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CHAPTER I 

INTBOWCTION 

1 .1 THE PROBLEM 

The purpose of this study is to 

observe and analyse the problems of Mizo leamers of 

English in the colleges of Mizoram, so that proper reme­

dial measures can be suggested. The level referred to 

by the 'colleges' is the Pre-university second year. 

The teachers of English in the colleges often point out 

that the English of their students is not up to the mark. 

Inspite of 8 years of English teaching-learning in the 

schools the proficiency level of the students is very 

low. The students are in many cases not in a position 

to write a simple sentence correctly or perform even ele­

mentary communicative tasks like writing an application 

for leave. A close look at the results of the public 

examinations conducted by the Mizoram Board of Secondary 

Education at the school final stage level and at the Pre­

University level by the North-Eastern Hill University show 

that nearly 30% of the learners fail to secure even pass 
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marks in English is very surprising as English is a 

compulsory language in the school and college curri-

- culum and is given much importance in teaching and 

testing. At the school level about 10 periods are 

earmarked for the teaching of English per week. At 

the Pre-university level English is taught for 6 periods 

of 45 minutes duration every week. It is not surprising 
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to observe that, in spite of 8 to 10 years of English 

teaching-learning in the schools and colleges, the communi­

cative ability of the students is still ~ery poor. 

Though everybody argues that the lear­

ners are poor users of the language, they do not agree 

on the exact nature of .the. learners' problems and their 

explanations. The teachers feel that the syllabuses are 

not properly planned and designed and that the learners 

do not get adequate exposure to the communicative form 

of English. On the other hand, the curriculum planners 

and educational administrators blame the teachers for 

not implementing the syllabus in the true spirit. The 

learners' problems in English also seem to be inadequate­

ly appreciated • Teachers are not agreed regarding the 



areas which need to be taught properly and emphasized 

upon. Thus there seems to be no general agreement on 

the nature and intensity of the problems faced by the 

learners of English. Many of the remedial measures 

undertaken by the teachers seem to be only adhoc mea­

sures which are not based on any systematic study or 

understanding of the real nature of the learners' 

problems. 

The present study in tends to fill this 

gap and make an attempt to in v e stig ate the areas of 

language use which pose problems for the learners of 

English at the Pre~niversity level in Mizoram. We have 

certain clear objectives hereJ carrying out a contrastive 

study of English and Mizo to find out their areas of simi­

larities and differences, identifying the problems which 

manifest themselves as errors in the learners' use of 

English, and classifying these errors in terms of ·.fre­

quence of their occurence. The gravity of these errors 
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in respect of corrununication is also to be studied. Further, 

the study makes an attempt to look at the sources of these 

errors. All. these steps will hopefully enable us to design 



appropriate remedial measures at an appropriate time. 

The researcher was aware of the two 

approaches to the analysis of errors in practice. One 

approach takes the view that the key to all problems of 

learners in the target language can be found by compa­

ring and contrasting the structures in the mother tongue 

with those in the target language (Fries ' 1945 ' 9), 

(Lado : 1957 : 1). According to this approach the source 

of learners' errors can be traced to the interference of 

the mother tongue. This approach is popularly knov.n as 

Contrastive Analysis which is concerned with the effects 

exerted by the mother tongue on the language being learnt, 

the foreign language (James : 1980 :9), it is concerned 

with interference in one direction, from mother. tongue to 

target language (James ; 1971· : 60). The other approach 

kno\o\0 as Error Analysis, looks at errors as manifestations 

of the process of learning and problems that the learners 

face in the process of internalizing the system of a new 

language (Wilkins : 1976). This approach looks at errors 

as problems faced by the learners and investigates the· 

causes of each problem individually. The analysis of the 



learners• errors gives us evidence of their competence 

in the foreign language and enables us to throw light 

on the general processes of learning a foreign language 

(Johansson s 1975 s 10). The tv.o approaches, Contrastive 

Analysis (CA) and Error Analysis (EA) are both concerned 

with 1 earner s• performance an,d 1 earners • errors. But, 

while CA contrast the learners• native language and the 

target language, EA contrast the learners• performance 
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and the target language (Sridhar: 1981 s 232). The present 

study has used the principles associated with the Contras­

tive approach in order to have a detailed and in-depth 

understanding of the problems faced by learners of English 

in Mizoram. 

It is being increasingly realised that 

the ability to write a grammatically correct sentence in 

isolation does not necessarily mean that the learner has 

proficiency in the language. Proficiency has essentially 

got to do with the ability to generate approapriate series 

of sentences in a given context so that communication can 

take place {Halliday : 1976, and Widdowson : 1978). It 

was observed that most of the exercises in language opera-



tion (grammar) dealt with isolated sentences. It was, 

therefore, felt that the study should in particular look 

at the problems of the learners beyond the level of iso­

lated sentences in order to have a better understanding 

of the nature of their proficiency in English. 

1.2 HYPOTHESIS 

·6 

The low proficiency level of Mizo learners 

in .English may be partly attributed to the influence of the 

mother tongue, and partly to other factors like methods and 

strategies of teaching lack of exposure to the language etc. 

Mizo learners cannot acquire good spoken English and what. 
I 

little 81glish they have acquired is again very often 

coloured by their mother tongue. A major problem which 

confronts the Mizo learners of English may be attributed 

to the differences existing between the two languages, 

Mizo and English. 

The present teaching-learning situation 

does not take care of the various problems of Mizo learners. 

A careful study of the Mizo learners' errors will be helpful 

in the designing of teaching materials and syllabus as well 

as in understanding the needs and problems of learners. A 



cognitive psychologist, D.P. Ausubel, makes the 

following stJt~ncnt s 

It I had to reduce all of educational 

psychology to just one principle, I 

would say this : The most important 

single factor influencing learning is 

what the learner already knows. As­

certain this and teach him accordingly 

{ 1968 : vi). 

There is little doubt that what a learner already knows 

is his mother tongue through 'Nhich he tries to perceive 

and assimilate the elements of the target language. 

Therefore, utilizing and controlling this tendency of the 

learners instead of ignoring or fighting at will go a 

long way towards facilitating and ensuring success 

(Marton : 1981 a 172-173). 

1.3. JUSTIFICATION OF THE STUDY 

In most of the remote and isola ted 

regions of the country· th·e normal tendency is to adapt 

the syllabus being used in the neighbouring states with 

some cosmetic modifications, Quite often the poems, 

7 



prose pieces, short stories and dramas remain unchanged. 

In Mizoram the syllabus in the schools is a crude adap­

tation of the syllabuses in use in Assam, Meghalaya and 

Delhi. It may be pointed out that most of the experts 
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in syllabus committees come from Delhi and it is, there­

fore, quite natural that we often find the influence of 

syllabus in use in Delhi • The syllabus designed by the 

North-Eastern Hill University is followed at the Pre-uni­

versity level. In a state like Mizoram, where the linguis­

tic, socio-cultural and ethnic background of the learners 

are considerably different from those in the neighbouring 

areas like Assam and Meg hal aya, these adaptations largely 

do not meet the needs of the learners, and consequently, 

the syllabus in use does not help much in increasing their 

proficiency in Fnglish. 

In the absence of a scientific study into 

the problems of the learners, the teachers, the.framers 

and the planners do not have any idea regarding the areas 

in language which need more emphasis and those that do no 

need so much attention. Th~ syllabus, thus, is mostly a 

reading list of the poems, prose pieces and grammatical 

i terns to be prepared for the examinations. 
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The present study is a humble attempt 

to overcome these shortcomings so that both short term 

and long term remedial measures can be undertaken. The 

comparison of English and Mizo would help language tea-

9 
. 

chers to know the areas in which the two languages most 

differ from each other and thus enable'them to appreciate 

learners' problems and devise 'on the spot corrective 

treatment' (Catford : 1968 : 162). The analysis of the 

learners' errors would help the teachers to re-teach and 

emphasize the major area·s of difficulty faced by the 

learners in terms of frequency as a short term measure. 

As a long term measure the study v-.ould generate materials 

which can form the basis of a properly planned curriculum. 

A model syllabus has been designed and included in the 

study (see chapter vii) whi ell has been modelled on the 

basis of the findings of the study. 

The study was conducted on a corpus of 

300 students from 5 colleges of Aizawl studying at the 

Pre-lJniver si ty 1 evel. The decision regarding the choice 

of the level was deliberate, taking into account various 

factors. The learners at this level had 10 years of English 



10 

teaching-learning behind then at the school and college 

level. It was thus expected that they would be able to 

write an essay and therefore, offer a good opportunity to 

evaluate their proficiency in English and, at the same 

time, bring out the real areas of their difficulty. More­

over, this stage happens to be the terminal stage of English 

teaching-learning for a Iilajori ty of the students. Many of 

them either go for technical education or join some profe­

ssion after completing this stage. This in fact, is a 

very important stage in the car~er of the learners. These 

reasons make this stage 'NOrthy of a proper investigation. 

The colleges were chosen keeping in mind the composition 

of students in them. It was ensured that only those colle­

ges be chosen which have a fairly large number of students 

corning from different parts of the state. 

It was felt that mere analysis of learners' 

errors would not help us to understand the problems of the 

learners in a proper perspective. The problems faced by 

the learners should also be viewed in the light of the 

teaching-learning conditions, methods used by the teachers, 

perception of the learners regarding the role and status of 

English and the reactions of the teachers and the learners 
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to the materials used for teaching-learning. It vJas felt 

that a definite pattern might emerge from the errors commi­

tted by the learners in English which may be relatable to 

the influence of the mother tongue. This in turn may help 

us in having a better understanding of the problems of the 

1 earners. 

When we consider the circumstances in 

Mi 2 oram we find that the state is geographically very remote 

and under developed. The learners in the region hardly get 

exposure to good models of English. There are not enough 

good teachers of English in the school and colleges. It 

was felt that the remedies which work with these students 

may also VIOrk with other students in other remote areas of 

the country. The nature and frequency of errors collected ; 

and categorized during the study may be of special help to 

educational planners of regions of the sam,e type where j)rob:.. 

1 ems of similar nature exist. 

The study limits itself to the evaluation 

o f err or s at differ en t 1 ~ v e 1 s o f 1 a ng u ag e o p era t ion , viz 

phonology, morphology and syntax. It is supposed that an 



12 

understanding of the problems of learners is a prere­

quisite to the planning of remedial measures. The 

attempt is mainly to have a detailed analysis of lear­

ners' errors so that their sources can be identified. 

This will enable us to design suitable remedial measures. 

The 'gravitational pull of the mother tongue' (Krishnas­

wami : 1971 : 205) has been given due attention because 

it has been observed that 'interference from the mother 

tongue is clearly a major source of difficulty in second 

language learning' {Oller ; Richards : 1973 : 108) as 

learners tend to follow 'their set of internalized rules' 

(Major: 1995: 111) of the mother tongue. 

The instrument used for the evaluation 

as a descriptive essay on 'The Most Memorable Day of My 

Life'. The topic, as can be easily guessed, was a des­

criptive one and well within the experience of all the 

learners. Besides, it was thought that the topic would 

provoke the learners to try and communicate in English so 

that their linguistic problems would become evident. It 

was hoped that, after the results of the ~alysis were 

obtained it would b-e possible for us to come to meaningful 

conclusions on the basis of substantial data. 
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The CA approach which has been adopted in 

the study has been variously criticized by a number of 

scholars. For the sake of convenience the major criticisms 

levelled against CA may be considered under two heads I 

(1) criticism of the predictions made by CA and (ii) criti­

cism of the theoretical basis of CA. The critics of CA 

argued the predictive power of CA (Corder s 1974 : 90). 

(Lee : 1968 s 189), (Gradmans 1971 s 73-74), (Whitman, 

~ackson : 1972 1 29-41 ). They claimed that CA does not 

account for all errors and many errors that turn up were 

not predicted by CA. The most obvious way to answer this 

criticism, according to Carl James, is to point out that 

CA has never claimed that L1 interference is the sole source 

of error' (1971 s 54). He further adds : 

The most regrettable feature of such 

criticism is that it imputes to CA 

claims that have never been made for 

it s CA has never claimed ±o be able 

to predict all errors, nor has it claimed 

linguistic omniscience about which 'choices' 

speakers will make (ibid p.57). 

Lado (1968 : 125) is also found to claim no more than ~bility 

to predict 'behaviour that is likely to appear with greater 

than random refrequency~. 

-------------------------
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Regarding the criticism of the theoretical 

basis of CA, Nev-.mark and Reibel ( 1968 : 145-164) contend 

that interference is an otiose idea and that ignorance is 

the real cause of errors. Newmark and Reibel insist that 

errors are caused by a learner's inadequate knowledge of 

the target language. The ignorance theory, according to 

Cart James, is 'only ostensibly an alternative to inter-

ference theory ••• the agrument is otiose, like which came 

first; chicken or egg?' {1971 : 65). The ignorance theory 

is vulnerable because 'no language-learn'ing or language 

teaching theory has ever envisaged the state of affairs 

where the learner is asked to perform before he has had 

some chance to gain knowledge of the L2 target system' 

(ibid). Dulay and Burt, amo.ng others, too accuse CA of 

being based on the behaviouri st concli tioning principle 

(1972 s 145-164). Inspite of the many criticisms levelled 

against CA, there can be no denying the fact that it has 

its pedagogical uses. CA i~ believed to have its practical 

worth to language teachers (Ellis : 1985 : 39). Although 

CA cannot predict all sources of error it can predict areas 

of potential error and explain actually occuring errors 

which are caused by interference from the mother tongue of 
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the learners. This information should help the teacher 

of English as a second language understand and then perhaps 

more readily remedy at least some of the errors the learners 

committed in this way. 

1 .4 STHUCTUHE OF THE STUUY. 

The study presented in the thesis is devided 

into 8 chapters. In chapters II and III an attempt has been 

made to present the developments in linguistics and their 

apiblications in English language teaching in India and else­

where. The approach has been mostly historical. The attempt 

has been to place the developments and adaptations in their 

proper perspective so that their respective strengths and 

weaknesses can be properly assessed. 

The second chapter deals with the innovations 

in ELI and linguistics in the last few years and also makes 

an attempt to build up a theoretical background to the ex­

periments conducted during the present study. 

The third chapter deals with the innovations 

in ELI in India. In th'?. 1 a st section of the chapter an 

attempt has been made to deal with the history of the region 



(Mizoram) briefly and also discuss the major problems 

associated .with the teaching of English there. 
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The fourth chapter makes an attempt to give 

a brief linguistic description of Mizo. This has been 

done to examine and understand where th~ L1 of the learners 

may cause problems and where it facilitates learning. 

The fifth chapter makes an attempt to compare 

and contrast English and Mizo to find out their points of 
. 

similarities and differences which will enable us to under-

stand the nature of problems faced by Mizo learners of 

English. 

The sixth chapter outlines the nature of 

the experiments conducted, the composition of the corpus 

and the method adopted in the categorization of the errors. 

An attempt is also made to locate the sources of learners·• 

errors and discuss the possible and probable remedies. 

The seventh chapter uses the findings to 

frame a model syllabus for a long term remedy as far as the 

problems faced by the learners are concerned. 

The eight chapter is the concluding 

chapter where the findings have been summarized. 
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THEOHETI CAL B,'\CKGHOUN 1J 

2.1 _INTRODUCTION 

In the early twenties there were no 

institutions in India for research in the field of 

English language teaching. It was only during the 

last few decades that facilities for research in the 

field of language teaching have developed. With this 

there came a marked awareness of the need for developing 

methods or modifying existing methods to suit Indian 

conditions of teaching-learning. Initially concepts 

and methods about ELI in India were introduced without 

doing field surveys or collecting data about the problems 

and needs of the learners. Thus Grammar - Translation 

Methods and Direct Method were introduced without any . 

modification which naturally did not yield the desired 

results. In the recent past it has been realised that 

one method which is applicable in a particular country 

may not be equally applicable in another situation. 

The concept of a universal methods has largely been 

.. 

I: . 

i' 
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abandoned at present. The existing situation and its 

needs are taken into consideration before deciding the 

approach, methods and materials of language teaching. 

The present chapter makes an attempt to 

survey some of the most important schools of thought in 

linguistics which have 9ir.ectly or indirectly influenced 

Indian ELI in the last few decades. ~~ attenpt has also 

been made to· present some of the theories and principles 

associated with ELI which could be helpful in providing 

a theoretical background to the study. Later in the 

chapter an attempt has been made to study the basic 

presumptions associated with Contrastive Analysis and 

to observe how they can be applied in the process of 

English Language Teaching in India in general and Mizoram 

in particular. 

2.2 QEVELOPiv\ENTS IN ELT 

The concepts of teaching English either 

as a Second or Foreign language have undergone many 

changes over the last few years. Here is an attempt 
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to discuss some of the major developments in this field 

in the last few decodes. 

2. 2.1 Structural Linguistics 

During the e~rly decades of this c€ntury 

a school of thought developed which claimed that lang-

uage was nothing but. a collection of structures. The 

proponents made an attempt to analyse the sentences in 

a languc:.ge in terms of the structural patterns observed 

in them. The emphasis was on describing the regulari­

ties of an utterance in their "ph~nological and gramma­

tical patterning without resorting to the nuances of 

meaning that speakers intend to convey" (Rivers : 1983:3). 

Bloomfield described semantics as "equivalent to the sum 

total of human knowled<Je", and that in principle, "the 

student of language was concerned only with the actual 

speech", and thus "the study of language can be conducted 

without special assumptions so long as we pay no atten­

tion to the meaning of what is spoken" (1933: 74-5). 



The aim was to establish an abstract ·system of rules 

to explain the linguistic manifestations obsei;ved in 

the sentences of a 1 an gu age. 
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In the 1930s Bloomfield also developed 

what later came to be kno'M'l as Immediate Constituent 

Analysis or IC Analysis. Its aim was to find out the 

ultimate constituents of a sentence and their relations­

hip with one another. ·A great deal of new information 

was accumulated in a systematic order about the way in 

which small sentences could be expanded to infinite 

lengths. A sentence was not seen as a sequence or a 

"string" of elements but as being made up of "layers" 

of constituents (Crystals 1971: 203.;..4). 

The idea was that each human language 

has certain permissil?le ways of organising morphemes 

in to sentences and the study of language based on this 

approach is what we call Structural Linguistics. 



Word Lists 

A great deul of work was carried out 

in the field of vocabulary selection in the 20s and 

30s in America, Asia and Eur.ope. In this period it 

was believed that a speaker repeatedly uses a limited 

number of words in normal conversation which could be 
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made more effective if listed and drilled. Many lists 

were compiled as a consequence. The first such list 

to be compiled was Thorndike's Teacher's Work Book (1921) 

and the last, perhaps, was carnegie's Interim Report .Q.!l 

~ocabulary Selection (1936). The main point of difference 

in the different reports published was in the number of 

words required and the way they should be introduced. 

In this period reading too was considered 

to be an important means of language learning. It was 

believed that reading was the most important skill to be 

developed because it gave the learners a feeling of the 

idiomatic use of language. In 1926 Michael \'Jest published 
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his BilingualisHl, and in 1934 Coleman and Fife published 

,&xperiments and Studies in Modern Language Teaching. These 

two reports emphasized the importance of reading and a 

secondary place was accorded to speaking and writing. 

According to West, the vocabulary of a learner learning 

a foreign language in the preliminary stages should not 

be large. The 'M:>rds selected at this stage should be 

frequent as well as useful, and too many new IM)rds should 

not be introduced in a less~:m. One new word in every 

fifty running words was considered to be the highest limit 

to which a learner should be ~xposed to. New "'/Ords should 

be 1Garnt by practice in actual reading situation. Based 

on these ideas, he published his famous book New Meth.Q£! 

Readers (1935). He placed much emphasis on vocabulary 

selection and the systematic teaching of reading. 

M attempt at reforming and unifying 

language methodology was made in this period which waz 

derived from a study of foreign language methodology 

and an extensive poll of the FL profession on generally 
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accepted goals for language study in the U.S. The 

study was published as the Modern Foreign Language 

study and was produced by a committee under the 

direction of Algernon GOleman and sponsored by the 

Carnegie Corporation. Coleman's The Teaching of 

Modern Foreign Languages in the United States ( 1929) 

was the most important single volume produced by this 

study. .This report found that among the four skills 

of listening, speaking, reading and writing, reading 

. 
was the only acceptable skill as the primary goal of 

FLT. (Foreign language Teaching). Thus, the report 

recommended that the amount of reading in foreign lang-

uage classes should be drastically increased (Krashen, 

& Ferrell 1983 : 11-12). This method has absolute away 

for sometime in FLT in the United Stotes. 

AfmY Specialized Training Programme (ASTP) 

During the second World War the US 

faced the task of having to teach oral language skills 

to the soldiers who were to operate in Europt:? and Asia. 
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The Army sought the help of linguists to develop 

intensive language courses within the frarneoork 

of the Army specialized Training Programme. In 

the meantime there was a widespread application of 

Structural Linguistics in the field of Language 

teaching. The Anny adopted this method of teaching 

(Oirsouw; 1984: 152). The key to the success of 

these courses did not entirely depend on the new 

methods of selection, gradation and presentation, 

. . 
but also partly.in the fact that they were intensive 

courses, taught to small groups of 'Nell-motivated 

learners. The ASTP provided intensive courses in 

various languages to get speakers in as short a time 

as possible (Allen, Campbell: 1972 : 24). The method 

emphasized on the ability to speak the language and 

underst2nd it when spoken by native speakers, to 

"speak fluently, accurately, and with an acceptable 

approximation to a native pronunciation - and a 

practically auditory comprehension of the language 
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as spoken by natives" • (Rowe : 1945:136). The method 

was introduced by 50 colleges in the Universities of 

America. The best known linguist to work on the Army 

programme was Bloomfield whose publication of Outli~ 

~ide for the PracticalStustudy of Foreign Longuages 

{1942), became the guideline for the organization, lay-out 

and execution of the ASTP intensive courses, and it also 

affected the later development of the auc:!iolingual method 

in important ways (Oirsouw: 19841 152). The method based 

itself on four broad assumptions: 

Firstly, "Foreign-language 1 earning is 

basically a mechanical process of habit formation" 

(Rivers: 1964:12-16). It was believed that the single 

paramount fact that language learning concerned itself 

with was the formation and performance of habits. The 

ASTP students were forced to c0nstantly, repeat what 

was being said as it was believed that habits are fo:rmed 

by making the right response and not by making mistakes. 

The philosophy of the ASTP method rests on the assumption 



that foreign-languages are learnt only when the 

learners assimilate gra~natical principles and turn 

2 ,...) 
b 

them into habits (Edgerton: 1948:210). The .aim was 

to r.1ake the students behave in a particular way for 

effective learning of a foreign language (Rivers : 

1964 : '12-16). 

Secondly, the method assumed that 

"Language skills are learned more effectively if the 

items of foreign-language are presented in .spoken 

form before \'Jritten formu (Ibid). Consequently, a 

lot of emphasis was put on presenting the language 

orally so that, vE:ry often, the written form of the 

language was ignoredp In the first stage only the ear 

and the tongue of the learner was trained with the 

belief that the learner will first learn to understand 

what he hears and speak what he hears and thereafter 

will read what he speaks, and finally he will 'Nrite 

what he speaks and reads. Thus, in the initial stages 

emphasis was placed mainly on listening comprehension 

and speaking abilityo 



The third assumption was, "Analogy 

provides a better foundation for foreign-language 

learning than Analysis" (Ibid). It was thought that 

a learner who has been made to see how language works 

has not learned a language at all. The learner will 

forget the rules before he can make any progress in 
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that area of language use. According to this method, 

what the learner really needed was a perception of the 

analogies involved, the structural differences, and the 

similarities between sentences of the two language his 

native language and the foreign-language he is learning. 

The fourth assumption was "The meaning 

which the words of a language has for the native speaker 

can be learned only in a matrix of allusions to the culture 

of the people who speak that language" (Ibid). Unless the 

learner understands the cultural situation in which an 

utterance is made, he may miss its full implication or 

meaning. It is to be rerr.embered that langui:lge and civi­

lization are interrelated (Feverlicht : 19.:18 : 20). The 

learner has to realize that language is the essential 



expression of a nation's behaviour and outlook. 

Language is the medium in which and by which people 

think about and react to life. The protagonists of 

this approach firmly believed that language learning 

is not just learning a tongue but also learning and 

adopting a certain way of life too. The Audiolingual 

l\·1ethod therefore, expo!;ed the learners to this aspect 

because it was believed thC~t a fuller understanding 
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and appreciation of the target language could be made. 

"The general aims of the Army Area. and language program 

are to give the soldier some understanding of the geo­

graphical, historical and cultural aspects of a region 

and a basic oral command of the colloquial language 

of that region or country" (Morris : 1944 : 286). This 

later in the post-war years came to be popularly known 

as the Audio -lingual Method. 

The method succeeded with the hnerican 

Army during the Second ~'lbrld War, as it was possible 

for it to provide the intensive drilling and immersion· 
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into the target larquage situation. The method received 

a great deal of publicity as it emphasized a special 

approach to language teaching and made a start towards 

developing techniques in applying it. lt was believed 

that certain factors of the ASTI' program are transferable 

to other programs in language teaching. There are note­

worthy characteristics of the Army programme which may 

be mentioned. 

(i) It was a very intensive course with 15 or more 

"cont3ct hours" every week for 9 months. The rest of 

the students' time was spent in "Area studies" of the 

nation where the language is spoken. 

(ii) Classes for drill in the language were small and 

normally limited to ten studentso 

{iii) There was a division of the teaching duties 

be-tween a "lingui sttt or "course director" who was a 

specialist trained in linguistics, and an "informant" 

or "drill master" who was a native speaker of the 

language. 
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(iv) Importance was placed on the speaking aim, the Army 

war. interested only in training the students to speak the 

language well. 

(v) The trainees were selected with care. Only men 
' 

showing definite aptitude for language study we=e admitted. 

(vi) The situation in which the language was ler:~rned provi-

ded an unusually st~'ong motivation. The students coulp see 

the immediate practical value of what they were doing, they 

were likely to obtain quick promotion if they succeeded; the 

programme was carried out in a businesslike way (Reid s 1946 : 

530-31). 

ln normal circumstances it was perhaps 

difficult to provide a similar situation with similar 

results. Due to the "focus on a single aim and the 

pressure that could be applied to attain it the horrors 

of the line outfit from which the soldier-student had 

come were still too vivid in his mind to permit him to 

risk a return by balking at any of the drudgery involved 

in really learning to speak a forGign-language- there 
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was an intensity of learning effort hith2rto unknoV'Kl 

in language work". (Koch : 1947 1 267 ). Thus, while 

the method had certain practical values, it was limited 

in its scope, and a new ori~ntation would seem necessary 

in order to open up to the student the storehouse of 

literary treasures of a foreign language. As a result 

the method slowly and steadily fell into disuse after 

the Second World War. 

2.2.4 Other Developments of 40s and 5Q..§ 

Chorles C.Fries, who founded the Univer­

sity of Jvlichigan' s English Language Institute developed 

his Oral approach. The"underlying principles of this 

approach are clearly given in his book Teaching and 

kearning tnglish as a Foreign Langua.!l£. (1945). Apart. 

from its emphasis on oral use of the language, the 

approach also developed the idea that "a sound ESL 

program should rest upon n detailed structural con­

trastive analysis of the first and second languages" 

(Allen, Campbell : 1972 ; 23). That is to say that 
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the structures of the tv-io languages should be compared 

to determine the points where they differed. These 

differences were considered to be the chief source 

of difficulty in learning a second language. 

At around the same time, I.A. Richards 

and c.M. Gibson developed and popularized the Graded­

Direct Method. rlichards conceived language teaching 

as an arrang€ment of graded-sentence situation units 

forlTling an 'organic' sequence in which each step supported 

and was supported by others. A sentencesituation unit was 

defined as one in which the elements of a sentence were 

made clear by the situation in which it was used. 

In Britain at the University of London 

Institute of Education a rrethoc;ology similar to Richard"s 

Graded-Direct l\1ethod was developed in the late 40s. The 

methodology laid explicit criteria for grading. It 

favoured oral, situational. pre sen tat ion and copious oral 



drilling of the carefully graded structural items 

within a limited vocabulary. 

O:>ntribution of ChomskY 

During the 50s a sort of revolution 

was brought in the field of theoretical linguistics 
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which had profound effect on the methods of foreign 

language teaching. In 1957 Noam chomsky published his 

S~ntactic Structures , the book that introduced to the 

world another new approach to linguistics which was to 

later influence ELI. Chomsky brought out the theory 

that the "human mind is equipped from birth with a 

blueprint for language" (Atkinson et al : 1982 111) 

which means that it .is enclowed with a capacity to 

acquire language and that , with the help of some limi­

ted or finite number of structures it is able to generate 

an infinite or unlimited number of structures. The human 

mind was likened to a magic black box where unlimited 

output could be obtained from limited input. Once the 

• 
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system of rules of the language has been in tern ali zed 

the students will be able to produce an infinite 

variety of language sequences whether they have pre­

viously heard them or not {Rivers : 1983 : 32). Chomsky 

rejected the notion that children acquire language through 

a form of conditioning VJhich dep<::ncled on .reinforcement or 

reward. According to him langu~ge is acquired by children 

by making hypotheses about the form of grammar of the 

1 an guag e which they co111p are v1i th their inn ate knowledge 

of possible gramntars. He thus came out with th8 oftquoted 

and oft-mentioned terms like "competence'' and "performance 11 

"rule governed behaviour", etc. (Chomsky: 1965: 25-26). 

This theory of Chomsky went directly against the theories 

of structural linguistics that language learning was habit 

formation and all that the teacher was expected to do was 

to malce the learners behave in a language situation. Ling­

uists and language teachers in the 50s largely rejedted 

the structural approach and began to rely on the psycho­

logists for evolving methods and rr.aterials for language 

teaching. 



2.2.6 P sy cholo gy and Language Learn i!l,g 

Developments in psychological theories 

1 ed to an awareness that the process of learning is 

a remarkably efficient and powerful process. The 

complexity of this process of language learning has 

convinced the language teaching experts that human 
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beings need not be forced through a process of intense 

pattern practice drills to "behave" in a language 

situation. On the other hand, inputs can be so arranged 

that language learning .takes place efficiently (Jakobovits: 

1970 ; 33-36). Aptitude, motivation, and such other extra­

curricular but equally important par9.1Tleters influenced 

the process of language learning. The insights gained 

from psychology should be incorporated in the process of 

training and planrdng language teaching programmes. The 

direct influence of this has been psycholinguistics, a 

branch which deals exclusively with the influence of 

the mind on teaching-le.=.~rning • 

. . 



Notional Syllabus 

During th2 late sixties and seventies 

the emphasis shifted fro!TI psychological theories to 

that of deciding how and vJhat must b0 given to the 

learner in order to make him a good user of the target 

1 anguage. The problem became more pronounced as the 

foreign language learners were no longer young school 

or college children, but students who were learning a 

foreign language to communicate or comprehend scienti-

fie data. Concepts like 5'lglish for Specific Purposes 

{ESP.l, English for Technical PurposGs {EST) and the like 

were already gaining p!:ominence. People needed English 

to get a specific purpose served. Scientists did not 

want Mil ton or Keats but wanted English so that they 

could read and understand scientific journu.ls, scien-

tific data and the like. The challenge before the 

methodologist was to provide a 111ean s for quick and 

effective learning of English to serve a specific 

purpose. Besides, the context .of teachinc.J had necessarily 
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tc be somewhere near the specific area of interest to the 

learner. Thus scientists had to be provided with reading 

materials from science and· the like. A number of research 

and thinking were done in this sphere as a cons2quence. 

Wilkins came out with his principle of 

Notional Syllabus (1976 : 13) as a kind of solution to 

the problem of effective teaching of 81glish. According 

to Wilkins, a notional syllabus implies a careful analysis 

of particular conm1unicative situations so as to enable 

students to identify what should be most usefully communi­

cated in such situations. ~'/hen this is done the most appro­

priate linguistic foi:"ms to be learned by the students can 

be decided (Rivers : 1983 : 16). The linguistic content 

is planned according to the needs of the learner. Emphasis 

is placed on the needs of the language user, on the purposes 

and social uses of communication, rather than the understan-

ding and requisition of linguistic features. Role playing 

gains an important place in this type of learning and students 



are brought into contact with authentic language in 

~ , .. 
""~U 

teaching moterials. (ibid, p.17). Instead of arranging 

a language course in terms of grammatical principles 

like the noun, the article, verb tenses, and the like, 

Wilkins suggested that basic categories of meaning should 

constitute the frame-work of a course (Stern : 1983 : 132). 

This kind of approach forces one to consider the comrnunica-

tive value of what ever that is taught. Its aim is to 

expend the communicative competence of learners, (Brumfit, 

John son ( ed s) : 19 79 : 9 0). 

2.2.8 Language as Communication 

The development of Notional Syllabus 

inspired a lot of research in the field of second lang-

uage or foreign language teaching-learning. It became 

quite evident that teaching gramnntical rules or trying 

to form language habits were no longer eno~gh for teaching-

learning language. \'/hat the learners needed was to commu-

nicate in the languC!g~ an.d then only language learning 

could possibly take place. To quote Saville Troike : 



The most far reaching change in the. 
field that is probably coming at the 
elementary and secondary levels is 
the recognition that language learning 
is most efficient when it is highly 

motivated by communication needs and 
when it is a medium for meaningful 
content. In other words it is highly 

questionable how much learning is 
inducted by the unmotivated pattern 
practice·exercises which often form 
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the core of ESL instruction. (1976 : 77). 

This points to the various kinds of changes 

that have to be brought about in the field of English lang-

uage teaching. The main emphasis is on the fact that the 

aims and objectives of learning another language have to 

be defined in the current context. QUite obviously this 

calls for reform. Widdomson discusses this point very · 

lucidly ; 

----------

The aims of language teaching courses 
are very often defined with reference 
to the four 'language skills' : unders­
tanding speech, speaking, reading and 
writing. These aims, therefore, relate 
to the kind of activity which the learners 



are to performo But how can we charac­

terize this activity 7 What is it that 

4.2 

the learners are expected to understand, 

speak, read and write 7 The obvious answer 

is the language they are learning ••• In 

some respects, however, it is unsatisfac­

tory. We may readily acknowledge that the 

ability to produce sentences is a crucial 

one in the learniny of a language. It is 

important to"recognize, however, that it 

is not the only ability that the learners 

need to acquire. Someone knowing a Lang­

uage knows more than how to understand, 

speak, read and write sentences. He also 

knows how sente:1ces are used to communicate 

effect (1978 : 1 ). 

The point Widdowson makes is that traditional language 

teaching r;1ethods equipped the learner to generate correct 

sentences in a given context. He termed these as 'use' 

and 'usage', one denoting generation of correct sentenc·es 

and the other the generation of appropriate sentences. 

He gives an example : 

'v've may conveniently bE:9in by considering 

an example of a correct English sentence: 

The rain destroyed the crops. 

Here we have a correct English sentence 

and vve might wish to say that anybody 



speaking or· wr i tilllJ su ell a sentence 

gives evidence of a good knowledge 

of the language ••• But what would 

we say if someone r:-roduced sentence 

in the following context 7 

(A approaches B a stranger in the 

street) 

A: can you tell rne the way to the 

station please ? 

8: The· ro in destroyed the crops. 

(Ibid) 

This may ~ound like a joke but the 

exaggeration have a point. This exemple leads us to 
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the state of affairs where 'usage' is taught at the cost 

of 'use'. Howe·ver, learning a language li1eans learning 

its use also, which takes care of the appropriateness 

of the conte~t of the usage. The most important aspect 

of learning a language is the use of the items learnt 

in real life si tuati::m s. \lid dow son 1 s approach gained 

much prominence and acceptance all over the world. 

Specially designed materials suitable to this method 

were developed by Widdowson, Allwright, Breen, Candlin, 

and others. In India this method has been adopted effec-

tively for the famous Bangalore Project. 



44 

2.2.9 New Orientations in Teaching 

lt was previously felt that there was 

a need for developing a specific method and using it 

for effective teaching of English. Thus when the Direct 

Method and Structural Method were developed anLi adopted, 

an attempt was often made to bring all the teachers of 

English into its fold .. It was believed that for effective 

implementation of any method it was essential to follow 

all th~? principles associated •nith it in fuil and the 

needs of the learner were qftcn ignored. The existing 

situation in different places were often not given due 

consideration while prescribing methods and materials. 

RepeateLily the attempt was to implement a certain method 

universally, However, this is often not a very wise step 

as the needs and circumstances differ from place to place. 

Thus, the methods and materials which appe.:r to vvork at a 

particular place do not necessarily \Vork at ano·ther. 

Recent thinking in language teaching, 

therefore, accepts the fact thct a language teaching 

progranune h<:1s essentially to be a need-based one. Peter 

Strevens has discussed this problem in detail : 

Une can argue then, that the idea of 

a single 'best' method is intuitively 

unsatisfactory • • • The learning and 



teaching of language is an activity 

requiring to be analysed in its own 

terms. ( 19 7 7 : :> ) • 

45 

The goi:ll of lan gui.lg e learning and the method and materials 

to be used to achieve tltP.se goals have to be decided in thG 

context of the existing situation in th<:lt place. While all 

agree that the fou:r skills of reading, writing, speaking 

and list·?ning have to be developed , the priority to be 

given to the skills will naturally differ from place to 

place {Rivers : 1968 : 23). It i~ not a problem only of 

the differences of content. That is why it must be conce­

ded, at the same time, that the learners are all working 

towards different coirunuhicative objectives which should be 

reflected in the teaching. The precise aims and goals of 

language learning need to be in line with public needs, and 

they have to be revised as these needs change. 

2.2.10.1 E.S.P 

English for sp eci fi c purposes in gene­

rally considered to have evolved in the last ten or fifteen 

years. Initially it was developt?d as a language teaching 

methodology to help scientists and Technicians. It is 

now believed thi.lt scientists did not need to learn every-

thing in En~lish but only the register of science and 
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technology. The attempt, thus, was to teach them just 

what they needed to the exclusion of everything else. 

The nation was tha.t aciult learners with specific pur­

poses in learning English \·.ould benefit from courses 

which were written specially for such purposes (Howatt : 

1984 : 218). The concept of deciding the 1 specific 

needs and teaching only that much' was thus developed. 

Robinson defines ESP in terms of what might broadly be 

seen as language situations and functions in various 

combinations (1980: 13). Hoi·Vever, inspite of such 

at t em p t s a t d e f in i t i o n , a s Ro b e r t s ( 1 9 8 2 : 1 2 2 ) say s , 

there has been write progress in thi~ field and little 

agreement about what constitutes the legitimate areas 

of concern of ESP. He points out that accurate infor­

mation about the needs in various fields is difficult 

to specify vJh i ch explains why so much imp or tan ce has 

been given to a flexible approach based on the 'need­

based' principle (Ibid, p.123). Robinson (1980: 16-20) 

questions the adequacy of the major registers of English 

like t:n~1lish for science &no feE·ls th.Jt they do not 

satisfy learner •.?xpectations. \1ihat perhL1ps holds hope 

in this are.J is the development of co111puter programmes 

which will enable lexical counts in any area quickly 

and systematically. 
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Oomputer - Assisted Learning 

Individualisation, computer-assisted 

learning and distance learning are all areas in which 

interest has developed very considerably in recent 

years. What they have in common with each other is 

that they are all concerned in some way with the 

problems of the individual learner. They exploit 

technology either to supplement the assistance a tea-

cher is able to give or stand in for the teacher totally. 

They are all concerned with the problem of enhancing the 

capacities and resources of learners to teach themselves, 

or, to learn for themselves. 

2.3 THEORETICAL ASPECTS OF THE PHEScNT 3TUDY 
- . 

The methodologies of language teaching 

developed in different Parts of the world have invariably 

based themselves on some cognitive theories and principles. 

Teaching programmes, classroom strategies, curriculum and 

materials can often be viewed as practical manifestations 

of the principles or theories used. For example, the 

propagators of the Audio-Lingual Method believed that 

language teaching was habit-formution {LarsenFreeman : 

1986: 43). /\sa result the 'Arrny specialized Training 

Programmes' and other lanQuage teaching programmes based 



on thi::; principle adopted intensive pattern practice 

drills and such other thing;; for teaching a language. 

Similarly other methods developed have also based 

themselves on one theory o.r the other. 

The c ho ice a f the p r in c ip 1 e or t he 

theo1·y adopted has invariably depended on the needs of 

J. ·::J 
"':tb 

the learners. For example, wher-e the need is for deve-

1 o !J in g r e a c\ in CJ s k i 11 s , no c n e ,, (C u 1 cl u s e t h e p r in c i p 1 e s 

associated with the Auc.Jio-Lingual kiethod. If the needs 

of the lr.=arner~ are not ;;~ell understood and the rnetho-

dologies are not has~d on sound coCJnitive rni:-Ir:iples, 

the results do not appear to be encouraging. Innova-

tions which appear attractive on paper do not always 
. . 

produce· the exq ected res·ul ts and a situation arises w 

where these modifications appear to have overlooked the 

needs of the majority of the t-2achers and the learners. 

In the sphere of English tei) chin g-1 earning 

it is often observed that the go~ between the language 

skills the learners acquire in their classes and the 

proficiency tht::>Y require for getting alonq in life 

is CjUite big. So m:Jch so that it often beco:nes diffi-

cult for learners to see thS> relevance of the educa-
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tional content to life. Somehow or the other the aims 

and objectives of te<::chiny English in India seem to have 

been forgotten. 

Before going in to the problem at hand 

specifically, an an2lysis of the aims of teaching English 

in India may be useful. 

2.3.1. ,8!ms of English L211guage Teaching 

The process of Education and the reasons 

for educating oneself have undergone major changes in the 

last few decades. It is no longer educaticn for the sake 

of knowledge only. Eclucation is considered now- a- days 

more as a means of getting better employment at the perso-

nal level and of accelerating the rate of growth at the 

national level. The EJucation Co~ission (1964-66) brought 

this out very clearly : 

The destiny of India is shaped in her 

classrooms. This, we believe, is no 

more a rhetoric. In a world based on 

science and technology, it is education 

that determines the level of prosperity, 

welfare and security of the p€ople. On 

the quality and number of people coming 

out 0f our schools and colleges 'Nill 
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depend our success in' the great enter­

prise of nation building, the principle 

objective of which is to raise the stan­

dard of living of our people. In this 

context, it has become urgent to re-eva­

luate the role of education in the total 

pro gramme of nat ion al development. 

(1971 : 1) 

The aims of English language teaching 

thus will have to be evaluated in the light of national 

goals. The primary aim of English language teaching 

has essentially to be the production of learners who 

can use 81glish to accel(rate the process of nntional 

development. As is generally seen most of the scienti-

fie and technical information is exchanged through the 

medium of English and in order to take advantage of 

this we have to produce students who have the capacity 

and proficiency to utilize the technical information 

for national development. What we need r,eully are 

good communicators in Blglish, who have proficiency in 

reading, writing and underst,:mding English. The aim of 

English language t~aching should, therefore, be to pro-

duce people who can use the langua,Je in ordinary daily-

life situation~. 



·. 5;-t~f. /. ..i,i~-

Wilga Rivers id en t if i 0. s four aims of 

teaching foreign 1 an guag e skills ,. , 

1 • Teaching about the nature and 

functioning of a language 

2. Teaching students to communicate 

in a foreign lunguage. 

3. Developing understanding of the 

people with whom one wishes to 

communicate. 

4. Teaching students to read all kinds 

of materials fluently in a foreign 

languuge. (1~68: 11) 

Rivers admits that the sequence of priori­

ties need not be the same eve~y~he~e. These are likely 

to vary from region to ieg~on according to the needs of" 

the learners and the demands of the society. 

The priorities listed by Rivers appear to 

be consistent with the needs and demands of the learners 

in most places, thou~h the sequence of priorities may 

not be the same. In the Indian context English is a 
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medium of communication with the outside world and 

an important link language. It is believed by many 

that English is e. language which can be used for 

ushering in faster pace of d <?Velopment. The challenge 

before the curriculum plonners and the English teachers 

is mainly of fulfilling this expectati8n and producing 

students equipped to handle the required tasks. 

2.3.2 _Teach5.ng- Learning Conditions 

It is essential ut this point to analyse 

the conditions which can fulfil the above mentioned aims. 

It is often observed in India tl10t Uv;rc is .:m inherent 

tendency to over-centralize everything. Thus, teaching 

methods, materials and the curriculum are designed out­

side the actual classrooms. Perhaps the planners believe 

that experts can gua ge the n 0el1 s and or escri be the reme­

dies without surveying the actual tE!achiny-learning cor:­

d i t ion s i n t h e d i f fer en t p a r t ~> o f t h e c 0 u n t r y • P e r h ap s 

it is thought that if sometJ-ling ~··.orks in one region it 

woulci automatically be applicable to other regions as 

well. The teacher has no voice in the process of curri­

culum planning and is considered merely as a retail 

outlet to the strategies dev2loped miles away. 



Theoretically it is accepted that a 

successful language teacher cannot limit himself to 

any one method used to the exclusion of all others 

(Richardson : 1983 : 19). The language teacher has 

essentially to fulfil his objettives and for that the 

most sui table strategy has to be used. The concern in 

India today appears to be restricted to definin'] a me­

thodology and not the needs of the learners. The goals 

of language teaching should in fact be related to the 

public needs and be revised as the needs change. In 

practice, however, the reverse appears to be happening. 

Besides, the concept of a single 'best' method is not 

acceptable as a satisfactory solution to the problems 

of language teaching. Strevcns (1977 : 5) feels that 

any methodology derived from theoretical linguistics 

or psycholoc,Jy alone can lead to contradictory classroom 

instructions. Learning and teaching of a language is 

an activity which requires to be analysed in its own 

terms rather than in terms of another. 

53 

This, however, brings us to another 

problem, i.e. of what would ·v.ork for the effective 

teachinc_;-learning English in a re!Tlote place like Mizoram 



where ·the proficiency level of learners is not at all 

satisfactory. Theoretically it may perhaps be diffi-

cult to find a solution to this problem. However, 
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befor2 proceeding \'"iith the experir.1ents it is felt that 

some inf')rmation L:; needed about the situation in 1\Uzoram, 

which could form the basis of the re1redial 1:1•::>?sures to be 

adopted 1 a ter. 

2.3.3 Aptitude and· ~otivation 

There is a saying, 'you can take a horse 

to water, but cannot make it drink', Perhaps the saying 

is concerned with motivation towards something. It is 

possible to make a learner sit in a classroom and offer 

him all the rewards and punishrrtents, but unless and until 

the learner is really interested in something it is diffi­

cult to rnake him learn. Perhaps the same could be said 

with thA learning of English. Unless there is a motiva­

tion to lear·n English the learners can hardly make any 

worthwhile progress in this direction. Motivation, thus 

is a very significant factor in the learning of a language 

(Verghese 1989 : 21 ). 
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DurinQ 1970-72 La~bert and Gardner 

undertook studies in the fifferent universities of 

united states, Philipines and Canada. The studies 

s·howed that second language learning \'!as a process 

which was often affected by motivation. Gardner has 

made a distinction betwc:en an 1 instruin,~ntal' motive 

which reflect the practical advantage of lc:arning a 

language, and 'integrative' motive \'Jilich reflect an 

interest in the people and culture (Gar·dner and Larr.bert 

1972: 132). They concluded that in the Philipines where 

English is the major filedium of instruction. 

students who approach the study of 

English with an instrumental outlook 0 0 0 

are clearly more successful in .deve­

lopin-=J proficiency in the lanr.Juage than 

are those who fail to adopt this orien­

tation ••• (1972 s 121 - 30). 

Motivation is highly influenced by the 

social vulue of the langu2ge being .learnt. Learners 

are motivated to learn a language when they felt \:hat it 

~·;ould bring them some: kine of a benefit. 



Secondly, Lambert and Gardner found that 

classroom conditions also influenced the motivation of 

learners to learn a language (1972 : 57). Unhealthy 

relationships between the learner and the teacher would 

also come in the way of the learning-teaching process. 

It was observed by them during their study that the 

learn€rs appeared to be identifying the teachers with 

the native speaker. That is vlhy, if the teacher vvas 

not appropriately enthusiastic und just in his approach 

the learners felt that the native speakers of the lang­

uage they were 1 earning v1ere also like him. This often 

domotivates the students to learn the language. 

In these circumstances, therefore, the 

teacher becomes a VL~ry impor tc.nt foetor to r.~otivate the 

learners. The opinions of the learners regarding their 

t e a c h e r s , · i t w a s f e 1 t , vJO u 1 d g i v e u s a f u 11 pi c t u r e r e­

garding the qualities they expected in their tee.che.rs 

of English. 

The studies of Lemuert and Gardner have 

sho1M1 that the home background is also an important 

factor in the process of lant;JUCJ.ge le<nniny. Learners 

who are encouraged at home pcri'orm much better than 

56 
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those v;hCl c1o not gc=t enouCJh encouragement <:Jt home. 

lv\otivation is uncloubts-dly one of th0 important foctors 

in t!-1e process of languc:ge leL\rninq as it tend to Jcce­

lerate or retard the rate of learning. l-.\otivation is 

i11fluenced by r.:ethods and materia.ls used as well as 

tl1e teachers w/10 usr? thE:se materials and methods. 

It could thus be safely concluded that 

motivation for learning a langua9o is an imr_)ortant 

f u c tor a f f e c tin g t h e p ::= r f o n:t an c e o f t h ~; 1 e .:1 r n e r s • I t 

should bE r.oted that J<tot.lvc.tion depends on a few in-

trinsic and extrinsic fact~rs. /vmn~t intrinsic fac-

Lor::> thirHJS li\(e Personal attitude, socL·!l value 9iven 

to the language ancl '2hca..uraqerr.ent fron home, etc., 

affect performance. [xtrinsic f~1ctors like classroor.1 

conditions, materials and :1tcthocls of t""achin~l also 

affect performance. 

2.3.4 _!:ecagogical /\S'Jec~s 

Admittedly motiv<\t:Lon alone is nClt 

su~-ficient for lcmguage learning to take plar::e. A 

learner cannot learn a lunguaqe U:ough highly !lloti­

vated unless and until he undergoes a conscious and 

continuous process of le.J:rning, or unless he is imrnersed 
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in a language situation from where natural acquisition 

can take place. For most learners of English in India 

the opportunity for immersion in a situation where 

English is used consistently are remote. Hence the 

way to learn the language is through a conscious process 

in the classroom. Here the teacher and his methodology 

and the materials used come to occupy an important place. 

It is widely believed till recently that 

a teacher in a classroom should be the source of All 

wisdom and knowledge and that he should be a kind of model 

for the learners to follow. This approach and its prac­

tice have not yielded good results as far as English tea-

clling in India is conce.l..'ned. This puts both the le2rner 

and the teacher in a difficult position. After seven to 

eight years of English learning at various levels, the 

learner finds that he is unable to perform even simple. 

communicative tasks. This in turn puts n heavy pressure 

on the teacher who has to look for ways and means so that 

the learners acquire the basic communicative abilities. 

In such cas<?s learners have to be rilade to realize that 

they are ultimately responsible for their own progress, 

and that the teacher should not !Je regarded as the sol·e 
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authority of all the learning that takes place in the 

classroom. A situation must be created where the 

learners and the teacher co-operate to set up a model 

where one helps the other for progress (Richman : 1967 : 

137-139). This quite evidently calls for certain changes 

in the behaviour of both the teacher and the taught. 

The student behaviour has to undergo some 

changes. He cannot expect to be spoon fed by the teachers 

and he must appreciate the fact that the teacher is depen-

dent on him for the evaluation of difficulties. 

2.3.5 Te§ting and Evaluation 

In any _language 1 earning process constant 

evaluation of the progress of learners forms an important 

part. The evaluation provides us information about the 

progress made by the learners. This in turn tells us 

about the acceptability or otherwise of the materials and 

methods used for the course. In remedial courses the 

process of testing comes to assume an even more important 

role as it becomes a criterion for judging the problems 

of the learners and the effectiveness of the teachers and 

the classroom strategies. Lade in his classic book on 

language testing stressed the need for the tester.on 
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language testing stressed the need for the tester 

to focus on the precise areas of difficulty the learners 

are fa c in g ( 1 96 1 : 6 0 ) • 

Sor.1ehow or the other the niethodology 

for testing has not been granted the status it deserves 

nor have any concrete tests been developed to evaluate 

the de~2nds of language learning under various conditions. 

Morro~ feels that there exists a considerable imbalance 

between the resources available to the language teacher 

·in terms of teaching materials and those available in 

terms of testing and evaluution instruments. Whil2 the 

designers of teaching materials hcJve not been slow to 

incorporate insights into syllabus designing from a view 

of language as conununic<:~tfon, the men concerned \vith 

testing skills are still in a kind of dilemma about the 

nature of language, and how it should b2 tested. They 

hCJve failed to take into account the recent developments 

in a systematic way (1979 : 143). 

As for the instruments of testing we have 

t~o options available before us : one is the essay type 

answers v>"here it is possible to test the communicative 
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proficiency of a learner as one sees him negotiate 

with the l.:mguage in order to perform the tasks demanded 

out of him. Th-?se instruments could he \'vriting essays, 

descriptive c:mswcrs, etc. However, one of the disadvan­

tages of this kind of testing is that it is error-avoi­

dinq. It is possible for a learner to avoid using a 

particular area of language which he found difficult 

while attempting the· comrrn:nicative task. This kind of 

test does not give us a clear picture of the kind of 

progress made by the learner. 

On the other hand, item analysis is 

generally 'error provoking'. ~e try to test here the 

proficiency of the learner in various areas of language 

use. It is found that the ability to ~erform well in 

item o.nalysis has not necessarily meant proficiency in the 

language. 

Thi~ puts the researchers in search 

of models in a very difficult sit•.Jation as no such things 

are easily available. Before starting a remedial course 

it is imperative to know the abilities of the learners 

and their areas of problems so that attention could be paid 

to tl10se ;speciflllc problem ar0as. 



2. 4 EHHO R AN /\LY SI 5, WN TfL\S II V E i-\1 J ALY SI 5 t\I',J D 

IN TEHLAI·!GU/\GE 

Desides the problems of motivation, 
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ped;:-,gogy and materials, lirHJUistic fJroLlems in a target 

language also affect the learning process of the learners. 

A teacher may follow i1 good methodology <:md use good rna-

terials, but the performance of the learners may not be 

up to the mark if they have difficulties in any parti­

cular area of langu~ge operation. It is in this sphere 

that an analysis of the linguistic difficulties become 

important. This analysis almost works as a pointer to 

the problem the learner faces whil~ trying to use the 

target langu.Jge. In this p1ocess of trying to analyse 

the difficulties of the learner.s 'Error Analysis' comes 

very handy for the classroom teacher. It is possible 

fQr the teacher to count the errors comrni tted by the 

learners and the frequency of the errors could give 

him an idea about the problem areas in the target 

language. On the basis of this analysis it is possible 

for a teacher to undert.Jke more cf:ective remedial mea-

sures. ;\s pointed out by Pit Corder, error analysis of 

the discourse could provide an idea of the leJrning 

I 

difficulties of the learners and give an indication of 

t~1cir [Jroficicncy i11 the lcJnt_JUi:.1gc-?. lt is an <:.~ttempt to 
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understand the problems the learners face when learning 

a language. Corder mentions three stages in error ana­

lysis namely, recognition, description and explanation 

(1974: 126)• Recognition of error is dependent upon 

correct interpretation of the learner's intentions. 

Description of error can only begin when recognition of 

error takes place. Explanation of error can be regarded 

as a linguistic problem, i.e. a statement of the may in 

which a learner deviated from the realization rules of 

the t~rget language in the derivatio~ of his sentence, 

that is, what rules he has broken, substituted or dis­

regarciecl (Ibid). 

The Contrastive i~alysis (CA) approach, 

originally formulated by Charles Fries (1945) and developed 

and popularized by Robert Lado (1957), attempts to compare 

the structures of two languages and map out points of si­

milarities and differences. This approach is founded on 

the assumption that languages can be compared and that 

L2 learners will tend to transfer to their L2 utterances 

the formal features of their L1 (James: 1980 :3,14), and 

that, as Lado puts it "individuals tend to transfer the 

for<~is und meaninys and the distribution of forms and 

meanings of their native lansJL:.:.Ige and culture to the 
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foreign language c:mJ culture'' t1957; 2). C.A. tries 

to compare and contrast the r:10tllcr tongue of the ledrners 

with the torget li.Higuaye and makes an attempt to predict 

the difficulties ond errors. The basic principle followed 

by the approach is that cuntrasts produce errors where as 

similarities do not. If a structure to be learned in L2 

had a counterpart in L1, then 'positive' transfer would 

take place and l~~rning is facilitated, If on the other 

hand the str~cture of L2 did not have a counterpart in L1, 

or if an L1 structure did not have a counterpart in the L2, 

or if the equivalent structures in L1 and L2 exhibited a 

measure of difference, then 'nEgative' transfer or inter-

ference would take place which will ha~liper learning Jackson: 

1981 : 196). C.i\. is thus concerned with the notions of 

'transfer' and 'interference' in language learning. C.A. 

has great pedagoyical value in day - to-day teachin<,j in 

the classroom, as a useful technique for presenting langl)age 

materials to the learner and as one of the characteristic 

aspects of a method of teaching. In this regard Lado says. 

The teacher who has made a comparison 

of the foreign language of the students 

wi~l know better Dhat the real learning 

problems are and can better provide for 

teaching them. He gains an insight into 



the linguistic problems involved 

that cannot easily be achieved· 

otherwise. •(1957 : 2). 

COntrastive Analysis also provide the 

necessary data, although not the only date., for the 

authors of te:ttbooks and pedagogical grammars in the 

selection and arrangement of items in the target lang-

uage, as well as the emphasis and specii3l attention to 

be given to certain structures that may pose problems 
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fur learners (Uarton : 1981 : 165). Various other claims 

have also been made regarding the pedagogical value of 

C.A. For instc.nce, Hall is of the opinion that the diffi-

culties faced by lea1·ners resulting from the differences 

between his L1 and L2 have to be dealt with by textbook 

writers, that contrCJ.stive gramr:1ar has a place ''not only 

in the linguist's contribution to the preparation of 

• material •• but also in explicit presentation of struc-

tural differences, the problems they raise, and the best 

way to overcome them", and says that he is "strongly in 

favour of the use of contrastive grarrun3r in the construe-

tion of language textbooks" (1968: 175: 176,180). Wilga 

Rivers, among 111any others, also stresses the redagogic.:1l 

implications of C.A in the constr~ction of textbook 



"interlingual". Nemser (1971) referred to it as 

"Approximate system". Corder (1971 1 151) used the 

term "Idiosysncratic dialect" to connote the idea 

that the learner's language is unique to a particular 

individual. Thus, Inter! a~guage is neither the system 
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of the native language nor the system of the target 

language, but falls between the two, lnterlanguage 

studies focus on the 'intermediate space' (James 1980: 4) 

between L1 and L2. 

Thus while RA, CA and 1L are all concerned 

with a learner's performance, their point of departure is 

in their respective attitudes towards the errors. While 

CA is concerned with the le3rner's performance correla­

table with characteristics of his native language, EA is 

concerned with contrasts between the learner's performa­

nce and L2, and 1L treats the devietions from the L2 norms 

as exponents of the learner!;s system (Sridhar, 1981 : 111, 

112). 

To conclude, it could be said that lang­

uage teaching-learning is a very complex process which 

involves a number of disciplines. It makes an atter!1pt 

to derive effective methods and materials, making use 



of tile principles and concepts developed in the 

allied fields of lingu.i sti c s and psychology. The 

concept have undergone significant and frequent 

changes over the last few years and exper·irnents 

continue to be made in order to evolve more effec­

tive methods and materials. In this chapter an 

attempt is made to survey the main trends in this 

field and highli~.1ht some concq,ts wh:i.ci1 coulcl be 

utilized for the experiments car~ied out during 

the course of the study •. Gefor e reporting the 

experiments it ,-,,ill be the atternpt of the researcher 

to shovv the main developments in ELT in India and 
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give a bird's eye view of the Jevelupw2nts in English 

lanr..:;ua<:;e teachinq in India and lvdzorc:un. 
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CHAPTER . II I 

3. 1 IN TRU !Jl..l CTI UN 

The teaching of English in India has been 
. 

(and, to a large extent continues to be) a 'teacher-textbook-

classroom affair'. Applied to actual classroom activities, 

the whole thing works out as follows : A teacher is supposed 

to be a demigod and an oracle of all wisdom and knowledge. 

He/She should paraphrase the lessons of the textbook, dictate 

model answers and model essays, explain grammar items and put 

the students through a series of pattern practice drills for 

reinforcement. The learners most of the time are passive 

listeners who can do little more than scribble down notes 

and memorize them for reproduction in the ~xamination. 

Such is the influence of this teaching-

learning system on our learners at all levels that they have 

come to regard good learning as a state in which they get a 

lot of information and materials from the teachers. Wherever 

' 

this is no1;. done they show signs of worry and frustration. 

Keshav Rao, while conducting the now famous Bangalore Project 
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during 1980, reports ·: 

Learning for them (pupils) meant the 

teacher reading out passages from the 

textbook and explaining the contents to 

them • • • We had no textbooks to use nor 

did we use graded structures in situations, 

with chorus drills, as the pupils expected. 

Instead we made them perform various tasks 

't.hich we expected them to do with their 

O\'vf1 effort. This did not uppear to them 

to be learning but merE:ly impositions or 

tests because nothing was transferred to 

them from the teacher. This produced con­

fusion ••• they could not use the strate-

gies developed in the previous years under 

th~ new conditions ~·· they were anxious 

because they did not think they were 

lee<rning very much. They had always seen 

learning as a.much more passive activity. 

( 1980 : 69). 

The assumptions that produced this kind 

of teaching learning system and maintained it for such 

a long time were perhaps not altogether unsound. It was 

believed that one learnt the lan'JU3ge throu9h exposure 

to it. The aim of the curriculum planners and the sylla-

bus makers was to expose the learners to the vast litera-
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ture of the language _and., at the same time drill the 

rules of the language operation. It was expected that 

consequently the ability to use language would come auto­

matically. Thus from the middle of the nineteenth century 

syllabus came to be loaded with heavy reading lists. Thus 

'A collection of Poems', 'A selection or Essays', combined 

with some Shakespearean plays and an assortment of short 

stories would make up the syllabus. 

The examinations that followed the courses 

tested language acquisition through the amount of informa­

tion the learners had gathered from the textbooks. They 

sought to make the learners use their OV\0 1 anguage, but 

actually they succeeded ~ainly in making them use other 

people's language, acquired by rote. ·Questions repeat ely 

asked in the examinations like, 'Write a character sketch 

of Julius Caeser' or 'How did Jim raise money for Della's 

combs ? 1 hardly forced the learners to creatively use 

the l~nguage they had learnt. 
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No one will challenge the position 

that one does leurn a language through exposure to it. 

But that makes us ask some questions, firstly, 'What 

kind of exposure?', secondly, 'What kind of language 

must we expose our learners to ? 1 and finally, 'Where 

are the apportunitics for exposure to the language ? 1
• 

For most of the learners in the semi-

urban and rural areas of our country English classes in 

the schools are the only apportunities to yse the lang-

uage. Besides, another problem faced by our learners 

is that of textbooks dealing with themes which ate far 
•. 

beyond the realms of their knowledge and exp~rience. 

For one who has never seen· daffodils, snow-filled valleys, 
. " '· 

or the rough bays of Dover, appreciating wordsworth's 

'Daffodil's or 'Lucy Gray' or Arnold 1 s 1 Dover Beach' 

becomes a difficult task. COming from traditional Indian 

background the Indian learners of Snglish find it diffi-

cult to realize why people speak or react in a particular 

way in the novels or short stories (written by English 

authors) that they read. 
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English textbooks, therefore, are read 

as collections of information, and the fact that these 

are meant only as a means of achieving language profi-

ciency is often ignored or forgotten. The in formation 

part becomes sacrosanct instead of the language part with 

the result that a learner reads a lesson in the English 

textbook as he ~"..uld study the 'Laws of Gravity' or 'The 

process of Catalysis'. This is what actually happens in 

the actual functioning of the teaching-learning system 

mentioned earlier. 

The fact of 1 anguage learning also do 

not support this kind of approach. Wilga Rivers points 

out .: 

When we talk, as SOQe do, of plunging 
students directly from the outset into 
macro-langu.Jge use, in sink or swim 
style, in the hope that they would 
somehow discover what they need, we 
ignore the fact that in the mother 
tongue children first acquire the 
mechanism for simple functions and 
th8n go for compleX functions. 
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Micro language learning for acquiring 
the basic mechanism for simple functions 
of expressing desires, and needs ••• it 
is essential if efforts at macro level 
are to be rich and effective • (1977 : 104). 

understandably, therefore, the students know a lot about 

language, about authors 2nd about poems and plays but ar~ 

unable to speak the language or use it in ordinary daily 

life situations. 

In fact, these assumptions and strate-

gies have been in use throughout the last hundred years 

of English teaching in India. It must, however, be 

admitted that though the assumptions have rem.ained un-

changed, methods of teaching did vary. We plan to present 

here a brief survey of the different methodologies adopted 

in India and the developments in this field. 

3.2 .§TRATEGIES ADAPTED IN INDIA 
·~ 

3.2.1 Grammar - Translation Method 

Grammar - Tr an sla tion method was used 

extensively in the country during the nineteenth century 
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and the early parts of this century. Proceeding on the 

principles of : 

i) grammar, as an outline of formal 

grammar, 

ii) beginning teaching with rules of 

iii) 

iv) 

v) 

the language and isolated vocabulary 

i terns ; 

translation of easy classics ; 

dividing vocabulary into lists of 

words to be memorized i 

memorizing grammar rules as units, 

which often include illu.strative 

sentences (Mackey, 1965). 

the Grammar-Translation Method sought to. ensure that the 

learners memorize the rules of English language operation 

and the rne<:mings of a few words that occured in the passage 

lrr~spective of whether they were current or archaic. It 

sought to ensure that a learner could understand and write 

with some competence. The method was quite useful as a 

c·orilmunicative situation. Besides, it was possible for 

an ill-equipped and ill-trained teaCher to handle largo 
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groups of students with no diffi~ulty and with 

practically no teaching aids. The greatest advantage 

that this method afforded was that the model of the 

language presented in the classroom did not have to 

resemble normal English speech as stress was laid 

on developing reading and writing skills only and 

no stress was put on developing listening and speaking 

skills. 

The method apparently worked because 

it was an era when grammar and translation predominated 

. . . 
and it was generally believed that competence in grammar 

. . ' . . . . 

and translation was akin to language acquisition. The 

shortage - of well trained teach9rs in the regional 

medium schools was another factor which helped in the 

giowth and development of this schoQl on a wide scale. 

Teachers in regional medium schools possessing poor 

communicative ability in English found this to be a 

good choice as it saved them f1~om being exposed •. 
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The extensive use of this method however, 

led to a thorough neglect of communicative competence. The 

learners were taught the rules but not the actual use of 

those rules in normal situations. Wilga Rivers points out I 

The Grc:mmar-tr·anslation method aims at 

inculcating an understanding of the 
grammar of the language, and training 

the student to write the new language 

accurately by regular practice in transl-

.ating from the native language. Students 
taught by grammartranslation method are 
frequently confused when addressed in the 
language they are learning because they 
have had little practice listening to it. 
(1968 : 29). 

The neglect of the co;nmunicative skills in English quite 

n~turally affected the fluency in. the language and the 

.learn~rs became poor users of the lanyuage. 

Direct Method · · 

The Direct Method vJas brought to India 

by P .c. Wren in 1913. The British teachers in .Indian 

schools were perhaps already familiar with Henry 'Sweet's 

££actical study of Lanquage and Otto Jespersen's How to 

Teach a Foreign Language. Sub·sequently, Hyatt and Thomp­

son' s ideas and those of Harold Palmer brought in Direct 
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Method to the schools in India. At the official level 

also Direct Method found wide. patronage and acceptance 

as it was felt that this method held the promise of 

creating a set of people who were well versed in the 

language. One of the features of this method as it 

was practiced in India. was a complete suppression of the 

mother tongue as teaching was carried out only through 

the medium of E)1glish. It may be mentioned here that the 

British teachers and officials, for obvious reasons, wel­

comed and advocated this method. 

are : 

The principles associated with this method 

i) oral work ; 

ii) suppression of mother tongue ; 

iii) acceptance of sentence as the unit 

of speech 

i v) inductive teaching of Grammar. 

(Palmer : 1917). 

However, the only feature that teachers 

generally seemed to associate with Direct Method was the 

so ·called ban imposed by the protagonists of this method 

on the use of the mother tongue. There is hardly any 

evidence to suggest that the other features associated 



with this method. made any impact on actual classroom 

teaching. ·Consequently, this method prespered only in 
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the English medium schools where the.impact of the English 

class on the .learning of the language was irrelevent an 

English was being learnt incidentally in the course of 

learning other subjects as well. ','/hat the English class 

did in the schools v-;as to expos.e the le.Jrners to the 

literature in the language. The fluency in the language 

and ability to communicate in it was acquired as a result 

of exposure to it during the entire school day. Wilga 

Rivers points out that the students learnt to understand 

the language by listening to a great deal of it and learnt 

to speak it by speaking it (1960 : 32). In a large majority 

of schools this method could not be implemented effectively 

as teachers, materials and circumstances for its effective 

implementation did not exist. 

The expectation was that it vvould be possible 

as StrevE.'ns thinks, "to replace the classical .literature­

based grammar translation method and advocate learning by 

learning the language spoken" (1977 : 3). But as we know 

this did not happen. In schools, other than English me­

dium ones, it was practised with ruinous consequences. In 

this context Richardson points out : 



It is important to keep three illusions 

about Direct Method very much in mind 

when assessing the contribution to 

1 anguag e teaching of the so called 

'compromise method'. the Direct Method 

was not in itself superficial or lacking 

in thoroughness. The early propagators 

82 

of Direct Method did not nEglect grammar 

nor did they ban all translation. The 

difficulty lay in the fact that a success­

ful teacher by Dir cct Method needed a com­

petence in his Lmguage, a stamina, and 

energy, an imagination and a capacity for 

working himself and his pupils hard and 

the ability ~nd time in which to create 

hi.s own materials and courses. (1983 : 30). 

Unfortunately none of these conditions existed and in the 

circumstances hardly any progress was made in the process 

of English teaching-learning, yet, significantly one of 

the effects of the movement was gradual weakening of the 

teaching of formal grammar which may be considered in a 

way a!) a step in the right direction as it encouraged commu-

nication in the language. 

3.2.3 Str~ial Approach 

The structural approach was propagated in 

India by Forr~ster, Pattison and other British Council 

experts. This approach was accepted at the Nagpur English 
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Teac~er's COnference in 1957. It embodied the following 

principles s 

i) 

ii) 

iii) 

iv) 

v) 

vi) 

oral presentation, 

Monolingual presentation, 

teaching of structural items, 

mechanical drilling of structures, 

rigid sequencing of structures, and 

vocabulary control. 

The changed status of English in India made curriculum 

planners look for improvements in teaching methods and 

materials at all levels. They began to rewrite textbooks 

taking into account the student's knowledge regarding the 
. 

n'umber of structures and items knov·Kl by him. Attempts 

were made to grade the structures on the basis of their 

level of difficulty. The approach also controlled voca-

bulary so as not ·to confuse students. The emphasis was· 

on teaching the language in terms of the graded. struc­

tures and the passages for reading served as aids of 

reinforcement to these structures. The text acted as 

'an illustration of the structures. Through rigorous 

control of vocabulary and structures it led to a sys­

tematic organisation of the language materials. The 

method was found to be widely useful in that it hac;! 

the advantage of being strong in oral practi~es. 
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This method was widely accepted as it 

showed the promise of developing reading and writing 

skills even with the help of an ill-equipped teacher. 

Lqrge groups of students could be handled by a single 

teacher usling groupTdrill techniques, and no exotic 

or sophisticated aids were required for the purpose. 

The m~thod was found to be most suitable for a country 

like India where the number of students are quite large 

and resources and resource persons are rather scarce. 

Thus the method was widely accepted, adopted and prac­

tised which brought about many beneficial changes in 

the field of English language teaching. 

However, the excessive emphasis of 

structural method on teaching with tiyht grading of 

structures and careful vocabulary control led to the 

general discouragement of readin_g books outside the 

prescribed texts. There was no. scope for expansion 

of natural. vocabulary. The system did not open up 

the grading of structures. Besides, it resulted in 

the production of uninteresting reading materials. The 

course designers attributed excessive importance to 

vocabulary and structure counts and ignored the contents • 
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Therefore, the application of this methodology resulted 

in the learners learning the skills by manipulating 

given structures and sentence patterns of tile language. 

The application of this methodology could not ensure 

that learners could use what they learn in the classroom 

in real life situations. r~ewmark points out : 

How is it that students who have learnt 
English or whatever language following 
structural syllabuses don't know the right 

to say even for example how to ask· for 

light, for cigarette. {1966 : 333). 

He contends that students who have learnt a language 

following the structural syllabus for a number of years 

may be able to produce sentences which are <Jranunatically 

correct but not neces~arily an appropriate one in the si-

tuation they find themselves in. Thus, 'Have you fire?' 

is what a German student may say, a direct translation 

of German, or it could even be in Italian, 'Have you illu-

mination ?' for lighting a cigarette (Ibid). 

The limitation of the structural approach 

lie in the fact that learners are taught how to write gra­

mrnatically.correct sentences, but even after eight or nine 

years of learning English in schools and colleges, many 
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of them are unable to perform simple tasks like writing 

letters or applications for jobs. The structural approach 

fails due to its inability to impart communicative cornpe-

tence because students fail to acquire the necessary voca­

bulary and ·structures which are important in real life 

situations. 

3.3 INNOVATIONS IN INDIAN ELI 

The changes of far reaching significance in 

the position of English in the country came about in the 

postindependence years. The regional languages replaced 

English as the medium of instruction at the secondary le­

vel and so a need for chan.ge in the materials and the tea-

ching-learning strategies was felt very seriously. The 
''\ 

setting up of Regional lnsti tutes of English in different 

parts of the country, the 2stablishment of CIEFL and such 

other institutes increased awareness of the problem and· 

a lot of research was done in the new methodologies for 

teaching En<;Jlish as a second language (or as a third 

language) in the new circumstances. 

3 .3.1 ELT in India in the 60s and 70s 

The sixties and seventies posed a new 

challenr,Je to trie ELI methodoligists in India. The changed 
'·. 
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context· demanded i:l consequent reassessment of the objec-

tives of teaching English and a fresh and realistic thin-

king on the choice of methods. The relative ernphasis to 

be· placed on the various skills depended on the specific 

objectives to be achieved. One had to decide what one 

actually want~d from the cUrriculum. If redding ability 

was the aim suitable and well designed reading material · ·, 

had to be developed and ·{:'ro-du~ed. The problem clearly was 

one of developing methods to meet adequately the specific 

needs of the learners in differ·ent parts of the country. 

This could be achieved by iracorporating, in a balnnced 

manner, the principles and practices forwulated and tested 

in the last half century. Some interesting innovations 

basiny themselves on these principles h<.1ve been brougl1t to 

the forefront.· 

3.3.2 Kothari Cornm is sian - -~ 

During the sixties tl!e yovernment appointed· 

a commission under the chainnanship of Dr.D.S.Kothari to 

look into the existing state of education in India and 

suggest ways and means to improve it. It was felt by the 

Commission that the existing curriculuc7t of education was 

no longer meaningful in the changed circumstances, therefore, 

a change had ~o be brought forth. The Commission submitted 

its report in 1966. The report said, "Education ·is a means 
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of accelerating national development" (Education Commission 

: 1966:2). According. to the Commission education has a 

definite role to play in th~ process of national recons­

truction. Therefore, the Commission thought that all the 

components of the curriculum must be so planned that they 

directly contribute to this end. 

English,- a ceo ;rdin g to the Commi s sian, should. 

be used "as an important library language which can serve 

as a vehicl~ for acquiring a substantial part of the rapidly 

expanding stock of vJork knowledge 11 (Ibid.pp.14-.15). It is 

quite evident that the Commission evidently did not foresee 

any communicative role for English in India. It was more 

of a library language to be learnt for .:1ccelerating the 

process of national development by acquiring knowledge from 

the outside world~ QUite naturally the Commission stressed 

on developing reading and writing skills. 

The Commission discusses at length the 

importance of teacher training. However, these things 

were referred in a general way and not with specific 

reference to English. English in fact fanned only a small 

part of the vast report concerning the entire process of 

education in India. 



3.3.3. The Role of British Council 

In the50s and 60s one of the greatest 

problems faced by India was that of inadequate facilities 

for material production and teacher-training. The changed 

position of English in India demanded new teaching methods 

and new materials for teaching. Besides, the need for. 

training teachers for incorporating the new methods into 

the system of teaching_learning English was felt. For 

this research in ELI and expansion of facilities for 

material production and teacher training was necessary. 

It was found that resource-persons in this field were 
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not available; consequently, the help of British Council 

was sought. The British Council oecame an agency to bring 

ELI experts from British to help the Indians in setting up 

facilities for research in ELI, material production centres 

and teacher training institutes (for English). 

The British Council experts mainly functioned 

as advisors and in some cases actively participated in re­

search, teacher training, material production etc. Seminars 

and wvorkshops were also sometimes organised by them to under­

stand the problems and for exchanging views on English· teaching· 
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in India. The British Council also sponsored scholars 

from this country for higher studies, research or trai­

ning in the different branches of English teaching in 

the universities of Britain. 

The Council also helped the schools and 

colleges of India by providing films and audio-tapes on 

different aspects of English literature. and EnrJlish tea­

ching-learning. Their librari(=~s in different parts of 

the country also provided an apportunity to the sch::>lars 

in Inctia to come across the latest pulJlications in Britain. 

In other words, British Council in India has been of much 

help and encouragement in the process of English Language 

Teaching in India. 

3.3.4 _gentral Institute of English and Foreign Languages 

Started in a humble way in Hyderabad wit~ 

the help of British Council, CIEFL has today become the 

premier Institute for English language teaching in India. 

Initially the aim was to start it as.a centre for research 

in ELI in' India C~nd for training teachers in the new methods 

of English language teaching • Short courses v.:ere run 
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(raning from three to twelve weeks) where teachers from 

different parts of the country carne, studied the new 

methods and went back to their parent institutions. The 

Institute did some research in ELI and was responsible 

for the production of materials suitable for the Indian 

context.· 

The real expansion of the activities 

of the Institute took place in the seventies. It was 

felt that short term courses were not enough to train 

the teachers. Besides, for a country like India training 

of a few teachers was not enough. What was needed, there­

fore, ~as to have mor~ resource persons, who could train 

others into the new methods of .81glish teaching. The 

recognition of the institute as a "Deemed University'' 

gave a fillip to its bones as it could now av\•ard its own 

diplomas and degree. 

The Institute was a basic diploma 

course in English Language· Teaching where teachers or 

young students with M.A in English learn for nine months 

the various basic concepts of English Language Teaching,. 

Phonetics, Linguistics, Material production and the like. 
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After the compl0tion of the diploma the participants 

can continue research in one or the other specialized 

field of ELI. 

Besides running the regular diploma 

courses and awarding M .. Litt and Ph.D degree the Institute 

also has calls for producing materials for school curricu­

lum and making radio and television programmes for teaching 

English. They have an extension unit the p·ersonnel of 

which go out from the main centre to advise different states 

and institutions regaEding proper and suitable teaching 

methods and curriculum. 

The Institute has now began awarding 

its diplor.1a through correspondence and it has opened two 

reyional centres in Shillong and Lucknow to facilitate 

in-service training for.teachers in these regions, Needless 

to add, the Institute has functloned in the l.Jst thirty· 

years or so as a premier institution for research and trai-

ning in EL T in Indio •. 

3.3.5 RIE' s, SIE' sand summer Institutes in ELT 

The concern at the falling standards 

of 81glish in India forced the central government and 

the different state governments to establish institutes 
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for research and teacher training in different parts 

of the country. The Regional Institutes of English 

set up in the different state capitals have done a lot 

of good work in teacher training and research in curri- · 

culum planning and other allied areas. 

·for a vast country like India an inadequate 

number of teachers and a very large number of students it 

is often difficult to draw out teachers from their classes 

for inservice training~ It was felt that for this purpose 

the sununer vacations could be utilized effectively. Conse­

quently the summer Institutes were starte·d vvhere the tea­

chers atterided reorientation courses during the long summer 

breaks .• 

However, the main problem with 'such courses 

has been the lack of motivation amongst the pi:lrticipants. 

Teachers attending the courses often huv<::- little desire to 

learn and appear to be convinced that such training would 

not help them in any way. Perhaps the course design of 

these refresher courses is to some extent responsible for 

this kind of attitude. The courses are often administered 

like classroom lectures and quite naturally the teachers 

resent tnis. The rigid attitude of the teachers against 



anything new is also responsible for the lack of response 

from them. On the whole though much has been envisaged 

for teacher training programmes the effe·ct has not been 

as wholesome as expected. Lack of coordination between 

the Institutes and the governments and the attituJe of 

teachers and the administrations of teacher-training 

programmes has often hampered the prouress. The dream 

of one trained teacher training others in his vicinity 

has not proved true. 

3.4 THE U. G. C. STUDY GkOUP k8-::UHTS 

3. 4.1 The study group Report I 

The University Grar.ts Con~ission (U.G.C) 

concerned at the falling sta~d~rds of English at the college 

and University levels invited a National Workshop on sylla­

bus reforms in English in 1977. It was felt by the U.G.C 

that traditionally English has been taught as a library 

and humanistic discipline. The exposure to great litera­

ture was considered as we know to be leading to the fulfil­

ment of educational objectives. No language instructions 

was cared for and consequently no languaye skills were 

imparted. Undeniably it created many problems for the 
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learner's. rc'ithout adequate language skills, teaching 

by exposure did nbt help at.all. Besides, the effective­

ness of this. type of teaching without developing basic 

language skills ~as doubtful. 

The workshop concluded that in the pr~~ent 

context English ~;vas to be used as a language for learning 

other subj(~cts. In otl1er wurds it v,·as to be used as a 

1 service language' and was supposed to be a meciiur'n for. 

acquiring language only. The expect<:~tion of learners and 

the public from 81glish had changed but the syllabuses had 

not b~en able to reflect these changes. Teaching at Degree 

level remained more or less unaltered. There was also some 

confusion about the nature and purpose of teaching· English 

at the Degree level. It was considered desirable that 

the aims of teaching English as a second language should 

be fixed on the basis of socio-linguistic surveys. This 

alone could make the curriculum planners conscious of the 

student requirements and plan accordingly. 

The wo.:r;kshop felt that English has to 

be considered as a window to the world at the national 

level for rapid development of scienc·2 and industry. It 
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has <:Jlso to be considered as on lls~;oc:i.<ltc official 

la~guage and the de-facto link language for banking, 

trade and comwerce. Therefore, the concept of 1 service 

language'. In the field of education it continue to be 

the medium of instructiofl for most courses at the post 

graduate level and in professional colleges. At the 

individual level, it is the language of opportunity 

and socio-economic advancement. Hence its functions 

in communications are to be diverse in nature. The 

skills of speaking, reading and writing will have to 

be imparted for meeting the diverse requirements of 

tbe learners. · The need is for imparting both the 

expressive and receptive skills in these disciplines. 

following : 

1) 

ii) 

· Th~ study group (1977) highlighted the 

Reori~..~ntation of the present core English 

courses to a course in language skills. 

Ihtro'duction of two tier co·urses in English 

at degree level -the lower level course 

emphasizing Comprehension and the higher 

level course emphasizing reading, writing 

and sp G ak in g ski 11 s • 
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Prescription o.f ma tGri::tl~3 related to the 

subject of specialization to promote 

library reading skills. 

iv) Appointment of specialists of English in 

other departments to introduce subject 

classics amongst the learners. 

It was felt that by the time a learner came 

to xhe Intermediate stage he already had 7 years of English 

·learning. That is why it was presuned that extendlng reme­

dial lessons·at the degree level '.'Jould hardly serve any 

purpose. Instead, it was suggested that at the degree 

level teaching should -

i) equip students v1i th communication skills 

necessary to cope with the predictable 

situations he was likely to encounter, and 

ii) provide the kind of 'information content' 

which is relevant to contemporary culture. 

According to the Study Group, while organi-
c . 

zing the teaching programmes the following considerations 

will have to be kept in mind about the needs of the two 

kinds of learners : 



i) Tile general ce~tegOI'Y of students at 

B.A., B.Sc., B.Com. level have needs 

which arc general in nature as they 

are likely to become businessmen, 

bank clerks etc. Their needs, though 

quite unpredictable, will not be for 

anything which is specific in nature. 
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ii) The needs of the stiJdents who have opted 

f d r sp e cia 1 i zed co u r s e s 1 ike medicine, 

engineering and the like, are pl·eciictable 

and specific. For them we have to devise 

materials which ~ill be of interest to. 

them. 

The courses suggested by this wo1kshop 

thus were : 

1. Two-year-intensive course for beginners in 

English aimed at producing skills, compe­

tence in reading, note taking and listening. 

2. A two-year general English course f:::>r stu­

dents with 5-6 years of English for produc­

ing competence in skills with greater em­

phasis· on· reading and writing. 

3. Advance course (vvith 10-11. years of E.r1glish) 

for high level skills in language for provi­

sion of reading, writing and literary skills. 

4. l~'herever r.ecessary special ESP courses for 

I.I.Ts and the like. 
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The v1orkshop was of the view that all 

the courses must have specific and clearly defined ob-

jectives. Language tests should emphasize actual lang­

uage skills rather than contents of the texts and there 

should be scope for internal assessment to evaluate the 

progress made by the students. 

3 .4.1 Study Group Report - II 

Based on these recommendations a study 

group consisting of ELI experts was set up by the U.G.C. 

It,v:as felt that the reasons for the falling standards of 

English could be traced to the follovviny: 

i) shortage of trained. teachers, 

ii) frequent changes of governnent policy, 

iii) grossly inadequate facilities for reform, 

iv) poor English teachinr;J supervision, 

v) existence of a grEat gulf between the· 

avowed approach and actual practice, 

vi) lack· of ·gl!idance and materials for the 

practice: of bilingual method where the 

situation demands. 

The success of any reform in English 

language teaching ~..ould depend to a large extent, on the 
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removal of these si1ortcomin<;;~s. The group felt that 

three 1·elated demands will have to be met ~vhile desig-

· ning the future programmes in India, viz : 

(a) the need to answer the problems created 

by the changing conditions, 

(b) role of English as a source language, 

(c) the place of English as a 'link language' 

with the outside world. 

The study Group f !lt that success or 

the failure of any progralT'Jnes depended on three ingre-

dients, Iv\EN, MATEHlALS and 1•.-iETHC!JS. Good teaching to 

a large extent depertds on the ability of the system to 

converge on a single cilan:1el the minds of the curriculum 

planner, the teacher and the learners. nle curriculum 

has to inspire the t~acher to establish an atmosphere 

of Learning by creating a dialogue between himself and 

the learners. 

Tha main problems with the present state 

of teaching English are : 

(i) mathodology is understilized and 

underplayed, 

(ii) syllabuses are not challenging 

enough for modern needs, 

(iii) methodolo~y is not i].iven ony impo1~t.:x1co. 
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The needs therefore, are : 

(i) ELI training, 

(ii) stress on proper mathodology and 

comma11d over the written and spoken 

English, 

(iii) at secondary level specialization of 

teach er s in on e sub j e c t and no t many , 

(iv) efforts to tackle specific teaching 

problems and attempt to have profe­

ssional teachers rather than theory­

b a sed tea c h e r s • 

·3.5 BOMBAY UNIVEHSI'lY !:.iYLLAi3US 

Bombay University has probably taken 

the most courageous step to bring about a revolutionary 

change in the English language teaching strategies. They 

have done away with prescribed textuooks. They do not 

prescribe any plays, poems or essays to be read, or to be 

paraphrased or memorized. · In stead, they have some reco-

mmended books and the teacher is at liberty to choose 

any book from the list for use in the classroom. This 

indeed appears to be a bold innovation and the syllabus 
• J 

maker appears to have proceeded in the right direction 

using books as a means and not the encl of teaching lang-

uage. 
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In the examinations no questions are 

asked from the textbooks as there are no prescribed 

textbooks. In-stead, the examination tests the profi­

ciency in the general language. Certain passages are 

given and the learners are supposed to attempt the 

required tasks by using the language in r0al life si­

tuations. 

The passages set in the examinations 

are graded according to the level of difficulty. This 

practice is adopted specifically to differentiate between 

the good and not-so-good proficiency in the language. 

Those vvith hiyher proficiency in the language skills 

are able to perform most of the required tasks properly 

while those with lesser ~Jroficiency are not able to do 

so. The papers are so designed that even those with an 

average proficiency in the language can score qualifying 

rr.arks to pass the exc:minations. 

The syllabus, to a large extent, promises 

to check the tendency to avoid le<nning language skills 

by mernorLiing answers from notes. However, one must wait 

for some l1lore time to exdmine how the method is working 
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at the classroom level as the time is not yet ripe for 

it. Its effectiveness is yet to be evaluated. 

3.6 THE BANGALOHE PEOJ ECT 

The H.egional Institute of English at Bangalore ~ 

could b~ called the offspring of the structural approach. 

Set up in the hey-day of the structural approach in India, 

it has been ·aver the years training teachers in this metho­

dology~ But, realizing the in effectiveness of the struc­

tural approach us a means of teaching Bv::~lish they have 

been now experimenting with a strategy which they call the 

'Communicative Approach to Lan~1uage Tcachin<J'. The results 

achieved in the two centres. i.e. at Bangalore and Madras, 

appear to be encouraging. 

Theoretically, the project bases itself on 

the well knov\n distinction made by \Jiddowson. (1978 : 14) 

between 'usage' and 'use' us<Jge meaning g!arrunatical correc­

tness and by 'use' we refer to the context of the usage. 

The basic premise in this experiment is th~t following 

the structural approach one does not get the natural oppor­

tunity to learn the language. Beside.s, the emphasis on 

graded structures does not· encourage the learners to use 

what they know, nor does it challellge them with a task 

which they can perform. 



•, 

1C4 

In the 'colnmunicationi.11 .Jpp.roach' the 

teacher communic~tes with the lear~ers and in turn forces 

the learners to comr:runicate •. There are no textbooks, nor 

are there any set of structures to be taught~ It is an 

entirely situati~n-based teaching where the learners react 

to a communicational situation and in t!")e p:rocess learn 

English •. According to Prabhu, one of the experilllentors 

associated with the project : 

Communicational teaching for us means teaching 

througn a series of activlties which bring 

about pre-occupation with meaning and doing in 

t:1e learners. It is not t.Jsed in any of the 

other senses 'of· communication, in particular 

that of gearing the langu~ge you teach to the 

ultimate purpose of the l~ar~er .••• What we 

are saying is not 'English for Communication', 

biJt 'English through ·Cornr!'Junication 1 • (1980 :22). 

The emphasis ~vas on saying and doing things so 

that some 'useful' English may be learn~. The approach 

adopted by RIE, Bangalore, is indeed interesting. Its real 

merit lies in the fact that it atternpts to provoke the lear-

ners out of their traditional passivi-ty and challenges them 

to use the language for communication. It is basically a 

t.ask-oriented approach which does not depend. on a textbook, 

but on a teacher's ability to develop aq atr!lo::;phere where 

t h e 1 e a r n e r s u s e t h e 1 an g u a g e • 
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The Loyola Experiments 

This is perhaps the latest innov~tion in 

ELI, projected and adopted by the twenty-eight mernber team 

of Loyola college in J~tadras. The c-:<~'eriHlent materialized 

after ten years of resea·rch, which ultimately produced an 

experi1nental par2digm which could serve as a framework 

for second language teachi:~g-learning. No claim, however, 

has been made by researchers that all questions regarding 

the intricate and much debated relations between the tea­

cher, learner, method have been resolved. 

The team started its experjments with the 

attempts to identify the skills and sub-skills necessary 

for acquiring competence in the language. However, it 

soon realized that this approach based on 'the corrununica­

~ive approach' to language teaching, was not possible nor 

desirable and it was demo.tivatin9 the students to a great 

extent. lt·was felt that the primary target had to be a 

meaningful exp_erience for the learner in the process of 

learning English. 

in psychology, the 

Basing itself on 'behaviouristic approach' 

shift took place from focussing only on 

skills and sub-skills to tasks promoting-the actual involve­

ment and engagen1ent of tile learners in the process of lear­

ning a11d per fa nuing in tl:e language. The Loyola Experiment, 
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therl:'fore, eJ:lphasises on tl1e experience of le.::trning 

through involvemer1t of the teacher and the student 

(Xavier : 1988). 

3. 7 USE OF MEUL\ FOH ENGLI ~H TEACHH~G 

Educational broadcasts in India started 

in a humble way in 1927. The lv\adras Corporation started 

a series of broadcasts· for pri2ary schools. In 1932 the 

Calcutta· station of Indian Broadcasting Corpo1·ation star­

ted broacicasting educational progra11nnes rP.gularly. There 

was, however, nothing like-a serialized broadcast and 

each prograrrune was independent of the others (Kapoor : 

1958 : 32). 

In 1936 after the setting up of All India 

Radio, the Education Department of Calcutta University 

started half-hour broadcasts twice a·week. This was 

perhaps the first attempt at regular educational broad~ 

casting. Most of the programmes were modelled on the 

BBC pattern with the triple objectives : 

( i ) to in form 

( i i ) to e d u cat e , a n d 

(iii) to entertain (Ibid:p.33). 
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It should be conceded, however, that the 

scale of uti
1

lization of radio for teaching has been quite 

low except in a few parts of the country like P.ndhra Pradesh. 

The teachers have either totally ignored radio as a medium 

of instruction or have been at best indifferent to it. 

The broadcasters and t;le programme makers have also been 

uncertain about the medium they were using. In many cases 

lessons from the prescribed textbooks were broadcast, thus 

wasting resources and time. Quite obviously, both the 

teachers and the learners considered radio as optional or 

at best supplementary. No real attempt was r11ade to utilize 

the language teaching potential of radio, at least to deve­

lop listening compr~hension. 

The central Institute of english and Foreign 

Languages began producing programmes in English in 1963 

(then Central Institute of English). In 1977 a new seri~s 

called 'English by Air', was started.· This is a series of 

five full year long courses with 30 progranunes in each. 

These courses are not based on any textbooks, but attempt 

to teach English through dramatized stories, anecdotes, 

conversations arid the like. The aim is to expose the lear­

ners to acceptable CJ!Odels of English being used in different 

si t~a tion s • 

• 
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The effectiveness of the programmes 

is yet to be evaluated though short survt?ys conducted 

by the Ins ti tu te indicate that the progr arnme s are popular 

and can be effective. 

Television is a colilparatively new medium 

on the Indian scene. I+s widespread use and expansion 

is a very recent phenornenon yet the U.c.J.C and some other 

agencies like H.i'~OU h2ve stdrted programn1es like 1 country­

wide classroom' and the like. These programmes are basi­

cally meant for college studerjts and the emphasis is more 

on telcc.Jsting science pl·ogrulllilles. :..>o111e proyrauuues in 

English teaching have been attempted like presenting dra-

mas and short stories. But the vast potential remains 

untapped to be utilized for effective use. 

The use being made of television seems to 

be for non-formal teaching unstead of formal teaching 

under the impression that media can be at best a supple­

mentary teacher, In a country like India, with quite a 

large population residing in remote and inaccessible 

areas where men and materials are scarce, the media seems 

to be the only hope for exposure to quality education. 

Radio and Television have the potential to fill in the 
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• gap ari sin') fro1n la"ck of expo sure to a good I!Iucl el of 

spoken English. 

3.8 THE SITU/\TIOl·i IN iv'1lZDtVN1 

The history of the spead of education in 

general and English in particular in the north-eastern 

parts of the country is quite different from that of 

other parts of the country, Primarily, there was no esta­

blished systsn of education in this area, and various tribes 

lead a kind of nomadic existence. The attempt of the Bri­

tish was to buy peace with these tribes so that their eco­

nomic interc:sts in the Brahmaputra valley and Barak Valley 

were not hampered. To acheive this the Missionaries played 

a great role during the ni:1eteenth century as they ventured 

into these remote areas spreading both their religion and 

educatiun. The ::.pread of eC.:ucation saw i.:l simultaneous 

spread of English as a language for communication between 

the tribes and the missionaries. 

In order to understand the problems of 

teaching-learning English in Mizoram it is perhaps essen­

tial to have an idea of the history of ELT in Mizoram. 

It is a remote area with a history of neglect, unplanned 
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development and years of political rurmoil. As a 

result, the process of the spread of education in 

general and 81glish in particular went throuyh phases 

of dormancy and rapid development (Thanga 1979 : 102). 

These left their marks on the progress and development 

of teaching methods and curriculum planning. In the 

hundred years or so, of w~1ich recorded history is 

available, ~izoram has been an independent political 

unit for only twenty years or so. It became a Union 

Territory in 1971 and in 1986 became the 26th state of 

the Indian Union. As the Lushai Hills District of Ass~m 

it had no independent pol icy of 1 an<Juage teaching. This 

affected the process of ELI developr:1ent .as Assam and 

'Mizorarn are·culturally, linguistically, demographically 

and geographically totally different. To give an example, 

where as Assamese is a lar1guage belonging to the Indo-Aryan 

family of lanyuage, Mizo belon!Js to the Ku~:i-Chin branch 

of Tibeto-Durman family with an absolutely different pho­

nological and structural system. 

3.8.1 Mi zoram : A Background 

.Mizoram, situated in the remote north­

eastern corner of India, lies between 22°N Latitude and 

between 92° and 93°E Longtitude. It is bounded in the 
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north by the cacllar distr·ict of Assam and the State of 

Manipur. On its eastern side it has 3 continuous border 

with Burma and its southern and western parts are bounded 

by Bangladesh. The whole surf~ce is covered with hills 

which run north to south with an average height of 3500 

feet in the east. The hills are covered with thick and 

dense bamboo jungles. The region is inadequatly irri­

gated by some mountain str earns 1 ike fl av\111 g, Sairan g and 

Tuivawl in the north and Koladrne and its tributaries 

in the east. The cultivation usually done in the region 

is, therefore, inadequate. 

The history of the Lushai Hills (as Mizoram 

was known earlier) as far as it is known is a history of 

immigration. lt is believed that two strea1ns of migra­

tions took place, one from the North-Western China and 

the other froll! South-;.'lestern Assam. The tribes driven. 

from these areas slowly settled down in the Lushai Hills 

and later came to be knov'Kl as the Mizos (mi=man, zo~hill 

top) or the p~ople living on the hill tops. It was per­

haps the need of security in the early tintes that forced 

them to settle on the hill tops. Prior to the advent 

of the British in the late nineteenth century the hill 
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men were accustomed to make-periodic raids on the 

villages in th~ adjoining plains in search of food 

and oth.er nece~_;sities. 

The Mi zo s are all said to be members of 

the s~ne race but are divided into a number of families 

or clans. The principal sub-divisions are the Sailors 

(the chiefs), t11e Pois or the immigrants from the Chin 

Hills in Burma, the Hrnar s or the tribes who have migrated 

from Manipur, and the Ralte, Paihte, Thado and. Lakher. 

The other groups of the population are fast losing their 

identity and getting assimilated in the larger groups 

( All en : 1 906 ) • 

Mizorarn inspi te of having become a full· 

fledged state continues to rem<Jin a remote and backward 

area. In the rec~mt past the government has been trying 

to bring in a faster pace of development through road 

constructions, development of educational institutions 

and the like. Except in the field of education, progress 

has been tardy. However, in the field of education, Mizo­

ram is pround to have the second highest level of literacy 

in the country. 

i 
,::: 
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3o8o2 ~..@.Q_of Education in J/,izor~ 

It is very difficult to accurately trace 

the origin of formal education in t:,izor·om, and rno:ce 

difficult to trace the history of English teaching as 

hardly any accurate reco.Lds are easily found. \lhatever 

exists is scattered ar:10ngst the memoirs of the i<lissio­

naries, stray references in the Gazettes of the Government 

of Assam and some old records available viith the Department 

of Education. The lack of any history or records can be 

traced to the fact that ~izoram was anriexed into the Bri­

tish Raj very late, almost in the late 1880s and that 

too f6r the protection of the tea estates of Cachar and 

Ghittagong Hill tracts. (.(uite obviously, where suppression 

was the motive nothing much ·,vas done for a planned develop­

ment or the spread of education. Besides, being a part of 

Assam it was never given due importance and no separate 

policy for ivlizoram was ever v.orked out~ 

The first attenpt at spreading education 

amongst the }...us-hais was carried out by some teachers at 

Hangamati in the Ghittagong Hill Tracts. They had come 

into contact with some Mizos who used to come to Rangurnati 

for trading purposes and had learnt their languar,Je. They 

transcribed the language in Bengali script and later came 
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to the southern part of J.,Hzoram to start some informal 

school. Education started by them mostly dealt with 

;J i viny information about health, fir st-aid and the 

like. This V1'as mostly carried out through the medium 

of Mizo written in the Bengali script. 

3.8.3 The Arrival of Missionaries 

The first group of Missionaries arrived 

in the area in 1891 (Lorrain : 1940) through Chittagong 

and· set up a station in Lungl ei about 230 kms south of the 

present capital of _Aizawl. The misscionuries particularly 

Lorraine and Savidge had ler1rnt the local language in 

Chittagong and had decided to use it for the spread of 

Christianity amongst ·the ;Jizos. Upcniny of schools and 

spread of education were only rarts of this programme. 

These people later set up another stati·on. 

in Aizawl and thoy were chiefly instrumental in the es­

tablishment of the earliest formal schools. However, 

Lorraine is remembered for another contribution which 

had far reaching impact on ·the 1·•\izos. He v--1as a man 

with some training in phonetics and he used it to give 

an orthographic system to +he ll'izu language. He followed 



the Hunterian system for codifying the language and 

this was the first attempt at a scientific approach 
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to language study. The syste::-1 introduced by Lorraine, 

, though not absolutely fool-proof, is still being followed 

in Miz.ordm. Secondly, he also compiled the first formal 

grammar of Mizo language, which is perhaps still the only 

acceptable study of J,\izo language. 

3.8.4 The early Schools 

The first formal school was started in 

Aizawl in 1894 by Lorraine and Savidge. They came to an 

understanding with the local chiefs that they vvould send 

their children to the school for learning elementary things 

like health care and science. Most of the education was 

imparted through the mother tongue and there is no evidence 

to suggest that English was taught. This school·, an en­

tirely private effort, ran for only four months (Lotraine : 

1 940 : 3). 

This experiment encouraged the government 

and they opened a school in 1894 and ano tiler school was 

started in the Assam Rifles ground at Aiza•,vl. The school 

was informal in naiur~ and did not have any fi~ed curri­

culum. A rudimentary knowledge of 81glish w~s imparted 



by sa~idge (the in-charge of the school) but no 

records exist to show what was taught and how it 

1 1·6 

was taught. From the Gazette of Lushai Hills (1906) 

it appears that the att~mpt ~as to train some enumera­

tions for the census and hence only that much Qf English 

was taught. 

The school vJas ex!-)endeu in 1903 and a 

proper examination system was adopted. Instead being 

a one-class school, the prim~ry section was started. 

1905 .saw the addition of class III and IV. The first 

middle school was sta.:::-ted in 1911 at the same site. 

The comin'J of the second \•iorld ·,i~U put a stop to the 

spread of euucation in Mizorom. It rernai11ecl more or 
. I 

less static. The students passing out of the middle 

school and desirous of pursuing further education norma­

lly went to schools and colleges in Rangpur or Chittagong. 

During this period some training schools 

were also started in Aizawl and Lunglei by the I'~iissio-

naries, the basic intention behind the opening of these 

schools was to find recruits to run the churches in 

I\\izorarn. The stud8nt.s who passed fP)Ill these schools 

v.·ere mostly aJsorbed in the church. 
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Since the schools were not affiliated 

to any board, the rr.issionaries had considerable freedom 

regarding the curriculum to be framed. They mostly 

used materials frolfl religious books. It should be 

pointed out here tl)<:tt their objective was perhaps to 

spread christianity and they were not primarily interes·­

ted in the spread of education. 

English however, began to be taught forr.1ally 

during the early parts of the century a11<..1 not much is 

knovvn about the syllabus or the methodology used. The 

memoirs of Lorraine and the Gazettes of that period men­

tion that English v-tas taught but remain silent regarding 

the details. 

3.8.5 Develo;?rnent since the Forties 

The first high school in Mizorarn was 

established in 1944" and was affiliated to the Assam Board 

of Secondary Education. The medium of instrut;:;tion was 

En~lish or Assamese, as prescribed by the Board. Most of 

the students preferred to opt for English medium, as it 

was comparatively easier for them: English was a compul­

sory subject and had two papers, one~tie-..loted entirely to 
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the selections frorn litero.tur·e and the other to l<mguage 

skills like grammar, essay v~riting, precis writing and 

letter· vvriting. 

This wa~ a period when sorr1e more schools 

were estal:lished in plc;ces like Lunglei, Ghamphai and 

Aizawl. However, one is not very certain about the res­

ponse received by these schools. The missionaries mostly 

acted as teachers in these schools and they were given 

extra remuneration frolf1 the governrnent for their services 

in the schools. 

3.8.6 The spread of Higher J;cluc.:.ttion 

The first college was started in 1958 

at Aizawl. It was a private effort and affiliated to the 

Guwahati University, the only University in the entire 

north-east in those days. There was initially no specia:l. 

provision for the teaching of /.iizo language. The English 

syllabus at the undergraduate level was a traditional one 

with one play of Shakespeare, a selection of poems, prose 

prices and essays, a novel and some language items. 

In 1<:162, the pachhunga Memorial Trust 

decided to adopt this college and this remained as the 
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premier institution of higher education in Mizoram for 

quite a long time. In the seventies 3 more colleges 

were started in Lunglei (1972), Aizawl College (1975) 

and Champhai ( 1979). 

The establishment of North-Eastern 

Hill University (NEHU) in Shillong in 1973, brought 

about a great change. in the process of development of 

higher education in Mi zo ram. It was a Uni ver si ty for 

the remote tribal areas of the north-east and vJas 

therefore, more interested in looking into the problems 

of the area and think of remedies for them. Secondly, 

as a new.Central University it had more fr~edom to 

innovate ?nd adopt than the traditional Universities. 

The University ensured that thA locul languages are 

developed and allowed tt1eir study as lv!.I.L. upto the 

undergraduate level. 

To meet the aspirations of the students 

NEHU started a full fledged Campus in Mizoram in 1979o 

It is located in Aiz~~;d and it is for all practical pur­

poses the University for the state of Mizoram. Besides 

the University Campus there is also a B.Ed College, a 

Law College, a state Council of Educational Research 

and Training, d district centre of CIEFL and more than 
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twenty general colleges. 

3.8.7 The system of Hlqher Education in /viizoram 

The schooling in Mizoram ends after the 

tenth class and all further educai..ion is regulated and 

controlled by the University, which includes curriculum 

planning and conduct of exar;1ination. The system of 

higher education at the college level is divided into 

three parts. The first part is a two year course called 

the Pre-University, which is tau<Jht i·n the colleges. At 

this .level the student has t:.> choose a stream of specia-

lizatior' i.e. scie-nce, arts or co!!,mercr...'. f11is stage is 

follo.wed by a two year undergruduate level teaching prog-

·ramme. This is a pass cour·se level teaching prograrnrne. 

Tile learrH:::>rs have to opt gencrully for u scicr,cr.~, <.trts 

or co111merce learning prografiU:,e. They also have the option 

to take t:Jny subject as an elective subject in addition to 

the co!llpulsory subjects. 

The students ~Jho are desirous of pursuing 

higl)er education have to opt for the honours course and 

study for an additional year to get their honours degree. 

Admission to post-graduate classes is not possible without 

the honours degree. 
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ELI in Mi zoram 

English is a compulsory subject at the 

Pre-University and undergraduate level. The curriculum 

consists of 2 pupers in English at the Pre-University 

and under-graduate levels for 100 marks each. At the 

under-graduate level the syllabus has three selections 
I 

of essays, poems and short stories. These have 80 per-

cent weighLJge in the total marks ollotted to English 

and the language portion has 20 percent v1eightage. The 

language part includes essay, letter and pr~cis writings, 

corrections of sentences, .idioms, phrr.lses and sume ele­

mentary granm1ar ite:ns lil~e prepositions und articles. 

The questions from the textbooks are ruo stly essay type 

like, 1 V1hat is the central thotlle of the poem?' or 'write 

a character sketch ••• ' etc. 

The emph_asi s of tea chin r.,J is naturally 

on the texts and of the 6 periods allotted to English 

per week, invariably 5 ure spent for completing the 

texts and 1 is used for the languag9 port1.on. Interes­

tingly, the students are also more keen to r!1emorize 

model ans\ver·s rather than trying to gain proficiency in 

the l<::n<::;uage. 
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There is a ::)t..,;L!\l c.n1d a lJistrlct Centre 

of CIEFL but, unfortunately., their research and training 

programmes are directed mostly towards school teachers 

and, therefore, ther·e are not many oppor tun i ties for re­

fresher courses for te~chers at the college level. It 

is generally felt that the University should take some 

initiative in this direction. 

3.9 · CONCLUSION 

One of the greatest problems that we 

face in trying out innovations in ELI is that of trying 

to change the attitude and ability of the teach.ers. For 

example, innovations which have tried to do away with the 

textbook have met strong teacher res en tr.1en t and have often 

not been implemented in the classrooru as was expected. 

The teacher often finds himself helpless with a book and 

is unable to start discussions or activities which assist 

language learning. Innovators have, thc'refore, to keep 

in mind the essential limitations of the system so that a 

useful and suitable teaching-learning strategy can be arrived 

at. 

In the recent past the efforts have, 

therefore, be-en made in the direction of improving the 
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t ex tboo k. The attr;mut of :.iCUrfs and I··.JC'!.:ld"s has been to 

proJuce textbooks and workbooks wili ch can meet the require-

11lE.•Ilts of our peculiur situati.)n. l·.iatcrial production has 

been given the place it deserves. i\t the so:r1e time it is 

e xp ec ted th <:! t the cur.ri cul urn p lan;-1 er s VJL"' ul.:l do :no re in 

this dir~ction. 
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THE t.\I ZU LA!·JGUAGE A LHJGUI STI C DESCHIPTION 

4.1 ill TROUUCIIQI:J 

Mizo is the language spoken by the people 

of Mizora1:1. Initially the various tribes of Mizoram spoke 

different dialects wllich were often not mutually intelli­

gible. However, with the passage of time, as the tribes 

established themselves in the area called the Lushai Hills, 

a common language called the J,iizo or Lushai language evolved. 

This happened sometime in the Iniddle of the nineteenth cen­

tury and by the time the British occupied J..iizoram in 1890 

and established tl:eir settlet1;ent at Aizawl and Lunglei the 

language had been accepted more or .less as the cormnon lang­

uage by all the tribes of tl1e area. 

The language belongs to the Tibeto-burman 

family of language (Grierson: 1904), (i·,"lc Call: 1949: 34); 

(Vumson: 1987: 19j and (Hninga: 19b7: 25). The credit 

for ~ssimilating the different dialects of the tribe into a 

mutually acceptable and in·telligible language goes to a 

chief nar,leu Lallt.:la. He, in the nineteenth century perceived 

the necessity of having a con11110n tonyue and man:'lged to get 

·the leaders of the Hal te, Paihte, Cld1angte, Pawi and Lakher 

tribes tv accept one of the dialects as the common tongue. 
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According to Shakespear (a British District Collector 

in the thirtie~dthe Duhlian dialect w'!s adopted as the 

Lushai language ( 1975 : 1 f2). Today more than half of 

the people of Mizoram use this Lusei or Duhlian .dialect. 

If there should be a common language for the Mizo people, 

the Lusei or Duhlian dialect is the ultimate choice (Vumson : 

1987 : 21 ). 

Prior to the British advent the Mizo 

culture was a primitive one and writing had not been 

developed. According to a popular oral tradition, the 

hlizos claimed that th2y were once given a written language 

by God as other. races were given ar:d it v!as a parchmento 

But they were not keeping it carefully ~nd a dog ate it up, 

and thus they were deprived of a Vlritten l<mguage (Hminga : 

1987: 23).· The first atte~npt to lea1·n the langua~e was 

made by some BengC~.li s!)eaking teachers in Hangarnuti ( a 

tovin close to modern Chitt2.gong in Ban<;;ladesh). They 

began codifying the lanc_;;ua<Je by usinq the Bengali script. 

However, v·1i th the ar rival of the Viel sh i'.'li s sion aries in the 

last dec:ade of the nineteenth century, the attempts to 

codify the lan(JUa<;Je and describe its rJrtl.r:HT!ar received a 

boost. Lorrain and Saviclge arTivecl in Llizoram in 1392 

and they did a lot of \iork to scientifically describe the 
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langu<:~Ge. TI1eir book the Lushai Grammar (1940) is 

perhap.s the only authentic gr2rnrnar of the language in 

English. 'fuey adopted the Hunterian system of ortho­

graphy with Roman script. 'll1at ':Jas p2rhap.s th~ best 

available system of orthography during those dayso 

Howt=!ver,· Lorrain and Savidge founcl it necessary to 

deviate from the Hunterian system in the use of 'aw' 

I:>: I for the long vowel sound as in the English words 

• a w I' I -:::> : · 1 I, • fall ' I f ::> : 1 I, '1 a w ' I 1 -., :I etc. For 

the short vovrel sound as in the En;slish '.\rords 'pot' /p :5 t/, 

'on' /:J,/, 'long' 11-:J?I etc, they adhered to the Hunterian 

system and used 'O 1 :which at first seemed to be quite satis­

facdwry. But later on they discovered that it was a mistake 

to·. use two dit'ferent symbols for those t·.-JO' sounds because in 

Mizo speech the on.:= v;as coi1stantly changing to the other. The 
·I 

v!elsh Hissionaries in the North Lushai Hills had already adop-

ted 1aw' to represent the above long and short vowel.s, placing 

a circumflex accent on the long one when necessary to disting-

uish it from the short one. Lorrain and Savidge, therefore, 

'found it necessary to make an al t·2ration in their orieinal 

Lushai system, and findin~ no b2tter solution, they finally 

agreed to use one symbol instead of two (Lorrain : 1983 : Viii). 
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The English type is ec3:sily adapted for printing purposes 

and English type-writers are used to type Mizo which 

proved to be an enonnous advantage (Lloyd : 1991 ' 128). 

However, the limitations of the Hunterian 

system in codifying an essentially tonal language are 

being felt now, 3s attempts to standardize the spellings 

and other things are being made. In their dictionary, 

for example, Lorrain and Savidge spelled three or four 

·N0rds having different meanings in a similar way though 

they are articulated differently. The tonal differences 

are not accounted for. The spellings have not been used 

according to the sym~ol s of the I .P .A chart. These are 

some of the problems being faced in the !v1izo .language 

today. 

The structure of Mizo lan~uage is 

remarkably different frorn that 0f most Indian languages 

and hence, it often becomes difficult to learn the lang­

u<J.ge or ossirnil<'lte its system. The first remarkable di-

fference is that it is a tonal language, where variations 

in tone anci int'Jnatio!l pattern can change the meaning of 

worci.s and utterances. In most IndLm language tone is an 
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indicator of mood and change of tone rarely alters the 

meaning of a word or utterance. In Mizo, however, 

there are four distinct tones namely, rising, falling, 

mid-low and high. There is ha:r:dly any relation between 

the mood and the tone. The change of tone. indicates the 

change in the meaning of the word. This is perhaps the 

reason thut CJU.i.te often f·,\izos e1r1rear t0 be apparently rude 

when speaking in Hincli or English. They are often unable 

to use the tonal variations to indicate the mood and choose 

the falling tone instinctively. The use of a particular 

tone denotes the cont2xt of use and can alter the meaning 

of a v:ord. For example, th\0· 1..1.:ord 'pa' can mean father, 

male, mushrQom, or basket according to the tone that is 

being used. There are numerous other examples of this 

ty:oe in the Hizo lan<,;JUdge. 

In ~izo system of writj.ng, tonal markers 

are rarely usee! and th•~ rnel.lning of a \·'iorcl is m3de out from 

the context ~f use. ~0\1eVe1·, t11is is creating problens for 

the lexico<;raphe:;.·s as the at·ter::rts to compile standard dic­

tionaries are being rtL3?e· It becor:1es difficult to differen­

tiate the words as the orthogrbphic system does not show the 

tonal oifferences. 

. . 
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The Tibeto-chin2se group of oeople are 

subdivided into several c:rouf)s and th2 l.iizos are placed 
~ . ·' 

torJether vvith Llurm.:m, i>ieitei (i,\anlruris), Naga, Kachin, 

Lolo, Tibetan, etc., as tile Tibeto - Bunilesc, who. at one 

tirnc or the o~ther must have shared corm:~cn cultural or po-

litical affili::ttions or both. This le<.:tc.is one to believe 

th.Jt they mir:~ht iPl .;orne way be relc:ted to bones found in 

the cavc=s of Chou K'outien south of Peking - the bones 

of "Peking ~,ian". Peking Man is t?arliest known man in 

China 0nd suirounding areds, and anthropologiests believed 

that Peking N1an possessed certain characteristics peculiar 

to the Mo"ngoloid race (Vumson : 1987 ' 26-27). The following 

table illustrates the reldtionship of Mizo to other peoples 

of the Sino-Tibetah family of language. 
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,:jino- Tib 0t<:m 

T:U:etu-

--------·- ------1--· ----. ····-···------------·1· 
I ' 
I 
I 

DL~IJWn ,-·t-1 ~ , 1 \.,._-c T a i or Thai 
. ..., ---· ..J,_ 

. - I ---------'----~ 
; 

• j •• 

r:r Lr:ct:'d-- 1 ,.... ".'1 1., _ 
.. \ .::J .:_:,~, •I 

i\ss2nt · 

(.\ccorcling to ono school of · 
thour,ht Tai and Chinese belong 
to sin~Jle ~.u!J-f.:-;r;Jily ca.lJ.Ed 
3in~J-:~iurncse or Sinitic) 

T-. --·- ----~---·---- . -·. -----------·· _______ T __________ _ 

liago •• L••cl•in Lul:i-chln 8unu·ese LoL-i.'os'o .sak (Lui 

--------~1--

tulcl i'-.ul~i :Jubgrnup N\)rtllcrn Gcr~ tr.::Jl 
Cl' :Ln 

::Jou+.hc•r Chin 
Subgr0up 

I 
.Shun kla 

or 
Ta shon 

Chin 

·--------~--------·-·-, ------------·~ 

1 Lai Lu shai 
(Duhlian or 

Mizo) 

Banjogi Pan ktlu 

(Bandhyopadhyay 1985:29; 
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4 o 2 TilE P.HONOLOCiY 

The four phonolor,Jical tones of kiizo may be 

illustrated in the following way 

Tone Ex amo 1 e (:Jlo~s 

Mid/low Tone pa me~le 

Falling Tone pa father 

Hi sin·g Tone pa mushroom 

High Tone pa basket 

These tones occur in all syllable types and on both long 

and short vowels, e.g. 

(i) lv;idLLow Tone b.£!lg Gloss Sh.Q.rt Gloss 

bon dismiss ban a post 

or dis- house 

harge 

dar shoulder tap cry 

(of 

etc) 

(i i) £alli!2.9 Tone khel the hips khcl to play_ 

kawn0 the loins khav.ng stiff 

(iii) Rising Tone tun now ui dog 

bang left ove..-, bang wall 

remains 

a 

(iv) High Tone phar leper phar put or hold 

up hands 

" zawn·g monkey zawng to search . 



The Vo we 1 s 

·The sound system of Mizo is quite different 

from th2t of the othe~ Indian language and English. It has· 

a very intricate vowel system consisting of the following 

vowel phonemes : /i/, /i :/, /u/, /u:/, /e /, /e:/,/o/,/a/,/a:/ 

and /'3:/. These are represented by the follovTing alphabets : 

A, A, A\1, Al'l,E,E, I, I,O and U, U. In orthoc,;raphy the longer vowels 

are represented by the double use of the same alphabet. The 

vo\·Jel /u:/ is represented with double 'o ', the vowel /~I 

with 'aw' and /a/ is represented as 'a' and /A/ as •a•. In 

the case of tre other vowels they are represented with the 

same symbols as in the I.P.A ch~rt. 

The len.gth of a vov.rel is equally important 

in the spolwn form of Hizo. It is possible that two sounds 

are articulated in the same tone though the difference in 

length ~an alter the sense. For example, in the rising 

tone /beng/ mepns 'ear' ond in the mid-low tone /beng/ 

means 'to compress', thou,sh the orthogrc:phy does not dis­

tinguish the difference be tween the two word.s. This is one 

of the major problems o t' trying to 1 e3rn fV!izo. 
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4.,2.,2 The Diphthongs and 'l'riphthongs 

Hizo has ten diphthongs v1hich are given below : 

Diphthongs Example Gloss 

/ia/ ria slender 

/ua/ vua beat 

/ei/ lei It has five meanings 

depending on the tone 

used, e.g. buy, tongue, 

earth,lop-sided,bridge 

etc. 

/~ i/ s ::> i Sa::/ 

/ai/ sai elephant 

/iu/ kiu elbow 

/ui/ tui water 

/eu/ keu to op'?n 

/ou/ bou lost 

/au/ mau bamboo 

Besides these diphthongs, Nizo has the following four triph-

thongs \vhich can be used with or without consonants : 

Triphthongs Example 

/iai/ (i). lai 

(ii) sini 

Gloss 

(i) be dissatisfied 

with <t 

(ii) to wink 
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/iau/ {1) iau (1) expresses. a note of 

disbelief, anger, 

protest, etc. 

(ii) k.iau (ii) clearly, plainly, 

fixedly 

/uai/ (i) uai (i) hangdown, droop 

(ii) Huai (ii) brave 

/uau/ (i) uau (i) expresses a note of 

surprise 

(ii) huau-huau (ii) 8aiety, jollity. 

The Consonants 

The following consonants are used in Mizo : 

/b/, /p/, /d/, /g/, /h/, /dj;jltf /, /I/, /m/,/n/,/r/, 

Is/, /f/, .i'}/, /v(,/z/,/t/,/~/,/k/. 

The phoneme /g/ occurs in the initial position of a word 

only in borrowed words. It is always preceded by /n/. 

Aspirated Consonants 

The following consonants are aspirated 

in Mizo - the /h/ preceding the liquids /1/, /m/,/n/, 

and /r/, but following /? I and the others, thus : 



4.3 THE SYNTAX 

The language follows a system of placing 

the verb in the· final position of a sentence as in mo·st of 

the Indian languages. However, unlike the other Indian 

languages the subject and the .object change positionswith. 

the change of the person. In sentences in the first person 

the object is placed before the subject, and the sentence 

structure becomes object-subject verb. In sentences in the 

second and third person the structure becomes subject-object 

verb. Thus when the English sentence 'I am going to school' 

.... 
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has to be translated into Mizo it would read 'Sikulah 

ka kal dawn', where 'ka' stands for 'I' and 'dav,n' the 

'ing' suffix of the verb. Ho·Never, 'Ram is going to 

school' becomes 1 Raman sikul a kal da'M1 1 with the subject 

in the initial position of the sentenc2 and the object 

f o 11 o win g it • 

4.3 .1 Jhe Nouns 

There are four noun cases in the Mizo 

1 an guc3ge, namely, 

i) Nominative Naup an gin - A boy 
' 

ii) Vocative N aup<mg 0~ boy 

iii) Possessive Naup ang-a - A boy's 

iv) Objective Naup ang - A boy 

When the subject of a sentence is foll6wed 

by a transitive verb in the active voice, the subject gene­

rally tak~s the suffix 'in' to diitinguish itself from the 

object. In other instances, the subject does not take any 

suffix. For example, in a sentence like 'The woman beat 

the boy', the v.:ord 'vvoman' takes the suffix 'in' to dis­

tinquish it from the object 'boy'. So it becomes 'Hmeicbhia­

in naupang a vel 1
o 
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The form of the subject in vocative and 

objective case remains unchanged 3S in the case of the 

nominative. Thus a sentence like 'Soy, where did you 

go?' decomes 'Naupang, khawiah nge i kal ? 1 where 

'khav.tahnge' means 'where' and 'i' is the pronoun marker. 

The noun in the obje?c-i:.ive case is placed immediately before 

the transitive verb which governs it. 

The noun denoting the possessor is generally 

placed immediately before the noun denoting the thing poss­

essed, and the inflexion 'a' is added to the noun denoting 

possession. Thus 'Ram's house is large' would become 'Rama 

in a lian e', where 'in' means a 'house' and 'lian' means 

'large'. The sentence 'My sister's dress is pretty' would 

thus become 'Ka farnu-a kawr a mawi 'where •iarnu' means 

'sister', 'kawr' 'dress' and 'rnawi' 'pretty'. These su-

ffixes become necessary as the subject and object follow 

each other unlike English and there is a need to disting-

uish one from the other. 

There are two numbers namely, singular and 

plural in the language. Number is not indicated in the 
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noun, when it is clear from the context of '..Ise. 5o 

in a sentence like 'Give me two cups of tea', the noun 

'no' (cup).does not change its form as the context gives 

an indication of the number, 'Thingpui no hnih min p~ 

rawh'. The suffixes of the plur·al are 'te', 'ho', 'teho', 

1 hote 1 , 1 zawng 1 , 1 zarmg Z3\•.ng', 1 Zc\·•,ng zav,lllg te'. Thus 

in a sentence like 'Men are coming', which has no indica­

tor for the number of the subject in the context, the 

suffix 'ho 1 or 1 hote 1 vvill be added to 'mi' (man), and 

the ~entence written as 'Mi ho (or hote) and lo kal'. 

Gender is distinguished in Mizo only 

in the c a s e of an irn ate thing s. N ames o f en im al s and 

all inarninate objects are put in the neuter gender. 

However, in the case of some animals where distinction 

between the male and female is necessary like cows or 

goats, the suffix 'chal' or 'pa' is added to denote 

male and 'pui' or 'nu' denotes female. Thus 'kelchal'' 

denotes a.'male goat' and 'kel pui' a female goat. 

The same word often denotes beings 

·of different genders when no ambiquity ensues, thus, 

'fa' (child), 'u' (elder brother or sister), 'nau' 

(younger brother or sister)o Gender is distinguished 

in the foliowing ~ays ; 
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often, in ihe case of nouns of relationship, by 

using different vJords; thus, 'pa' (father), 'nu' 

(mother), 'pas?l'. (husband), 'nupui' (wife); 'pa' 

(p8.ternal uncle), ,·pu' (maternal uncle). 

By suffixing 'pa' for the masculine, and 'nu' for 

the feminine; thus, 'fa pa' {son), 'fanu' (daughter), 

'thian pa' (mc.le friend), 'thian nu' (female friend). 

Proper nouns of the masculine gencier end in 'a', 

those of the feminine gender in 'i', thus 'Rama' 

(a male name) and 'Hami' {female name). 

iv) In the case of full-gro\'\0 animals 1 chal' or 'pa' is 

suffixed to de;wte the male, and 'pui' or 'nu' to 

dena te the female. 

4.3.2 The Adjectives 

The adjectives are normally pla~ed after 

the words they qualify. Unlike English and the Indian 

Languages where the qualifier precedes the qualified it "is 

the other way round in Mizo. Thus ' a good man' becomes 

'mi tha' where 'tliu' (good) is the qualifier of 'rni' (man). 

This is true even in the case of numerical adjectives, 

v1hich also follow the noun. Thus 'Two cups of tea' in Mizo 

becorr.es' Thingpui no hnih'. It is to be noted that the nouns 

do not take:~ny plutal form when followed by a numerical 

-----------------------------------------------------------------------------~-
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adjective. Thus in· l~iizc in a sentence like 1 Two cups 

0f tea', 'no' (cup) does not become 'note', the plural 

markc;>r, but remains as 'no' and in the adjective there 

is no difference in nurnbers. :.,hen a noun is used as en 

ad}?ctivc: it precedes the noun tl1at it qU<.1lifies. For 

1 t l t 1- I L . t examp e Stone-louse D<.?con::::s ung 1.n • 

The compar2tive degr2e is formed by 

aci':.:ing the adverb 'za'.vk' (mcnc:) to the positive, 2nd the 

suffix 'aiin' (than) is insertecl afte1.· the object of 

ins~?rtion. Thus a sentence J.ike 'The claughtE:r is t.:1ller 

than the rnother' becomes 'Fanu aiin nu u sa:1g zawk' which 

in En g 1 i s h r.:o u 1 d r e 3d ' D 3 'J g h t e r m o t h e r than i s t all m or e ' • 

The superl~tivc: degree is formed by adding the adverb 

'ber' (most) to the pos::.tiv<:? ond insor-tin~1 'aiin (than) 

'zingah' (among) or 'a' (of) a:tter.the object of comparison. 

For example, 'That book near '/OU is the best book' becornes 

'I bula lehkhabu kha a tha ber' 'Nhe're 'ibula' means 'near 

you', lehkhabu (book), and'tha ber' (best). It is to be 

observed that the degree of comparison ·is not brought -~ 

about hy changes in the form of the adjective but inser­

tion of other \'<o·r·ds 2nd suffixes (Grierson : 1904 : 131-32). 
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There are quite ~ few demonstrative adjectives 

in Mizo, for exampl~, 

Hei, hei hi This 

saw, SciN saw That ~There) 

kha, lcha kha - That, thut n eur you 

khu, khu khu - That ciown there 

khi, khi khi -· That up there 

chu, chu chu That 

" 
The plurals in demon strati ve arc formed by 

adding tile suffix lngl to the sin <;JUl ar, thus 

1 hei 1 becortH?s 1 hen y 1 

1_kha 1 becomes 1 khanc; 1 

1 kha kha 1 becom2 s 1 khan g kha 1 

1 khu kln1 1 becomes 1 k hun 9 khu 1 

1 chu chu 1 become;. s 1 chun g chu' • 

i'ihen any of the above cornround vvord s are 

used .. the noun th~y qualify is placr::d between the ·two words 

fonnin1J the adjcctJv.::~. For cx:.11llple in a sente11Ct: like 'Did 

you hei:ir th.:t noise? 1 1 .ri 1 (noise) is put between 1 chu 1 and 

1 chu' and the sentence becomes 1 chu ri chu i hria em ? 1 • 
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lb.e Pronouns 

In Mizo there are specific pronouns for 

'I','you', 'she' or 'he'; however, the .differences between 

the possessive nominative and the object form is not very 

clearly defined. The form of the pronoun is mostly unders-

tood from the context of use rather than from the pronoun 

used. Thus 'keirnah' could refer to either 'I', 'my', 'rnine'. 

or 'me'. Similarly, 'nanomah' refers to· 'you', 'your' or 

'yours'~ However, for the plural form the suffix 'ni' is 

added to the pronoun, thus, 1 ke.imahni' refers to 1 we', 'our', 
·, 

or 'ours'. It is to be_ ob_served that in the pronoun for 

the third person there is no distinction for 'he', 'she' 

o r ' i t 1 
, 

1 m a h ' an c.J. 1 ann i 1 a r e u sed a s pronoun s in the t hi r d 

person and the gender is understood from the context. The 

following are the posses.sive pronouns in Mizo : 

keimah, !< ei, ka - I 
I 

k E~ima h , ke.i 
i) ' 

ka My 

' keima ta, keim2h ata, keia ta, ka ta - Mine 

k eimah min, k ei min, rn in, mi - Me 

Nan gmah, I1 i.ID':), .i You 

N cngmah, nanga, i Your 

Nangma tc.' n c;ngmah a ta, i ta Yours 

flffi ah, an .i a he, she: it 
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,\rna, ani, a - his, t~<::'r,. its 

.-:ma ta, amah a ta, a ta his, hers, its 

/lffia h , ani him, her, it 

kGimal1, koini, kan 

k 12irnahn i, k eln i, k to.n our 

keirnahni t<:~, keini ta, i:0ntu. ours '("?_. __ 

k2irnai1ni min, keini mir, min, mi us 

Nangmah ni, nangni, in you 

Anmahni, anni, an they 

Anm ahni, 2r:n i, an - U)f.:ir 

.:::..nmahni ta, i.mni t2, an ta theirs 

/'J1mahni, anni them 

The accusative in the seccnd person is 

formed by frequently omitting the sc:cond person pronoun 

and adding 'che', ' a che· 1 , o~· 'che a' , in the singular 

and ' c h e u ' o r 1 a c h e u ' in the p 1 u r 21 • Th u s ' I wi 11 

beat you' becomes 'Ka vua ang che' where 'vua' refers 

to 1 beat' 

\'~hen_ a reflex action is required to be 

expressed the pronouns 1 keimah', 'nangmah', ''amah' etc, 

are used and the particle 'in' is prefixed. to the verb. 

For example, 'I hit myself' becomes 1 keimah ka in vua'. 
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Jometimes the s•.?cund pronoun is <:\lso droppP.d and the 

scn.tence is sin1ply expressed as 'k.:: in "Ui?l
1

• There 

are :::1uite a large number of interrogative pronouns 

in 1-.iizo, which 2lmost run parallel v.Jith their counter­

parts in Enr~lish. Given belor1 is the list of the inter-

rogt1tive rnonouns in j,:iizo. 

ru-nge 

Tu-mov; 

Tu-ta-nge 

TU 

Eng-mavJ 

khawi-nge 

Enga ti nge 

En gtin ng e 

who 

\vhose (used adjectively) 

whose (used substantively) 

whom 

what 

v>h er <2/ \Vh i ch 

V·Jhy 

Hov1 

G2nerally ~.-.then rnonciuns hav.e corr.pound words 

the noun is placed between the~n. For exanipl e, 'which 

book do you v;ont ?'is v-iritten c.::s 1 khawi lehkhabu nge i 

duh ? i. The interrog.:ltive pronoun is placed at the ini­

tial po~ition in a sentence. 

The relative pronouns like 'wi1o 1 , 'which', 

'what' <:md 'th.3t 1 generally follow the main verb in the 
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sentence. However, in interrogativ~ sentences they 

occupy the initial position in a sentence like in English. 

Thus in a sentence like 'where are you going?', the pronoun 

'where' will occupy the initial position and the sentence 

will read like 'khawiah nge i kal dav.n ? ' However in a sen­

tence like 'The man who is coming tomorrow is the Chief 

Nlinister', the pronoun 'chu' (who) vvill follow the main 

verb 'lo-kal' (corning) and the sentence will read, 'Naktuka 

mi lo-kal tur chu Chief t.iini ster a ni 1 • Naktuka 'refers to 

1 tomorrow' in the sentence. 

The following are the relative pronouns 

kha. chuj who, which, what, that 

apiang 

apiang-kha who ever, whatever, whichever 

apiang-chu 

'kha' is gener~lly used when the antece-

dent is knovvn or fainiliar to the spl'?aker, or has been seen 

by him • 1 c h u 1 i s g en e rally u sed wh er1 t l1 e an t e c eden t s or 

the incidents have only been heard by the speaker. For 

example, in the sentencP. 'wherE: is the ntan who came yes-

terday? 1 the pronoun 'kha' t•sho ) will be used and the 
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sentence vvill read '!·~imina milo ko.l U1a khc'\·'.'iLlhnge 

a a vvu ? 1 'Nimina' refers t:::> 'yesterday'. 

:.'/hen the antecedent is in the plural, 

the affix 1 te 1 or 1 hote'·, v·th\?n used immediately !Jrecedes 

the relative pronouns 'kha 1 and 'chu', instead of being 

affixed to the noun. The otl1er plural affixes follow the 

noun in the usual ~;vay.•-

i) Lehkhabu ~:a hmuh te kl1d tu ta nye ? 

· Whose are the books v·Jh i ch I sa·"" ? 

i i ) 1\r z a vm g z awn g i 1 e i a p i e111 y i'l t h a 1 o • 

~;hatever fovvls you bought 1vere bad. 

4.3.4 The Prepositions 

P re!JO si tion s in J.d zo govern the possessive 

case and are placed after the noun or pronoun they govern. 

They should perhaps be be+ter and more appropriately called 

postpositions. 1\Uzo has a number vf such prepos:i.tions and 

S01ll0 uf tll(?!!l c1rC' li::;tcd bcJO\'/: 

Hnena to, v·;i th, fror,l 

Hma-a before 

Kiang-a near 

Vel-a round 
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Thu about 

Tan for 

.Chhung-a within 

In by,with 

Hr,u-u after· 

Piah beyond 
" 

A from·, to, in, at, on, upon 

Lovin without 

chin-a as far as. 

It is remarkable that though the language 

has a number of prepositions, important functional prepo­

sitions like 'from', 'to', 'in', •at•, and 'on' arenot 

very clearly demarcated. T~is is perhaps one of the rea­

sons for the large number of errors found in the use of 

English of Mizo students. 

4.3.5 

very sl.mpl e. 

The Verbs : 

The conjugation of the verb in Mizo is 

It has the same form throughout the tense 

and it is the pronomimal particle which alone determines 

the person and number. 
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The pronominal particles are as follov1s :-

P 1 ural 

1st per son - ka, (I) 1st per son - kan, (we) 

2nd per son - i ' (Thou) 2nd person - in, (you) 

3rd per son - a ' (he,She,it) 3rd p cr son - c:.n, (They 

The pronoun proper is generally omitted except 

when emphasis is required, but the pr·ono:,1inal particl'? rnust 

alw.Jys be used \·vhetller the prono.un proper is present or not. 

(Lorr·aiil e:nd Savidge, 1398: 13-18) 

Verbs are conjugated in person and number by 

nieans of pronominal prefixes. 'i'ihen the subject is a nueter 

noun 'a' denotes the third person plural. \,hen two singu­

lar nominatives are C,:)nnected by means of 'hnena',(with), 

the verbs takes the plfural particle. The prefixes are 

omitted when the verb governs a personal pronuun of the 

first person as its object, v;ilen the subject is an iterro­

gative pronoun or an infinitive, and in the imperative tense. 

The root alone is freely used to denote Present 

and Past Tenses; thus, 'enge an tih ?', (what (do) they do?) 

1 a t i 1 , (he said)., 
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The p;.1 s L te11 ~;c~ i :; .-!.L :;·) ;:·:)rni:~.J by aurJiny 

thr? suff.ix 1 t:-~'; tr1'.Js, 1 :>. re•n t.::~' (h<; r1ig.r:;'\C..~d). 

The suffix of the Future is •ang 1
; thus~ 

'Ka k.al ang' (I will go). The future is also used to 

denote what is presumed to be tru~; thus, 1 Ani ang e 1 

(It may be). 

Throughout these tenses of the indicative 

mood an 'e' or 'a' may be suffixed, apparently without 

a 1 t e r in g t h e 111 e an in g ; . t h u s , 1 K e i m a h k u n i e 1 ( I am ) ; 

'a t i a ' , ( he said ) • 

The suffix of the imperative is 'rawh', 

plural 'ravvh u', in the third person, 'rawh se 1 ; thus, 

'pe rawh' (give thou), 'la rav1h u' (bring you); 1 ni rawh 

se 1 (let him, them, be). 

The first person is formed by the particle 

'i', prefixed to the future; thus, 'i ei ang' (let us feast). 

The suffix of the Negative Imperative 

is 'suh 1
, 

1 suh u', 'suh se 1
, 1 i suh ang'; ·thus, 'sawi suh 1 

(do not say), 1 isawi suh ang' (let us not say). 

A conditional is formed by adding 'chuan' 

(if) to the verb; thus, 1 Kc:n av·.f:l chuan' (If v~e remain, (lit., 

\'ve remain, that being). Oft-:;>n also the present participle 

i s u sed to f o rm con d i t ion a 1 t c n s e s • 
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A Verbal Noun is formed by adding the suffix 

'na'; thus, 'A awnna khua' {He being village) 'The village 

in which he was' o 

The Infinitive of purpose is formed by adding 

the suffixes, 'tur', 'turin', 'na tur', 'nan', 'an'; thus, 

'eitur', (to eat), 'veng turin' (to watch), 

A Noun of Agency is formed by adding the 

suffix 'tu', thus, 'hmutu' (one who sees); 'ngaitu' {a lover), 

etc. 

The suffix of the Conjunctive participle as 

'a' generally with the pronominal prefix; thus, ' A sum a 

khav.ma khua lam hla tak ah a kal ta a'- (His property he 

collecting village far to he migrated). This form is very 

commonly used in a sentence which is complete in construc­

tion, but dependent on a subsequent clause to complete the 

meaning of the speaker. Another pai'ticiple is formed by 

adding 'la' or 'lan9', preceded by 'i', 'u' or 'se', 

according to the pE.'rson denoted, thus, 'sawi ila' (If I say), 

'sawi ta ila' (I having said). I'f 'rnah'· is inserted after 

the root, the fil~?2ning becomes 'although'. Thus, 'i~imahsela', 

(that being although, nevertheless). This participle ending 
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in 'la' is usually substituted for tl1r> first of two connec-

ted imperatives, .Js a conjunctive participle; thus, 'K.al 

ulang,-lei rawh u' (Co and buy). 

The passive-voice is said to be formed by 

combinincJ the root or the infinitive of the principal 

verb with the verb substantive. A long vowel in the 

root is shortened. Tbus, 'Pek aniang e' (It vvill bG 

given); 'Eitur ani ang e' lit shall be e2tenJ. In reality, 

however, th,~l'e is no pds~.ivr: Vt)icc, .J::. diffc::'rent frorn the 

activo. 'In', the suffix of th0 ac;,ent, \ .. ·!hen acided to the 

subjF:ct, sho\•;s that th2 verb rnu::;t be transl:d~ed as active. 

In othqr c0ses the context shO'h·s hov: to translate. /~ 

clause such .3s 1 /in:-t f?. P<-1 kc: vu2' (his son's my beating), 

may be tr.:tnslated : I bE:at his son, and !-lis son was beaten 

by me. 

Cor:1pound verbs i:.\1'(' in ver·y comrnon use. 

The principal prefixes are 'zuk' (motion dov·.n·vvards); 'han' 

(motion 1Jpwards 2nd towords the sre.:.ker); 'lo', 'ruv.n', 

(motion'to~.·ards), and 'va' (motion on level ground). 

Causatives·are formed by adding the verb 

'tir' (to cause); thus, 1 Y.ul ti1·' (tn cause to go to send). 
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Uesiclc~rotives are f'Jnnccl by rnr:<ln.s of the 

verbs 'dull' (to l'iish) or son:0 othcl' synonyl!lous verb. Thus, 

'A lut duh lava' (J-le to enter wished not- He did not wish 

to enter). 

Potentiality is indic2ted by the verb 'thei' 

(to be able); thus, 'Ka kal thei love' (1 go cannot- I 

cannot go). 

The Nc·g.Jtive participle is 'loh', suffixt?d 

to thG root. 'Nern' and 'nang' are sometimes vc~substituted 

for ' 1 o h v e ' t'ln d ' 1 o h van g 1 
• Thus, 'Ka ni love', 'Ka ni 

n em I - (I am n 0 t ) • 

Interrogative perticles are 1 em', 1 ernni', 

'elo', 'mavJ', emaw', 'lovemni', 'nem mav,r', 'nang'. Thus, 

'I kal ang em?' (will yu go?), i Kal i duh emaw ?' (Do 

you wish to go ? ) • 

0 the r word s a r c f r e c 1 y . t rea ted a s verb s • 

Thus, '!:li a. ·tho c', (til-? man IH? is goo:i); '.·"~Jl malmi ta 

turin' (for their soke). 

4.::>.6 

3om-? adverbs of plLJ.ce :::re :-
I,' •· 
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c:hungah on top kk.1v:i ah m<Jh - nowhere 

chunglamah above hmas<l,hm<l,in,hma a - before,in front 

hnuaiah undern e.:lth hnungah - behind 

chhungah in side pav-;nah - outside 

chhakah - above (higher up) thlar1gah - belO\'J (lower 

Some adverbs of time are :-

tunah - no1N na~: tipah 

oni ta ago n i zan .Jh 

nit in - daily zan in ah 

n3kinah pre sen tl y tu ktin 

ngai - ever kurn tin 

n gai lo - never hmanah 

naktukan - tom0r ro·:v fo 

Some advr:O'rbs of manner &re 

En g tin n g e 7 - h o VJ 7 vak 

Hetianqin - thus ve 

thuai - quickly tarri 

rual 

mati1eilovin - certainly 

zawk - more palh 

'?fll , em ::m v o !' y lui 

:-

dovvn) 

day after 
tomorrow 

- last night 

- tonis;ht 

- ev cry morn in~ 

- yearly 

- formerly 

- oft en , al v;;:.1 y s 

- v1i th force 

a 1 so, too 

- much 

- together 

- how much 

- a ccid;:;n tally 

- purposely 
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verb and its inflexion. The following are some of them :-

ngai ·ever 

kual .. roundabout 

tlai late 

leh again ngailo - never 

rihrhrih-for a short time 

hma eurly hle hle-still 
(not moving) 

Adverbs may be made by affixing 'tak i.n' to an 

adjective, and many adjectives without any change may be used 

us adverbs by placing them between the root verb and its 

inflexion as :-

tha good tha tak in well 

dik correct diktak in correctly 

4~4 JiEED FOfl THE CHAPTER 

The chapter attempts to present the Mizo 

language using the principles of Descriptive Linguistics. 

The need for the atter-1pt is felt so as to understand the 

degree of mother tongue interference in the process of 

learning English for Mizo stucients. It ha::> been felt that 

the mother tongue is an important factor for the problems 

faced by Mizo students in learning English. Since the two 
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languages are very different from each other the need 

for a linguistic description of Mizo is felt fo1· a 

general understanding as well as for the carrying out of 

a contrastive analysis of the two languages. Hence, an 

idea regarding its origin, structure and system is nece-

ssary to find out how far the t'NO languages differ from, 

or resemble, each other, since in the next chapter an 

attempt at contrasting the two will be carried out. 

4.5 OJNCLUSIQ.t:i 

The Mizos had entered very late into the 
·, 

race for literacy, having received their system of orthography 

five years before the end of the last century (Lloyd : 1991: 

64). Ther€ has been in the last few years a lot of developT 

ment in education and there is an obvious craze for learning 

The English language. English is studied in schools and. 

colleges as a compulsory second l~nguage from the Primary 

level. 1-rom the high school level it is the medium of ins-

truction. A person ,vvho is 2ble to speClk fluent English is 

held in very high esteem in the society. Due to the remote-

ness of the State, lack of opportunities of exposure to the 

communicative use of English, and the shortage of .good 

teachers of English, teaching - le2rning suffers from 



s t:: ~- io us sho r·tcumirHJ s in /.\i zo L:.llll. ilH.~ 1 <.lCk of encou-

ragemcnt to learn from the far1Jilies acts as a ser·ious 

handicap for the 1:\izo learner of English. Moreover, 

the language textbooks in the school seldom teach the 

r e c: u i red com m u n i c at i on s k i 11 s • Con v e r s at ion s c.n d 

discussions in the sroken school l.sngu.::Jge (t.:nglisn) 

vJhich would stifllulate students to 2!:k qu<::·stions and 

thus result in greater classroorn int-::.,ractio:-1 h.::·ve not 

been bui.Lt into the teaching progr.Jr;w,e t"Patt.:Jnuyal~: 

1981 :85:89). :.:)ince 1\'iizo is very' different in resoect 

of granrmar and syntax from the other Indo-European 

1 an(JUal]e (Lloyd : 1991 :2), and cvE:n more so from the 

stl·ess-tirned English languagt.?, ths /.iizo leJrrier f.J.ces 

many problems in the process of learning G'lglish. 

The Mizo language, which is basically 

monosyllabic, with eacl1 syllable h.-wing its own pitch, 

tone, length and special emphasis (Lloyd:1991:29).it 

becomes specially difficult for the average Mizo learner 

to acquire a good. comn1and of Er1!Jlish. 

The Mizo lAnguage has rather lifuited 

vocabulary. With the spread of Christianity, new 

ideas arid concepts had to be· expressed in new wor:ds 

and·terrns which had not existed before •. The rrion6sy-
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llabic natLu:e <Jf !·1izo .lends itself easily to th;? 

coinl4ge of new words. But words such as Christwas, 

Cross, Pharisee, tho na:ne only a fev1 were taken 

l>oldly from English (Lloyd : 1991 :80). ll.egaroing 

the ivlizo language, \'iilliam ~·i'illiams, a Presbyterian 

missionary who visited Aiizoram in H391, had recorded 

thus :-

Their language is most musical and 

its intonation remarkably beautifulo 

It falls with tender Jnelody upon 

the ear. I believe that it will be 

like ~ielslt, a good pulpit language 

(Ibid.p.21). 
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:: ~:.1 pjiRODUCDOij_ 

. Th.~ t~;an CPnt~a~-~~ve. A}Jaly_sis may b~ dE:tf4ned 

as_ a. syst·~a-tic c~p~_i.SOtl of. spec:~fic l.J.:ngl_.li~~ic. char~<r'" ;· - . . " . - . . ~ 

· ~~r1s.t1-~~:r o.f. tw() ()~ .. IIlOX'~ .lcmguag_e$.• ". ~s. a.. ,syst~C1~1c; pranc:h 

~f 1~9\.l~s.ti.c s~ience ~t.·.1.s_of fai;ly _rec:~t. d~t~,. thougl'l_ 

~t i~.n~t<~~a~ly ~tl$ id~~ Cis .. suc~l wh.icll 1~ n~r1,_ b\Jt ra'the~ 

the sYs~~~ti,za_t;_ipn. l't)e _r,al·.~·egiru)i,ng qt con~r.;1st'-ve 

linguistics is_ mark~ t;>y _the_ publicat~on_ of ~b~rt 1.$do 1 s 

l.tnqu&stles Aspss Qlltur§Hi it) 19~7 .. th()ugh it V@s Cl:la~les 

.C.Fr_ies ~o -g~ve ~-e ia)pe~us ·to .~t ~d_ ~s~bl~she~ 1.t. as 

an. ~nt:~gli'a~ 'compopeqt o.t: _th~ ·m.e::thodol~gy ~f targ~t lan_guage 

teaching ~. b,is_ bQ~k .Teachipg and .Learnina English. as a 

foreian Lanauau in t9e; he says 

The most ~ffective materials (for foreign:. 
language ·teaching) are bas·ed upon a scien­
tific· description of the language to be 

leaJ"ned- caa-efully ~ompared with pa;r:allel 
desc~iption- of the· native language of the 
learner ( 19'!!l5 a 9). 

!,ado guotes these wolds in hls book and suppo:r:ts this 

~ontention with these a 
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Textbooks should be graded as to g;ramma-

ti cal · $Uucture, pronun elation, vocabulary, 
and· cul tuxal· c:O~tent• And grading can be ··· 
done best· after ·the kind ot' camparison we 
are pre·sent~g· here (1957 : 3). 

' . . ' 

. 'lb.e 'role· o,f .·eont;r~stive. lin.gul.$1;'f~s h~.$ to 

t;l~. ~e~ ~ll. ~nnee~~~ ·wi ~h .. ov~~~ll .~dea_vo.~rs· .:tom~~ 

'C)rei.gn. l«mguage. ~e-~chit:l9. m~r.~ .. ~ffe~_tive: -~g m~st. al$0 . . ' . . . ' . 

&;>~ dealt_ w1th .~_thi~ .t~~ gen~;al tJ:ameV'.P,;k _of. sqh()()l~ . . 

fol. -~~CJ)ing-learn . .lrlg ~lang_u~g~~ l$. ~l1m1 ~~d. s_ay s G.~~~ard 

·~i~lte~.; it __ wil..l be necessary to introduce some forms of 
. . ' • ·- ·- '· . . . . .. ·- , .. - •• ; • • • ' • . . • - . - . . -· ~ - . •. • . ~ t ; . ' • 

r~ti.ooalization .in language-teaching programmes •. 

He says • 
. ' :-· 

· · final-ly,· u·se ·Wll-1· ·be ·m8de ·of· certain 

f·1nd1ngs of-.rnodem· 'ling·uistic· science,· 
particularly ·of that small ·branch of 1 t 
known as cont:w:astive linguistics (1971 a 1). 

·, 

Tt:u.t · ~hapt~l!' ~t.~.emP.t~: to .. giv~ a .. contl'a$t1V(t 

$1\&J.Y~$ (~~).of t.h~ · stru.ct~r~~ ~.f. Et~gl~s~ .. a.nd Ml_zo ~norder ' 

~- PC>~~ ou~ th••~-. sim~~~~t~~~. arid diffe:r:el'l.c~s ~d ther~by 
~:Jlcl~"s~~- t.h' leat;~1ng_ p;ob!.~s. of.IU~'Z.() $tuden.t_s.· .. ~ •.. 

carrying out of a eontrastiv~ analysi.s will be of great . . ... . .. ' 
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relevance to English ianguage teaching 1n .Mizoram 

since,: as Lado says, 

that 1n the -comparison between native 
and foreign languages lies the key to 
ease of difficulty in foreign language 
learning ( 1957 1 1 ), 

such e ~at will.. be usef\.1!.. -~ ( Y >. p~v~aing .insigh~s 

1G4 

lnto _ si~l.aJ~~i.e_s al\~ ~iffer~n_c-~s be_~we~ lang~_ages_, _ 

(~_) expla1flJ.ng_ &Jld p~,cj~ct.i~g_ probl-em~ _in_ L2 _ l~~~ing, _ 

and_ j3)_ Qeveloplng CO\lrse materials for language teaching 

(Oi~so~w a t·984 a ~8). 

~'-"'~e_ th~ __ :two lan,~ag_e~, i~ e .• _ Mi_~ an~ _ 

~g,.i~.tl-• ~e very_ d~t'f~r,nt_ (J:9m ea~_ ~ther in matters 

Qf Pho"Ol()gy, ID()l'Pt\OJ:99Yt syntax; etc., it _i_s l:l«!>P~ 

tha~ .C31'\ ~tiequat~ de$cr1P~1on 9f _ diffe~_M,ces_ ~etween _ 

EJlgl~stl _and_ .t4~~o _ .,~~d be t'}elpful_ 1n unde~st_an~ing ~t\e 

PJ."e»~l~~ tJ'la~_ M_i,Jo. $t~ent~ 9t the_ .eolleg_e .l~ve~ ~r~ 

f. acing wp~ ~~rning ~glistl• _ ~~_a ~ntrast~ve. st~dy 

of._ ~g_,l.1$h ~<.t.Mi_z_o ~s ~ar~~ed ou~, tb,, diffe_rences 

_,etween _t~e two ~ang\lages can, ~e d1 ~c:o,vered and the 

prediction of leame%s' diffieultie~ wil.l be possible. 
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Tbis will detemine _ wh<it le~mers have to learn and 

what tea~ers have t9 t,ach, aod. thus t.h~ results . . 
w1~1 b~ of gre~t help to ali concemed in the teaching-

learning field. 

. . . .. . -. ~s~~iJlg t~(lt .th..e.·_diff~ren~es b~~w~n 

~glish. E1Jld. M.iz~. ~~ ~b-• _JI)c~il) ~uses _of le~~g .P.~b.l.ems. 

_f().t ~-~o. lecirners, _ e1 con.~r~$~. in .. tb.e pl'lOf\oJ.c.gy,. ~~holQgy 
. . 

f1nd $yn,ax ~f the two languages are given in the se~tlons 

tba t follow •. 

two. soun~ sy.st~$ a~~ of. grea~ .. Pr.a~ti~al_ ~s~ __ fo~. pr~a­

rin9 t.~x.tb_o.ok.s• te.sts an~i.. e)(erc1s~s 't9. $UPPl.~.el')t ipa• 

d~qu.ate .. m~tcu;ials_ ~-d al~ _in diagnosing th' .P~bleJilS 

f ace~.t by_ tl'l, le_a~e~;.s (~.ado. ·• .. 1957 • 1~) ·P..hono.logi~~l 

CA _ha.s. 9ie~~-p;af:t~¢,al val~.e. wblch is: qll~an.:t.~h_ by 
. - . - . ,· ..... 

-~ fa~t t~a.t tb_E! ~~lc:ls.' .. ~Cinguages t.~d to ~l~y. SO\Ul~S_ 

prQc;iut;~_by ~-l.~tEI(IInUIDbel' of_ combinatioos of arti~ulary 

~~Citt~r,s• ... This. ~-~ n,ot ~u~~ls~g in. .vl~w of the fact that 

man• s vocal apparatus is physiologically uniform throughout 
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. 
~e. M)J:ld (J~es ,.19fi0 a 72~73). Aga4ft, 1.t Js ·al$0 

~· f·act that the speak.er of ~Y pa~ticul~. language~ 

U$es only a part ·of this total. range of _vari~t.ion when 

_sp~k~ng_ (CO%d~-- ~- 1_97~ ; 24!>)., .. The_ most 1n~~J'e$t.1ng 

t~~~ 4bout p:tonUil~~~tion o' language, ac~rc:ti_ng. to 

$~¢kwell. e1n~ Bo~~' i,s .. t~tlt. 9Ut _ Qf. ~be. enoJ:mQ~_s .P~s.sJ.­

b.i~i~e$ . .t.~. the. n~er a~d ~.i.\l'i~ty of. sounds .. th.~-~- ~umans 

CAA p~qduce~, "only·_ a. ~al~ fraeU.o~ ~f :tl)is_ po~ .. ~ial 

va1riety is. actually put to use in natural languages• . . . 

( 196~ ' 3), •. 

contrasts between tht Phonems· 

.... A~ _·meQtic;)[~ed .. ~arlier, . ~~c;h ,.\.anguag~_ of. .. 

the v.o~l~ h~JJ. -~~$ O.YI!fl. W')iqt#e $9Und $Y.stem .... Qiff~lien.t 

lf)nguag~:~ ."e"P~9~ ~ ~"-e . uniyers~l .hWJ1~. sound_ P()~entia_~ 

in d~ffer~t .~(lys _an~. _every l'anguage us~.s ·' P~.r~icul~ 

.s~.t of p~n~,s J.~tf'ord .. a. 1988 .a.198_}, .~ich_m~y _be. 

defined as the smallest contrastive unit that may bring -. . "' ~· . . . . - - . . . . . ~ ' ' . . . . . . . ' . . . .. ... . . . . . . . . . . . . 

ab9~t. ii~ .c.h¥lge of .. rnean.1ng \B.r'-9~~. -~<; .. GregqJ:. J .. 1970 ~ f?'J) • 

.A pbQ".eme .i.s a sou.nd &fld nQt .a :let.~~J.: ... ,Ptlo~emes exist in 

all languages of the V«):rld. carl James. says, 

The ·important tbing to be made in this 

context·ls·that objectively similar sounds 
of tv.o languagE!s can have diffell'ent func­
tional statuses; in L1 the differ~ces 



may .b~ diu:egar~ed .and the two speech 

sounds viewed as • the sane•# ·while J.n · 
. I 

L2 the same objective difference is 
upbeld as constituting a functional 
diffe~ence. This contingency is the 
cornerstone of contrast! ve ·phonetics 
and phOnology. (1980 ,,. 74). 
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n.1s. f:OlDpeiri~p .~s. _Ci .crl:l,~~al .aspac:t. of .t~e. _s~udy. si!'lc;e 

the two languages are very diffel'ent from each other • 

. ' 
so.n~t. phon~es. an~ 21. ~wel phon~e~•---~n~ud~g dipll-

~hongs. __ Mizo has_ El.l toc;Jether. 54. pt\onem.es .o"t ~f Vlb.~ch 29 

ate .eonsonan~ phonemes, 1J. are ·v~wei phoneme.s,._ 10 are 

cl~Ptlttlo~J9$ and 4 .are. t~ipht}loJlg~:;.. A __ Vf!J" ~po~tant fea­

~tae .~!Jt the. phonemes of ~h~ .two lang~ages 1~. tha~, 

while aspi~ation ·or. the ·.absence_ of.~ t do. not_~~k a 

change of meaning ~- f3nglish (Bright; rae. GJ:egor I, 1.970 I 

179). th~ use of aspirat~on i~ ~Z«:l ~onson,~:t phonemes 

changes the meaning!? 'Of words, e.g •. ~he un~~irated /p/ 

in li4izo /pair/ ~ean.$ :tt?loom•. r;berea$ tt1e a$P1rated .. . . . . ' ' . ' . 

/ph/ a~ in /pha:r/ m~ns 0.lep~r.•, •.. ~spira~~on.is dis-

tinctive in Mizo whereas. lt is non•d1st.1nctiv~ in_ Slglish. 

Tbe same phoneme /p/ in the English. word/pin/, whether 

a$Plrated or _not \t.ould still mean 'pin• and ·no other 
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thing'(]. The 8\glish /p/ and /Ph/ are never in contrast 

with each other, they are allophones of the same phoneme 

/p/, whereas in Mi~o they are_ t~ different pl)onemes. . This 

means t~at, where the sounds conc:emed are physically. very 

similar, an allophone in English is a phoneme in Mizo. 

A l.ist of. th~ phonemes ()f English __ and ~izo 

1 s giv_~ ln. _.~~e -~able b~lQW to f:i.nd o~t what_ ~he 'two 

~anguages ha_ve 1~- -~OJlliD~n. etnd_ wha_t. tt\~Y _ ~o not, .what is 

present in one language and absent in the other. 

&nglish 

/b/ ~!Jl 

/p/ pin 

/t/ 

/h/ 

Table - J 

Mizg Glgss 

/b/ 'be' - s•bean • 
/p/ 'pe• ·- 'give' 

/ph/ pe. ... • {lash' 

IV t1 - 'do' 

/th/ ~~-- - • d~~· 

,~,, tlara - 'run~ 

/th1/ thlan - 'grave• 

/t/ tia ... timid 

/th/ 'tha - good. 

/b/ ha • ... teeth 

1, M asp,rate ~rededing a vowel, ~·9• 

-''ha' (teeth),_ 'him' (safe)etc., 

11.. kl aspirate used with a consonant, 

e_ •. g •. , 'hria' (know),. 1 hle• (song) etc., 



/a/ dC)g 

l~/ the 

/m/ mice 

In/ nice 

/z/ ;oo 

/r; I sing 

·/I I late 
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1.11.. Not an aspirate,. but .used at 

~e end of a word or syllable 

~ denote. that the preceding .. 

vo_wel sqund is shortened, e.g!, 

•·hah' (tired) • huh' (wet), etc.,., 

i v •.. .When . .'1 t. ~.mes J;le.tween It/ .and /1/ 

a~ -~ . ''.thli'. .. (wind);, • ~hl_ang' .. 

((!~Oose) e.~.C:.•: it _is ·!\.Ot em .a~pi­

~~te bu.~_;-epr_esf3l)ts Cl h.i.s~ing ... 

so\U\d .. p~lia~. ~o . the _prol'\uncia­

~on of -~9h words (Lorraine : 

1.982 J ix) • 

·;. 

/Q/ dad. ... _ 

. li\izo_,_ equate /Q./ 

n.o /J/ in Mi zo. 

/tn/ mu J 

/mh/ hmu a 

/n/ nu 
/~h/.})h~ 

Ia/ zu 

/rJ I r-;o 
I hl he, 

/1/ lui. 

tl.h/ Ihua 

- 'to ~ip o~t'. 

and /~ /.. There is 

-· 'sleep' 

- •see' 

- ·~other• 

- ''j"~! .. 

- '''11guor' 

- • fa~:r•· 

- ···~usk'' \ .. .' 

- •·head' 

- 'precious' 



/v/ vine 

l s/ see 

IS/ she 

lg/ gun 

ldJ/ John 

I.~J I church 

If/ fine 

1e1 thin 

lwl what 

/j/ young 

-/k/ king 

/v/ vun 

I sl. sen 

- 'skin'. 

- 'red' 

Mi.zo$ equate / s/ ~d I . / ,, there 

l s no I . I in Mi zo • . 
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/g/ It is used only in. ~oreign words 

like 1 gw:ni·.! govt• • etc. • 

/d3/ It is us7d ~mly in .. forei91:1· 

words.like. ~ jubile~•, 'Jehovah'~ 

'Jc;,hn'; .. etc.; 

ltJ. I chi• 

/f./ .fing .. 

- •salt'. 

- 'wise• 

There is no I/ in Mi:z.oJ If/. or /th/ 

'is.used in its pl~a~e in the pronur:'cia­

t~on of Ehgli~h wor~s. like 'thin•, 

'thj.nk 1 ;, etc., 

There ·is no·/wl in Mizo except when 
used with /a/ -aw 

·This again is not.·found in Mizo; /il 
· is used in its pl~ce• 

lrl rj.a - 'sl~der• 
.. 

rhia ·/rh/ - 'know• 

/k./ kum - 'yea~• 

/kh/ khum - 1bed,L 
:.--
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this is not found in Mizo; 
/s/ or /z/ is u,~ed in 1 ts . 
place in the pronunciation 

of such English Words like 
•.measure• · • garage' ·etc. • 

from. the above 11 st of English and M1 zo 

p_llot~~es_ 1~- become~ __ cl~-~~ :tha~. ~ertain SOl:Jnds. are found 

.~ra orl~. languag~_ wb~ ch. -~~ a.b~en_t _ ~ ~he _o_the~·- . The _ . 

, P~Qb~~s of M~zo $tu9.~rtt~ wi.ll nQt l.ie on. so~~ds which_ 
. -· '.. . . . . ' .. 

_a~·e_ p~e~ent ~-,t~izo_ aJ\tLab~ent in _Blg~i_.s~, -~.~t OJ\ thos~ 

so.unds _t$ich are prese.n_t __ in 81gli~h_ put_ -~bs_ent __ itl ~zo_. 
. . . . . . . 

Sttch sounci$ _o_f ~gl~sh _fp_r which ~~eJ:e __ are __ no _ equ_ivalen~s 
- - . . . . . . . + 

- • r 
in_ Mizo wi:ll pose_·_pr9bl~s __ f_or_ ~izo _.learners of English.·: 

Jh~ diffe_r~ce~ J,n tile: _sy~:tem_of phono.l,og~_9al di~tinc~ 

_t.ions _will. pos~ P:r:obl.elll.s ~n.d ttl~ _resl.llt_ may be f~lure 

~o d.1,ferent1 .. ate betyve~m. _tW9 pt\on~es_ o_f __ l;ng,lish, or in 

:the __ id~ntifi~ation of anY.of the_ t~ _phor_1emes_ w:1,th a _ 

ph_p_l)em~ etci sU._ng in Mizo but phonetically differen'- from 

that of cnglis~ • 

. for J,llaJ'ly Mi to. ~earners the con sonant 

phonem~s of _8\gl~sh }~ke _ I~/, lil ,. IJl • .ls-J,, /j I, 
/dj l which a~e abs~t ~-- M~z~ po·s~ problems ~ per·c~p-
tion ~nd produc_~o~ • ___ ' _ Th~ prob~ems in production often 

give ~he Mizo.le~ers~ p~onunciation a Jcind of foreign 

acc;eJ:l~- which is usually due to a wrong phonetic reali-

' (I' 

~--· ; 
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zation, and also result in. a change in the meaning of 

their speech. which Lado ( 1957 a 11) calls' production 

distortions•. Mizo leax-ner~ are of~en found to equate 

I'd I. and /d/, IS I a,.d Is/,. I 31. ~nd I sl or 1:.1, frJ I. 
a~d /f/ o~ /th/, /j/ and ./i/ ,_.an~_,_ mor~ often than not; 

/d}./ is ~eplaced by I zl~ . Fo~ example,;./ ~i / be~.n.es ... 

/~a{,_ IS ipl _t;>ecom~-~ l sip/, /ple}~ I _ ~ecomes /Plf$al or 

/p').e~a/, lrJ ~nl becomes ~~ ther ./fin/ Qr /tbin/; I ju/. 

bec;om~s /11J/, and_d3et/ become~ /:.et/ •. SUch_ problemEJ. 

l.1ke _the cmes men.~1~n..~d_ ar_e ~ound to be ca\l~ed. by '~1-

fferenc~ in._ th~ syst_em of p~no~ogic;a..\ .c::S1st1nc_t1.on_s; . 

when ~ ~r~e,J.at_iQn . ~- .:tile_ -~~get lal'lguage has n~ egui~ 

.V~ent ~n ttl~_ na~ive_ l~guage~. (Mach _l 1971 ~. J03)• J~t 

may be pointed ot~~ ~ere_ th_at tt)e _clo$e,r ~wo. pl;len9~ena 

~~ relat.ed pl)of_le~ica:l~Y .. in_. ~he_nativ.e. 1~.9U{ige. and. .. 

tal;'get lang\,lage, the m_o~~ e~sil_y. Ejecond language l~arner$ 
I 

col')sider :th~ to .}?e equa~ 91'- eQl}ivalent (flege a 1987 a 

47--6~) (Major a 1987 J 101-124). 

5.2.-2 §Belling and Pronunciation 

The difficulties of Mizo learners .. ' . . ' - . . .. . . . . . . . ' - . . . . .. 

~'gill wit~. :the .. ~.911sh pho~o.logy.-_ ·The real. sound OX' 

power of a l$tter of the Slglish alphabet 1s not always 
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the same as the name of the letter 'AOUld indicate, 

and the real sound can only be learned from a teacher. 

Studer)ts who qome -~c~os_s some_ strange so~nds of Slglish 

~~ at first likely to p~rceive th~ a~ varial)ts of the 

catego:ri~.~- -~f. sou.nd~ ~-n ~heir native language•. Students 

who are unawall.'e of the existence of certain sound di stinc-.. . . . . . . . . . .. . : ' . - . . .. . . - . . - . - . . ~ . - . . . . . . . - . - . . . 

to~ons in_ th~ t!lrge~ J.apg\Jage ~e \Jn~~kely to _pronounce them 

co_; rec~ y _ ~~~ep:t_ l)y .. ch_an q_~·- l'be _ .sound_~_ c;>f _ ~gl_~ ~tl wtti ch 

have no_ count~;pat1ff!l, ill_ ~-e st\Jci~ts•_ .lJa~~ ye_ ~~-g\,lage 

wil_l be diff~cul~ ~- ~~s~i:n_g~_is.~~·--· Fu~th.~-~; .se>un.g~ .. o~ 

E;rlg~ish f()r .W.hi.¢h t~~!t:e -~e_ appa;rently __ si~U~. -~unds 

in th~ na.tiye_ ~~n~_a_ge,m.ay P()s~ prob,l._ems as .9r.ea.t; 

~r e.vell. g;-e_~t~;r, t~~n.. ~hose. ~()~ds. f~~--wt1t-ch there are 

no corresponding sound~ (Rivers, Temperley a 1978 a 162). 

The_ :d~ff:e~e.!l~c;e .b.e~~~ell~. th~ _ty.o .l~l)guages 

(Miz9 an~ _e"\g~~sf:l.L .~n .:t.f:le ~epr~sef1t_at~C>n: .Qf pho~ern.es in ... 

~he ~.t. tt~. ~_ang~age ~ay. ~~~ul;t irl .. pron~llcl.~tiog .anc;t ev.~n 
...... 

$P.~l~ng _ ~rro~s. _fo~ .. ~tud~:ts ~ho .~e ~ear.n~g. m9st of_ the 

tim~ _ thrQugh. r~~i~g ,._ ... 'I:h~Y. ~~ ~~kely_ .1.9 _ P.J;'Qnoun~e or 

.$P.e.\l_ wrQ~gl.y·. th~ pbon.~es tha:t .. ~.e. ~epr·esept~ci in __ S()me 

partt.cu~ar WilY. in the _na_tive _laf.1gu~ge c;md i"deed so01e- .. 

times by phonemes that are not pronounced in the target 



languag·e,: e.g._ Mizo aspirated forms of /I,JD,,n, , 

r,t/ are not fo(~d in English~, 

17 4 

There are considerable differences 

}:)e~w~en MizQ 9fld _l;hglis~ ~0- matt.ers of $pellir)g __ and 

p~ol')un_ciat,ion.~. ll'l .. Mi~o; wo~~~ _are sptal,~ exaQt~y ~s. 

they are w;i tt~ and _ ttu~re_. ~e no_ siler)t _le~t .. ers _un).ike 

in Slglish. In English. on·e finds many instances of . . ~ ' . ' . .. - ,- . . . . . . . ~ . . . . - .. ,, - . . . . . . . ' .. . . . . . . . . . ' . . 

iucon~.,_steocie.s cmd di~~~ncie~ -~ ~~lling and pr.o-

. n1Jtlciation. There_ a;re_ ~~Y silent l!:ltte~-~- ir:'l Eng_lish 

'M)J;Q~ like /b/ 1~ _th~ wo~s 'do~bt!., 'comb', __ •tomb_'· 

etc40, /h/_·i.f.l 'cllasm_•:.,. 't1on()ur' etc., /g/. J.,.n'~p~i_gn', . " ,. . . ~- . . . - . . 

' ~ign', e,tc. , I g/ and /b/. 11') 'ligl:l t' , . 'c.aught ~ et.c •, 
' • -· ... _.' - • J -· • • 

/o/, /u/ an.d /t/ ~n 1 bou_quet'. etc;., /u./. and /'t/ ~ 
<I • • • • • • • .• • • • 

'to\lrr:liquet•,_ etc., /u./ and /e/.in •vo~e•, 'plague', .. . . . .. . . . . . . 

'.to.ogue:'.•. 'queue•_,_ 'un.iqu'e.' etc.,"./r/ in 1 h~rt•_, 'burn•,_ 

et~~- C)n_e al~ f_~nd$r~ni~sin_g __ let~4;t.Jt$ 1 1n:.man.y 8lgl~$h. 

wor~s_like /u/ ~. 1 \J$9 1
_ ;, ~DlO()d 1 _etC.•:t ,_/n/ in 1 comp~rO""" 

ller'., /f/ in_ ··•·ph9ne~i~~·;. /1/ in • aesthetic'· etc., 

/p/ in 1 hiecough'.,. etc., 

. Agail'),. thf.lre are many instances of English 

words of similar structure having a diversity of sounds 



like 'bough' and • rough' • • though' and • through' • 

'heard' and 1 beaxd', •mother• and 'bQ_ther', 'lead' (n) 

and 'lead• (v). 'but' and 'put•; etc., Inconsistencies 

su~. as these ~n. Engli~h spelling and pronun~iat1or:t are 
I . 

-~ $O.Urc~_of. C9~fus~_~r) _to __ Mizo .learners because they_ have 

. nJ~ver. en_~oun,~~~e:d .. Cll1Y~hing. ~ike th~JD.. 1~ .. th~~r, n.~ti.ve . 

l.an9~~ge •.. R~ga,rc:lipg tilE! ~p~lling and pronunciation of 

English _,rds Bloomfield says. 1 

ln· the· case of· eiD,, ·our alphabet! c 
writing· represents · th·e 3· phonemes- · · 
by 3- letters,..f.· ., ! ·and· n , ·but our 
cGnventionsof writing are a poor·­
quide;· ·in ·the word thick, for· instance,· 
our· wri ti·ng repre·sen·ts· the first phoneme 
by the tv.o-letter group .:Yl and· the third 
_by the ttNO-letter group _s! (1980 1 79). 

~uc:~_incQn·si~~en.~~~-s_men~(;)f1~ci at?ove aJ"e_ by nQ mean~ 
I 

~xhau~ti_ye .b\Jt l!ler~ly ~l~u_s~ra~ve of .th.~ _kind of ptGQlems 

woi~tl ~:re J.~kely_ .to ... conf)~·~n~ Mizo leamers of English. 

To quote Bolinger and sears, 

no other spelling ·system in the \\Orld 
has been- the-occas-ion of so ·much ama--­
·zement, · fru-stration, ·irritation, sarcasm 
and cold fury as that of English ( 1981 s 
1960. 



Intonation Pat,erns 

. The .fir~t remarkable. difference betwe·en 

Engli~h and Mizo· J.ies in. the~r respective use of tone o;r. 

Pi..t~h· Engii9h is an intonatiQn _langu~g~. INhile Mizo is a 

~Qfl& leinguage. _ Er\gli~h. ~-S~Hi pitch in_~ ~ay en t~~ely diffe~ 
.I'.~t -~;"Q!D _Mi~ •. P~t.ch_ plays an ~po.rtant role in_ both_ tone 

an~ _in~l_la-tio~ .. Aanguages but functions in different ways 

( fromk.in; RQdman J' 1983 : 95) • 

. ~gJi.s~ __ \lS~.~ p~_~ct'l.as_part of. tile sen~~nce 

.an~ _ph~~s.e ~n~ no~ _a$. pa,:.t_ o:f the_ worci.• In other. words, 

Pi.t¢~ ~f. a .worc;t ~s·_f'lqt_ partoJ ttl_e word_. _(Lado. ~ 19~7 .. : ~6.) .• 
' ' 

I.~. ~s_ u_sed .. ~t _the ~_ey~~-<l.~ .\ne _$ynt,~~ __ and it_i..s. d~s_tribu~ec;i 

ov_er __ Ph.r~ses_ and sentenc:es_ and nQt .a~ta.ch~d ·to ,jlny part:i.cu-: 

1 a,r _ wo~ • . In J:ngli_sh 1 ~ .do~s _no :t _m~_tte.~ whe~he:r the W?l'd 

'c~t' -~s .s~~d_ \'d,~h .CI ~ig~ .. P~t.ch Q;r_ a :!_ow P.~t~t) }>.~c~us.e;. 

hig~_ .9r.}ow, ~,t_ .wUl_ still. rne~1 cat~ _and ._no o.ttter ~h,ing. 

(:fromltin; Rp~~\'!~· .. 1.9.8~ _ '. 93 ).,_ . Tpi~ _means. ~ato .. Pi. t¢h in:· 

Engl_i.sh ~s. n~-~~ph~nemi9; ox:. ttJat p~t~h ~s _n~t.us~d to di~. 

ff~r-~t.ia~e IJl~an.~ng_s .. ~f. Wl>~<i.s• _:Thu_s; on. .. :the_ wp~J.e. ep_g).is~ . . 

~ntc;m~U.on. ~OJ1V~Ys at~t:ue!in.~~- C!r .. ~o_t19r:tal .. meat:ling_ ?ftd .. ~s 

VE)ry_~losely tied~ ~.he·c:ontext_.o_f ~n ut.terancE) _(Broughton, 

G• etal 1978 l 55), an·d words do not change their meanings 
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regardless of their pitch-scheme (Bloomfield a 1980 : so). 

14izo,_ ()ll the other hand, is a tone lang­

uage where _variations ill tone .and. in tonatior) patt~rn can 

c:hallge. the ~ean:i.ngs of. ~o;ds a[ld utte;anc;~-~· M~zo uses. 

pit~h. a$ part of . .thEt ~;ct •. ~lt~h i_s pho.nem~c.in _Mi_z() in 

~1 st~ng\J~ shing wor4is fr()m e(lc_h qthe~ just_ a~ con s~mantt? . 

an~ vowels: do~ A. pa_r~icu:Ia~ J?i. tch 1: s 4seci. _fo~. a p&;ti~\.1-:­

lar word and the change in pitch either from low to high; . - . - .. . - ~ . - . . - . - . . "' . - - .. . .. --

high to ~ow; fi!ll ~.rise .o.r. ~ise. to fal.~, . ~omplet.ely 

c:h_ar)ges th.~ meaning of a. worci.~ .... We hav~ 01en ~ione.d. above 

that in Ehgl~s~ ~~- do~s no_t ma~1;er if·. tt:le WQ~d .W is 

~aid wi~h cmY __ pii;_et:t_ vmether. h~gh o.r low •.. But in Mizo this 

.change of pi~~h.ma_t~_e.t:s. a. grea_t d~J. be!Jause i:t bri_ngs 

abo\lt a. eh~ge of_ meaniJ'lg-' . for. ~x~p~e, .if the Mizo word 

'bein' is_sa.id .INit~ ~low pit~h .. l.t mean~ .'the Engl~sh wo~ 

'P~st' (o.f _a_house), ~.f 1t .. 1s. s~i.d ·~~ _ahigt:t pitet) it .. 

~~ans 'st~cky', with. fa~lln9 .. Pi.~ch lt m~ns ·~ reac:hout 

for ' etc! .. Th~_s m~ans. ~~t_pitch: in Mizo.i,s ~.sed _at. the . 

le.v~l_Qf ttte lex~~· .. Eve.t:y_wo.rd j.n Mizo.has_it.$ O.Wl'l pitcl:l­

sc;heme~ . thus pi_teh ~ll Mi.~o. h.as. tb~ status e>f a. c:onsonant 

or. a.. _vowel .. iJ). bri.ng~g ~bou.t a ehclng~ in meaning. It is 

distributed over morphemes and words. The high tone of a 
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given M~ZG word belongs_ to. that particular word and 
.. 

~eryes t9 identify ~he particular WC>rd and distil)g~i,sh 

~ t from other wo~ds• ,, 'J;'hu$ tonal langu~ges employ __ varia~ 

tio(ls in pitch to dist,ingu1 sh the m~aning of otherwise 

identical words (Klein : 19~6 ~ 70). 

The. fun~Uon of in~on~tion in __ J;)lgli_sh .is. 

basi~~~ly __ yety ~ifferent from its _role in. a ~n_e_l~_guage 
.. 

{Bro_ugh:to~ •: .. et a~~--. 19J~. -~ _5_4,) s~ ~uct1. s_o tl')at. sp~ake~s of 

~- ~nt;}_lan_g~~g~ hav_e_ pr~.b~el!l.S _$on l~l'f\~9 ~hat. variations, 

()f pi~~h .1~. th~_ foJ:In~f 4.re onl_y used _to d~~tingu~sh dif.fe• 

rent. g~anuna'i.~_al f~n~~on ~ _li~~- declar_a~ive ver.~us in~er­

~ogativ~ _s_el\tences, d~fin_~ng .versus non~efining rel~tive 

~~au~_e$t. aJ'ld so o_n (O?rder __ a _1-~7~ s 25_2-3)~ A_ high"1Pd 

.. s~~-~c:~e it:' ~h~ ~dc;t1-e .~f ~- sentel'lce .. 1~ J:nglish is _n()~ 
. . . 

'~:\.tac:h~ to a particular word a·s is the ~~s~ in_ a tone . . . ' " . ~ . .. . . ... ,. . . . . ' 

)..angu~g~- ~~J,te MizC?•. but t() _tt:l~ pos1~1Qn in wh~ch __ that_ 

wor(j. ~ccurs.- ~- high-lo.w -9~"-"enc:e at the er_1d ()f a . sen~4mce . ' . . .. ' .. 

1$nQ~. th.e. f_e~ture ~f .~he .WQrd at ~~e. eJ1d of a sent~~e 

put. ~-.-~~a:t PC?~it.1.9~.1~.s~~f· The same word.~ wil.l.have 

.. dlJf~~'.«.a.t .. P;l.i;~hes .~:Is~~~J:'e!· . _The .~~ker of_ a .tone 

l.ang~ag~ _l_e(lr,n~ng can. in~natio~ 1~_9\la_ge li!te Slglish faces 

a. --~~_riot.~.$ _problem and. is likely to attribute. the pitch 

va~ia~~ns to ~he w~l'ds (ca~ford -a 1988 : 45~47) or even 

use pitch at regular intervals when speaking •. 
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A tone .language has the added complica­

tion in that it has an in~nation system over and above 

th~ tone sys~em of its own; that is,it uses pitch in a 

way ~imi~ar to ~n intona~ion ~anguage (O'COnnor 1 ~983 I 

J92), (,1.,.ado : 1957. 1 47) •.. ll:tus. it. c;an be $~1d that 

_unliJte .. a.n . in tonat~()n l~guage~ a tone ~af.l9'1.~.9e. \:~Se~ 

pi~ct),at th~ le?tica~ l.evel as .. wel,J. a~ .. ttl~ synta~tic. 

l.evf3l• How~ver, ~he .i:Jltona.t~on .~Ys:tem.of_Ci. t~fl& laf\g-. 

~age t~nd.s .'t<;l b~ 9. simp~ e .. o~~ li~1 ted .. to tiM). addi tion.al 
' 

pi tc;l) phonen1es w~ich occu~ at phrase and sentence final 

points (Lado a 1957 a 47 )., 

5.2.4 .Qmsonant and vowel C).uste;s 

. The next '-"ema~~abl.e d~ffe.~ce. i;»ett~J.een 

)ingl~sh. ~d Mi.zo .1.~ ~n. their systems of. ~ombinat~ons of 

ph9neme$ •. ~act) l~ng~ag~ _has diffe~err~ ~ul.e.s. g()vemil'\9. 

!:h.e. se.quences of Pllo~emes ~J'\ichfllay occ~r ... and. which may 
' ' . 

-'ltcl:t• . l'h~se diff.ereJ:!ce~ dep_enc;t on the, ~xten~ ~f? w"'~ch ~he 

two lan.guage_$ p_ermit consonant ~lusters to occur at the 

beginnings or ends of syllables. 

The. type of .cQnsop~nt cluster permitted 

in English .~re __ sl:J~jec.t. to ,.co~strain~s _·((iimson a 1980 a 237). 

Also the number of con·sonants that can occur initially and 
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finally in syllables is subject to a similar constraint 

(Taylor a 1,995. a 5)a Engli~h pe~its initial clusters 

of either two or 

i' 

and either two, 

. ····,·· 

three consonants. 

Play; sky, (CCV), pl 
' 

sk , splay, 

screw, (CCCV), spl • skr . . • 
three, or four final consonants.-

•'. . ' ... 

aslt, apt (VCC), . . . ,· . . . --~·----p~, as_k~, 
__ skt,_.. _ __.l.~~. glimpsed,. ~~k$, (vccc), 

waltzed ( ccvcccc>_...,Jmp st, 1 tst • 

'filer~. ~r~. _Qnly .9. -~i.f.feren~ .~i t~~l. c~~~~~r~_J):f. 3 C.~I)SC?nan~s . . . . . . . . . 

1~ .. J:n9li~h:•··. lh~s~.-~J'e /e,p)./,/_sp~/ ,I spjJ~i:t~t._r/,_. I ~'-j/.,. I ~~1/, 
/~kr_(, /~~/_apr;i_l~_j/_~~ ir\ __ splay,- ~~ay, ~ew, stray, ste~, 

sclerosis, screw~· square, skua (Catford a 1988 ;· 208 1 210 ). 

... _ ... ~e (c;,cc) .. V (~CC~) .. J~~~ct\tr~ of the Blglish 

syl}.?.b.\e -~~ the mQst ___ gener~l stateme~t .. Qf :ttlf! p~~_sit?i:l_ities 

~f. s~qu~c-~ ... (Q'COJ1n()r _ _. 1983.. a, ~29 ).,_·_ ~d _tu~th words and 

syllables may begin with consonant clusters• 

. ·,· The. v~we.l.~ may occ~r. alone, a~. i~ .,-_are 

/aa/ (v), o;r_ I ::la/. (v); ~r __ /3•/. (v),.l,/a~/ (.vy), ow~ .. 

/~c;/_ (y,)_· ~af /ia I ('l'f)., ~ir ./t.?J/.(vv) l'lour_/au~ I (vvv) 

etc~; or they may occur with consonants as in, 
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fire /fai73 /, fired /faif!J d/ .(cvvv,cvyvc) 

layer /leia I,. towered /tauad/ (cvvv,cvvvc) 
.o 

mower /m a y. a/, lowered/ /1 a u ~ q.. I ( cvvv, 

c:vvvc) lawyer/I~ia/ (cvvv) etc., 

VIi t.hin the f:t;ameworl< of the_ ( c~c) .v (ecce). 

~tru~~ur~ oJ. th~ .English ~.\lal;)le we ne~. to 1tnow. which of 

~he ~9f\~()nan~s. c~ .oc:cuJ:' sir:-g.J.y or in clust~rs b()th. ~efQre 

an<,i c:lf.'~e:r .. th~ \'9W~l. wt\l~h .~s th~ c:ent~e. of the -~y).~able. •. 

All. co.nscm~ts ~cc~r s~.gly before the vow.el_ex~~pt I') /1 
/3/. is rar~ but does.app,e_ar_in rec~t_b()rrowin~s.like 

'_gigo~o' /3ig'd Ia_u/J. 'jat)o~.' ./3aE:b•ui. _Clu.s~ers of two 

C()nsor.t.arits befor~ th~ vowel. .haye one of t~ to~m$.,. I sl + c 

~n.. • s'«;iY' I ~te~l, . '.swif1l'lsv4Jn/, .. •: $.\. ~ep '/ ~1 ~ p/, et~.,. ~.r ~ .... 
/w,j •. r. ,1/. as in. twirl./. tw~n/, • beauty' /bju 1 ti/, . • ~eam '/krilf!l/, 

'pla~n' :./PJ.ein/ ,_ e~c., but ~11. the .Po.ssiPi..~~ti.~.s ~uggested by 

~l'l~se g~er,f!ll. ~o~ulae ~o nQ~ o.c~ur _in. f~c:t; . clu .. sters of I sb, 

sr, s.S. , .. t-!,h~,f'!V•. Jj/,,et~., ar~ l)o.~ possible in. En.gl~sh •.. 

1~/. dQes n.ot. o~cur. ~n.. in~ tia.l c~u$t(:tr.s, /v/. oc_c\Jrs __ only w1 th 

/j/, as. ~n '"i~\\! 1 /vj~l/, /h/ on.~Y. with /J. .. w/ a$ .~n 'huge' 

/hju,dz/,. 'whif:h-ll'lvvi~J./ an~ /w,j,~/.a..r.er•//)t found a~ the 

fAr~t. of .. t\VO. con.sonants... The three-term _initial cluster~ 

hav~ .Ci m~re. ~e.s..tr_icted form which is a combination of the 

general two-term possibilities a the first consonant must 



be / s/ and the last must be one_ of_ /w,j ,r,I/; the 

middle consonantis one of /p,t,k/, ~ga~_not all 

po ss1ble combinatiO~$ of these occur, e.g. / spw, stl, sf j/ etc 

(Taylor : 1995 1 6) • 

. . Con sol'\ a!) t cl.u ster .s _ after the vowel ar~ 

r~u~c;:·~ m~-'e. ~~pl.ex. . tt:tan t.~~ ~e _be_f_o_re, partly .t;»ecau.se _of 

~he ~act ~hilt $'lglish_ ~iik~~ g~~a-,.i~a.l: _ U$~ o~ .c()nso~an .... 

t~lc te~1nations_ ~~- ~xpr~ss pl~r~l, past .t~s~ al)d _ordinal 

number~,. _as. ~n •_te~ts', .which gives/ .. -: .~.sts/,. '.Jinxed~. 

/. · -')tsV _ar:a~ .. ~_xt~.l ~-- ~~&./.;1flo'-eonnor_ a .1983 , __ 229~0). 
(;c)ll_sonant cluster. a can_ c~u~e ~.ev~.r~ ~f(.i~ul tie~~. fo_7; some 

~~~rf\e_r.s of ~9J..~.~h .becat~s~. l:a_n9lJag~s .. varv. _w1df3~Y .ill ~heir 

~Y~~ab.l~- struct~re and in t~.e. n.~b.er. af\d k~nd of. cl_u_ste~s 

tl)at __ t)ley al-low.,_ .. Mos.t l~guages )lave. a somewl)at simp~er . 

~yll ~bl.e. _st~;u.~t~r~ _ :t~~. 8\_gli sh _ an9 .. speak~r.s o~. suctt lang­

~ag~s. fa_c.e a _bewi~_Q_ering ~rr.~Y .. ~.f. un.f~i~~~ ~-~~ters. when 

~.h.~y -~~-~. S,lglis~.--. ~(f~_cu.J.;t1~.s .. _with CQI)S()n.~t cl~H:;ters 

~an ~ead -~o_ a la~k ~~ fluency wl)ich is ve~y disturbing to 

the listener (Taylor a· 1995 :6)_.!. 

_ .. Th~-~yl~Ci~le.$~J:ucturEt ~f M~zo is "ot ver:v ... 

complex. It is noteworthy that the language has no consonant 



clusters but only vc;>wei _clusters.: A consonant i$ always 

followed by a vowel. Words can e·i~her· begin or end with a 

consonant. Siinilarly· ihey can occur at 'any position,, the 

only restri.ction being ~hat there can be a vowel_ cluster _but 

r}()t a con.sol)ant cluste~,. syll~ples lik~ CV'!Y. (hu~i 'br~ve') 
·, 

• ~i}. • 

q;r CVVC _(bauh. ~-ba:rk'·) 9r:,VW (Q._ai· 'dlfOQP' )_are. po~~t»~e;.. but 
. ' 

nQ syl_lai)le. h~s mo~e than 4 ~C)Qlpol)en~s .. _ (lenera~~y,_, mo~t .... 

wo.rc:ts. are .Pl~de. up 9f on~. or t_wo_ sylJ.ables .... A vowel clus~er 

h9wever, ~an no~ h_ave mor~ ~h«Pl. 3 vowel~. (lool'_z;a_~. a_ ·19~ ),.;, __ 

The vowel, like in BJglish,.. ~n.al,so ()ccu:r ~one,,_ et~.9'!' .•. a~.t· .. . . ,; .. . ' . . . ' . '. .. 

vowel Clusters ·are ·a. ' : 

ui luil (vv) 

ei ·I ei/ . (vv) . 

···~Qg'· 

• '·eat• 

~_aili~i/ (vvv) · .'b~_ d.is~a~sfieci (with)'-

uai /uai/ {vvv) 'droop' •• 'w1 ther• '!'· 

: . \ . . ~. ' . .. . ' ~ . .:. -... . -

' 
. Th_e folJ.c;»wing _ t~-~1.~~ shows the .. sy~lal?le ini.-

. h Ih. . . 
tial con~onante in Mizo. Con:son~lltsl~e/ '?_/! (t /, /~hl, 

h h .. 
/r /., In /, If)/ etc.,· are found to occur at initial positions. 

,;\I ,. 
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Labial~ Den. tal g Alveolars Valars Back 

Stops h . p .,p,b h t ., t,d b t ·,t kh ,k,.(g) 

Affri- ch·, c(j) 
-cates 

frica f·,v -~·~. h tives. 

Nasal.s 
h m -,m h n ,n l)h.t9. 

~a~ez;al 
uh,ti Affr1 '•·, 

ca~es. 

Lateral h l ,I, 
. - .. 

Flaps rh,r ' 

J.t .who~ld l>.e no.ted:tba~. Vt)l?Z./g/ _and_pa1ato~alv®lar/j/ 

are not fc;>und in Mizo except on foreign words (Chhangte i 

1989 J 20•21) 

T~e .. follow~_g __ ta.,le ~bows th~ Mizo conso­

nants which occur at the final position t 

I§ble .. 3 

.Labi k 

S:tops · p .t k h 

N 

r h 



The syllable struoture of. Mizo. unlike 

~gl~sh, is ratt\er. simple. While etgli~h allows consonant 

C.\.uster s of up to three 1n initial positions and four in 

final. positions; Mj.~o .d<?es not have any consonant clusters 

e~~her a~ th~ b~g~ning, middl~_or en~ of~ WQrd or syllable. 

I.'Qreover• .~m.e .segmel)~s. _of. sp~ech. -~()Uilci~_in __ f)lgli~h likf:l /I/ 

and /ra/ h~Ve ~ ~~al r9~~- in the. laf)guag~~ That. isj, . ~metimes 

/I:-1 and /n./ b~have non~w~labt.~alJ..y liJte. ~~nsor)ants, ~n(j . 
I 

s~me~imes they b9~ave ~ylle)bica1~Y li.k~. v~w~l~. For _example, 

.1~: words ~ike 'l.9t' ~~~~/ and 'no.~' /n~~/, ~th /I/ and. _/n/ 

are_cons_onant~.()~.non-syllabic:9on.toids, ~he~~s 1~ 'bot~le' 

/b9t1/ and 'b~~.t()o' ./~" tra/ theY. take on a _syl_J..abic role~ 

The_ syllabic. struct\;lre of_ thes~ words is therefQre c;vo1.. 

- (Tay_l()~ a. 199~ a _7)~ M.any Mizo le~rn.er~ may_ avoi<;i syll9.bic 

/i./ .. 'lnd/n/.by ins~rtirag~_a ~w.el to ~ake .<m the ~yll~b~c 

func.~~on, f!!•9.•. /b:>tl/ may become /bJt":> I and /b"tn/ may 

become /bf\t -:J n/. 

J:llvironment of Phoneme Occurence 

~l ~anguage~ have ~n strain ~s on the. per-

011 ~ted .sequen~e~ ()f p_hon.~es_, though dif_ferent l~guages 

))a~.e. ~iffer~~. ~ol)strairlts and the. phonemes of a language 

cannot be strung together in any random order to form words. 
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The phonological systems of difterent lan~uages 

determine which phonemes can begin a word, ~d a ~rd,. 

and follow each other (Fromkin; Rodman a 1983 a ~-~._82) • . 

The .sounds of a language are referred ~ as be~ng condi<!io 

tioned by _their. environment which influences .the s~lec~ 

tion C!>f a p~tict~lar unit; at a _given p~aee in ~ utt.e-. 

ran~f:l •. and thu.s restri~ts 1 ts occurence, or di atribution 

(Crystal a 1985 a 110 ). 

The ~.vironment_of phon~e ~~~r.~c~ in 

J;ngli sh. ;s. diff~ren t_ from Mizo .• ... ertgli.sh may. perm1 t CeJ:t(lin 

~Jeq~ence$ of. soun9s .. ~t one or anothe~ po_si tion .in the. WQrd. 

whi_ch _may no·t _be permi.ss.ible. in Mizo. S'lglish phonology .~as 

~ound~_whi.-ch a.r(;l either in (i) fr.ee variation o; (11) com­

p).emf:}ntary distribu,tioq (O~ CO.I\n()r '. 1983 .~ .1 T7l• Two sounds 

of ~glish Qlay o~cur _ ~n .t~e. ~e .~nyircmment. and never be 

~Us~inctive.- TJ:l~.t 1~, ()ne. ~und may be_ sul?st1 tu~ed for 

~o~hElr. ~ a. g_iyen .enVironmen.t with. no. cc;»n.$equen.~. ch.ange 

in the word •· s .meaning • . An exa01ple of two pho"_(:!Dles _in free 

variatiora w~ll_ be the ~ni tial vowel 11) the YrO.l'd 'economic$', 

which so~e people prol)ounce with .an /1/. so that it becomes ... ~ . . . ~ 

/i&kdf:l~ m1~~/,. wh_il_e others prono':ffice 1t with an /ffl so 

that we have I ekaromiks/ (fromkin, Rodman a 1983 s 8' ). 

~~ 
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A similar example is the ltl sound at the end of 'Good 

night' I gudnai t/ which may or may not be ~xploded, but 

even so the tv.o sou11ds do not make a difference of mea-
I 

nin_g though. they occur. in the same enyironment (O'Connor : 

1983_ 1 1.77 ). rtter~. ~re_ alSt). ~ounds in __ fl.lglist) whi(:h never 

f)cc'-'~ .in the ~~me env'-romnent •... for exampl~,. the voi~e~ess 

a).lophone of. ~he_ l~l phon~e o~curs_ aft~r init~al .. I ~I• ~s 
~n.. ~~l~ep~_lsli:p/, _and the v~ic~ allophor:-e.is_ excluded; 

ccm.v_ersely,. l"$.1 is u~~ ini_tially when_ no I s-:-1 pr_e_c~es 
.':le~p•· /li :p/_~ .Jh~. ~~ s~und~_ Qf cl~ar /I/ .and_ da~ _/I/. 
a_$· w~). a.s· -~he vo~celess. asp17:ated s_tops like /p~/ ,/th/, . . ~ . . . . . 

. /'~.~/ in./Phi~/, /thii/, ·an~ /k.h~l/t an~ th~ vo~celess 
~~aspi:r;ated s_top s /p{,/t/,. /k/,. ~n l~pil/, / s~il/, I ~kil/ 

·are all. '-n -~mp~~entary_distr~})ution. The_ f~ct .. ~out 

.@l gli sh p t1on()_lo_.9Y ... i $ _th~ 1:. asp~ r ~-t~ . and. non !ClSP~~~ t~ .. stops 

are_ i,.n . ~OrnP~ .. emen ta.ry di,. st~ib~~on; .. v~ic:eless_ st()ps ar~ . 

al\Vay~ a$Pir~ted. wtlE!I\ ~h~y o~cur at the .. b.eginning_ o_f _ ~ VDrd 

b_efore .. s~es.s.e4 YO.V\fel s_; ~d vo~celess_ s_tops .a~e alway~ 

\l~~sp~:rat~ a~~~r. an. in~ tia~ / s/.. _:(he ph~n.flllle /p/. ))_as 

two sOIJil~s w.hi.c_h is also true_of the phon.emes /t/ and /k/ 
(fromkin, Rodman : 1983 1 79) • 

. ..l~i~o, on th~ other hand, has no phonemes 

which are in free variation. for example let us take the 



Mizo word 'in' which means the English 'house•. If the 

first ·sound /i/ in .*in' .is replaced· by /e/ we will ·havE! 
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I en/ which is equivalent to the cngl~sh 'look • .or 'obser'ie'. 

Here ~he substitution of_one sound /1/ for_ another /e/ b~ings 

a ch~g~ in the meaning of th~ .wo;d•. Mizo_, li~e Er)glish~ 

J:t~s so~~ds which ~re in .C\liDPle!Dentary di~triJ:)u_tion •.. The 

two sounds_ of. Cl.~ar /I/ and .. d~k. /I/ in. th.e ypr9 /la/ 

'~h:i_ef'.may b_e said_' tQ:be .. in .co~P~eiDenta_ry di_stribut.ion,· 

so are the. aspirc1ted. a.~~ un~sp;J.r~te<i. ~~n.d$ of_ ./4~/ and 
' h . ' . 

/l/ in /1 f;Jl/ .•not· qu:i te ~c;;ugh', ~Pot ve~y~ .. ~tc., 
• ' - -. '' • ' . I 

/ph/ and /p/ _;in /p~fi~r/_ • leper~ ,/paar/ 'bloom•, . 

/t-:ta/ Cl.,d /.tlin . ./t~a~/ .· 'nf#w! •. /~ar/ .''.old' 

I kh I and /k/ in /khar/ • cio'se', /kar/ • week', etc., 

5.3 MORRK>LOGY 

.... Engl_ish has an extrem.ely .~ompl~x morpho~. 

l_o_gy_ (Bo~in_ger, ~e~uis •. 1981 : 4.7) unlik~ Mi~o. w}lich ha$ 
' ' 

a_rather. simple c:me~ .. M.izo is cnaractez:i?ed .. ~Y. a.. t~dency 

_to have m()nosyllabic _morphemes and la.ck of an .. elaborate 

~orp)lo~o.gy ..(Chao 1 J968 1 89)~ . A _comparison oJ ~he two. 
' . 

JllOrphol.ogl.ca,l.. sYst.~s_ C?f. Slglish and. Mi~o _is _h()pe(i to be 

9f gz:~at p~agogical ~S!~ .•. Th~ differences betwe~ the 

two .languages in the area of m()rpho~ogy_ is believed to ~ _ 

be one of the problems faced by Mizo learner$ of 8\glish. 
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5.3. 1 Mgmheme formation 

. Morpheme$ of a language can be established 

and delimited· by co·mp~irlg. w:>~d fo~IIls W1 th one another 

~~ing into ~ccount the r~cui'rent pieces or unit$ that_ 

compose them. ln this way *'very word is wholly analysable_ 

i..il to or:ae _or_ .~ore lllQrphemes which may );)e ei thel! rpora<?syllabic;_ 

()~ po~ysyllabi~ (Jmbif:l s a 1~80 ; 15~ ). _l"hat ~J~i. _a, morpheme 

m.~y have one syll a,ble, or_ i_~ IDCiY h~ve m()re _than ·()ne_ ·as ~ 

'man' ~d ,.~s~~b~~_sh~ ,. · Ex~p_l~s.of· the!3e i_n b\i~o are. •\ll' 

(ciog) ~d • tawta¥.t.t"awt• Ja. b~gl,) 4t A morpheme_ m_ay be bound 

9_r free~ In English • ca.ts•,, ~cat' i~ fre_(! be~a.~se i't is 

a wo_rd:in i:ts o~ righ_~··_l"' th~.M'-~--•zawhte-tE!"'(c~ts} 

• zawhte·•. _(cat) Jo$ again a free morph~me. _since _it is a_ word 

~n .. ,.t$. own r:igh~. _Tt)& {:nglish :•.s·t· ~n ·•ca~~-· ~s ~bound . 

IJlQrphe~e.bec(i~se it. 1$ not_~ word in its.f;)V6) :righ_t· (Ibid. 

p.-158)., whereas the Mizo 'te' in ·•zawhte-te' is a free . . . ·,,. . . . . . .. . . . - ' . . . -· . . . ~ . . . - . ' . . 

morpheme because it is a word in its own right. 

fl9C)t_ l!lOrph~_e_s· 1;1 En_gli sh _may be_ either. 

bound OJ! fr~e whe:rea_'$. they_ .a~e ~ll free in. Atizo ... Affix_e$• 

~hi~h ar~ al~ ~~~u;l morphEm,f;!s in __ Engl~sh -~~e not n_ecessa-

~il y boun~ in Mi~o~ Rough.\,y speaking, almo,s~ aJ,J.. pr~f_ixe~ . 

are free morphemes ,in Mizo... Some examples of bound morphemes 
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in Mizo are to be seen in plural affixes like '•n' ln 

•·kan' (we) •--ng' in 'heng' (these) 1 khing 1 , 1 saWng 1 

(those) etq., 

SUffixation and Prefixation Rules in the TJS 

Lcmguagg§ 

'ft:l~ su_f.fixation .. _and pre~i~~~ion ~\l_les 

fo~~ow.~. ,by 8\g~i s·" ~d f;Aizo. are ~i~ferent,. 1n .te~m$_ of .... 

s:ing~lar./plurcU,, ma~c~~ine/feminine, _graiJliDatical category_ 

an~ .. roQt. v.or~.s· ltl~ rules followed in English is a rather 

compli~ated process. 

The B')glj.~ plur~l morpheme ~s P(!th p~ono­

l~g~call, y an.ci fD9rpholc;>g1 ~al~y ~ond~~on~d (Robin f3. a 1980 ~ . 

155-58) •. For· exiunpl~,.-/-$/,_./ ... z! and /•1z/ ar~ ~~ __ phono­

_l_ogical,ly ~nditione<t _ .a.llo~~rph$. o_f. t~e ~gli~h p:l,ura~ ... 

~orph~~. _and are (ii ~1-J:ib~.'tEXI ~~cording :to tile. final vo.~el 

o_r consonant. of ~he \\IC)td ba~e _or si~g~lar_ f~rm~ Thus words ... - . 

ef\d1ng_ in. a_ V«?i Ced. COl) $0':la1lt. o.t.her _t~~ .I z/ ,/~/,.or /d3 I, 
or in Ci vowel, _hav~./-:~. as _in c:i~g_s,. co~s,. __ h~n,s, etc~, 

thos~ ending in.a vQic~;les~ .. c~nSQn.an~, __ o:tJ:!~r .. ~h~':l /s/,~.IJ /, 
C)r /~j l have_/-s/_as in_cats,_tacks~ .c~ps,. etc.,_.thos~ 

endirlg in /sf, lz/, /Jl• /f)_/, /tj I ~d/dj/ h~v~ /-iz/ 

as in horses, prizes, rushes, churches, judges, etc·io _, Examples 
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ot morphologically conditioned allomorphs Qf the 

plural mo~heme can be seen in pairs such as •man' 

and 'men • • child • and • children • 'deer' and 'deer' 
. . ' . . . . . ' 

·'ox' "and 'oxen •, etc. These morphologically condi­

t~oned allomorph~ of the morpheme. are r_~garded as. irre­

gu);~r .i.n cont.J:ast vt1 th. th~ regular phon~logic~lly 

cqnt4 Uo~e<i ~.J.l~morph$. _ .. ln .. wo_rds like 'sheep',. 'de~r•, 

~ cat:U~', etc._ ~e .. h~ve. e~ap1ples of_ ~e~o S\.t_ffi~ wh~re 

the_ p~u~al for_m!J :r:e:ta~n th_~ same. ov~rt $h.ape$. _ ~r:t ... 

_s_hort, . th~re are th.ree common ways of deriving plurals 

from singulars in Slglish ; 

1~ ad~j;tion of -~·· as in .c~t,. ca:t~ 

11. ~ ~~ro' .encling, C}s in. she.~ .•. she~ 

111. _ch~ging the vowel, as. _il) mo~se, 

mJ.ce-(Robin sa 1980 a 156-57) • 

. The_ pl~;al_mo~ph~~ irL~~ .~$ d1fferef'.~ 

fro~ Eng~i __ $tl. b.l . tll~t it i~_ not. Ph<?nOl()g~ca~J;y ~ndi tio~e~. 

Plu~~l·morph~e~ i,o __ Mi:z;o ar~. ~t.e•, '_ho', 'ho~~·. _•t~.ho.~, 

~ _zaWJ'lg. zay.ng', e~c., 1lles~ are r:tot at~a~hed to_ th.~ .st._eJD,. 

~d. ~u.amber_is r:tot 1.rt9icat~ in_ the noun~ Jbe nqun refl1ains 

4n chaf\ged thro~gt;lout. Plural! ty is indicated in the con-. . 

text of use, e~g. 



§inquls 

A. Ui .a. bauh 

'[he df;lg ba;ks/1 s 

barking 
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B. Ul an. bauh/Ui te an bauh. 

The dogs bark/are barking. 

In both_ the .sel'lt;erice$ u~ (dog) _rem~ins .ur:tcha,l'lgec;l •. ·In 

s~ntence . B Pl\Jra,J.ity 'is denoted by • te', ~an~ ~h~ch 

~~l~ow. tt)e no~ •ui'. (dqg)~ The c;ldditiol'l o~ ~s, .-est 

-~, etc. to the ~oun .J.R S'lg~i sh to d~note P~.urAAi ty _ dQ es 

not e"i~~ ~n. Mizo ... P~ur~~ty is derived in an entirely 

different way in Mizo, e.g. 

.§inaula; 

_$akei_ .(tiger) 

~1. (man) .. 

~r$~ _(star). 

naupang (child) 

uura1 

_sak~i - t.~ ,(tigers} 

mi - .te (men:) : 
• • h. •• • 'I ... 

-~~~ ~ te (stars). 

n.aupang - te (children) 

Ne>~s in. ~gl.is.h may be_ d.ivided. ~nto thr~e. 

m~i~. g~nd~r subc! asses _.accoJ!ding to whett,t~; _ 1;h_eY: require, 

'~j.ms~lf'; 'herse~f • o~. • i_tself' in _sen t~nce_s_ like 'Ute 

bQy _hurt him$elf':•. ''ftle gir~ hu~"t hersel;f' and t The. snake 

h.urt i:t.se.lf'' •. Membe~sh1p. of .. s~ch g~nder d. asses governs 

the lexical relationship of anaphora or back reference 
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holding across sentence boundaries. For example, in 

the above sentences_ 'boy•, .. •girl~,. and 'snake' al'e 

referred to as '·he', •·_she', 'it'. Again,_ gender distinc-. 

tio~s in English. onl_;y apply with ~he singular number cate­

gory; plural noun fol'lll~.r.~quir~. 1 th~selve.s•· (Rob_i~~ ' 1_980 : 

,185) •.. ~J .th.e nouns. 'boy•,. 'girl'· a~d 'snak,e~. are _in the 

pl\J;ral numbe.- th~ s~tenc:es, ~il.l. b~, . 'The boys ~ur.t. the~s~lves•, 

• The girls. hurt. thems:elve~•. t::' :The .snak.E! hurt thems~lves!, and 

the 'boys', •girls' and •snakes' referred to by 'they'. 

Gend~r. in £ng.lis., is ~9c:l:b.l <>r:-l.Y applicabl~ 

to the an~~ric __ J?l'.of\o~nallin~s t?etween_n()uns Bf\d ·•he~, 

'she',. '1~1 , ~tc., ~nd tl)e refl4:txive p;onOUfls. 'himse~f', 

'tle~sel(~, 'itself', et~. wh~x;e_as.•~aQy' maybe.refe~reci 

~o .as • i_t' whe~e. ~he. sex is. ~.nk~own.,~. -~_he wo~~ .' C9U~in' 

.w~~r.e .. sex_ d1~~1n ctiQn 1.~ equ~ly ~nmark~ me1y_ ~~v~r t)~ 

l'ef~r,t:~ to by 'it't!. N.$1De.s of. ~un'trie$, sttips, cars, 
I . 

p,i~ycle$ al)d the like are referred to by 'she' (Ibid ~ 

PP• 206-7). 

there a,e d.eri.vati_onal morp~em~s ~n _Blglish 

that ~hange the ca_t~gOJ::Y ~r.. gra~atical class of words. 

Wh~ .,. ~h~se morphemes are conjoined to other morphemes OJ." 

words, a new word is derived. Ex~ples are .s 



Uoun to 6d1ecti!J 

boy +ish 

affection + ate 

health + ful 

Adje~tiye to Adyerb 

e~~C:~ + ly 

quif3t ~.lY 

distinct + ly 
r . 

Verb to ASJectiye 

d_es.ire + able 

ad~~-~.+ ab_le. 

accept + able 

Verb to Noun 

ClCCUS + ation 

ning + er 

free + dom 

Noun to yerb 

~o.r~ .. + i_z,_ 

v.a.cc.in + a:te 

brand + ish 

Qt,..eJ: -~~r:~vat~on~l mo~o~es_ d9 _m,'!- c:~U.$e a change in 

:the _gr~~atical category of a wordt e.g. 

a +moral 

auto ~- .b~()graphy 

re ..... p~int 

1E4 

There. ~e a~.sQ suff~·~es. of thi.~ ... typ~ suc:h. -~~ vicar + age, 

lor:ag+e_r •. sh9.r:t. ~ ~~:t .... e~~ ... (frQm)t._n •. _Ro~CI~l: 1C)~~ a .117~)~ 

.Ttl\JS .. B}gl~sh t,las .. class-:-maintainin_g an~ .. clC!s~~c.t)ang~g t .. :_.'}'--•­

~-e~~ya~~l\. (aoQins a 1980 : 193) as can be seen •frc;>m the 

above examples. 



English •·-hood' is ~ class-maintaining 

d~~~~ationaJ. suffix as in '''nation + ~ood'' ·, :•·man + hood··~ 

et~~,; .which. ar~ equivalent to. simple--.· und~rived nouns-, 
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•-ly' and 1 -li-' have_ at lea_st three derivational functions 

wi~t.'l dif·f~~ent under~ying _WQr~~ '· c;~as~-~hanging._in forming 

adv~rb~ from adjectives. _(qui~kt. qui_ck~Y.h c~a~s. - ch~_gir)g 

in _form,ing. adjectiv~~- from n<?lffiS (man, _mc:mly h and ~lass­

ma.~Q~~inir\g 1.~ d~.r~ying_ adjectives f~_om :.~~mple a.dj~ctives 

(good;. go()dly; klnc:l•. kindly e:tc-.). 'Manliness• -~ws two 

successive .class-- changing derivations s 

mal' + 11. +. nes$ 

noun ·adjective noun 

.. ,. 

'Modernizatio~' _ ~.lustrates a different pair of class­

changing derivations a 

modem. . ~ iz + a.ti~n. ,, .. ,/'- .. 

adjective ve:rb noun 

' .... 

Pref.j,)(e$ ~n English a~e_ al). ~t;t-~4-"ation~f.. 

a.~d_ el.'~P~es ~-f. ~.eir use _bo'~h. as class.o.tnain~aining and 

class- changing derivat.ions are s 



fozm - noun are verb;. reform - noun and verb 

dete~ine - verb; predetexmine - verb, 

new - adjec~ive ;, ~enew -.verbs.; 

p r1 son - noun ; imprison - verb. 
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~n ~i~Q t,he~e are va;io\ls cla_ss.-. 

changing. and class-main_ta~n~g derit~(ltions. Examples 

e>J som~_cl~s~-char)ging cie;ivati()ns are_l. 

l)~.iei (to kl:low) + t {to .. know) + na (knowledge) 

verb'-~'"' verb noun 

timkh\lr. {careful) • lo, 1()1:1 _(careless) + nil (carelessness) 

~dject~ve ve:r~ . noun 

pe_ (give)_ .~_.tu (giver) 

verb noun 

.lilCamples J>f some c:Aa,.ss~ain.t~in~ng derivations are s 

mipa (a man) + t O!i~ly) + na (manhood) 

no\J_n . . verb . noun 

r~~- (fC1ith)_ • awn (faithful) + lo, loh (unfaithful') otna 

{unre-lia.Pleness) · 

noun adjective verb noun 

. . RQot_morptlemes in. B'lglish may be rJ.o:und,.::./~ 

9r. fre~ •.. and are p~.t~tia_ll,y Q.l'll.inli..ted because new words 

are often being created and loan-words are being borrowed 
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from other languages·. There are many words in B'lgli sh 

which are labelled monomorphemic words where affixes 

are added which serve to differentiate the paradigm 

forms .of vari.,abl_e \\Ords containing a common root~ There 

(lre a~ so polymo~.h~ic wo~ds which can occur with or 

without affi..xes1 and are c~led com.poun~ words (Rc;»bins s 

.1980 : 1?8) •. Jaxampl es of. free roo_t morphemes, ~ound - . . . . . . . 

root morphemes and compound words are given below s 

free Rt;»e>t.§ 

~~t (~s~ .) 

try (~s; ~ ... - ing) 

tiger (-s, -ress) 

Bound Roots 

• ~-~ive (in ~ec~ive; Pf3J;Ceive ) 

• ~~tin (in . chif~ain •" ·recur ) 

- cur (in recur, incur ) 

eomgoynd Wgrd.J!. 

air - craft_. (-s) 

black~-. Qoar<;l ~~) 

pick - pocket (•s) 

~refixes~..·· ~ic~ ega. ~ound mo~h~es, are· 

affixed before the roots (un-• Per-,·· re-, etc as in 'undo', 
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'perfo~', recall' etc ) and they cannot occur indepen­

dently. SUffixes (derivatiQnal and.inflectional) like 

.tne plura~ fol'Dla~i ve~ (-s, . -~ ~ etc,), verb paradigm 

affixes (~ in.g, -d, ~ed,. e~c. ), the. comparat~ve and 

$UPe.t:lative ~dings of .adj,ctivesJ-er~ ~~t),. SF)d ma~y 

other fin~l po si tiol'). format.ive$. ~-rtes~,. -le~s, -ment, 

etc) _a;e aff.ixed ~ft~;- th.e. roots,. or aft~r. the :root­

-~uffix. .While ~n_fle~ti()~a). ~uf_fi)Ce~. hav~ a very_ .wide 

.and. :regu~ar. distributiQ~lt- .d~;r:i vational suffix~.s are of. 

rel.a tive~y ~imi tE!(i o.;cu:ren.ce •... De.r~vation ~ suf~ixe$ can 

be ei ~her followed. by __ other de~ivat~on al suffi~~~ ()~ 

il')fle~tional_ st~ffi_l(~s •. bu~ .inflec.tion~~ sutfix~.s, .car) t;)~ 

~ollow.e.d opl y by. qnot~er ill.fl exional suffix becayse they 

are terminal (Fromkin, Rodman a 1983 a 117, 127). 

Root words_ in Mi~, on .the other_ hand are 

.all. fre~. n~ver bo.ur~d~. Affixe$ _ wh~ch ar$ added _t() _tne 

~()O.t$ _may b~ free ·as ~el_l e1s. __ bou!"ld,. but r()ot. worc:ts are 

alweiY.s. :f.ree• Mol)omo;r:pttem~c _and p~lymorphemic oords are 

abundant in Mizo. So~e examples are 1 

Monomorqhemic Polymgrphemi£ 

~r (fowl) ram~ ar. { wil~fowl) 

thing_ (-wood, tree) "'li_ng-t\lai (young sapling) 

ui (dog) kawlphe-khawnvar (torch-light) 



SUffixes like - te, -ho• -hote, -teho., zam1g~zaW1g ~e, · 

etc. ar.e affixed to these words to. denote p1ura11 ty. 

Some major affixes in Mizo are 1 

Aaentiu (st~.- tu) 

pu - tu that - tu veng - tu zawng- tu 

tiomina!ize' .. (stem. 2 -:-... sak ). . 

put.- na . thah.- na · ven - na 

Pe~efactive ( s~~ 2 - sak) 

zav.n • na 

put - sak that - sak ven - sak ~ zaYm - sak 

qausatiye .. (stern. 1~ .~i, or. ~tem. 2. ~. ti:r; ) . 

t,i -. mu/ mvt-tir, ti;... chhuak I chhuah - tir, ti-chhial 

chhiat-tir •. 

Mallofactives. (stem -2 - sanlk.humlhnan). nu.ih-san/ nuih-khum/ 

thut- hnan 

Associatiy~. (s~~ ~ ~ .PU~ ) 

put - pui, that-pui,· ven - pui, zay.n - pui 

flufal SUf$1Xe§ _(on prono~inal affixes and demonstratives) 

ka I ~an, khi /.khing. 

5.4 SYNTAX 

,Anc;»ther n~t~ble difference between Engl~sh 

and Mizo lies in their respect! ve syntactic structures. 

the rules governing the way words are combined to form 



sentences are not the same' in Mizo and {'English. The 

fa~t. that English sentences .can be of the type 'the men 

eat', but not of the _typ_e 'men th~ eat• shows tha.t worcls 

cannot be_ put ~ogether, in j~st any order though they are 

~ollocationa~ly appropriate• 11)_ addition .. to gramm~tical. 

~c~eptabili ~y a~d intel~igibili ty_, the t<:»tal meaning of a 
. . 

sentence_may depend partly o~ wo:r:d order, a_s these sentences : 

'The. tiger~. killed the hunter ' and 'The hunter killed the 

tigers·• (Robins ; 1980 : 170). 

. -. 

5.4.1· §tructures of §nqlish and Mi~ 

.l'he stru~tuz-~s of _the tiNQ ~anguages are 

very different fr~ ~ach ~ther. Word order in Blglish 1 s 

Subject - Verb • Object as in 

~­

R~ 

The cat 

v .9. 

eats mal'\ goes 

killed the. rat 

Mizo does not fo-l-low the same word order• _word order in 

Mizo is Subject -Object -Verb for the third person, as in, 

s .. 0 v 
Raman theihai a ei 

s 0 v 
Zawhte in Sazu a that 
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and o-s-v for first and second person, as in 

0 s v 
Theihai ka ei 

0 s v 
Theihai an e1 

Mizo. ~-$ a .verb-final l~ngl;Jage_ ~$. can be s~en from th~ 

~V word OJ'~er 1n .'Ule .~ove ~xamples,_ If the same V\Ord 

order is applied in English we will have 

Ram mal'l9Qes e.ats 

Th.e c~t the J;at killed 

Mangoes I· eat·· -
Mangoes they eat 

Which are not acceptable. 

When a sentence in Sng.J..ish_is turned in to a question form, 

there is an inversion of word order, 

Statement Ram has eaten . mangoes 

NP; PIJX Main Verb NP 2 
and par-
tic~ple 

QUestion - Has eaten 

··M:.verb + 
participle 

Mangoe$ ? 

AUX. NP. NP 2 

ln _Mizo ~he same· r~~.e _1$ not followed.. There is no 

inversion of word order,. 



Statement .. Raman 

NP, 

{Ram 

Qu~stion - Ram an 

theihai 

NP 2 
mangoes 

a ei tawh 

~.Verb ·,.-:• Participle 

eaten) 

theihai a. ei tawh .em? 

NP !. NP 2 M. Verb + Aux • 
. parti cip 1 e 

(Ram mangoes eaten has ? ) 

Ftu:l~~ion .words in .th~ .. t~ l_anguage_s operate in d~ffer~t 

way:s •. In Engl~sh ~ ~unctlo~ ~rd placed before t~e subject 

sig~a~.s a ~es-tion_,_. anc:l if placed after the subject it 

becomes a statement,. 

Q.testion. - 0:>. you know.? 

Statement - You do know. 

In Mizo_the fun_c~on !Nord •em" which also_sig_na].s a 

question is always fixed at the end of the sentence, 

OJestion - l hria em ? . 

( 1b you know ? ) 

Statement - ~ hria 

(you do know) 

The function word •.em• (has) is not used in statements 

in Mizo.· 
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T_he basic sentenc~s .of B\g11sh hiwe a noun 

phra$e ~ubjeet follqwed by a. verb and ·possibly follow~ 

by a noun-phrase object (Fromkin, Rodman 1 1983 i 227). 

is beating lhe child 

VP NP2 

In fll.gJ..ish th~ noun phrase (NP} can be an article followed 

by a noun (N) • 

. .I1u: 
Article Noun 

Jri beating 

v.phrase . 

the child 

Articl'e Noun 

In Mizo the ~oun phr.~.se_ Nl> i.s .a.l)oun followed by an article, 

M1pa in~ naupang · a wa 

MaJ:l the child is beating, 

the word order becomes NP NP2 VP 

lhe. noun in ~gli sh can .be preceded by any number of 

adjectives in a noun phrase, 

The big dog. ch.ased the .rat 

The big black dog chased the small rat, etc• 

where.as .in ~.izo· ~u·1' (dog - noun) is followed by adjectives 

in a noun phrase, 

1.. Ui lian in ~~zu a um 

Dog big the rat it/he chased 
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11. Ui dum 11an in sazu te a um 

Dog black big the rate small it/he chased• 

In Engli$h the verb phrase may consist of a 
verb alone, 

T~e. dog sleet, (VP 

by a noun phrase, 

V) or 1 t may be followed· 

The dog found the puppy 

( VP V +. NP ). 

1 t can also be fQllo~ed by a noun phrase followed by a 

prepositional Phrase, 
. ' . 

The boy R.u t the bread in the cupbo a;d 

( VP V + NP + PP ). 

The verb can be followed by a prepositional phrase; 

The boy laughed at the puppy 

'•: .• r· 

(VP V + PP) 

Ttle above sentences in Mi:zo. will be, 

a -
the 

mY. 

slept 

., 
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J,i. Uiin uinote a hmu 

The.dog puppy the/it found 

111. Mipa naupang ig 

aov the in tile cupboard bread he put 

1 v. Hie a naupang 

Boy 

uinote 

the puppy 

a -
he laughed at 

.The stl!.uc:t91'~$ ot. Sng,lish and Mizo. given above 

a;-e by_no means .. exhaustive but merely illus~rativ~_ofthe. 

VJC>r.d order differen~e~ 111 the tw.:> langu~ges •... Th~se s.tr\_lc­

tural .~if ferences betVIe~. En.gl:i ~h cm.d L\1 zo may be saici _'t<) 

constitute some of the major problems faced by Mizo learners. 

It has been felt that CA of Engli.sh ~d 

Mizo can be a usefu~ tool in th~. teacl')ing:-leaming_ of . _ 

~glish in Mizoram as it helps to pin-point the sp~cific 

areas of ~imilarities and differences between the t~ ... 

languages. from the comparison of the t\\0 languages in . . . . - - . 

the p~es~nt ·chapter .we. ~m.~ t~_ lqlqw .. th~~- fihgl'-~h. an~ ..... 
Mi zo vary. to a con sid~rabl,. extent in t~e areas of phonol()gy, 

morphology and syntax. It is believed that differences in 
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these areas are responsible, to a certain extent, for 

the low proficiency level of Mizo learners in English. 

The _influence of the mother t()n gue 1 s bel~eved to be 

felt in these. area~ of language operation. A diagnostic 

test is carried out and the results of the test are dis-
. I. . . • • . • • • • . 

cu~sed in. the .next chapter, i.e •. CHJ\PTER- VI tQ. find 

_out how far these di.f.fe,J.:ences betwe_en English .. alld MizQ 

are.responsib~e for many of the learning problems of 

Mizo student.s. 
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CHAPTER - VI 

A ewox Qf IUE gRRPa PAilJiBNs ge XHs M!?.Q LsAmuaas or 

.iliGYsti 

ln the ·previous chapte% an attempt has 

been made to compare and contrast the stl'uctures of 

English and Mizo to find out their points of s1m1lari""' 

ties and differences. the eontarastive analy'sis of the 

two l~guages ~oveals the fact that there are more 
' 

differences than similu1t1es between English and Mizo• 

The zesearcheJ believes that the anailYsl$ holds the koy 

to the pxoblema faced by M1zo learners of Sngl1sh. The 

in sights received fJ."om the comparison of the t~ 1 ang­

uages bav:e been app11~ 1n this chaptet to analyse the 

problems of !41~ learneli's in a paper perspective. 

6 .• 2 NB£0 FOR THE TEST 

The objective behind the study was to 

investigate t.he problems of .Mizo learners of English 

arising from the differe:mcas between the two languages. 

Tbe informal su:rveys conduct.ed amQngst tM teaehe:rs of 

English at the college level. 1n Mizoratn did not provide 

any spec1 f1c solution to the p:ioblems usually faced by 
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~be learno~s in the pl"o~ess of le.unlng English.. Oft 

the basis of these surveys an idea regarding the availa• 

ble 1nf~ast:wruc\ure foJJ teachln~h the methods adopted, 

number cf students and the issues of like natul'e was formed. 

However, hardly any idea about t.he qual1 \y and quan\1 ty of 

t-he leernel's• e:trol's could be obtained. The curriculum 

plQnne»s, when interviewed• talked in particullaz abou' 

the need for.e~su•e ·to good models of Engliah. The 

teachers repeatedly pointed out that the learnezs we~e 

weak in spelling• pronunciation • and other aroas of phono­

logy, morphology and syntax especially in the al'eas of 

tenset article$ and preposition$. HOwever, no one could 

explain the exact nature of 'the p;oblems. 1 t \'fas, there­

fore, d1ff1cul.t to come to any firm decision regarding tho 

maJol: a~eas of difficulty and thei.t: source·s. Besides, lt 

was also obse:tved that no sc1ent.iflc study had been con­

ducted earlies to look into the problem$ faced by leame%s 

of Eng11$h. 

Secondly• ¢oming to any d1fin1te conclu ... 

sioa regarding the majol' problem ueaa on the basis of mere 

opinions would have been cons1dezoed to b$ unsc.lenUfic.· It 

becomes quite obvious. therefore, that a study of the areas 
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of diffi,ulty faced by learne•s ts essential 1n c>rdor 

to draw any deflni. te conclusion :regarding the leamel'a·• 

low proli.¢1ency level 1n Engl1ab. It. \vas ~rssent1al to 

know in detcd1 the specific:: seas of problems and the1~ 

nature. For example, Qne enould know whethe.Jt the p~:oblem' 

was 1n tho use ot adverbial s of time or the use ot pawtlci• 

ple and 1nf1n1t1ve forms of the veJ"bs o• ln some other al'eas. 

One cannot accept easily that the learner$ had problems 1n 

all the areas of language use. ln fact, ·we need information 

~ega~ding th~ specific pl'oblems faced- by the lea.mers while 

using English. 

At the tlatne Ume. specific 1n foJtmation 

was also required fo'li tracing the sourc*) of the e%rors 

committed by t.he leamel's• l.t le. to be remembel'ed that 

lingui sUe problgns in a ta~get language also affect tbe 

learning process of t.he learners. A teac:ner may follow 

· sui table teaching methods and use good teaching materials 

yet the abili tv to ptttfom, on the p~t of the leamers• 

m~y be low 1f be has diffleul'V 1n some spe¢1tic areas 

of lanquage operation• lt ls in this conte)(t. t.hat an 

analysis of the linguS.stlc d1tf1eult.1es of the leame~s 

become useful. Thi,s_ analysis worts almost as a point~ 
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\0 tbe probl(!D& tho learner faces while trying to use 

the tax-get language, Contrastive analysis comes ·vezy 

bandy for tbe elaes,-o.om teacller. The language teacher 

· cannot indulge 1n the luxury of the 'ours not to l'eason 

wbyt a\t1tude since bis role a$ monitor and a~sessor of 

learner$• pe:rfomance 1 s to know why ce;r·tain er~~s are 

comml tted. The language teacher bas to see if paxtlcular 

attested srora cae explicable 1n tems of 1.1 interfet:ence. 

lf no L1 $trueture can be found that the structure of the 

e~tozs seem to be a reflection of• then he has to start 

the long job of (finding some ~usa other than 1.. transfer. 

Much of the problem would be solved if the L1 suggests the 

obvious sourctil of tho ermrs (James a t980 ·• t48-49 )• 

lt was felt tha\ a study of the linguistic 

difficulties of the learners di:rectly through a diagnostic 

test. could be of great help and an effo•t 1n ~o J:lgbt dl• 

~ect1on. 

6.3 . THB OORPUS 

It is often difficult to come to any 

decision with regard to the size end level of the cotrpu$ 

especially 1n a place like Mi:zo:ram. It often becomes 

difficult for a :researcher to reaeb out to colleges si tua-
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ted in '%emote ~ea& of the state. The choice of the 

corpus. theX~efo:te, had to be limited to the lea1mers 

\Yho could be ea$1ly available. The test was conducted 

in 5 c:olleges of Alzawl axech The table below gives 

the details reguding these colleges ~d the number of 

loam~& su~:veyed fol' •ne testtl 

;tatple • 1 

Name of College Location 
,··· 
Hrangbana College Al~avd 

Alzawl Govt.Q)llege Aizawl 

aovt.Z1rtir1 Aizawl 
WOmen's College 

Aiza.wl North Aizawl 
Q)llege 

Aizawl west A1uw1 
College 

Table ohovd.ng description ef 
COlleges visited. 

Urban/Rutal No.of studen:ts 
su!!tYi!! 

Urban 60 

U~ban 60 

UraJan 60 

Ul'l)tan 60 

Urban 60 

TOTAl. 300 

The choice reg~din9 the level of the 

corpus at Pre-university II Yr. lovel was deliberate. the 
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ehotce waa raade taking 1nto aceount v~ioua factors. 

The learnel's at. this level had 10 yeats of $\glisb 

teaehin.g-learnlng behind them at the sebooi and college 

level. From the Pre-unive;r;alty level the medium of ins­

truetlon 1s English end examinations are conducted by the 

University. It wao felt that this ~tas a good opportunity 

to evaluate the proficiency of the leal'ners after bavin9 

undeligone tho language teaching p%0gremme preserlbed by 

the Univexsity fo~ tm) years~· It w.ould give ue an ldea 

of the st:engths and weaknesse$ of the. syllabus as well• 

The study we$ conducted during the period 

of OecembeJt - April t993~4. a pe~iod ·when the teaching 

work 1n the colleges 1s over ~d the learners were pr:epa• 

z-ing· foil their fitaal e.xaminat1ons condue·tod by the Un1·ve~· 

sity. 

For most of the students 1n Mlzoram the 

· Pre...Uni.versit.y stag&. is the tezminal point of the11' odu­

c:ational C~eie~"• Many o.f tbem eitheR go toJ technical 

edu,ation or seek jobe at the c»mplaUon of thl s stage. 

No attempt to delibezately sele:ct a 

ccurpus on the basis of age was done and tho age of the 
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co~us val'1ed to an extent. ranging f~:om t6 ,eua to 22 

yeai'S• Many of these students come from various paxta 

of the state from Mi%0 medium schools, though they had 

studied Engl.S. sh fo~ at least 3 ye•s 1n t.be ·schools. The 

co~us consiete of a mlstuEe of $\Udents wit.b W.z.o and 

English medium school backgrounds. ·10 students bad thai~ 

schoollng outside M.lizorem. 

1 t wa& (')q\11 te evident that except for 

studying ln the same class and sharing the same mothe~ 

tongue. tt\et"e was little homogentty amongst the students• 

In matte•s ot thai• proficiency in Eng.11$b and backgl'ound, 

they pe.rhape dld not bave mucb in comun. This; howevezt 

was unavoidable as we had to administer tbG test on an 1den­

t1f1 able group of student$ and having done that thel'e wt\s no 

scope for selecting some end 1'ejecting others• 

ln Mizo.tam the leama~s come to the Pre• 

University classes after studying English to~ about 8 years 

in tho school. ln the ve#J\acular medium schools Sngllsh ls 

taught for 6 peJ'iods a week and otbGtr subjects ar& taught 

through the tnedlwn of Mizo. lot has been observed i.hat. 

exeept tot a few convent $Ch()ols 1n the state. ~ven 1n the 
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so-called £nglish medium schools mo~e than 60 percent 

of \he class:room 1nte.ract1on tak,es place ln Mizo which 

naturally makes the learneJo poo1r communlcatoX$ in English .• 

ln th& college, the medium of 1natsuct1on is $hg11sh• Often 

the teachez·s have to use the motbew tonQue to explain ce:r\ain 

passages. 1S"aminat1ons are conducted in ingll sh and &tudents 

bave to give the1.1' answers 1n English which causes problems 

for the students as theiR p:rofieienc:v level in the 16U1guage 

1 s very low. there is a va~;rt dltforence between ihe mcpec• 

ted proficiency a\ the stage of lecU'fling in the school and 

the real proficiency observed at the point of Entering the 

c:ollege at tho P:re-univers1ty level. At. the s~ool level 

etnPhasis is more on the language" and about sixty pe.r~~\ 

of the eropbaa1s is on grasnar and composition items like 

coz~ection of sentences, essays, letters and prepositions. 

Tho comprehension pa»t is limited to some essays, ahor\ 

stories and poems, from v1h~ch mostly direct c:omprehen Gion 

questions are asked. However, at the college level lang .. 

uage portion has only 20 pe:tcent of the total matts and 

only a few items are included in. it J eseay,, wri't1ng, 

ar-tielos, preposiUons and colt~·ac:tion of sm.tencG!s. 
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l t.. was found that there was hardl v any 

~emedial measu~es carri:ed out for the learners during 

the noxm.al teaching hours. Activities in the classrooms 

were mostly confined \o dictating ()notes, paraphrasing 

lessona and occasional hom&\~l!'k. Thore was litUe at~are­

ness regar-ding tho ~eal problems faced ·by leal'ners Qf 

Engli'sl\. 

6.4 DESIGN OP THE TEST 

.Fo• the analy&i& of the difficulties of 

tbe learne•s• two approaches we%'e available to us. One 

was to test the .le&#nol'o in all tho majo~: area$ of 1 ang­

uage us,a individually and tbe otheJt was to analyse tho 

f~ee hand compositions of tbe learners end locate the 

e•ro~s in them. The f.1:rst appJtoaeh was not adopted af) 

it would have given infomnation ~egdding tbe knowledge 

of the leal'nel's abou\ tbe rules .of language ope~stion but 

would not have PDV1ded information regarding the ab1l1 ty 

of the leaxners to use the languag~ fo"E communication. 

The second approach was bell eved to give an Oppo.Z"tuni ty 

to evaluate th<it capacity of the l.eame~s 'n Qsing £ngl!.ah 

to &xpl'oss thmnselves which was considered to 1)e of impor­

tance. The skilla of •expresslve• pe%fomanc$, as Pit 
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the learners• 1 tJ>ans1t1onal competence' (1974 c 124). 

The various states of the learnel"s in the process of 

learning .£ng11sb ®uld be measu:red only tbrougb an ane­

lysls of 'the expres$1ve performance• of the lecUners. 

This SJ)p.roaeh a1 so gave us an oppo:rtun1 ty to observe the 

errors and think 1n te.rms of :remedial- measures. 

I 

ln order to get a sample of the expraasi ve 

performance of the learners it v>~~s considered advisable 

to make the leaJ'nera write on a part1cula:t subjeGt ln 

&nglish. lt was believed that a f~ee hand compositibn 

would serve our purpose in evaluating the orrors thai 

learners commit.. Pathak observes; 

tbe wri Ung of an essay undertaken with a 
hi.gh degree of personal engagement or an 
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o~al conversation car-ried on in a lively 
manne% is mos\ 11ko1y to bring tho leatnezs.'' 
errors to the fore• Probably no data other 
'han the one found from free hand compos1t.1on 
weuld be better tor analysis of errQrs made 
by a relatively homogenous group ( t9aa 1 60). 

Tbe group tha' was in our .band could be called ~. homogenous 

group as they share a common mother tongue~ Pit. ~rde• 

defines a homogenous group where 
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the metnbe%s have the same· mothe% 
tongue and are educationallY• soeially 
and intelleetually matched (t974 a 125) 

The group we have ln hand could be regarded for all 

praetical purposes as a homogenous group• and the ehoice 

of ftee band composition seE!Ded. to be the most appropriato 

and practical approach towards the evaluaUon of the leu-

1'\ers' e:trors. 

lt has often been observed that tbe 

perfomanc:e of the lea%ne1's in U\e target language is 

affected adversely if the· $Ubjeet. of their task ls very 

dlflleult• The topic; chosen was a descriptive one and 

within tho experience of all tho leunere. Tha intention 

was to introduce a topic which would generate some amount 

of per$onal involvement in them and 1 t was expected that 

tnev \.\Ould come out !ttL th a t ~r ly long essay 1n English 

so that their areas of difficulty could be obseJtved and 

analysed• It was expected that the essay YDuld have 300 

words on an average, a size long enough to provoke the 

learners to use the language freely so as to %eveal the 

a~oas of difficulty fa¢ed by them in English. 



At the same time, it was .not that. we. 

we#e not awal'·e that the method generally adopted fo• 

analys1ng o1'l!'Ots fnm a freo. hand composition waa not 

absolutely fool.-oproof. One of the. 11tn1tat1on$ of the 

frae hand essay 1s that the leernezo has a 'omtency of 

t~y1ng \<> avol<l the areas of 1 enguage whe-re he is not 

very confident.. Th1e approach could thus be called 

error .. avoidihg :rathe~ than error-p.-ovok1ng. Insplte of 

this limitation. this appr:oacb was felt to be a useful. one 

because we bad hardly &ny other model to follow to evaluate 

the ~at.udents• prodi.eieney~ Aftez tO years of laamlng 

English the learne:rs ptesumably should have enough knowledge 

~egard.ing the rules of language operatic>n. the only prob• 

lam lay with the appl1eation of those rules in actual lang­

uage use and fox this the free•hand .compost tion appeat:ed 

t<J be a au1table one. 

We ware alGO awaJ"e that there was little 

scope of bringing about any change 1n the Un1vors1ty 

syllabus in ing11sb 1mtned1ateiy. All that could be a1med 

at was to by and help the leaxners to become bottor usere 

of the 1MOU89e and foz this an_ analysis of thel~ t>a:"l tiJ'g 

skills \i-vaa necessary. 
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The essay has another advantage. 1 t gives 

ua an oppozr-tttni ty to test theil' skills 1n inte~·sentence 

connections 1n e discour~e. It has boen obse~ved that 
\ 

leame~s often fa11Qd \o ~lte well connected d1s¢eurse 

and often one sentence does not lead to anotheT sentence. 

For the evaluation of this aspec:t of their competence an 

essay or connected discourse was thought to be a suitable 

apPr-oach. 

lt was felt that mistakes in respect of 

lexis and structures CGUld be collected ifld examined and 

contrastive analy.sis could be applied to thEm. lt. is 

possibl.e for a teache% through tho examination of nd.stakes 

eommltt.ed by i~arners to ento• more fully int.o the en'fll'on­

ment of teacbing and put on as ii were his pUp11s,. 8 llng­

u1si1e spectactle&"' (Alam • 1983 a 83).. Th1a is what 

NoOtb \1979) calls the 11ngulst1es of erro~s. The attempt. 

is to analy-se all forms of deviant language behavloUI'• As 

we know, the new branch ls conee~ned with the erm..-s az1s1ng 

f~om different sou~ces and causes. The diagnostic test was 

thus an attempt to locate and analyse the problems faced by 

the learneJ:s in tbe p~:oeess of eommunic·attng ln English. 
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the leamers were made to sit 1n a 

classroom and asked \0 ~mplete the essay 1n about 4& 

m1nl.ltGSt the duration of a nomal period. Each paxt1c1-· 

pant was asked to Wl'1te b1a Ol' hez name on th~ response 

sheet and the name of the college. This "-vas necess~y 

for ~dent1fy1ng the p1aee and the pert1cipant. The par­

tlc1pants were generally excepted to complete the essay 

1n about 2 fool•scapG shaet.s• t.e. about 350 word$ 1n 

normal handwr1 tin g. 

lt was Cb$e%Ved that all the 300 

leatnere who participated 1n the d1agnost1e test completed 

thel~ a.aslgrunents 1n the allotted time. The average length 

of th~ essays was caleulat.ed as 292 wxds. This was less 

than our expectation of ~ut aoo· woxoda bu~ 1 t was con sl• 

dered to be sufficient a& tbtt lea~rnezos rerely write longer 

· essays even ln tbeil' univer·alty examinations. N6 instance 

of eopy1ng from. eaCh oth~i' during the test was observed, 

nor did they appea• to be reproducing essays from bazaaz 

notes learnt by rote. lbe part1c1pants we~e found to uso 

their O\'lf:l 1angUagG in the essay. 
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On<le \he data was collected the task 

at hand was the recognition of errors and their qua11• 

taU.ve and 11ngu1 sUe clas$1f1cation. Also, a statement 

regarding the quanti tativ& frequency of the different 

types of e•t:o;s was needed. lt was also essentlal to 

evaluate the grav1 ty o.f each type of eJ':r:ors from a cOIJUnu• 

n1cative an<i pedagogic point of view. · finally, an attempt 

at explaining the source of the Gl'ror was also considered 

necessary w1 tn a view to detem1ne the1• tJ:oatmen t and 

eradication.. Sacb of these steps had to be undertaken 

very carefully• 

Probably the most important put of the 

exGrc:ise waa the method adopted for evaluating the essays 

of the learners. A number of pt:ocedures have been fe>llowod· 

by other. resear'ebe,.. Nickel (1973) bas. fott example, dealt 

with the problem of evaluation of seriousness of curo:rs 

in detail. carl Jemes (1974 t 3•9) has pl'Oposed a method 

of assessment based on the numbe% and natuz-e of the rules 

transgressed. He distinguishes the two by referl'lng them 

as local and global ~rrors :respectively. Global el'rors 

involve deviation from the overall sentence structure; 
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whe•eas local errors affect the etructures of the 

con&tituents of the sentence. Accol'ding to Johansson 

(1975)1 e•mr gJ'av1ty shoUld be evaluated 1n terms of 

efficiency of eommunlcatlon• frequency, genes-all ty and 

comprehenslb11i ty., Some othel' schola~s like Lindell 

(1973), .James (t971), Olsson (19'73) have recommended 

measurement ot error g%avity on the basis of the degree 

of tolerance extended to it by the native speakers or 

languag.e teachEJiJ'&. 

The uadi ~onal clasG1f1cat1on of devia• 

\ions into elrrors of omlssion, substitution and word 

order displacement 1& too superficial to be of benefit 

to the learf\er or the teacher (Pathak • 1988). Hence, 

in th1s study wG havet followed Plt Corder's (1913) sugges""' 

tion for class1fic:aUon of erl.'Ors in te%'ms e>f 'level' and 

·• type• which we felt WJlS suff1e1ently systematic. Also, 

it incorporates sy$tems of 1dent1f1cat1on or speciflca• 

tion such as tense •. number, aspect etc. 

6.~.1 

The prooedure adopted for the analysis 

was to m~rk out the exrors on the response sheot itself. 
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Tben 1o the margin the ezror type was not~d like 

• ~tide', Preposition. tense etc. This p~c:edure 

was adopted for eonvenience., In the classification 

of o~rors 'hese were tabulated under broad catego~ies 

like • Tense• • . •vocabulary' • • Spelling' etc.. It wae 

thought that detailed dassificatlon of errors would 
/ 

be of special h$1p to us in attempting a Q)ntrast1ve 

Analysis of the two languages. 

Afiol' t.he· script~ had been evaluated 

1 t was found that the learners had comml tt&d a total 

of ~820 errors• These e%rors were classified under 

different categories. The error per leazner average 

worked out. to be 19.4. 

The errors committed by the learners 

have been classified into the following erzor types. 

1. Errors 1n Verb Form and Patte:m 

11. Er:rors 1n Tense 

111. S%rors 1n Preposition, 

lv. Blrro.trs 1n use of Articles 



v. Errors in Syntax 

vi. &Jr.ro:s in Lexis 

v11. ~l'Or.s in Spelling 

vlli.Miscellaneous Errors~ 
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Sesidoe these, some errors wero observed 

ln the use of pronouns, adverbs, adjectives, capital letters 

etc., These erl:'Qrs did not occur very frequently and, t.hture­

fore, they have been Ustecl under 'miscellanous•. some of 

tbe errors observed in the· essays weX'e perhaps lapses e.g • 

• small letters we~t us~ where capital letters should be 

u &e<i, 'sunday' was wzitten wit.h a small • s•. ~Jrors of 

those type were perhaps comnitted as a result of haste 

and carelessness and they cannot be tezmed as areas of 

difficulty in the strict· sense of the ·te=. ln o~aer ·to 

conclude that a p~ticul~ area 1s causing diffieul ty tbe 

error should occur frequently. Plt corder ,(t974 1 12S) too 

has pointed out tha~ to conelucte that a learner is having 

difficulty 1n a part.1cular area the regula~ occu~ence of 

an error is necessary. These errors of random nature 

have. therefo%e• been classified under •miscellaneous' • 

The types of errol's and their numbel' can be seen in the 

table given below. 
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1. Verb fo~ and pattern 1050 

11. Tense 694 I 

111.. P1:epo si tion · 63& 

iv. Articles 667 

v. Syntax 871 

vi. Lexis 786 

vii. Spellln~ 614 

viii. Ml seellaneous !)03 

Total 5820 

TypGs of Errors and the.I.Jr distribution 

18.64 " 

1t,92 " 

10,92 " 

11.47 ~ 

14,97 % 

t3,60 % 

t0,,5 % 

8,6!1> " 

100 % 

J.i£DI IYeu Ig\f!l DW'!Jbd gf grgu 

Vezb fo:rm and pattem. 22i 

Tense t43 

P.repos1 Uon 138 

Artiele 152 

Syntax 173 

~exis 164 

Spelling 110 

Ml &cell~ eo u.s EJ:ro r s 93 

Total nwnbeJ> of. erl'OJ's 1 t98 

227 



Table showing \be list of e~rore of the st.uden~~ 

of Hrang.bana College, A1zawl. 

Ve•b fo~ and Pattern 202 

Tense 14& 

Pl'epo s1 Uon t 36 

~Ucle 149 

Syntax 178 

Lexis t55 

spelling 118 

total numbel: of errors 1190 

228 
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Tat)le sbodr\g \be 11 at of errors· of the students of 
. . 

Government Al2awl College, A1aawl. 

Verb form and Pattem 199 

Te.nse t31 

Prepo s1 t1on t06 

Article 104 

syntax 162 

Lexie 147 

Spelling 126 

Miscellaneous errors ae 

Total number of errors 1063 



230 

Table sbowlng the list of e~roJ:a of the atudent.s of 
' 

Zi~tbl women• s Q>llego, Aizawl • 
• 

V$J:b torm and Pattern 203 

Tense 149 

P~epo$1t1on 136 

Mticie · 

syntax 173 

texis 160 

SPelling 117 

Mlscellaneoua t09 

Total numbei: of e:r:~rs 1192 



Table showing tbe list of emxors of the s\udents of 

Alzawl North College• A1zawl. 

ve~b fom and Pattern 214 

Tense 137 

Pzepo s1 tion 121 

AJ:\icle 119 

Syntax 177 

l.exis 162 

Spelling 143 

~1scellaneous ~xors 104 

T{)tal number of GJ!£ors 1117 

23'1 
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Table showing the llst of er:ore of the students 

of Alzawl West College •. rAi&awl. 

Jat?le • , § 

• 

Verb form cmd Pattem 

T.mse 

Prepos1Uon 

Article 

syntax 

Lexls 

SPelling 

Ml seell an eou s 

To tal numbe:~ of 
Errors 

" 

1~ 

694 

63, 

667 

$71 

786 

6t4 

503 

. . PeJ:centage of 
§Ugrs • 

18.04 J 

11.92 $£ 

10.92 % 

11,41-

14.97 % 

t3.60% 

10.~&, 

8.65 1& 

100 " 



Table showing the total number of eJ'rol"s pe~ erl'O~ 

typo end the t:equenc:y of er:or$• 

Ifble - 2 

Name of the Q)llege No.of students No.of 
. ~-, .. • 'qr,..wa 

Hrangbana College 60 1198 

A1aawl Govt.ebllege 60 1190 

ZiZ'Ur1 Women's COllege 60 1063 

A1zawl No~th COllege 60 t192 

Aizawl tlest Olllege 60 1177 

Total 300 5820 
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Student wise 
oJ ~rJi'O~§ 

19.96 %· 

18.83 ~ 

17.71 % 

19.86 ·" 

t9.6t. " 

100% 

table showing nwnbear of students, numboJ.t of errors and student­

wise percentage of erxors 

Tht:!t avo~age number of e:.rreJr& per college wee 

1164 and tb€l number of etro~s pex student wa& t9.·4· The 

result showed a v~ry low level of prof1clen~ • The students 

of tlrantbana College committed the highest numb~r of eJ:rors. 

The atuden t$ of Zirtiri Women • s College coromi t ted the lowest 



number of errors. The difference bet\veen those two 

colleges is tZ. A1.zaw1 NoJttb College co~itted the 

$econd highest number of errors followed by Govt.A1zawl 

College. The second low~st number of erro~s were commi­

\t.ed by the studente of Alzawl West C'Qllege• There was 

negligible difference between the errors· committed by 

students 1n these five colleges. lt needs to be merat1oned 

here that aft ox school education, qu1 te a good numbez- of 

good students go out of the state for higher educaUon • 

0\lt of the rest better students p.r~fer to join science 

or Commerce stream while the rest en~oll ed in Arts. On 

'the basis of the total number of errors made by the 

corpus the percentage and relative frequ~ncy of errors 

were worked out.. 'Table tQ shows the relative frequency 

of e%:ro~s and Table 11 shows the college-wise classifi­

cation of errors. 
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IUangbana Oovt.Al• u:rtu1l A1zaw1 Aizawl Average 
.Error:?;: Cbllege zawl Vbmen• s No:rth West FreqUene 
type· Q)llege Coll~ge COllege College 

y 

Vezrb form 18.78 16.98 18.71 t7.03 19.tf) ta.st 
& pattern· 

Tense 11.93 12.18 12.32 12.05 12.26 10.19 

Prepo$.1• 11.51 t1.42 9.97 t1.49 I 10.83 t1.44 
t1on 

Al'tic:le 12.68 12.&2 9.78 12.16 t0.6~ 11.55 

svnta• 14.35 14.11 1&.23 t4.:)1 tS.84 14.88 

Lens 13.69 13.02 13.82 13.42 14.05 13.60 
I 

Spelling 9 •. 18 9.91 11.8~ 9.81 t2.08 . 10.~6 

14.1seella- 1.76 8.99 8.27 9e14 9.3t 8.69 
ra eou s e:tzol' 

Total 100 tOO tOO 100 100 100 

Table showing relative froqusncy of 

error types 1n all five eolleges. 
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~an ghana Zirt1r1 -wo .. A1 zawl No.rtb Cbvt.A1tawl 
P..rror . Tw.n C'o.llea~ . Colleaa lmen•s ·eollf!Jo.~ · Olllaaa 

No.of No.of No. ot No. of No.of N.o.of No.ot No• of 
Ex mrs .,. .ermrs % errors " &rrors s 

. 
l 

I' 

Verb Fo•·s & 225 18.78 . 202 t6.98 t99 18.11 203 t7.93 Pattem 
' 

Tense 143 11.93 1C) t2.18 131 t2.32 149 12.6~ 

P•eposlt.ion 138 11.!>1 136 11.42 106 9.97 136 11.49 

Article 152 12.60 t49 t2.S2 104 9.78 14i t2.t6 

Syntex '173 14.35 178 t4.11 162 15.23 t73 1-4.~1 

L.exla 164 13.69 t55 13.02 t47 t3.82 160 13.42 

SPelling 110 9.18 118 9.91 126 1t.8!l 117 9.8t 

Miscellaneous 
erJ:Or 93 1.76 107 8.99 88 8.27 109 9e14 

I 1'98 ,00 t·t90 100 1063 100 1192 100 
-----

Table showing collcgo-wl se erro• type.s and \hei~ frequency. 

\ 
Al:zawl West 
Q)llaaa 

No. ot 
Errors 

214 

137 

121 

1f9 

1T1 

162 

1·43 

104 

t1t7 

No. of 

" 
19.15 

12.26 

to.aa 
10.65 

15 •. 84 

14.0$ 

12.08 

9.3t 

100 

·~ 

VJ 
0? 



As 1s sbov.n 1n Table • a, the maximum 

numbe~ of err-ors were made by ouS' col'pus in the ~ealm 

of verb form and pattern. i.e. 18.04 ~ • Tbls was 

followed by syntax and 1exls rospeet.tvely being 14.97 % 

&hd 13.60%. 

6.6 ANALYSIS OP ERROR PATTERNS 

'D)e learners c:omm1 tted a total of 1050 o~ 

18.04 % er:mrs 1n this uea. This happened to be tbe 

1 atgest s1ng1~ axea pasing problem for the leamers. 

These e.t~~s 1n verb fum and pattem were 1lllportant as 

•bey affected tbe meaning of sGntencos, i.e. the though 

e•pressed in the sentences, tbua, enangtng the Ume and 

asPect of a pa:rUcular happening. These el':rora have been 

further sub•categorized into the following a:reas t 

1. ignorance about. the proper fo•m of a ve~rb 

11. confusion regaJrdlng the use of app~pra1 te fo:rm 
of a verb in app~priate tense and aspect• 

111 p:roblems ~egardlng subJect-verb coordination 

tv. use of two different tenses or tense foms in the 
same sentene~.h 



the utors in the f1zos~ category weZ'e 

related to tbo use of ~roper to~ of a verb 1n its 

tense and ,aspecl. 

• weni. .• wen ted •• 

for examples. 'go' became 'good', 
I 

1n tbe second eategoi'Y there ~e 

ezi"o%·s 11ko using the pJ:"asent tense form of a ve~b in 

.place of its past tense form, e.g. 'go' instead of •went'• 
The tbird category of Qr:rors arose out of the problE!B:l of 

subject'""Vel'b eo~dination. Here thetre was no .propel' mat• 

c:blng between subject, vem and objeet in terms of person 

and ntliDbe%'·• e.g. 'they does it•, 'I has done 1 t• • etc. 

Tbe uee of the veJrcb fol'm under the fourth category wa(!) 

1napprop~iate in the sen$e tbat two verb forms wGJte used 

1n tho &alll·e sentence, a.g. •we went to church end were 

singing' • MaJ\y of the er~r like •we bad celebrate CbJ:1s­

tmas during December• • '1 was ill and eould not went to 

Delhi •, ' 1 had ate my dinnd' • • Wo ~t last :reach Dec:etnbQ•, 
' ~ .. . 

etc. wel"e committed wbicb may be attributed to the learnezs• 
. . . 

lgno~ance of the proper to~s of vezbs and thelr application, 

1n dJ.ffe~en\ tenses 1n ~:elation \o person and number. The 

learne:rs also had limited idea :regarding the use of lnfinlt• 

, 1ves •. parUc1p1es and gehf'ld• M~anv sentences like • Aftel' 



walking 2 kll<Jrneues lt was very nice to ~elaxi.ng 

and d.tt!ng•, 'My uncle_l$ very age' •1 run and ,I 

eateh hJ.a smote• e~ have been wtr1tten by tbe learners. 

The .lea%ner$ also used Wl'OnQ ve-.b forms 

beeause -of tbei:r ¢00f'us1on about the approp~1at~ese, 

&•9• the use of present tens~ fozms fo$ past. tense or: 

past ptll'i1c.1ple fo~:ma of verbs or past tens~ fomn fo~ 

the present tEm $o fom.. $uch. as~ • We start sJ.nglng at 

oight and las\ W1 ten• t 1 \1e &11 bad dl'1nlt coke and 

daneed happilY'-~' • When morning e-ame 1 got up and d.t1nk 

tea • etc. 

. ln mafty of the sentences there was no 

eo-e~dlnatlon betwe$'1 subject and veltb. fer examplo• 

there arE) m.any een\ences lllt0 'they does not gQ to 

c:olleg&1 , • som-e students go~s to the field• • •1 go to 

mal'k at anc:t cotn.e bac" vety late•, •No~>o9y want to spent 

waeat.ion 18 home• etc• l \ bas been observed that 1 ca~r• 

ae~s often lose tradt of s~bject-ve~b c:ootrd1naUon whcm 

Vll'i ting compl~x sentences•-
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\ 

lt was felt that the leamers had been 

exposed to too many verb forms ln quick succession without 

undez-standing \he .system o• the .rules of the1x operation. 

When. an attempt at conuast1ve analysis was made to eva•· 

1uate whether the 1n tluence of the mother-t~ngue of the 

le~ne:ts causes this type of e~xors, 1' was found that 

tbe verb fo~s 1n :9lgl1ob and Mizo de ve:ry ditfel'ent. 
' 

The l41to ve•bs do not change their: foRl w1 th the change 

of pa:rson or numbSJ" of t.be ~bject whereas \be English 

vubs chang~ tbe1Jt foms. Besides, ln Ml.zo• the numbe:r 

and pdson of the .$llbject ls indicated by a pxonoun which 

1 s always present befozo t.b~ ve•b• This may account foN 

the many er~I"S that lea:rne:rs commit 1ft the ate.a of vezt, 

tom and patte%n. The need of the hou .• therefore, 1s 

acquainting the leame~s 1n phpel" sentence st:ructlaes. 

and use of ihe appl'opralte verb fo~tns 1n them. 

·:: ... 

the leam~s commit ted a total of 694 oc 

~11.92 "· e~ro~s. fbo eJ:l'O.-s in this- sea related to the 

UGe of lmp.ropol ten$e• Since the top1c of the essay was 
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' Tbe l.!o s~ Memo~ab1 e Day of mv Life ' , 1 t was expect~ 

that most of the sentence& ~ul<l be wr1 t\en in the 
~ . "' 

peet tense• Ern~rs· in dlff.-ent aspects of the past 

\ense were eJtpected but not subsU tution between past 
' 

and present • Sentenc.es like ttae following were obe<aWed .• 

•~ast year 1 have a most memorable day. I went to spent 

weekend in the countrvs• 'iVe make plan for holiday and 

when it ls come we a:re happy•,. • 1 was exelte when 1 pass. 

maulc' • 'My father buy me ft$W shoes when 1 pass mau1c1 

1 1 get up early morning and to.ok tea• • ete. lt was ev1• 

dent f~:om the above examples 'hat the leame~s were c:on• 

fused between the t&nsa w bG used fo:r habitual action 

and action done in the pas•:• There w-e no instances of 

using future tense fo~r the present ol" Past tenses. Pe~rbaps 

~ the subject rnattd of the essay gave little opportunity 

for the use of futut:e tense. 

The basic; problem seemed to be that the 

leame:rs lost. uac;k of the tensE) while writing longe~ 

sentences. The learners knew that the 'tense of a verb 

depended on \he ~ime or period being referred to. but 

they failed to ~asp the tact. that ove&" and a.bove that 

the:ie was also a necessity of making all the V&Jrbs ln 

the sentens& ag~ee with e~aen othelr• They fallod to v•asp 

the important principle ~hat 1n a single sentence,. two 
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cU.fferent. tenses should ·not be used• 

When conuasted with Blglish the rules 

govemlng the use of tenses ln Mizo language ue compa­

.ratlvely easy. The language perm! ts the use of two 

dlffer~t tenses 1n the seme sentence. The verb fozm 

in Mizo does not unde%go any change with the change of 

tense. The tense of the veJ:b is understood in t.e.t:me of 

the eon teat. of usa. SomeUmes suffixes like • thin • or 

• tawh' ue used w1 tb the verb 1n Mlzo to put a kind of 

emphasis on the past tense. Houev..eJ:, a sentence indica­

ting past. tense is not incorrect even it these suffixes 

ue not added to the verb. A1.i~o leamers, therefore, 

often show a t.mdency of not being able to use the English 

tense foms correctly. lbe rules of the leunors• mother 

tongue seemed to interfere tdth theb use of tense 1n 

Englirsh. They often fo%get that the verb ln !ngli sh 

changes its form w1 th the dlange of tense and aspect • 

. As fa~ as the pl'esent study is con·cerned 

one could safely conclude that moth~r tongue interference 

was one of the ~~~tan\ factors for errors 1n subst1 tu• 

tlon of one tense for anothor and use of t\'10 different 
I 

tensos in a single sentence. 



Tbe problem of improper 1ntemal1zat1on was also :res• 

ponsible for the occ:u~ence of errors in this axea, bu\ 

we may aafely conclude that about 50~ of the e•ror:e were 

due to mother tongue interference. 
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one of the majol' areas of erroX's was ln 

the preposition n.umbeJ:tng a total of 63S or 10•92 % 

Learners often get confused about the co.rrec\ use of the 

pzepos1t1on.• Ali analysl$ of the erroz-s 1n this aJtea showed 

that the errors could be classified 1n the following three 

categories 1 

1. substitution of sUitable preposition 

1.1. Addition of p:tepos1t1on where not -~required 

111. Omission of preposition where required. 

In the first categol'y of errors 1n prepo­

sitions those deviations were placed which oecured as a 

result of confusion in the minds of the learners zegQding 

the most appropriate preposition to be used. that is, where 

the loa:ners bad U$ed finf for fe\t or •tot' for 1oft and 

the like• The following sentences demonstrate some of the 

wrong us& G.f the prepos! tions f 



•Our ~arne finish on Deeiemb~'. 

•He llve at a vUlage' 

'lie put the present at the table' 

'The movie continued until two o• cloc.k• 

• They lived lnslde a tood house• 

•1 ha~ gone sin·oe two o·ays' · 

'We shaze 1t among myself and Liana• 

' We wont 1n our hou se• 

lt appeared that. the learne.-s r.rere not very 

cleax abo~t the functions of tho prep~s1t1ons 1n a sentence. 

Ae they 41d no\ understand the dlffe~ence betw~en the use 

ot •1n• and 'into'• they substituted ono for tl.le other. The 

same pa'tt.em wa$ also f.ollowed in the case of • to• • 'of• •on•. 
To a Mizo learne;r$1 •to•· is usually a directional pteposltion. 

Whfifl used in this sense, there wer.e few errors. However, 

er41ors wera commit. ted when • to' was used in other $ituations. 

SimUarly, they had used 'of' col'reotly when it denotGd posse­

ssion, but in other cases it was usod incorrectly. 

$1m11al!'ly, the pJ'f)pOsitions •with'; •between• • 

• ame»ng' etc. are also used 1neor~:ecUy. Tho learners wero 

also found to have problem& with p~eposltions like 'th~ough 1 ; 

• across', ·•1ntol .• ·•upto' •· •on• etc·. 
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The use of preposi t1ons where they are 

not r,equi~ed were also observed in the compositions of 

the leaznors. The errors ln this area, however. were 

comparatively few in number. There were two broad sub• 

categories of erEOrs under this head. fi~sUy, addition 

of p.l'eposltions and secondly, misplaced prepositions. 

Examples of these types are ; 

• He eame fo~ to s~o me0 

'They sa~ at between ua• 

'We went to the hall for to see them' 

'1 visited to my friends' place' 

Omissions of pr epo s1 t1on s o c cured in the 

following sentences a 

'Thoy went church on sunday' 

'We all went t~ratn • 

'I saw it behind' 

'1 waited Liana to tell him' 

The omission of prepositions 1n such cases, though not 

serious. substantially affected eommun1cat1on. 

one major source of erzora 1n pl"epoaitions 

may be attributed. to the influence of the learners' mother 
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tongue. The system of prepositions in Mizo 1s vert expan• 

Si.ve and theJi!e are quite a large numbe:r of prepositions. 

Most of these have singular types of funcUons and mainly 

one· shade of meaning. these aze found to affect the learners' 

us.e of ia\glish prepoG1Uons .havlng multiple functions. This 

perhaps explains the learners• use of •to•, 'for' and 'of' in 

different environments. HowevOJ:t the interference of the 

mother tongue cannot .be the only factor in the errors of 

substi tutiGn because no uniform substitution emerged from 

the essays of the learners. 

the system of prepositions in Mizo functions 

almost like that of f:hglish, with very strict rules regar­

ding their use and plaeemE;nt. · Hence \he errors of omi ss1on 

can hardly be traced to the interference of the mother tongue. 

The pl'epos1Uons 1n Mizo ere generally placed after the verb, 

noun. adjective or the adve~b. 

The mother tongue• \hough a majo~ source of 

erm%s, cannot be said t:o be the only cause of problems for 

learners in this area. It is an easy quess that the teaching 

of the prepositions had been dona with the help of only limited 

numbe~ of sen.tences with s1m.ilar shades of meaning. When the 

sentences carried familiar statements there were few errors. 
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fol' .temedying tbe errors .of preposition, the learners 

require intensive pattem practlee drills i.n tbe use of 

pX'epo st tion s. 

The number of errors committed by the 

leal'ne%S in the a~aa of .utieles amounted to 667 or 11.47~ 

of the total. errors. ~tieles w~e often om1 tted where 

required and 1n serted where. they wel'e not required. The 

~ problem with the lecu:ners waa regarding the place 

where an article was necessar~ an.d whe~e 1 t was not. 

!.earners were found to comml t three erro.r typ~s 1n this 

area. namely• 

i. erroJrs of OmJ. ssion 

11 .• · errors of .Addl tion 

111. er:rrors of sub aU tution 

A nwnbe% of iAstances where the uticles 

havo been omitted were found in the learners• eompos1t1ons. 

Quite obviously• the lea~e~s had no' been able to unders• 

tand the necessity of an arUc.le, definite oR indefinite• 

before an adjective or a noun~ To most of them an article 



was to be uGed_only for the purpose of specifying 

something of tmportance. Some examples of this 

type of error al!'e • 

• tVe went to bank • 

'Ma bought ner1 dress• 

'I have most memorabl o day• 

'1 went to picnic spot'. 
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The omissions of 'a' and 'the' were very much pronounced 

1n the composition of t.h0 !eamex:s• The necessity of 

using these al:'t1cles 1n their proper places seemed to be 

1gno%'Qd because of the fact that &ithel' their use or lack 

of them did not ehange the meaning of the sentences for 

the 1 earners. 

the learners also inserted tho definite 

and indefinite articles in their sentences where they wel'e 
# 

not required. They had a tendency to insert the ot1c:1e 

'the9 befo%e proper nouns like, 'The Mizo.:am is a small 

place', b$fo•e abstract. nouns like 'God had the wisdom', 

and before common nouns llko, 'The paradi sa is whe•e good_ 

PeOplra go•, &tc. the learners,al.so had a tendency to insert 

tho articles 'a• and 'an' where they were not required, such 



as, •1 spent a christmas wltb them', 11t wae an p~ec1ous 

gift', 'The vacation is a vory useful to us•, etc. 
I 

lt was found that the indefinite articles 

• a• and •an• were substituted for eaeh other· like 'He is 

a honest man'• '1 waitod for a hour' • 'There ia an University•, 

etc. \\bezoe the uticle • the' should be used, leaxners welte 

also found to use • a• as in •wt.nter vacation is a best tlme 

in a year', • He 'vas a b&$t player•, etc. 

It was evident from the study tha'\ mother 

tongue ln\erfQrence was \he major source of errors ln the 

a1rea of the al'tlcle. In· this context Owen Thomas haa 

observed that 'some speakers foJ: whom English is a second 

language have consldel:eble difficulty with the English de•· 

termine:r system particularly when their own language lacks 

a~t1cle' ( 1970 I 87 f" Thls is true in case of M1 zo learners 

because 11ke most other Indian languages, Mlzo does not have 

any azt1cie. This may account for tho errors 1n u-ticles 

committed by the learners. t.earners go 1n foJ: a transla­

tion of theil' thoughts largely in a 11 teral style and eomm1t 

errors. Had the uti cles Cal'l'ied some meaning, the students 

would not have «Jmmi \ted such laJtge number of errors. How­

ever, articles aJ:e devoid of any rnean1ng and \his meaning-
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les&rtess also may be xespoasible for many er.rors (Ala~m • 

1983 a 57). 

Howevet, if clo sGlY examined, 1 t could 

not be said that axtieles do not have their grammatical 

importance. ln o1:der to remedy tb e errors careful atten­

tion ·should be paid to the teaching of articles both at 

school and collegq level. Learners should be properly made 

to understand the oign1f1canco of the as-tieles and the d1s• 

Unction be pointed out that the correct use of srticlf)s 1n 

English is tho mark of p:roficiency in the language• Thus 

it may be safely concluded thai mother tongue interference 

is l'esponsible for tho ~i2.0 learners' e%.rore in the use of 

aztid.es in 9lg11 sh; 

the number of err.ots comm1 tted by the 

le.uners in. this uea amGunted to 871 cur t4.97 % • Most of 

the errors 1n this area w~re ~elated to inappropriate place­

merit of tNOrdo in a sentence and w1:ong construet1on of senten­

ces. lnab1l1 ty to generate proper form of a word like Ute . 

usa ot singular and plu%al, omissions in tho form of conjunc-
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ti.ons and verbs, erro:rs of concord between subje~t and 

object along with vnrong uses of nouns and pJ:"onouns and. 

direct and indi~ac;t foms of sentences ate. were the 

euaaea of inco:rreet syntactic foms. l'he GJ:t:o.rs as a 

whole 1n this area aze serious in the sense that they 

often af-\ the pl'ocess of communieation end a1\el" the 

~eanlng of a ~entenc:e. Therefose. tnoy ,need se.rious 

attention. Some examples of er~ors 1n syntax may be 

gi VQfl below · 1 

' .· 

• 1 nev·e~ forget the fi.rt day of ente~ed 

the college. 1 never dream that day ~efo~e 

all. A't first, 1 mean $11 the students 

Me very gentle, the life of students also 

._t-e standard then the school day • • 

• My ·first day in college seems to be a 

memoriable day. My friends 1 like them as 

they we my type \'lho takes the1% studios 

$ez1ously'. 

• This day is very important because Jesus 

saved from the death all human being end 

all things•. 



• Tbe day ls ej(c1 tement be~il"" 

most memo~ able day as my b1%thday• • 

• 1 myself rega%ded as a men who live ov·es 

ordincuy people that thinking make me to 

live fo% standazd • • 

• 1 was so bappied for the Vt-nrldly thing 

but actual happy t.vas not there in th1 s time•. 

Prom those examples lt was cleax that the learners were 

ignorant of the rules of syntax. Several important cons­

U tutions of a sentence we~e omitted by many learn erG so 

that lt was difficult to unders.and the mean.t.ng conveyed. 

The omis&lons of major constituents in su~ sentaneaa 

affected the meaning of the sentences. lh1s could be 

attributed to the leumel's• carelessness and has'e and 

mostly dUe to their ignoranc:e.of the S'•glish sentence 

suucture. 

l.ack of concord between nouns and their 

pronouns ln terms of person, number and dil'ect and indirect 

objects was another area of the lea~me~s• errors. lnt.erro­

ga\1ve sentences we~e also WJ:l tten like aftlrmativo sentences. 
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, e.g. 'whO lt.•e not college 11fe ?'. •It w11s my memorable 

day ?' $\4.• 

The influence of tbe motbel' tongue. it 

appeued; had p~ovoked errors in the area of. synw. the 

seBtence st.ruct.u.re in M1&a is totally. d1ffezent from Sngll&h. 

The sentence suuct.Qe 1n ltag11sb follows t.ho pat\e:m of 

s--v-o, whel'oas 1n Mizo, lt is o...s-v for f1~et and second 
', 

pe~son and s-o-v fo• the tb1~ pe~son. lbese d1fteJ>ences 1n 

tbtt language atzucture led to tbe fomat1on of sentences lite, 

• When the nl.ght comlng I had no sleep•, 

'8adm1nton l .played in the mol'ning'• 

'In thls t1me 1 e 19 ye~s old', 

•ay f¥1end bllfthday p.teseRt send to me•, 

'Q\apf$hets we take th.ero• ·• etc-. lt must 

be mentioned ln \bi s context that ·f·;euo~s of thl s type wet~ 

aot many. Ho~ver, the leame»s had p~oblems ~le u1:U~g 

long end c;omplea scmtences having mul Uple objee\e. 

The confusion ar1siR9 out of lnc:a~~ect 

tenae f<mn& .ln tho leamer$1 writings to some extent •uld 

be at,:ttibuted to the influence of t.he motbeJ: tongUe. tbls 

aepec- bas alxeady been discussed in 6.6.2 •. lbe 1eamel's 

/ 



d1<1 no~ undera'iand bow the semantle categoJ:los of pas\ 

ana present opezate in 8\g11eh. Thus,. languag& tzansfd 

took place because of t.h' inadequate unde#stending of tbe 

1eame~a of the irnglleh language. 

1 

Jlm;s l& ltu11 

&l'rors ln lexis ean also be called errore 
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of vocabuliUY becau$e inapphpl'iate words wue used while 

expreQ&ing ideas. WOrds have ~emant1c and syntactic p•ope1'• 

t1es. lt is possible to use a word which may be cor:rec~ svn­
t.acUcally but semantically wrono or inappropriate• A •rd 

may al$0 be incor~ect both syntactically and semanUcally. 

If it 1e &YI\tact1c:a11y ¢Ol'Zect but tnappxopr1ate in \be conteJJt; 

then it 1s a lexical ~-~· One has to make a plaYS!ble inter• 

pretatlon to ascertain it' 1- 1 s exacUy a lexical e%1'01' (O>rder 

• t9'7a 1 133). 

' 
the ledcal erro2s committed by the leamets 

amounted to 786 OJ' 13.60)1& of the total erml's. 1 t was fol t 

that the learners b$d 11m1\ed vocabuluy et thelr command, so 

that, when it came to use an exact wor:d 1ft a given context, 

it was difficult toz thetD to find the appropriate wo~. ln 

plate ot noun, the leerne11o used ac:ijecilves or adverbs as 



256 

subet1Utes, SXamplea of some lexical e1r:rors committed 

by the learners are • 

11 used to habit s1nglng' 

1 1 was told X saw the highest mark ln H1 atort• 

11 ~emEr!l.bel' the holy birthday of Jes~s Christ• 

• So the Ul.rle and yeu was long long ago, we 
•each.ed Uae ye~ of t993. 

•·EveryJnen was developed in bad habit• 

•aut ou• Lozd did not w.-.t to envy nobody' 

lt wae evldeJ\t that, apart from the interfe~enca of the 

aother tongue, sueh el'tol's occur due to the lgno~ancs of 

the l~arnere as v;ell as dUe to their limited vocabulary. 

M instance of m.otbeX' tongue interference may bo seen ln 

the sentence •1 was told 1 saw the highest mazk 1n History•. 

Th• equlval.Eftt of the verb 'saw' 1n AU.&O 1s 'hmu' whlcb 

also means_. the Elinglisb 'obtain•, •aequue•, 'meet', 'e~ee' 

etc. This means that leameJ:s often make mistakes in ualng 

the vQb • see'/' saw• whcm referring to things they obtain, 

acq\d•e, or meet etc. the loame•e appeared to be confused 

regal'dlng the different shades· of meanings of wozds l.n 

dlffe~ent contexts. Many of the lexical ern:.re committed 

by the leame•s may be attributed to the fact that the 

Mizo language has a ~atho:r limited v~c:abulay while inglieh 
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bas unlitl'li ted vocabuldy and leamel"s failed to pasp 

the dlffe~en~ shades of meaning attached to words in 

d1ffe%GRt contexts. 1'he leame:~s, the~e-fore. oeoded to 

be d!'ill~ 1n the use of common words and thell' appnpriate 

use in ·different contexts alonq with lb~J.r different der1 .. 

vaUve$. 

the learnezs committed fxequent erro~: s in 

spelling. The numbel' of errors committed in \hls area 

amounted to 6t4 o~ 1·0;.&11 of the total eri"Ors. The el'roza 

1fl spelling COl4d be at \:tibuted to two ma1n reaSOfl S I 

!. 1Bf1uenc:e of p~onunc1at1on and 

11. conventions' of Blglieh silelllng 
(Qlrder a 19~ • t38)-.. 

the firs\ was dUe to lllOtbe&- tongue influence. The Mizo 

1 anguage may be seld to nave a phone,lc spelling &ys~em 

and wo~ds are JU"on.ounoed exactly as they are •1 t.teth Many 

of the spelllnt e~~*• cotml1tted by the 1$&mel's may be 

attributed to the diffetence in the spelling systems of 

tho two languages, As a •<isult t.hey wzote • cb~ieUnaaJ 

• si~et• fe~ 'cig.pet.ie•., 'weld' fot '•rld' • et.c" 
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ln •be letter caaGt tbe leaxne•s• peJ:-b«i)s 

could not follow th$ conventions of Eng.11sh ·spelling system 

which '1\a-a many peculiarJ.Ues' (Warcthaugh; 1911 a t96). 

Fol' ex~l~>t they wrote the pluxoal foxm of a noun ending 

with 'f' oz 1 et• only addlRg ''&' instead .of 'vee' as in 

'ourselves:' written as •o·urselts•·, •knives• as 'knifes' 

etc, slmilsly 1 whett ·~ng' was added to a v~b ending 

w1 th' 'e;' # they wrote trtdeing•, 'guidelng' etc, instead 

of •·riding• and ·'guiding•.. Tbe leamers also had problems 

while using. _,!'<is with double, consonants or double vowels· 

and tl\ey WJ'ot~ •-swtmin~l'' instead of • swimming• t t. sllpy• 

instead of • sleepy• e:te. 

The study rovealed thai. vowels f'omed a 

maJor so~ce of p~oblems fol' the learne~e. As A1 arn has 

:_pbsel'ved, 'lnd1an speakers of English do not place accent 

correctly and aec;ent ls the distinctive chaJractet of a 

vowel• (1983 1 38).. Motnez $Guzce of eonfusion to l.eameJ:e 

may also b:e attributed t.o selent letter$ of engl1&h _,¥ds 

(1b1d .• P• 36,46 ). 

Spellino &J:xors have been· a majoa p:r®lem 

wJ. th second language learners of Snglish •. espec1a.I.1V tor 
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lndian leazn&ll$• Jn 8\gl.isn, overy word .• according io 

Val11ns, l& a law· ~to itself ( t9i4 1 304). English worda 

are spel't in & le~ge numbett of different ways which cause 

inf1ni \e d1ff1cul ty for tbe leazner.e. Tne•efore., the in­

fluence o·f \he mother tongue ~annot be said to constitute 

the majozo source of problem for .leune.rs in this area 

because the majol' source comes tnm the convontlons of 

.$lgl1&h spelling systen .. 

$uff1e1~t.· spelling dr11l.s tn the cl.assroom 

of the difft~ t \10J"da can be of g:.rea\ help to the l.eemors. 

Habit~ of co11re•t p:rornmc1ation should also be imb.t.bod in 

t.he loanuJ~s. 'They ah.ould be p~ope•ly c:tr1Ued tn the pluxal 

and past fo:rm of v~u:ds which do not follow the noD»al conven• 

tions or al'e elJcepUons. 

· jnpagt gf Pgnuoslgt_gn Ra mael11Qg . 

lt ,has been mentioned earlier that the 

leamere hlwe inadequate cppo.rtun1 t.ies for exposu.re to good 

m~els of. Engli $h. As a result; they often pick up unaccep-· 

teble pronuneiatlons of wor<.ts4! Moreover• due to e:cpoaure to 

not so good models ot Shg!leh they -s ofte~ unable to d!s-o 

\ingulsh between .many minimal pairs like /k/ and /g/, /dy 
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end /)J/• I~ l and /d/• itJ I end /fl and ·the like• 
0 

These confUsions manife.et thaDoolves in the form of er~o.tG 

1n spellin~h The vaong p.ronwu:iations pxoouced errors 1n 

spellint like ·•joln' being spelled ae •zo.s.n•, ·•beg' as 'bet•· 

etc. It. was obGGned that quite often Mizo ILearne~s could 

not. ditfe%entiat.e /43/ aftd /3 I and mo~,., of· the •!me both 

were pronounced as I a/. 

It was also· observed that most of the t.ime 

lQeneJ:s pNnounced both/&/ and ;S I as lsi• lt lea 

common thing to heal' t.Slp/ be~~ pronounced as I sip/• 

This refle~ted its~lf in the spellings also. So • showe¥1 

was epelled as 'sowed'• • •national• as 'naeionaJ.• • and so on• 

lt waa alao obsexved tl\a' learners wel'e 

often unable to distinguish the vowels Jat</ and /dl 
end sometimes /C:R/ and /e/ • The two vowels /0€/ and 

I d. I •e ab$ent in Miao and 1eamezs were often observed 

to pronounce (bad• as 'bed' • •glx-1' as •gal• • 'they were 

81 so found to have problems w1 'lh diphthongs. Though vowel 

cluster& ~e ve~y ewch a part of the Mlz<» 1$!1guage, leamus 

ot\era faee pxo.blems 1n p~onounclng diphthongs in Snglieh• 

ln most. cases they ue e.1 ther substituted by ano thd vowel~ 

a cluster of vowels., OJ" another ·diphthong. Fo• example• 
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/el/ lEi often pronounced as lei. /ea /·as lei or leal. 
and /uf) I i~ 'Often pronounced as /ua/. lt was appa~ent 

that mo.st of the leamet:s bad been expo$od to poo:t models 

of !hglS. eh and this in turn had 1n fluenced their ab1l1 ty 

to spell and pronounce wrds 1n English properly._ 

lt was also observed that most of t.he leamers 

associated a particular alphabet with a particular type of 

pronunCia-tion. ln English, howeve~, the 26 alphabets repre­

sent 44 phonemes of tbe language,. Quite obviously the same 

alphabets •e used fo~: ~ variety of sounds, For example, 

'• c'• ~ep~:esente /kl and I sl, •a• i& used for sounds like /-;; I, 
/(jjl;l/, /el• this produced confusions in the minds of the 

leanters. They usually came to assooiate a psticular al­

phabet with a particular type of pronunciation. When the 

alphabet to be used in a \\O:td coincided vJl th theit" concept 

of spelling and pronunciation there were no orzors. The 

errors started showlng up when the alphabet did not t:o1nc1de 

wltn their conception of the sound represented by it. 

The use ot the alphabet 1 e' at the end of 

some wol'd$ like •t»atce• 'bite•, ',atove~ etc. which is not 
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very clearly reflected 1n the ptonuncl.ation of tbe words 

also produced errors. Alphabets which were not pronounced 

were often omitted. 

Srror s 1n tb1 s area amounted to ~03 o~ 8.65~ 

of the total. number of e»'%ors committed by the learners~ 

Many of the lea:nel'.s wxot& prop~r·· names wlth emall 1n1t1al 

lettfts., staJ:ted theil' .~en~entee wJ. th small lette•s -and 

used cap1 tal lettelts \-Jbe~e they wel'e not ~equJ.red. For 

example., they Wl'Ote 1 'l am lucky because 1 have my 

P dent s•, • when 1 go to v1 sit them' ,. etc. 1 t was also 

noticed that the learne~s had a tendency to split single 

words lnto two like 'in to• fo:r: 'into• • •can not• for 

•cannot•, ''in steed• for 'ln:etead1 • 'tpere fore• for • there• 

fore'• etc. HoW&vel' 1 these eii'OJ'G did not have a consis­

tent occurenc:e and no pattem could emerge f%0tLI these 

erl'Ozs. &rzors of these kind could not be attributed to 

mothel' tongue ~te%feltence and tbey may be caused by e1 ther 

· . basta or carelessness or failure to connect sentences 

properly. 
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6.7 CORRELATION OF LSARNERS' ERRORS AND THE OONIRASIS 

5Rn1EEN ENGLISH AND MIZO 

Many of the errors comm1 tted by the 1 earne~ s 

mer be explained as interference from the mothei' tongue 

ca\lsed by a conuast between the mother tongUe and target 

lenguage sYstems. the contr~st between the two systems 

could be seQD 1.n three broad area$ of Jthonology1 morpho• 

logy and ~Syntax. thls has been discussed 1n chapter V of 

the present study. 'the learner$ were found to commit many 

erroJe in these areas wherG the two languages a%e in conuast. 

Fof example, many of the learnezts~ errol's in spelling comml­

tt.ed 1n the essay we#e relatable to the contrast between 

the phonological systems of the two languages. As has been 

mentioned 1n section 6.6~7. the learners' erJ'Or$ 1n spelll.ng 

could not be .attributed solely dUe to the conuast. Tbe 

conventions of EDglish $Pell1ng also gave ~lse to many e%~re 

ln spelling. As fs as tbe spallin9 cn-ro::e in the test was 

coneemed it may be safely concluded that the influence of 

th~ mother tongve and the Ehgli sh spelling sv stem were 

both ~esponslble. 

The test also •eveal.ed that the contrast 

between the motpbolog1ca1 systems ot EnglJ. sh and Ml zo was 
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also ~espons1ble fox many of the erxors ·committed by the 

learners 1n the area. Tho .contrast ln this area manifests 

itself 1n many of the e~ro~s that locunezs committed in 

formation of past ten ee, foJ:mat1on of singular and plural. 

chen.ge of grammatical ·~a\egory etc. tbeze we~e many ins• 

tances where the learneJ:s were found to write 'comed' instead 

cf 'came•;,. • have• instead of 'had' 1 •·make·• instead of •·maae• 

'bappiec:t• instead 'happy' 'girl• instead of 'glrls', 'cities• 

_instead of •dlty•, lboylsh•, ''.happy• instead of 'happiness•, 

• sav&lY' instead of 'safely·•, "bom' instead of 'buth' ete. 

The conuast 1n · .. the area of syntax was 

aoothez souree of errors committed by the lea~nerEh The 

sentence stxuctue ln Mizo 1e totally unlike English which 

caused learners to write ill•forrned sentences lik~ the 

.following .a 

•tt.'hen · tbe night coming I .had no sleep• 

'But now-a-day we cannot know the exact 

.day of his bo~' 

"ln thia day af:iEur morning• 1 was going to 

the chur~h to p:ra1 sed :\he '-ord•· 

'lheJ~. at:e mating different flrom coo-king a 

dlnn~• ... 
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Instances suCh as these revoaled that, apaJ:t from the Mi~o 

leamel'a• lgno%ance of the rules of syntax 1n ingltsb, the 

contl'ast between the two syntae-tic:al systems were obviously 

Jilesponaible for the u:rows 1n syntax. 'lUga R1ve:r$ po1nta 

out a· 

Whel'e th~e is conuast, native language 
·inteJ:ferenee will be -~ constant problem• 
the sttJdents• native languago habits w111 
tempt him to. foUo\1 the· pat~em of his own 

. J 

language at that point •• • auuctw:ea will 
contl'ast to varying degre~·s ... degree oi 
difficulty foJJ the student being determined 
ibooret14;&llly by tha numbeJ' of elements in 
conuast ( t948 • 153-4) • 

. ., 

The maJo• finding of the present study was 

that a untfozm pattern of eli;ors was found 1n the essays of 

the 1eame1's. .As the learnol's belong to one homogenous ~oup 

the pattern of erro•s did not register any difference. Instead 

they wore unifozm 1n almost $11 the colleges. The dist%1bu• 
' ' 

tion of el"rol"s into diffeJ'ent categories revealed that tbe 

leuners had maximum difficulty in ved» forms ec:eounting fox 

18.04%. tense accounting fo:r 11.92% , preposition accounting 

fo~ t0.9~ arUcle$ acc.ounti.ng for 11.47% , syntax 14.97~ 



1eJC1& t3~60~ spelling 10.55%. The .remaining area 

covel'ed by miscellaneous errors accounted to-. a.o• 
and this was the area 1n \"Vh1eh the minimum number of 

e~mrs were recorded. 

The sour~es of these er~rs, besides 

moth~ ton9ue lntfttference,. we1re ovdgenerallzat1on 
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and .1nadaquate expoau:Je and t.eaching. ·when learners 

committed erso~s like 'goed•· foJr •goes•, lt was obViously 

becausa of o.vergEneJ>alizat1on. ln this ease the leame~s 

obviously felt that addition of • oct• changed the vet'b 

into its past foJ'Ill and tbeJreto~&, they ignored the varia­

tions in othei' ve~b foms. ~l'or s of substitution ln 

prepositions were the 1nd1Gat.1on of th~ leame~:s• igno­

rance. to them all preposlticms were having singular 

functions. The use of •to• to mean movement in som$ 

direction ca.us$d few exrors while in case of 1ts othu 

functions errors occu:r at random. 

the inability of the lea%neJr8 to match 

subject.- verb and object in a sentence could be at"lbutecl 

partly to mother tongue 1nterfex'ence and partly to inade­

quate teaching and lack of pl'actica 1n appxop~:iate contexts •. 

I 
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Also. the leatn~rs did not have enough idea about the 

various fotms of va%b-present, past and future w1 th 
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'heir different tense. aspects. The leamers had resorted 

to their Ofll .rules of the 1.2 following the Lt rules. 

The influence ot tho mother .tongue had 

caused a large number of e»rozs. The absenc~ of preposi­

tions in Mlzo had affected the leatnmr&t: use of propel' 

pzepositions in Sngli$1\. Mothe% tongue lnfluence was also 

responsible for the lea~tners• 1n .ablli ty to match subject 

and obJeet. ln fact, the learners were influenced by thel• 

mother tongUe to such as an extent that they literally trans­

lated t.heu thoughts into SngUeh with no regard to whethelt 

t.helr sentences were co.r.tect or not. The need;: therefore• 

is to expose the learner& to the possible sources of thoil' 

er~J:s which will certainly help thea to remedy many of 

thelz errox s. Pl'opoz t.eaching has. to be euphas1 sed and 

awareness of othttt related factors influencing e .. ro~s have 

to be taken c;aa of if the de street goal.. has to be ach1 eved. 



CHAP'lmt • Vli 

M>DSL SYLLABUS 



CHAP 'I'BR - Vll 

MODEL SYLLABUS 

7. 1 lNTROWCTXON 

'7~t2 EXTERNAL OONSlDERAnONS 

1.2.1 

7.2.2 

Theol"etical As~tlens 

Students• Needs 

7 • 3 NEED FOR A MODEl. SYLLABUS 

7.4 STRUCtuRE Of THE SYLL.ABUS 



27 0 

CHAPTER ·~ VII 

MODEL S(LLA8US 

7 • 1 INTBQDUCTIQN 

Tbe syllabus is impoJ'tant not only as a 

document for helping the teac:hel's and material p:roduce~rs 

but also as a document of the general objectives of the 

educational p:rogl'amme. It is in the syllabus that ex• 

temal cons1deJ'at1ons like administraUve gulde11nes1 

theoretical assumpUons abwt language t.eaching and 

student needs ue negoUated and transfe:rl!'ed ln\0 sped.• 

flo 'procp:amme objectives•· and 'clasdoom act1v1t1ee:•. 

Squally important is the fact that the syllabus be~omes 

tbe place whe:re feedback from th• pxogramme can be mea• 

sured against the •• of the designers engaged in deve­

loping that particular teaching programme. A syllabus 

operates in the real educ;at1ona1 world and its existence 

can be justified only as 4) document which leads to mo~e 

effect.ive teaching and learning. 'Rle syllabus thus could 

be deserlbed as a focal point which interacts· and balances 

the external consideration and the considQations of the 

clasRoom, It can be pl'esented in the form of the following ' 
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... . . I. . . 
Bxtemal considerations• · . Classroom Activltles, 
Adm1n1stl'at1ve q. uldelines Syllabus I student Performance Theoz-etical Assumptions · · 
and student Needs. . 
. . 

lt ·should be noted here thai these paramete%s when 

combined t.ogethQ can make a syllabus successful • 

.In orcte:r to be successful a syllabus 

should be related to schools, teachers and students'. 

A syllabus based on langua.ge bas the dual responsibility 

Of adhering to the general objectives of an educational 

pro~amme and the J:"ole of tbat put1cular language 11\ 
respect of tbese general objectives. 1n the Indian 

context, a syllabus cannot thus be a mere list of text­

books and grammatical items to be taught.. It has to be 

necessarily a statement ot tbe learners• 'p~ficiency at 

the point of enuy and \be improvement that one expects 

in them· aftex completing the coul'se of study. .lt bas 
' 

to $P9cif~ the approach to be adopted by the teach~!:,,· 

end the st,\dents ·1n order to get maximum benefl t. The 

syllabus has also to adjust 1tse1f 1n the frame wort of 

\be geneia~ educational policy and then mould itself 

acco~ding to the demands of ita objectives. 
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? • 2 EXTERNAL CONSIDERAtiONS 

Tb~ ove~all objective of education 1n lndia 

ls to accelerate the pace of national development and the 

aim of 8lgl1sh language teaching has to accomodate itself 

into this frame work. The aim of 9'\gli.sb should, the~:efo:re. 

not be resulc:ted to pNdudng readers of Milton, Chaucer 

or Dante. but shOuld be so pianned that the leaJ'ners ge' 

the basic ~ead1ng and citll)g SkUl$ so that they can com­

p~ehend and 1nterpre' information and express themselves 

clearly t~ougb t.he medium' of writing. the basic or p~1mary 

expectation is that they should bave some 11stenirlg and 

speaking ab111t.1es also. 

in a 2EIDOte area like Mizoram the syllabus 

comes to assume a much greater 1mpo,rtanee than other pal'ts 

of the country. On tbe one hand, Mi~ram is going through 

a pl'ocess ot ~apld development which necessitates 1nterao­

t1on tbl"ough the medium of snglJ.sh,. On. the othel', most of 

the leunQs do no~ get any oppol"tunity to be exPosed to 

the communicative foi'ID of English. For most of the lea.rnel"a 

the English classroom is the only oppo~tun1ty for exposure 

t.o the language. The syllabus, therefore, has to be planned 
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in such a way that the learners are able to gain profi­

ciency 1n the language w1 t.hout adequate exposure to the 

use of Slglish 1n daily life situations .. 

As has been pointed out, the PJ'e...University 

level is the terminal stage of education for about 50% of 

the students~ Most of the students begin theil' pll'Ofess1o-

, nal care.as after passing the exatnlnation. Consequently, 

the syllabus comes to assume great importance.· The sylla­

bus has to equip t.he stUdents to perform the tasks expected 

f:rCID them•· On the ba$16 of su~vey, observations and perfo.l'­

manee in the diagnostic test the following general objee• 

tlves may be fixed fo• th.e leuners at the Pre...University 

level:• 

A• Comp~ehension of Essays (of medium difficulty) 

s. Compreben s1on of Original Texts (of medium 
difficulty) 

c:, Reading Articles with about 70-60% compre• 
hension at the ~ate of 30 VI.Oxds pes- minute• 

2~ pitin,q 

A• writing ':·a summary of written material 1n 
cor~ect English~ 
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•· wt1tj.ng an $$say of 300.400 wo%ds length 

c. WR1Ung a lett- (busines$ and pe•sonal) 

D. writing a ~epoat of a process ob,e:rved by 
- them 

• • 

3. J:lsSc;nlng _ 

A. Ability to follow English spoken' by lndlana 
at. normal speed. 

B. Ab111t.y w \alle dom dictations f"m kno• 
materials 

.A. COnduct convel'satlons in very oi"dtnary daily 
life $1 tuation ES• 

These genda.l objectives of the syllabus 

of &lgllsb fos: the P~e.University students are in fact the 

te.p.nal behaviour expeet.ed of them. lt has been observed 

that most of the learne•~ seek.iftg admission to the P •. U.cl&see• 

•e very poo• 1n Blglish'• the learners have little reading 

8nd listening,. vert little writing and practically no speaking 
. . I . 

/ ab11.1ty... They have about 8 yea~s of Blgllah_ lea~~nlng behind 

them 1n schools, They have 59me idea about the %ules of 

language operation but dO not have adequate ability to u.se 

' I 



~be rules in a wr1 tten discourse and express thQJDselves 

co.r ~ectl y. 

The pres·ent syllabus takes into consl• 

aeration the ab111t1es of the learners and aims at. mak1ng 

them bettetr useJ>s of the language. The syllabus makes an 

atteJDpt to use the reading ability of the learners to deve­

lop theU communi~atlonal pxot1cieney 1n other allied fields 

of speal(ing, wri t;ing and l1sten1n.g. Profleiency 1n the lang­

uage 1s alway& measured 1n terms of what the learners 1& 

able. to do aft~ going tJ\rou.gh the coUl'se. In t.he present 

syllabus the g-.~al objectives have been specified with 

refera.nce to the n~ede and expectations of the Mlzo society. 

In ihe Indian context rteading and fmi t1ng 

abilities fozm an' important aspect of inglish teaching· and 

learning. Therefore, these areas have been given moJ'e empba-­

sls An the syllabus·. lt is generally assumed that a maJo• 

part of the communicative proces$ \WUld be carried ou\ tbJ.'ough 

these skills. 

1.2.1; · Dleoretic;al A$eumpUons 

Tbe design of. a good syllabus always 

;ef lec\s t.he tbeo:ret.leal ass\Ullp Uon s about. 1 at\9\lage \eaching-

r 
/ 
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lea~ning behind 1t. Tbe f1rst set of assumptions conGls­

ted of the following on tbe WG:rks of l<rashen ( 1981 )1 

Macnamua (t97S), R1d\ards (t974) and. Selintu (1972). 

1) The learner requires a great. deal .of highly 

contextual! zed lingui st1c 'nput ln o.rcSeJ: to 

develop hypotheeis about the underlying 

9t.rueture of language. 

11) The lea:me~ needs to be p&'ovided w1 th the 

opportunity to test hls/hQ bypothe·sls about 

language system by using .language in sponta­

neous and sustained ways. 

111) The e~zore be •egarded as natu~al and accep­

table in the process of leatn1ng a language.. 

iv) The learners require some linguistic input 

which is authentic but not beyond theU level 

of comprehension. 

The first set of assumptions provide a 

-theoreUcal outline to the syllabus of English. they give an 

idea about the attitude to be adopted toweiNs the leal'ne%8 

.in the proce-ss of teachin9""'leamlng E.ngl1$h and tb.e ~ppo~;tun1-

t.les to be provided to fac;111 tate the pJ:Ocess of learning a 
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1 anguage. Howevu, these asswnpUons do not fl8Y 

anything about the met-ho<ls to be adopted for tbe 

implementation of these ideas. no~ do th&y say anythlng 

on the c:lasszoom act1v1\les which can aeate an a~osphero 

of teaching-leaxning. To QVexcome these &hoJrtcom1ngs a 

second set of aesumptlons based on th$ vm~ks of Munby 

(1978), 8%Umf1t (1980), LYiddOwson (1978)1 Wilkins (1976) 

were incorporated. These ue • 

1} Language \eaching should focus on the 
fUftCUons expressed 1n a language and 
not on fo~ms. 

11) Leamers need to develop communicative 
competence i.e. knowledge c>f gJ:ammar along 
with ~ules of language use. 

111) l-anguage should be analysed and taught in 
context and not 1n isolation. 

lv) l.anguage •eaching should attempt an integ.;. 
l'atlon of all tou:r skills as authentic 
language use often demands the use of mol'e 
than one skill.· 

v) The language teaching programme should give 
sufficient opportunities to the leazner to 
use language 1n commun1cat1ve inte:J:actlon. 
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vl) ILanguag.e teaching should emphasize the 
development of strategies foJt the nego• 
t1at1on of exp~ession and interpretation 
of meaning through the use of ma'te~ials 
celevant to the students• needs. 

vil} Language teaching classroom should be 
student eentxoed when the teacher acts 

only as a facilitator of the learning 
process. 

The next considetation ~ designing the 

syllabus ls the 1aent1f1eat1on of the students' specific 

needs ln $lgl1sh. the communicative appnac:h seems to be 

a much""fleeded thing be~ause it puts the lea%nel's to use, 

English outside the language teaching context, and helps 

them to use English as a medium of in'eraction between 

two ind1V1duals~ 

An analysis of the exi$t1ng situation 

1 n Mi~oram belped us to atrl'ive at the following conclu• 

s1ons about the needs of the learne~:s. lt 1s gatheJted 

that there is 11 ttle scope or oppo:rtunity for using English 

1n social interaction, as the mother tongue is the pre­

dominant mediwn of explressio~... English ls es$ent1ally 
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considered as a means fo• getting bette~ jobs and pursuing 

h1ghe~ education~ . In otheR words English is requil:'ed for 

'on•tbe•job'' situations. l\ was therefore decided that 

the students should be taught t.he specific skills of eo~u­

n1ca~1on and should not be exposed ~ litel'ature alone. we 

aimed at making them pl"oficient users of the language which 

could be helpful to ear-s:y them along 1n the ln st1 tution s of 

higher education or in jobs. Thus the teaching of only 

gl'ammatical usage was inadequat.Et• the syllabus snould be 

so designed in order to make students use the rule of a 

language in a real situation and consequont.ly to enable 

them tQ deal wi-th any kind of communicative situation 1n 

future •. 

we have bled to define tha genara.l aims 

and objectives as well as the needs of the learners. The 

task now 1s to decide the &Uategiee to be adopted folf 

acb1ev1ng the objecU ves •. The syllabus writer, as Wendy 

Allen thinks. have the choice of different types of Ol"gani~S­

tions like 8$. tuatio~al, notional-functional, thematic and 

eklll-based (1983 ' t3~13'l• All these approaches and ~e 

resu1 ts repo~ted ln the etudy were considered ·before coming 



to a c:tec1s1on reg&ZdJng the strategies. We feel that 

only one kind of approach will not ca•er to the needs 

of the learnezs. A syllabus has to be framed on the 

basis of some • ~mposite sklll.s' ~lbld), whiCh were 
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needed by the ·student$ in M1~oJ'am. The basic composite 

skills formulated ue • 

1) Seeking and getting speci·f1(; information 
and seeking/getting general idea• 

11) Ab111 ty to uae language correctly 

111 ) Reading · •1 ticall y 

iv) lnte:z:acting 

v) Making a presEfttation 

vi) Inte~reUng and uan elating. 

As 1s the general observation., tb.e uadi Uonal 

syll.abus followed .at sdloolti5 did not toaeh: the students to 

communicate ~d ·hence,. the ~phasis was on leam1ng \he 

·.rules of language OP6t•at.1on and the use~ TheJ~efore, thi.s 

syllabus was d~$1gned keeping :lb. mind tba,t the leQI\ers 

should be able to _lmp•ove theu proflcieney in English 

through the developmant of communicative ab1:11t1es. A4 

the 1eune%s at the eJlUY _level often do not Vdi te English 
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~rrectly,. some remecU.al exe:rclse:s on the are.as part1• · 

cularly felt difflcul t by the students have been in col'• 

prated in the syllabu''• The teaching of granuns is 

necessary but it is not an end 1n itself, lt has to be 

int:roduced along with other ltems in the syllabu.s lnteg• 

rated with them and also contextual1zed. 

Another important aspect bome· .in mind 

while designing the syllabus 1o to grade the language 

items io be leamed in such a way that they build up into 

laEger communicative units. For example, we take the 

paragraphs as units defining the scope of each section of 
' 

the syllabus.. W1 thin each section there must be stages 

which 1ntJ:oduce Aow • cohE)X'ence relationships,!·, and these 

can be 1 abo! led by ove~rt clues which are used to mal'k 

them a 'for example', marking exemp11f1cat.1on1: • that 

1 s to say' t md1ng 1'eetatement, and •on the othex band' 

tnc;l%k1ng contrast, and • thus' marking conclusion and so 

on. We have dev1sed a syllabus which ia not a collection 

of st~uctures oz situations oa notions but a sequence of 

~elationships which build up into a sU'uctued parapaph, 

and subsequently into a series of paragraphs which appl'o­

x1mate to the kind of ~eading material which the learne~s 

can ultimately handle themselves. What 1n fact we do 
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here 1s to mako the learner participate 1n developing a 

p~agraph which has :rougly the following structure • 

Maln statement SUpport 

Exemplification .(for example) 

ClarifiQation (that is to say) 

COnclusion (thus) 

A syllabus of this type has not been· tried 

out in Mizoram. 1 t can • however • in all probab111 ty v-rork 

very effoetively, be~ause th1s syllabus has been designed 

bearing in mind the problems faoed by the lenmeJ: s and on 

the basis of their demands and needs.. lf this syllabus is 

_ introduced it 1a possible for the learners to pa%'tic1pate 

very succe.ssfull y ln the cl as $room act1 vi ties, The main 

aim of tho syllabus itil to provoke the learnel's to communi­

eate. fol' example, in the classzoom they are ancourageci 

• 

to vaite a p~agraph and in doing so they can themselves 

real.1~e their rate of progress. If applied pl'operly, 1 t is 

hoped that the present $Yllabus oan help· in a bettor lear­

ning of Englistl• 

The syllabus is presented ln the form of a 

table below.. It is essentially a skill based syllabus and 

the teacher has to constantly ensu~e that the appropriate 

skills are acquired ttu:ough constant interaction w1th the 
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students• the teacher should con etantly go on assessing 

the p~gress of the leamers ln case it is not up to the 

mark. 

The syllabus is designed to be covered 1n 

about 7 months, the normal span of an academic yea. lt 

is expected that during this p~iod there will be at 

least & classes per week of 45 minutes .. duration. The 

tests have essentially to be skill-based and not eontent• 

based as happens usually .• 
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GO 
C'l 

2. 

Seeking and 
getting speci­
fic information 
and ·genexal 
information 

Ability to ·use 
language 
correctly 

MOde 

Reading 

Me(!lym 

Expository. descriptive. 
nar~ative or desc:rlptive 
p·rose 

a) .Non-specialized reference 
materials like. encyclopae­
dias, dicUonaries.,etc:. 

b) Weat.her ~eports 
~:c·} Newspaper al'ticles 
d)·· Circulars and Notice 
e) .Lettezs 
f) Reports of experiments 
g) Instruction manuals 
b) Book reviews 

Speaking COnversation 

writing 

Writing 

Letters. essays.p.recis 
writing, reports 

Some pattem practice drills 
and their use in language 
operation 

I!.a 

extract specific lnfomation 
from written discourse through 
the following means ; 

a) choosing the appropriate 
answer from given answers 

(multiple choice T/F matching, 
,·etc.), 

b) Transfomation of information 
from prose to graphic and 
vice verse. 

c) Writing summary of the .infor­
maUon content .. 

d) Giving written answers to 
open-ended questi-ons 

e) Arranging flnformation in 
specific order. 

· a) .. ft~king for specific information 

a) Ask and write specific infor­
mation in the appropriate 
writing form 

a) Ability to insert articles! 
prepo s1 tiona and modal aux lia-
ries 

b) Provide the correct tense foxm 
of the verb 

c) Correct sentences 
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3. · Reading cri-

4.. lnteJ:act1ng 

s •. Making a 
PJ:esen taUon 

-ovtf!l 

Reading 

Vtr:iting 

Listening 

writing and 
•eating 

6. ban sla tion and Reading and 
lntezp~etation Wr1 ting 

-,-;., .... -... "Jzn:·•· 

Articles from-. a) Wr 1 tin 9 a ' summary of the con­
tents 1) 

11) 
Nev.rspaper and journals 
Short s~ries and b) Writing character sketches 

from stories poems 
111) Essays 

1v) Business Reports 'etc. 
.Short essays and 
letters 

1) 

11) 

111) 
1v) 

Qmvcrsation with the 
teacher 

Radio/Video tape 
programme 
Mlni 1 actu.re. 
News etc. 

Some communicative sl tua­
Uon to be created by the 
teacher9 e.g. visiting a 
Place, camp fire9 vaeation.s 
etc •. 

1) Narrative or descrip-
tive prose 

11.) Dialogue 
iii)One act Plays 
1v) Shol't stories 

c) Comment on certain aspects of 
the materials 

a) Communicate views through the 
essays and letters 

a) . Answering questions orally and 
in the written form on th.e 1n­
fomat1on content 

a) Give a short speech 
b) Describe these in the form of 

an essay 

c) Write the transcript of the speech 

.a) T~anslation of the passage into 
the mother tongue 

b) Interpret the meaning 
c) Trying to write what can happen 

after the piece ends. 

~ 
C.Z:l 

cJ1 
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there should be no presuibed textbook 

and the teacher would be free to enoose materials from 

any source. Du~ing tne examinations the attempt would be 

to evaluate the proficiency of the learners 1n sp&cgified 

tasks. for example, a few passages will be given and the 

learners would be asked to perform certain tasks on their 

basis. It would be ensured that the passages do not go 

beyond the comprehension level of the leal'ners. It is 

hoped that this will result in better learning of Snglish 

by the students. Another advantage of this approach would 

be that the problems of cheating and taking reCQurse to baz• 

notes c$J\ be totally avoided 1n the examination~. 



CHAP~ - VIII 

C.ONCLUSION 



OONCWSlON 

8. t lNTROWCflON 

s. 2 MAJOR PROBLeMS Of THE LSAANS\S 
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8.2.3 
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8e& · PEDAOOGlCAL IMPUCATIOto&S 

Management o t Leamlng 

~mer-cenued .suateg1ee 
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CHAPTIB • Ylll 

8 •-t IN TRO.QUCTION 

AS we •eaew the main points developed 

in tbe f.~egolng chaptezoo and arguments p\lt forward 1n 

2
. n (l. 

0\J 

the study we come to a numbQ of lnte:resting and meaningful 

conclusions. 

J~~~~~-
Tbe teacblng of B'lglisb ln lndi·e continues 

to be mol'& or less e te&ch~extbook-cl.aesnom affair whea-e 

all tba.t the teaeher u&ual.ly d9tts is to explain the lessons 

of the textbook and the l'ulos of language operation.~ Thus 

English ls taught mostly as one would teach Pbya1c.e oa His­

tory whe~e gene•ally GPe«lk1ng. the infomaUon ~a all that 

matters. Tho leamers Sl'e often passive llotene:rs and ra~tely 

take part 1n the classroom teaching. Furthe~~ opporwnlties 

a~e 1lm1 ted for the leamers to ~ave eJCPosure to English 

outside the c;lass:room. Ach1ev1n~ p1'of1o1ency in a language 

on tt.e otheJ: band .ls $ p.#oceso ~e~e the e!dlls of ope~:atlon 

ue acquired t.dt.n a vJ.aw to succ~asfully communi:ca\e in the 

tuget languaga. Unfortunately, 1nsp1\e of all the develop­

ments ln Lingul.s\ics and their appllcotion to English Language­

Teaching, the o1 tuation at tho classx001D level bas a-emained 
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' tion was t:ngli &h the leame~s Qianaged to aoqulre sGme pro·• 

fluency a$ a ~eeul t of expo~nu:th As e re$\alt, tbe leame~a• 

communicative abilities in English are not sat1sfactozy.. 

Leamel's c;omlng out of ou• csdlools end colleges after 8 to 

10 years of. Eng11sb teacbing.1eat:nJ.ng ue not ln a poelUon 

to use it effectively fO. communication or even for perfor­

ming simple ta$ks like vll'i t!,ng an application fo% leave Qr 

for a job. 

·The s1tuaUo.1j in a remote area like 

M1zo.ram 1 s indeed not sati sfatto~ a\ all• The geog~ephlcal 

l'emotenes& of 'he Qea, laek of good teachers of 9\glteh (llld 

1 ack of exposUI'e to the use of· English in dey to day .life; 

make it d1fficul t for the leuners to be proficient 1n the 

language. Moreove:rl th() faoilities ltke l1bl'arJ.e's and eudl.o­

vlaual aids de almost totally not available. At the level 

of c:ur%1eulurn planning also th&~$ exists deflciencitlfh A 

detailed,. sd.entiflc end systematic $tudy has not yet been 

conducted on the speeific needs of the le~ners and the11" 

majoR pl'oblems in the process of learning English. In ih0 

abst;lhce of this type of specific 1nfoJ:mat1on, tho sy1labuaes 

are mostly $depta\1efte fz.om those 1n use 1n the ne1ghbOU1'1ng 
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states. The syllabus a\ the Pre-university level 1s 

meRely a list of poems, plays •. prose pieces and langu.age 

items to be taught. The teaching strategies adopted by 

the teaehar$ and ·~'jJtemadial rneasum-as undet:taken by them 

are generally adhoe measures. the lea.rnaJ: is always the 

worst sufferer. Thus, inspite of the best intention$ of 

the curriculum planners, teaeheJ:s and educational adminis­

trat{)~s. there 1 s a gap between t.he expectations and actual 

achft)vements of the leame•&• 

lt may ba pointed out that the Mizo phono­

logy, syntax and morphology a~e quite diffoent from those 

of English and other Indian Languages • M understanding 

of ihe way l'Ules of Mi:o operate ia necassary to appreciate 

some of the specifi~ p~blems of the learner~ of Snglish• 

Remedial measures unde:ta,ken without an under~tandlng of 

the differnees bet\-veen .Slgllsh and M1zo ru.n the :risk o.f 

being unsuccessful. 

An analysis of the essays w:1tten by the 

Miao learners of Engll sh on a descriptive topic brought 

some major .aspects of the linguistic problems ot the leamers 

and consequent.lY• wo arrived at somo significant and usef'ul 

conelus1on.s. 



lt was observed that though the length 

of tbe essay varied from leuner to leamer n-one had 
' 

submitted an incomplete essay. The length of the essay 

was by all standards suffieiont enough to provoke. them 

to show the various probJ.ens that they f'ace in English. 

lt was found that tbo leame;s had committed a total 

number of &920 e.-roza, eaCh leazn~x comm1 tt1ng about 19 

to 20 ~rors ln en essay of about· 280 words. The errol's 

we~e claes1f1ed into 8 errol: typas. 

The leaJ'nel's had commi t.ted the hlghost 

ng:nbe:r of errors in the area of ve•b forms and pattel'n 

amounting to !233 or 21.181'. This was followed by etl'ors 

in syntax amounting to 903 OJr 15.51% • The errors committed 

by the learners 1n the fields of lexis and tense accounted 

f:-C)r; 780 or 13.42" and 676 Ol' t 1.61"• ~rora ln preposl t1on, 

articles and spelling amounted to 571 os- 9.81~. 591 o:r 10.1$~, 

~?4 or 9.86% respoctlvelyc. In fact. the errore committed by 

the leal'ners in all these areas we.re qui. te s1gn1f1cant. 

As bas. alJ&eBdy been stated, the learners 

had maximum problem 1n the area of verb forma and Pattem. 



there was a lot ot confusion, 1n putieular, ln the use of 

verbs 1n their 1ndefin1 te and piUtlclple forms ()f both present 

and past tenses. They also had. problems ln the use of lnf1n1• 

tives and .tnperi' act forms of vezbs. There we¥e subatl tution G 

also in violation of the app•opr1ate fozms of ve~bs. There 

were not pro-sH~Jt subjeet-vollb co-ordination 1n many cases and 

the auxil1at1es were not propeJ:ly used. The learners o'ften 

used long and eomplieated sentences w1 th .several subjects 

and verb~h ln the proeess they lost track of the ve~b that 

should ag~ee with a partlcuJ.a• subject. In. many eases. they 

could ~t identify the subject in a sentence. This inability 

was resPonsible for quite a large number of e~rol's in the 

area. Ert:ots of 1ncor:rect use of ves-b form mostly emanated 

from what P1t O:>rder (197.S).calls 'ove•genual1aat1on• of 

rules. Thus we observed er~rs like· 'goed' • • c:omed' • 1 Happ1ed' 

eic. When they comm1 t_ er~rs of this natUI'o it appears that 

the ptlneiples reqard1ng the form of· the verb ln the past tense 

have not been p"operly understood and used. 

bt:ol's of impnp~l" use of tense and aspect 

were more serious e~rrors because these affect communication. 

the 1mpropel' use of aspect or tense can 1nte1'fere 1n the ·procas& 

of 9Gtt1ng a cleu 1def ltegarding the time or period of en 1nc1d­

en t. f'oJ:' example, they wro"e• 
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'we had picnic at Buna Jaungalow every year• 

when they ms.ant that 'they bave 1• habitually at Bung BU113alow 

evaf"1 year.. lt was felt that most ot these eJTOrs occured due 

to inadequate Wl.deratan<Una ot the funct1ons and shades ot mea­

ninS conveyed by the dt:tterent 'tonses ancl their various aspeots. 

l't Qpeared that the leaJ"Jlers had been exposed 

to too many ver'b toms in q\ld.ck succession \dthout properly 

unde~standing tlleir use in -the lanaua.ge system. They had not 

remeatared or were contused wbich rules were applicable to 

which aet ot vorbs tor .forming their past tense forms and 

past participle torms., or serund. lt seemed that they had 

not been taua)lt \he tit:ferant verb tot"m.s in proper contexts. 

·the errosa izl· the area of verb forms can be 

remedied by teac.Jhin$ 'tm leal"ne.rs tOO llse of spoc1t1c verb 

.forms ubin eocordanco "'1tb various tenses and tense fonts 1n 

an ol"d.erly and. syatematio manner~ They should be taught how 

a particular veroc torm 1s used in a particular context and 

tense torm. they need to be ta~t how a verb 1s used in 

dJ..ff"erant contexts in present tense 1 tself; then 1n d1trerent 

pa-ost 'tense as~ct.s and flature tense aapecta. As the Mizo 

learners do- not have many ditterent tense forms in their lang­

uage, ·they tincl 1t d1tt1cUl t to understand the tense forms in 
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.1, .. ; 

English 1t not taught in a systematio way., The l$al'nal.'"S 

should be ta~bt s;p.ec1t1oally dttterent rules governinS 

different se·ta ot VQrbs in their past eJ1d past par\1o1p1o 

torms. U this J.s not done., ·they will tind themaalve$ in 

contusion and wlll use o•w tonn ot the verb 1n plaoa of the 

. other and thus w.Ul contintaa to comm.S.t erro.-s • 

. Along w! th the proper use ot the ~arb toms, 

tba learners also nee4 to ba c:are.tul in. tha use ot saux:lliar'ioa. 

b learners were contusE~d in the usa of 'shall'• 1tdll. •, 'can' 

and the 1r pa.3t tanse .toms.. Thu~, they randoml.y uaec1 •sruru ·• 
for 'will'• 'will' tor 1shall·f .. 'qan 'tor cot.lld'• ·'would'· tor 

'may~. They alSQ ba4 contusion l'ttti~ the usa ot p~imary 

awtillaries-1 i.e. •be 1 .and its toms ·'do • fbave • ate.. The 

learners bad genoral1ae4 that U · the aU:dliary was in 'the 

past tense the main ven must al.so ba .1n ·tbQ same tenSQ, O'P 

it the main verb was 1n the prasent tense the auxiliary must 

also tollow .sutt.. J:t was understood that the· atude·nts d14 not 

bave a Clear idea ra~ the auxili.an.es ana 'Uleil' uoo 1n 

the lan.s\laSe.. The sourcas of those errors could h mostly clue 

to unsyatamatic tcaaobin8, tba le~rs t carelessness end ~1r 

ignorance abo-u't ttl;) usa of aWd.l.iaries. As tba learners did. 

not have muon 1ds.a .about ·t.ba correct use ot di.ftaren't tense 
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forms, they also faUed to use the o:wdJ.iarles appropriately 

1ft their senttances. ln .addit.1on to express1ns simple tut..­

r1t.y, model auxUi.aries al.so e2epreas probabll1t1es• wiahas1 . 

. expectations etc. But aucb uses were perhaps not taught to 

the iearners. Once the learners overco~ their d1tf1cul.tlos 

in tha :area of tens-a, alQ.st ot their et'n>rs in the use of 

auxiliaries will be automaticallY avoided. .l~ is eviden\; 

tbara.fore. ~at the learneJ-3 sholdd be made aware of the 

·propel' tellS$ tO~lllS to enable tbsm to usQ the verl) .and al;C(U1a-­

r1e s co~Teotly. 

19Aee was ons of the moat Utt1cf4t areas 

. for the learners. (:!They bad ~at dJ.ftlc\4 ty 1n ~- uae ot 

Utterellt tenses ana their aspeeu... 'There were j,.nstancas 

where they uoo4 'bo \b the pre sen' en4 past tense a 1ft f:l stnal.e 

sentence. Many ot the.m waJ'e also con..tused about the conUnuous 

torms ot varl) an4 they too had no 1dea about recent pa.a·t and. 

distant past. 1n tact, \he·· tense system in Mi2o 1s r.u:>t ~.:~:~~-:.--~;r". 
various ·as 1t is J.n English and thE) l~arners are not .tamUlaP 

'"• :, " ~' ' 

w1 tb the concept of the ditllferent tense torms 1.1ke indefini ta • 

irnpet'tect, perfect eto. 1n t.beit ~'tbar tongua. As a result., 

tbay do .not know how to wr1~ a ,sanwnco putuns together ditte­

rent tenses and tense aspects .s.n a seq\lenca. This bacomas a 
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areat problem tor 'Mlzo l~E&rs. 'fhe erroJ-s .in tense ltla1 be 

remedied by teach.ln3 tbe leamera tha correot use ot individual 
' -

tense tonns in prop&r context and how they can be· combirmcl in 

/sentences to express ideas 1n ditferenl time sequences. Once 
r 

tbe learners overcome their ditticul ties in tense, many of 

th$1r errors in .syntax wUl also .b.! avoided. 

fha learnars • erron 1n syntax 1ndludeci eiTOneous 

sentence struot~s 11lte lona and complex sentences 'rtlithout pro­

per conjunctions, connectives or corraletives, ond,asto.n of maJor 

consti t.uents itl a sentence antl laok of sequence of 'tenses among 

various -clauses. They w.r"QtQ a larae rawabsr of sentences 1il wbiob 

ptopar connectives were oot ~d and o:tten import.an.t par'ts of tbe 

sentences ware tl)isslng resUl'tirls in global errors. 

%' wa-s obaerve4 tom tba study that the errors 

1n syntax wet~ largely dte to mother tongue :intertaranoo and· also 

clue to ilt1proper teagllln&., T.ba atructl#'S ot the MJ.zo 1an.s·uaae is 

q\lite <11t.t~rent trom tb:t structure ot Enslish. 'When the 1eatnors 

triad to translate thai:r tno~ta directly into EnaJ,i>sh wt'thout 

.tollowlng the rl.U.es of ,syntax in the latwr• ."S;t reaul teeS in deviant 

sent<:lnces. Sines the laarners wra pooF in the usa o£ tansa forms, 

wntaot1ca1 errors were 'tha obvious o\JtcOme. 'the leante~a had 

d1tt1culty in expressing their experiences in time seqw.~neea. 
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'Tba le arnars • errore 1n syntax can be remedied 

by 'Caacblng them ditforen" pa'ttame ot se.n.tence structures 

systematically. They should ba ta~ht tha correct usa ot 

connectives and co~latives in ·tba proper contexts.. the 

concept of proper tenses is very important tor c::Qrre•t sentence 

construet10t'lt The teacher s.ho\illd help tbe learna•s to haVe a 

clear concept of tenses in .all thair aspects and torms 1n com -

plex and compound sen~ncas &long w1 tb active and paas:J.ve tonna 

of ths sentences. 

Errors 1n §pallina 
I I 

Another important area ot dit.ticul ty tor the 

· learners \faa speUina• !be errors 1n this area cot4d be 

con$1dere4 as those of mother tongue 1ntarterenca and tm· 

1nabU1ty of the learners to cope with the paouliar1i1es ot 

tbe English speUin3 S)'stem. .In M1zo tbere ere no consonant 

clusters and s;ell.ings arEJ mostl1 exact tra.nscrJ.pt:lOns of the. 

pronunciations.. That 1a" Mizo words al"e spelled e.x&otly as 

they .a,re ,Pl'Onounca<t. Xn wrltten Enslis.b tho learners ~ to 

use the same system 1n spellings and as a resUl t• \be pronunc1& 

tton .. spall:ing el'l"'rs ocol.W.. Tbe·ra were c;:ontuaions in words 

having oonsonant clusters_.. i't.arthar .• tau.lty pronunciation ot 
teachers and learners ali.ks appeared to be ona ot tbe maJor 



sources ot apelling erororB, SUent latters ot cosny 

Bnglisb wrds proved to be ailQtbaz- rsource ot £Dan1 ot the 

sJ)elli.hg eiTOrs comm1tte4 by the leamars... Vowels also 

tormed another source of difticulty .tor the learners -and. 

299 

many of tbe apalli.na ert"Ors were connac'ted nUl vowel 

.sr~pbemese Wb-U.e uttering a word, the loarners dld not 

pnerallY glace aoce.nt Q)rntc·uy whioh is the disUneuve 

cbaraote.r o£ a vowel. 'The learners ware t.hua tound to 

transfer .lftcorre~t spet:toh habits to writing. liaste ·and 

lgnoranc~ of tho learners. on many ooassiona also contributed 

to certain ~llinS en'Qrs. Ho•var, the Sfil errors 'cftlr& lnre­

&Ular because at certain p.laoes t.ba;y lll"'te a \IJOrd correctlY 

and tbe same word .~co~ctly at another pla.oe.9 T.be learners 

also ha<l a tandanw to split certain words into tw like 1mid 

nJ.ght ' fer 'm.1dn1Sht ·•, •t.n stead ·• for 'instead' ate" which 

were also co·unte4 aa eTrora. 

One of the remedies tor spelling errors iB 

to teaob the learners the ooneot pronurlolation of words plao!ns 

a'U'ess where _it ts necessary. Tbie learners should also be 

advised to consult a dicuonaey both tor meaning and <»~Tact 

pronunciation purposes. ·~achars ahotlld also ma1te a Ust qt 

cS.itticW. t. word.s ancl put them into practic;e drill$ 1n _prdor ·to 

help students to uaastar tb9m. 
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It was tound from the s't~ that the 

:learners wal"'e also r>atl'ler week in tbe use ct artiCles. Tho 

errors in the use· ot arUe1es were mostly related to wrong 

use ol article$ and missing arUG~s.. b learners appoarecl 

to be contused in the use of detiftite and inciefinite artioJ.aa. 

tt mau be pointed ollt that llkQ tnost other 

~dJ.an languages, Mizo d.ooa not have articles.· Thus, the 

learnars uere not vary a\ll'e ot their \laOS and ware contused 

ttea~ their propar placement. WhUe tran.Q.atlna a seat­

tance trom M1zo to Snil1sh tbe omi.ssDn ot the a.rtiole does 

not appear to alter the maanin3 of the setnte.nca~ +t. waa oboe 

served tbat mo-st of tha tirna the learners resorted to q~asing 

to dao.ide whether to uoo an article or not. Qi.U.te otten eru.-. 
o1es wre not used. where ·tha1 ware requil"ed. 1he Mcesaity ot 

aft al't1cle batore a noun Gr an adJectJ.Ve was not properl.y in­

ternalized by t!Jam. !hey were al.so s:pparan.Uy not consc1ous 
.~ . ~.. . 

ot the faot that a proper noun dOes not require an ax-tiel~ and 

ibis resulted in errors ot addition. Thera wt.Jre also errors 

of substitu~ion. lt was tel t that t'ea&d1al n:teasl.lras emphaei• 

zing upc)n the principles belU.nd. the use of art1oles should '­

un4artaken .• 
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·She errors ita tho area ol pr&pc>ai t1~na 

ware mostly related to the problema of subst1t.:ut1on ot one 

Jl'e:pOS:S.U.On .hr another.. The ma30r eause of ar.rors 1n tb1s 

ate a was omisalon. It was e>'bsel"Ved tha~ tbl learners had come, 

to associate a partict.alor prf)po.sition w1th a single twctJ.on,. 

.hr example, *to • tor them was a dlrSot.ional preposition Qnd 

bnsver that tunction c~ u.p there were ver'i tew errors. 

However, errors started sho!Q1ng whenever 'to • had to be usa4 

in a ctUterent environment. This may be at~ibuted to tbe 

tact that Mlzo. bas a vary elaborate system ot prepc>s1 tiona and 

most ot tbam have singUlar ,functions unli.ke EP&U.ah. 

·nsa erroPS ot o.m:l.ssion cannot \ie trtacad to 
/ 

mother tong~ 1nt.erferance as the system of prupos1t1on 1n f.U.zo 

is quite s1m11ar to that ot Enalisb. · Most ot the· errors ot 

onli.sa!Qn uere found .in complex; ·sentences l"GGguirina a tll.Unber of 

preposl tions w be ·used. Perhaps the 1earnera d1d not know the 

appropria-te place where a preposition is reqtd.red~ The learners 

were also found to usa two dii'Uctional praposl. tiona t.ogetl1e~. 

~bst probably sentances 1ndl:cat1ns two mo~rnont.s ioEh of •oomillg • 

art4 'going' ~ntused thern. b ditt1oul t10o ot the leprnors 18 -

the area ot pJ!'epos1UQns ·can be remedied ~ugh lntens.ive prac­

tice drills, 1he learners sboulci also be made aware ot t1la im­

portance or tbe prepositions as • 



the teaching of common Prepo e1 tlon s of • 
to, from, on, at, 1n 1 into, fo•• with, 
by, will provide plenty of bJ:i.ghtness 1n 
ou:r lessons, fo• these words are e&$Y to 
teach in thel~ common concl'ete meanings 
(Pittman • t967 a 98). 
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Tha leaznel'·s weJ:e also found to ~ommi t 

lexical erro•s• M.any of then1 often used some '~rds 1n the! .. 

essays which wel'e inappftp»aite in the c:ota\e;ct. These erzo•s 

'wde mostly due to their 11m1t9d vocabvlary command and pQ\ly 

because of theil' igno•ance abq~ the meanings of words in di­

fferent contexte. In Ml~;a wotd does not ct'U:lft9$ lt.s meaning 

in differMt c::onte»ts unless a change in tone aceompanies lt; 

A change in tone b:tinge a change ln th~ meaning of many Mi zo · 

words which is not the c:ese in English. The Ml&O language 

also has a rat.her limited vocabulary unlike English, Fo .. exam­

ple, ono student ~te 

• l was told 1 . iMt fifty m~ks ln Hist.o%y' 

Th& stud0nts m.ay no\ ~e&liso that he bad committed a lexlcal 

error because the Mia equivalen-t of the i?ng11Gh • see• o• 

• saw• is 'hrnu' and Mlzo$ use this word 1n <litfetent contexts 

where a. native apeakeJ: of 2\glish would variously uso 'tnaet•; 
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lt. was fel ~ that tbe learne~a should be in1• 

tlatad to use ~he dictionaJ:Ty to 1ncl'ease thelJ: wo:td powe• 

and also to se$ theu proper use in the :right context. They 

should be made swa:re of the fac~ that many Engllsb v.Ord.s ca:rry 

different meanings when used in diffe~:ent contexts. Remedial 

exe~dses can be pxepared keeping in mind the level of diffi­

culty the learners face. 

e.a.e 

The erxo:s which we~e not alassified were pu\ 

under 'm1 a( ell aaeoua el'1'0r s·• which included err:oxs of numbel', 

pronouns, adject1ve.s, adverbs., use of caPital end small lettel's, 

unnecessary extra WG:rch~, ambiguous cxpl'oss1ons etc. These errors, 

1\ was fe~ t, could be :re;nedied lf the o'tbel' errol' types wel'e 
' "'\ 

corre'c{ed. \\ 

1 t 1s eviden\ from our analysis of the loarnex-s' 

e:r~rs that they were not competent to exp•ess themaelve$ eohe­

:rsnUy. They wde essentially week 1n the rules of langut)ge 

operation and this reflected ltselt in their attempts to wrt·t..,,..,~ 
.,, ... ··. 

an~ expre.ss. themselves coherently., 

tegar-diJ\g •be way the lattguag~ opel'a~~~··made them write sentences 
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wbleh hatlperecl communication. The division of the essay 

il'lto patag.raphe bad aleo been done· h&phaaal'dly with no 

relation between tho theme and the p~agiaph. 'they wrote 

the giveA essay 1n a a10st dlsau:gani~e<l tnannu. the leamel's · \ 

have to be taught the rules of language opetatlon in the contex( 
- i 

of actual use• one of the effective devicee to have the des1r~ 
. - . !:;?:;(~· 

proficiency 1n English is pattem practice di'Uls. One ~ 1anq;... ; 
- ... . . - •, 

the systetn of Mizo and En gUsh ate qU1 te d1fte~ 

rent from each otheJ:• Apa~t from ph0nologlca1•· morphological 

and syntact1C1.~~ differences, there ar~ other notable differencea 

as \vell• Mizo 1s essentially a tonal language where differences 

of tone can alte~ the meaning of a wo.rd. 1'he way wo~s ate 

arranged in Mi~o 1s also verJ different from EngliGh• 'nle ad­

jectives always follow the noun. The prepositions aJ:e mostly 

postpositions and the main ve%bs do not change their foms with 

tho chang& of tense and aspect• The sentence suuct\tte ln Eng­

lish follows thG pattern Of S•~;. whe~eas 1n Mlzo, 1 t. le 0•5-V 

fo~ first and second pat-soft and S.Q. V fo-r the tbi.td person. 
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The influence of t£\e mother tongue in the 

area of spelling has cdi!eady been discussed, ~:OJ'S 1n 

verb Uke those !"elating to 1ncorJ"ect use of verb· form and 

el'l'ors in tho use of espett ean be t~aced to the influence 

of the mothe% tongue. tir:.I'OI"& of omission of atticles also, 

reflect the interfo•en<e of the mother ton~ue. The:o ~e 

no articles ln Mizo and, the:refo:e., they do not make any 

difference fo:r the learner; a& far as meaning is concerned. 

Therefore, one saw ·sentences like 'He gave me purse ()fo~ 

BirthdaY present• • Etxo•s of $Ubstltut1on in prepos1t.1ons 

could also be t1:aced to \he 1nterf~tence of the moth~ tongue. 

Mia:~~.bas a very elabo.rate system of prepositions and they 

are usually used to denote a single function. The ~ultlp1o 

, shades of meaning associated 'ftlith the prepositions ln English 

are absent .in Mizo• All the$e eau.se much confus1cn ~n the minds 

of the learners l'esulting in er~ors of substitution,. 

However. the reseucher would like to state 

clearly that all area$ of cont~aa\s did n()t produce er#Ors • 

. Fo~ example, one could not deteet any ertors of th~ placing 

of wo%ds ln a ~ntence as done in M1Jo. In Mi2o; for lnstancao 

one gets sentences like • Th1ngpui no hnih min pe rawh' or • Tea 

cup t\\0 me give•. W& obseJ:ved no inetances of erro;s of this 

type 1n \be 1ea%no~s• essays. lheJefo:ra:t mothet otnu~e is a 

facto~ in itesPect of some of the e%rora but the fact. ~0remains 
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that lt ls not the only sou~ce of errots •. AlthOugh the 

two languages •. English and Mizo aJ:e very d1ffe~ent f~om 

one another. t.1 interfel'ence is not tha .sola source of 

ettor fo~ M1zo leame~s. As Lado ( t964) puts 1 t.. • These 

diffexen~es are the chief aoutc~ of difficulty 1n lea~ning 

a second language (p.21 ), and• • The most. lmpo•tant facto~ 
\ . 

dete11nining ease and ::1,'diff1cuJ.ty 1n learning the pattern$ 

of a foxe1gn language ls their similarity to Oi' d1fference 

from the patterns of the native language • '(p.9t ). fie:e 

~~-cl)ief so\lrce' and •most important• lmpl y that mothe# tongue 

interference 1 s not eonce1ved to be the only soutce of error. 

On the basis of the experience gained from 

the analysis of the learnet:s• error a, 1 t can be concluded 

that most of the problems were caused by inte~ferenee of 

the mother tongue. faulty methods of teaching and inappro­

priate internalization of tho rules of language operation. 
r 

The ~abits of the mother tongue often get in the way when 

M1zo leam«lrs try to expl'ess themselves in English. Aa a , 

result learners collllQit many e~rors in the areas of verb 

foms• tense, articles, prepositions, lexis, synt~x, spe­

lling and the lllte. f'aul ty methods of teaching .Jlso caused 
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the leamers to commit er.tors 1n those at:eas. They were 

taught the rules of grammar but they often do not show 

the ability to apply those rules correctly in real life 

communicative s1\uations. for example. they know that 

the subject in a sentence must agree with the verb but 

theY often cannot identify tha subject• -~y know tttat 

a pronoun substitutes a noun but often cannot use this 

device while itt.riting senteru:es or par;agraphs• Moreover, 

the models of f.nglit)h pre$ented by the tea~he" dGPr1ve tha 

students from getting on oppoli'tunity of exposure to good 

English• The leat'tHJt:s pick up pxonunciationa ~~hich are 
I 

unaoceptable end as a l'esult they commit _spell~ errors •. 

the expt>su~e to too tnany items of g:amma:t $1multaneously 

affects. the process of internalization of the logic of 

g:rammai:. lnapp;rop:iatQ or inadeqUate internalization resul t.s 

in over-gena~alizuUon of rules which can be saen through 

ertol's lik~ 1 goed' • • GQm~• etc. Another result of the 

d.i.fficulty 1a that \he lea~ners are unable to understand 

the function of the different parts of speech. 

lt was, therefore, felt. that gl'amma~ 

exerc1sos should be pxaet1$ed 1n the context of an utterance 

or discourse as a shozt term measu~e· IC thi$ is done th& 

iearnets would get adeQUate exposu~e to the communicative 

fo:rm of the language and might acqU1:re the requited profi­

ciency in 1tit 
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Jt is hoped that the syllabus should ensuze 

that. the language items are properly graded and introduced 

1n a phased manner• The teaching methodology should see to 

1 t. that the items are pezo1od1cally repeat~ for reinforcement •. 

This would ensure proper lnternali~tion and could help the 

leamers to be constantly in touch with the important aspects 

of language use. The_ teachers, it goes without saying, play 

a ve~y important role. They should ensure that proper learning 

takes place. 

The curriculum planners and syllabtu; deslgnel"s 

have to take into account the l'eal situations that exists ~ 

the classrooms. In a remote place like Mlzoram where exposure 

to th~ use of English is extremely lWted; the syllabus becomes 

an important instrument fo:r teaching communicative skills Ol' 

increasing the leamel's• Proficiency in the language. Taking 

this into account. the choice of lessons in tex~ooks and gra­

dation of materialG 1n them need to be selected mora carefully. 

The lessons in the textbooks need to be more language oriented 

than infoma~ion oriented. Textbooks should also Ctlntain some 

conversational lessons to give the learners some idea about 

how language is used for communication in real life situations. 

It has been obsaxvod that tho teachers werre 

mostly interestod in completing th~ syllabus and rarely felt 

the noed to increase the leama~s• proficieney 1n S\glish. 
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The need, therefore., beside~ a properly planned cur%1culum, 

ls to have the teachers adequately uained in C.L.T. This is 

necessary because the objectives sPec1fiad in the curriculum 

c:anno't become a :real1 ty • unt.il and unless thex-e are teachers 

to translate them into actual practice. Acco~ding to Julian 

Edge; ~eache:rs must leam 

bow to focus le~ars' attentio-n on to 
$Pee1 fie featux-es of Sngli sh form and 
function • how to model the lan.guago, moti­
vate and o~ganize ita practice and ita use, 
and exPlain its working. In other words,, 
they mu&t become teachers of the language. 
with, a full range of TEFL p~ocedures at 
theiJ: command and the theoretical knowledge 
necessa~y to make decisions about the 
{t986 ; 9•10). 

It has been the exper1 enee of many CU~l'iculum 

plannets tnat thai: plans have failed at the level of \he class­

room. One obvious %aason was that the t~aehers were not equ1pp­

ed to h.anclle thG syllabus prQscribed. for any long tatm stra~ 

tagy to worl( properly and effectively the participation and 

cooperation of the teacher is a necessity. That is why app~­

pr1ate teacheJ: training p:.ogx;-amme$ have to be conducted• The 

teacher has to be made aware of the exa~t p~oblems of the 

learners and their sources. This alone ean ensure that proper 

remedial measuzes are undertaken• 
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The syllabus of ~glish; fo~ unde~rg:raduate 

classes prescribed by NsHU. is la:gely silent about class• 

~oom suat.egies. This leads to a situation whete the str-a­

tegies and methods of teaching Et.lgllsh depend on individual 

s'Wles and methods of the teachers. When teaching styles 

and classroom s\l'ategles vary. the learning that takes place 

also varies. While the cutrieulum stresses the need fo~ tea­

cher training, 1t ctoos not specify the kind of tiraining that 

is required~ the teac:he~ has three impottant roles to play 

in the classroom• thai of language user, language analyst 

and language manage~. Wi'ho"t pJ:oper tfainlng the teache~ 

is usually ignotant of how language can be broken do~ ln'o 

small teachable items and 1s also unaware of how language 

items can be p~esented effectively so that they can bo unde~s­

tood by the leGJ:nera. Altho\lgh lots of &-eeearch has been 

done on techniques fo~ teaching such items, many teacheJ'e 

a:te not famlli~ with them. Teacher training institutes 

and in-service teacher training programmes must make the 

teachers a~1are of the new teaching techniqUes and develop-
,. • .ft'"...,.. +"..,/i?-4· ,_.,.~'f~ 
c:;--·~·G..:._. .. n -D ..... _. 
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e.s.t 

The management of leai'ning 1s an essen• 

t1a1 skill which languagEt teachers n~d to develop. The 

teachel's know that students, are, of vazied linguistic abi­

lity and that no two ~itudents can learn the samG tbing in 

the ~am• manner at a giv~ period• lhe:re will alway$ be 

1ndiv1dual d1ff9X~c:es 1n the lea.rning abU1ty of students 

(Sd'uni tt t 1995 • 137 ).. It becomes an imPoJ""tant aspect of 

the teaehe:' a management skill to .assess Judicioualy from 

time to t~e the prog~a$$ of each. i."d1vidual leatnez and 

manage the clasal'oom activity in $UCh a war so tha,. prope: 
L 

.teaming takes place. The teacher needs to 'be oensi 'tive 

t.o studen-ts• limitations a.~d not ov&J:whelm :them with mora 

than they can handle·• (fzeaman • 1986 a ~;~o. 

The learner• among othet' things, 1s the 

most iln'POJ'tant constituent ot the teaeh1ng•learn1ng pl"oce&~h 

MY teaching method o:r strategy ClaMOt l>o effective wi. tbout 

sel'iously taking into Gc:count the needs and l'aqui~ei!lenta of 

the leamers (Haamer ~ 1996 t 337-338). 1n most eases the 

·learners are Si&nply passive listeners and the toachor& tend 
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to be. indiffe~(;1lt to thei:t spec:ifie needs• teaehe~s are 

also J:eluctant to ~odify o~ c:hangE) tne1~ assumption$ and 

belief& about. the teaching of English.. lf effective t.ea:­

c:hing is tno goal, Ute teachers have to change thei~ ttad-4-

1Uonal ways and taka cate of th$ needs of the leaJ"neJ:o• The 

$poken and written wo:rks in the claesroon) should be f'unc\1o• 

nal and directed towards too needs of the loamers. Lea~ne1rs 

acqui~e thei:t lanuuage skills more ~apldly and language le~­

nlng becomes a joy if the%e ls l'elaaed and tension free at• 

mosphere in the classroom-. Rive•$ points out # 

If s\~den~s do not appear to be 1nte~eated 
in practising language use in the ways we 
have designed.-. lt is tho ways we ehould try 
to change. not the atudenta ( t983 t 152). 

The teac;he~ should be creative or innovative 1n hls teaching 

suatagies in o~dez to e~eate enthusiastn end interest a:nong 

the learnet·bh He should be flexible in his instructions and 

shoUld have the ability to vray the 1n strucUonal p,..-ocedure 

ac~i'tl1ng to the ne$ia of the monaen.t bec.ause .t 

The area of language teaching and learning 
1s not $tatic, set 1n some mold that repre-
sents an unchanging model of how things ough~ 

to be ••. from time to \it:ne we need to ••• 
change cour&e if we find our present direc• 
tlon is not leading us wtu~•e we need to gap 
(Ibid. P• 133 ) •. 



3i3 

. . 

Thus, \he teache~ occupies a cent~al place 1n a student$• 

life. student$ noed. teacha¥s 1n the clasS%0om 'both to give 

them the kind of feedback they CZ"ave and to acknowledge theu 

progress '(flame~ a 1995 a '340). 

1 t has been reported by the teache~s that 

1t b~comes 41ff1cult for- them to implement suitable st.rate• 

gies t.o benefit tho students if the classes are too large. 

Besides, the preeent e.xam1nation avsta does not allow them 

to be innovative because thei% teaching 1s mostly examination 

oxiented. ln suth s1tuat1Qns the teaeh~rs can plen their tea­

ching properly and tutorial classes of small groups of students 

can be aJ:~angod. Remedial measures and other helpful methods 

can be adop~ed to help the weakeJ' students in pQi'Ucular to 

eome up to the level of the bette~ oneth 

The present studY reveals that pedagogical 

and linguistic factoJ:e are l'esponsible for poot p¥Gf1c1enc:y 

1n English of the student$ al the u.nde~gl'aduate level 1n 

Mizo$$n• The comparison of Slgllsh and MizQ and the analysis 

of 'the learners' errors show that Mizo leatneJ's face various 

problems in many a~eas ot language ope:ratton. The compdlson 

of the ttAO languages $how$ the differences betwe~ them in 



the areas of phonology, mo.-phology and syntax which ar& 

be~leved to be the sources of many of the el'rors comml• 

tt~d by the learners. It has been obset'Ved that mother 

ton9ue 1nte%fe~enee plays a significant rolo ~egarding 

learne~s' errors. APart from m.other tongue 1nterfe~encee 

othex factors are related mostly to teaching. The teaching 

methods and strategies did not help to sblve the learneJ"s' 

problems and did not meet their needs. ln orde~ to improve 

the teaehlng•learning $1tuat1~n a model syllabus has been 

de$1gned in chapter VII keeping in mind the needs and lnte:­

resta of the learne~s a~ well as th~u socio•cul tural back­

ground. Whlle it 1s proposed that the teacherG should be 

trained ln ELTt they shoul«S also be provided with propet 

facilities. The examination needs to change and lts objec• 

tive should be• amon~ othox thing&, to test the cornrnun1cat1ve 

ability of the leaJ:neJrs•. Catl James says & 

Ability to sustain a conversation in the 
foreign language is one of the main goals 
of L2 tosehing. Therefore. 1 t would seem 
sensible to enquisoe what 1s involved in 
holding a conversation in any languaoe, and 

. . 
then to conside~ t.he question of ~tlhat diffe­

rences there are between conversations in the 
L1 and 1n the L2 a this 1s tha contrastive di­
mension• of course (1980 1 t28)• 
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To ache1ve co:aununicativ(t abllity of Mizo learners tbo 

teache~s may be advi~ed to carry out a contrastive analysis 

of M1zo and Slgl1sh to find out 1n ¥i'h1d\ areas the tm lang­

uages differ fl'orn eaCh othd. lhls comparison will enablQ 

the teache~s to know ln wbieh ~eas of language ope»ation 

'he learners tno st need help• and they wlll be able to pare• 

diet. 'points of difficulty and some of the errors that laar­

n~~s will mate• (OlleJ' t t97t • 19). However• the researcher 

is awal'o that C.A. cannot prt)(f1et all er:col's that learn&rs 

make. The predic:tlve powel' o-f QA ls subjoet t.o 11mitatlonss 

Th~~~, al'e, of cours(J, purely quantitative 
limitations on the nwnbeta of leamers' 
e~rors that CAs can predict, limitations 
stemming f~m the fact that not all ~rrors , 
ue the result of Lt interfel'ence, i.e. 
in tel: lingual ertora (James t t980 a 146 ). 

lt may be pointed out that the~e are othe~ majoJr soutc:es of 

e~ro.rs whlch tae of a non-contrastive or1g1n like the effects 

of ~dget-language a$Ymmetr1ee (lntralingual er.zors)., uansfer 

of training, auat.egles of L2 learning and t.2 ,. commun1cat1on 

strategies (Ibid)• 

Therefore. •t may be safely concluded that 

CA has a significant role to play in Pte-~tifytng learning 

problems and also ln specifying the controlled steps where by 

the ieatncus can most efficiently solve their laatnlng problems. 
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