our students for examination that time. We teach them the textbook till pre-
' 

test, then we make them prepared for the SSC examination. We teach them 

answers that are important for the examination so that they can pass the 

examination. (Monowar) 

There was significant difference in the degree of reliance on using the textbook and 

guide books between students of rural and urban areas. In many schools in urban areas, 
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teachers practised guidebooks and model questions along with English for Todm;, 

whereas teachers of rural areas were observed using guidebooks, while rejecting the 

textbook, to prepare students for examinations. In schools of the urban areas, teachers 

finished one lesson, practised exercises from the guide book and then practised the 

model questions corresponding to that lesson from the test papers. However, Anjali who 

was a teacher in a school in Dhaka city noted that it was not possible to practise only the 

activities from the guidebooks without going through the textbook in detail first, as the 

questions of the test paper were always based on the textbook. Anisur, who was 

,. teaching in a school of Dhaka city also said that in his school, teachers focused on 

teaching the textbook. They sometimes might practise the model questions before the 

sse examination but they usually did not do it at school. In this case, she claimed that 

students practised the test paper at home. 

However, in most classes in the rural areas, students were observed as using only 

commercially available guidebooks and test papers, to the almost total rejection of the 

use of the textbook itself. Classroom teaching focused on these workbooks that prepared 

students for the kind of questions specified in the new examination. When teachers were 

asked why students used only the guidebook, participants said that the students of rural 

areas could not afford to buy the textbook and guidebook. They only bought the 

material that was necessary for passing the examination. They also mentioned that all 

schools of rural areas themselves suggested the names of these guide books, as the 

teachers wanted students to get a good result. 

Thus the textbook, which was mentioned as the core of the curriculum, was not always 

used in English language classrooms in Bangladesh where examination related 
' 

commercially published materials also played a large role in these language classrooms. 

5.2. Using the Teacher's Guide as an Aid to Teaching the Textbook 

Teachers are meant to follow the guide while teaching the textbook and the training for 

teachers always emphasise using the guide. However considerable difference was found 

among teachers' use of the guide. This section discusses how teachers perceived the 
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importance of the teacher's guide as a teaching aid to the textbook and describes 

whether they used it as the material to teach English in classrooms of secondary levels as 

intended. 

5.2.1. Teachers' Perceptions 

In general, teachers appreciated the introduction of the teacher's guide as they 

considered it helpful in many ways. Most of the t~achers said that the guide helped 

them to understand more about the topic and how it was to be taught. It helped them by 

showing ways of organising content for instruction. Teachers also stated that while they 

needed to make time to produce practice material, the teacher's guide helped them 

readily obtain these materials. Ramia said that the guide helped her in taking the class 

as the instruction of doing the activities had been given with approximate time: 

Teachers can utilise the time in the class if they use the guideline given in the 

guide. It provides guidelines on how to do the activities given in the 

textbook. It makes teaching easier and better organised. It saves my time and 

efforts. If for some reasons, I can not take the preparation taking the help 

from the guide, I can feel the difference in my teaching. (Ramia) 

5.2.2. Classroom Practice 

However, observation showed that teachers did not use the guide in the manner 

suggested in training. Differences were also found in the frequency of using the 

teacher's guide. Two of the 26 participants said that they used it regularly, nine did not 

use the textbook 'everyday' and 15 out of the 26 participants did not use the guide at all. 

These last g~oup of teachers said that they taught the textbook by means of the textbook 

alone since they did not find the teacher's guide appropriate for the teaching context in 

Bangladesh though it had been written to help teachers use the new textbook. 

Participants raised two issues i.e. availability of the guide and time constraints, which 

they thought discouraged them from using the guide. These issues have been discussed 

in the following section. 
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5.2.2.1. Distribution of the Teacher's Guide 

The teacher's guide was not available to all the teachers. Four of the participants did not 

have a copy available for use. Ramia complained that the teacher's guide was not 

distributed properly to all teaahers. She added that at the beginning of this curriculum 

change, ELTIP distributed the guide-and thereafter the government was supposed to 

distribute the guide through the National Curriculum and Textbook Board (NCTB). 

However, these days only those who go for ELTIP training get personal copies of the 

teacher's guide for Classes 9 and 10. Teachers who could not go for the training did not 

get the copy. Rubaba, who was the Principal of a school in Savar, similarly complained 

about the unavailability of the teacher's guide. She explained that teachers outside the 

urban areas often did not have the guide when it was first published due to lack of 

proper management from the ELTIP authority. She mentioned that she herself got it 

after 2 or 3 years of its publication. It therefore appeared that lack of interest in using the 

teacher's guide can at least be partly attributed to its unavailability due to uneven 

distribution. 

5.2.2.2. Time Issue 

In addition to problems with distribution, shortage of time was another main reason for 

teacher's reluctance in following the teacher's guide. More than half of the participants 

of this study did not make use of the guide due to this reason. The issues that created 

time constraints for teachers were length of class period and the total number of classes 

in an academic year. These issues are discussed in the following two sections. 

Length of Class 

The duration of class was one of the major difficulties that prevented teachers from 

doing the activities of the textbook in the manner in which teachers had been suggested 

in the guide. Teachers noted that longer classes would have been better for doing all the 

activities. Ramia stated that the teacher's guide was very helpful in 'organising' the class 

and she used it regularly, even though she strongly argued that in order to use the guide 

properly, teachers needed longer class periods. The activities as suggested in the guide, 

she thought, could not be done in such a class with 30-minute duration. She revealed 
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that the classes at secondary level were usually 30-40 minutes long. If a class was before 

the tiffin break, it was usually 40 minutes long and if it took place in the second half, 

which was more often the case, it was even shorter. Apart from actual teaching, teachers 

also had to take the attendance of the students and collect the previous day's home work 

- a common practice in Bangladeshi schools, all within the allotted time. Observation 

also revealed that all these tasks required an extra 10-15 minutes which left teachers with 

an even shorter time for teaching in class. Ramia said that she found it difficult to do all 

the activities suggested in the teacher's guide and those learned in training. Shamim 

..-- revealed that he found it difficult to do warm-up activities in such a short class. He 

expressed his frustration when he said 

EL TIP taught us to do warm up activities which are mostly speaking activities 

in the first 3 minutes of the class but in re;a.lity we have to call the roll first, then 

have to collect the home work. After doing all these, I am left with 15 minutes 

to teach those students. We would have done those warm up activities if we 

did not have to do those works. (Shamim) 

Anisur, who was teaching in a public school in Dhaka, talked about yet another issue 

that made the length of the cl~ss even shorter. He talked about the students' behaviour 

as he said that students of his school were usually from less educated families who were 

generally not familiar with school etiquette. They often disrupted the class by making 

noise and behaving improperly, which further created time problems for the teacher. 

Teachers could not teach from the very beginning of the class time. They had to spend a 

good amount of time solving these problems. In the end they were left with 20-25 

minutes to teach the book which made it difficult to go through all the activities: "In 
' 

most of the 'cases it takes us long to make them quiet in the class. It leaves us with a short 

time for teaching" (Anisur) . 

Number of Class Sessions 

In addition to the inadequate time in each class, the limited number of class sessions also 

created additional time constraints for the teachers. Three participants claimed that they 
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did not get enough classes in an academic year to complete the syllabus. Teachers noted 

that they were assigned with four or five classes every week to teach the textbook Thus 

they got two hours every week for this book Teachers found it difficult to teach the 

textbook following the guidelines of the teacher's guide within such a short time. They 

did not get enough time to do all the activities of the book all the year through. They 

followed the guide only at the beginning of Classes 9 and 10 since they could teach in a 

more relaxed way in that part of the year when 'time pressure' is yet to be felt. Later 

they focused more on finishing the syllabus rather than doing all the activities and 

spending a certain time doing each activity as was suggested in the guide. 

Teachers did not get enough classes to complete certain parts of the syllabus before 

every examination. The course outlines showed that in most of the schools, students 

usually had three term-final examinations every year. In some schools they also had 

half-yearly and final examinations. The syllabus distribution was decided from the very 

beginning of each term. Anisur said that teachers were supposed to teach certain parts of 

the book, as asked by the administration, before every term final examination. He noted 

that teachers of his school remained much focused on the coverage of the curriculum 

content that would be tested rather than doing all the activities prescribed in the 

teacher's guide. Teachers and students therefore paid sole attention to completing the 

syllabus for the examination within the allocated time. Shamim stated that in his school, 

the gap between the first term examination and the mid term examination was three 

months. The first term exam was held in May and the mid-term in August. In the 

months of June and July, teachers were supposed to teach Units 1 to 10 for the first-term 

examination. Shamim felt the pressure of teaching these 10 Units within that short time. 

Teachers get pressure from authorities to complete the syllabus before the term 

final or the year final examinations a nd they try to complete the syllabus 

within the limited time available for one class and rush through the lesson. If I 

cannot complete the syllabus before the classes end, I will get warning from the 

Principal that I have not done my work properly. (Shamim) 
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Bashar said that in order to prepare students for the examination, they had to complete 

the syllabus and since they had to complete many lessons before each examination, they 

did not get enough time to do all activities. 

The idea of completing the syllabus in a short span of time works as the main 

barrier behind the implementation of the lesson we learn from teacher training. 

The thought of completing the syllabus always haunts us. (Bashar) 

In addition, closure of schools also reduced the number of classes and thus created 

additional shortage of time. Anisur mentioned that many annual programs such as 

sports and prize-giving ceremonies were held in January, while the winter vacation was 

in February-March. Furthermore, schools remained closed over the SSC examinations 

every year when they were turned into examination centres. Schools also remained 

closed on the days of strikes which were frequently called by the political parties in 

Bangladesh. Anisur added that floods occurred almost every other year. There were 

vacations for religious festivals i.e. Eid, Pooja. Schools remained closed for a total of 3-4 

months of the year due to these political disruptions, natural disasters and for the sse 
and HSC examinations. 

Do we get enough time to go through these activities? No! So many events are 

taking place in school all the year through! So many holidays! And you know 

about the strikes. In the end, we get few classes to complete the syllabus. 

(Anisur) 

Moreover, Kabir, a teacher in Comilla rural area, mentioned that if it rained a lot in rural 
' 

areas, students did not turn up and the schools were closed. Such unscheduled 'breaks' 

significantly disrupted normal activities of the school. 

Teachers stated that the teacher's guide had not been distributed properly and they did 

not get enough time to do the activities following the guideline as suggested in the 

teacher's guide. If they did all the activities, the syllabus would not be finished in time. 
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For this, they did not consider it 'practical' to use the book, even though they perceived 

the contents of the book as helpful in guiding them to teach the textbook. 

5.3. Making Lesson Plans 

Along with teaching, the training arranged for the English language teachers also 

trained them to make lesson plans, which were an outline or some points that would 

remind the teachers of the activities to be carried out in a particular class. Asif, who 

planned his lessons before every class, said that such practice helped him a lot to take a 

class in an organised way if he could make a lesso~ plan before a class. He said: 

From ELTIP training, I learned how to do lesson plan. It helps a lot in taking 

the class in an organised way. I decide before each class how I will conduct the 

class by making an outline or jotting some points that remind me what 

activities to do in the class. ( Asif) 

However, most teachers did not make lesson plans following the training. Data show 

that only three out of 26 participants made a lesson plan before going to the class. The 

majority of the teachers revealed that even though they were trained to make lesson 

plans and they understood that it was important to plan for a class before the actual 

teaching took place, they could not make the plan for several reasons. As Bashar 

mentioned, in teacher training, the trainees were asked to make preparation before 

going to class but the practical situation did not allow them to make preparation. "Even 

after having an intention of making lesson plan before going to Class, the situation does 

not allow us to do what we learned in teacher training" (Bashar). 

5.3.1. Workload ofTeachers 

Participants mentioned that the workload made it hard for them to make adequate 

preparation for the class. They mentioned three factors which were responsible for this. 

These factors are discussed below. 
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5.3.1.1. Engagement with Other Commitments 

Teachers' engagement with extra-academic commitments took their time away from 

making lesson plans. Participants revealed that they indeed understood the value of 

making lesson plans but they had to do work other than teaching which took their time 

away from making lesson plans. Apart from teaching, teachers had to do other work 

most of which were administrative and within the school. The authority engaged 

teachers to do work other than teaching i.e. collecting tuition fees, conducting 

examinations, doing other national duties like preparing voters' lists, doing election 

duties, counting people during the census etc. Teachers in the rural areas mentioned that 

they also had to do work related to the Female Stipend Project under which female 

students at the primary, secondary and higher secondary levels in rural schools got 

scholarships. Teachers noted that they got tired doing so much work. Rubaba, a teacher 

of Savar area stated "ELTIP trained us how to make lesson plans before the class and the 

importance of making the plans but because of administrative work, we rarely get time 

to make the lesson plans" (Rubaba). 

5.3.1.2. Private Tuition 

Due to poor pay scale, teachers had to get extra work to earn their living and this also 

took time away from them for lesson preparation. To earn minimal subsistence, teachers 

either chose to do private tuition or developed their own small businesses. For example, 

Shamim taught in the day shift in a school in Dhaka city beginning from 12 pm. He said 

that he taught privately from 7 to 11 am in the morning to get financial solvency. He 

added that he had to do both to meet bare minimum living expenses. Some other 

teachers said that they taught privately both before and after school hours. One 
' . 

participant Anisur said that his salary was Tk. 10,000 ($200). The government gave Tk. 

100 ($2) for house rent where as his house rent was Tk. 15,000 ($300) which was the 

average rent of a home in Dhaka. Thus he had to earn extra money to defray the 

minimum costs of living. 

I even cannot afford to pay my house rent with the money I get from the 

school. It makes me to think about an alternative income and for this, I teach 
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students private at home. I have to do something additional to make it up. 

(Anisur) 

In practice, teachers chose to do private tuition where they spent most of their time. 

"Teachers get very poor salary. They seem busier with earning through private tuition 
' 

rather than teaching in school. They would rather spend their time and energy on 

something that would bring 'better' returns to them", Ashish, a teacher of the rural area 

explained . 

Participants mentioned that the salary they received was not enough to cover bare 

minimum living expenses. Ayesha explained the detail of the salary structure saying 

that if a teacher had BEd training, sfhe started with Tk. 5,100 ($120). In addition, 

teachers got Tk. 55 ($1) for home rental and Tk. 150 ($3) for tiffin and medical allowance 

on a monthly basis. Teachers received an increment in salary after every 8 years of 

service, with two more increments following in the 12th and 15th year in service. A 

teacher got about Tk 12,000 ($240) after 10 years of service. Ayesha also mentioned that 

such payment scale was similar in all public schools and it was not enough for a teacher 

to survive on modestly. 

5.3.1.3. Shortage of Teachers 

Shortage of teachers was another major reason that increased the workload of existing 

teachers. Four teachers in rural areas complained that there were not enough teachers in 

the school and this shortage of teachers created a vast workload for existing teachers. A 

school started at 7.30 am and finished at lpm. Students usually had eight classes every 

day. Participants revealed that as they had to take six or seven lessons a day including 
' 

English and other subjects, they got little time to spare for lesson planning and class 

preparati.on. Lokman argued: "According to the teacher's guide, teachers need to make 

lesson plan prior to every class but in reality, we do not get time for that since we have 

to take many classes everyday". 
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Teachers expressed their dissatisfaction with the state of their workload in some detail. 

They became exhausted taking one class after another: "A teacher is a human being, not 

a machine. S/he needs to take rest!", complained Jalal. Another participant, who was the 

Assistant Head Master of a school in Dhamrai, said that all the teachers including 

himself were overburdened with workload which stopped him from making lesson 

plans before going to the class. 

As the Assistant Headmaster of this school, I have to do many administrative 

works. I have to take five classes per day as there is a shortage of teachers. For 

the workload, I do not get time for preparing myself for the classroom teaching 

but we were taught to take preparation before teaching when we attended 

teacher training programs. It takes time to make lesson plans but do we have 

the time? (Bashar) 

Monowar, who had been teaching in a school in Manikganj for 41 years, said that 

workload of teachers must be reduced for the sake of improving the quality of teaching 

The burden teachers have in secondary schools is not bearable. Teaching 

should not take place the way it has been taking place. It is not possible to 

improve students' ability because teachers can not teach well as they can not 

take preparation before going to class. Since a teacher has to take 5 to 6 classes 

everyday, s/he does not even get the time to think about the class. (Monowar) 

Being overburdened with workload further restrained teachers' initiatives and 

motivation to make lesson plans before class, as suggested in the teacher's guide and 
0 

practised in the teacher training. 

5.4. Summary of Chapter 

This chapter has presented participants' views on issues related to the importance of 

using the new textbook and the teacher's guide. It was found that a host of social, 

economic and practical factors not only made tasks expected of them difficult, but 
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rendered them impossible, if they were to follow the textbook as it was intended. This 

chapter has also presented participants' views on the importance of making lesson 

plans. With these views from participants, this chapter also discussed how the 

participants use the textbook and the teacher's guide while teaching in classrooms. 

The next chapter, Chapter Six, will focus on the other important aspects of this 

experience - the teachers' actual pedagogical practices in the classroom. Together with 

the varied and detailed accounts the teachers provided in support, in defence and in 

confirmation of their beliefs with regard to their practices and performances, this will 

provide valuable insight into the operations of how teachers in various ways adopt, 

adapt and cope with situations that often are neglected or under-addressed in training 

programs, as discussed in Chapter Three. As it was found, in a number of cases teachers' 

claims, beliefs and practices are at odds, further problernatising the intent of the training 

programs. 
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This chapter presents finding~ on how teachers use the textbook in the class and the 

various reasons behind their choices. It focuses on several pedagogical aspects of 

teachers' use of the textbook in class, vis-a-vis the implementation of their training. As 

previously mentioned, the new textbook specifically focuses on the development of the 

four macro skills through a communicative platform. This chapter therefore starts with a 

discussion of how teachers carry out activities involving writing, reading, speaking and 

listening skills. The way teachers teach grammar is discussed in next section. The 

following two sections discuss how teqchers conduct communicative activities in the 

. class and what language they use for instruction. This discussion gives a critical account 

of the various practical aspects of the teaching experience of the participant teachers of 

the current study. The chapter concludes with a summary of the findings presented in 

this chapter. 

With regard to the teaching of the four skills, data showed that although almost every 

chapter in the textbook offered classroom activities involving all four skills, only reading 

and writing skills were practised in class as intended, while the other two skills were 

mostly ignored. Again, following the instruction of the textbook, most of the teachers 

taught grammar implicitly. However, participatory activities rarely took place in these 

English language classes, even though teachers realised their importance and had a 

favourable attitude towards communicative activities. Data also revealed that teachers 

did not always use English as a medium of instruction in the classroom. They mentioned 

various factors that worked as barriers in implementing the lessons in the manner they 

learned in training programs. These factors are discussed in detail in this chapter. 
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6.1. Teaching the Four Skills 

The new textbook aims to develop students' language skills in the four macro skills of 

writing, reading, listening and speaking. The following sections discuss the various 

aspects of how the teachers taught these four skills in the language classroom. 

6.1.1. Teaching Writing 

There were activities involving writing skills in all lessons of the textbook and these 

_,. activities were focused on in all classes of both rural and urban areas. Observation data 

showed that teachers read the passage comprehension and students then wrote answers 

to the questions that followed the passage. Teachers often assigned some of the writing 

activities of every lesson as homework.. However, sometimes they practised writing 

~sks in the class - for example essay writing, paragraph writing or letter writing which 

are given at the end of every chapter in the textbook. 

Although teachers did work on activities that involved writing skills in all classes, there 

was selectivity in choosing activities for practising writing skills. In some of the classes, 

teachers practised the same activities again and again leaving some activities totally 

untouched. They ignored activities like 'poster making', 'picture description', 'filling up 

survey forms' etc. which they thought were 'not important' as far as the exams were 

concerned. Later, in interviews, teachers affirmed that they selected only the writing 

activities which were 'important' for examination and did not practise other activities 

since those were 'not important in examinations'. When Sajjad was asked if he did warm 

up activities and poster making, he was quick to reply: 

I have not ever done any such activity. We prepare students by teaching certain 

topics or by doing activities which are considered as important for the 

examinations such as writing letters and paragraphs as well as answering 

questions based on paragraphs. (Sajjad) 
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Jamil, a teacher of a rural school, echoed Sajjad when he said that teachers were expected 

to focus only on the activities considered important for the exam: 

We face pressure from students and parents to emphasise doing activities 

important for examination, rather than doing all the activities on writing skill 

and therefore we have to focus on the writing activities which are important for 

the exams. Gamil) 

Along with the textbook, commercially available guidebooks and test papers were also 

used to practise writing activities. Teachers taught how to write essays and paragraphs 

from guidebooks along with the textbook and practised these items from test papers 

which, as mentioned before, were 'models' of the question papers: "Students have to 

write letters and paragraphs in examination which can be from the book or from outside 

the book. We have to teach them how to write those as well" (Shamim). Jamil also noted 

that possible options for every activity of the textbook were given in these guides. 

Students practised writing activities like writing letters, paragraphs and essays on 

various topics from those guidebooks and since teachers themselves emphasised passing 

the examination or getting a good result, they practised the activities from the 

guidebooks rather than those in the textbook. 

6.1.2. Teaching Reading 

Activities that involved practising reading skills were focused on in all classes in both 

rural and urban areas. In all the classes, teachers read aloud the passages which were 

given at the beginning of every chapter. After reading one or two lines, the teacher 
' 

explained the meaning in Bangia. Later students were asked to write the answers to the 

questions given at the end of the passage. 

As with other activities in writing mentioned in the previous section, teachers tended to 

ignore activities which did not 'contribute' directly to passing the exam. Only two out of 

26 teachers practised the warm-up activities such as picture description, discussing the 

topic of the chapter with a partner etc. In one of the observed class sessions, Akbar was 
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teaching Lesson 7 of Unit 15 (see Appendix 11). He started reading the passage to the 

students skipping the pre-reading activity altogether, which was given at the beginning 

of the lesson. This pre-reading activity was a guided conversation that was meant to 

give each student the opportunity to practise dialogue with a partner. After reading the 

passage, the teacher moved on to the exercises of sections C and D and asked the 

students to complete the exercises given there. Once this was done, he moved on to the 

next lesson skipping the exercises of poster making and the speaking activity given in 

section E and F. Oearly he di4 not follow the guideline provided in the teacher's guide 

(see Appendix 12). When asked in the post-observation interview why he avoided doing 

those, he said: "I skipped over these activities because those are not important for the 

year final examination or sse exam" (an example of an sse question paper has been 

provided in Appendix 13). Observations of other classrooms also showed that teachers 

focused on teaching reading the main passages only, ignoring the warm-up activities all 

together which are given before the main passages. 

In some cases, what teachers claimed in the interviews with regard to their teaching 

practices, were at odds with the researcher's observations. In other words, data gathered 

from interview and observation gave two different pictures. For example, before 

observing her in class, Ayesha was asked how she would teach a lesson in the following 

class. She said that she would teach the way she taught other lessons. She would talk 

about the topic first, then she would talk to the students about the picture and read the 

passage and would ask students to read the passage silently. After reading the passage, 

she would ask one row of students to read the first paragraph, and then the second row 

of students would read the second paragraph. She would then ask students if they came 

across words which seemed difficult to them. She would give them synonyms of 

different words and move to writing the answers to the questions. That was how, she 

claimed, she always taught a lesson. However, classroom observation revealed that she 

talked about the topic first, read the passage, explained the meaning of every sentence 

and then moved on to the writing section. Students were not asked to read the passage 

at all. When Ayesha was asked the same question in post-observation interview, she 

THE NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE 137 



,. 

i 
I 

acknowledged that she was trained to do the pre-reading activities but she did not do 

those as she was in a rush to complete the syllabus in time. She said: 

I know how to do these activities in class and I know the importance of 

practising these activities but examination is ahead and I have to complete four 

more lessons before the examination starts. For this, I skipped doing some of 

the parts of reading section. (Ayesha) 

Field notes from most other classroom observations showed similar practices. In a 

system where both the anticipation and the effect were deemed to be of paramount 

important, the effects of washback seemed to loom large. Teachers practised only 

whatever was important for the examination. 

6.1.3. Teaching Speaking 

Teachers acknowledged the importance of the initiative of including speaking activities 

in the new syllabus and said that the new textbook was organised in a good way, as all 

four skills had been emphasised all through the book. In every lesson, there was at least 

one activity which required students to speak in English while doing pair work or group 

work activities. Most of the activities to develop speaking skills involved students to 

describe a picture to a friend. Teachers of rural areas appreciated this initiative because 

they believed this was the only way students of rural areas could practise the skill. As 

Rahman said "Our students never read newspapers written in English. They do not 

have computers. They are not exposed to English in their everyday life. Oassroom is the 

oply place for practising these activities of the book" (Rahman). 

Teachers were unanimous in their opinion that it was very important for students in 

Bangladesh to be able to speak English fluently. However because the previous textbook 

did not focus on such activities, students did not get any opportunity to practise 

speaking skills in class at that time. Are£ expressed his understanding of the value of . 

learning English with an emphasis on speaking skills: 
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Students should learn English. If a person can't speak in English, I don't know 

how fruitful the language learning will be. There is an increasing demand of 

people with fluency in spoken English. People need to be able speak English to 

get a good job but there was no such activity involving speaking skill in the 

previous book. (Aref) 

Even though all teacher-training focused on teaching speaking, among other skills, most 

teachers did not teach this skill in the language classrooms. It was observed to have been 

practised in only five out of 26 classes. In classes where speaking was practised, students 

were asked to do those activities by fomting pairs with neighbouring students. 

Observation notes also showed that in some classes, students often sit passively when 

they were asked to practise speaking activities with students sitting next to them or in a 

group.-ln some classes, teachers practised speaking activities by asking questions from 

the chapters. In such cases, only one or two students responded. Teachers in two of the 

cases waited for a minute after asking the question then gave the answer getting no 

response from the students. In the rest of the observed classes, teachers waited for the 

answer for some time, then directed the question to particular students sitting in front. 

In such cases, it appeared that teachers instinctively realised the shortage of time and 

moved on to the next teaching item. 

Students were generally very reluctant to participate in speaking activities. Teachers 

revealed that they felt frustrated with students' passive roles in the class and with their 

refusal to speak in English to each other and getting involved in conversations and 

speaking activities. Rahela noted that it was difficult for teachers to get students 
' 

involved in these activities. Her opinion was echoed in the following statement of 

'Bashar 

Students do not respond, which makes it difficult to practise the speaking 

activities. Students are usually hesitant in responding. Only good students 

respond others do not. Most of the students remain silent. If I ask questions to 
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students in English, out of 75 students, one or two students will answer me. 

Why should I do these activities if such a small number of students answer me? 

(Bashar) 

The educational background .of students and the impact of examinations were two 

issues mentioned by some teachers as causes for students' reluctance to participate. 

These issues are discussed in more detail in the next section. 

6.1.3.1. Educational Background of Students 

From interview data, it appeared that students not having the proficiency to participate 

in English speaking activities in class and their educational background were the 

reasons for that. Teachers of rural areas mentioned that students came to the secondary 

level with a very low proficiency in English. "Their low proficiency stops them from 

participating in class. Students do not respond in the class because they are weak in 

English" (Bashar). Teachers attributed students' poor proficiency in English to their 

primary education and said that the students usually had a small vocabulary and a 

limited command of English structures when they came to the junior secondary level. 

They lacked the minimum vocabulary and knowledge of grammar needed to speak in 

English. To give an example of their proficiency, Anjali said that sixty percent of these 

students could not write the alphabet properly when they came to the junior secondary 

level and if teachers asked them to write capital letters, they wrote small letters. If they 

asked them to write small letters, they wrote capital letters. Teachers noted that 

although the training and the curriculum focused on teaching speaking skills, they 

found it difficult to involve students of that level of proficiency doing speaking 

activities. Anjali argued: 

The training I received focused on doing these activities in class and taught us 

how to do it with students in pair or group but the students in our school have a 

very poor proficiency in English. They even can't write alphabets properly when 

they are in junior secondary level. What should we do then? Should we teach 
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them alphabets or we should teach them the speaking activities of the new 

syllabus? (Anjali) 

Moreover, participants mentioned that in primary education, learning gave strong 

emphasis on memorisation, imitation and rote practice. Students did not practise such 

activities at that time. Therefore, by the time students came to the secondary level, they 

had fully developed and normatively accepted the habit of rote memorisation. As 

Rahela explained: 

Our students did not do many activities in the primary level. They used to 

memorise things in class which they just reproduced in the exams. This habit of 

memorisation makes it difficult for the students to talk about a picture when 

they came to the secondary level. (Rahela) 

To improve the situation, Rahela asked for change in the education system by extending 

the communicative approach to primary education. She explained: 

Students need to practise speaking skill while doing communicative activities 

from the very beginning of their education. They focused on rote memorisation 

in their primary education. So they do not find it comfortable doing these 

activities suddenly in their secondary level. (Rahela) 

6.1.3.2. Impact of Exams 

Jhe current examination system was also reported to be causing students' such passive 

role. Participants revealed that parents expected a good result from their children in the 

SSC and students themselves also expected a good result in that exam. Both parents and 

students therefore wan~ teachers to work on only those activities which are important 

for them because all that mattered was the exam results. Such expectations deeply 

implicated teachers' ways of teaching as they focused on writing and reading skills and 

preferred revising the activities rather than doing other activities not deemed important 

for the exams. A teacher of a public school, Hafiz, mentioned that it was the 
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responsibility of the teachers to prepare their students well for the examination. He did 

not find any reason for practising speaking skills and rather preferred to spend the time 

doing activities important for the exam. He explained: 

We focus on what is important for exam. We want our students to do well in 

the examination and we work for it. Since only reading and writing are tested 

in the sse, students seem reluctant to practise the other two skills. If an activity 

is not important for the examination, what can be the reason for working on 

that? (Hafiz) 

An analysis of the course outline showed that only reading and writing skills were 

practised in the class and were tested in the year final examinations of the schools (see 

Appendix 10). Activities involving those two skills were focused on in the planning of the 

course and the teachers revisited these activities several times. Question papers of past 

examinations held in these schools also showed that only reading and writing were 

tested in exams and none of the schools assessed speaking skills. The question pattern of 

these examinations closely followed the pattern in the sse examination and since there 

was no question on listening skills in the SSC exam, these schools did not assess it in any 

form. 

In ELTIP trainings, we were asked to focus on speaking activities while teaching 

in the class but speaking skill is not tested in exam. The question papers are not 

made following the training. The question pattern is completely different. 

(Rahman) 

Such difference appeared to have such a huge impact on the relative importance both 

students and teachers intuitively attached to the skills that teachers asked for a change in 

the assessment system. They thought that the weakest part of the current education 

system was the mismatch between teaching and testing. Sajjad opined that teachers 

could not implement what they learnt in teacher training in the class: "The training 

cannot be successfully implemented in the classroom until and unless a change is 
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brought to the assessment system. When students will feel bound to speaking in 

English, teachers will also be bound to teaching in English" (Sajjad). Teachers' concerns 

were also reflected on Hafiz's voice when he mentioned: 

Proficiency in speaking skill should be tested in the SSC examination. We 

can't force students to speak in English. If students took test on speaking, 

they would have had spoken English. Unless it is tested, neither the teachers 

nor the students will feel interested to do the activities on speaking skills. 

(Hafiz) 

It was therefore apparent that the question pattern of the sse examination made 

students reluctant to do speaking activities and caused teachers to neglect performing 

speaking activities in the class in favour of the 'more important skills'. 

6.1.4:. Teaching Listening 

Participants similarly acknowledged th e impo rtance of practising listening activities 

while learning English and appreciated the government's initiative to include it in the 

new syllabus. They also noted that they learnt how to do these activities in the training. 

Rubaba said: 

I never practised listening comprehension when I was a student and never 

taught it before the new syllabus was launched. It is a big change from the 

previous syllabus. In every lesson of the textbook, there is at least one activity 

which requires students to practise listening skill of English. (Rubaba) 

~ However, the field notes taken during classroom observation showed that out of 26 

classes observed, activities involving listening skills were not conducted in any of the 

classes. Teachers mentioned that it was difficult to teach these activities in class. They 

mentioned the following two issues as reasons for not doing such activities in class. 
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6.1.4.1. Impact of Exam 

Impact of the examination, again, was one of the reasons that made students reluctant to 

do listening activities. As was found in the speaking activities, students did not want to 

do listening activities since these were not tested in the SSC examination and therefore 

"were not important for exam" (Lokman). Rahman also pointed out that the 

examination caused students' reluctance to be taught: "Students always put focus on 

getting a good outcome for the results. That is why listening activities seemed less 

.-- important to students. Whatever activity we do, students ask us 'is it important for 

exams?"' (Rahman). 

Teachers asked for changes in the current examination format in order to take into 

account these problems and to make it easier for them to do those activities in class. 

They said that if the testing of listening skill were included in the sse exams, it would 

be easier for teachers to motivate students to practise this skill They noted that a change 

in examination could change English teaching in a major way, as Asif said: 

If listening were tested in the SSC, activities to practise this skill would have 

been taught in schools. If at least, a small mark was allotted for the listening 

skill, both students and teachers would have felt interested to learn these two 

skills. Since they do not carry any score, they are not interested to practise it in 

the class. ( Asif) 

6.1.4.2. Student Attitude to Education 
' 

In addition, students' attitude to education was another reason that made teachers avoid 

these activities. Teachers in rural areas stated that their students did not come from well· 

off families and boys of these areas preferred to earn money rather than study at school 

since their focus was on earning money, not education. They often remained absent, 

especially in the harvesting season, when they spent time working in the fields. Teachers 

complained that such students showed reluctance to all learning. Moreover, since they 

were irregular, they just wanted to learn things that were important for the examination 
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and this made them unwilling to do listening activities. Teachers of rural areas also 

noted that the sole focus of girls in rural areas was to get married and for this they 

focused on getting a pass mark in the exam. A 'pass' in the SSC gave them a higher 

position as a bride in society and helped them to get a good groom as parents would like 

their sons to get married to educated girls. Girls were considered ' educated' simply if 

they passed the sse, because it was the first public certificate examination. While talking 

about student attitudes towards learning, Anja!i, a teacher in a girls' school in rural area 

Savar explained: 

Girls are not interested about study at all. Their focus is on marriage, not on 

education. They just want to get a pass mark. Marriage is considered more 

important than study by girls in rural areas of Bangladesh. Students' focus on 

getting a pass mark makes them reluctant doing activities to develop listening 

skills. (Anjali) 

Lokman, a teacher with five years' teaching experience in a girls' school in Dhamrai, 

said that they did not do the listening activities and could not implement the training 

they received on practising these activities since they did not find the students interested 

in doing these activities· at all. He said: 

If we want to do listening activities, girls tell us "Sir, we do not need to work 

on this activity since it is not important for the examination. We better do the 

ones important for the SSC exam". Student attitude influences teachers' 

teaching practice. Since they are not interested, we do not feel interested either 

to do those activities with them. (Lokman) 

6.1.4.3. Lack of Equipment 

Lack of necessary equipment also worked as a hindrance in practising of listening skills 

activities. Most of the teachers found it problematic to read the passages given in the 

teacher's guide in a class which usually consists of 70-80 students who were supposed to 
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do the exercises after listening to the passages. Teachers mentioned that it was difficult 

for all students, especially those who sat at the back of the room to listen to the teachers, 

even if they read it loud. One of the participants, Shamim, said that if he read the 

passages for doing listening activities, not all students of such a large class would be 

able to listen to him and this would cause disruption: 

Students who sit arotmd me will only listen, other students will talk to each other 

and make noise. For this, I do not do these activities. If there were 25-30 students 

or even if there were 40 students in the class, I would have tried. I can not do 

these activities with 76 students. Does not matter how loud I read- it is not 

possible for 76 students to listen to me! (Shamim) 

Arrangements for equipment such as microphones or CD players would have helped 

the teachers to solve the problem. They talked about the necessity of having a 

microphone to do listening a~tivities in such large classes. Observation showed that 

except for one school in Dhaka~ no other school could provide microphones in the class. 

Two teachers also talked about the necessity of having a CD or a cassette with the text 

book in order to practise the listening activities. They thought that this would have 

made the students interested in doing these activities since they would have been able to 

listen to the corresponding audio in that case. "I think that it would have been much 

better if the listening passages were provided in a cassette. Students would have felt 

interested in that situation" (Asif). 

Thus, an exploration on practising the four skills revealed that although in almost every 

· chapter there were activities on all the four skills of language i.e. reading, writing, 

speaking and listening, data show that only reading and writing skills were practised in 

class while the other two skills were mostly ignored. Teachers skipped practising these 

two skills for the various reasons mentioned above. 
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6.2. Teaching Grammar 

Following the instruction given in the textbook and suggestions provided in teacher 

training, most of the teachers taught grammar in an implicit form, where the primary 

focus was drawn towards the activity and not the grammar point. They taught the 

grammar through doing the activities with an emphasis on function rather than on form. 

In a class session, Bela! was teaching Lesson 1 of Unit 4 from the textbook. Students were 

supposed to learn the use of 'going to' according to the lesson chart given at the 

beginning of the book. After the main passage of the lesson, a list was given of some of 

the things a girl wanted to buy before going overseas and Belal asked the students to 

write sentences using each of the things mentioned in the list. This manner of his 

tecahing reflected the teaching of most of the teachers. Later he revealed that he 

followed the lesson he learnt in EL TIP training program as he said: 

We are trained to teach grammar in context where the grammatical rules are 

hidden from the learners and they are asked to do exercises or activities 

involving one or more particular grammatical features. The question pattern on 

grammar in SSC examination also follows this pattern. For this, I teach grammar 

in that way. (Bela!) 

However, observations revealed that two participants- Sharif and Jamil were teaching 

grammar explicitly by taking examples from other grammar books. They paid 

considerable attention to explaining discreet grammatical points, which they did in 

Bangia. When they were asked the reason for that in the post-observation interview, 

· Sharif revealed that teaching grammar in an implicit way was a new approach and both 

found it difficult to accept the change: 

It is a very big change from the previous book. It is difficult to adopt such a 

big change. Change should take place gradually. We learn to walk before we 

start running. Change should take place in an acceptable manner. There 
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should not be any revolutionary change. The implementers find this difficult 

to implement. (Sharif) 

For Sharif, there were not enough exercises with grammatical structure and he found it 

difficult to teach them in an implicit way. He was not happy with the grammatical items 

of this new text book as he noted that more exercises on grammar needed to be included 

in the book: "There is no activity to practise grammar in this textbook. It would have 

been better if there were grammar exercises in this book" (Sharif). He noted that there 

was a focus on teaching grammar structures and doing grammatical activities in the 

previous book. Teachers were thus used to teaching language through teaching the 

grammar explicitly. He further said that he found it difficult to teach English without 

teaching grammar, although he admitted to be learned how to teach grammar in context 

in the EL T training he received. 

The other participant, Jamil, stated that grammar teaching had long become a norm in 

language teaching. Since the previous system focused on grammar teaching, people 

believed that grammar teaching was all that language teaching meant and students 

would not believe that the teachers were teaching properly if teachers did not focus on 

practicing grammar activities in class. He mentioned: 

Student cannot believe that English can be learnt without learning grammar 

explicitly because they are quite used to learning grammar. They cannot accept 

the change. If we do not teach them explicit grammatical items, they will not 

value our teaching. They will think we cannot teach them English properly. 

Gamil) 

Thus while most of the teachers taught grammar implicitly following the instruction of 

the textbook, two teachers sti.ll felt the need to teach grammar explicitly. It was a 

continuation of the traditional way of teaching with which teachers were already 

comfortably familiar. 
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6.3. Working Communicatively in the Classroom 

The new textbook emphasises practising students' ability to communicate rather than 

just mastering the structure of the English language. Participant teachers appreciated 

this as they argued that the prime focus of language teaching should be on building 

communicative skills which were relevant to perform real-life tasks rather than on 

teaching discreet grammatical items, as discussed in the previous section. Students 

needed to know how to communicate in English to a get job in today' s world. 

We need to make our students able to compete in the world of job and students 

need to know how to communicate rather than just knowing the structure of a 

sentence. The activities of this book teach how to communicate on everyday 

basis. I think this sort of activities is very important for the Bangladeshi 

context. (Ashish) 

Teachers appreciated the inclusion of communicative activities as they said students 

enjoyed doing those activities while also helping them develop their speaking skills. 

They revealed that working in small groups and pair activities was the most common 

strategy used in this book and in every lesson, there was more than one activity 

involving students in pair work or group work. Bashar mentioned that within a short 

time, teachers could develop the speaking skills of the students with the help of doing 

these activities. Asif agreed with Bashar and he further added that students enjoyed 

doing pair work and group work activities: 

These activities are very interesting and I think students get much pleasure 
' 

while working in groups or pairs. Students' proficiency in speaking English 

might develop if they work in such pairs or groups. By doing communicative 

activities, we can help the students to remove their shyness and inertia for 

which they can not speak smoothly and spontaneously. (Asif) 

THe NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE 149 



Despite the explicitly communicative intent and approach adopted in the new textbook, 

not all the teachers involved students in interaction in the classroom. In seven of the 26 

classes, teachers initiated communicative activities by involving students in pair work 

activities which were the pre-reading and the post-reading activities to practise speaking 

skills. Students were asked to talk to other students in pairs or groups. The pre-reading 

activities mostly involved students describing pictures while in the post-reading 

activities, students were asked to talk·about a topic discussed in the main passage of the 

lesson. In one of the observed classes, while teaching Lesson 3 of Unit 4, students were 

also asked to do role play through dialogues between a travel agent and a client. 

However, most teachers displayed traditional teaching styles in the classrooms. The 

classes were frontal, lecture-type, teacher-centred with little interaction between teacher 

and students. A major proportion of class time was composed of teacher talk and there 

was very little use of the board. Teachers read through the textbook aloud to students 

and sometimes translated some parts into Bangia. Many times teachers addressed 

questions to the whole class or individual students. The same one or two s tudents from 

the entire class provided the answers every time. Later, students were asked to read the 

passage by themselves. Thus most of the students kept silent all the time of the class. 

They interacted neither with teachers nor with their peers. Lokman said: "Before the 

new curriculum, we used to teach different lessons using different books. Now we teach 

lessons of the new textbook but the style is same". The following table shows the 

teaching techniques in the obs~rved classes: 

Teaching Techniques Number 

Lecture 24 

Group work/Pair Work 6 

Role Play 1 

All of the above 1 

Table 5: Teaching Methods Used in Observed English Classes 
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When the teachers were asked why they still emphasised giving 'lectures' instead of 

doing communicative activities, except for two teachers, all said that they found it 

'difficult' to do these activities in class and implement what they learned in teacher 

training programs. They pointed out the following four factors as constraints in 

conducting communicative activities. 

6.3.1. Class Size and Seating Arrangements 

Class size and seating arrangements worked as two major constraints in teachers' 

attempts to use pair work or group work activities. They complained that the student­

teacher ratio per class was not favourable for conducting a communicative class 

successfully. Teachers had to teach many students in a class as the average number of 

studentS in classrooms was 70-80. Bashar, a teacher of a rural school, said that there were 

usually 60 students in one class but sometimes they had to teach larger classes. The 

number came to 120 when they had to combine 2 classes. They had to do this sometimes 

since they had a shortage in the number of subject teachers. 

In such a large class, teachers found it difficult to teach communicative activities 

following the teacher' s guide and implementing the lessons they learned in training 

programs in such a large class. In most of the classes, during classroom observation, 

teachers addressed a small group of students and it was inaudible to the rest of the 

students. The questions asked at one end of the room could not be heard from the back, 

where the researcher often sat during the observation sessions. It was difficult to hear 

what the teacher was saying beyond the second or third row. Students who sat in the 

front benches answered the questions of the teachers as they were better able to hear 

what the teachers said and saw what they wrote on the board. Shamim argued that he 

found it difficult doing communicative activities in large classes: 

It would have been possible doing the activities following the teacher's guide if 

there were 25 to 40 students in a class. How can I do communicative activities 
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with such a large number of students? When we have such large classes, we 

have to teach following the traditional way by giving lectures. (Bashar) 

The incongruity and mismatch between the context of the training and the actual 

classroom made it difficult for teachers to implement what they learned in training 

programs which was recurrently brought up by participants in a number of interviews. 

Bashar talked about the difference in the environment between training and the actual 

classroom. He said that it was easy to teach the things in training but he found it difficult 

to teach these things once back in the actual classroom, as the number of students was 

much higher than the number of trainees. "In EL TIP training, we were taught to do 

group work activities but it is not possible for us to use it practically" (Bashar). Anisur 

also talked about a similar situation as he said that when he attended ELTIP training, 

there were 40 trainees in his group. The trainers did group work involving 40 trainees in 

a 90 rnffiute long class but teachers, as Anisur argued, got 30 minutes in a class. If they 

divided 70 students into groups of five students, there would be 14 groups and this 

arrangement itself would take a long time. The class would be over by the time the 

teachers finished making groups. 

Participatory activities also caused noise, which created another problem doing 

communicative activities in large classrooms. Teachers argued that if everyone started 

talking in a class while doing pair work or group work activities, the class would 

become very noisy and teachers and students from the next classroom would complain. 

Since classes were very large in Bangladesh, if the teacher asked students to get involved 

in pair work, only students who were around the teacher would do that, others would 

not They would talk to each other and it would create noise as Sajjad, a teacher with ten 

years teaching experience pointed out: "The classroom environment is not very 

congenial to use this textbook. If students start working in groups, the classroom 

becomes noisy which disturbs adjacent classes" (Sajjad). Moreover, any noise was 

considered as objectionable by the Head Masters of the schools. A quiet classroom was 

more important than an interactive one. In this regard A yesha said: 

THE NEW TEXTBOOK FOR TEACHING ENGLISH LANGUAGE 152 



..... 

We have to remain concerned about many things. We cannot do something 

that creates chaos in the class. The Head Master does not care about whether or 

not I am doing pair work or group work activities. He pays more attention to 

discipline and is only interested in students' high scores in the exam. (Ayesha) 

Sajjad also pointed out how pair work and group work activities created noise and said 

how such activities were. different in the ELT training: 

When we learnt doing group work activities in the CLT course, it was not that 

noisy. The trainee teachers talked only about the topic they were asked to talk 

about but it does not happen in the class in similar way. Students start talking 

about various other topics. They talk about CDs, pictures and create noise. That 

is why we can not do pair work or group work activities in the class. (Sajjad) 

A class with fewer students would have helped teachers doing these activities as large 

class size was a major deterrent to participatory activities. Participants noted that 

according to the government mandate, there should be at least 65 students in one class 

whereas previously there used to be 40 students in a class. They criticised this 

government mandate and complained that such an increase in the number of students · 

made it difficult to arrange so many students into workable groups. The government did 

not allow schools to have more classrooms and so there were too many students in each 

class. Participants from public and MPO schools said that the problem was even greater 

there. In those schools, they had to go by the government regulation as they got the 

payment from the government: "If the Ministry of Education allow more teachers and 

more sections in one class, · it would have helped a lot to teach the students 

appropriately" (Sharif). The rules about number of students did not allow teachers to 

practise communicative activities with them in the class. 

A class should be consisting of fewer students if I want to do these activities in 

class. The authority does not allow making extra section and taking teachers 

for the sections. If we have appropriate number of sections, there will be 40 or 
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45 students in each class and we will be able to practise conununicative 

activities with the students that time. Gamil) 

The seating arrangement in a typical Bangladeshi classroom is also not appropriate for 

doing pair work and group work activities. Observations revealed and participants 

mentioned that students sit on long wooden benches which line up and are bolted to the 

floor facing the blackboard, while over crowded classes make it difficult for teachers to 

move around among the desks, as Anjali said: "There is hardly any space for the 

teachers to move around and see what the students are doing'' (Anjali). 

Differences in seating arrangements between the training centre and the classroom made 

it difficult to implement the lessons learned in the training programs. Ashish talked 

about the 'impracticality' of the lesson they learned in the training programs. He 

explained how the pair work and group work activities in the real classroom setting 

were different from those practised in ELTIP training: 

In ELTIP training, we used to sit on single chair and table, so when we were 

asked to do pair work, we used to turn around the chair. This is not possible in 

our school because the seating arrangement is not appropriate for these sorts of 

activities. We have to make them sit together. They need to discuss. Teacher 

needs to move in the class to see what they do. (Ashish) 

He further added that the training programs did not help them to teach in the 

classroom: "We developed the theoretical knowledge in ELTIP but it is not possible to 

apply the knowledge in practical situation" (Ashish). Such mismatch between training 

and teaching practice appeared to be a persistent and recurrent concern for all teachers 

in the interviews. 

6.3.2. Lack ofTraining 

Lack of adequate and proper training was another reason behind not doing 

communicative activities in class. Some of the participants said that alth9ugh all teachers 

who were teaching English in the secondary level in Bangladesh received BEd training, 
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they needed to have training on teaching English using the communicative approach to 

be able to teach in the way suggested in the new curriculum. Even though such training 

programs had been arranged by ELTIP, and other organisations, not all teachers were 

lucky enough to have received such training: "The book is very good and only a 

properly trained teacher can teach it" (Bashar). 

English teachers in rural areas did not always get training on the communicative 

approach. Participants mentioned that the teachers in remote rural areas could not go for 

training due to the inadequacy and mismanagement of the training organisers. The 

training programs were organised when schools were open and due to the shortage in 

number of teachers, Principals of schools in rural areas did not want to send their 

teachers for training: 

Teacher training should be provided to the teachers of all areas in our 

country. Teachers outside urban areas rarely get ELT training. The rural 

schools do not have enough teachers so it is not always possible to send 

teachers for training. These teachers are lagging behitid the teachers of urban 

areas. If we want to develop the teaching quality, we have to train all the 

teachers irrespectively. (Amrin) 

However, even though most of the urban teachers and some rural teachers did receive 

training, the teaching practices of these trained teachers were not observed at any point 

in the training or later by the trainers. Bashar talked about the necessity of having 

follow-ups in order to reinforce what teachers learnt in training as it was not known 

whether the teachers went back to their previous teaching methods or taught in the new 
' 

way after they returned: 

Teachers should be trained first, then there should be follow ups after the 

training programs. None of the training programs had any follow up. It would 

have been better if we had such follow up. The organisers of the training 
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programs do not know how the trained teachers are actually teaching in the 

classroom. (Bashar) 

6.3.3. Students' Reluctance to Participate 

Students' reluctance to participate also made it difficult for teachers to implement 

interactive activities in the class. They noted that students were accustomed to the 

traditional classroom structure and that deep-seated tradition of learning made it almost 

impossible for teachers to implement what they learnt in teacher training programs. It 

created difficulty for the teachers to get the students to participate in class activities. 

They also added that students either did not respond to the teacher's instruction or they 

merely chatted with each other when asked to communicate with peers in the classroom. 

Students' insistence to focus on examination results made them reluctant to get involved 

in any kind of participatory activity. Teachers revealed that students were only 

interested in practising activities important for the exam. They believed that doing 

activities in the communicative approach would not bring them good marks and for 

this, they did not seem to be interested in doing anything communicative. Shamirn, a 

teacher of a school in an urban area, mentioned that if teachers in his school asked 

students to get involved in participatory activities, students would complain that the 

school would be closing in a few days and they did not understand the passage, so they 

did not have the time to practise the model questions. As a result, teachers moved to the 

next passage which was important for the examination and therefore they seldom 

practised these exercises. Shamim further said that even after learning how to do 

c~mmunicatiye activities and having a positive attitude towards it, they could still not 

do this in every class. 

We learned how to do pair work activities in the teacher training program, we 

know the importance of doing warm-up activities but sometimes we have to 

skip those because the students are not interested to do these activities since 

these are not important for the sse examination. (Sharnim) 
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It appeared that despite teachers' acknowledgement of the importance of conducting 

communicative activities in the class, students' examination-oriented goals prevented 

them from participatory activities, thereby defeating some of the key goals of the 

training. 

6.3.4. Preference for Traditional Teaching 

Teachers' preference for the traditional rote teaching style was another significant issue 

that hindered practising communicative activities in some of the classes. Data gathered 

through interviews revealed that three teachers often found it convenient and felt 

comfortable teaching in the traditional rote-based grammar translation method with 

which they were very well familiar. Two of these teachers taught in the rural area and 

one in the urban area. They said that they were unwilling to abandon the tradition of 

giving lectures in class all the time. They mentioned that it was easier to continue 

teaching using traditional methods which they were more comfortable with. Also in this 

way teachers could control the students by keeping them quiet since students did not 

get a chance to talk and they had to listen to the teacher. One participant put it nicely 

saying: 

The training programs taught us many lessons but we do not implement what 

we learn there. It is comfortable to teach English in the traditional method. We 

do not want to leave our comfort zone breaking the egg crates we have been 

living in for a long time. (Anjali) 

TJtis section has shown that even though teachers learned how to do communicative 

activities in training programs and most of them had a favourable attitude towards the 

new way of teaching and learning, due to several unavoidable reasons they often could 

put to practice the guidelines suggested and endorsed in their training. Class size and 

seating arrangements acted as constraints for teachers in implementing communicative 

activities and most teachers found it difficult to get the students to participate in class 

activities. Moreover, some teachers themselves still had no intention of moving away 
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from previous teaching practices. As a result, although the policy and textbooks had 

moved towards a communicative approach, data reveal that in practice there had not 

been a great deal of change from the previous teaching style. 

6.4. Language of Instruction 

English was not used as the sole medium of instruction to teach the textbook in the class 

even though this was emphasised in all the training programs. The new curriculum 

emphasises making English the language of the classroom in order to practise and 

develop the language skills of the students. Oassrooms observations showed that 

teachers outside urban areas taught almost totally in Bangia, three teachers in the urban 

area, taught in English in all their classes, while other teachers in the urban areas used 

both Bangia and English while teaching. After reading a passage from the text book, 

teachers translated it into Bangia and whenever they asked students any questions in 

English, they immediately translated that passage into Bangia. During the observation of 

the class of Amrin, a teacher in the rural area, the researcher found her using English all 

the time but when she asked the students to do something, none of the students 

understood. The teacher had to translate that into Bangia and only then could the 

students understand hr instructions. 

Teachers mentioned two reasons for using Bangia in the classroom. - the language 

proficiency of the teachers themselves and the language proficiency of the students. 

These two issues are discussed in more detail in the following two sections. 

6.4.1. Language Proficiency of Teachers 

In some classes, teachers' own inability to speak in English worked as a hindrance to 

using English as a medium of instruction. It appeared that teacher's academic 

background and their choice of profession caused such inability to use English language 

in classrooms. Shamim said that often an English teacher was a graduate in a different 

subject and found it difficult to instruct students in English. He added that he did his 
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Bachelors in Political Science and he never had to speak English in the class and so as an 

English teacher he found it difficult to speak English fluently to his students. 

Political factors seemed to be the reason behind the insufficient English skills of some 

teachers. They reported that in some cases people not qualified enough to become 

English teachers got the appointment since they got recommendation from local 

influential people. These teachers found it difficult to teach in the English language. As 

Hafiz mentioned, the political leaders and rich people of the locality who were in charge 

of the School Management Committee (SMC), exerted a lot of influence in the 

recruitment of new teachers. He noted that some of the teachers in rural areas got 

appointed on the basis of their good connection with the influential people of the local 

community. Even if those teachers were not capable to teach, the Principal had to retain 

them due to political reasons. The Principal could not dismiss them because such 

decision might implicate his/her job as member of the school management committee 

would, in that case, go against the Principal. Such administrative politics seemed to 

work behind appointing under-qualified teachers which implicated the teaching 

practices. 

On the other hand, people with good academic backgrounds (often with proficiency in 

English) did not take teaching up as a profession and this also worked as another reason 

for most teachers not being able to teach in English. Participants stated that school 

teachers are paid very low in Bangladesh although teachers of urban areas could still 

supplement income by doing private tuition. However, teachers of rural areas did not 

often get any such opportunity as their students did not come from wealthy families. As 

a result, teachers were low earning people in rural areas which made people with good 

academic background reluctant about taking up teaching as a profession in these areas. 

Kabir, who had been teaching in a school in rural Comilla for 18 years said: 

We don't have good teachers in these rural areas. Most of the teachers who 

teach English had a course on English in BEd. In this school, you can not expect 

an English teacher who completed Bachelors with honours and Masters in 
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English. People with good academic background do not take teaching as a 

profession because teachers do not get good salary. These people opt for 

professions other than teaching. (Kabir) 

In order to compensate for such lack of proficiency in English, teachers resorted to using 

Bangia as a more convenient medium of instruction, both for themselves and for their 

students. 

6.4.2. Language Proficiency of Students 

In addition, even if teachers were proficient enough in using English in class, students' 

low proficiency in English sometimes worked as a barrier for teachers in using English 

as the only language of instruction. Six participants mentioned that students' English 

language proficiency was too low for them to be able to understand the teachers if they 

had taught in English and therefore they chose to teach in Bangia. Rahman, a teacher of 

Dhaka city, taught in both Bangia and English. Later he said "Classes are held in both 

Bangia and English so that the students can comprehend better" (Rahman). Hafiz also 

said that the reason of teaching in Bangia was to make things comprehensible to the 

students: 

According to the new textbook, we are supposed to teach in English in 

classroom. EL TIP training emphasised this point. After receiving the training, I 

started trying to take classes in English but I found that students could not 

understand me if I spoke in English. Gradually, I left the habit of teaching in 

English. If students can not understand English, what is the point of teaching in 

English? (Hafiz) 

Data showed that while teaching in the classroom, Shamim explained the meanings of 

new words in Bangia. When he was asked the reason for that, he gave an example and 

said '"carols' means 'song' but it will be difficult for many students to understand the 

meaning if I say it in English" (Shamim). 
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Such low English proficiency of secondary school students can be attributed to two 

reasons disa:lssed in the next sections. 

6.4.2.1. Socio-Economic Background of Students 

The socio-economic status of the students in rural areas appeared to be a major reason 

for the low proficiency of the students. Kabir, a teacher in the rural area, said that since 

students in these areas came from under privileged and uneducated poor families, they 

did not find anyone at home to help them learn English and they got little exposure to 

English language outside the classroom. "Students are from poor and uneducated 

family. If they could learn English at home, they would have improved their proficiency 

in that language" (Kabir). Moreover, as argued by two other teachers of rural areas, 

since the parents in rural areas were poor, they could not afford to spend money for 

private tuition. Therefore, students did not find any place other than the school to 

develop their English language skills. Such insufficient scope of practising English, 

especially for students in the rural areas, contributed to teachers having to resort to 

Bangia as a medium of instruction in the classroom. 

All of the three teachers compared students of rural areas with students of urban areas. 

According to these teachers, students of urban areas got help frotn their parents at home 

and since parents could spend money for private tuition of the children, students also 

found places outside school where they practised English. However, the situation was 

quite different in rural areas where most of the parents were uneducated farmers and 

could therefore not provide any academic support to their children at home. In many 

situations, their son or daughter was the first person in his/her family to get an 

equcation. School was the only place where students learned English as they did not get 

any help from their home or family and neither could they go for private tuition as 

students in urban areas did. This was voiced as a major issue of concern for all 

participant teachers in rural areas. 
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6.4.2.2. Administrative Issues in School 

Due to certain administrative issues, shl;dents with low proficiency in the English 

language skill kept getting promoted to the next level year after year. Teachers of rural 

schools emphasised the fact that students' level of proficiency in English was 

particularly low in schools situated in rural areas of the country. Most of the students 

failed in Mathematics and English. Ashish explained that they still had to promote these 

students who failed in those two subjects because if teachers stopped promoting them, 

...- the guardians would stop their education altogether. Schools could not run in such a 

situation and moreover, if th,ey were not promoted, the parents would request the 

management committee to promote them to the next level and the committee would 

pressurise the teachers anyway. Therefore the students who were not qualified enough 

kept getting promoted to the next level and in these ways students of rural schools could 

never ·improve their proficiency in English no matter which grade they were studying in. 

Teachers of rural areas considered these reasons as major hindrances in developing the 

proficiency of students in rural areas. 

This section has shown that although the new curriculum empluisises the use of English 

in the language classroom, the observation notes revealed that teachers did not always 

use English in practice in the classroom. Participants mentioned that teachers' and 

students' low proficiency created barriers in using English as a medium of instruction in 

classrooms, a problem which originated from a range of socio-economic and political -

administrative factors. 

6.5. Summary of Chapter 

This chapter has presented some important aspects of teachers' pedagogical practice and 

their views on issues related to the teacher training they received in terms of how and 

what use they made of it in their actual classroom teaching practices. It can be seen that 

while some issues have been emphasised in training programs since they are included in 

the new syllabus, contextual factors have not been taken into account, resulting in a 
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situation in which these trained teachers are left with no choice but to cope with the 
-

situation by themselves, each devising their own often idiosyncratic and unique ways of 

adapting to the situation. Despite the odds, it is remarkable the way teachers have 

always made the best of the· situation and the demands made by a host of social, 

political, educational, institutional and economic issues, constantly imposing on the 

teaching scenario. At the same time, participants' views on usirig English as a medium 

of instruction provide a wide array of differences in the ways in which teachers have 

tried to compromise between what they are expected to do and coping with the differing 

..- competence levels of students across a wide range of settings in Bangladesh. 

The next chapter, Chapter Seven, will focus on the discussion of the research findings 

which have been presented in this chapter as well as in Chapter Five. 
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'7. Chapter Seven 

DISGtJ'SSU)N OF TU.E Rt!:S'EARCH FINDINGS 

This chapter discusses the research findings of the study in the light of the literature 

review on curriculum innovation and its implementation as presented in Chapter Three. 

It begins with a discussion on the initiative of introducing the textbook and teacher 

training as the twin vehicles for curricular innovation in Bangladesh. Taking into 

account interview data coupled with observation, the next section discusses factors that 

were found to affect teacher's textbook use and hinder changes in classroom teaching. 

The next two sections explore factors that cause differences in teaching between rural 

and urban areas and examine the gulf between the policy and practice of teaching in 

Bangladesh. The following section then discusses the appropriateness of teacher training 

arranged for the English teachers to teach the textbook effectively. In line with the 

principal concern of this thesis, the chapter concludes with exploring the disparity 

between policy and practice in Bangladesh. 

7.1. Textbook and Teacher Training: Vehicles for Curriculum Implementation 

7.1.1. Textbook 

A textbook is considered to be an important strategy to implement a new curriculum 

(Fullan, 2001) and has been introduced in many places where curriculum innovation in 

English language teaching has taken place (Hutchinson & Torres, 1994; Richards, 1998). 

As has been mentioned in Chapter One, the textbook English for Today, introduced in 

· Bangladesh as part of the new curriculum, is an essential teaching material in teaching 

English in Oasses 9 and 10 in Bangladesh. The claim of Hutchinson and Torres (1994) 

that a textbook makes teaching easier, better organised and more convenient was clearly 

reflected in the opinion of the teachers. They stated the importance of using the textbook 

as the sole teaching material because of the 'organised way' in which it was designed. 

Furthermore, participants said that English for Today used a wide array of topics and 

themes that covered different issues and events as well as knowledge of different 
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disciplines and subjects. Students of secondary level would find these topics interesting 

and would be able to relate ·to them from their familiarity with the context. Many 

authentic resources were used in this text, for example, advertisements from 

newspapers, loan application forms and news paper articles. Participants also claimed 

that the use of these authentic resources was an entirely new feature in the textbook. 

The new textbook focused on all the four skills of English language i.e. reading, writing, 

speaking and listening and this feature clearly distinguished it from the previous 

textbook. Students were encouraged to actively participate in activities which involved 

all the four skills from the very beginning of the textbook. Participants were unanimous 

in their opinion that it was very important for students in Bangladesh to be able to speak 

English fluently. The previous textbook did not focus on such activities and therefore 

students did not get any opportunity to practise speaking skills in class at that time. 

Teachers noted that it is this attention to oral communication skills that distinguished 

this text book from the earlier one. The inclusion of communicative activities was 

considered as another important reason for using the new textbook as there are many 

activities in this textbook to involve students in communicating with each other. 

Teachers appreciated the inclusion of these communicative activities as they believed 

their students enjoyed doing those activities and it could help them develop their 

speaking skills. As we have seen, in addition to the four macro skills, this book also 

focuses on developing grammar and vocabulary. 

However, although teachers expressed their positive attitude towards using the new 

textbook and its contents, observation revealed that in the classroom, especially in the 

rural sch,ools in Bangladesh, both students and teachers relied heavily on locally 

produced bi-lingual guide books and notebooks with readyrnade answers and 

explanations of grammatical structures. 

A teacher's guide was also· published as part of the curriculum innovation in 

Bangladesh. The guide aimed to help teachers in planning lessons and provided 

answers to the exercises in the textbook. Details of teaching and learning activities for 
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the teachers according to the new examination formats were provided with suggested 

methods and time allotment for individual activities. It was intended that teachers 

would follow the guide while teaching the text. Such guides are published "to establish 

a direct link to teachers and clarify their intentions to them" (Shkedi, 1995, p. 155). 

Data reveal that teachers found the teacher's guide helpful in a number of ways. Most of 

the teachers said that the guide helped them to understand more about the topic and 

how it was to be taught. It also helped them by showing ways of organising content for 

_.. instruction. Some teachers also stated that while tht::Y needed to spend time on making 

practice material, the teacher's guide helped them readily obtain these materials. This 

was an important function of the teacher's guide in a system where time constraints 

severely affected not only classroom teaching, but also teachers' preparation time. 

However, teachers did not follow the teacher's guide as intended. Indeed, most of the 

teachers were skeptical regarding the practicality of using the guide. According to these 

participants, the guide was very helpful in guiding how to teach the textbook but it was 

not possible to teach all the. activities of the textbook according to the guidelines 

provided. For those, who did use the teacher's guide, difference was also found in 

frequency of using it. Two of the 26 participants said that they used it regularly, nine did 

not use the textbook 'everyday', while 15 out of the 26 participants did not use the guide 

at all. This last group did not find the teacher's guide appropriate for the teaching 

context in Bangladesh. 

7.1.2. Teacher Training 

Along with the publication of the textbook and the teacher's guide, numerous training 

programs have been arranged to implement the new curriculum. The English course in 

Bachelor in Education (BEd) and other training programs such as the Communicative 

English Course (CEC), ELTIP Training, and Communicative Language Teaching (CLT) 

, arranged for English language teachers, provided teachers with professional training to 

!. build their understanding of the communicative approach and focused on how to 
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handle the new textbook efficiently. The new recommended teaching approach strategy 
-

was a radical departure from the previous grammar based teaching. Carless (1997) 

argues that teachers need to be retrained with new skills and knowledge, particularly 

when the required methodology is highly different from the existing one. Since the new 

textbook emphasises teaching English for communication focusing on all the four skills 

of English (rather than rote learning), teachers needed to be retrained to be able to teach 

the new textbook All training courses arranged for English language teachers in 

Bangladesh, aimed to enable trainees to understand the importance of using the 

.-- textbook to meet the demands imposed by curriculum innovation in secondary 

education. The use of the teacher's guide was also covered in these training programs so 

that the teachers could understand its aims, themes, and objectives, as well as the 

management of the various skill-practice activities in the lesson. 

However, although training was arranged to help teachers implement the newly 

introduced curriculum, the current study showed that teachers did not teach the 

textbook according to the suggestions of the teacher's guide and did not always follow 

what was emphasised in training programs in this regard. They mentioned various 

reasons which hindered their implementation of lessons as learned in training. The next 

sections consider these factors in detail. 

7.2. Factors Influencing Implementation 

Through interviews and observation, this study revealed that there were various 

challenges which did not allow teachers to carry out all the activities of the textbook and 

to implement what they learnt in teachers training program as intended. They had to 
' 

work within a setting which was shaped by a number of factors which neither the 

design of the textbook nor the. training programs took into consideration. The literature 

also shows that training does not always help teachers implement new teaching 

strategies. In their efforts to translate theory into practice, teachers encounter obstacles of 

various types (Hu, 1992; Li, 2001; Markee, 1997). Participants of this study pointed out 

various socio-cultural issues that work as constraints in curriculum innovation. While 

some of the factors identified in this study were previously identified by researchers in 
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other contexts (see Chapter 3), some new factors emerged as unique to the Bangladeshi 

context Following the divisions proposed by Kennedy (1988), the following section 

presents and discusses these factors under five main categories: cultural, political, 

administrative, educational and institutional. 

7.2.1. Educational Factors 

One of the most pronounced hindrances teachers complained of appeared to be the very 

format of the academic sessions and the competence level of both teachers and students . 

It was found that while the curricular innovation introduced major changes in the 

content of education, little regard was paid to how the school and public exams, in terms 

of expectation and timing, influenced the way both students and teachers would 

respond to the changes. 

7.2.1.1. Impact of Exam 

Even though the goal of the new curriculum is to teach students how to communicate 

focusing on all the four skills of the English language, the questions of the exam do not 

reinforce this goal. As a result, teachers could not do tlte activities suggested to improve 

listening and speaking skills in the class. Although in almost every chapter there were 

activities on all the four skills qf language and the training programs taught the teachers 

to teach those lessons, teachers focused only on reading and writing skills activities. The 

absence of activities on listening and speaking skills in practice made both teachers and 

students avoid learning these two skills altogether. A ccordingly, although the new 

textbook had been in operation since 20 02, classroom teaching practice showed an 

'extreme form of negative washback' (Wall & Alderson, 1993, p. 47) by focusing on just 

two skills i.e. writing and reading. Teachers constantly faced pressure from students and 

parents alike to emphasise doing the activities important for the final examination, 

rather than doing communicative activities. Since students' seores in the Secondary 

School Certificate (SSC) were related to the reputation of the school, teachers' main 

l concern was always to teach whatever was important for the exam. They were caught 
I 

f 
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up in a 'score-boosting obsession' (Popham, 2001), with a corresponding indifference 

towards the objectives of both the training and the new curriculum. 

In other words, teachers' major focus and primary duty was to help the students score 

well on the sse examination as it is a high-stake test in Bangladesh- the results of which 

were an issue of prestige for the teachers, parents and the students in Bangladeshi 

society. According to Wall and Alderson (1993), such circumstances result in leading 

teachers to "teach to the test with an undesirable narrowing of the curriculum" (p. 118) . 

..- This situation is reflected in literature {Crocker, 2005; Popham, 2001; Shohamy et al. 

1996; Spratt, 2005), as it shows that high-stakes tests affect teaching by narrowing the 

curriculum. As an impact of a high-stake test, teachers choose "teaching to the test as the 

ultimate goal" (Luxia, 2005; p. 164) in the classical manner of washback. 

As an impact of exam, teachers therefore selected activities of only two skills which they 

practised in class. They prepared students by teaching certain topics or by doing 

activities which were important for the examinations such as writing letters and 

paragraphs and answers based on paragraphs, while ignoring activities such as 'poster 

making', ' picture description', 'filling up survey forms' etc which were 'not important' 

as far as the exams were concerned. Teachers taught how to write essays and 

paragraphs from guidebooks along with the textbook While practising reading skills, 

only two out of 26 participants practised the warm-up activities such as picture 

description, discussing the topic of the chapter with a partner etc. They preferred to 

prepare the students well for sse examination by repeating the activities important for 

the exam which they considered their primary responsibility. They practised the same 

activities again and again leaving some activities totally untouched. Such phenomena 

has been described by Popham (2001) as a domination of "test-fostered series of drills" 

(p. 21). 

Teachers often relied on bi-lingual guide books and test papers in classrooms even after 

having a positive attitude towards using the new textbook and its content. These guide 

books were designed according to the formats of the sse final examination and focused 
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on exam technique and parallel exam forms. In addition, to supplement such practice, 

students also practised questions from the commercially available test papers. In many 

rural schools, teachers completely ignored doing textbook activities because in order to 

prepare the students for SSC exam, they had to practise more reading and writing 

activities other than the passages given in textbook. As the guidebooks focused only on 

activities important for sse exam, students did not practise activities like filling in 

survey forms or bank loan forms which they needed outside the classroom . 

...- Jenkins (2006) argued, as mentioned in Chapter Three, teachers and learners alike are 

likely to be reluctant to accept any change in curriculum that is not reflected in the 

objectives set by the major examination boards. Even after being trained to conduct 

communicative activities and having a positive attitude towards it, teachers in 

Bangladesh could not do this in every class. Students' focus on exam result made them 

reluctant to get involved in participatory activities. Their reluctance to participate in turn 

made it a problem for teachers to get the students involved in communicative activities. 

O'Sullivan (2001) showed that teachers' lack of sufficient training did not allow teachers 

to do communicative activities effectively in classroom in Namibia. Teachers found it 

difficult to implement communicative activities like pair work and group work since 

they did not have the experience or training to do that. However, this study shows that 

even after learning to do pair work and group work activities, they still could not do it 

in class due to students; reluctance. 

As teachers in Bangladesh could not practise listening and speaking skills due to the 

content of the examination, they demanded a change in the test design by including 

activities on writing and reading skills. Shohamy et al. (1996) argued that bringing 

change to tests is particularly important in places where the test is high-stake, since such 

tests cause important consequences, that can shape the teaching and learning situation. 

LoCastro (1996) similarly focused on the fact that the new curriculum will be ignored 

unless the exam system is changed ·since the exam has deleterious washback effect on 

classroom teaching and teacher education. In Anderson's words "The examination is the 

piper that calls the tune. Perhaps the tide will tum when language testing has changed 

its focus" (1993, p . 475). 
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7.2.1.2. Language Proficiency of Students and Teachers 

The lack of language proficiency of both students and teachers affected two aspects of 

classroom teaclting: the language of instruction and doing participatory activities in 

class. The new curriculum emphasises that English should be the language of 

instruction. However, students' low proficiency in English language created barrier in 

using English as a medium of instruction in classrOOJ?=lS. All the training programs 

instruct teachers that English will be the only language of communication between 

teachers and students. However, most of the time, teachers in the urban area used both 

Bangia and English while teaching while teachers outside urban areas taught only in 

Bangia. Most of the teachers pointed out students' low proficiency in English as the 

reason for teachers' use of Bangia as a language of instruction. If teachers taught in 

English, students would not be able to understand, so they did not use English while 

teaching. 

Students' poor proficiency also worked as a restraint on conducting speaking skill 

activities. As Tudor (2001) points out, the success of a methodology arises out of the 

students' active participation in the learning process. However, in Bangladesh, students 

rarely participated in class across both urban and rural settings. In classrooms, teachers 

still lectured at the front of the class where students were passive spectators- they only 

talked when they were asked questions. In this way, they did not comply with the 

communicative approach on which the new curriculum is based. 

As discussed, students' educational background was a reason for their poor proficiency . 
level in English which was causing problems for teachers in not using the textbook as 

intended. Teachers attributed students' poor proficiency in English to their primary 

education where they did not do such activities and learning mostly gave strong 

emphasis to memorisation, imitation and repetitive practice. 

Teachers' own low proficiency in English language also sometimes caused difficulties in 

instructing in English. Their academic background worked behind such inability. As 
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found in this study and mentioned in Chapter Two, there were no subject teachers in 

schools a nd any teacher could teach any subject. No specific academic degree was 

formally required in order to be an English language teacher in schools of Bangladesh. 

Such condition further made it difficult to expect teachers to instruct in English. 

7.2.2. Cultural Factors 

In addition to factors related to the educational setting, it was found that certain 

culturally-endorsed, deep-seated notions of the 'relevance' of education played a major 

role in the ways in which students (and in some cases teachers) behaved in response to 

the new curriculum. On the one hand students, especially in rural areas, often viewed 

education as an unwarranted distraction from the more important family 

responsibilities, and on the other, some saw it as a short-term vehicle to a form of social 

eligibility which had little to do with education. 

7.2.2.1. Student Attitude to Education 

Students' attitude to education; especially in rural areas, made it difficult for teachers to 

encourage listening activities in class. Boys of these areas preferred to earn money rather 

than studying at school. They remained absent, especially in harvesting season and 

spent time in field work Moreover, since they were irregular, they just wanted to learn 

things that were important for exam and were unwilling to do listening activities which 

did not constitute exam preparation. 

On the other hand, in rural areas of Bangladesh, girls considered marriage as more 

.important than study. The sole focus of girls was to get married and for this they 

focused on getting a pass mark in the exam because it gave them a higher position as a 

bride in society and helped them to get a good groom. On the other hand, parents would 

like their sons to get married to educated girls and they were considered educated only 

if they passed the SSC which was the first public examination. Students' focus on getting 

pass mark made th~m reluctant to engage in communicative activities. 
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7.2.2.2. Preference for Traditional Teaching 

Despite the more communicative approach adopted in the new textbook, some teachers 

still felt the need to teach in the traditional way as it was easier and more familiar to 

them. Crookes (1997) argues that teachers' prior teaching experiences provide direction 

for planning their teaching. Teachers are comfortable with teaching strategies they 

previously employed and often find it difficult to start teaching in a new way as it may 

require a departure from their previous beliefs, practices and routines. This was not 

common with the teachers of Bangladesh studied he~e, even though some of them 

preferred to continue the familiar traditional way of teaching. In that way, teachers 

could control the students by keeping them quiet as students listened to the teacher and 

did not get a chance to talk. Resorting in such manner to the traditional way of teaching 

and learning therefore gave the teachers a confidence of familiarity with the 

environment of the class. It also gave' teachers a feeling of a system that has always 

worked. 

Despite embracing communicative teaching in different degrees, teachers still found it 

hard to move away from previous teaching practices and felt the need to teach grammar 

explicitly. The new textbook focused on teaching grammar in context- grammar was not 

meant to be taught separately in this book. Training recommended teachers to teach 

grammar in context where the grammatical rules are 'hidden' from the learners who are 

asked to do exercises or activities involving one or more particular grammatical features. 

7.2.3. Administrative Factors 

The interviews allowed the teachers to voice some of their grievances in relation to the 

management of the schools and government policies. It was found that the amount of 

work they had to do and the pecuniary rewards they got in return were frustratingly at 

odds, often forcing teachers to seek alternate means of subsistence. Such practice 

appeared to have had direct implications on the quality of teaching as well as the very 

integrity of the new curriculum. 
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-7.2.3.1. Workload of Teachers 

English language teachers in Bangladesh were often over burdened with workload, 

which affected their classroom teaching. The training arranged for English language 

teachers to focus on making lesson plans which included items such as the objective of 

the lesson, the time distribution of each activity and the necessity of teaching aids. 

Richards (1998) argued that lesson plans are seen as checklists which teachers should 

follow as it helps teachers in taking class in an organised way 

Lesson plans are thought to help the teacher think through the lesson in 

advance and resolve problems and difficulties, to provide a structure for a 

lesson, to provide a 'map' for the teacher to follow, and to provide a record of 

what has been taught. (Richards, 1998, p. 103) 

The teacher's guide emphasised the importance of making a lesson plan prior to every 

class session. However, teachers were overburdened with workload and it restrained 

their initiatives and motivation to make lesson plans before class. They did understand 

the value of making lesson plans and wanted to apply the lesson they learn in training 

but the shortage of timing created barriers for them. Since teachers had to take six or 

seven lessons a day including English and other subjects, they got little time to spare for 

lesson planning and class preparation. Shortage of teachers was another major reason 

that increased the workload of teachers in rural areas. Moreover they were often 

engaged in other commitments outside of teaching - such as preparing progress reports, 

conducting examinations, performing administrative responsibilities of the school and 

other national duties such as preparing voter lists, counting people during the national 

census etc. All these factors appeared to have significantly contributed to teachers' 

preparation for their classes. 
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7.2.3.2. Distribution of. Teacher's Guide 

Improper distribution of the teacher's guide was another important administrative 

shortcomings that influenced teachers' use of textbook in some schools. Some of the 

teachers did not have a personal copy of the teacher's guide. While at the beginning 

ELTIP distributed the guide, the Government took over the responsibility of distribution 

through the National Curriculum and Textbook Board (NCTB). Sadly, these days only 

those who go for EL TIP training get a personal copy of the teacher's guide for Gasses 9 

and 10. As has been discussed, not all teachers outside the urban areas could go for the 

training programs as there was a shortage of teachers and those teachers did not get the 

guide. 

7.2.3.3. Pay Scale 

Teachers had to undertake private tuition to earn their living and this took time away 

from lesson preparation. Teachers get very poor salary in Bangladesh as was mentioned 

by teachers of this study and as was pointed out by Quader (2000, November). To earn 

minimal subsistence, they either chose to do private tuition or developed their own 

small businesses. Most of the teachers of this study chose to do private tuition in which 

they spent most of their time. They often chose to spend their time and energy on 

something that would bring 'better' returns to them. 

7.2.4. Institutional Factors 

Although perennially discussed in the discourse community of teachers and 

increasingly highlighted in the research literature, both at home and abroad, certain 

contextual factors still constitute some of the most insistent and pervasive obstacles to 

the implementation of the new curriculum. Such factors range from actual daily 

teaching time and the teaching periods over the academic calendar, to physical 

constraints and lack of logistic support. 
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7.2.4.1. Time Issues 

Some issues caused shortage of time and created difficulties in doing the activities of the 

textbook in the manner in which teachers had been suggested in the guide. The duration 

of class was one of the major reasons that created the shortage of time of teachers. As 

seen previously, the classes of the secondary level were usually 30-40 minutes long. 

Apart from actual teaching, teachers also had to check the attendance of the students 

and collect the previous day's home work. All these tasks took an extra 10-15 minutes 

which left teachers with an even shorter time for the actual teaching in class. Teachers 

found it difficult to do all the activities suggested in the teacher's guide and that they 

had learnt in training. 

Teachers did not get enough classes in an academic year to complete the syllabus which 

further cut on available time. They could not provide the time that was needed to do all 

the activities according to the guide since the school was closed many times all the year 

through. Natural disasters, closures for board examinations, various school events and 

political unrest often disrupted the academic calendar and made the time even shorter to 

complete the syllabus. 

Moreover, the constant pressure to finish and revise the syllabus before examinations 

reduced time to teach the activities in detail as suggested in the guide. Students usually 

had three term-final examinations every year and teachers had to finish the syllabus 

before every exam. They often ·had to revise after that completion. Since they did not get 

enough classes, they had to focus on the activities important for the exam within that 

short time to 'complete' the syllabus. Teachers remained focused on the coverage of 

curriculum content that would be tested rather than doing all the activities as has been 

prescribed in the teacher's guide. 

7.2.4.2. Physical Constraints 

Like China (see Su, 2006) and South Korea (see Li, 2001), class size and seating 

arrangements affected classroom teaching in Bangladeshi secondary schools. These 
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worked as constraints for teachers in implementing communicative activities. A 

secondary level class in Bangladesh consists of approximately 70-80 students. In most of 

the classes, teachers addressed a small group of students and the lesson was inaudible to 

the rest of the students. Only students who sat in the front benches or in the 'action 

zone' (Shamim, 1996), answered the questions of the teachers. They were better able to 

hear what the teachers said and see what they wrote on the board. The rest of the class 

was largely ignored, as far as the teacher's attention was concerned. 

Oass size has always been considered as a major constraint to participatory activities. 

Research conducted by Sinha (2006) in Bangladesh showed that teachers of secondary 

and higher secondary level identified 'large class size' as the problem in implementing 

the new approach while teaching the new book However, it did not show why the large 

class was a problem for the teachers or what specific problems teachers faced as a result 

of having a large class. The findings of this study showed that teachers found it difficult 

to teach communicative activities following the teacher's guide and implementing the 

lessons they learnt in training programs in such large classes. The difference between the 

setting of the training and that of the actual classroom made it difficult for teachers to 

materialise their training in actual practice. The number of students in a typical class is 

much higher than the number of trainees. In addition, if teachers were to conduct such 

activities, the class time would be over by the time teachers finished making groups. 

Moreover, if everyone started talking in a class while doing pair work or group work 

activities, the class would become disruptive and teachers and students from the next 

classroom would complain. Due to these reasons, most teachers considered it best to 

avoid most participatory activities. 

0 

Oassroom seating arrangements also made it difficult to practice pair work and group 

work activities, as, once again, the settings of the training and the classroom were at 

odds. In training, teachers used to sit on single chairs while students sit on long wooden 

benches, lined up and bolted to the floor facing the blackboard. There was hardly any 

space for the teachers to move around to oversee and supervise students. 
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Furthermore the restriction imposed by the Government on the number of class sections 

made it difficult for teachers to arrange students to do communicative activities. 

Teachers talked about the necessity of having a class with less number of students and 

criticized the government mandate of making classrooms with at least 65 students 

whereas previously there used to be 40 students in class. Teachers found it difficult to 

make more sections and recruit more teachers under the present situation and called for 

government policy makers to consider this issue . 

7.2.4.3. Lack of Equipment 

Lack of equipment worked as a hindrance to practising listening skill activities. There 

were many activities on listening comprehension in the textbook which aimed to 

encourage the practising of listening skills in English. In every lesson of the textbook, 

. there was at least one activity which required students to speak in English while doing 

pair work or group work activities. The passages of listening comprehension were 

provided in the teacher's guide so that the teachers could read aloud and the students 

could do the activities following the corresponding passages. Teachers found it 

impractical to read the passages in a class of 70-80 students. It was difficult for all 

students, especially those who sit at the end of the room, to listen to the teachers even if 

they read it out loud. Arrangements of equipment like microphones or CDs might have 

helped them solve this problem, even though except for one school in Dhaka, no other 

school of the selected schools for in the study could provide such resources, due to 

insufficient funds. 

7.2.5. Political Factors 

In addition, participants reported other factors, such as interference and pressure from 

local as well as national political persons and nepotism and how these affected the way 

in which they were meant to teach and administer the classes. 
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7.2.5.1. Administrative Politics 

Appointment of non-qualified teachers influenced classroom teaching in some cases, 

where administrative politics worked behind their appointments. In some rural areas, 

people not qualified enough to become English teachers got the appointment due to 

recommendation from the local influential people. In these areas, the political leaders 

and rich people of the locality were in charge of School Management Committee (SMC). 

Sometimes teachers in these areas got appointed on the basis of their good connection 

with these influential people of the society. The Principal had to retain those teachers 

even if they were not capable to teach because such act would potentially affect his/her 

job if the members of SMC went against the Principal. 

In addition to this, administrative politics were also a factor behind retaining students 

who failed, sometimes repeatedly, in English in junior secondary levels. Students' level 

of proficiency in English was particularly iow in secondary schools in rural areas of the 

country. Even though most of these students failed in Mathematics and English, teachers 

had to promote the students because they knew that failure would result in parents 

requesting or asking the organising committee to promote them and the committee 

inturn would have pressurized the teachers. In this way, these students got promoted to 

the next level. Due to this, despite having a low proficiency in English, students of rural 

schools kept getting promoted to the next level every year. 

Such a host of educational, cultural, administrative, institutional and political factors 

prevented teachers carrying out the activities of the textbook as intended and imposed 

challenges to the implementation of what they learnt in the teacher training programs. 

7.3. Regional Disparity in Teaching 

The study showed conspicuous difference in teaching practices between the rural and 

urban areas in Bangladesh. Difference was found in two aspects of language teaching: 

degree of reliance on using the textbook and using English as the language of 

instruction. There was signifi cant ~erence in the degree of reliance on using the 
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textbook and guidebooks between students of rural and urban areas. In many schools in 

urban areas~ students practised guidebooks along with English for Today. Teachers of 

these areas finished one lesson, practised exercises from the guide book and practised 

the model questions corresponding to that lesson from the test papers. However, in most 

classes in rural areas, students were observed using only commercially available 

guidebooks and test papers, to the almost total rejection of the textbook itself. Classroom 

teaching focused on these workbooks that prepared students for the kind of questions 

specified in the new exam. Students of rural areas could not afford to buy the textbook 

and guidebook and only bought the material that was important in passing the exam . 

Thus the textbook, which was ·mentioned as the core of the curriculum by the 

curriculum planners, was not always used in English language classrooms in 

Bangladesh, and exam-related commercially published materials played a large role. 

Difference was also found in the use of English as the language of instruction between 

schools of rural and urban areas .. While teachers of urban areas used English and Bangia, 

the teachers of rural areas taught only in Bangia. Teacher's low level of proficiency in 

English was one of the reasons for that. As discussed.in Chapter 3, Nunan (2003) found a 

similar situation in China and Malaysia where there was a dearth of teachers with a high 

level of proficiency in English language which resulted in difficulty in following the 

communicative method. 

The academic qualifications of teachers themselves also varied greatly and this 

influenced their use of English in class. People with good academic backgrounds, in 

general, were reluctant to take teaching up as a profession in Bangladesh because of 

poor pay. People were reluctant to teach in rural areas since teachers in these areas did 
' 

not get the opportunity of doing private tuition whereas teachers in urban areas could 

supplement their income by doing private tuition. Thus lower income and less 

opportunity for teacher training made people with high academic profile reluctant to 

take teaching up as a profession especially in rural areas. Hasan (2004) found that 

teachers of urban areas in Bangladesh were more qualified than those of rural areas 

However, he did not show whether differences in teachers' academic qualifications 
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created any disparity in teaching practices. The current study shows that differences in 
-

academic qualification of teachers caused difference in their proficiency in the English 

language and created regional disparity in Bangladesh, as discussed in Chapter Six. It 

reflected what Hu (2005a) found in China. He claimed that qualified teachers in China 

opt for teaching in cities and coastal areas since those areas offer better living standards, 

economic prosperity and better opportunities for teacher training. This study further 

affirms that differences in the professional qualification of teachers can cause differences 

in teaching practice between two areas in the same country. 

Students' proficiency level in English was another reason why English was not used as 

the language of instruction in the class. Teachers in rural areas could not teach in English 

because they thought that the students did not have the ability to understand English. 

Teachers believed that there was a major difference in the skill levels between students 

of rural and urban areas. Most of the parents are uneducated farmers in rural areas and 

in many situations, a student was the first person in his/her family to get an education. 

Students, therefore, did not get any help from their home or family, and school was the 

only place where they learned English. By contrast, in urban areas students got 

additional out-of-school help from their parents at home. They found places outside 

school where they could learn English and parents could spend money for private 

tuition of the children. These reasons worked as hindrances in developing the 

proficiency of students in rural areas. 

7.4. Appropriateness of Teacher Training Models 

. Numerous training programs have been arranged for teachers to facilitate the 

implementation of the new curriculum in Bangladesh. Through courses, seminars and 

workshops, these training programs aimed to help the teachers use the new textbook in 

the transition phase of curriculum innovation. Hutchinson and Torres (1994) claimed: 

"we need to see textbook development and teacher development as part of the same 

process" (p. 326). Campbell et al. (1998) also argued that unless training is provided, 

giving conununicative material to teachers who are more familiar with the grammar 
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translation method may not lead to change in teaching practice. The training that was 

arranged for English language teachers in Bangladesh was offsite and it worked as a 

top-down process where the teachers were expected to just implement the decision 

taken by the curriculum planners. Teachers received the training once; they did not 

receive it on an ongoing process and nor was there any follow-up or impact test. The 

findings of this study shows that while the training arranged for the teachers helped 

them develop their pedagogic skills and their knowledge about how to teach the book, 

they found it difficult to apply that lesson in the classroom. This raised the question of 

...- whether the nature of the training programs arranged to implement the new curriculum 

was appropriate for the Bangladeshi context. 

Even after receiving training, teachers in the present study could not do communicative 

activities in the classes, although findings of two empirical studies (Hasan, 2004; NAEM, 

2005b) conducted earlier in Bangladesh claimed that one of the reasons for teachers' 

failure in practising communicative activities of the revised English for Today book in 

Bangladesh was their lack of training. Research conducted by Hasan (2004) showed that 

this was because teachers did not do activities for practising listening and speaking skill 

and Hasan claimed that they did not know how to teach listening and speaking skills 

due to lack of experience gained from in-service teachers' training programs. His claim 

was supported by a research conducted in Bangladesh on secondary schools of the 

public and private sector by National Academy for Educational Management (NAEM, 

2005b). Findings of this study showed that teachers could not carry out communicative 

activities in class as they lacked knowledge about teaching the English language and 

NAEM claimed that teachers' knowledge was not upgraded since they also lacked 

subject based training. However, teachers themselves were not asked in either of these 

two studies why they did not engage in communicative activities. Furthermore, this 

study shows that even after receiving training, teachers could not conduct 

communicative activities involving students in pair work or group work They could not 

involve students in activities to practise speaking and listening skills as various 

contextual factors hindered practising those activities. 
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The current study proves the assumption of Pandian (2004) and shows that teachers 

went back to "chalk and talk" (p. 246) drill after returning from training. In a study, 

conducted to explore the implementation of ELTIP training, Quayyum, Roy, Akhter, 

Haider and Huda (2000) found that teachers could use pair work and group work 

activities successfully after training. It helped them to involve the students in practising 

listening and speaking skills. This research was conducted in 2000, just after the 

introduction of the new curriculum. Moreover, as mentioned in Chapter Three, the 

researchers pointed out that the teachers of this study were observed just after they had 

received their training. They were expected to be observed by the trainers at that time to 

support them in using the conununicative approach in their classes. They also 

mentioned that the same study might give different results if it was carried out a year 

later because the effect of the training was still fresh in the teachers' minds because the 

findings showed that there was no change in classroom teaching even though all the 

teachers went through the training programs, it can be argued that teachers went back to 

the previous teaching style even if they had initially implemented the new style. 

The difference in the contexts between training and teaching caused difficulty for 

teachers to implement what they learned in training programs. The training courses in 

Bangladesh provide English language teachers with professional training to build their 

understanding of the communicative approach. Teachers found it difficult to teach these 

once back in actual classroom. For example, teachers learned doing pair work and group 

work activities in EL TIP training by discussing a topic, turning around the chairs to face 

each other. However, the seating arrangement of students in the classroom was 

completely different and did not allow any kind of physical rearrangement. 

The training programs that were provided to English language teachers in Bangladesh 

did not have any follow up and were 'piecemeal' (Carless, 2001, p. 264). Teachers were 

provided only a short amount of time in training to get accustomed to the new teaching 

style. Since none of the training programs had any follow up, the organisers of the 

training programs did not know how the trained teachers were actually teaching in the 

classroom. Moreover, such short-term training programs might not be sufficient for 
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teachers to understand the theoretical and practical aspects of the new approach. Carless 

(1997) emphasised the importance of teachers' ongoing training as they are the key 

people to implement the innovation: "Training needs to be ongoing and developmental, 

not of a one-off nature" (Carless, 1997, p. 363). Krrkgoz (2008) also emphasised the 

importance of providing continuous teacher training in the first few years of the 

innovation process to implement the change suc~essfully. Such consolidation and 

review initiatives were completely absent in the training packages. 

_. Not all teachers receive similar opportunities of attending training programs. Teachers 

of rural areas did not always receive training on the communicative approach. Although 

all teachers who taught English in secondary level in Bangladesh were offered BEd 

training, they could not always attend the training due to the schedule of the training 

programs. These training programs were often organised when schools were open and 

for having limited number of teachers, Principals of schools in rural areas did not want 

to send their teachers for training when the schools were open. The profiles of the 

participants of this study showed that participants from rural area did not get as much 

training as teachers of urban areas. There were some teachers in rural areas who did not 

receive any training whereas there were many teachers in urban areas who received the 

similar training more than once. Such inequitable distribution of training opportunities 

had an impact on the regional disparity of tecahing practices mentioned earlier. 

Although researchers suggest providing both onsite and offsite training to teachers, the 

teacher training programs arranged in Bangladesh were only offsite since they are top­

down training programs where trainees are taken outside the context of teaching 

·(Roberts, 1998). In such offsite training, teachers teaching in different contexts come 

together to attend the same training, gather the same knowledge and later go back to 

apply the same training in vastly different contexts of teaching. Although Roberts (1998) 

supported such training saying that it ' gives teachers time out' (Roberts, 1998, p. 273) to 

reflect upon their own teaching practices. Hayes (2006) criticised such programs saying 

that he considered in-service programs important to work with existing classroom 

realities. To implement lessons learned in training programs, other researchers have 
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recommended arranging OI'lSite training along with the offsite ones, as teachers need to 

have an understanding of both the theoretical underpinnings and classroom 

applications of the innovation- (Carless, 2001; Roberts, 1998). The training programs in 

Bangladesh involved teachers from many different schools from rural and urban area~ 

but did not acknowledge the impact of different factors witrun the systems to which 

they all returned and to know how curriculum would be implemented in the particular 

school culture and classroom conditions where they teach . 

...- Thus, although the new curriculum and the training programs aimed at a radical 

departure from previous teaching methods by transferring the focus from grammar­

based, teacher-centered to student-centered approach, teachers could not bring the 

expected changes to their classroom teaching. The training programs may have helped 

them understand the theoretical underpinnings of the innovation but did not help them 

to relate the innovation to the realities of their school context. 

7.5. Incongruities Between Policy and Practice 

There was a discrepancy between statement of intent and the reality of what happened 

in the classroom in Bangladesh. There was no change in classroom teaching styles 

although the new curriculum .was launched in Bangladesh with the objective to make 

the classroom learner-centred and to provide learners with the linguistic tools necessary 

to communicate in a variety of situations. Despite the explicitly communicative intent 

and approach adopted in the new textbook, not all the teachers could involve students 

in interaction in the classroom. Most teachers displayed traditional teaching styles in 

classrooms. The classes were frontal, lecture-type, teacher~centred with little interaction 

. between teacher and students. A major proportion of class time was composed of 

teacher talk and there was very little use of pair work or group work activities. 

Nevertheless, teachers expressed a positive attitude towards the change in the 

curriculum. This supports Khan (2002) and shows that the training had a positive impact 

on the teachers as they understood the reasons behind implementing the new approach 

of teaching. Teachers appreciated the initiative of including communicative activities in 

the new syllabus and organising the activities by focusing on the four skills all through 
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the textbook. Literature also shows that teachers' attitudes to the textbooks are likely to 

have an impact on how they use them (McGrath, 2006). "Teacher perspective is crucial 

because teachers are the key element in the implementation process in that they are the 

individuals who will implement faithfully, reinvent or reject an innovation" (Carless, 

1998, p. 357). However, no such improvement could be seen in the actual teaching­

learning situation of English language in Bangladesh, even though teachers had positive 

responses regarding the new syllabus. 

Striking differences were also found between policy and teacher goals. Practical issues 

and immediate student needs were often more relevant to pedagogy than general, long­

term policy reform objectives. Teacher goals were more towards how to manage the 

class of students, teach everyday's lesson, and help students learn the material. There 

were various challenges which prevented teachers from carrying out all the activities of 

the textbook as suggested in textbook and the teacher's guide. Oassroom lessons and 

teacher rationale statements showed that teachers were indeed aware of policy 

initiatives related to language education and to the potential longer-term needs of 

students for English. However, teachers tended to focus on immediate classroom 

priorities that influenced daily lessons and placed emphasis on student learning. 

The curriculum planners in Bangladesh have indeed arranged a number of training for 

English language teachers to familiarise them with the new approach and thus make 

them able to use the new textbook, even though there is urgent need for such training 

programs to be restructured in order to cater for the challenges brought about by the 

new curriculum. Following the "power-coercive strategy" (Chin & Benne, 1976), 

· teachers were asked to implement the policy decision that had been taken by the 

authority. Teachers were given training on the new approach of teaching. However, as 

this study shows, the expected roles of these teachers were significantly mitigated by 

their practical experiences. The complexity of the problems these experienced and 

dedicated teachers came across in this transition phase of ELT reform in Bangladesh 

need to be taken into consideration from the very early stages of reform planning. There 

were numerous challenges to teachers' teaching that did not allow them to realise the 
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knowledge they gained from their training, rendering it mostly futile. Their practices 

manifested a faint implementation of their training. They were still teaching following 

the traditional language teaching method and students were rarely asked to get 

involved in communicative activities. To this extent teacher training programs were not 

developed in a manner in which the textbook and the guide could best be used in 

acknowledgement of the problems. 

Even though teachers were asked to teach speaking and listening skills and practise 

communicative activities in class, policy makers did not bring any change to the 

examination system to facilitate and encourage such pratice. Such mismatch broadly 

reflected a heavy reliance on the implications of public assessment results as well as a 

variety or limitations felt in these schools. The govenunent wanted to bring about 

changes to teaching-learning of the English language without bringing a change in the 

exam format. As the results of the SSC examination were important to students, and yet 

it did not reflect the aim of the new syllabus, teachers continued to focus only on 

activities important for the exam and repeating them over and over again. Even with the 

intention of doing communicative activities in class, they could not do it in class as they 

faced pressure from students and parents to emphasise doing the activities important for 

final examination rather than doing communicative activities. As a result, the emphasis 

of the new curriculum on the development of practical communication skills was not 

reflected in classroom teaching, where practically, the emphasis was on the development 

of reading and writing skills for the sole purpose of passing the SSC exam. 

A wide gap existed not only between the textbook and teacher's guide on the one hand, 

·and actual teaching on the other, but also between the objectives of these books and the 

initiative taken by the government. Even though training programs were arranged to 

develop teachers' knowledge, teachers were not given room for improving their 

teaching. They were expected to practise all the activities of the textbook following the 

teacher's guide but we re often engaged in other commitments outside of teaching, 

performing administrative responsibilities of the school and national duties asked of 

them. Moreover, the govenunent made the class size larger by dictating the number of 
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students to save the cost of institutions. lbis increased the workload for teachers further 

by allocating more classes to them. This overburden of workload left little room for 

teachers to prepare themselves for teaching. 

Before bringing any change in pedagogy, policy makers need to consider the context in 

its full complexity where it is to be implemented. Fullan (2001) argued that one of the 

reasons for the failure of educational reform is that planners introduce change without 

attempting to understand the situational constraints of the implementers, in this case, 

the teachers. The literature shows that a top-down promotion of CLT has a low rate of 

success (Li, 2001; Su, 2006). In such cases, curriculum planners introduce new teaching 

practices without considering the context of teaching and as a result, teaching practice 

does not change fundamentally. Pandian (2004) described such a situation in Malaysia: 

"when the initial euphoria of implementing the communicative concepts laid down by 

the New Primary and Secondary School Curriculum under the notion of communicative 

competence had died down, classroom teaching seems to have returned to the chalk­

and-talk drill method" (p. 246). Tudor therefore warns that "Methodological choices can 

not be made in abstraction of the context in which they are to be implemented" (2001, p. 

155). A close study of context is essential to understand classroom dynamics and bring 

change in pedagogical planning. Realising the importance of English in social, political 

and commercial contexts, initiatives have been taken in order to equip the learners with 

the ability to communicate effectively in English. However, policy makers of Bangladesh 

did not consider the overall context created by such factors before introducing the 

changes. A well coordinated and well-concerted effort befitting the context of the whole 

country needs to be taken. 

7.6. Summary of Chapter 

This chapter has offered a critical analysis of the research findings in the light of the 

research literature presented in Chapters Three and Four. It began with an introduction 

of the textbook and teacher training as two important strategies and vehicles of 

curriculum implementation. In the light of the factors mentioned in conceptual 
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framework, the next section explored the factors influencing the implementation of the 

new curricUrum. A discussion on the difference in teaching between rural and urban 

areas was provided in the next section. Following this was a discussion on the difference 

between policy and practice. The final section presented how appropriate the teacher 

training programs are for the teachers who were teaching English language in secondary 

level in Bangladesh. 

In the next chapter, the current study draws its conclusions by revisiting some of the 

central questions introduced in the first chapter, as well as suggesting measures the 

government of Bangladesh needs to pay heed to, in order to truly materialise its most 

timely intention of implementing curricular innovation and change in secondary schools 

across Bangladesh. 
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s. Chap,ter~;Eight 

CONQLQSJQN 

1 

This chapter concludes this study by r.evisiting some of its central concerns as presented 
' ·' 

in the early chapters. First it revisits the research questions and evaluates the . l 
effectiveness of the theoretical orienta\ion and methodology in addressing the research 

1 
questions. This discussion is followed~y some recommendations for the improvement 

of English language teaching in Bang~desh. This section is followed by a look at the 
! 

limitations of the study and some suggestions for directions for future research. The . 
final section contains conclusions basecijon the findings. 

' 1 . 
1 

1 
8.1. Research Questions, Theoretic~! Orientation· and Methodological Issues 

This study aimed to explore factors tha~ influence English language teachers' use of the 

secondary textbook and to what extent ltraining programs were relevant in helping the 
j 

teachers use the new textboo~ in this ~ansition phase of English language education 

reform. It also explored whether other factors are influencing their teaching. Three 

research questions guided the study. Th~y were: 
I 

~ 
! 

1. How do teachers use the new text book? 

1.1. What are the teachers' perceptions of the new text book and the teacher's guide? 

1.2. Do they teach the textbook following the instruction given in the teacher's guide? 

2. Does teacher training bring any change in textbook teaching? If yes, how? 

3. What are the factors that influence teachers' use of the textbook in the classroom? 

3.1. What factors interact with English Language Teaching (ELl) policies to facilitate 

or inhibit the adoption of the teaching methodology? 

3.2. Does any factor create a difference in teachers' use of textbook between rural and 

urban areas? If yes, why? 
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Training programs have been arranged for teachers for the implementation of the new 
-

curriculum in Bangladesh as it is important to introduce teacher training through 

courses, seminars and workshops to help the teachers use a new textbook when 

curriculum innovation takes place (Campbell et al 1998; Hutchinson & Torres, 1994). 

Through interviews and observations, this study revealed that the training arranged for 

the teachers helped them to develop their pedagogic skill.s and their knowledge about 

how to teach the textbook. However, they often found it difficult to apply their 

knowledge gained from training in the classroom. There were various challenges which 

...- were not addressed in the training programs and which did not allow them to engage in 

all the activities of the textbook and to implement what they learnt in training programs. 

Teachers found it difficult to teach these things once back in the actual classroom where 

they returned to their previous teaching style. Along with finding the mismatch between 

the intended and enacted curriculum, this study also uncovered factors which 

influenced teachers' classroom practices in rural and urban areas of Bangladesh. 

Difference was also found in degree of reliance on using the textbook and using English 

as language of instruction, across different secondary school settings. 

As discussed, previous studies in other countries have revealed that implementing a 

new curriculum is likely to be affected by a number of factors in the social system (Hu 

2005a; Li, 2001; Shim & Baik, 2004). These studies have shown that in many countries 

where curriculum has been imposed by the government, as it has been done in 

Bangladesh, classroom teaching does not change according to the plan. Curriculum 

planners arrange training programs and textbook to make innovation successful by 

assuring that teachers understand new policies and practices of the enacted curriculum. 

·However, these do not always help teachers in implementing new teaching strategies. 

This study further confirmed what these researchers claimed. There were various 

educational, cultural, administrative, institutional and political factors which did not 

allow teachers from carrying out the activities of the textbook and implementing what 

they had learnt in teacher training programs. As well as validating previous literature on 

the impact of contextual factors on classroom teaching, the current study steps beyond it 
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by identifying certain issues previously isolated but not researched, as possible 

influential factors in other researches conducted in Bangladesh. 

Methodologically, this study adopted carefully selected tools and the order in which 

they were employed, to efficiently collect, collate, generate and analyse data and address 

the key research inquiries. Observation of classrooms helped to get a broader picture of 

how teachers actually used the textbook in the classes. It helped find the discrepancy 

between statement of intent and the reality of what happened in the classrooms. 

Although teachers generally expressed positive attitudes towards the change in the 

curriculum, no discernable change was seen in their classroom teaching styles. The use 

of semi-structured interviews on the other hand provided an insight into t eachers' 

perspectives of the new curriculum and their practices. It helped to solicit as much 

information as possible. Since the interviews were thematically framed, they helped to 

investigate what caused teachers to teach the way" they did. Moreover, the review of the 

curriculum materials helped to understand the context of the school by gaining insight 

into the focus of teaching and examinations in the schools. 

While there have been other studies on the implementation of curriculum innovation, 

little has been documented as to how and to what extent teachers implement their 

training while using the textbook when it is published as part of the curriculum 

innovation. In addition, much of the research on textbook use in English language 

teaching in a particular context has been conducted overseas. To date, very little 

empirical research has been conducted in Bangladesh in this area. Intensive research has 

not been conducted to investigate whether teaching practice has changed as a result of 

introducing the new textbook and teacher training. Moreover, most research conducted 

on the implementation of the new curriculum in Bangladesh is quantitative, where the 

data have been collected through questionnaire. This study on the other hand, through 

observations and interviews, explored what is actually happening in the classroom and 

whether teachers can implement the training they receive. It also explored other factors 

impeding the adoption of the communicative teaching methodology. 
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The study contributes to the growing knowledge pertaining to these issues while 

focusing on-a specific group of teachers. It is assumed the findings of this study would 

be valuable to educational policy makers of Bangladesh. It serves to increase the 

awareness of educational policymakers before planning to change teaching materials 

and implementing a new teaching approach in countries with similar contexts. 

8.2. Recommendations 

This study has provided critical insight into the range of factors which prevent the 

teachers from using the textbook as has been suggested in teacher's guide. In their 

responses, the teachers identified a range of interrelated contextual factors which are not 

easy to disentangle from one another. If the objectives of the new curriculum were to be 

materialised, initiatives need to be taken in order to improve the teaching and learning 

situation in Bangladesh. In particular, three aspects need to be taken into consideration 

for this development. These aspects are 1. Teachers' Reality, 2. Examination and 3. 

Management and Design of Training Programs. These re commendations have been 

provided based on the research findings presented in the previous chapter. 

Teachers' Reality 

Educational policy makers and training planners need to take into account the 

contextual factors that affect the teaching-learning process while bringing any change in 

policy. Cultural, administrative, educational, institutional and political factors play a 

significant role in Bangladesh in enabling the teachers in teaching the textbook as 

prescribed in policy. 

Initiatives also need to be taken to examine and revise the academic load of teachers at 

all stages of secondary education. Their commitments outside of teaching and 

administrative responsibilities of the school should be reduced to provide them more 

time to prepare themselves for school teaching which is their primary responsibility. 

Moreover, the government should provide more incentives to teachers in rural areas. 

1bis will attract well qualified people to teach in these areas by compensating for the 
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earning they receive from private tuition in urban areas. This small initiative is likely to 

change the overall teaching situation of rural Bangladesh. 

Examination 

Changing the format of the secondary examination system in Bangladesh would be a 

major step in improving the teaching-learning of the English language. This would be 

difficult to change unless the content of the SSC examination reflects the nature of the 

textbook. ELTIP has brought about certain changes in the examination system but it still 

does not reflect the textbook content or the aim of the ELI innovation in Bangladesh . 

There is no concordance between the examination and the syllabus. While the textbook 

focuses on developing communicative skills in listening, speaking, reading and writing, 

the SSC examination assesses only writing and reading skills with a focus on students' 

ability to memorise what they have been taught. If the assessment of listening and 

speaking is included in the public examination, it would be easier for the teachers to 

motivate the learners to practise these two skills in class. This would also help teachers 

to get rid of the constant pressure they receive from principals, parents and students to 

restrict teaching to activities important only for the examination. 

Management and Design of Training Programs 

Initiatives also need to be taken in the management and design of teacher training. 

Firstly, training institutes should co-ordinate to render training to the teachers in an 

organised way so that all teachers can attend basic training programs. As mentioned 

earlier, training on conununicative English is provided in Bangladesh by various teacher 

training centres such as ELTIP training centres, Teacher Training Centre (ITC), National 

Academy for Educational Management (NAEM). However, these training programs are 

not arranged in an organised way. Co-ordination among these centres is required 

because while on one hand some teachers receive no training on the basic principles of 

communicative teaching at all, on the other hand some teachers receive similar training 

more than once. Coordination among training centres may improve this situation and 

maximize the chances for a more equitable distribution of training. 
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Secondly, the schedule of the training programs needs to be restructured in order to 

provide opportunities for teachers of rural areas to attend training programs. Some 

training programs during the school vacation need to be arranged. Due to limited 

number of teachers in schools at that time, teachers are not being sent to attend training. 

Finally, classroom teaching needs to be systematically and routinely observed after 

teachers receive training, as it will help the organisers and teacher trainers of the 

training programs to know how the trained teachers are actually teaching in the 

classroom. Opportunities for onsite feedback from teachers might provide additional 

food for thought for training organisers. 

8.3. Limitations of the Study 

A case study approach was chosen for this study to examine teaching practice in depth, 

and in its natural setting. Teachers' voices and the observations together provided a rich 

description of the reality in which English language teaching takes place. The findings 

helped to identify in detail the factors influencing classroom teaching practice and to 

obtain a deeper understanding of teaching styles in these schools situated in different 

areas across Bangladesh. However, the data have only been gathered from 26 teachers 

teaching in 14 schools situated in urban and rural areas of Bangladesh. Each case of this 

study has been assumed to be reflective of the experiences of the particular English 

language teacher teaching in the specific context. Thus the study is locally based, context 

specific and as previously mentioned (see 4.1.1) the results therefore cannot be expected 

to be generalised to all secondary English teachers 1n Bangladesh. 

8.4. Future Research Directions 

In light of the present findings, three directions for future research are suggested in this 

section. 

Firstly, the findings show that even though a range of training programs have been 

arranged for English language teachers of secondary level, many factors impede 

teachers implementing what they learn in training programs. These issues need to be 
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considered before designing the training programs. Future research should focus on 

finding what support mechanisms can be established to help policy makers and 

administrators in designing training appropriate for the Bangladeshi teaching context. 

Secondly, this study has identified factors teachers considered as problems in relation to 

using the new textbook. Future research should focus on finding what is needed to solve 

the problems mentioned by the teachers and to bring an alignment in the intended and 

enacted curriculum. Importance should be given to address issues mentioned by 

teachers of rural areas as the majority of secondary students study in rural areas. 

Lastly, this research has focused on teachers' voice and their practice in classroom. 

Teachers' voices, together with the researcher's own observation, demonstrate the 

implementation reality in teaching context. However, students themselves were 

identified in many places as one cause of teachers not using the textbook in the manner 

suggested in the teacher's guide. Future research should therefore focus on investigating 

students' perceptions of these issues. Their perceptions of the teaching and the textbook 

may produce a fuller picture of the factors that actually impact on teaching. This will 

eventually provide compelling rationales to policymakers to help them take proper 

steps. 

8.5. Conclusion 

The goal of the new curriculum is to teach students the use of the English language in 

everyday communicative events. In this environment of innovation, the textbooks and 

the teacher guides are the vehicles used to deliver the new curriculum to the schools in 

Bangladesh. The new text book reflects most of the important features of CLT and if 

teachers can teach following the instruction of textbook and the guidelines given in the 

teacher's guide, it will give ·students the practical skills they need to understand 

contemporary usage of the English language. Although the government tried to improve 

the teaching by arranging teacher training to teach the textbook effectively, this study 

indicates a significant disjunction between curriculum rhetoric and pedagogical reality. 

The context of the teaching has largely been ignored before introducin~ the new 
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textbook. A range of other contextual factors - from student attitudes to local 

administrative politics were also found responsible for such mismatch. If ignored, the 

combined effect of these factors will eventually make the materials inappropriate or 

ineffective. 

Secondary education is one of the most important and biggest sub-sectors in education 

in Bangladesh involving huge numbers of institutions and teachers, designed to prepare 

students for higher education. The initiatives to change the English language teaching 

situation aim to create a skilled and efficient workforce at home and abroad. However, 

despite a number of local and foreign aided projects, due to lack of planning and lack of 

coordinated long term focus, the combined attempts to improve the standards of 

teaching and learning English have mostly yielded unsatisfactory results. The English 

language curriculum has been revised but such revision will not be fruitful if teachers, as 

the central agents of policy implementation, cannot change their teaching style due to 

the influences of several socio-cultural factors within which teaching takes place. The 

success of ELT will depend on the government's commitment to working on the 

contextual constraints and to find ways to overcome them. It is hoped that the 

government of Bangladesh will take appropriate measures to eradicate the challenges 

mentioned and strive to make the teaching material more effective to improve the 

English language education of the country. 
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pGre&ptions and teaching JJtact!eoa". 

O~all$ of the approyal are as .foltows: 

Ref No.: 
AJipr.oVld Period: 
Authorised PoraonneJ: 

04·2007110015 
April 2007 .., April 2008 
OrL Merritt 
Ms S r=arooqul 

The HREC is a fully constituted Ethics Committee in eC"Cordance wilh thtt National 
Stttlemo-nt on Ethical Conduct irt Res-earch Jrrvalvlng Humllt}$-.}une 1999 undar Section 
2. 15. 

The approval of tnls project is conditional upon yottr continu)ng CO!Yiplu;mce •.V:th the 
National Slai ement en Efh.lcnl Ccmr:Jua in Ro.~Gr:JPJ/1 Involving Humans We draw to your 
a.ttenti'on the req~tlrem.ent that a r,eport on this research must be scbmr.ted every 12 
months from the date of ·the approval or on complet1on of iha project, whichever Occtlrs 
fr5t. J:ailure to submil l'epo!ts 'Aill result ln withdraw.~! of consent for the project to 
proceed. 

Chief Investigator I Supervlsor's·rgsponslbilitles· to ensure that: 

(1) All serious and unexpected adverse event& are to be reported to the HREC as sOQn 
as posslble. 

(2} All unforeseen evenl,s that might affect continued ethfCS~I CIC<:;epfabi'Ii'ty of U1~ project 
are to be reported to lho HR.EC as soon as possible. 
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(3) The HREC must be notified as soon as possible of any changes to the protocol. Arl 
changes must be approved by the HREC before COj:'ltinuation of the research 
project. These fnclude:? 

• If eny of the investigators change or leave the University . 
• Any changes to the Participant Information Statement and/or Consent Form . 

~4) All research participants are to be provided with a Participant Information Statement 
and Consent Form, unless otherwise agreed by the Committee. The Participant 
Information Statement and Consent Form ate to be on University of Sydney 
fetterhead and include the full ~itle of the research project and telephone contacts 
for the researchers, unless otherwise agreed by the Committee and the following 
statement must appear on the bottom of the ParHcipalit Information Statement Any 
person wjth concerns or con1p1sints about lhe conduct of a research study can 
contact the Senior Ethics Officefi University ol Sydney, on (02) 9351 4811 
(Telephone),· (02) 9351 6708 (Fecsfmile) or gl)rfodv@wsyd.edu.au (EmaiJ). 

(5} The HREC approval Is valid for four (4) years from the Approval Period stated in 
this letter. Investigators are requested to submit a progress report annually. 

{6) A report and a copy of any published marerial should be provided at the comptetion 
of the Project. 

Yours stncerely 

 

Associate F'rofessor J D Watson 
Chairman 
Human Research EthiC$ Committee 

cc Ms Sabrin Farooqui, A35.509. Faculty of Education and Soclar Wo-.rk, The University 
ofSvdnev 
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A p p e n d i' x 2 : L e tt e r o f · ln v H a tj o n 

The University of Sydney 

Faculty of Education and Social Work 

Dr Llian Merritt 
Postgraduate Research Coordinator 

Telephone +612 93516362 

Facsimile +61 2 9351 4580 
l.merritt@edfac. usyd.edu.au 

The Principal 
Dinajpur Zilla School 
Dinajpur 

Dear Sir /Madam, 

Faculty of Education and Social Work 
A35 
The University of Sydney NSW 2006 
AUSTRALIA 

I write to request for your permission for conducting a research involving two teachers 
of English language of secondary level in your school. 

I am a lecturer in the Department of English in Eastern University of Dhaka. I am 
currently undertaking a doctoral study in Faculty of Education and Social Work of the 
University of Sydney in Australia. I am obliged to carry out this research to meet the 
requirements of my PhD degree. 

The title of my study is The New Textbook for Teaching English Language in 
Secondary Education in Bangladesh: Teachers' Perceptions and Teaching Practices. A 
new textbook has been published to teach English language in secondary education as 
part of the curriculum innovation that took place in Bangladesh in the year 2000. This 
study will examine English language teachers' perceptions of the new textbook used at 
secondary level in Bangladesh, the factors that influence teachers' use and how they use 
the textbook in the classroom. 

THE NEW TEXTBOOK FOR TEACHING ENGUSH LANGUAGE 217 



/ 

For the purpose of this research, data will be collected from ten districts of Bangladesh 
which are 1)Dhaka, 2)Chittagong, 3)Rajshahi, 4)Jessore, 5)Savar, 6)Dinajpur, 
7)Narayanganj, 8)Tangail, 9)Bikrampur, and 10) Comilla. In total, 24teachers will be 
interviewed and two classroom lessons of each participant will be observed on different 
occasions. The participants will be representatives of the diverse backgrounds because 
the sample will include teachers from schools of all levels -both advantaged and 
disadvantaged schools of cities, district towns and remote rural areas in Bangladesh. 

The information that will be collected from the teachers will be handled with strict 
confidentiality and will be used only for research purposes. For your information, this 
study adheres to the ruie of the Human Research Ethic Committee of the University of 
Sydney. If you need further information about this study, please contact the principal 
advisor of the researcher at the address printed below. If you would like to speak to an 
officer of the University not involved in this study, you may contact the Senior Ethics 
Officer of the Ethics Administration on +612 9351 4811 (international) or email at 
gbriody@usyd.edu.au 

I would highly appreciate it if you kindly issue a formal letter which will enable me to 
enter the schools and conduct my research. Your permission and support will be in the 
interest of my professional and career development as well as the improvement of the 
teaching and learning of English in secondary schools in Bangladesh. 
Thank you very much for your kind cooperation. 
Sincerely yours, 

Sabrin Farooqui 
Lecturer 
Deparbnent of English, Eastern University 

& 
PhD Candidate, 
Faculty of Education and Social Work 
The University of Sydney, Australia. 
Email: s.farooqui@edfac.usyd.edu.au 

Fax: +612 93514580 
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Dr. Uian Merritt 
Principal Advisor 
Phone: +612 93516362 
Fax: +612 93514580 
Email: I.merritt@edfac. usyd.edu.au 
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A.p p e n d i x 3 : Par tic i p a.·n t I"n f o r mat i o·n S tate me n t 

:li 
The University of Sydney 

Faculty of Education and Social Work 

Dr Llian Merritt 
Postgraduate Research Coordinator 

Telephone +61 2 9351 6362 

Facsimile +61 2 9351 4580 
l.merritt@edfac. t.tsyd.edu.au 

Faculty of Education and Social Work 
A35 
The University of Sydney NSW 2006 
AUSTRALIA 

PARTICIPANT INFORMATION STATEMENT 

Research Project 

Title: The New Textbook for Teaching English Language in Secondary Education in 
Bangladesh: Teachers' Perceptions and Teaching Practices. 

(1) What is the study about? 
This study will examine teachers' perceptions of the new textbook English For 
Today used to teach English language at secondary level in Bangladesh, what 
factors influence their use of the textbook and how teachers use the textbook in the 
classroom. 

(2) Who is carrying out the study? 
The study is being conducted by Sabrin Farooqui (PhD candidate) and will form 
the basis for the degree of PhD at the University of Sydney under the supervision 
of Dr. Uian Merritt. 

(3) What does the study involve? 
The study involves interviews with teachers and observations of English language 

classrooms. Each participant will be interviewed twice and two classroom lessons 
will be observed of each participant. The interviews will be recorded with audio 
tape recorder. 

(4) How much time will the study take? 
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The classroom observations of two lessons will take approximately 60 minutes. 
The interviews will take approximately 30 minutes each. 

(5) Can I withdraw from the study? 
Being in this study is completely voluntary- you can withdraw from the study at any 
time. 

(6) Will anyone else know the results? 

All aspects of the study, including results, will be strictly confidential and only the 
researchers will have access to information about participants. A report of the 
study may be submitted for publication, but individual participants will not be 
identifiable in such a report. 

(7) Will the study benefit me? 
The research will allow the participants to reflect upon their own understandings 
of the new textbook It will work for the improvement of teaching. 

(8) Can I tell other people about the study? 
Yes, you can. 

(9) What if I require further information? 

(10) 

When you have read this information, Sabrin Farooqui will discuss it with you 
further and answer any questions you may have. If you would like to know more 
at any stage, please feel free to contact Sabrin Farooqui, PhD candidate(ph: 612-
90365300) 

This information sheet is for you to keep. 

"' 
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App.fen·d ix 4~ P articip an·t Consent Form 

The University of Sydney 

Faculty of Education and Social Work 

Dr Llian Merritt 
Postgraduate Research Coordinator 

Telephone +61 2 9351 6362 

Facsimile +61 2 9351 4580 
l.merritt@edfac.usyd.edu.au 

. Faculty of Education and Social Work 
A35 
The University of Sydney NSW 2006 
AUSTRALIA 

PARTICIPANT CONSENT FORM 
I, ........................................................... , give consent to my participation in the research 
project 

Name (please print) 

The New Textbook for Teaching English Language in Secondary Education in 
Bangladesh: Teachers' Perceptions and Teaching Practices. 

In giving my consent I acknowledge that: 

1. The procedures required for the project and the time involved have been 
explained to me, and any questions I have about the project have been answered 
to my satisfaction. 

2. I have read the Participant Information Statement and have been given the 
opportunity to discuss the information and my involvement in the project with 
the researcher. · 

· 3. I understand that I can withdraw from the study at any time, without affecting 

my relationship with the researcher now or in the future. 

4. I understand that my involvement is strictly confidential and no information 
about me will be used in any way that reveals my identity. 

Signed: 

Name: 

Date: 
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'' ';, );[l.\·~~~.endix 5·: First Round' Intervlew Prompts 
.{.;:>I! ~ 

Background Information 

1. How long have you been teaching? 

2. How long have you been teaching in this school? 

~. May I know about your educational qualification? 

4. Did you teach in secondary level using the textbook used in previous 

curriculum? 

5. What type of professional development opportunities have been provided to you 

as a result of the reform? 

New English Curriculum 

1. Do you like the new textbook better than the previous one? How are they 

different? 

2. Have you got the teachers' guide? 

3. Do you think teachers' guide is necessary for classroom teaching? 

4. How much time do you spend for the preparation of a class? 

5. What is the cause behind this? 

Classroom Activities 

1. What are you going to teach in today' s class? 

2. How are you planning to teach the lesson? 

3. What are reasons behind the planning? 
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Appendix 6: Second .'lt'9>~n& Interv:j .. ew 'Prom,pts 

New English Curriculum 

1. What is your perception of the new textbook? 

2. Do you find it comfort"ble to teach English language using the new textbook? 

3. Do you follow the lesson plan given in the textbook? 

4. What are the problems in using the textbook as it has been suggested? 

5. How often do you use teachers' guide? 

6. How useful is it? 

7. What is your perception of the teachers' guide? 

8. Do you prefer to use commercial guidebook in class? If yes, why? 

Classroom Activities 

1. Why did you employ the instructional activities to carry out the lessons? 

2. What do you see as the most important things you would like your students to 

leam in English class? 

3. Why do you think like that? 

4. How useful was the training for English teachers? 

5. Do you apply what you learnt in teacher training? 

6. Are there any problems implementing training ideas in your class? 

7. What measures should be taken to overcome the impediments you have 

mentioned? 
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A.p}J en 4J"S· i~·: 'i~la ~·~.~;Q;~0m ,&>:~ ~,e tv at jon Ins t r u·m en t 

Name of the institution 
Teacher's name 
Number of students in class 
Date: 

Observational Criteria 

Warm-up session 
Go to the topic directly 
Medium of Instruction 

• Fully in English 

• English-Bangia Mixed 

• Fully in Bangia 
Teaching Method 

• Lecture 
• Discussion 

• Drill and Question-answer 
• Pair work, Group Work and 

Role Play 

• Grammar Practice 
Skill Exercised 

• Reading 
• Writing 
• Speaking 

• Listening 
Students' involvement 
Use of Teaching Material 

Time: 

Textbook English for Today (Unit and 
Lesson) 
Guidebook 

----
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Condition of Use Remark 
Yes No (If any) 
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:Kif.p"~-1\~ i~ '&::' ~E'xt:·~~'P t from an in te rvi ew transcript 
. oc "' •P-1;.: ~-

' _. 

R: There were two pair work and one group work activities in the lessons you taught 
today but you didn' t do any of those in the class ... 
T: No, I didn't do.it 
R: Why? 
T: I find it difficult 
R: Why do you find it difficult? 
T: Because for doing group work, we have to make them sit together, they need to 
discuss. The duration of each class is 40 mins here out of which 10 mins passes in 
starting the class. So we get 30-35 mins for each class. It is very difficult to do these 
activities in this short span of time. 
R: So it is the duration of the class. 
T: Yes, the class timing and the problem with seating arrangement 
R: ·What do u mean by 'seating arrangement'? 
T: Their seating style -they sit on long bench. Here 5 students sit on one bench. 
We can not take 2 students and make them pair. 
R: Did ELTIP show you how to do pair work and group work in other ways? 
T: Yes, they did but in ELTIP training, we used to sit on chairs and tables like we 
are sitting here. So when we were asked to do pair work or group work, we just 
used to turn around the chaiis. But here it is not possible. Moreover, we have to 
teach in classes where more than hundred students sit together. It is difficult to do 
pair work or group work in such huge classes. It'll create noise. Class size is a big 
problem. We can not make students draw posters in class. We can't apply half of 
the lessons we learn in training. The environment we get in teacher training and 
the environment we get here are quite different. Doing the activities like group 
work, pair work that we learned in ELTIP training is difficult to implement here. 
Just for the contextual reason, these things are not suitable for us. It is difficult to 
implement here. 
R: Hmrn. Is there anything else that you find difficult to implement in classroom? 
T: yes, there are some other issues. I am the Assistant Head Master of this school. 
Look at my routine. For the shortage of teachers, I have to take 6 classes per day. 
On the top of that, I have to do administrative works. For the workload, I don't get 
time for preparing myself for the classroom teaching but we were taught to take 
preparation before teaching. The teachers of this school are all very sincere. They 
have too many classes in one day. Everyday, a teacher has to work for 7 hours. So 
for the circumstances, we can't apply almost half of the things we learn in training. 
Even after having good intention, the circumstance does not ciiiow us to implement 
the lesson we learn in teacher training. It would have been better if we had more 
teachers for the school. 

Transcription conventions: T==Teacher, R: Researcher 
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Appendix 9: Data Analysis with NVivo 

f& PhO Rc~carch NVivo 

s~ces AoleMences Created Mcxified 
0 1/11/2007 3:31PM 1111/2007 3:31 PM 

1111/2007 3:22PM 1/1112007 3:31 PM 

1/1112007 3:32PM 1/ 11120073:32PM 

111112007 3:« PM 1111/20073:-t.tPM 

111112007 3:19PM 1/11/20073:19PM 

1111120074:12PM 1/1 1120074:12PM 

111112007 5:09PM 111112007 5:09 PM 

1!11120075:07PM 1111120075:11 PM 

1/11120076:13PM 1/1 112007 6:13PM 

111112007 3:44PM 1111120073:44PM 

111112007.:11 PM 1111120074:11 PM 

111112007 3:4SPM 111 1/20074:16PM 

111112007 5:17PM 1111120075:17PM 

111112007 3:17PM 1111 /Z0073:17 PM 

111112007 3:32PM 111 112007 3:32 PM 

1111120073:15PM 111112CKl73:15 PM 

161teme 

,..*'!,.W' fr'£ffAc$~idb'~!{ «.itt•~::t:,'t,;<' !~~~_,,m»;>,~ il1f f) H<tf"<f'";,.o~(ll fNr} - EN 1 <~" 

Figure 6: 'Free Nodes' generated at the early stage of the project 

$ PhO ftMe.n<:h NV'lvo 

"" 

Look fa<; S .. cn In ·• · L.t."f.~.H~.--·.· _-_"_·· ' Find Now Cleai 0 ....... 
' t. 'J Free Nodes 
_,~ .} Tree Nodet 
!' ~ Cases 

TreeNO(fes »' _..,,....,"" ---,.,-~,~""'" _,,.,_,=""'--~~~,,~,.,,.,.,.,~~,,~~ -,~ 'o/(.O,.,.,.,,.,~~~~"'v ~,, .. ,., "'"~ 

.. d Rolation~s 
~ ... ' Matric:e1: 

:.;.. .',) Seorch Folders 
.,) AI Nodes 

31 Items 

Nome 
<'-'! ,Y Contexual CONtlairl:l 

f? Activtiea C.e.!lte Noise 

f.! Classroom Size &. Silting Arrangement 

<f) Other Contexual P1oblems 

'i;J Students' Bac:kgro.n:l 

i; Time Constrant 

.fl Te«:hefs'PooiP~ 
~ T ..::hers' Pocx P1of1Ciency 

.f? TNChen' TradiionaiTeaching 

SO<Mceo 

0 

2 

11 

12 

20 

14 

21 

0 

7 
7 

5 

References uoatod Modl"~ed 

0 111112007 4:1SPM 11'11!20074:16PM 

5 111112007 4:21 PM 51111200711 :32PM 

23 1111/20074:21 PM 27100120013 9:00PM 

71 11'11120074:18PM 51111'200711 :23PM 

89 11'11120074:18PM 2710812009 9: 00 PM 

56 1111120074:19PM 51111200711:16PM 

111112007 4:24PM 1111120074:24PM 

2810012000 12:56 PM 2810812000 1 2: 56 PM 

117 1111120076:46PM 2710812008 9: 00 PM 

0 2810012000 12:56 PM 2EI1081200B 12:56 PM 

111112007 4:19PM 1111120074:19PM 

17 1111120074:20PM 2710012008 9:00PM 

17 111112007 4:20 PM 511112007 11:29PM 

9 111 112007 4:20 PM 511112007 9:4SPM 

1/1112007o4:21 PM 111112007 4:21 PM 

* ,.;,- 44~~ffi$ii"'~-'i!il}t~.Jh~ e ~ !~,tT ~ $ r!F<f'"'"~"'o l"cl ~-~ - - eN tf~ "" :; ._.• ti)t. 

Figure 7: View of 'Tree Nodes'. Two of the Tree Nodes have been opened to reveal the 
hierarchies 
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A p p~ n d i x ·1 0 : S amp I e of ·c o u r s e" 0 u t li n e 

Subj«t: &giL•h Ost PaPer) 
~ 'lerntJI:.oHtJCnnllrlllttoo Syllobwr 

A. R£!adioc Test 

llool<_: Eltllllsh for 'Jbdny· 

Los"'"' ; Uriii 14 - Unit 17 (Revision of ci03S IX lstlcnn + 
2nd tenn ayllnbus) 
Iteam: 
MCQ 
Truelf11bc 
Fill In fhe·blan~ with I without chuos 
lnfurmotionTr.msrer 
Que•tlon.• 
R·cwritine in a diiT=nf !emu Su1111ll1Uiaing 

n. VtrulNllwry 'l'tst 
(i) ci(\sc J1<1SSAee with cluco 
(ii) Clo•e" paa..ge withOill clue• 

C. Wrfli~ Ttot 
Sub1litu!lon Table.Rem11nging 
Answcrh>g que.cl011~ ln ~ pllfll8Rpll 

· WriHns infmn!\1 lqUen with clue I ~i/l.tl 
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l'llrn:ml•bll: 
0 Your Visil1.b Nlllion:!l M!:lllori>l 
0 Yotor Scitoc~ 1.ibrnry . 1 
0 How Tp.l>o Well In n~~: &amln•lion 
0 Opcninl! A Bonk Account. 
0 Inngcno Of Smoking 
a Ywr School magllrinc> 

lA:tt•n: 
a 'lb your f•dter Ulldii::, l1im lo aend money to buy :some 

books 1md utcelWU')I W'lli:Jes. 
a 'To your cotllin congratulalill8 her on her hdllionc 

"ICCC$8 In the SSC l!lt4tnln~t\on. 
0 To yuut broltler odviolnc him Ia tnk<> prut In gumes ond 

'POrt.• •• 
0 To )'pill' f"ric•nd tlcScribtn:; the pri•c gl~iQJ~ t:el1:m011)' or 

your ocbool. 
0 · ·To your cousllr infomJing her the pnx:cdurc of n•inh•' 

' adinisslon Into n L'OIIeQc. - • · : . . 
o To )'Our l"'" friend dcacrit>ing the ~ Qlld .r~ lulbita 

pf '¥people of Donnladcsll. 

R,enmu\gc:mcnl of ocntenccs : Unoeen 

~ 
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Ap::pendix 11: Sample of a Lessol) i~ the :rextbook 
Cll,C.Ulii;l t~or 1(..'t1oy 

159 Er.g.1isn F(!r Toduy 160 

Lesson 7 

.Exam t'itncss 
1hjectlve$ :. Dy tM end of the ICS$uu you will have 

• looked .U an exnm st:bcdule Dnd Mked quc~tions u!:x>ut ir 
• read:n~u:Jc:t and wriu.en -down ~xp~$~(otus 

W 
m~de "li"t of lip:< rhru ~..., mentimlcd in tire tc~~ 
!i~.-~~1 lite !ip.s you fl>!IOIY ami "'atclll!d wlth your r~nncr's 
,!eJ!i!,l.ncd a p011t<lr 

. 

h-------.-.-·-··6-~--.... 
A ·~k I' I tiW ~')<UUl sehcdulco and u•d• 1""" partner lllc rono..-ing quesllous, 

4 ~= ~~; ~~~Jli~~ c:am' 1·; 
~aislllo:~:::a~ 

n ReM th<> rutlowfng teXt <tnd guf!S!I the mean in~ c4 tite andcrlinecl woros. 

H 
l i 
·P 

\\ 
lf 

Ex:un strategies · ~.t 
Str-48)' It un l>jlproprl.ue w<>rd to Ul<> f~r y<>ur ll~ m 1be CJ<nm!nllllon O.'> the rl:ly. ll h.i$ 

bee.n said .U. ~". t. """ll. I SO p<'C .. Ccnt Vf )'0. llr ~h:>nces. or .~ .. rclotc ll) )'Oilf e.X3nU~ntiOJI . . ·Jkill.l· .· ml!lenhanM> your l"Jbjt'ct l:no~~<•lcdg<. . 
So cbock Ctld doub!e-<:l~«k )'OU< enm d."ltcS ;md tiJll<'$. Cll<:ck wh;U )'~U nre nll<•wed lUll.! wlW. j 
you .nrc not allowe<llo lake In wirb yo<> ~nd h;lv,; !he"' ready the day before. ' · ' • 
~your timc. D.> tult W!>•le ,,...,., <>Ialww~ tldcquat¢ an~""'"" if-""" uu::ltt to be movi~s i;, 

'I 

l't)Jiow !he m5tn«.1lotu. It ••• J:Ood id.Oll IO (k)ub~ tlrl• bclorc ·m .. ~Ill. R~d !hmugb . 
tlle wltoit il''""""" I'~IX'f before ~tlttg_ t<>. write. Tale cnch 'l"e•tlon u yoo eome l>l h !llld 

C Usc tho uri.dcrlinid expri:$Sions In the' oppro&>rhlte blank . 
This I$ 4 new ____ 10 laiJgilu,"C t01>Ching. 

2 One ~ht>~lld . one's writinz before 1;uhmlttil1g il. 

3- The pl:n:e Jool;cd bewliftli 
4 . Yov don'tneed lQ your cause in an application. 

S You ~il!l - ----· 'm s:ubmlt yQnr ~"Cruficmcs. 
6 He .has U1 1he doculn<;nl bd'ore signing it. 
7 O= you uru . ____ _______ the eJ<nm yuU sbou1d recl!ce!<. yonr tim in~. 

D Read the tex t nn ell''"" strale;;les again ~And mllke n list of tloe llpJJ tb;al n:~ 
n1entl.wttd. 'One b done for you. · 

' Tip 1 

Use your Un1~;. wisely in the ~m- Ph\tl 
bow much dLl.~e you wiU s.pc:ml on C:IMO:h 
QUe$tlon yOU 2U't: ~tWU.taii~g~ 

E~ _· - -~ip2 . 3 
(. np3 ·) 

,.,5JJJ):I4L IJII 144~,. •• -, 

-LJ~~~~r~~~ F l:W§on.._--.::!.. £Uu:i :worl ['6.'3 ~ 
~t...:':~F~&r3IC.f:'~~ 

} ~ ~ ..... ;:;, ...t .... ..,;;.~ - : 

~ .. p$ ;;;...\.......,._ ~ ..t..a. 
.'"-1-Jo...:o':r-= 

E ,Now.wrlte do\Vn which of tl•c almye tip~ yt)ll 
folio, .. wl1cn' y'UIJ an> hoking nn exam. Tlten' 
nsk yt)UJ' p.u.rtncr >rhkb of the above _tip& ..the 
t'oUows. J'l.intch YQ!Jr llllS\Yers. For exnmple. 

ro the n.:xt qn<oorjotl. AlW>\Y• olJ~mpt fo :m•·wer at! the <JfR•tlom<. ; I 
think huw y<nt miglu '9PJUrilh it. 11•~n move on to Ill<: n<:l'! qtu;l'ti.>.., nnd do !be """'C at;~ in. • 
Dy tlu> rime yuto get lu the l~t rjue<tl..,n, you will h<~.YC. . F 
frnmd :he que;;;.,.. ., ... ;a tban.lhc:y ¥e~med l\L!i.!.l;! ~~· \' 

Deslgi~ ll poster tnenlloning sume 
of ~hco ~n<1•m lips ;you tllink your 
friends should follow. You can use 
tlu: givoen <:>:·pn!ssions. 

Dl> rot ,.,;,._, 

"' 

Ll!Uil:J:. Spend M least fi vc mln utu P•" quenl on 
rhmldn~ about aftd pkmo!np yuus aw;wer. 1bi• •• neve:; 
a. w.:u;~ of time. UtKl~<lm¢ rile I<<;Y W(lrd:t in U.e q'*'linas IM< indicate . . . . · · ., 

what you ""' ~ 1<1 du. Ag.oin. it is u~~eful MJI 
l'l.l!l:JI.lulJ.Itll wrllmgllte na•wcr. to <·h<!'cl< bMk llmt Y'"' /'_ 
ore dotng what yon ~f•<>ltl•l. Mill:" y01.n nn>"'CI' kgible. Yvu c:o:n 'l c!tanJ:S: yg<ll' hundwrluns but 
iflt. i$ "-"e$Y 1iuy \)f \.~ tw:e usc double S-JY.U:ing. to mid;c ii e:.:l!JY u~ lbe>~ye {('r r4~ 

b l>O soW l<l<:• "'·­
~ IWB#~'*->f) i\ ~~ ~-­

l><>il!>f~O"'~" 
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Lesson 7! Exam ntu~s Unit 15 
Objectives: By the end of the lesson learners will have 

• Looked at an exam schedule· and as~ed questions about it 
• Read a text and written down expressions 
• Made a list of tips that are mentioned in tJte.text 
• LiSted the tips you follow and' matched ~tli your partner's 
• Designed a poster. 

Focos:. 
Skills· Grammar/Structure Vocabul 

Writing. imperativeS Strategy,_ budget (v}, elaborate, 
speakin~t cope with. half through 
A. (3 nilns) Ask SS to look at the exam schedule. Tell them to as!Uhe questions to their partners. 

Ttur·ans~~ ~ill be: 
Jft~tory qiiiii'J. 
the Englls}l ~ ~~ 2 'h-howslong 

. The miltlrrf=.m l.f J1" J..111Y 
lk(7rq'~~) As~ SS to read, the text. Tell them that the text is about techniques that they can 
follpw for ~letter exam prep-:11tion . .Ask them to write down the meanings of the expressions 
given in !hi: box. "The ail.syvers will be: 
an apP,.dJrC/I;.A.n (Jpprociclr .Is a method qf doing something or dealing with. a problem. They are 
folloW!riJ!"D. ~w appr~ to /anguage·l,aching 
dojrble Chec_k: Double ciNck is clzeclcingfor lhe. second time In order to lie mre qf .:sometlzing. He 
dOiibte:cheCkeil tho~e locks. 
w ··~(Jpe wftli: to he succt!ssful in solving a problem or situation. The country ls coping lVith the 
floo"d 1uumton. • 
alftnl g/anctt: on the first too~ She lta d the pt!nct/boxallheftrst glance. 
ti; budlfet (;plan gf ho11 a person should 3pt!lld time or money. My time for rest h~ afreadjl been 
hudgettd. · 
to .. ~f#borate: to describe ill. detail. He elaborated Iris plans. 
read ;~roug/t: to r4ad something carefully for fii1dtllg 0111 mi.stakes .. He read.lhr011gll the exam 
pq/Jeragqm · 
required: nelldtd. .You .atY required t pay back tl~e adyance /If jour instalments. 
halfway thTflf!gh:jn.the middle. When she was ha/fw{Z)' tl~rough the rODd, she remembered that 
•Siie hadfo_rg_Ojtef:, (cibrfng her diary. 
C. (8 min!!) The com:ct answed are: 
. . 1: This is a new·approach to language teaching. 

·· 1. One should double..check one's writing befurc:.submitting it 
3 •. T)lj:) pi~ looked beautiful at first glance. 
4. You d!ln;t need to elaborate your cause .in. &II application. 
··s. You are required to submit your certificates. 

. 6. ije liS relid through the docwnent bcfl?re-sig,ning'it.. 
7 . Once you arC halfway !ftrough the CXIlnt, YOU should recheck your timing. 

p (10 min!). Ask SS to read the text &_$~n. Telllh.em to make a list of the tips given on the text 

r
• Tip2 

· •. ·Budget your.ti~e. Do 
· not waste ume 1 r 

Tip3 l 
Double chcck)our exam 

dates ond tilllC$ 

liS 

E. (7 Mins) Ask SS to find out the tips that they follow. Tell them to ask theif partners of the 
tips that they follow. Answers of this question will vary'from person to person. Ask them to 
Scl' the exDJI\ples in th~ text · 

r.'(Uimins) Ask SS to design a poster mclltioDing some of the exam strat.cglcs they m ight 
find'helpfu( · 
Vocabulary 
Stratqy: plan. He has a good effective; strategy to .manage the problem. 
Budgtt: . .aplao of how a person should spend time or moncy . . Mytimdor rest has already 
been budget&!. 
Elaborate: to d~ilribe in detail... He elaborated his plans. , 
CC1pt wjth:'to ~ successful in solVing a probk.m or situation."·The country is copiqg with tlte 
flood situa\i(ln. 
Halfway through: in the middle. When she was halfway through the road, she remembered 
that she had forgotten to bring her diary 



A.p~pen:aix- 1 -3"~: ·s ~!!n~:le of sse Qu.~s.tion 

~BARI~AL····"BOARD-2006 
Part A. Roadin Test 

-~oid,:u.e paauj!e ea:tefi&)Jy4 aDd ....:Swer tho quuUons £ollowiale .lr. • 
Sti"at.egy IS n~ :~ppro!7rll\{e Y.'tml to use for YO)Jr apwo;u:h to the cx:~mtnatlon on the do.r: ll has 
b<:<:on .Kald th:Wa.bout!SO.pet' cent or'1"''n'di;,nccs uf sua;e.<~ relate to your e><amlnntiiin ·skllF 

' miller lhliJl tu your subj~et knowlt:t!ge. • •· 
So.~heck'an<f< doobi"clu:c~ yo!lt6:llin ilotc,'i lind lfltl<',,. Check what you IU"e"nll."'~-.,Pd .what 
ytnt.....,.c "ot oUowed (o t:dU: In wlih yo·u and. ha\'c th""" rel\dy I he lby bcfOC'e-:SuiiJll* ~rJime, 
Do hoi wa~t.; Um" elnl><~mlillg adequnte nw;\vc:rs 11 y~u oul(ht In be rncwtng to lhc' ncilt:qli\:l<Udn. · 
Al\\'ays uttewpt " ".· ons!'-r.r i,>Wthe. 'qp~tltln$. Follow th~ ln"tmcU<>ns. II ts o ;o<xi ldcJ>'Io' d<l<Jbfe­
chcck· thl~ . b<lbre tlu: '""'"';- Rend lhrtxljjh the wh<>l<: <[u.,.uon p>~pcr before st.'l rt lt,g t<1 v.TIIe, 
Tnl«i. ~o~h qu<l8Uott aa )~>u come 10 Rand think huw you might coj:><: With 1\. Tbc:n ntuve on '" the 
next qu~J(9n np4 do thc..:same u,gnln. · · 
3y tht lime yoit 'gol. t.o Ut.; !;J$t' Qtlr;tSt!nn, you wtll hove found lh~ questlnns cruu~r lhno they 
'>~et'n~d "'· 11"!'l ,:Tance • .Spend n!lca.~t ll\'e 11IIJ1utes ;x:r qucaUon thinkln;t iibout and plnM!n;t 
y:uur.l\OS"Mlt'. l'tiiA IS llelrer a was{e or trifle. 
!Jnd.&trn~ 'the k:ty wv. · rds ··to'the QtltsJIO~ th~t Indicate "'hat you nro rcCJulrcd to <lo •. Ag;~Jn, It 1:. 
useh\1 -h.~\f )"'lY lhnrugh ~vrltll\g,the jlltS'I\Cf, to check b-.Jt:k thnr yqu are dnr~. Wil:l.t you shduld. 
Maf{C.your :~nswer tcglb~. You. c;ll)' l cl!ru\!(c your hnnd\YTitln:; but tf IL 1$. very thoy ur very larJ:L' 
.,.~t doublc-"l'llt:'ln~t to m:~l«: 1t di$Y ~· the eye for Lhe .. tt:.'lder, 
1. ·Cil~sc ijle ..,.t.an5,.,.. ~tile altcmatl.-u. · · lx5><~ 

(a) 11Je key _to ..acccse Ill tho ~tlo.a ~ ~ 
Ill ab!Uty (II) ~ewtn~ lUll skilf ltv! tnt~~lfglmCll . 

(b) ne tbfu:a U.at you R«d to tate witJ• yon ill the ex:unl.natioJ> eclltrc should.·be 
1'Mcb' ---,, - . • 

.. (I I v.'dl uhead ot time bu ln .tlni<! (ItO before the examlnnllon storts (iyj the day bef()re 
(c) \Vhlle taiWlg tlu:.enmlnatl.oR,you.r tbM II to be-. 
Ul UurJgcl~d (II) uiJOcated (lll) ·plnnned (lv) e:~umuted 
(ell -- coutalneiS lA tlte queallotlJI ·are to be underliRed. 

(0 C:tntrnl !dear. (10 lmportnnt rumtences 
(IJU Mnl11 \Y<>cdH .. (lv) Dedsl\><; llcm.o 

(e) :rhill~ a..11 pl.am:t.ln4 about a quoatlon Is ncM; ll -. 
Ill mtsu.-.e oC «~. · (ll!l,~xKI Idea 
lUI) 'l'lght apptouch _ O•·l t~iremt:nl 

:l. Write wbetlltr th'e folloW!~ ata.te.menta are true or t:Usc. II fUR. ""'e tho co.tneta.nswcr. 5 
(a) Almoot 50 pcr..:mi.o(;Jucc.:;s" In the <O<:urunuuon depen.d& "''>skill. 
(bl Doublc,·chcd;IM Is· {WOe! tot' !ll~U "'m.~t :ms>~r. 
(c) II Is unw~ lp_claban\tt nn.<Wer ,unn=sm-lly. 
ldl Rasy qur:stions :lfC only to be. nltemp~~<l. -
lei ·nu:rc 13 no n eed or do\,lllk sptlcc lO ru:tke \he hand '<'r\tlng r~dafJle. 

3. · FillJu tho each pp hi the torknr~Di J>'l$tagc with a .mitable wont from the box. Tll.ere ate 
mote wol'da tban ...;ee•ary. . .5><lfr.<S 

liiiMiikc •. ~.1 .:!1!.!:!.:!!_..:._1~'.!§--'Tchahecy =.._L_~s~y-'Tr<;l~~--~ 
. .!hCcltlng .. _J.!!?}~JL I rend .-==t'Oli'OUI:tL=:IJolfa,~ I Slltl!SlL ~ 
1\s rC~:ardg w the txrunlnatlon .Ia) -- 1~ very llllpOJ't~nt. It Is llt.'Cltwoe !iC>-lL o( {b) -- o{ 
.succcs:s depend un technique. rn.~ •und tim~ necciR;llale proj)l:f [e) - - . ,Bcfnrc the Mart 
t~fthc exumrnall<ln rut cKmnln~ S!Jould (dl-- the whole quc.•Uou ~o a~ to lli'Oid M -·-· 
All the: qur.~<tlonu i'PPWri.ig ltnrd bceumt 10 --, !(be goc.~ IJ:i - - thl' whole questJon 
p:>pcr, H" '"'ukl lh) -- !li.'C rrinutc:s In o.11ch qucsuoo [Q - -c '"'.! 01-- Otl ·II . 

• · ReAd tlte pa~sa&c l11 'II.'. Now. wrlto:, a paragnph lla.sed ou the information about the 
' lt:atn nt,cn'. tiR tbe eluu In the bol< below. Write the lnfonllatlon In the log!Ml 
~9."':.n"" ~-l~_ln U.c·~c:n. ~ . . -~· 1><5-tl 
l.'!~. ____ U~.'!'!. J l!l51ntclliJ!l!_J.!ecnd __ _L<=!!:'!!)!:C I tfie rcn*r .J 

G, Answer the CoUowil>c qu.,.tioN io youx OWJ>-rds by rc:acllng the ~sec in '.N ngaiA. I~S 
(u) WI>:~ I l~ ~t rutcey'/ • 

. lhl llow do you spend ymrr Urn<:'/ 
1~1 Whal tlo you du ru< !mQn n~ yo" :!(elthc qUC~JUon p.~per? 
ldJ Why is sl<lll Important? 
tel When do lhc qucsunns become (".J.~I cr than they nrlll'"'r"'l on I he n.·~L.Iuok? 
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?. 

a. 

\ 

YW lu cacll fP!p wiU. a suitable wont·· or your owA, baaed au tllc iu.Connation !rom the 
tO>Xt tn '11:. ' .. - . .5><1~ 
An exnmmcc .nc~'<ls to (o) - 10 answer rul the que:~ Lion~ lllld lQ (bl·-. tin: lnstnlcUono. II 
t.~ n good (cl --- leo {dl - 1hrougl\ the enure qm·.sUun P,1t)Cr be(ore. !til -- tho ·l\nswer5-
Thcn·.wha[ he htm to cf<Hlllo lO- the 1.0-· -.wordio as 1.0 know Wilt~! h.c·(li).-- asked to 
(l) - ·-. 1\.nswers lll't of roo.•rso. to be ma.de. Ul-·. . · -
Yo~· are ~ tket h,USII eu.Diloatlon at tb.la momeat. Now. write ID about '10-80 
word,. bow· you...,., appt!111<!hln& the e~!.n.adon. 1><5•!1 
R,eall tla~tp.usate f:ii. 'A! a&aiA;· Now. wnte the JDllln lc!eas eontain.Cd ln the tczt ID 11ot 
JDO.rc th-Ci'rt> 'aeatellees. lx5" S 

B. Vocabulary Test 
,u. lllllflleadl a ·..ttllaaultableWQid~U.ebol<.Thc:rearemarcwoxd$tllan~. 10 · t~':p . ~D er . . ··. <Wer.loadcd .··. siliJ.!!&_·I.'.' · ___ 1 pul!cL __ l.J:~ch~.d 1 

hn en~- _ w >Ont . l I:K:tct L!!£p~itl' • 1 chii.Uin,~; _____ l,,\B -~~----
!nl--. 'I was all\in;: oJ tilt ,..;.,I so:m cftlic·~ilt;. I ~;iw (bJ --whal. (c) --. A rtckshnl~ van 
(ell ·~ with goCld.~ w:is <.'On)lri~ frtim·t he fcf-- dlrt:eU'ml , th~ puui' Ill--was on oltl rmm. 
l~ . ~ there:'?". another ~~t:aun (h)--.-· 111 t~e tmck ..,. r thc v:m with Ul -- tile puUer \\'OS 

10. &mptc:tethofollowtnn••.riage~ using mltabl.e word&. U•e ODty·oneword for c:rch p_p, 10 
,t.fter u-·pau$<!· the plant! (~l ,;;-_ ··-· - lilldn' -ThC!l It' ra.::ed down the ntnwny m•d nfier " !bl -­
with a jerk. lt·.ld-- off. M<l$um [llf-- down !rom his window and li<>W bullrltn::s and 
trc:ea .looking (Q)-- mlnialt~r.:s. (II - ·- roodrr looked like Slltlk<$, so {~ "'-- lire rfwN. 
J lc s:r.~n•an wlllte. clChJth$ na:iung by. noerc:.-(hl - clo\11!& around him.· He """" (II -· -. lie 

, (~t like Ql-.-· . the c~•ds. 
1¢ftiii$1Miltl~ii!!i . 
11. ,kead'"thc f.Olk:Wbiji table and malcc ten co~ct senteucu. lxlO• lO 

1 It To~.---~!'i'~;w;;;;-.-~iJiii"..;;;J~n#"tiiF-"1 

1 

Ultll.l'" ' 
1 

'A'~d~$ and !'.hop-k!-'(;llefS ~,'-c dn;nvn r;7f~ni~:l~'S.!II~~ nn aur mlnJ :j 
Soclo .... 'Ulluml J~ I a cultun ...... ..:Uou o"ii1ii1~ 
orgruuzatl(>l!$ [ k~eps IVii"ihtmdiUOTUI( (f:$tMtlcs ncros• n">s=-=cn=v=n~t,...::-:· 
Shflpokaln llc:adt·my 1s observed i th.:J!!!!Ltiiqnth oriii'~r -· 

orgnntaes · ~lal:!!J.!!!£" t><p!!1;~•nmcs to.cumn..cmori!!£.!L. __ _ 
SLudent& . • l''!l!dn Oaisnnkh L~!!!Y. _ .. 

celeb:-o~ir , frO>l1 dCQOUII( hoOJ<:'-. otraing SW~els tO 'thefr . 
t ("tiSlDtUCD 

L;u.o ~ t•nlilic: lunod.'\y . · · 
! " "' ll.'l'r hy httl!!ll!l! oct ~ t'<liootf'ul ~ i 

12. Re;~~.rrange the. IoUowlng liCntcn··.,-c-,- ..... -'.,o'"""n7ti""ng to se-quence M>d rewrite them in a 
JIIU'liii!J'aph. 10 
(a). 1-l<:. lonk the linn's \l"'lll\"1 hl~ hand mu! removed :1 big lhurn from lt. 
(hi His m:\1!\t:r wus V<%V b:ld lind tnOi"'tcd hC!ll')' to1tun~ on llllll. 

I('} Androclos \'11;>$ vc.ry home•t}Jcll. 
d · One dny he lle<l. ftmn ht5 !litiS. tcrs hol.\..<e and look shclu:r In a. cave. 
n :n~e lion tocenled wounded "'' ho w"s ~.,.o:>ll1ng. · 

{Jl He W\1:> caught by n sln~~~~~~rchanl wlw 9oll.f l>tm ton ·rtdl nmn tu. another oountry. 
{gl 'l11e lion w;~& relieved of his pum. . 
(fil . Once. upon a UU\e 1hCI\! u.-w a ynung 111:111 ll<lJ'UCd Androelcs .. 
!ll lie came. near 1\ndrocl"" nnd U(tcd hi~ paw. • -
Ill In the "'""11\" n. Uon eolcl"lrl tht' cove. 

13. Wdto a paragrapli iD. abouL 100 words about "Your mother" followtilg the questions 

rn
ven below: . 10 
1 JJow o!d Ill ~'Our moth~!'? (!)) Wha l ~ sh<"r kl fl~v tlQC11 she lool< ill\er. the family? 
l Whu\ househllld ~hor~'3 and rcltgtou.; dulo.'S. doc-s she do? CcJ \"1>al quniUie$ or hen. 

nttl~ld .)'QU nu.11tt? . . • 
14. Suppoee. you are.Hmlr/Ferdoasl at Dar1sal. Your !rlend Jtam/Reklaa livcll la Rajshalll. 

He/Slle wautJ ~o know what yoo luten<l t<> d<t aficr tJ1c SSC Exaruiua.tlon. Write a leu<:r 
to yodr friend tellmg lUm/lier >~bout wh1>t you w~nt to do. • 10 

Ot, Write a co.mposrltiou In :tblJut 200 woll!" about "You r DllUy"Ufb". Usc the follo;oing cluc.o : 
-- Y•><W moTnttt!t '"'llvH.i~: - - Yo•11 wMl< h··fu~<: ~chool: --- Your acts tn :schOOl: --.. 
Your dut1es in the :'l..fi.cl·nouru ....... - . 111'r1J.t-5 ~"\.ll~ de at ni_t!_ht , 
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