" THE PROBLEMS OF THE LEARNERS OF ENGLISH IN MIZORAM :

A STUDY IN CONTRASTIVE ANALYSIS
( A Case Study of Undergraduate Students of Mizoram )

A THESIS SUBMITTED FOR THE DEGREE OF
DOCTOR OF PHILOSOPHY,
: TOTHE - A _

- NORTH-EASTERN HILL UNIVERSITY, SHILLONG - 79308

Ms. Ramhmingthangi Ralte"
o Senior Lecturer _
NORTH-EASTERN HILL UNIVERSITY
MIZORAM CAMPUS, AIZAWL

Under the Guidance of

" Dr. S. Ganguly

Reader & Head, Department of English
NEHU, MIZORAM CAMPUS, AIZAWL.:




Dr. S. Ganguly, M.A (Delhi), P.G.D.T.E (CIEFL), ¢;'3M.Litt.(CIEFL),
Ph.D. (RANCHI)

Reader and Head,

Department of English,

North-Eastern Hill University,

Mizoram Campus, ‘

AL ZAWL.

SUPERVISOR'S CERTIFICATE

This is to certify that the work embodied in
this thesis titled The Problems_of the Learners of English
in Mizoram ¢ A _Study in Contrastive Analysis (A Studynof

Undergraduate Students of Mizoram) has been carried out under

my Supervision by Ms.Ramhmingthangi_ Ralte.

I further certify that the subject matter of this
thesis is a record of work done by the candidate herself, and
that the contents of this thesis did not form the basis of

award of any previous degree to her.

In habit and character, the candidate is a fit-
and proper person for the award of the degree of Doctor of

Pholosophy.

Dated Aigawl - | (S.Ganguly)
The _ 3  November,1995. | |



ACKIOWLEDAEMENT

I am gregtly indebted to my supervisor, Dr, S.
Ganguly, Reader and Head, Departament of English, NEHU,
Mizoram Campus, Alzawl for his sustained encouragement
and able supervision in completing the present work.

I record my deep appreciation and gratitude to
the Director, Higher and Technical Education Covt. of
Mizorem, Alzawl, without whose finsnclal help this work
would never see the light of day.

I thank the staff of NEHU, Mizoram Campus,Library
and CIEFL, Shillong, Regional Centre Library for making avai-
lable to me the relevant materials for my ressarche.

I am deeply thankful to Dr.(Mrs) Margaret Zama,
pr, (Mrs) Bijoya Ganguly, D r.{Mrs) Chanchala K.Naik for
their enccouragement and support.

1 thank the principals, teachers and students of
those colleges where I undertook my field work. Thanks are
also due to Miss F.Kapmawii and Mrs,Lalthansangi Sailo for
typing out the sceripts efficientiy.

I have received help and encouragement from many
other quarters also and I am indebted to all

) )
e ) ! qs/
RAGMINGTHANGIRALTE)



CHAPTER
CHAPTER
CHAPTER
CHAPI'ER
CHAPTER

CHAPTER

CHARRTER
CHAPTER

U E WD

CONTENTS

- em - — G G ame wm—

INTRODUCTION

THEORETICAL BACKGROUND

ELT IN INDIA

THE MIZO LANGUAGE : A LINGUISTIC DESCRIPTION
CONTRASTIVi ANALYSIS OF THE STRYCTURES OF
ENGLISH AND MIZO

A STUDY OF THE ERROR PATTERNS OF THE MIZO
LEARNERS OF ENGLISH

MODEL SYLLABUS

CONCLUSION



CHAPTER -

INTRODUCTION



1.1

1.2

1.3

CHAPTER -~ 1

INTRODUCTION

THE PROBLEM

HYPOTHESI S

JUSTIFICATION OF THE STUDY

STRUCTURE OF THE STUDY



CHAPTER - 1

INTRODUCTION

1.1 THE PROBLEM

The purpose of this stﬁdy is to
observe and analyse the problems of Mizo learners 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 BEnglish in the colleges often point out
that the BEnglish of their students is not up to the mark.
Inspite of 8 years of BEnglish 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

F.“’a



marks in énglish 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

to observe that, inspite of 8 to 10 years of Bnhglish
teaching-learning in the schools and colleges, the communi-

cative ability of the students is still very 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 Phglish. 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 éeems 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 onlf adhoc mea-
sures which are not based on any systematic study or
understanding of the real nature of the learners'

problems.,

The present study intends to fill this
gap and make an attempt to investigate the areas of
language use which pose problems for the learners of
English at the Pre-University level in Mizoram. We have
certain clear objectives heres 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
in respect of communication 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 errbrs 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 s 1957 ¢ 1). According to this approach the source
of learnérs' errors can be traced to the interference of
the motherlfongue. This approach is popularly known as
Contrastive Analysis which is concerned Qith the effects
exerted by the mother tongue on the language being learnt,
the foreign language (James s 1980 :9), it is concerned
with interference in one direction, from mother tongue to
target language (Jemes ¢ 1971. ¢ 60). The other approach
known 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 analyéis of the



learners' errors gives‘us gvidence of their competence

in the foreign language and enables us to throw light

on the general processes of learning a foreign language
(Johansson 8 1975 3 10). The two approaches, Contrastive
Analysis (CA) and Error Analysis (EA) are both concerned
with learners' performance and learners' errors. But,
while CA contrast the learners' native language and the
target language, EA contrast the learners' performance

and the target language (Sridhars 1981 s 232). The present
study has used the principles associated With the Contras-
tive approach in order to héve 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 grammaticélly correct sentence in
isolation does not necessarily mean that the_learnet 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 Bnhglish.

1.2 HYPOTHESI S

The low proficiency level of Mizo learners
in Bhglish 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
little Bhglish they have acquired is agaih 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 statement

It I had to reduce all of educational
psychologyy 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 which he tries to perceive
and assimilate the elements of the target language.
Therefore, utilizing and controlling this tendency of the
learners instead of ignoriny or fighting at will go a |
long way towards facilitating and ensuring success

(Marton s 1981 s 172-173).

1.3. JUSTIFICATION OF THE STUDY

In most of the remote and isolated
regions of the country the normal tendency is to adapt
the syllabus being used in the neighbouring states with

some cosmetic modifications, Quite often the poems,



prose pleces, 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, Meghalayé and
Delhi. 1t may be pointed out that most of the experts

in syllabus committees come from Delhi and it ié, 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. 1In a state like Mizoram, where the linguis-
tic, socio-;ultural and ethnic background of the learners
are considerably different from those in the neighbouring
areas like Assam and Meghalaya, 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 English.

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 émphasis and those that do no
need so much attention. The syllabus, thus, is mostly a
reading list of the poems, prose pieces and grammatical

items to be prepared for the examinations.



The preéent study isva 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-
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 s 1968 : 162). The analysis of the
learners' errors would help the teachers to re-teach and
emphasize the major areas of difficulty faced by the
learners in terms of frequency as a short term measure.
As a long term measure the study would generate materials
which can form the basis of a properly planned curriculum.
A mddel syllabus has been designed and included in the
study (see chapter vii) which Bas been modelled on the

basis of the findings of the study.

The study was conducted on a corpus of
300 students from S5 colleges of Aizawl studying at the
Pre-University level. 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 fo
write an essay and theréfore, 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 fo be the terminal stage of English
teaching=-learning for a majority 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 career of the learners. These
reasons make this stage worthy of a proper investigation.
The coileges 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

coming from dif ferent parts of the state,

It was felt that mere analysis of learners!
errors would not help us to undérstand the problems of the
learners in a proper perspective. The problems féced 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 was felt
thaf 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

learners.

When we congider the circumstances in
Mizoram we find that the state is geographically very remote
and gnder 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 work 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 same type where Prob-

lems of similar nature existe.

The study limits itself to the evaluation
of errors at different levels of language operation, viz

phonology, moiphology and syntax. It is supposed that an



[N
oD

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 tongﬁe‘ (Krishnas-
wami $ 1971 3 205) 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 z 1995 3 111) 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 analysis were
obtained it would be 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 3
(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 s 1968 s 189), (Gradmans 1971 : 73-74), (whitman,
Jackson : 1972 3 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 thaf 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 ¢ CA has never claimed 20 be able

to predict all errors, nor has it claimed
linguistic omniscience about which 'choices!
speakers will make (ibid p.57).

Lado (1968 3 125) is also found to claim no more than ability
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, Newnark and Reibel (1968 : 145-164) contend
that interferenﬁe 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-learning 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, among others, too accuse CA of
being based on the behaviourist conditioning principle
(1972 3 145-164). Inspite of the many criticisms levelled
against CA, there can be no denying the fact that it has
its pedagogical uses. CA is believed to have its practical
worth to language teachers (Ellis 2 1985 2 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 STRUCTURE OF THE STUDLY,

The study presented in the thesis is devided
into 8 chapters. In chapters II and III an attempt has been
madé to present the developments in linguistics and their
applications in English language teaching in Iﬁdia 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 strehgths and

wedknesses can be properly assessed.

The second chapter deals with the innovations
in ELT 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 ELT in India. In the last section of the chapter an

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



16

(Mizoram) briefly and also discuss the major problems

associated .with the teaching of English there.

The fourth chapter makes an attempt to give
a brief linguistic description of Mizo. This has been
done to examine and understand where the L1 of the learners

may cause problems and where it facilitates learninge.

The fifth chapfer-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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CHAPTER =~ 1II

THEORETICAL BACKGROUND

2.1 INTRODUCTION

In the early twenties there were no
‘institutions in India for research in the field of
English language teachihg. It was only during the
last few decade§ that fac%lities for research in the
field of language teaching have developed. With this
there came a marked awareness of the need for devéloping
methods or modifying existing methods to suit Indian
conditions of teaching~learning., Initially concepts
and methéds about ELT in India were introduced witﬁout
doing field surveys or collecting data about thé broblems
and needs of the learner#. Thus Grammar - Translation
Methods and Direct Method were introduced without any
modification whibh naturally did not yield the desired
results. In the recent past it has been realised that
one method which isAapplicable in a particular country

may not be equally applicable in another situation.

The concept of a universal methods has largely been
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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 direétly or indirectly influenced
Indian ELT iﬁ the lést few decades. Al attempt has also
been made to present some of the theories and principles
associated with ELT which could be helpful in providing
a fheoretical background to the study. Later in the
chapter an attempt has beeﬁ 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 PDEVELOPMENTS IN ELT
The concepts of teachiﬁngnglish 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 decades.

2.261 Structural Lingquistics

During the early decades of this century
a school of thought developed which claimed that lang-
uage was nothing but a collection of structdres. The
proponents made an attempt to analyse the sentences in
a language in terms of the structural patterns observed
in them. The emphasis was on descfibing the regulari-
ties of an utterance in their "phonological and gramma-
tical paiterning without resorting to the nuances of
meaning that speakers intend to conveyﬁ (Rivers s 1983:3).
Bloomfield described semantics as "equivalent to the sum
total of human knowledge", 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),
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The aim was to establish an abstract system of rules
to explain the linguistic manifestations observed in

the sentences of a languagé.

In the 19390s Bloomfield also developed
what later came to be known as Iﬁmediate Constituent
"Analysis or IC Analysis. Its aim was to find out the
ultihate 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 "layefs"

of constituents (Crystal s 1971 : 203-4).

The idea was that each human language
has certain permissible ways of organising morphemes -
into sentences and the study of language based on this

approach is what we call Structural Linguistics.
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2622 Word Lists

A great’deal of work was carried out
in the field of vocabulary selection in the 20s and
30s in America, Asia and Europe. In this period it
was beiieved that a speaker repeatedly uses a limited
number of words in normal conversation which could be
made more effective if listed and drilled. Many lists
were compiled as a congeqﬁeﬁce. The first such list

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

and the last, perhaps, was Carnegie's Interim Report on

Vocabulary 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 readiﬁg-too was considered
to be an important means of language learning. It was
believed that reading was the most»important skill to be
déveloped because it gave the learners a feeling of the

idiomatic use of language. In 1926 Michael lest published
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his_Bilingualism, and in 1934 Coleman and Fife published

Experiments and Studies in Modern Language Teaching. These

two réports emphasized the importance of reading and a
sécondary place was accorded to speaking énd writing.
According to West, the vocabulary of é learner learning

a foreign language in the preliminary stages should not

be large. The words selected at this stage should be
frequent as well ;s useful, and too many new words should
not be introduced in a lesson. One new word in every
fifty runﬁing words was considered to be the highest limit
to which a learner should be exposed to. New words should
be léarnt by practice in actual reading situation. Based

on these ideas, he published his famous book New Method

Readers (1935). He placed much emphasis on vocabulary

selection and the systematic teaching of ieading.

An attempt at reforming and unifying

language methodology was made in this period which was

derived from a study of foreign language methodology

and an extensive poll of the FL profession on generally
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éccepted goals for language study in the U.5. The

study was published as the Modern Foreign Language
Study and was produced by a committee under the

direction of Algemon Coleman and sponsored by the

Carnegie Corporation. Coleman's The Teaching of

Modern Foreign Languages_in the United States (1929)

was tﬁe most important single volume produced by this
study. This report found that among the four skills
of listening, speaking, reading and writing, reading
4was the only acceptabie skiil as the primafy 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 3 11-12). This method has absolute away

for sometime in FLT in the United States.

2.2.3 ATmy Specialized Training Programme (ASIP)

During the second i\orld War the US
faced the task of having to teach oral language skills

to the soldiers who were to operate in Europe and Asia.

w3
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The Army sought the help of linguists to develop
intensive language courses within the framework
of the Army specializéd Training Programme. In
the meantime there was a widespread application of

Structural Linguistics in the field of Language

teaching. The Army adopted this method of teaching

(Oirsouw: 1984 : 152). The key to the §uccess 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 wel;—motivated
learners. The ASGTP provided intensive courses in
various languages to get speakers in as short a time
as possible (Allen, Campbells 1972 : 24). The method
emphasized on the ability to speak the language and
understand it when spoken by nétive speakers, té
"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"l. (Rowe ¢ 1945:136). The method
wa§ introduced by 50 colleges in the Universities of

America. The best known linguist to work on the Army
programme was Bloomfield whose publication of Qutline

Guide for the Practical StuStudy of Foreign Languages

(1942), became the guide;ine for the organization, lay-out
and execution of the ASTP intensive éourses, and it also
affected the later_development Qf the auciolingual method
in important ways (Oirsouws 19843152). The method based

itself on four broad assumptions:

Firstly, "Foreign-language learning is
basicaliy a mechanical process of habit formation"
(Riverss 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 constantly, repeat what
was being said as it was believed that habits are formed

by making the right response and not by making mistakes.

The philosophy of the ASTP method rests on the assumption
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that foreign-languaqes are learnt only when the
learners assimilate grammatical principles and turn
them into habits (Edgerton : 1948:210). The aim was
to make 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 written form" (Ibid). Conseéuently, a
lot of emphasis was put on presenting the language
orally so that, very often, the written form of the
language was ignoredy 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 write
what he speaks and reads. Thus, in the initial stages
emphasis was placed mainly on listening comprehension -

and speaking abilitye.



The third assumption was, "Analogy
provides a better foundationvfor 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 rulés before he can make any progress in
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 langhage and the foreign-language he is learning.

The fourth assumption was "The meaﬁing
which the words of a language has for the native speaker .
éan 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
utte;ance is madé, he may miss its full implication or
meaning. It is to be remembered that language and civi-~
lization are interrelated (Feverlicht : 1948 : 20). The

learner has to realize that language is the essential



30

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
Method therefore, exposed the learhers to this aspect
because it was believed that a fuller understanding
and appreciation of the target language could be made,
"The general aims of thé Army Area and language program
are to giVe the soldier s;me uﬁderstanding of the geo~-
graphical, historical and cultural aspects of a region
and a basic oral command of the colloguial 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 Methpd.

The method succeeded with the American
Army during the Second World'War, as it was possible

for it to provide the intensive drilling and immersion



into the target lam;uage situation. The method received
a great deal of publicity as it emphasized'a special
approach to langﬁage teaching and made a start towards
developing techniques in applying it. It was believed
that certain factors of the ASTP program are transferable
to other progréms in langqage ieaching. There ére note-
worthy characteristics of the Army programme which may
be menfioned.

(L) It was a very intensive course with 15 or more
"contact hours" every week for 9 months. The rest of
the students' time was spent in "Area studies" of the
nation where the lanéuaée is spoken.k

(ii) Classes for drill in the language were small and
normally limited to ten students,

(iii) There was a division of the teaching duties
between a "linguist" or "course director" who was a
specialist trained in'linguistics, énd 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

was interested only in training the studentg td speak the

1l anguage well.

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

showing definite aptitude for laﬁguage study were admitted,
(vi) The situation in which the language was learned provi-
ded an unusuadlly strong motivation. The students could see
the immediate practical vaiue 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 $ 1946

530-31).

In normal circumstances it was perhaps
difficult to provide a similar situation with similar
resultgq 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 thé soldier-student had
come were still too vivid in his mind to pérmit him to
risk a return by balking at any of the drudgery involved

in really learning to speak a foreign-language - there
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was an intensity of learning effort hithesrto unknown

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

the method had certain piactical values, it was limited
in its scope, and a new orientation 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 Viare.

2.2.4 Other Developments of 405 and 50s

Charles C.Fries, who founded the Univer-
sity of Michigan's English Language Institute developed
his Oral approach.' Tﬁe’underlying principles of this

approach are clearly given in his book Teaching and

Learning English as a Foreign Language (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 a detéiled structural con-
trastive analysis of the first and second languages"

(Allen, Campbell s 1972 : 23). That is to say that
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the structures of the two 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 séme time, I.A. Richards
and C.M. Gibscn deve;oped and popularized the Graded-
Direct Method. Richards conceived language teaching
as an arrangement of graded-sentence situation units
forming 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 methodology similar to Richard"s
Graded-Direct Method was developed in the late 405- The
methodo;ogy laid explicit criteria for grading. It

favoured oral, situational presentation and copious oral
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drilling of the carefully graded structural items

within a limited vocabulary.

2.2.6 Contribution of Chomsky

During the 50s a sort of revolution
was brought in the field of theoretical linguistics
which had profound effect on the methods of foreign
language teaching. In 1957 Noam chomsky published his

Syntactic Structures , the book that introduced to the

world another new approach to linguistics which was to
later influence ELT. Chomsky brought out the theory

that the "human mind is equipbed from birth with a
blueprint for language" (Atkinson et al 3 1982 :1f)

which means that it is endowed with a capacity to

acquiie language and that , with the help of some limi-
ted or finite number of structures it.is able to genefaté
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 internalized

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 which depended on reinforcement or
reward. According to him language is acquired by children
by making hypotheses about the form of grammar of the
language which they compare with their innate knowledge

of possible grammars. He thus came out with the oftquoted
and oft-mentioned terms like "competence" and "performance"
"rule governed behaviour", etc. (Chomsky : 1965 : 25-26).
This theory of_Chom;ky.went directly against the theories
of strucfural linguistics that language learning was hgbit
formation and all that the teacher was expected to do was
to make the learners behave in a2 language situation., Ling-
uists and language teachers in the 50s largely rejedted

the structural approéch and began to rely on the psYcho-
logists for evolving mefhods and materials for language

teaching.
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24246 Psychology and Language Learning

Developments in psychological theories

- led to an awareness that the process of learningvis

a remarkably efficient and powerful process. The
complexity of this procegs of language learning has
convinced the language teaching experts that human

beings need not be forced through a process of intense
ﬁattern 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 egually important parameters influenced

the process of language learning. The insights gained

from psychology should be incorporated in the process of
training and planning language teaching programmes. The
direct influence of this has been psycholinguistics, a
branch which deals exciusively with the influence of

the mind on teaching-learning.
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26247 Notional Syllabus

-

During the late sixties and seventies
the emphasis shifted from psychological theories to
that of deciding how and what must be given to the
learner in order to make him a good user of the target
language. 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-
fic daté. Concepts like Engiish fdr Specific Purposes
(ESPJ, English for Technical Purposes (EST) and the like
were already gaining prominence. People needed English
to get a specific purpose served. Scientists did not
want Milton or Keats but wanted English so that they
could read and understand scientific journals, scien-
tific data and the like. The challenge before the
methodologist was to provide a means for quick and
effective learning of English to serve a specific

purpose. Besides, the context of teaching had necessarily
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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 conszsquence.

Wilkins came out with his principle of
Notional syllabﬁs (1976 ¢ 13) as a kind of solution to‘
the problem of effective teaching of English. According
to wilkins, a notional syllabus implie% a careful analysis
of particular communicative situations so as to enable
students to identify what should be most usefully communi-
cated in su;h situations. t(hen this is done the most appro-
priate linguistic forms 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 orf 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
teaching materials. (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 communica-
tive value of what ever that is taught. Its aim is to
expend the communicative competence of learners, (Brumfit,

Johnson(eds) ¢ 1979 : 90).

2.2.8 Language as Communication

The development of Notional 5yllabus
inspired a lot of research in the field of second lang-
uage or foreign language teaching-learning. It became
quite evident that teaching grammatical rules or trying
to form language habits were no longer enough for teaching-
learning language. that the learners'needed was to commu-
nicate in the language and then only language learning

could possibly take place. To quote Saville Troike 3



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 @ 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
the core of ESL instruction. (1976 s 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 lénguage have to
be defined in the current context. Quite obviously this
calls for reférm. 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
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are to perform. But how can we charac-
terize this activity ? Wwhat is it that

the learners are expected to understand,
speak, read and write ? The obvious answer
is the language they are learning ... In
some respects, however, it is unsatisfac-
tory. lie may readily acknowledge that the
ability to produce sentences is a crucial
one in the learniny of a language. 1t is
importdﬁt'fo°recognize, however, that it

is not tnhe only ability that the learners
need to acquire. Someone knowing & Lang-
uage knows more than how to understand,
speak, read and write sentences. He also
Knows how sentences are used to communicate
effect (1978 : 1).

The point Widdowson makes is that traditional language
teaching methods equipped the learner to generate correct
sentences in a given context. He termed these as 'use!
and ‘'usage', one denoting generation of.correcf sentences
and the other the generation of appropriate sentences.

He gives an example 3

wWe may conveniently begin by considering

an example of a correct English sentences

The rain destroyed the crops.

Here we have a cdrrect English sentence
and we might wish to say that anybody
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speakinyg or writing such a sentence
gives evidence of a good knowledge
of the language ... But what would
we say if someone produced sentence

in the following context ?

(A approaches B a stranger in the
street)

A: Can you tell me the way to the

station please ?

B: fhe“rain destroyed the crops.
(Ibid)

This may r~ound like a joke but the
exa@ggeration have a point. This exeample leads us to
the state of affairs where 'usage' is taught at the cost
of 'use'. However, learning a language means learning
its use also, which takes care of the appropriafeness
éf the context of the usage. The most important aspect
of learning a language is the use of the items learnt
in real life situations. ‘iiddowson'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.
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2.2.9 New Orientations in Teaching

It 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 and 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 the principles associated with it in full and the
needs of the learner were often ignored. The existing
situation in different places were often not given due
consideration while prescribing methods and materials.
Repeatedly 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 appecr to work at a

!

particular place do not necessarily work at another.

Recent thinking in language teaching,
therefore, accepts the fact that a language teaching
programme has essentially to be a need-based one. Peter

Strevens has discussed this problem in detail :

One can argue then, that the idea of
a sincle 'best' method is intuitively

unsatisfactdry ... The learning and



teaching of language is an activity

requiring to be analysed in its own

‘terms. (1977 : 5).
AThe goal of language learning and the method and materials
to be used to achieve these gbals have to be decided in the
context of the existing situation in that place. While all
agree that the four skills of reading, writing, speaking
and listening have to be developed , the priority to be
given to the skills will naturally differ from place to
place (Rivers s 1968 s 23). It ic 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 coimunicative 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

Engliéh for specific purposes in gene-
rélly considered to have evolved in the last ten or fifteen
years. Initially it was developed as a language teaching
methodology to help scientists and Technicians. It is
now believed that scientists did not need to learn every-

thing in Enyglish 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 that adult learners with specific pur-

poses in learning English would benefit from courses

which were written specially for such purposes (iHowatt
1984 3 218). The concept of deciding the ‘'specific
needs and teaching only that much' was thus developed,
Robinson defines EGP in terms of what might broadly be
seen as language situations aﬁd functions in various
combinations (1980 : 13). However, inspite of such
attempts at definition, as Roberts (1982 : 122) says,
there has been write progress in this field and little
agreement about what cons?itutes the legitimate arcas
of congefn of ESP. He points out that accurate infor-
mation about the needs in various fields is difficult
to specify which explains why so much importance has
vbeen 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 English for science &and feels that they do not
satisfy learner expectations. Vhat perhaps holds hope
in this area is the development of computer programmes
which will enable lexical counts in any area quickly

ana systematically.
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2e2e1042 Computer = Assisted Learning

Individualisation, computer-assisted
learning and distance leérning are all areas in which
interest has develbped very considerably in recent.
vyears. 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 themsel?es.

2.3 THEORETICAL ASPECTS OF THL PRESEMT STUDY

The methodblogies of language teaching
developed in different parts of the world have invariably
based themselves on some cognitive theories and principles.
Teaching proérammes, classroom strategies, curriculum and
materials can often be viewed as practical manifestations
of the principles or theories used. For example, the
prcpagators of the Audio-Lingual llethod believed that
language teaching was habit-formation (LarsenFreeman
1986 3 43). As a result the 'Army specialized Training

Programmes' and other lancuage teaching programmes based



on this principle adopted intensive pattern practice
drills and such other things for teaching a language.
Similarly other methods developed have also based

themselves on one theory or the other.

| The choice of the principle or the

theory adopted has invariably depended on the needs of
the learners. For example, where the need is for deve-
loning reading skills, no cne wculd use the principles
associated with the Audic-Lingual Kethod., If the needs
of the learners are not well understood and the metho-
dologies are not bhased on sound cognitive principles,
the results do not appear to be encouraging. Innova-
tions which appear attractive on paper do not always
produce the expectéd results and a situation arises w
where these modifications appear to have overlooked the

needs of the majority of the teachers and the learnerse.

In the sphere of English teaching-learning
it is often observed that the gan between the language
skills.the learners acquire in their classes and the
proficiency theoy require for getting along in life
is quite big. 30 much so that it often becomnes diffi-

cult for learners to see the relevance of the educa-

Q0
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tional content to life. Somechow or the other the aims
~and objectives of teaching English in India seem to have

been forgotten.

Before going into the problem at hand
specifically, an analysis of the aims of teaching English

in India may be useful.

C2.3.1. Aims of English Language 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. Education 1is 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 Education Cémmission (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 people. On
the quality and number of people coming

out of our schools and colleges will
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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
programme of national development.

(1971 s 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 BEnglish to accelerate the process of national
development. As 1s generally seen most of the scienti-
fic and technical information is exchanged through the
medium of English and in order to take adventage of
this we have to produce students who have the capacity
and proficiency to utilize the technical information
for national deVelopmené. What we need really are
good communicators in English, who have proficiency in
reading, writing and understanding English.. The aim of
English language teaching should, therefore, be to pro-
duce people who can use the language in ordinary daily-~

life situations,



Wilga Rivers identifies four aims of

teaching foreign language'skills :

1.

Teaching about the nature and

functioning of a language

Teaching students to communicate

in a foreign language.

Developing understanding of the
people with whom one wishes to

comnunicate,

Teaching students to read all kinds
of materials fluently in a foreign

language . (1968 : 11)

Rivers admits that the sequence of priori-

ties need not be the same everywhere. These are likely

to vary from region to region 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 lcarners

in most nlaces,

though 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 a2 language which can be used for
ushering in faster pace of development. The challenge
before the curriculum planners and the English teachers
is mainly of fulfilling this expectation and producing

students equipped to handle the required tasks.

2.3.2 Teaching = Learning Conditions

It is essential at this point to analyse
the conditions which can fulfil the above mentioned aims.
It is often observed in India that therc is an inherent
tendency to over-centralize everytning. Thus, teaching
methods, materials ahd the curriculum are designed out-
side the actual classrooms. Perhapé the planners believe
that experts can guage the needs and prescribe the reme-
dies without surveying the actual teachiny-learning con-
ditions in the diffgrent parts of the country. Perhaps
it is thought that if sométhing works in one region it
would 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 developed miles ' away.
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Theoretically it is accepted that a
successful language teacher cannot limit himself to
ahy one method used to the exclusion of all others
(Richardson : 1983 : 19). The language teacher has
essentially to fulfil his objectives and for that the
most suitable strategy has to be used. The concern in
India today appears to be restricted to defining 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, howéver, the reverse appears to be happening.
Besides, the concept of a singie 'best' method is not
acceptable as a satisfactory solution to the problems
of language teaching. Strevens (1977 : 5) feels that
any methodology derived from theoretical linguistics
or psycholoyy alone can lead to contradictory blassroom
instructions. Learning and teaching of a language is
an activity which requires to be analysed in its own

terms rather than in terms of anothef.

This, however, brings us to another

problem, i.e. of what would vork for the effective

teaching=-learning English in a remote place like Mizoram
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where the proficienéy level of learners is not at all
satisfactory. Theoretically it may perhaps be diffi-

cult to find a solution to this problem. However,

before proceeding with the experiments it is felt that
some information is needed about the situation in Mizoram,
which could form the basis of the reredial m2asures to be

acdopted later.

2.3.3 Aptitude and Notivation

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 of fer
him ali the rewards and punishments, but unless and until
the learner is really interested in something it is diffi-
cult to make him learn. Perhaps ithe same could be said

with the learning of English. Unless there is a motiva-

~tion to learn 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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During 1970-72 Lambert and Gardner
undertook studies in the {ifferent universities'of
united states, Philipines and Canada. The stucies
showed that second language learning was a process
which was often affected by motivation. Gardner has
made a distinction between an 'instrumental' motive
which reflect the practicel advantage of lcarning a
language, and 'integrative' motive which reflect an
interest in the people and culture (Gardner and Lambert
1972 : 132). They concluded that in the Philipines where
English is fhe major medium of instruction.

students who approach the study of
English with an instrumental outlook ...
are clearly more successful in deve-
lopinyg proficiency in the language than

are those who fail to adopt this orien-
tation ... (1972 s 121 - 30).

Motivation is highly influenced by the
social value of the languege being . learnt. Learners
are motivated to learn a language when they felt that it

would bring them some kine of a benefit.
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Secondly, Lambert and Gardner found that
classroom conditions also influenced the motivation of
learners to learn a language (1972 3 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
learners appeared to be identifying the teachers with
the native speaker. That is why, if the teacher was
not appropriately enthusiastic and just in his approach
the learners felt that the native speakers of the lang-
uage they were learning were also like him. This often

domotivates the students to learn the language.

In these circumstances, therefore, the
teacher beéomes a very importunt factor to motivate the
learners. The opiniong of the learners regarding their
teachers, it was felt, would give us a full picture re-
garding the qualities they expected in their teachers

of English,

The studies of Lambert and Gardner have
shown that the home background is also an important

factor in the process of language learninyg. Learners

who are encouraged at home periorm much better than



those who do not get enougyh encouragement at home.
Motivation is undoubtadly one of the important factors
in the process of languege lecrning as it tend to =cce-
lerate or retard the rate of learning. Motivation is
influenced by methods and materials used as well as

the teachers wlho use these materials and methods.

It could thus be safely concluded that
motivation for learning a language is an important
factor affecting the parformance of the learners. It
should be roted thet motivation depends on a few in-
irinsic and extrinsic factors. Jwong intrinsic fac-
tors things like personal attitude, socinl value given
to the language and encouragement from home, etc.,
affect performance. Uxtrinsic factors like classroom
conditions, materials and methods of teaching also

af fect performance.

2.3.4 Pecagogical aAsvects

Admittedly motivation alone is not
sufficient for language learning to take place. A
learnexr cannot learn a language though highly moti-
vated unless and until he undergoes & conscious and

continuous process of learning, or unless he is immersed



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 cléserom 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-
ching in India is concerned. This puts both the learner
and the teacher in a difficult position. After seven to
elght years of English learning at various levels, the
learner finds that he is unable to perform even simple.
communicative taskse. This in turn puts a heavy pressure
on the teacher who has to look for ways and means so that
.the learners acquire the basic communicative abilities.
In such cases learners have to be made to realize that
they are ultimately responsible for their own progress,

and that the teacher should nct be regarded as the sole



authority of all the learning that takes place in the
classroom: A situation must be éreated where the
learners and the teacher co~operate to set up a model
where one helps the other for progress (Richmon : 1967 3
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 difficultiese.

2.3.D Testing and Evaluation

In any language learning process constant
evaluation of the progress ;f learners forms an important
part. The evaluation provides us information about the
pProgress 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 judqing the problems
of the learners and the effectiveness of the teachers and
the classroom strategies. Lado 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 facing (1961 : 60),

Somehow or the other the methodology
for testing has not been granted the status it deserves
nor have any concrete tests been developed to evaluate
the demends of language learning under various conditions.
Morrow 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 evaluation instruments. Whilz the
designers of tecaching materials have not been slow to
incorporate insights into syllabus designing from a view
of ianguage as commuﬁicétibn, the men concerhed with
testing skills are still in a kind of dilemma about the
nature of language, and how it should b2 tested. They
have failed to take into account the recent developments

in a systematic way (1979 : 143).

As for the instruments of testing we have
two options available before us ¢ one is the essay type

answers where it is possible to test the communicative



proficiency of 2 learnér as one sees him negotiate

with the language in order to perfomm the tasks demanded
out of him. These instruments could be writing essays,
descriptive answers, etc. However, one of the disadvan-
tages of this kind of testing is that it is error-avoi-
ding. "It is possible for a learner to avoid using a
particular area of language which he found difficult
while attempting the- communicative 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'. wé try to test here the
proficiency of the learner in various areas of language
use. It is found that the ability to perform well in
item analysis has not necessarily meant proficiency in the

language.

This puts the researchers in search
of models in a very difficult situation 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 those specifiic problem areas.
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2.4 ERROR ANALYSIS, CONTRASTIVE ANALY SIS AND

INTERLANGUAGE

Besides the problems of motivation,
‘pedagogy and materials, linguistic problems in a target
language also affect the learning process of the learners.
A teacher may follow a2 good methodology and use good ma-
terials, but the performance of the learners may not be
up to the mark if they'have difficulties in any parti-
cular area of langua2ge 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 while trying to use the
target languoge. In this process of trying to analyse
the difficulties of the learners 'Error Analysis' comes
very handy for the classroom teacher. It is possible
for the teacher to count the errors committed 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 undertake more effective remedial mea;
sures. As pointed out by Pit Corder, error analysis of
the discourse could provide an idea of the leurning
difficulties of the learners and give an incication of

thelr proficiency in the lanvuage. 1t is an attempt to
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undersfand‘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 realizaticn rules of
the target language in the derivation of his sentence,
that is, what rules he has broken, substituted or dis-

regarced {(Ibid).

The Contrastive Analysis (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 06
the assumption - -that languages can be compared and that
L2 learners will tend to transfer to their L2 utterances
the formal featﬁres of their L1 (James : 1980 :3,14), and
that, as Lado puts it "individuals tend to transfer the
forms andbmeanings and the distribution of forms and

meaninygs of their native lanyuvoge and culture to the
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foreign language and culture" (1957 : 2). C.A. tries
to compare and contrast the mother tongue of the learners
with the target language and makes an attempt to predict
the difficulties and errors. The basic principle followed
by the approach is that contrasts produce errors where as
similarities do not. If a stfucture to be learned in L2
had a counterpart in L1, then 'positive' transfer would
take place and learning is facilitated, If on the other
hand the striicture of L2 <id 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 Hémper learning Jackson:
1981 : 196). C.A. is thus concerned with the notions of
'transfer' and 'interference' in languaye learning. C.A.
has great pedagogical value in day - to-day teaching in
the classroom, as a useful technique for presenting language
materials to the.learner and as one of the characteristic
aspects of a method of teéching. In this regard Lado says.

The teacher who has made a comparison

of the foreign language of the students

will know better what the\real learning

problems are and can better provide for
teaching them. He gains an insight into



69

the linguistic problems involved
that cannot easily be achieved
otherwise. (1957 : 2).

Contrastive Analysis also provide the
necessary data, although not the only data, for the
authors of textbooks and pedagogical grammars in the
selection and arrangement of items in the target lang-
uage, as wellvas the emphasis and special attention to

be given to certain structures that may pose problems

for learners (karton : 1981 : 165)., Various other claims
have also been made regarding the pedagogical value of
C.A. For instance, Hall is of the opinion that the diffi-
culties faced by learners resulting ffom the differences
vetween his L1 and L2 have to be dealt with by textbook |
writers, that contrastive grammar 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 conirastive grammar in the construc-
tion of language textbooks" (1968 : 175 : 176,180), Wilga
Rivers, among many others, also stresses the padagogical

implications of C.A in the construction of textbook
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" interlingual™. Nemser (1971) referred to it as
"Approximate system". Corder (1971 3 151) used the

term "Idiosysncratic dialect" to connote the idea

that the learner's langﬁage is unique to a particular
individual. Thus, Interlanguage is neither the system

of the native language nor the system of the target
language, but falls between the two, Interlanguage
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 boint of departure is
in their fespective attitudes towards the errors. While
CA is concerned with the learner'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 deviations from the L2 norms
as exponents of the learnerbs system (Sridhar, 1981 11%,

112).

To conclude, 1t could be said that lang-
uage teaching-learning is a Very'complex process which
involves a number of disciplines. It makes an attempt

to derive effective methods and inaterials, making use

n
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of the principlesAénd concépts’deVeloped in the
allied fields cof linguis}ics and psychology; The
concept.have undergone significant and frequent
changes over the last few years and experlinents
continue to be made in order to evolve more effec—
tive methods and materials. In thils chavter an
attempt is made to survey the main trends in this
field and hiéhlight some concepts which could be
utilizea for the experiments carriea out during

the course of the study.. Before reporting the
expPeriments it will be the attempt of the researcher
to show the main developments in ELT in India and
give a bird's eye view of the developrments in  Englisih

Languace teaching in India and Mizoram.
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CHAPTER - III

3.1 INTRODUCTION

The teaching of English in India has been
(and, to a large}extent continUes to be) a 'teacher—textbook=-
classroom affair'. Applied fo 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>£he 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 examination.

Such isqthe influence of this £Eaching-
learning sYSfem on our learners at all levels thaf they have
come to regard gdod learning as a state in which they get a
lot of information and materials from the teachers., Wherever
this is not done tﬂey show signs of worry and frustration.

Keshav Rao, While_conductihg 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
vhich we expected them to do with their
own effort. This did not appear to them
to be learning but merely 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
the new conditions ... they were anxious
because they did not think they were
learning 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 language through 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 fhe language operation. It was e*pected 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 heévy reading lists. Thus
.'A collebfion of Poems', .'A-selectioh or Essays', combined
with some Shékespearean piays 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 gathergd fr&m the textbooks. They
" sought to make the learners use their own language, but
aétually théy succeeded mainly in making‘them use other
people's IangUage,.acquired by rote. Questions repeately
asked in the examinations like, 'Wirite a character sketch
of Julius Caesé;' or 'How did Jim raise money for Della's
combs ?° hardly forced the learners to creatively use

the language they had learnt.



No one will challenge the position
tha£ one does learn a language through exposure to ite.
But that makes us ‘ask some questions, firétly, "What
kind of exposure ?', secondly, 'uhat kind of language
nust we expose er learners to ?' and finally, 'Where

are the apportunities for exposure to the language ?'.

For most of the learners in the semi-
urban and rural areas of our country English classeslin
the schools are the only apportunities to use the lang-
uage. Besides, another problem faced by our learners
is that of textbooks dealing with themes which are fér
bgyond the realms of their knowledge and'exp@rignce;

For ohe who has nevef séeﬁ.daffodils, snow—filled valleys,
or the rougﬁfbays of Dover, appreciating wordsworth's
'Daffodil's or"LuCy Gray' or Arnold's'Dover Beaéh'
becomes a difficult task. céming from traditional Indian
background the Indian learners of English find it diffi-
éult to rezalize why people speak or ieacf 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 informafion, and the fact that these

. are meant only as a means of achieving language profi-
ciency is often ignored or forgotten. The information
part becomes sacrq§anct instead of the language part with
the result that a learner reads a lésson in the English
textbook as he wogld study the 'Laws of Gravity' or 'The
process of Catalysis'. This is what actually habpens in
the actual functioning of the teaching-learning system

mentioned earlier.

The fact Qf language learning also do
not support this kind of approach. Wilga Rivers points
out

When we talk, as some do, of plunging
students directly from the gutset into
macro-~language 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 chilcdren first acquire the
mechanism for simple functions and
then 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 and about boems and plays but are
unable to speak the language or use it in ordinary daily

life situations.

In fact, thesé assumptions and strate-
gies have been in use throughout the last hundred years
of Enélish teaching in India. It must, however, be
admitted that though the assumptions have remained un-
changed, methods of teaching-éid vary. We plan to present
here a brief survey of the different me;hodologies adopted

in India and the developments in this field.

3.2 STRATEGIES ADAPTED IN INDIA

3.2,1 Grammar =-_Translation Method
Grammar - Translation 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

the language and isolated vocabulary

items ;
iii) translation of easy classics ;
iv) dividing vocabulary into lists of

words to be memorized ;

V) memorizing grammar rules as units,

which often include illustrative

sentences (Mackey, 1965).

the Grammar-Translation Mefhod sought to. ensure that the
learners memorize the rules of English language operation
and the meanings of a few words that occured in the passage
irrespective of whether they were current or archaic., It
sought to ensure that a8 learner could understand and write
with some competence. The method was quite useful as a
cbmmunicafive situation. Besides, it was possible for

an ill-equipped and ill-trained teacher to handle large
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group s of ;tudents with no difficulty and with
practically no teaching aids. The greategt advantagé
that this mefhod afforded was thaf the model of the
language presented in the classroom.did not have to
reseﬁble normal English speech as st;ess was laid

on developing reading and writing skills only and

no stress was put on develoﬁing listening and speaking

skillse. o \

The method apparently worked because
it was an era when grémmar and translation predominated
and it WésAgenérallywbéliévea'£Hat compétehée in grammar
and. translation &asvékih to langﬁage acduisi£ion. The
éhéftage F»df Weli'fréihea teacﬁers in fhe.regionéi
medium éEhooig waé another factbr which heiped in the
érdwthAand déVelopmént of‘this schooi dh a wide scale.
Teaéheré iﬁ'reéibnal‘medium»schools possessing poor
. communicative ability in a'\‘g.lilsvh found this to be a

good choice as it saved them from being exposed.



79

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 3

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

The neylect of the communicative skills in English quite

naturally -affected the fluency in the language and the

learners became poor users of the language.

3.2.2 Direct Method

The Direct Method was brought to India
by P.C. Viren in 1913. The British teachers in Indian

schools were perhaps already familiar with Henry 'Sweet's

Practical study of'Lagguage and Otto Jespersen's How to

Teach a Foreign Language. SubseqUently,'Wyatt 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
'élso.Direct Method found wide patronage and acceptance
as it was felt that tﬁis method held the promise of
creating a set of people who were‘well'Versed in the
languaée. One of the features of this method as it
was practiced in India. was a compléte supp¥ession of the
mother tongue as teaching was carried out only through
the medium of Bnglish. It may be menfioned here that the
British teachers and officials, for obvious reasons, wel-

comed and advocated this method,

The principles associated with this method
are $

i) oral work ;
S ii) suppression of mother tongue ;
iii) acceptance of sentence as the unit
of.épeech
iv) 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
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with this method made any impact on actual c¢lassroom
teaching. - Consequently, this method prespered only in

the Bnglish medium schools.where the impact of the English
class on the learning of the languagé was irrelevent an
English was being learnt incidentally in the course Qf
learning othér subjects.as well. ‘hat the English class
did in the schools was to expose the learners to the
literature in the language. The fluency in the language
and abilitylto communicate in it was acquired as a result
of exposure to it during the entire school day. ¥ilga
Rivers points out thaf the students learnt to understand
the language by listening to a great deal of it and learnt
to. speak it by speaking it (1968 : 32). In a large majority
of schools this method could not be impleéemented effectively
as teachers, materials and circumstances for its effective

implementation did not exist.

The expectation was that it would be possible
a§'5trevens thinks, "to replace the classicai literature=-
Abased grammar translation method and_advocate learning by
learning the lenguage spoken™ (1977 : 3). But as we know
this did not happen. In schoolé, other than English me-
dium ones, it was practised with ruinous consequences. In

this context Richardson points out 2
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It is important to keep three illusions
about Direct Method very much in mind

when assessing the contribution to
language teaching of the so called

' compromise method'. The Direct Method
was not in itself superficial or lacking
in thoroughness. The early propagators

of Direct Method did not neglect grammnar
nor did they ban all translation. The
difficulty lay in the fact that a success-—
ful teacher by Direct Method needed a com-
petence in his language, a stamina, and
energy, an imagination and a capacity for
working himself and his pupils hard and
the ability and time in which to create
his own materials and courses. (1983 3 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
way as a

nication

3.2.3

India by

expertse.

of formal grammar which may be considered in a
step in the right direction as it encoufaged commu -

in the language.

Structural Approach

'The structural approach was propagated in
Forrester, Pattison and other British Council

This approach was accepted at the Nagpur English



Teacher's Conference in 1957. It embodied the following
principles 3 |
i) oral presentation,

ii) Monolingual presentation,

iii) teaching of structural items,

iv) mechanical drilling of structures,
v) rigid sequencing of structures, and
vi) vocabulary control.

The changed status of Engiish 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
number of structures and items known by him. Aftempts
were made‘to grade the structures on the basis of their
level of difficulty. The approach also controlled voca-
bulary so as pot'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 rigbrous |
control of vocabulary and structﬁreé it led to a sys-—
tematic drganisation ofvthe language materials. The
method was found to be widely useful iﬁ that it had

the advantage of being strong in oral practices.
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This method was widely accepted aﬁ'it
'showed the promise of developing reading and writing
skills even with the help of an ill-equipped teacher.
Large groups of students could be handled by a single
teacher usling groupsrdrill techniques, and no exotic
or sophisticated aids were required for the purpose.
The method was founa to be most suitable for a country
like India where the number of students are guite large
and resources and resource pérsons are rather scarce.
Thus the method was widely accepted, adopted and prac-
tiéed which b:ought about many beneficial changes in

the field of English language teaching.

However} the excessive emphasis of
Sfructural method on teaching with tight grading of
structures and careful voéabulary control led to the
general discouragement of reading 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 excessiveximportance to

vocabulary and structure counts and ignored the contentse
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Therefore; the application of this methodology resulted
| in the learners learningvthe skills-by manipulating
‘given structures and sentence patterns of the language.
The application of this methodology could not ensure
that learners could use what they learn in the classroom

in real life situations. HNewmark points out 3

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 grammatically
correct but not necessarily an appropriate one in the si-
tuation they find themselves in. Thus, 'Have'you tire 2!
is what a German student may say, a direct translation
of Gérman, or it could even bevin 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-
mmatically correct sentences, but even after eight'or nine

vyears of learning English in schools and colleges, many
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of them are unable to perform simple tasks like writing
letters or applicatiohs for jobs. The.structural approach
failé due to its inability to impart communicative compe-
tence because students fail to acquire the necessary voca-
bulary and structures which are importani in real life

situations.

3.3 INNOVATIONS IN INDIAN ELT

The changes of far reaching significance in
the pdsitidn 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 change in the maﬁerials and the tea-
ching—-learning strategies was felt very seriously. The
setting up of Regional Institutes of Engli;h in different
parts of the country, the establishment of CIEFL and such
other institutes increased awareness of the proBlem and -

a lot of réséarbh was done in the new methodologies for

' teaching Engylish as a second language {(or as a third

language) in the new circumstances.

3361 ELT in India in the 60s and 70s

The sixties and seventies posed a new-.

challenge to the ELT methodoligists in India. The changed
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context demanded a consequent reassessment of the objec—
tives of teaching English and a fresh and realistic thin-
king on the choice of methods. The relative emphasis to
‘be'placed on the various skills depended on the specific
objectives fo be‘achieVed. One had to decide what one
actually wanted frém the curriculum. If reading ability
was the éim suitable and Well designed reading paterial
had to be deyelbped and -produced. The problem clearly was
one of developing methods to meet adequately the specific
needs of the learners in different parts of the country.
This could be achieved by incbrporating, in a balanced
‘manner, the principles and practices formulated and tested
in the last half century. Some interesting innovations
basiny théméélves on'these’prihciples have been brought to

the forefront.

3.3.2 . Kothari Commissiqn

During the sixties the yovernment appointed
a commission under the chairmanship of Dr.U.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 curriculum of education was
no longer meaningful in thé changed circumstances, therefore,
a change had to be brought forth. ' The Commission submitted

its report in 1966. The report said, "Fducation ‘is a means
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-of accelerating national development" (Education Commission
$1966:2). Accerding to the CommisSioﬁ education has a
definite role to ﬁlay in the process of national recons-
truction. 'Therefore,.the Commission thought that all the
components of the curriculum musf be so planned that they

directly contribute to this end.

English, accoiding to the Commission, should
:be used "as an important library languége which can serve
as a vehicle for acquiring a substantial part of the rapidly
expanding stock of work knowledge" (Ibid.pp.14-15). It is
quite evident that the Commissioﬁ evidently did not foresee
any communicative role for English in India. It was more
of a libpary language to be leamt for_accelerating the
process of national development by ACquiring knowledge from
the outside worid, 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 formed only a small
part of the vast report cdncerning the entire process of

education in India.
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3.3.3. The Role of British Council

_ In the 50s and 60s one of the graatest
problems faced by India was that of inadequate facilities
for material producfion and teacher-training. The changed
position of English'in India demanded new teaching methods
and new materials for teaching. Besides, the need for.
training teaéhers.for incorporating the new methods into
the systeﬁ of teaching_learning English was felt. For
this research in ELT and expansion of facilities for
matérial production and teacher training was necessary.

It was found that resource-persons in this field Were

not available; consequently, the help of British Council
was sought. The-B:itish Council pecame an agency to bring
ELT exberts from Eritish to help the Indians in setting up
facilities for research in ELT, material production centres

and teacher training institutes (for English).

The Brifish Council experts mainly functioned
as advisors and ;n'some cases actively participated in re-
search, teacher training, material production etc. Seminars
and workshops 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 Iﬁdia by providing films and audio-tapes on
different aspects of English literature and English tea-
ching-learning. Their libraries in different parts of
the‘country also provided an apportunity to the scholars
in India to come across the latest publications in Britain.
In other words, British Council in India has been of much
: hélp and encouragement.in the process of English Language

Teaching in India.

3.3.4 Central Institute of English and Foreign Languages

Started in a humble way in Hyderabad with |
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,é centre for research
in ELT im India and for training teachers in the new methods

of English language teaching . Short courses were run
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(raning'frdm three to twelve weeks) wheré teachers from
different.parts of the country came, studied the new
methods and went back tovtheir parent institutions. The
Institute did some research in ELT and was responsible
for the produttion of materials suitable for the Indian

context."

The real expansion of the activities
of the Institute took placé in the seventies. 1t 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. Vihat wasAneeded, there-
fore, was ﬁo have more resource persons, who could train
others into the new methods of BEngligh feaching. The.
" recognition of the institute as a "Deemed University"
gave a fiilip to its bones as it could now award 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 leafn for nine months
the vérious basic concepts of English Language Teaching,

Phonetics, Linguistics, Material production and the likee
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After the completion of the diploma the'participants

can continue research in one or the other specialized

field of ELT.

éesides running the regular diploma
courses and awarding M.Litt and Ph.D degree the Institute
also has calls for produéing materials for school curricu-
lum and making radio and television programmes for teaching
'English. They have an extension unit the personnel of
which go out from the main centre to advise different states
and institutions‘regasding proper and suitable teaching

methods and curriculum.

The Institute has now began awarding
its diploma through correSpondence and it has opened two
reyional centres in 3shillong and Lucknow to facilitate
in-service training for.tgachers in these-régions, Needless
to add, tﬁe Institute has functioned in the last thirty’
years or soO as & premier institufion for research and trai-

ning in ELT in India..

3.3.5 ° RIE's, SIE's and sumier Institutes in ELT

The concern at the falling standards
of Bhglish 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 vasf couniry like India an inadequaté
numbexr of teachers and a very large number.of students it
is often difficult to draw out teachérs from their classes
for inservice training. It was felt that for this purpose
the summer vacéations could be utilized effectively. Conse-
quently the summer Institutes were started where the tea-
chers attended reoriedtation courses during the long summer

breaeks.

dowever, the main problem with such courses
has been the laék of métiQaﬁion amongst the participantse.
Teachers attending the courses often have 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 adninistered
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 effect has not been
as wholesome as expected, Lack of coordination between
the Institutes and the govérnments and the attitude df
teachers and the administrations of teacher-training
programmes has often hampered the progress. The dream
of one trained teacher training others in his vicinity

has not proved true.

3.4 THE U.G.C. STUDY GROUP REFORTS

3.4.1 The study group Report 1

The University Grants Commission (U.G.C)
concerned at thé falling étapdardsvof English at the college
and Uhiversity levels invited a National liorkshop 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 fo be leading to the fulfil-
ment of educational objectives. No language instructions
was cared for and conszquently no languaye skills were

imparted. Undeniably it created many problems for the



learneré; Without adequate language skills, teaching
by exposure did not help at.all., Besides, the effective-
‘nhess of this type of teaching without developing basic

language skills was doubtful.

The workshop concluded that in the pr-rent
context English was to be used as a language for'learning
other subjects. In otiher words it was to be used as a
'service language' and was supposed to be a meuium for .
acquiring language only. The ekpectation of learners and
~the public from Baglish had changed but the syllabuses had
not been able to reflect these changes. Teaching at Degree
level remained more or legs uﬁaltered. There was‘also sdme
confusion about the nature and purpose of teaching'Eﬁglish
at the Degree level. It was considered desirable that
the aims of teaching English as a second languagé should
be fixed on the basis of éocio-linguistic surveys. This -
alone could make fhe curriculum planners conscious of the

student requirements and plan accordingly.

The workshop felt that English has to

be considered as a window to the world at the national

level for rapid development of science and industry. It

~



has also to be considered as an associate official
language and the de-facto linkvlanguage for banking,
trade and cominerce. Therefore, the concept of 'service
language'. 1In the field of education it continue to be
the medium of instruction for most courses at the post
graduaté level and in professional colleges. At the
individual level, it is the language'of opportpnity

and socio=-economic advancement. Hence its functions

in communications are to be diverse in nature. The
skills of gpeaking, reading and writing wiil have to

be imparted for meeting the diverse requirements of

the learners. ' The need ié for imparting both the

expressive and receptive skills in these disciplines.

- 'Thé study group (1977) highlighted the
following & o

1) Reorientation of the present core English
courses to a course in language skills.

ii)° -+ Introduction of two tier courses in English
at degree level - the lower level course
emphasizing Comprehension and the higher
level course emphaéizing feading, Wfiting'
and speaking skills.




iii) Prescription of materials 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 the Intermediate stage he already had 7 years of English
-learning. That is why it was presﬁned that extending reme-
dial lessons at the degree level would hardly serve any
purpose. InStead, it was suggested that at the degree

level teaching should -

i) equip students with communication skills
necessary to cope with the predictable
situyations he was likely to encounter, and

ii) provide the kind of 'information content®

which is relevant to contemporary culture.
~
According to the Study Grodp, while organi-
14
zing the teaching programmes the following considerations
will have to be kept in mind about the needs of the two

kinds of learners



i)

ii)

thus were

1e

The general category of students at
B.A., B.Sc., B.Com. level have needs
which are general in nature as they
are likely to become businessmen, A
bank clerks etc. Their needs; though

‘quite unpredictable, will not be for

anything which is specific in nature.

The needs of the students who have opted
for specialized courses like medicine,
engineering and the like, are predictable
and specific. For them we have to devise
materials which will be of interest to.

them.

The courses suggested by this workshop

Two-year—intensive course for beginners in
English aimed at producing skills, compe-
tence in reading, note taking and listening.

A two-year general English course for stu-

~dents with 5-6 years of English for produc-

ing competence in skills with greater em=
phasis on reading and writing,

Advance course (with 10-11  years of English)
for high level skills in language for provi-
sion of reading, writing and literary skills.

ltherever necessary special ESP courses for
I.I1.Ts and the like.



99

The workshop was of the view that all
.the courses must have specific and cieaply defined ob-
| jecti?es. Language tests should emphasize actual lang-
..uage skills rather thén contents of the texts and there

should be scope for ihternal assessment to evaluate the

progress made by the students.,

3e4.1 | Study Group Report - Il

Based on  these recommendations a study
group consisting of ELT experts was set up by the U.G.C,
It was felt that the reasons for the falling standards of

English could be traced to the following :

i) shortage of trained teachers,

ii) frequent changes of government policy,

iii) grossly inadequate facilities for reform;

iv) poor English teaching supervision,:

v) existence of a great guif between the
avowed approach and actual practice,

vi) lack-of -guidance and materials for the
practice; of bilingual method where the

situation demands.

The success of any reform in English

‘language teaching would depend to a large extent, on the
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removal of these shortcomings. The group felt that
three related demands will have to be met while 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 @ source language,

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

with the outside worla.

The study Group f:lt that success or

the failure of any progrémmes dependéd on three ingre-
dients, MEN, MATERIALS and METHCDS. Good teaqhing to

a large extent depends on the ability of the system to
converge én a single channel the minds of the curriculum
planner, the teacher and the learners. The curriculum
nas to inspire the teacher tc establish én.atmOSphere'

of Learning by creating a dialogﬁe between himself and

the learners. .

Tha méin'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) methodolouy is not given any importance.




The needs therefore, are ¢

(i) ELT training,
(ii) stress on proper mathodology and
commnand over the written and spoken

English,

(iii) at secondary level specialization of
teachers in one subject and not many,

(iv) efforts to tackle specific teaching
problems and attempt to have profe-
ssional teachers rather than theory-

based teachers.

3.5 BUMBAY UNIVERSITY SYLLARUS

Bombay University has orobably taken
the most courageous step tb-bring about a revolutionary
change in the English language teaching'strategies. They
have done away with prescribed textbooks. They do not
prescribe any plays, peems or essays to be read, or to be
- paraphrased or memorized.' Instead, 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
inldeed appears to be a bold innovation and the syllabus
maker appears to have proceeded in the right direction

using books as_é means and not the end of teaching lang-

uage.



In the examinations no questions are
asked from thé textbooks as there are no prescribed
textbooks. Inétead, 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 real life si-

tuations.

The passages set in the examinations
are graded according to the level of difficulty. This
practice is adopted specifi;ally to differentiate between
the good and not-so—good proficiency in the language.
Those with higher proficiency in the language skills
are able to perform most of the required tasks properly
while those with lesser proficiency are not able to do
so., The papers are so deéigned that even those with an
average proficiency in the language can score qualifying

marks to pass the examinations.

The syllabus, to a large extent, promises

to check the tendency to avoid learning language skills

by memorizing answers from notes. However, one must wait

for some more time to examine 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 BANGALORE PROJECT

The Regional Institute of English at Bangalore
could be called the offspring of the structural approach.
Set up in the hey-day of the structural approach in India,
it has Seen'over the years training teachers in this metho-
doloyy. But, realizing the in effectiveness of the struc-
tural approach as a means of teacning English they have
. been now experimenting with a strategy which they call the
' Communicative Approach to Language Teaching'. The results
achieved in the two centres i.e. at Bangelore and Madras,

appear to be encouraginge.

Theoretically, the project basgs'itself on
the well Xnown distinction made by Widdowson. {1978 3 14)
between 'usage' and 'use' usage heaning grammatical correc-—
tness and by 'use' we refer to the context of the usage.
The basic premise in this experiment is that following
the structural apprcach one does not get the natural oppor-
tunity torlearn the ianguage. Besides, the emphaéis on
graded structures does not-encourage the learners to use
what they know, nor does it challenge them with a task

whnich they can perform.

2



In the 'fommunicational'appioach' the
teacner communicates with-the learneré and in turn forces
the learners to communicaﬁg. ,Thére‘are'noltextbooks, nor
are there any set of structures to be taught. It is an
entirely situati~n-based teaching where the lea:ners react
to a communicational situation ahd in the process learn.

English. . According to Frabhu, one of the experimentors

associated with the project @

Communicational teaching for us means teaching
througn a series of-activities which bring
about pre-occupation with meaning and doing in
the léarners. It is not used in any of the

. other senées'ofvcommunicayion, in particular
that of gearing the language you teach to the
ultimate purpose of the learner ... \What we
are saying 1is not 'English for-Communicationi,
but 'English through Comiunication'. (1980 3:22).

The emphasis was on saying and doing things so
that some 'useful' English may be learnt. The approach
adopted by RIE, Bangalore, is indeed interesting. Its real
merit lies in the fact that it attempts to provoke the lear-
ners out of their traditional passiViﬁy and challenges them
to use the language for communication. It is basically a
task-oriented approach which doés not depend on a textbook,
but on a teachef'gAability to develep an atmosphere where

the learners use the language.
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3.6,1 The Loyola Experiments
This is perhaps the latesl innovation in

ELT, projeéted énd adoptéd by the twenty;eight member team
of Loyola cdllége in vadras. The experiment materialized
~after ten yéars of Tesearch, which ultimately produced an
experimental paradigm which could serve as a framework

for éecond language teaching-learning. MNo claim, howeVer,
has been made by researchers that all guestions regarding
the intricate and much debated relations between the tea-

cher, learner, method have been resolved,

The team started its experiments with the
attempts to identify thg skills and sub-skills necessary
for acquiring competence in the language. However, it
soon realized that fhis‘approach based on 'the communica-
tive approach' to languagé teaching, was not possible nor
desirable and it was demotivating the students to a great
extent. 1t was felt that the primary target had to be a-
meaningful experience for the learner in the process of
leafning Englishe Basing itself on 'behaviouristic épproach'
in psychology, the shift took place from focussing only on
skills and sub=-gskills to tasks promoting tine actual involve-
ment and engagenient of the learners in the process of lear-

ning and perfofming in the languaygye. The Loyola Experiment,
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thercfore, emphasises on the experience of learning
through involvement of the teacher and the student

‘(Xavier : 19€8).

3.7 USE OF MEDLA FOR ENGLISH TEACHING

Educational broadcasts in India started
~in a humble way in 1927. The Madras Corporétion started
a seriés of broadcasts for primary schools. In 1932 the
Calcutta station of Indian Broadcasting Corporation star-
ted broadcasting educational programmes regularly, Theie
was, however, nothing like & secrialized broadcast‘and
each‘pfogramne was independent of the others (Kapoor @

1958 : 32).

In 1936 after the setting up of All India
Radio, the Education Uepartment of Calcutta University
started half-hour broadcasts twice a week. This was
perhaps the first attempt at regulaf educational broad-
casting. Most of the Programmes were modelled on the

BBC pattern with the triple objectives: :

(i) to inform
(ii) to educate, and

(iii) to entertain (Ibid:p.33),
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It should bé'conceded, however, that the
scale of-utiiization of radio for teaching has been quite
low except in a few parts of the country like Andhra Pradesh.
The teachers have either totally ignored radio as a medium
of instruction or have Been at best indifferent to it.
The broadcasters and the programme makers have also been
uncertain about the medium they were using. In many cases
lessons from the prescribed textbooks were broadcast, thus
wasting résources and time. (uite obviously, both the
teachers and the learners consideéred radio as optional or
at best supplementary. No real attempt was made to utilize
the language teaching potential of radio, at least to-deve-

lop listening comprehension.

The Central Institute of g£nglish and Foreign
Languages began producing programmes in English in 1963 |
(then Central Institute of English). 1In 1977 a new series
called 'English by Air', was started.- This is a series of
five full year ;ong courses with 30 programmes in each,
These courses are not based on any textbooks, but_attempt
to teach'English through dramatiied stories, anéédotes,
conversatiohs and ‘the like. The aim is to expose the lear-
ners to acceptable models of English being used in different

situations.,.



108

The effectiveness of the programmes
is yet to be evaluated though short surveys conducted
by the Institute indicate that the programmes are popular

and- can be effective.

Television is a compératively'new medium
on the Indian scene. Its wildespread use and expansion
is a very recent phenomenﬁn vet the U,i.C and some other
agencies like IGNOU have started programmes like 'country-
wide classroom' and the like. These programmes are basi-
cally meant for coilege studerits and the emphasis is more
on telecasting science programnes. some Pprogrammes in
English teaching have been attempted like presenting dra-
ﬁas and sihhort stories. But ihe 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 teachery In a country like India, with'quite a
large population residing in remote and inaccessible
areas where men and materials aré scarce, the media seems
to be the only hope for exposure to quality educatione.

Radio and Television have the potential to fill in the
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+ gap arising from lack of exposure to a good model of

spoken English.

3.8 THE SITUATION IN I Z0RAW

The history of the spead of education in.
general and,English in particular in.the north-eastern
parts of the country 1s quite dif ferent from that of
other parts of thé country, Primerily, there wés no esta-
blished sygtem of education in this area, and various tribes
lead a kina of nomadic existence. The attempt 6f the Bri-
tish‘was to bhy peace with‘these tribes -so that their eco-
nomic interests in the Brahmaputra valley and Barek Valley
were not hampered. To acheive this the Missionaries played
'é‘great ro;e during the nineteenth century as they ventured
into these remote areas spreadiﬁg both their religion and
education.;'The spread of ecucation saw a simultaneous
spread of Englishvas 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 areé with @ history of neglect, unplanned'



.development and years of political rurmoil,  As a
result,.the.pfocess of the spread of education in

geﬁeral and BEnglish in particular went throuygh phases

of dormancy and rapid development (Thanga 1979 3 102).
These left their marks on the progress and development

of teaching methods and curriculum planning. In the
hundred years or so, of which recorded history is
>available, Mizoram has been an independent political

.unit for only twenty years or so. It became @ Union
Territory in 1971 and in 1986 became the 26th state of
the Indian Union. As the Lushal Hills Disfrict of Assam
it had no indebendent policy of lanyuage teaching. This
affected the proce53»of ELT’development.as Assam and
‘Mizoram are culturally, linguistically, demographically
and geographically.totally different. To give an example,
wheré as Assamese 1s a language belonging to the Indo=-Aryan
family of lanyuage, Mizo belonygs to the Kuki-Chin branch
of Tibeto-Burman family with an absolutely different pho-

nological and structural systeme.

3.8.1 Mizoram : A Batquound

Mizoram, situated in the remote north-
castern corner of India, lies between 220N Latitude and

between 92° and 93°% Longtitude. It is bounded in the



north by the Cachar district of Assam and the State of
Manipﬁr. On its eastern side it has a continuous border
with Burma and its scuthern and western parts are bounded
by Bangladesh} The whole surface is covered with hills
which run'north to soutih with an average height of 3500
foet in the east. The hills are covered with thick and
dense bamboo jungles. The region is inadequatly irri-
gated by some mountain streams like Tlawng, Sairang and
Tuivawl in the north and Koladyne and its tributaries

in the east. The cultivation usually done in the region

is, therefore, inadeguate.

- The history of the Lushai Hills (as Mizoram
was known earlier) as far as it is known is a history of
immigration. ft is believed that two streams of migra-
tions took place, one from the North-‘estern China and
the other from South-iiestern Assam. The tribes driven,
from these areas slowly settled down in the Lushai Hills
and later came to be known as the Mizos (mi=man, zo=hill
top) or the people living on the hill tops. It was per-
haps the need of security in the early times that forced
them to settle on the hill tops. Prior to the advent

of the British in the late nineteenth century the nill
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men were accustomed to make.periodic raids on the
villages in the adjoining pleins in search of food

and other necessities.

The Mizbs are all said to be members of
the same race but are divided into a‘number of famil%es
or clans. The principai sub—divisiéns are the Sailors
(the chiefs), the Pois or the immigrants from the Chin
Hills in Burma, the Hmars 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

(Allen : 1906).

‘ Mizoram inspite of having become a full
fledged state continues to remain a remote and backward
area. In the recent past the government has been trying
to bring in a faster pace of development through road
constiuctions, development of educational institutions
and the like. Except in the field of education, progress
hés been tardy. However, in the field of education, Mizo-
ram 1s pround to have the second highest level of literacy

in the country.
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38,2 Spread of;gdubation in jiizoram

It‘is very difficult to accurately trace-
the origin of formal education 1in Ailzoram, and more
difficult to trace the history of English teaching as
hardly any accurate records are easily fdund. Vthatever
exists is scattered amongst thé memoirs of thé ilissio-
naries, ;tray references in‘the Gazettes of the Governmeht
of Aésam and some 0ld records available with the Department
of Education. The lack of any history or recofds can be
tracéd to the fact that Mizoram was annexed into the Bri-
tish ﬁaj very late, almost in the iate 1880s and that
too for the protection of the tea estates of Cachar and
Chittagong_Hill tracts. (@Quite obviously, where suppression
was the motive nothing much was done for a planned develop=-
ment or the spread of éducation; Besides, being a parf of
"Assam it was never given due importance and no separate

policy for Mizoram was ever vorked out.

The first attempt at spreading education
amongst the Lushais was carried out by some teachers at
Rangamati in the Chittagong Hill Tracts. They héd come
into contact with some Mizos who used to come to Rangamati
for trading purposes and had learnt their language. They

transcribed the language in Bengali script and later came



to the-southern part of kizoram to start some informal
school. Educatioh started by them mostly dealt with
giving information about health, first-aid and the
like. This was mostly carried out tihirough 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) thrcugh Chittagong
| ahd-set up a station in Lunglei about 230 kms south of the
present capital 6f_Aizan. The missionaries particularly
- Lorraine and Sayidge had learnt the local languagé in
Chittagong and had decided to use it for the spread of
Christianity amongst-tﬁe ilizos. Opening of schools and

spread of education were only parts of this programme.

These people later set Qp another station.
in Alzawl and they 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 Mizos. He was a man
with some training in‘phonetics and he used it to givé

an orthographic system to *he Mizo language. -He followed



the Hunterian system for codifying the language and

this was the first attempt at a scientific approach

to language study. The system introduced by Lorraine,

" though not ébsolutely fool-proof, 1is still being followed
in Mizoram. Secondly, he also compiled the first formal
grammar of Mizo language, which is perhaps still the only

acceptable sttdy of Mizo language.

3.8.4 The eariy 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 would send
their child&en to the school for learning elementary things
like heaitb care and science. Most of the education was
imparted thfough the mother tongue and theré~is no evidence
to suggest that English was taught. This school, an en-

tirely private effort, ran for only four months (Lorraine 3

1940 : 3.

" This experiment encouraged the government
and they opened a school in 1894 and another school was
'started in'the Assam Rifles ground at Aizawl. The school
was informal in nature and did not have any fixed curri-

culum. A rudimentary knowladge of English was imparted



by SaQidge (the in-éharge of the schbol) but no

records exist to show what was taught and how it

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

it appears that the attémpt was fo'train some enumera-
tions for the census aﬁd-hence only that much of English

was taught.

The school was expended in 1903 and a
proper examinétion system wasvadopted. Instead being
a one-class school, theAprimary section was started.
.1905 saw the addition of class 111 and IV. The first
middle school was started in 1911 at the same site.
The coming of the second torld war put a stop to the
sbread of educa§ion in Mizoram. It remained more or
less static. The students péssing ouf of the middle
school and desirous of'pursuihg'furthér education norma-

1lly went to schools and colleges in Rangpur or Chittagong.

During this period some training schools
were also started in Aizawl and Lunglei by the Missio-
' nariés, the basicﬁintention behind the opening of these
schools was to find recruits to run the churches in
Mizorém. The students who passed-from these schools

were mostly absorbed in the church.
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Since the schools were not affiliated
to any board, the missionaries had considerable freedom
regarding the curriculum to be framed. They hostly
used materialslfrom religious books. It should be
pointed out here that their objective was perhaps to
spread christiénity and they were ﬁot primarily interes-

ted in the spread of education.

English however, began to be taught formally
during the early parfs of the century and not much is
known about the syllabus or the methoadology used. The
memoirs of Lorraine and the Gazettes of that beribd men-—
tion that English was taught but remain silent regarding

the details.

- i

3.8.5 Development since the Forties

The first high school in Mizoram was
established in 1944 and was affiliated to the Assam Board
of Secondary Education. The medium of instruction was
Enylish 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~devo ted entirely to

i
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the selections from literature and the other to language
skills like grammar, essay writing, precis writing and

letter writing.

This was a period when some more schools
were established in places like Lunglei, Champhai 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 from the government for their services

in the schools.

3.8.6 The spread of Higher Education

The first college was stafted 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 special
provision for the teaching of liizo language. The English
syllabus aﬁ 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 itemse

In 1962, the pachhunga iMemorial 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 pfocess of development of
higher education in Mizoram. It was a University for
the remote triballareas of the north-east and vias
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 freedom to
innovate and adopt fhaﬁ the traditional Universities.
Thé'UniVersity ensured that the local languages are
developed and allowed their study as M.I.L, upto the

undergraduate level.

To meet the aspirations of the students
NEHU started a full fledged Campus in Mizoram in 1979,
It is located in Aizawl 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

ana Training, a district centre of CILEFL and more than
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twenty general colleges.

3.8.7 The system of Higher Education in kizoram

The schooling in kizoram ends after the
tenth class aﬁd all further education is regulated and
controlled by the Univsrsity, which includes curriculum
planning and conduct of exaumination. 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 taught in the colleges. At
this level the student ittas to choose a stream of specia-
lization i.e. scicnce, arts or commerceo. [his stage 1is
followed by a two year uhdergraduate level teaching prog-
‘ramme. This is a pass course level teaching programme.
The learners have to opt gencrally for 4 science, arts
or commerce learning program.e. They also have the option
to take any subject as an elective subject in‘addition Fo

the compulscry subjects.

The students who are desirous of pursuing
higher education have to opt for the honours course and
study for an additional year to get their honéurs degree.
Admission to post-graduate classes is not nossible without

the honours degree.
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3.8.8 ELT in pizoram .

English is a compulsory subject at the
Pre-University and undergraduate level. The curriculum
consists of 2 papers in English at the Pre-Yniversity
and uﬁder—graduate levels for 100 mérks each. At the
under~graduate level the syllabus has three selections
of essays, poens and sthort stories. These have 80 per-
cent weightage in the total marks allotted to English
and the language portion has 20 percent weightage. The
language part includes essay, letter and precis writings,
corrections of sentences,.idioms, phrases and some ele;
mentary grammar items liké vrepositions and articles.
The questions from the textbooks are mostly essay typev
like, 'What is‘the central thene of the poem ?' or 'write

a character sketch ...' etc.

The emphasis of teaching is naturally
on the texts and of the 6 periods allotted to English
‘per week, invariably 5 are spent for completing the
texts and 1 is used for the language portion. Interes-
tingly, the students are also more keen to memori;e
modei answer's rather than trying to gain profipiency in

the language.
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There is a SCLKT and a . bistrict Céntre
of CIEFL but, unfortunately, their research and training
programmes are directed mostly towards school téachers
and, therefore, there are not ﬁany opportunities for re-
fresher courses for teachers 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 ﬁryihg out innovations in ELT is that of trying
to change the attitude and ability of the teachers. For
example, innovations which have tried to do away with the
textbook have met strong teacher resentment and have often
not been imblemented in the classroom as was expected.
The téacher often finds himself helpless with a book and
is unable tb start discussions or activities which assist
language learning. Innovators have,‘therefore, to keep -
in mind the essential limitations of the system so that a
useful and suitable teaéhing~learning strategy can be arrived

at.

In the recent past the efforts have,

therefore, been made in the direction of improving the
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texthook. The attennt of SCERTs and MCEHTs has been to
produce textbooks and workbooks wihich can meet the require-
ments of cur peculiar situation. iiaterial proddctioh has
been given fhe place it deserves. At the same time it is
expected that the curriculum planners would do more in

this direction.
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CHAPTER - 1V

THE 1120 LAVGUAGE 3 A LINGUISTIC DESCRIPTION

| Mizo is the 1anguége spoken by the peopie
of Mizorain. Ihitially the various tribes of Mizoram spoke
. different dialects which were often not mutually intelli-
gible. However, with the passage of time, as the tribes
established themselves in the area calied the Lushai Hills,
a common language called the iwizo or Lushai language evolved.
This happened sometime in the middle of the nineteenth cen-
tury and by the time the British occupied iiizoram in 189C
and established their settleuent af Alzawl and Lungleil the
language had been accepted more or less as the common lang-

uage by all the tribes of the area.

| The language belongs t§ the Tibeto-BQrman
family of language (Grierson : 1904), (kic Call : 1949 : 34),
(Vumson & 1987 : 19) and (Hninga : 1967 : 25). The credit
for assimilating the different dialécts of-the tribe into a
mutually acceptable and intelligible language goes to a
chief named Lallula. He, in tﬁe nineteenth century perceived
the necessity of having a common tongue and managed to get
the {eaders of the Ralte, Paihte, Chihangte, Pawi and Lakher

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

in the thlrtleo)the Duhllan dialect was adopted as the

Lusha1 language ( 1975 :,112). 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 pecple,
the Lusei or Duhlian dialect is the ultimate choice (Vumson 3

1987 : 21).

Prior to the British advent the Mizo
cultufe‘was a primitive one and writing had not been
developed. According to a popular oral tradition, the
Mizos claimed that»they wére once given a written language
by God as other races were given and it was a parchment,
But they were not keeping it carefully‘and a dog ate it up,

.and thus they were deprivéd of a written language (Hminga :
1987 3 23).‘ The fir#t attempt to leain the language was
made by some Bengali speaking teachers in Rangamati ( a
town close to modern Chittegeng in Bangladesh). They

began codifying the language by using the Bengali script.
However, with the arrival of the tVielsh iissionaries in the
last decade of the nineteenth century, the attemnts to |
codify the language and describe its grammar recéived a -
boost. Lorrain and Savidge arrived in liizoram in 1892

and'they did a lot of work to scientifically describe the
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language. Their book the Lushai Grammar (1340) is

perhaps the only authentic grammar of the language in

English. iThey adopted thé Hunterian system of ortho-

graphy with Roman script. That was perhape the best

available éystem of orthography during those days.

However, Lorfain and Savidge found it necessary to

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

/2: / for the long vowel sound as in the English words

taw|' /- o= : 1/, 'fall' / £o: 1/, "law' /1> :/ etc. For
the short vowel sound as in the English words 'pot! /p»t/,
on' /omf, 'long' | /150/ etc, they adher=d to the Hunterian
system and used '0O' which at first seemed to be quite satis-
fackory. But latér on they discovered fhat it was a mistake
to_uée two different symbols for those two sounds because in
Mizo speech the onz was constantly changing to the other. The:
Welsh Missionaries in the Nofth Lushai Hills had already adop-
ted 'awi to represent the above long and short vowels, placing
a circumflex accent on the long dne when necessary to disting-
uish it from the short oné. Lorrain and Savidge, therefore,.
found it necessary to make an altsration in their original
Lushai system, and finding no ba2tter solution, they finally

zgreed to use one symbol instead of two (Lorrain : 1983 : Viii).

[
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The‘English type is easily adapted for printing purposes
and English type-writers are used to type Mizo which

proved to be an enormous advantage (LIoyd : 1991 s 128).

Howevér, the limitations of the Huntérian
system in codifying an essentiélly.tonal language are
being felt now, 3s attempts to standardize the spellings
'énd other things are being made. In their dictionary,
for example, Lorrain and Savidge spelled three or four
words having different meanings in a similar way though
they are articulated differently. The tonal differences
are not accounted for. The spellings havé not béen used
according to the symbols of the I.P.A chart. These are
some of the problems beind‘facéd in the Mizo language

today.

The structure of iizo language 1is

- remarkably different from that of most Indian languages
and hence, it often becomes difficult to learn the lang-
uage or dssimilate its sysfem; The first remarkéble di-
fference is that it is a tonal language, where variations
in tone ana intonation pattern can change the meaning of

words and utterances. In most Indian language tone is an
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indicator of mood ancd change of tone rarely alters the
meaning of a word or utterance. In Mizo, however,

there are four distinct iones namely, rising, falling,
mid—low and high. There is hardly 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 that quite often Mizos appear to be apparently rude
when speaking in Hindi or EBEnglish. They are'often unable
to use the tonal variations to indicate'thé mooc and choose
the falling tone instinctively. The use of a particular
tone denotes the contaxt of use and can alter the meaning
of a word. For example, the word 'pa' can mean father,

male, mushroom, or basket according to the tone that is .

being used. There are numerous cther examples of this

tYpe in the kizo language.

In Mizo system of writing,‘tonal markers
are rérely used and the meuning of a word is made out frém
the context of use. However, this is creating problems for
the lexicographers as Lthe attempts tp compile standard dic-
tionaries are being made. It becomes dif ficult o diffgren-
tiate the wbrds as the orthégraphic system does not show the

tonal differences.
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4.7 1 Family Tree of Mizo Language

The Tibeto-chinezse group of neople are
subdivided into several groups ang the Miioé‘are placed
together with durman, Meitgi (ilanipuris), Naga, Kachin,
Lolo, Tibetan, etc., as the Tibeto - Burmese, who at one
time or the oiher must haQe shared commen cultural or po-
litical affiliations or both. This leads one to believe
that they might im some way be related to bones found in
the caves of Chou K'outien south of Peking - the bones
of "Peking Man". Peking Man is earliest known man in
China and sufrounding aredas, and anthropologiests believed
that Peking Man possessed certain characteristics peculiar
to the Mongoloid race (Vumson : 1987 3 26-27). The following
‘table illustrétes the relationship of Mizo to other peoples

of the Sino-Tibetan family of language.
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4.2 THE PHONOLOGY

The four phonological tones of kizo may be

illustrated in the following way

Tone ‘ Examnle BGlocs
Mid/low Tone - . pa male
Falling Tone Pa father
Hising Tone pa | mushroom
High Tone | _ pa | basket

These tones occur in all syllable types and on both long

and short vowels, e.g.

(i) Mid/Low Tone Long Gloss Short Gloss
ban dismiss ban a post (of a
or dis- | " house etc)
) »harge
dar shoulder tap cry
(ii) Falling Tone khel.  the hips khel to play.

kawng the loins khawng - stiff

(1ii) Rising Tone tun  now ui dog
bang left over, bang wall
remains
(iv) High Tone phar leper phar put or hold
\\ up hands
N

zawng _ monkey zawng to search
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Lo2o1 The Vowels

‘The sound system of Mizo is guite different
from that of the other Indian language and English. It has
a very intricate vowel system consisting of fhe following
vowel phonemes : /i/, /i 3/, /u/, /uz/, /e [, /ez/,/0/,/a/,/az/
and /o:/. Thesé are represented by the following alphabets :
A, A, AW, AW,E,E,I,I,0 and U, U, In orthogranhy the longer vowels
are represented by the double use of the same alphabet. The
vowel /u:/ is repvresented with double 'o!, the vowel /o /
with faw' and /a/-is represented as 'a' and /Af as fa's In

the case of the other vowels they are represented with the

same symbols as in the I.P.A chart.

The length of a vovel 1is equally iﬁportant
in the spoken form of Mizo. It is possible that two sounds
are articulated in the same tone though the difference in
" length can alter the semse. For example, in the rising
tone /beng/=means_'ear' snd in the mid-low tone /beng/
means 'to compress', thouzgh the orthography does not dis-
tinguish the difference betwéen the two words. This is one

of the‘major problems of trying to learn Mizo.



135

4o2,2 The Diphthongs and Triphthongs

Mizo has ten'diphthongs which are given below :

Diphthongs - Example : Gloss

/ia/ - ‘ ria . . slender

/ua/ | vua beat

/ei/ | lei It has five meanings

dépending on the tone
used, e.g. buy, tongue,
earth,lop-sided, bridge

etc.
/D> 1/ _ s> i say .
/ai/ : éai elephant
/iu/ - kiu elbow
Jui/ | | tui . water
/eu/ keu to open
/ou/ ' bou lost
Jau/ mau bamboo

Besides these diphthongs, Mizo has the following four triph-

~thongs which can be used with or without consonants :

Triphthongs Example Gloss
/iai/ (1) 1ai (i) be dissatisfied
with ¢

(ii) siai (ii) to wink
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/iéu/ '(i) iau (1) expresses.a note of
disbelief, anger,
protest, etc.

(ii) kiau (ii) clearly, plainly,
fixedly
/uai/ (1) uai (1) hangdown, droop
(ii) Huai (1i) brave
/uau/ (i) uau - (1) expresses a hote of
surprise
(11) huau-huau (i1) gaiety, Jollity.
4e243 The Consonants

The following consonants are used in Mizo :

/o/y foly 131, Jals Inly J8%5) /%S 1y 1, Inty iy /el
/,S/’ /f/),llo/: /V'/y/Z/’/t/’/?/y/k/°

The phoneme /g/ occurs in the initial position of a word

only in borrowed words. It is always preceded by /n/.

42341 Aspirated Consonants

_ The following consonants are aspirated
'in Mizo - the /h/ preceding the liquids /1/, /m/,/n/,

and /r/, but following /C’/ and the others, thus :
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Example . . Mizo Gloss
/t{/ - /tj uzm/ | cloud
/kh/ : /khuzp/ knee
/In/ | /14 2/ far
/mP/ JnPai/ face
/a®/ /aPa/ job
/o8 / nazk/ . wait

'/ph/ : /phaz:r/ leper
/eby - /ePias know
/e /ePar/ arrow
/t8/ /iy | good
b3 THE SYNTAX

The language follows a system of placing
the verb in the final position of a sentence as in most of
the Indian languages. However, unlike the other Indian
languages the_subjéct and the .object change positions with.
the change of the person., In sentences in the first person
the obJject 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 Ehglish sentence 'I am going to school!
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has to be translated into Mizo it would read 'sikulah

ka kal déwn', where 'ka' stands for 'I' and 'dawn' the
'ing' suffix of the verb. However, '*Ram is going to
school' becomes 'Raman sikul a kal dawn' with the subject
in the initiai position of the sentencé and the object

following 1it.

4,3.1 The Nouns

There are four noun cases in the Mizo

1language, namely,

i) Nominative : Naupangin ..~ A boy

ii) Vocative - - . Naupang - 04 boy

iii) Possessive ' Naupang-a - - A boy's
iv) Objective‘ Naup ang - A boy

ihen the subject of a sentence is followed
by a transitive verb in the active voice, the subject gene-
rally takes the suffix 'in' to diétinguish 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 word 'voman' takeé the suffix 'in' to dis-
tinguish it from fhe object 'boy'. So it becomes 'Hmeicbhia-

in naupang a vel',
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The form of the subject in vocative and
objective case remains unchanged as in the case of the
nominative. Thus a sentence like 'Boy, where did you
go?' decomes 'Naupang, khawiah nge i kal ?' where
'khéwiahnge' means 'where' and 'i' is tHe pronoun marker.
The noun in the objective case is placed immediately béfore

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 farnufavkawr a mawl ‘where 'farnu' means
'sister', 'kawr' ‘dress' aéd 'mawi' 'pretty'. These su=
ffixes become necessary as the subjecf and object follow
each other uhlike 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

tg}
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noun, when it is clear from the context of use. 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 pe |
Aréwh‘. Thé suffixes of the plurél are 'te', ‘ho', 'teho!,
'hote', !'zawng', 'zaﬁng zavmg', ‘'zavng zawng te'. Thus
in a senfence like 'Men are coming', which has no indica-
tor for the number of the subject in the context, the
suffix 'ho' or 'hote' will be added to 'mi' (man), and

the sentence written as 'Mi ho (or hote) and lo kal'.

Gender is distinguished in Mizo only
in the case Qf animate things. Names of animals and
all inaminate 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, fhe 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 diffe;ent genders when no ambiquity ensucs, thus,
'fa' (child), 'u' (elder brother or sister), 'nau'
(younyer brother or _sister)° Gender is distinguished

in the following vays s.
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i)' often, in the case of nouns of relationship, by
using dif ferent words; thus, 'pa' (father), ‘nu'
(mother), 'pasal'. {husband), 'nupui' (wife); 'pa’

(paternal uncle), "ou' (maternal uncle).

ii) By suffixing 'pa' for the masculine, and 'nu‘' for
the feminine; thus, 'fa pa' (son/), 'fanu' (daughter),
'thian pa' (mele friend), 'thian nu' (female friend).
iii) Proper nouns of the masculine gender end in 'a’,
those of the feminine gender in 'i', thus 'Rama’

(a male name) and ' Rami' (foméle name).
iv) In the case of full-grown animals 'chal’ or ‘'‘pa‘' is

éuffixed to denote the male, and 'pui' or 'nu' to

denote the female.

4,3.2 The Adijectives

' The adjectives are normally placed after
the words they qualify. Unlike English and the Indian
Languages where the qualifier precedes the qualified it is
the othér-wéyvround in Mizo. Thus ' a good man' becomes
'mi tha' where 'tha' (good) is the qualifier of 'mi' (man).
This is true eVen in thebcase of numerical adjectives,
which also follow the noun. Thds 'Two cups of tea' in Mizo
becomes' Thingpui no hnih'. It is to be hoted that the nouns

do not takéﬂany-plural form ‘when followed by a numerical
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adjective. Thﬁs in Mizc in a sentence like 'Two cups
of tea', 'no' (cup) does not become 'note', the plural
marker, but remains as 'no and 1in the adjective there
is no difference in numbers. hen a noun is used as an
adjective it precedes the noun that it qualifies. Fér

example 'Stone-house' becomszs 'Lung in'. N

The comparetive deﬁree is formed by
adding the adverb 'zawk' (more) to the positive, and the
suffix 'aiin; (than) is inserted after the object of
insertidn. Thus a sentence like 'The daughter is taller
than the méther' becomes 'Fanu aiin nu a sang zawk' which
in English would read 'Daughter mother than is tall more'.
The superlative degree is formed by adding the adverb
'ber' (most) to the positive and inserting 'aiin (than)
zingah' (among) or 'a' (of) atter the object of comparison.
For example, 'fhat book near you is the best book' becomes
*I bula lehkhabu kha a tha ber' where ‘'ibula' means ‘neér
you', lehkhabu (book), and'tha ber! (besf). It is to be
observed that the degree of comparison is not brought =
about‘by changes in the form of the adjective but inser-

tion of othef uords'and suffixes (Grierson : 1904 : 131-32).
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There areAquite a few demonstrative adjectives

in Mizo, for example,

Hei, hei hi =~ . This

Saw, saw saw - That (There)

kha, kha _kha - | That, that near you
khu, khu khu = That cown there
khi, khi khi - That up there

chu, chu chu - That

AN
The pluréls.in demonstrative are formed by

adding the suffix 'ng' to the singulér, thus

'hei' becomes 'heng'
 Kkha' becomes 'khang'
'kha kha' becomes 'khang kha'

‘khu khu' becomes 'khung khu!

'chu chu' becomes 'chung chu'.,

wheﬁ any of the above comnround words are
used, the houn theoy qualify is placed between the two words
forminyg the adjective. For example in a sentence liké 'Did
you hear th:ot noise?' 'ri' (noise) is put between 'chu' and

'chu' and the sentence becomes 'chu ri chu i hria em 7',
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4,3.3 The Prbnoung

In Mizo there are specific pronouns for
*1','you', 'she' or 'he'; however, the differences between
the posseésive 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 prbnoun
used. Thus 'keimah' could refer to either '1', 'my', 'mine'.
or '‘me'. Similarly, *‘nangmah' refers to ‘you', 'your' or
tyours'. However, for the plural form the suffix 'ni' is
added to the-pronoun, thus, 'keimaini' refers to 'we', ‘our',
or 'ours'. It is to be observed that in the pfonoun for

! Shel

the third person there is no distinction for 'he',
or 'it', 'mah' ana 'anni' are used as pronouns in the third
person and the gender is understood from the context. The

-

following are the possessive pronouns in Mizo :

keimah, kei, ka -1
keimah, k_ei a, ka - by
keima ta, keimah ata, keia ta, ka ta - Mine

keimah min, kei min, min, mi - Me

Nengmah, nuang, 1 - You
Neangmah, nanga, i = Your
Nangma t&, nengmah a ta, i ta - Yours

Amah, ani a ~ he, she, it



Ama, ani, a = his, her, its

sma ta, amah a ta, a ta - his, hers, its
Amah, ani = him, her, it

keiméh, kKeini, kan - we

keimahni, keini, ken = our

kKeimahni ta, keini ta, kanta - ours <« >
k eitnaini min, keini mir, min, mi =~ us
Nangmah ni, nangni, in = you

Anmahni, anni, an = they

Anmahni, arni, an - théir

Anmahni ta, anni ta, an ta - theirs

Anmahni, anni - them

The accusative in the seccnd person is
formed by frequently omitting the sccond pérsoh pronoun
and adding ‘che', "a éhé ', or 'che a', in the singular
and 'che u' or 'a che u' in the plurel. Thus 'I will
beat you' becomes 'Ka vua ang che' where 'vua' refers

to 'beatf

when a reflex action is required to be
expressed the pronouns 'keimah', 'nangmah', ‘'amah' etc,
are used and the particle 'in' is prefixed to the verb.

For example, 'I hit myself' becomes 'keimah ka in vua'.



sometimes the soacond pronoun 1s also dropped and the
senience'is simply expressed as 'ka in wvua'. .There

are guite a large number of interrogative pronouns

in lizo, which almost run parallel with thelr counter-
parts in English. Given below is the list of the inter—

rogative pronouns in hMizo.

Tu-nge - who

Tu~-maw - whose (used adjectively)
Tu=-ta-nge - whose (used substantively)
Tu - whom

Eng-maw ' - what

khawi-nge - where/which-

Enga ti nge - why

Engtin nge = How

Generally when pronouns have compound words
the noun is placed between then. For example, 'which
book do 'you wont 7; ié written as 'khawi lehkhabu nge i
duh ?'. The interrogative pronoun is placed at the ini-
tial position in a sentence.

The relative pronouns like 'wno', 'which',

'what' and 'that' generally follow the main verb in the
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sentence. "However, in interrogative sentences they

occupy the initial position in a sentence like in English.
Thus in a sentence like 'where are you going ?', the pfonoun
'where' will occupy the initial position and the sentence
will read like 'khawiah nge i kal dawn ?' However in a sen-
tence like 'The man who is coming tomorrow is the Chief
Minister', the pronoun 'chu: (who) will follo@ the main

Qerb 'lo—kél' (coming) and the sentence will read, 'Naktuka
mi lo-kal tur chu Chief Minister a ni'. Naktuka 'refers to

'tomorrow' in the sentence.

The following are the relative pronouns

in Mizo

kha chu who, which, what, that
apiang
apiang-kha who ever, whatever, whichever

apiang-chu

'kha' is generally used when the antece-
dent is known or familiar to the speaker, or has been seen
by him. ‘chu' is genefally used when the antecedents or
the incidents bave only been heard by the speaker. For
exanple, ih the sentence 'wnere is the man who came yes-

terday ? 'the pronoun 'kha' (who ) will be used and the
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sentence will read 'Wimina mi lo kal kha khewiahnge

a awa ?' ‘Nimina' refers to 'yesterday'.

wWhen the antecedent is in the plural,
the affix 'te' or ‘hote', when uséd immediately precedes
the relative pronouns ‘kha' and ‘chu', instead of being
affixed to the nodn. The other plural affixes follow the
noun in the usual way;-
i) Lehkhabu ka hmuh te kha tu ta nge ?

- Whose are the books which I saw ?

ii) AT zawng zawng 1 lei apiang a tha lo.

tihatever fowls you bought were bad.

4.3.4 The Prepositions o N

Prepositidns in kilzo govern the possessive
case and are placed after the noun or pronéun they govern.
They should perhaps be better and more a2ppropriately called
postpositions. Hizo has a number of such prepositions and

some of them arc listed below @

Hnena ' - ‘to, with, from
Hma-a ' - before
Kiang-a - near

Vel=-a _ - round
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Thu ' - about

Tan - for

Chhung=-a - within

In - by, with

Hriu-a - after

Piah - 5eyond N
A . - from, to, in,at, on, upon
Lovin | - wi thout

chin-a - as far as.

It is remarkable that though the language
has a number of prepositions, important functional prepo-
sitions like 'from', 'tb', 'in', 'at', and '‘on' are not
very clearly demarcated. This 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 The Verbs

) The conjugation of the verb in Mizo is
very simple. It has the same form throughout the tense
and it is the pronomimal particle which alone determines

the person and number.



The pronominal particles are as follows -

singular Plural
1st person - ka, (1) ~ 1st person - kan, (we)
2nd person - i, (Thou) 2nd person - in, (you)

3rd person - a, (he,She,it) 3rd merson = an, (They

The pronoun proper 1is generally omitted except
when emphasis is required, wut the prononinal particle must
always be used whether the pronoun proper is present or not.

(Lorrain and savidge, 1898 3 13-18)

Verbs are conjugated in person and number by
means of pronominal prefixes. dhen the subject 1s a nueter
noun 'a' denotes the third person plural. When two singu-
lar nominatives are cohnected by means of 'hnena',(witnh),
the verbs takes the plural particle. The prefixes are
omittea when the verb govérns 2 personal pronoun of the
first person as its object, when 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?)

'a ti', (he said),.
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The past tense i3 alszo formwed by adding

the suffix 'ta'; thus, '2 nem ta' {(he migrated).

The suffix of the Future is ang'; thus;
'Ka kal ang' (I will go). The future is also used to
denote what is presumed to be true; thus, 'Ani ang e

(It may be).

Throdghout these tenses of the indicative
mood an 'e' or 'a' may be suffixed, apparently without
altering the meaning; thus, 'Kei mah ka ni e' (I am);

a ti a*, (he said).

The suffix of the imperative is 'rawh',
plural 'rawh u'} in the third person, 'rawh se'; thus,
'pe rawh' (give thou), ‘la rawh u' (bring you); 'ni rawh

se' (let him, them, be).

The first person is formed by the particle

'i', prefixed to the future; thus, Vi ei ang' (let us feast).

The suffix of the NMegative Imperative
is 'suh', *gsuh u', 'suh se', 'i suh ang'; thus,"sawi suh'

(do not say), 'isawi suh ang' (let us not say).

o A conditional is formed by adding ' chuan'
(if) to the verb; thus, 'Ken awm chuan' (If we remain, (lit.,
we remain, that being). Often also the present participle

is used to form conditional tenses.




A Verbal Noun is_forMed by adding the suffix

'na'; thus, 'A awmna 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,

teitur', (to eat), ‘veéng turin' (to watch),

A Noun of Agency is fommed by adding the
suffix 'tu', thus, *'hmutu' (one who sees); '‘ngaitu' (a lover),
eté.‘

The suffix of the Conjunctive participle as
: 'a' generally with the pronominal brefix; thus, ' A sum a
khawma khua lam hla tak ah a kal ta a'- (His pronerty he
collecting village far to he migrated). This form is very
commonly used in a senfence which is complete in construc-
tion, but dependent on a subsequént clause to complete the

meaning of the speaker. Another participle is formed by

adding 'la' or 'lang', preceded by 'i', 'u' or ‘'se',
according to fhe person denoted; thus, 'sawi ila' (If I say),
"sawi ta ila' (I having said). If 'mah' is inserted after

the root, the meanihg becomes 'although'. Thus, 'Nimahsela',

(that being although, nevertheless). This participle ending




in 'la' is usually substituted for the first of two connec-
ted imperatives, as a conjunctive partiéiple; thus, ‘'Kal

ulang,-lei rawh u' (Go and buy).

The passive-voice is said to be formed by
combining the root or the infinitive of the principai
verb with the verb substantive. A long vowel in the
root is shortened. Thus, 'Pek aniang e' (It will be
given); 'Eitur ani ang e' (It shall be ea{en). In reality,
however, there is no passive voice, as different from the
active. 'In', the suffix of the avent, when added to the
subjecf, shows that the verb must be translated as active.
In other cases the context shows how to translafe. A
clause such as 'ama fa'pa ka vua' (his son's my béating),
may be translated : I bheat his son, and His son was beaten

by me.

Compound verbs are in vely cominon use.
The principal prefixes are 'zuk' (motion downwards); ‘'han'’
(motion upwards and towards the speaker); 'lo', 'rawn',

(motion tovards), and 'va' (motion on level ground ).

Causatives -are formed by adding the verb

vtir' (to cause); thus, 'Kal tir' gto cause to go to send).



Uesideratives are formed by means of the
verbs 'duh' (to wish) or some other synonymous verb. Thus,
'A lut duh lova' (He to enter wished not- He did not wish

to enter).

Potentiality is indicated by the verb 'thei'
(to be able); thus, 'Ka kal thei love' (1 go cennot - I

cannot go).

The Negative participle is 'loh', suffixed
to the root. 'Nem' and 'nang' are sometimes wsubstituted
for 'loh ve' and 'loh vang'. Thus, 'Ka ni love', 'Ka ni

nem' - (I am not).

Interrogative pertiéles are 'em;, 'Yemni',
‘elo', 'maw', émaw', 'lovemni', 'nem maw', 'nang'. Thus,
"I kal ang em ?"(Qill yQ go?), i Kal i duh emaw 2' (Do
ybu wish to go 7).

Other words arc freely treated as verbs.

$
Thus, 'iii a. tha e', (the man he is goo:i); '.n mahni ta

E

turin' (for their scke).

4,546 THE ALVERBS

Some adverbs of place @are $-
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chungah - = on top khawi ah mah -~ nowhere

chunglamah - above hmasa,hma,in,hma a - before,in front

hnuaiah - underneath hnungah - behind

éhhungah ~ inside pavnah - outside

chhakah - above (higher up) thlangah - below (lower
down )

Some adverbs of time are :-

tunah - now | naktipah ~ day after

' tomorrow
anita - ago ' nizanah | - last night
nitin - daily - zaninah - tonight
nakinah - presently = tuktin ' - every morning
ngai - ever _ kumtin - yearly
ngailo - never hmanah , - formerly
naktukan - tomorrow . fo _ - often,always

Some adverbs of manner are $-

Engtinnge ? - hdw ? vak - with force
Hetianoin - thus o ve ' - also, too |
thuai - quickly tam - much

zawl zawi in - slowly rual - together
rnatheilovin~ - certainly eng zat rnye ? - how much
zawk - more _ pelh - accidentally

201, e om = vary lui . v - purposely
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Many adverbs are placecd beolween the reoot

verb and its inflexion. - The following are some of them 3

ngai -evei, | leh again ngailo = never
kual ~ * roundabout ~ rih,hrih-for a short time
tlai late hma - early hle hle-still

(not moving)

Adverbs méy be made by affixing 'tak in' to an
adjective, and many adjectives without any change may be used
as adverbs by placing them between the root verb and its

inflexion as -

Ad jective Adverb
tha - good ' _ thatak in =~ well
dik - —correct diktak in =~ correctly
4.4 NEED FOR THE CHAPTER

The chapter attempts to present the Mizo
language.using the principles of Descriptive Linguisticse.
The need for the attempt is félt so as to understand the
degree of mofher tongue interference in the process of
learning English for Mizo students. It has been felt that
the mother tongue is an important factor for the prdblems

faced by Mizo students in learning English., Since the two



languages are very different from each other the need
for a linguistic description of Mizo is felt for a
general understanding as well as for the carrying out of
a contrastive anélysis of the two languages. Hence, an
idea regarding its origin, structure and system is nece-
ssary to find out how far the two languages differ from,
or resemble, each other, since in the next chapter an

attempt at contrasting the two-will be carried out.

4.5 CONCLUSION

The Mizos had entered very late into the
race for literacy, héving received their system of orthography
five years before the end of the last century (LIoyd : 1991:
64). There has been in the last few years a lot of developw
ment in education and there is an obvious craze for learning
The Bnglish language. English is studied in schools and,
colleges as a compulsory second lcncuage from the Primary '
level. From the high.school level it is the medium of ins-
truction. A person who is able to speak 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 awgliéh, anc¢ the shortage of good

teacheré of English, teaching = learning suffers from
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serious shortcomings in hiizoram. Ihe lack of encou-
ragement to learn from the families acts as a serious
handicap for the Ilizo learner of knglish. Moreover,
the language textbooks in the school seldom teach the
recquired communication skills. Conversations and
discussions in the spoken school language (BEnglish)
which would stimulate students to 2¢k guestions and
thus result in greater classroom interaction have not
been built into the teaching programme (Pattanayak 3
1981:85:89 )., Since Mizo is very different in respect
of grammar and syntax from the other Indo—-turopean
language (Lloyd : 1991:2), and even more so from the
stress—timed Ehglish language, the~Mizo_learher faces

many problems in the proéeés of learning English.

The HKizo language, which is basically
monosyl;abic, with each syllable having ils own pitch,
tone, length and special emphasis (Lloyd:1991:29)'it
becomes_specially difficult for the average #izo learner

to acquire a good. commend of English.

The Mizo lanqguage has rather limited
" vocabulary. With the spread of Christianity, new
ideas and concepts had fo:be'expréésed in new words

and terms which had not existed before. The monosy-
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llabic nature of hizo lends iﬁself eﬁsily Lo tha
coinage of new words.. But words such as Christmas,
Cross, Pharisee, the nane only a few were taken
boldly from English (Lloyd : 1991:80). Regaruing
the Mizo languzge, William Williams, a Presbytérian
missionary who visited iMizoram in 1891, had recorded

thus :-

Their language is most musicai énd
1ts intonation rémarkably beautiful,
It falls with tender melody upon
the ear. I believe that it will be
like_ﬁelsh, a good pulpit language

(Ibid.p.21).

G
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8«1 - INIRODUGTION

‘The term Contrastive Analysis may be defined
aa“augvstématicvcampaxison_of.specific<1inguistic.characf,

" teristics of two or more languages. As a systematic branch
of linguistic science it is of fairly recent date, though.
it is not really the idea as such which is new, but rather
the systematization: The real beginning of contrastive
liéguistics is marked bYﬂthGJP“biication_Of Robert Lado's

Linguistice Acrogs Qultureg in 1957 though it was Charles

an integral component of the methodology of target language
teaching in his book . : and Learning Er
' age in 1945; he says

The most effective materials (for foreign:
language teaching) are based upon a scien-
tific description of the language to be
learned - ¢arefully compared with parallel
description of the natlve language of the
learner ( 1945s 9).

Lado guotes these words in his book and supports this

contention with these 3 !
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Textbooks should be graded as to gramma-
tical structure, pronunciation, vocabulary,
and' cultural content: And grading can be -
done best after the kind of comparison we
are presenting here (1957 s 3).

‘The role of contrastive linguistics has to
be seen in connection with overall endeavours to make
foreign language teaching ..mq:e:'.effe_c._tive; -and must also
be dealt with within the general framework of school=
téﬁcb,i.rig.s,‘.. since the number of school hours available
for teaching-learning languages is limited says Gerhard
Nickel; it -will be necessary to introduce some forms of
r&t%épglization:in language~teaching programmess
He says s B
B 'FihéliY{‘uéé~ﬁ1llfbe:médelbf'certainﬂ-
. findings of modern linguigtic science,-

particularly of that small branch of it
known as contrastive linguistics (1971 $ 1)

U The chapter attempts to. give a contrast1ve
analvsis (CA) of the structures of Ehglish ‘and Mizo Lnorderv;
to point out their similarities and differences and thexeby
understand the learning problems of Mizo students.  The
carrying out~of.é c&thAsfivé‘analysis wiil be 6f greét |

- ST
o Nz
B
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\
relevance to English language teaching in Mizoram

since, as Lado says,

that in the comparison between native

and foreign languages lies the key to

eage of difficulty in foreign language

leaming (1957 $ 1).
such g task will be useful in (1) providing Lnsights B
into similarities and differences between l,angu.ag‘e,s_._ ,_
(2) explaining and predicting problems in L, leaming, .
and (3) Developing course materials for language teaching
(Odirsouw 3 1984 s 38),

‘., .. . Since the two languages, i.e. Mizo and
English, are very different from each other in matters
of phonology, morphology. syntax, etc., it is hoped
English and .MizO.-mqld be helpful, in understanding the
problems that Mizo students at the college 1level are
facing when learning Brglish. If a contrastive study
of BEnglish and Mize is carried out, the differences
between the two languages can be discovered and the
prediction of learners' difficulties will be possible.
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This will determine what learners have to learn and
what teachers have to feéch. énd,thus'the'reéults'

will be of great help to all concerned in the teaching-
learning field.

) Assuming that the- differences between
English and Mizo are the main causes of 1eam1ng problems
for Mizo learners, a contrast in the phenology, morphology

and syntax of the tw languages are given in the sections
that follow. ' )

5.2 RHONOLOGY

. The results obtained in the comparison of
two sound systems are of great practical use for prepa-
ring textbooks. tests and _exercises to supplement ina~
dequate. materials ‘and also in diagnos&ng the problems
faced by the learners (Lado 3 1937 3 12) Phonological
. CA has greaf practical value which is‘Quaranteéﬁﬁ'by
the fact that the worlds® languages tend to ‘employ sounds.
pzoduced by a limited number of combinations of articulary
features, This is not surprising 1n view of the fact that
man's voeal apparatus is physialogically uniform throughout
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the world (James 31980 3 72-73). Again, it s aleo

a fact that the séeaker'of “any pa:ticniax_ ianguages
uses only a ba:t of 'thls: total range of _Variation when
speaking (Corder 3 1973 & 245), The most interesting
fact gbout pronunciation of language, according to
Stockwell and Bowen, is that out of the enormous possi-
bilities in the nnmber and variety of sounds tba_t:,h;xmans
can produce, '.'en.l.f a small fraction of this potential
‘vagietir is actually §ut to uge in natural languages®
(1965 2 3), |

5e2. 1

- Asfmentioned_aarlier;Aeach;Languaqe of .
the world has its an_uniqﬁe§§aund‘systemQ“,Diffexent
languages exploit the wuniversal human sound potential
in different ways and every language uses a particular
set of phonemes (Catford 1 1988 3 198) which may be
defined as the sma;xest;qontxaaﬁive unit that may bring
about a change "of._mean,i.né (Bright, Mc Gregoxr 3 1970 3 179).
A phoneme 13 @ sound and not a letter. Phonemes exist in

all languages of the world. Carl James.says,

The important thing to be made in this
context is-that objectively similar sounds
of two languages ean have different func-
tional statuses; in L‘ the differences
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may be disregarded and the two speech
sounds viewed as 'the same', while in
| Lz the'same'objectivé difference is

upheld as constituting a functional
difference. This contingency is the
cornerstone of contrastive phonetics
and phonology. (1980 & 74).

This comparison is a crucial aspect of the study since

the two languages are very different from each other.

o ~ English has a total of 24 different con-
sonant phonemes and 21 vowel phonemes, including diph-
thongs. Mizo has altogether 54 phonemes out of which 29
are consonant pmbémes. 1Y are vowel phonemes, 10 are
diphthongs and 4 are triphthongs.. A very important fea-
ture about the phonemes of the .two languages is that,
while aspiration or the absence of it do not mark a
change of meaning in Bnglish (Bright, Mc Gregor & 1970 3
179), the use of aspiration Sa'Mizo consonant phonemes
changes the méaningsfof words..e,g.,theAunaspirated./P/ |
in.&iéo /paix/ means *bloom* whereas the aspirated .
/p"/ as in /pMaiz/ means "leper'. Aspiration is dis-
tinctive in Mizo whereas it is nonwdistinctive\1n.Ehglisha
The same phoneme /p/ in the Bnglish word/pin/, whether
aspirated or not &odld still mean"pin‘ and no other
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thing(). The Bnglish /p/ and /ph/ are never in contrast

with each other, they are allophones of the same phoneme‘V
/p/+ whereas in Mizo they are two different phonemes. This
means that, where the sounds concerned are physically very
similar, an allophone in BEnglish is a phoneme in Mizo.

. A list of the phonemes of Bngligh and Mizo

is given in the table below to find out what the two _
1anguages have in common and what they do not, what is

present in one language and absgent in the other.

Table -« 1
/b/ bin /b/ *be’ - 8'bean’
/p/ pin /p/ ‘pe’ | - *give’
/% pe - *flash®
/t/ /Y« | - 'do!
/tP/ thi - tdie"
/t!/ tlan - *run?
/tP1/ thian - i grave
/t/ tis - timid
/t"/ tha - good
/h/ /n/ ha s - teeth
i. An aspirate prededing a vowel,e.q,

Yha' (teeth), 'him' (safe)etc.,
ii. A aspirate used with a consonant,

€eley .hria. (MOW). 'hle«" (Scng) eth.
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/3/ the

| /m/ mice

/n/ nice
/z/ 200

/9/ sing

/1 / late

$id.

ive

P>
(op
)

Not an aspirate, but:used'at‘

the end of a word or syllable
to denote that the preceding 1 
vowel sound is shorténed,.é.g,,

*hah' (tired) 'huh' (wet), etc.,

When it comes between /t/ and /1/
as in *thii* (wind); 'thleng®
(choose) etc. it is not an aspi-
rate but represents a hissing .
sound"p§§ﬁiia:Ato,the_pronuncia~
tion of such wbrds (Lorraine @

1982 s ix).

/d/ dawk - 'to slip out'

Mizos equate /d/ and /3/. There is
no /%/ in Mizo.

/1y 1Pus

/m/ mu 3 - taleep’
/o"/ hou s vgee!
/n/ hu' *mother?
/o"/ nPa *Job!
/3/ zu *1iguor"

| /0'/'70 'fair®
/ l"/ o Ttusk?
/1/ lus *head!

*precious"
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/vl vine | /v/ vun - 'ekin®

/s/ see  [/s/ sem = ‘red'

/S/ she ' Mizos equate /s/ and / /, there
R isno/ / in Mizo.

/a/ gun /q/ It is used only in foreign words

A | like 'gum® 'govt's etc.;
/d}/ John /d3/ It is used only in‘.fo:eigr(\j
woids.like_fjubileqf. 'Jehovah';

‘ o 'John', etc.; ; o : Ry
/tf / chureh /tf / chiz - tsalt,
/f/ fine /¢/ fing - ‘wise' ,
-~ /@/ thin ‘ There is no l / in Mizoj /f/ or /th/

is used in its place in the pronuncia-
tion of Ehglish words like 'thin',
'th,iﬂk',, etc.,

/w/ what There is no-/w/ in Mizo except when
L " used with /a/ ~aw

/3/ young '_ 'Thislagain is not.found in Mizo; /i/
S B  '£s used in its place.'
Yr/‘ﬁﬁég; 3 /z/ ria - fslquer‘
- ‘/rh/ e ié .'knoq‘-‘
/x/ king  /k/ kun - tyear®

/& kPun -~ tbedt-



/3 / measure This is not found in Mizo;
' - /s or /z/ is uged in its
place in the pronunciation
of such English words like
‘measure’ 'garage' etc.,

~ From the above list of Bnglish and Mize
phonemes it becomes clear that certain sounds are found
in one language which are absent ln the other. The o
problems of Mizo students will not lie on sounds which
are present in Mizo and abgent in English, but en those
sounds which are present 1n English but aﬁsent lh Mizo.
Such sounds of English for which there are no equivalents
in Mizo will pose- problems for Mizo learnexs of English.“h
tions will pose problems and the result may be fallure
to differentiate between two phonemes of English. or in
the identification of any. of the two phonemes with a
phoneme existing in Mizcibut phonetically different from
that of Bnglish. B

, 4 .. Fox many Mizo learnexs the consonant
phonemes of Brglish like /3/s /S/, /3 /s /a/. /3 /.
/qz / which are abgent in Mizo pose problems in percep-
tion and production, ' The problems in production often
give the Mizo. learners'’ pgonunclation a kind of foreign
~accent which is usu_al.lf due to a wféng ph_one_tlc reali-~

/“E"’\;

."T_,lj
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zation, and also result in a change in the meaning of
their speech which Lado (1957 s 11) calls' production
distortions'. Mizo learners are often found to equate
/2 / and /df, /S / and /s/y /3/ and [/s/ ox [2/, /O/
and /£/ or /t", /3/ and /1/, and, more often than not,
/d3 / is replaced by /z/. For example, /33/ becomes
/da/, /5 ip/ becomes /sip/, /ple33/ becomes /plesa/ or
/PLeza/, /T in/ becomes eithex /fin/ ox /t"n/, /3u/
becomes /iu/, and d3et/ becomes /zet/. Such problems.
like the ones mentioned are found to be caused by *di-
fference in the system of phonological distinctions,
when a correlation in the target language has no equi-~
valent in the native language' (Mach 3 1971 3 103)s It
may be pointed out here that the closer two phenomena
are related phonetically in the native language and
target language, the more easily second language learners
consider them to .be equal or equivalent tElege $ 1987 3
47-65) (Major s 1987 3 101-124).

5.2.2 Spelling and Pronunciation

N .. The difficulties of Mizo learners
begin with the Bnglish phonologys The :éal .sound or
power of a letter of the English alphabet is not always
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the same as the name of the letter would indicate,

and the real sound can only be learned from a teacher.
Students who come across some strange sounds of BEnglish

are at first likely to perceive then as variants of the
categories of sounds in their native language« Students
who are unaware of the exigtence of certain sound distinc-
tions in_the target language are unlikely to pronounce them
correctly except by chance. The sounds of English which
have no counterparts in the students’ native language

will be difficult to distinguish, Further, sounds of
Bnglish for which there are apparently similar sounds

in the.natiﬁe“language,mayApese“problems as great,

or even greater, than those sounds for which there are

no corresponding sounds (Rivers, Temperley $ 1978 3 f62);

(Mizo and English) in the representation of phonemes in -
the written language may result in pronunclation and even
spelling,erroxsufox“studentsww;5,a:e learning most of the
time through reading. They are likely to pronounce oz
spell wrongly the phonemes that are represented in some
particular way in the native language and indeed some-

times by phonemes that are not pronounced in the target



174

ianguagé, e.g. Mizo aspirated forms of /I,m,n, ,
r{t/ are not found in English,

There are considerable'differences
between Mizo and English in matters of spelling and
pronunciation., In Mizo, words are spelt exactly as
they are written and there are no silent letters unlike
in Brglish. In English. one finds many instances of.
inconsistencies and dicrepancies in spelling and pro-
-nunciation. There are many silent letters in English
words 1ike /b/ in the words 'doubt' , 'comb', ‘tomb'
etc., /h/ in 'chasm', *honour* etc., /g/ in'tempaign’,
*sign', etc., /g9/ and /h/ in 'light', 'caught' etc.,
/o/s /u/ and [t/ in 'bouquet' etc., /u/ and /t/ in
*tourniquet®, etc., /u/ and /e/ in ‘voque', 'plague’,
*tongue*, 'queue®, 'unique' etc., /r/ in *heart!, ‘burn',
etc, One also finds missing letters in many Bhglish .
woxrds like /u/ in 'uge', ‘'mood' etc., /n/ in ‘comptro-
llex', /f/ in *phonetics', /i/ in 'aesthetic' etc.,

/p/ in ‘hiccough’, etc.,

. Again, there are many instances of English

| words of similar structure having a diversity of sounds



like 'bough' and ‘rough', 'though' and ‘through’,
'heard' and 'beard', *mother' and 'bother', 'lead' (n)
and 'lead’ (v), 'but® and 'put’, etc., Inconsistencies
such as these in English spelling and pronunciation are
a source of confusion to Mizo leamers because they have
language. Regarding the spelling and pronunciation of
English words Bloomfield says 3
In the case of pin, our alphabetic
writing represents the 3 phonemes-
by 3 letters; P , 4 and n , but our
conventions of writing are a poor -
quide%~1n~the-word thick, for instance, -
our writing represents the first phoneme
by the two=letter group ith and the third
by the two-letter group gk (1980 3 79).

such inconsistencies mentioned above are by no means

e

exhaustive but merely illustrative of the kind of problems

which are likely to confront Mizo leamers of English.
To quote Bolinger and Sears,

no other spelling system in the world

has been- the occasion of so much ama=- -

zement, frustration, irritation, sarcasm
and cold fury as that of BEnglish (1981 3
19649.
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5.2.3 = Intonation Patterng

‘The first remarkable difference between
English and Mize lies in their respective use of tone or
pitch. English is an intonation language while Mizo is a
tone language. Erglish uses pitch in a way entirely diffe-
rent from Mizo. Pitch plays an important role in both tone
and intonation languages but fubctions in different ways
(Fromkin; Rodman » 1983 3 95)

.,Sﬁélish“ﬁsea pixch,és.part of the sentence
and phrase and not as part of the vord: In other words,
pitch of a word is not part of the word (Lado 3 1957”3.36)9
It is used at the level of the syntax and it is distributed
over phrases and sentences and not attached to any particu~
lar word. In English it does not matter whether the word
'cat' is sald with a high pitch or a low pitch because,
high or low, it will still mean’cat’ and no other thing '
(Fromkin, Rodmani.s 1983 2 93). This means that pitch in:’
Bnglish is non-phonemic, or that pitch is not used to di-
fferentiate meanings of words: Thus; on the whole English
intonation conveys attitudinal or emotional meaning and is
very closely tied to the context of an utterance (Broughton,
Gs etal 1978 3 55);'a@d,wardé do not change théir-méaninés
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regérdless of their pitch~scheme (Bloomfield s 1980 3 80).

~ Mizo, on the other hand, is a tone lang-
uage where variations in tone and intonation pattern can
change the meanings of words and utterances. Mizo uses.
pitch as part of the word. Pitch is phonemic in Mizo in
distinguishing words from each other just as consonants .
and vowels do. A particular pitch is used for a particu-
lar word and the change in pitch either from low to high,
high to low, fall to rise or rise to fall, completely
changes the meaning of a word. We have mentioned above
that in Bnglish it does not matter if the word gat is
said with any pitch whether high or low. But in Mizo this
change of pitch matters a great deal because it brings
about a change of meaning. For example, 1f the Mizo word
'ban' 1s said with a low pitch it means the English word
'post' (of a house), if 1t is sald with a high pitch it
means 'sticky’, with falling pitch it means 'to reach out
for ' etc. This means that pitch in Mizo is uged at the
level of the lexis. Every worxd in Mizo has its own pitch-
scheme. Thus pitch in Mizo has the status of a consonant
or a vowel in bringing about a change in meaning., It is
distributed over morphemes and words. The high tone of a
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given Mizo woxd belongs to that particular word and
serves to identify the particular word and distinguish .
it from other wordss , Thus tonal languggpsvemplgy:va;ia—_
tions in pitch to distinguish the meaning of otherwise
identical words (Klein 2 1986 s 70).

) The function of 1ntonation in. English 13
basically very different from its role in a tone language
(Broughton, et al. 1978 3 54) so much so that speakers of
a tone language haVe_pFQb;emsiin leétning that variations.
of pitch in the former are only used to distinguish diffe-
rent grammatical functions like declaratiVe Versus‘interé
rogative sentences, defining versus non-defining Telative
clauses, and so on (Corder 3 1973 3 252-3). A high-pid
sequence in the middle of a sentence 1n English is not
‘attached to a particular wnrd as is the case in a tone |
language like Mizo, but to_thenpcsitionwin”wh;chuthat.
word gccurs.. A high-low sequence at the end of a sentence
15 not the feature of the word at the end of a sentence
butﬁtpgtbat.pqs;tﬂpn“itse;fe Tﬁe éame words will‘have'

. different pitches elsewheres Thelspeéker of a tone |
language learning an intonation language like English faces
a serious problem and is likely to attribute the pitch
variations to the words (Catford 3 1988 3 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 i; has an intpnaticn system over and above
the tone system of its own; that is,it uses pitch in a
way similar to an intonation language (O'Connor : 1983 3
192), (Lado 2 1957 s 47). Thus it can be said that
unlike an intonation language, a tone language uses
pitch at the lexical level as well as the syntactic,
level. However, the intonation system of a tone lang~
nage,tends”ta,be,a_éimple.bne limited to two additional
pitchlphonemes‘which occur at phrase and sentence final
points (Lado 3 1957 3 47).

5.2.4 Consonant and Vowel Clusters

| The next remarkable differnce between
English and Mizo is in their systems of combinations of
phonemes. Each language has different rules governing.
the sequences of phonemes which may occur and which may
Hat. These differences depend on the extent to which the

two languages permit consonant clusters to occur at the

beginnings or ends of syllables.

L ‘The type of consonant cluster permitted
in Bnglish are subject to constraints (Gimson 3 1980 : 237).

Also the number of consonants that can occur initially and
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finally in syllables is subject to a similar constraint
(Taylor 3 1995 s 5)s BEnglish permits initial clusters

of elther two or three consonants.

Playy sky, (CCV). Pl - » sk _____ssplay,

~ screw, (CCCV), spl s skr ’
and either two, three, or four final consonants.
ask, apt .(VCC)." . sky_ pt, asked,
elks,(vecC), _____skt,___ 1lks, glimpsed,

waltzed (ccvcccc) mpst,ltst.

There are only 9 different initial clusters of 3 consonants
in English,. These are /spl/,/spx/,/sp3dsfstr/, /8t3/s /skl/,
/skx/, /skw/ and /skj/ as in splay, spray, spew, stray, stew,
sclefosis, screw, square, skua (Catford~; 1988 3 208 3 210).

o The (ccc) V (CCCC) structure of the English
syllable is the mostmgenexél statement of the possibilities
of sequence (O'Connor 3 1983 3 229), and both words and

syllables may begin with consonant clusters.

- The vowels may occur alone, as in - are
/33/ (V). or / >3/ (v), exx /33/ (v), 1/ai/ (vv). owe
[3u/ (vv) eax /i3 / {wv), air [es/ (vv) hour faud / (vvv)

etcsy Or they may occur with consonants as in,
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fire /fais /, fired /fais d/ (cvvv,cvvvc)
layer /leis /, towered /tauad/ (evvv,cvvve)
mower /mausa/, lowered/ /Iausd / (cvvv,
cvvve) lawyer /Isdia/ (cvvv) etc., |
B Within the framework of the (ccc) v(ccce)
structure of the Bnglish Syllable we need to know which of
the consonants can occur singly 6:..in clusters both before
and after the vowel which ,.iS,ihe. centre of the syllable.

All consonants occur singly before _'the vowel except /n /;

/ 3/ is rare but does appear in recent borrowings like
'gigolo' /31g2 15 u/; 'Jabot® /3¢bau/s Clusters of two
consonaritsk before the vowel have orie of two fbrms : /s/ + C |
in *stay* /stei/,. 'swim'/swim/. 'sleep'/slisp/,etc., or C+
/¥ 3sx,1/ as in twin /twin/, 'beauty' /bjusti/, 'cream’/krism/,
‘plain’ /plein/, etc., but all the possibilities suggested by
these general formulae do not occur in fact; clusters of / sb,
st, s§ 4 tl,hr,fw, (j/,etc., are not possible in English.
/3/ does not occur in initial clusters, /v/ occurs only with
/3/y 3s in *view' /v3us/, /h/ only with /J,w/ as in 'huge’
/hjusdz/, *which'/hwitf / and /w,3,z/ aze not found as the
first of two consonants.. The three~term initial clusters
have a8 more restricted form which is a cambination of the

general tx&o-term possibilities 3 the first consonant must
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be /s/ and the last must be one of /w,3,r,1/; the
middle consonant is one of /p,t,k/, again not all
possible combinations of these occur, e.g. /spw,stl,sfj/etc

(Taylor s 1995 3 6).

_Consonant clusters after the vowel are
much more complex than those before, partly because of
the fact that English makes grammatical use of consonan=
tal terminations to express plural, pastitensé anq_orainal
numbers; as in 'texts', which gives / - ksts/, 'jinxed’.

/ =okst/ and sixth / = ks@/.Z{0'Connor s 1983 3 229-30).
Consonant clusters can cause severe difficulties for some
learners of English because languages vary widely in their
syllable structure and in the number and kind of clusters
that they allow. ~Most languages have a somewhat simpler
syllable structure than English and speakers of such lang-
uages face a bewildering array of unfamiliar clusters when
they learn English. Difficulties with consonant clusters
can lead to a lack of fluency which is very disturbing to
the listener (Taylor & 1995 :6).

.. The gyllable structure of Mizo is not very

complex. It is noteworthy that the language has no consonant
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ciuéterg butﬂoniy vbwel'ﬁlustersg‘ A consonant i's always
fo;idwéd,by 5 vowélg Words can éigher"begin'or'end with a
conSohant. 51milarly~£heyAcan occur at any_position,rthe o
only restriction beingtghat there can be a vowel cluster but
not a consonant cluster, Syllables like CVWV. (huai ‘brave')
or CWC (bauh 'bark’) or - VVV (uai *droop') are possible, but
no syllable has more than 4 components. General;y,Amost._u
words. are made up of one or two syllables. A vowel cluster
however, cannot have more than 3 vowels (Lorrain : 1940)._.
The vowel. like in English, can_also occur alone. e.g., aw
/:Js/ 'yes', 1 /1/ 'you', u/us/ 'elder" eth, Examples of

vowel clusters are 3

ui /ui/ (vw) - tdog*
el fes/ (vv)  teatt .
iai/iai/ (vvv) - 'be dissatisfied (with)'
uai Juai/ (vvv) - ’droopf, 'wither’,
. The following table shows the syllable ini~
~ tial consonants in Mizo. Cbnsonants like / 9 /. /t1> /Ih/

/rh/. /nh/. /9/ etc., are found to occur at initial positions.



Stops P sPsb th.t,d th:t khtk'(g)
Affri- ch, C(j )

cates

Frica £

i vae A S$r2 . ‘
Sves L — R
_ﬂasalls m oM n LN H D
Lateral|

Affri ah, ¢!

cates )

Lateral| IM,I,

Flaps %, r

It whould be noted that velar /g/ and palato-alveolar/j/

are not found in Mizo except on foreign words (Chhangte 3
1989 3 20-21)

_ The following table shows the Mizo conso-

nants which occur at the final position 3

e

Stops o t k h
Nasals m n n

Laterals 1"

Elaps r,;h
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The syllable strudture of Mizo, unlike
Pnglish, is rather simple. While BEnglish allows consonant
clusters of up to three in initial positions and four in |
final positions, Mizo does not have any consonant clusters
either at the beginning, middle or end of a word or syllable.
Moreover, some segments of speech sounds. in BEnglish like /1/
and /n/ have a dual role in the language. That is; sometimes
/1/ and /n/ behave non-syllabically like consonants, and
- sometimes they behave syllabically like vowels. Fox example,
in words like 'lot' /lat/ and 'not' /not/, both /I/ and /n/
are consonants or non-syllabic contoids, whereas in ‘'bottle’
/batl/ and 'button’ /bAa tn/ they take on a syllabic role.
The syllabic structure of these words is therefore CVCV
(Taylor : 1995 s 7). Many Mizo learners may avoid syllabic
/1/ and /n/ by inserting a vowel to take on the syllabic
function, e.g. /botl/ may become /bot>/ and /batn/ may
become /batan/.

5.2.5 Environment of Phoneme Occurencge
. All languages have constraints on the per-
mitted sequences of phonemes, though different languages

have different constraints and the phonemes of a language

cannot be strung together in any random order to form words.



The phonological systems of different languages
determine which phonemes can begin a word, end a word,
and follow each other {(Fromkin; Rodman 3 1983 3 83:482),
The sounds of a language are referred to as being condi-
tioned by xhéir,environment‘which influences the éelecr
tion of a particular unit; at a given place in an utte-.
rance, and thus restricts its occurence, or distribution

(Crystal s 1985 & 110).

o The environment of phoneme occurence in
English is different from Mizo, English may permit certain
sequences of sounds at one or another position in the woxd
which may not be permigsible in Mizo, Buglish phonology has
sounds which are either in (1) free variation or (ii) com=
plementary distribution (O'Connor & 1983 3 177). Two sounds
of Bnglish may occur in the same environment and never be
distinctives That is, one sound may be substituted for
another in a given envirOﬁmentAwith_DO.consequent,change
dn the word's meaning: An example of two phonemes in free
variation will be the initial vowel in the wo:d.‘economics'.
which some people pronounce with an /i/ so that it becomes -
/iskon> miks/, while others pronounce it with an /¢ so 4
that we have /ekanomiks/ (Fromkin, Rodman 3 1983 3 81).



A similar example is the /t/ sound at the end of 'Good
night' /gudnait/ which may or may not be exploded, but.
even so the two sounds do not make a difference of mea-
ning though they occur in the same enyironment\(o';cpnno: 3
1983 3 177). There are also sounds in Bnglish which never
occur in the same environment. For example, the volceless
allophone of the /I/ phoneme occurs after initial /s~/, as
in 'sleep' /slisp/, and the voiced allophone is excluded;
converseIYQ,/I/ is used initially when no /s~/ precedes
*leap® /lisp/. The two sounds of clear /I/ and dark /I1/
ag well 35“&heﬂvéiceless.ﬁsPixated,stOPSjlike:/pp/,/th/.
/&P an foML/, /P17, and /KPi3/, and the voiceless
unaspirated stops /p/, /t/v /k/y in [spil/, [stil/, [skil/
-are all in complementary distribution. The fact about
English phonology is that aspirated and nonaspirated stops
arenin\comp;ementarvudist:ibutiqni.Qciceless_stQPS.are ‘
always aspirated when they occur at the beginning of a word
before stressed vowels, and voiceless stops are always
unaspirated after an initial /s/. The phoneme /p/ has

two sounds which is also true of the phonemes /t/ and /k/
(Fromkin, Rodman 2 1983 s 79). o

.. Mizo, on the 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/,1n.'1n’Ais replacéd'bY /e/ we will have
/en/ which is equiValent to'theAEnglish:'look'_or,’observe'._
Here the substitution of one sound /i/ fo::another‘/e/ brings
a chané.e'ihthe meaning of the word. Mizo, like English,
has soghds whichﬁare,in gqmplémentary}distribution,u The

two sounds of clear /I/ and dark /I/ in the word /la/ -
'chief’ ‘may be said to be in complementary‘distribution;

so are the aspirated and unaspirated sounds of /Ih/ and

/1/ in /I el/ 'not quite enough’, 'not very' etc..

/ph/ and /p/ in /p! asr/ *leper’, /pasr/ ‘bloom®,

/th/ and /t/in /¢ ar/ ‘new', /tar/ told* , o

/kh/ and /k/ in /khar/ *close', /kar/ 'week', etc.,

5.3 MORPHOLOGY

D Bnglish has an exiremelymgomplgx,mo:phoe,
logy. (Bolinger, Sears 3 1981 : 47) unlike Mizo which has
a rather simple ;neo.. ) ..@;'Mi.,,zo.,is‘ characterized by a tendency
to have monosyllabic morphemes and lack of an elaborate
morphology (Chao 3 1968 3 89)., A comparison of the two
mbrpnolfoéical,._svst‘.etizs-of;_'Engli,s_h and Mizo is hoped to be
of great pedagogical use. The differences between the
two languages in theAaiea}of mqrphologyfis believed to .
be one of the problenms faced by Mizo learners of English.



5.3« 1 Morpheme Formation

_ _Morphemes of a language can be established
and delimited by comparing word forms with one another
taking into account the recurrent pieces'of uniﬁs that
compose them. In this way every word is,wholly analysable
iﬁto one or more morphemes which may be either monqsyliabic“
or polysyllabic (Robins s 1980 5 155). That is, a, morpheme
may have one S?llable, or it may have more than one as in
*man® and Yestablish', ' Examples of these in Mizo are *ui'
(dog) and *tawtawrawt' (a bugle). A morpheme may be bound |
or free. In Bnglish *cats’, *cat’ is free because it is

a word in its own right. In the Mizo *zawhte-te' (cats)
tzawhte' (cat) is again a free morpheme since it is a word
in its own right. The Brglish 's* in 'cats' is a bound |
mqrphe¢e_because,it'13‘not.a word in its own right (Ibid.
_ep158),.whereasuthe Mizo 'te' in ’zawhte-te' is a free

morpheme because it is a word in its own right.

Root morphemes i/ English may be either
bound or free whe:eaé,théi,a:é all free in Mizo. Affixes,
which are all bound morphemes in Bnglish are not necessa-
rily bound in Mizo: Roughly Sbeéking,,almost all prefixes

are free morphemes in Mizo. Some examples of bound morphemes



in Mizo are to be seen in plural affixes like '=n' in
*kan' (we) *~ng' in 'heng' (these) *khing*, *sawng'

(those) etge,

93,2

S The suffixation and prefixation rules
‘followed by Bnglish and Mizo are different, in terms of _
singular/plural, masculine/feminine, grammatical category
‘and root words. The rules followed in Bnglish is a rather

complicated process.

L _The Brglish plural morpheme is both phono-
logiéallv and morphologically conditioned (Robins 3 1980 3.
155-58). For example, /=s/, /=2/ and /-1z/ are all phono-
logically conditioned allomorphs of the English plural
morpheme, and are distributed according to the final vowel
o.i consonant of the word base or singular form. Thus words
ending in a voiced consonant other then /2/,/3/, or /d3 /,
or in a vowel, have /+z/, as in dogs, cows, hens, etc.,
those ending in a voiceless consonant, other than /s/y /[ /,
or /t[ / have /-s/ as in'cats,ftacké, cups, etc., those
ending in /sf, /2/y [ /s [ /s [t/ and /d3 [/ have [-iz/

as in horses, prizes, rushes, churches, judges, etc., Examples



of morphologically conditioned allomorphs of the
plural morpheme can be seen in pairs such as 'man'
and 'men’, 'cbi;df and *'children® , 'deer' and ‘deer’,
*ox' “and 'oxen', etc. These morphologically condi-
tioned allomorphs of the morpheme are regarded as irre-
gular in contrast with the regular phonologically
contitioned allomorphs.  In woxrds like *sheep', 'deer’,
‘cattle’, etc, we have examples of zero suffix where
the plural forms retain the same overt shapes. In

short, there are three common ways of deriving plurals

i.. addition of =s, as in cat, cats
ii.  'zero' ending, as in sheep, sheep
1ii. changing the vowel, as in mouse,

mice~(Robinss 1980 § 156=57).

The plural morpheme in Mizo is different
from BEnglish in that it is not phonologically conditioned.
Plural morphemes in Mizo are 'te', 'ho', 'hote', 'te ho',
'zawng zawng', etc., These are not attached to the stem,
and number is not indicated in the noun, The noun remains
unchanged throughout. Plurality is indicatgd in the con-

text of use, e«ge
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A. Ui abauh B. UL an bauh/Uite an bauh.

The dog barks/is The dogs bark/are barking.
barking

In both the sentences ui (dog)nrémainsLunchange¢."In
sentence B plurality is denoted by 'te', 'an® which
fol;ow,tbe"noun ‘ui' (dog). The addition of =&, -es,
:-én. etc. to the noun in English to denote plurality does
not exist in Mizo. Plurality is derived in an entirely
different way in Mizo, e.g.:

Singular N  Pluzal

Sakei (tiger) . . Sakei - te (tigers)

mi (man) - mi - te {men) .

arsi (star) arsi = te (stars)
naupang (child) naupang ~ te (children)

~ Nouns in English may be divided into three
main gender subclasses according to whether they require
"himself?, 'herself® or *itself' in sentences like 'The .
boy hurt himself', *The girl hurt herself' and 'The snake
hurt itself'. Membership of such gendef classes governs

the lexical relationship of anaphora or back reference
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hélding,aéross sentence boundaries, "For ~example, in
thé,above,sentences_‘boy' girl', and ‘snake' are

referred to as *he', 'she', 'it'. Again, gender distiﬂc-.
tions in Ehglish,énly‘apply with the singular number cate-
gory; plural noun forms require 'themselves' (Robins 3 1980 3
185)., 1f the nouns *boy', 'girl* and 'snake' are in the
plural number the sentences will be,;'The boys hurt themselves',
*The girls hurt themselves' *The snake hurt themselves' and

the 'boys*, *girls* and *gsnakes’ referred to by 'they .

. Gende:.ih Ebgiish,is again only applicable
to the anaphoric pronominal links between nouns and *he',
*she'y, 'it', etc., and the reflexive pronouns 'himself’,
*herself’, 'itself', etc. whereas 'baby' may be referred
to as *it' where the sex is unknown, the word 'cousin®
where sex distinction is equally unmarked may never be
;efe::ed to by 'it'., Ngames of countries, ships, cars,
bigycies and the like are referred to by ‘she' (Ibid 3
pp. 206-7), | |

There are derivational morphemes 1n ‘Bnglish
that change the category or grammatical class of words.
When these morphemes are conjoined to other morphemes or

words, a new word is derived. Examples are 3
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Noun to Adjective Verb to Noun

boy # ish accus + ation
affection ¢ ate ning ¢ er
health + ful free + dom

i dverb Noun to_verb
exact + 1y . moral + ize.
quiet # ly | vaccin + ate
distinct + 1y brand + ish

bt ctive

desire + able

adore ¢ able

accept + able :

Other derivational morphemes do not cause a change in

the grammatical category of a word, e.g.

a ¢ moral |

auto + biography

re # print

There are also suffixes of this type such as vicar + age, |
long+er, short ¢ est, etc. (Fromkin, Rodman; 1983 s 1 17;.35).,,/
Thus English has class-msintaining and class—changing 7 7+
derivation (Robins i 1980 3 193) as can be seen from the
above exampless



English *~hood' is a class-maintaining

derivational suffix as in *nation % hood', ‘man ¢ hood®,
etcsy which are equivalent to simple, underived nouns,
*-ly' and '~li-' have_ at least three derivational functions
with different underlying woxrds 3 class=-changing in forming
adverbs from adjeétives”(qUick; quickly), class = changing
in forming adjectives from nouns (man, manly), and class-
maintaining in ﬁeriving.adjectives'fxpmﬁsimplemadjectives
(good, goodly; kind, kindly etc:) 'Manliness' shows two

successive class- changing derivations 3

man ¢ 14 + ness

noun ~ -adjective noun

‘Modernization' illustrates a different pair of class-

changing derivations 3

modem '+ iz + ation

,,,,,,

adjective verb noun

-

~ Prefixes in English are all derivational.
and examples of thelr use both as class-maintaining and

class= changing derivations are 3
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fom - noun are verb; refomm - noun and verb
determmine -~ verb; predetemine - verb,
new - adjective ; renew = verbs ;

prison - noun ; imprison - verb. A _

| In Mizo there are various class=—
changing and class-maintaining derivations. Examples
of some class-changing derivations are 3

hria (to know) + t (to know) + na (knowledge)

verb verb noun

fimkhur (careful) # lo, loh (careless) + na (carelessness)
adjective = verb noun

pe (give) ¢ tu (giver)

verb noun

Examples of some class-maintaining derivations are
mipa (a man) + t,@ianly) + na (manhood)

noun  verb noun L
rin (faith) + awn (faithful) « lo, loh (unfaithful) +na
(unre-1iableness)

noun adjective verb noun

, _Root morphemes in English may be gound .
or free, and are potentially unlimited 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 BEnglish
which are labelled monomorphemic words where affixes
are added which serve to differentiate the paradigm
forms of variable words containing a common root, There
'are,a;so_polymo;phemic“wo:ds which can occur with or
without affixes, and are called compound words (Robins 3
1980 3 158). Examples of free root morphemes, bound

root morphemes and compound words are given below 3
Te oot

cat  (=s, )

try (=s; ed, = ing)

tiger (-s, =ress)

Bound _ Roots

« ceive (in receive, perceive )
= tain (in chiftain, recur )

- cur (in recur, incur )
ggmgognd'ﬂgrdg_

alr - craft (-s)

black = board (s)

pick - pocket (=s)

Prefixes, which are bound morphemes, are

affixed before the roots (un-, per-, re-, etc as in ’ﬁndo’;



‘perform', recall' etc ) and they cannot occur indepen-
dently., Suffixes (derivational and inflectional) like
the plural formatives (~s, -en, etc,), verb paradigm
affixes (- ing, =-d, =ed, etc.), the comparative and
superlative endiﬁgs of adjectives (-er, est), and many
other final position.formatiVésni-neSSo.-1ess, -ment,
etc) are affixed after the roots, or after the root-
suffix, While inflectional suffixes have a very wide
and regular distribution, derivational suffixes are of
relatively limited occu:énce-uuﬂexivational suffixes can
be either followed by other derivational suffixes or
inflectional suffixes, but inflectional suffixes, can be
followed only by another inflexional suffix because they
are terminal (Fromkin, Rodman s 1983 3 117, 127).

L Root words in Mizo, on the other hand are
all free, never bound, Affixes which are added to the
roots may be free as well as,bound,_bui root words are
always free. Monomorphemic and polymorphemic words are

abundant in Mizo. Some examples are 8

ﬁggomorghemig lymorphen

ar (fowl) = ram=- ar (wildfowl)
thing (wood, tree) | thing~-tuai (young sapling)

ui (dog) kawlphe~khawnvar (torch-light)
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Suffixes like = te, ~ho, =hote, -teho, zawng-zawng te,
etc. are affixed to these words to denote plurality.

Some major affixes in Mlzo are 3

Agentiyve (stem - tu) o
pu - tu that - tu veng = tu zawng- tu

Nominalizex (stem 2 - sak ).

put - na thah - na -ven - na zawn = na
Benefactive (stem 2 = sak)

put - sak that - sak ven - sak. zawn -~ sak
Causative (stem i- ti, or stem 2 - tir )

ti - mu/ mut-tir, ti- chhuak / chhuah - tir, ti-chhia/
chhiat-tir.

Mallofactives (stem 2 - san/khum/hnan) nuih-san/ nuih-khum/
thut- hnan

£EEE£$§£&¥S. (stem 2 = pui )

put =~ pu;, thate=pui, ven - pui, zawn - puil

.glu;al suffixes (on pronominal affixes and demonstratives)
ka / kan, khi / khing.

5.4 §xg;35

Another notable difference between BEnglish
and Mizo lies in their respective syntactic structures.

The rules governing the way words are combined to form
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sentences are not the s'ame.~ in Mizo and %English. The
fagt:that Baglish sentences can be of the type 'the men

eat', but not of the type ?ﬁen the eat' shows that words
¢annot be put togethér,in Just any order though they are
collocationally appropriate. In addition to grammatical
acceptability and intelligibility, the total meaning of a
sentence may depend partly'oh word order, as these sentences 3
'The tigers killed the hunter ' and *The hunter killed the
tigers' (Robins : 1980 2 170)., | '
5.4.1 Structures of gggligh and Mizo
The structures of the two languages are

very different from each other. Word order in English is
' Subject = Verb « Object as in

s v 0.
Ram | ~eats mangoes

The cat killed the rat
Mizo does not follow the same word order. Word order in

Mizo 1s Subject -~ Object = Verb for the third person, as in,

S o v
Raman theihail a ei
- 0 B

Zawhte in Sazu @& that



and 0-5~V for first and séeénd person, as in

0 S v
Theihai ka ei

) s v
Theihai an el

Mizo is a verb-final language as can be seen from the
SOV word order in the above examples, If the same word
order is applied in English we will have

Ram mangoes eats
The cat the rat killed

Mangoes I eat ~ -
Mangoes they eat

#Which are not acceptablee. , o '
When a sentence in English is turned into a question form,

there is an inversion of word orxder,

Statement - Ram has eatén  mangoes
| NP, AUX Main Verb NP 2

and par-
. | . ticiple
Question - Has. Ram  eaten Mangoes ?
AUX. NP.  M.Verb ¢+ NP 2

participle
In Mizo the same rule is not followed. There is no

inversion of word order.




Statement ~ Raman theihai a ei tawh
NP, NP 2 M.Verb -+ Participle

(Ram mangoes  eaten)

Question - Ram an theihal a el tawh em ?

NP I NP 2 M.Verb » Aux.
. participle

(Ram mangoes eaten has ? )

Function words in theutéo languages operate in different
ways. In Bnglish @ function word placed before the sﬁbject
signals a question, and if placed after the subject it
becomes a statement, |

Question - Do you know.?

Statement - You do know.

In Mizo the function word "em® which also signals a
question is always fixed at the end of the sentence,
Qestion =~ I hria em 7
( Do you know ?)

Statement - I hria
~(you do know)

The ft;nction word "em® (has) is not used in statements

in Mizo.



The basic sentences of BEnglish have a noun
phrage subject followed by a verb and possibly followed
by a noun-phrase object‘(?:omkin, Rodmans 1983 2 227).

Ihe man is beating the child

NP, W NP,
In Bnglish the noun phrase (NP) ¢an be an article followed
by a noun (N), ‘

‘Ihe man  Ag beating  the child
Article Noun  V.phrase Article Noun
In Mizo the noun phrase NP is a noun followed by an article,
Mipa in: naupang a vua ,
Man the child 1s beating,
the word order becomes NP NP2 VP
The noun in English can be preceded by any number of
adjectives in a noun phrase,
The big dog chased the rat S .
The big black dog chased the small rat, etc.
whereas in Mizo 'ui' (dog = noun) is followed by adjectives
in a noun phrase,;

Ys Ul lian in sazu a um

Dog big the rat it/he chased
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ii. Ui_ dum 1lian in sazu te a um ,
Dog black big the rate small it/he chased:
In Bnglish the verb phrase may consist of a
verb,alone,
The dog slept, (VP V) or it may be followed
by a nhoun phraSe. |

The dog ougd the puppy
( v v ¢su>).

It can also be followed by a noun phrase followed by a

prepositional phrase, \

Thetwv 2.L;ﬂua_saéggkLias_sJL_ﬁsﬁ

v V 4+ NP PP )

The verb can be followed by a prepOsitional phrase; -
The boy laughed at the puppy
(P V +PP)

The above sentences in Mizo will be,
1. U4 a m
Dog the slept



The dog puppy the/it found

iii., Mipa naupang in  ghhuarah ¢hhang addah

N Boy the in the cupboard bread he put
iv. Mipa naupang in uinote a puih
Boy the puppy he laughed at

. The structures of BEnglish and Mizo given above
are by no means exhaustive but merely illustrative of the.
word order differences in the two languages. . These struc-
tural differences between English and Mizo may be said to

constitute some of the major problems faced by Mizo learners.

5.5, CONCLUSION

‘It has been felt that CA of English and
Mizo can be a_usefu; teo1‘in_the‘teachingflearning“of.A_
English in Mizoram as it helps to pin-point the specific
 areas of similarities and differences between the two
languages. From the comparison of the two laqguages in
the present chapter we come to know that English and. .
Mizo vary to a considerable extent in the areas of phonology,

- morphology and syntax. It is believed that differences in



these areas are responsible, to a certain extent, for,
the low proficiency level of Mizo learners in English.
The influence of the mother tongue is believed to be
felt in these areas of language operation. ‘A diagnostic
test is carried out and the results of the test are dis-
cussed in the next chapter, i.e. CHAPTER - VI to find
out how far these differences between Bnglish and Mizo
are4responsib;e.for many of the learning problems of

Mizo students.



CHAPIER « VI

A STUDY OF THE ERROR PATIERKS
OF THE MIZ0 1EMNERS OF ENGLISH
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CHAPTER « VI

In the previous chapter an attempt has

been made to compare and contrast the structures of
English and Mizo to find out thelr points of similari-
tles and differences. The contrastive analysis of the
two languages Treveals the fact that there are more
differencos than similarities between English and Mizo.
The researcher belioves that the analysis holds the koy
to the problens faced by Mizo learners of gnglishe The
‘insights received from the comparison oftthe two 1ang-
uages have been agpplied in this chapter to analyse the
problcems of Mizo learners in a proper perspectives

6.2 NEED FOR THE TEST

_ The objective behind the study was to
investigate the problems of HMizo learnezrs of English
ariging from the differences between the two }anguages.
The informal surveys conducted agmongst the teachers of
Ebgliah at the college level in Mizoram did not provide
any specific solution to thelprablems usually faced by



the 1earners in the process of learning Bnglish. On

the basis of these surveys an idea regarding the availa-
ble infrastructure for teaching, the methods adopted,
number of students and the issuos of like nature was formed.
However, hardly any idea about the quality and quantity of
the learners® ergors could beo obtained. The curriculum
planneras, when interviewed, talited in particuliar about
the negd for eiposure to good models of English, The
teachers repeatedly pointed out that the learners were
weak in spelling, pronuncliation, and othor arcas of phono-
logy, morphology and syntax especially in the areas of
tense, articles and prepositions. MHowever, no one could
explain the exaet.nature of the problense It was, therew
fore, difficult to come to any firm decielon regarding the
major arcas of difficulty and their sources. Boesldes, it
was also observed that no sclentific study had been con-
ducted earlier io look into the problems faced by learners
of English,

Secondly, coming to any difinite conclu=
sion regarding the major problem areas on the basisy of mere
opinicns would have been considered to be unscientifice It

becomes quite obvious, therefore, that a study of the areas
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of difficulty faced by lesrners is ossential in érder

to draw any definite conclusion regarding tho learners’

low prefigiency level in EBEnglishes It was essential to

Enow in detail the specific arecas of problems and theix
nature. ,P"Qr example, one should know whether the problemsg
was in the use of adverblials of time or the use of partici~
ple and infinitive forms of the vezbs or in como other arcase
One cannot accept easily that the lecarners hed émblems in
all the are'as of language uses 1In fact, we need information
regarding the specific problems faced by the learners while
using englishe.

At the same time, specific information
was ‘also required for tracing the source of the errors
committed by the learnerss It Lo to be romembered that
lingui sué pro‘blms in a target language also affect the
lecarning process of the learnerses A teacher may follow
‘guitable iea-ching methods and use good teaching materials
yet the ability to porform, on the part of the learners,
may be low 4f he has difficulty in some specific areas
of language oberatiom It 4s in this context that an
analysis of the lingulstic difficultias of the lecarners
become useful, This analysis works almost as a pointer
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to the probiems the learner faces while trying to use

the target language. Contrastive analysis comes very
bandy for the clagsroom teacher. The language teacher

- cannot indulge in the luxury of the *ours not to reason
why' attitude since his role as monitor and assessor of
leainers’ performance is to know why certain er:ois are
committed. The language teacher has to see 4f particular
attested errors axre explicable in terms of k, interferencea.
If no L' structure can be found that the strucgture of the
errors scem to be a refleoction of, then he has to start
the lbng job ofé@inding some cause other than L. trancsfore
Much of the problem would be solved if the L, suggests the

obvious source of tho errors (James 8§ 1980 1 148<49),

It was félt that a study of the linguistic
difficultieos of the learners directly through a diagnostic
test could be of great help and an effort in the right di-

rection.

6.3 THE CORPUS

It s often difficult to come to any |
decision with regard to the size and level of the corpus
especially in 5 place iike Mizoram. It often becomes

difficult for a researcher to reach out to c¢olleges situa-

'
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ted in remote areas of the states The choice of the
corpus, therefozre, had to be limited to the learnors
who ¢ould be casily available. The tost was conducted
in 9 colleges '6f Alzawl area. The table below gives
the details regarding these <¢olleges and the number of
learncrs surveyed for the test. o

Name of College kocation Urban/Rural Nosof students
Hrangbana College Alzawl Urban 60
Alzawl Covt.College Alzawl Urban 60
Govt.Zirtizs Alzawl Urban 60
vomen's College _
Alzawl Nozth - Alzawl Urban 60
Collage
Alzawl West © Alzawl Urban 60
College ~
TOTAL 300

Table showing description of
Colleges visitod,

The choice regarding the lovel of the
corpus at Pre-tUniversity 11 ¥Yr. level was deliberates The
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choico was made taking inte account various factors.

The learners at this level had 10 years of English
teaching~learning behind them at the school and college
10#91- From the P:e~0n1vexsity lcvel the medium of ins~
truction is English and examinations are conducted by the
University. It was felt that this was a good opportunity
to evaluate the proficiency of ihe loarners aftor having
undergone the language teaching progremme prescribed by
the University for tw years. It would give us an idea
of the strengihs and wedknesses of the gyllabus as wells

The study was conducted duxing'the period
of Docember = April 1993-94, a period when the teaching
work in the colleges is over and the le¢arnors wére prepa=
ring for their final examinations conducted by the Univer~

sitye.

For nost of the students in Mizoram the
- Pre-tinivorsity stage is the terminal point of their odu-
cational carxger. Many of them elither go for technigal
education or seek jobs at the complotion of this stages

No attempt to deliberately select a

corpus on the basis of age was dong and tho age of the
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cozpus varied to an extent ranging from 16 years to 22
years. Many of these students come from various parts
of the state from Mizo medium schools, though they hed
studied Bnglish for at least 3 ycers in the schoolse The
corpus consists of a mixtuze of students vith #Aizo and
tglish medium school backgroundse 10 students had their
schooling outside Mizorem.

1t was squite evident that except for
studying in the same class end sharing the same mo ther
tongues thete was 1ittle homogenity amongst the studentse
In matters of their proficiency in WM sh and backgrdund.
they perhaps did not have much in ¢onmone This,; however,
was unavoidable as we had to administer the test on an iden-
tifiable group of students and having done that there was no

scope for selecting some and rejecting othorss

6341

In Mizozam the lcarnexrs come to the Pre~
University classes after studying Bnglish for about 8 years
in the school. In the vernacular medium schoels English ié
taught for 6 periods a week and other subjocts are taught
through the medium of Mizo. It has been observed that

except for a few convent scheols in the state, even in the



so~called Englich medium schools moxe than 60 percent

6f‘the classroenm interaction takes place in #izo which
naturally mokes the learners poor communicatogs in Englich.
in the college, tho medium of ingtzuction is English. Often
the teachers have %6 use the mother tongue to explain certain
passagess Exominations are conducted in English and students
have to glve their snswers in English which causes ptobléms
for the students as their proficiency 1eve171n the language
is very lows There is a vast difference botween the expec=~
ted proficiency at the stage of learning in the school and
the real proficlency observed at the point of entering the
college at the Pre-University level, At the school level
emphagis is more on the language, and about sixﬁy ﬁergent

of the cmphasis i3 on grammar and composition ftems like
coxrrection of sentences, essays, letters and prepositions.
Thoe comprehension paxrt 4s limited to some essays, shord
stories and poems, from which mostly direct comprehension
questions are ackede waevex. at the college level lang=
uage portion has only 20 percent of the ;otal marks and

only a few items are included 1In it 2 egsay, writing,

articlos, prepositions and correction of sentencote
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It was found that there was hardly any
remedial measuses carried out for the lesrners during
the normal teaching hourse. Activities in the classrooms
were mostly confined to dictating /inotes, paraphrasing
iossonsg and occasional hompworks Thore was little aware=-
ness regarding the real problems faced by leawners of
Englishe | '

6.4 DESIGN OF THE TEST

Fop the analysis of the difficulties of
the learners, two approaches were available to us. One
was to tost the learners in all the major arees of lang-
dage use individually and the otﬁer was to analyse the
free hand compositions of the learners gsnd locate the
exrors in theme The first spproach was not adopted as
it would haove given informatlon regarding the knowvd edge
of the learners about the rules of language operation but
would not have provided information regarding the ability
of the leazners to use the language for communicatione
The second approach was belleved to give an opportunity
to ovaluate the cepacity of the learners in using English
to expross themselves which was considered to be of impor-

tances The skills of Yexpressive®' performances as Pit



Corder observes, offers the only direct source about
the learners’ 'transitional competence' (1974 1 124),
The various statos of the learners in the process of
learning English could be meesured only through an ana~
lysis of '"the enpressive performance® of the learnerse.
This approach also gave us an opportunity to observe the
errors and think in terms of xemedial-measufes.

15 order to get a sample of the sxpressive
performance of the learners it was consldered advisable
to make the learners write on a particular subject in
Englishe It was believed that a free hand composition
would serve our purpose ia evaluating the errors that

learners commit. Pathak observes,

the writing of an essay undertaken with a
high degree of personal engagement or an

ozal conversation carried on in a lively
mannexr is most likely to bring tho learners®
errors to the fore. Probably no dats other
than the one found from free hand composition
would be botter for analysis of exrors made
by a relatively haomogenous group (1988 3 60).

The group that was in our hand could be called a homogenous
group as they share a common mother tongues Pit Corder

defines a homogenous group where



the nembors have the same mothex
tongue and are educationally, socially
and intellectually matched (1974 1 125)

The group we have in hand could be regarded for all
practical purposes as a homogenous group, and the choice
of‘freé hand composition sSeemed to be the most appropriato
and practical approach towards the evaluation of the lear-

ners' errorse

Xt has often been observed that the
performance of the learners in the target language is
affected adversely if the subject of thelr task is vexy
difficult, The topic chosen was a descriptive one and
within tho exporience of all the loarnerse The intention
was to introduce a topic which would generate some amount
of personal involvement in them and it was oxpected that
thay would come out uith a falrly long essay in English
so that their areas of difficulty could be observed and
analysed. lt'waé expected that the essay would have 300
words on an average, a size long enough to provoke the
loarners to use the laonguage freely so as to reveal the
areas of difficulty faced by them in English,
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At the semo time, it was not that we
were not‘awexe that the method generally adopted for
analysing ocrrors from a frec hand composition was not
absolutely fool-proof. One of the limitations of the
froe hand essay is that the leagner has a tendency of
trying to avoid the areas of isnguage where he 1s not
very confident. This gpproach could thus be called
error-avoiding rather than error-provoking. Ingpite of
this limitation this approach was felt to be a useful one
becauss we had hardly any other model to follow to evaluate
the students' prodiciency. After 10 years of learning
English the learners presumably should have enough knowledge
regarding the rules of language operation. 7The only prob-
len lay with the gpplication of those.rules in actual lang~
uage use and fox this the froe-hand composition gppeared
to be a suitable one.

We wore also aware that there was little
scope of bringing about any change in the University
syllabus in English immodiately. All that could be aimed
- at was to try and help the learners to become botter users
of the langusge and for this an analysis of their writing

skills was necegsarys
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The essay has another adventage. 1t gives
us an opportunity to test their skills in intef~sentence
connections in 2 discources It has been obsexrved that
1 carners then fallod to write well connected digcouzse
and often one sentence does not lead to enother sentence.
For the evaluation of this aspect of their competence an
533y or connected discourse was thought to be a suitable

approache

It was felt that mistekes in respect of
lexis and structures could be collected and examined and
contrastive analysis could be appiied to then. It i3
possible for 2 teacher through the examination of mistakes
comnitted by learners to entor more fully into the environ~
ment of teaching and put on as it were his pupils, ®ling~
uistic spectacles® (Alam 3 1983 3 83)s This is what
No{th (1979) calls the linguistics of errors. The attempt
is to enalyse all forms of deviant language behaviour. As
we know, the new branch 45 concerned with the errors arising
from different sources and c¢ausese The dlagnostic test was
thus an attempt to locate and snalyse the problems faced by

" the learners in the process of communicating in English,
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The leaxﬁe:s were made to sit in a
classroom and asked to complete the essay in about 45
minutoes, the duration of a normal periods Each partici-
pant was asked to write his or her name on the rosponse
sheet and the name of the cellieges This was nNoecessary
for identifying the place and the participant. The par-
ticipants wero generally excepted to complote the essay
in about 2 fool=scapa sheats, .. about 330 words in
normal handwriting.

It was cbserved that all the 300
loatnors who participated in the diagnostic test completed
their assignments in the allotted time. The average length
of the essays was calculated as 282 wordse This was less
than our expectation of about 300 words but it was consie
dered to be sufficlent as the learners rarely write longer
' esaa?s even in theix'univeraity' exaninations, Ho insgtance
of copying from each other during the test was obsgerved,
nor did they appear to be reproducing esssys from bagaar
notes learnt by rote. The participants were found %o use
their ouwn language in the essaye
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6.9

Onge the data was collected the task
at hand was the recognition of errors and their gquali-
~tative and linguistic clagsification. Alse, a gtatement
regarding the quantitative froquency of the different
types of erro¥s was needede 1t was also essentlal to
evaluate the gravity of each type of orrors from & commusw
nicative and pedagogic point of view, Finally, an attempt
at explaining the source of thé error wag also considored
nacessary with a view to detemine thelr treatment and
eradication. Ea¢h of these steps had io be undextaken
very carefully.

Probably the most important part of the
execrcise was tho method adopted for ovaluating the essays
of the learners. A number of procedures have been followed .
' by other researcher. Nieckel (1973) has, for example, dealt
with the problen of evailuation of geriousness of errors
in detail. Carl James (1974 : 3«9) has proposed a method
of assescment based on the number and naturxe of tho rules
transgresseds He dxstihguishes the two by referiing them
as local and global errors respectively. Global errors

involve deviation from the overall sentence structure,
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whereas locasl errors affect the structures of the
constituents of the sentence. Accorxding to Jobénssen
(1979 ), error gravity should be evaluated in terms of
ef ficiency of communication, froequency, generallty and
comprehensibility. Some other scholaxs iike Lindell
(1973), James (1977}, Olsson (1973) have recommended
measurement of error grévity on the basis of the degreec
of tolerance extended to £t by the nativo speakers or
language teachers.

| The traditional classification of devia~-
tions into errors of omission, substitution and woxd
order displacement is too superficial to be of benefit
ﬁo the learner or the teacher (Pathak ¢ 1988). Hence,
in this study we have followed Plt Corder's (1973) sugges—
tion for classification of errors in terms of 'level’ and
*type* which we felt was sufficlently systematic., Also,
it incorporates systems of m«;nufica:ian or specifica~

tion such as tensey number, aspect ote.

64541 Eyaluation of the Esgays

The procedure adoptad for the analysils

was to mark ocut the eryors an the response sheot itself,
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Then in the margin the error type was noted like
'Article', Preposition, Tense et¢. This procedure
was adopted for convenience. In the classification
of orrors these were tabulated under broad‘categories
1ike *Tense', 'Vocabulary', *Spelling' etc. It was
thought that detailed classification of errors would
be of special help to us in attempting a Contrastive
Analysis of the two languages.

- After the scripts had been evaluated
it was found that the learners had committed 2 total
of 9820 'ermr,s‘ Those errors were classified under
different categories. The error per learner average

worked out to be 19,4,

6.5.2 Ahe Jypas of Exrorg

The errors committed by the learners

have been classified into the following error types.

4« Exrors in Verb Form and Pattern
ii. Errors in Tense

1isi. Errors in Preposition:

fv. Errors in use of Articles
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ve Errors in S?ntax

vi, Errors in Lexis

vii. Errxors in Spelling
viii.Miscellaneous Error Se

Besidos tﬁese.. gome errors werc observed
in the use of proncuns, adverbs, adjectives, capital letters
etc., These errors did not occur very frequently :and, there~-
fore, they have beenh listed under 'miscellanous’s Some of
. the erxors observed in the essays were pexhaps.lapses €e¢Qe
. .small letters werg; ugsed where capital letters should be
used, 'sunday' was weitten with a small 's's. Errors of
these type were perhaps comnitted as & result of haste
and carelessness and they cannot be téxmed as areas of
difficulty in the strict sense of tho texm. In oxdex to
conclude that a particular arca is causing difficulty the
error should occur frequently. Pit Corder (1974 s 123) too
has peinted out that to conclude that a learner is having
difficulty in a particular area the regular occurence of
an exm‘ar is nocessarys These errors of raendom nature
have, thercfore, 'been classified underx "miscéllaneone's
The types of orroxs and iheiz number c¢an be seen in the
table glven below.
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8 Verb form and pattesn 10%0 18,04 %
i, Tense 694 | 19,92 &
1ii. Preposition 639 10,92 &
ive Articles 667 ' 1147 &
Ve Syntax 874 14,97 %
vi,  Lexis 786 13,60 %
vii, Spelling® . 614 10,59 %
viit. Miscellancous 503 8,65 &
Total 8820 100 %

Types of Errors and thelr distribution

Vexb form and pattern 229

Tense 143

Preposition | 138

Arxticle 152

Syntax | 173

Loxisg . | 164

Spelling i10

Miscellaneous Errors 93

Total number of errors 1198



Table showing the list of exrxors of the students
of Hrangbana College, Alzawl. |

Jable = 4

Exzox Iypes

Verb form and Pattern 202
Tensge 145
Preposition 136
Article 149
Syntax | 178
Lexis ' 159
Spelling 118

~

22

Total number of errors 1190

.
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Table showing the 1ist of errors of the students of
Government Alzawl Génege. Alzawle

Exxox Types

Verb form and Pattezn : 199
Tanse , 131
Preposgition 106
Article - 104
Syntax - 162
Lexis , 147
Spelling 126
Migcellaneous errors 88

Total nunber of errors 1063
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Tableo showing the list of errors of the students of
Zirtirs vomen's Gllego, Alzaule

Verd form and Pattern 203
Tense 149
Preposition 136
Article

Syntax 173
Lexis 160
Spelling | 117
Miscellancous 109

Total numbexr of errors 1192
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Table showing the list of erzors of the students of
Alzawl North College, Alzawle.

oble = 7
Verb form and Pattexrn | 214
Tense | : 137
Prepoaition ' 12%
Article 119
Syntax 17
Lexis 162
Spelling 143
Miscell ancous errors 104

Total numbor of errors 1417
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Table showing the 1ist of errors of the students
of Alzawli West Collage, rAlzawl,

Table = 8
Error Types No.of vﬁrmra P‘erz:ent.gge of
Verdb form and Pattezn 1050 18,04 %
Tenge 694 1192 %
Preposition 63% 10,92 %
Article 667 11.47 %
Syntax 871 14.97 ¥
Lexis ' 786 13,60 %

~ Spelling 634 10.9% %
Miscellansous 503 8465 %

L

Total number of
Errors $820 100 %
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Table showing the total number of orrors per error

type and the frequency of errorse

Name of the College No.df students No.of Student wise
_ _ . OFX } of exrrox.
Hrangbana College 60 1198 19,96 %
Alzawl Govt.College 60 1190 18.83 &
Zirtiri women's College 60 4063 17.7 %
Alzawl North College 60 1192 19.86
Alzawl West College . 60 1177 19,64 %
Totald 300 9820 100 &%

Table showing number of students, number of errors and student-

wise porcentage of erxors

The average number of errors per college was
1164 and the number of errors per student was 19.4. The
result showed a very low lovel of proficiency. The students
of Hrangbena Collaege committed the highest number 6f erroxs.
The students of Zirtirl Women's College conmitted the lowest
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number of errorse The difference between these two
colleﬁee 15-13$. Alzawl North College committed the
second highést nunber of errors followed by Covt.Alzawl
Coiloge. The»éecond.loweat numbaer 0f orrors were commi-
tted by the students of Alzawl West College. There was
negligible difference botween the errors committed by
students in these five colleges. It needs to be mentioned
here that after school education, quite a good number of
good students go out of the state for higher education,
Out of the rost better students prefer to join science
or Commerce stream while the rest enrolled in Arts. On
the basis of the total number of errxozrs made by the
corpus the percentage and relative frequency of erxors
were worked out. Table 10 shows the relative frequency
of erroxrs and Table 11 shows the collegeo~wise classifi~-

cation of errors.
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Hrangbana] Govi.Al= Zi:rt;ﬁ.x;*i.3 Al zawl | Al zawl | Average
Exrorxr® College |zawl {vomen's [Noxth Wost Froquency
Type Gllege {College {College] College

1 ‘ _
Verb form | 18.78 16.98 18.71 17.03 19.19 18.81
& pattern-
Tense 11.93 | 12.18 12,32 12.08 12.26 10.19
tion ' .
Syntax 114,35 | 14411 19,23 [14.51 | 15.84 | 14.88
Loxis 113.69 13,02 | 13.82 [13.42 | 14,05 | 13.60
Spelling L 9.18 9,91 11.63 | 9,8% 12,08 - 10.56
#igeella~ 776 8,99 8427 914 9.3¢ 8,69
neous errog ' :

Total  [100 100 100 100 100 100

Table showing relative fregquency of

error types in all five collegese
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| Mrangbana {'éovt;Aiiewl “Tziztizl o= | Alzawl North Alzawl Wost

' {No.of Nol.of {No. of No. of {Ho.0f HNo.of ! No.of Néo éf No. of No. of
Exrrors % | Erxors 2 Erzors % Errors % 1Errors %
. . e
_ggﬁef.?m& i22.'!5 18.78 | 202 16,98 | 199  18.71) 203 17.93 | 214 19.15
Tense | 143 11,93 | 16 12.48 | 131 12.32] 149 12.6% | 137 1226
Preposition 1138 11.51 ] 136 11.42 1106  9.97] 136  11.49 | 121 10.83
Article 152 12,60 | 149 12,52 [104  9.781 145  12.16 | 119 10.65
Syntax 173 14,35 | 178 14.11 ]162  15.23| 173 14.51 | 477 15,84
Lexis 1164  13.69 | 159 13,02 | 147  13.82) 160 13.42 | 162 14,03
Spelling 110 9.18 | 118 9.9t | 126 11.85 | 117 9.8y | 143 12.08
KMiscellaneous , 1 : , _

error 93 7.76 | 107 8.99 | 88 8,27} 109 9.14 | 104 9.3t

, s 100 | 1390 100 | 3063 100 | 1192 100 1117 100

Table showing collego~wise exrror types and their frequency.

987
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As is shown in Table -~ 8, the maximum
numbor of errors were made by our corpus in the realm
of verb form and pattern, i.e. 18.04 ¥ . This was
followed by syntax and lexis rospectively being 14.97 %
and 13.60 %, B

6.6 ANALYSIS OF ERROR PATTERNS

6.6.1  Exzoxs in Vesb Fo

The learners committed a total of 1050 ox
18.04 % orrors in this areas This happened to be the
largest single area pasing problem for the learners.
These errors in verb fomm and pattern were important as
they affected the meaning of sentencos, i.e. the though
exprassed in the sentences, thus, changing the time and
aspect of o particular happenings These errors have been
further sub-=categorized into the following areas ¢

i. ignorance sbout the proper form of a2 verb

ii. confusion regarding the use of gppropraite form
of a verb in appropriate tense and aspects

114 problems regarding subject-vexd coordination

ive use of twp different tenses or tense forms in the

same sontencoe
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The errors in the first category were

related to the use of improper form of a verb 4in its
tenge and aspects For examples, ‘go* became 'goéd',
'went' ‘wented®s In the second category there are
errors like using ﬁhe.p:esent tense foxm of a verb in
place 02 its past tense form, e.g. 'go* instead of ‘went's
The third category of errors arose out of the problem of
subject~verb cordination. Here there was no proper mat-
ching botween subjoct, verb and object in terms of person
and number, e.gs 'They does 4t', *I has done 1&!,Vetc¢

The use of the verb form under the fourth category was
inagppropriate in the sense that two verb forms were used

in the same sentence, c+ge 'We went to church and were
singing's Many of the error like *We had celebrate Chris~
tmas during December®, 'l was i1l and could not went to
Delhi', ' I had ate my dinner’, 'We at last reach December®,
otcs wero committed which may be attributed to the learners’
ignorance of the proper forms of verbs and their zpplication,
in different tenses in relation to person and number. The
leamners.also had limited idea reqarding the use of infinit~
- §ves, participles and gerund. Many sentences like 'After
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walking 2 kilometres it was very nice to relaxing _

and sitting®, *My uncle igs very age' *% run and I
cateh him smoke* ete have been written by the learnerss

The learners also usged wrong verb forms
because of their confusion about the appropriateness,
e+9. the use of prescnt tense forms foxr past tonse or
past participle forms of verbs or past fense fom for
the prosent tense form,s such asy *He start singing at
oight and last till ten', '"We 811 hed drink eoke and
danced happily', when morning came I got up and drink

tea ¥ otes

_In meny of the sentencos there was no
co-ordination between subjeet and verb. Fozr example,
there are many sentences 1ike 'They does not go %o
col lege®, *some students goes to the fleld', *1 go to
market and como back very lote', ‘Nobody want to spent
vacotion in home' otés 1% has been observed that loap~
ners often lose track of subjeet-verb coordination when

writing complex sentencess
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It was felt that the learners had beeh\
exposed to too many verb forms in quick guccession without
understanding the system or the rules of their operation,
When an attempt at contrastive analysis was made to eva=
luate whother the influence of the mother~tongue of the
1eaxnezs.eanses this type of orrors, it was found that
the verb forms in Englich and Mizo are very difforent.
The HMizo verbs do not chango their form with the change
of person or number of the subject whereas the English
verbs change their foxms. Besides, in Mizo, the number
‘and person of the subject is indicated by a pronoun which
is always present before the veib. Thig may account for
the many erxors that learners commit in the area of verd
form and pattern. The neced of the hour, therefore, is .
acquainting the learneérs &n proper sentence structures.
and use of the appropraite vexb forms in thenm.

6.6.2

The learners cormitted a total of 694 or
11,92 % errorss The errors in this area related to the
uge of improper tense. Since the toplec of tho essay was
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'The Most Memorable Day of my Life ', 1t was expected

that most of the sentences would be written in the

past tenses Errors in different aspocts of the past
tense were oxpected but not substitution between past

Aénd present , Sentences like the following were obscrvede
'Last year I have 8 most memorable day. I went to spent
:weekend in the countrys' 'We make plan for holiday and
when 4t 43 éome we are happy'y ' I was exeite when 1 pass
matric’, "My father buy me new shoes when I pass matzic!
g get up early morning and took tea', etc. It was ovie
dent from the above examples that the learners were ¢on=
fused between the tense %o be used for habitual action

and action done in tho pasts There were no instances of
using future tense for the present or past tenses. Perhaps
" the subject matter of the essay gave little opportunity

for the use of future tense.

The basic problem seemed to be that ihe
learners lost track of the tense whilo writing longer
sentencess The learners Knew that the tense of a verd
depended on the time or period being referred to, but
they failed to grasp the fact that over and above that
there was also a necessity of making all the verbs in
the gentense agrec with each others They falled to grasp
the important principle that in 3 single sentence, two



different tenges should not be usede

When contrasted with Bnglish the rules
governing the use of tenses in Mizo langusge are compa=
ratively easy. The language pormits the use of two
different tenses in the seme sentences The verb form
in Mizo does not undergo any change with the change of
tense. The tense of the verb is understood in terms of
the context of usec. Sometimes suffixes like 'thin' oz
*tawh® are used with the verb in Mizo %o put a kind of
emphasis on the past imeeg However, a sentence indica~
ting past tense is not Ancorrect even if these suffixes
are not addod to the verb. Mizo learners, therefore,
often show a tendency of not béing'able to use the English
tenso forms correctlye The rules of the learners’ mother
tongue gseemed to interfere with their use of tense in
Englishs They often forget that the verb in BEnglisgh
changes its form with the change of tenge and aspectes

As far ag the present study 1s concerned

one could safely conclude that mother tongue interference

was one of the i=rjrtant factors for errors in substitu-

tion of ono tense for another snd use of two different

tenses in a single sentences
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The problem of improper internalization was also res~
ponsible for the occurence of errors in this area, but
we may safely conclude that about 50% of the errors were

due to mothexr tongue interference.

61.6.’3‘
Onc of the major areas of errors was in
the preposition numbering a total of 635 ox 10.92 &
Learners often get confuged about the corxrrect use of the
prepositions An enalysis of the errors in this azee showed
that the erTOrs could be classified in the foﬂow&g three

categories 3

i. substitution of suitable preposition
ii. Addition of proposition where not required
114, Omisgsion of preposition where required.

In the first category of orrors in b:@o-
sitions those deviations were placed which occured as a
result of confusion in the minds of the learners regarding
the most gppropriate preposition to be used. That is, where
the loazners had uged *in' for *at' or *fox' for 'of' and
the like. The following sentences demonstrate seme of the

wrong use of the prepositions ¢
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f0ur éxams finiah on DPecemboer®
tHe live at a village'

'lHa put the proscnt at the table'
*The movie continued until two O'clock’
' Thoy 1ived inside a §ood house’

*1 had gone since two days'

‘We share it among myself and Liana*

*@We wont in our house®

It sppoared that the learners were not very
clear about the functions of the prepositions in a sentence.
As they did not understand the difference between the usc
of '4in* and 'into', they substituted one for the other. The
same pattern was also followed in the case of 'to*, *of' ‘on'.
To Ia Mizo learners, 'to* is usually a directional preposition.
~When used in thie sense, there were feow errors. Howsver,
erpors wore committed when *to' was used in other situations.
Similarly, they had used 'of* correctly when it denoted posse=~

ssion, but in other cases 1% was used incorrectly.

Similarly, the prepositions *with';, 'botweent,
*among' etce are aleo used incorrectly. Tho learners were
also found to have problems with prepositions like *through',

*acrossty *intol , *upto', 'on' etc.
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The use of prepositions where they are
not rgquired were also observed in the compositions of
the leamers. The errérs in this area, however, were
comparatively few in number. There were two broad sub=
categories of errors under this heade. Firstly, addition
of prepositions and secondly, misplaced prepositions. |
Examples of these types are 3

‘He came for to sec me'

*They sat at between us® .
Yo went to the hall for to see them'
'I visitod to my friends® place’

Omi ssions of prepositions occured in the

following sentences @

\

*They went church on sunday®
*We all went train'

'I sow it behind*

'1 waited Liana to tell him®

The omission of prepositions in such cases, though not

gerious, substantially affected communication.

One major source of errors in prepositions

may be attributed to the influence of the learners’ mother



947

tongue. The system of prepositicns in Mizo is very expane
sive and there are quite a large number of prepésitions.

Most of these have singular types of functions and mainly

one shade of meaning. These are found to affoc¢t tho learners'
use of English prepositions having multiple functions. This
perhaps explaing the learners® use of ‘to*, 'for' and ‘of' in
different environments. Howevor, the interference of the
wother tongue cannot be the only facter in the errors of
substitution because no uniform substitution emerged from

the essays of the learners.

The system of prepositions in Mizo functions
almost like that of BEnglish, with very strict rules regar-
ding their uge and placement.  Hence the erxors of omission
can hardly be traced to the interference of the mother tongue.
‘The prepositions in dizo are generally placed after the verb,

noun, adjective or the adverb.

~ The wmother tongue, though a major source of
erroxrs, cannot be said to be the only cause of problems for
learners in this area. It is an easy quess that the teaching
of the prepositions had been done with the help of oniy limited
number of sentences with similaxr shades of meaninge. fthen the

gsentences carried familiar statements there were few errors.

]
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For remedying the errors of preposition, the learners
roquire intensive pattern practice drills in the use of
prepositions,

6464

The number of errors committed by the
learners in the area of articles amounted to 667 or 11.47%
of the total orrors. Articles were often omitted where
required and ingerted where they were not required., The
main ﬁroblem with the learners was regarding the place
where an aztiéle wag hecessary and where it waé not.
Learners were found to commit three error types in this

area, namely,

i. errors of Oﬁission
18, errors of Addition
iii. eorrors of substitution

A number of instances where the articles
have‘been omitted wore found in the learners' compositions.
Quite obviously, the learners had not been able to unders-
tand the necessity of an article, definite ox indefinite,
before an adjective or 2 nouns To most of them an article
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was to be used only for the purpose of specifying
semething of importance., Some examples of this

type of error are 1§

‘%o went to bank'
'Ho bought new dress’
‘I have most memorable day'

*'I went to picnic spot's

The omissions of *a® and 'the’ were very much pronounced
in the composition of the lesrners. The necessity of
using these articles in their pi'oper places seemed to be
ignored because of the fact that either their use or lack
of them did not c¢hange the meaning of the sentences for

the learﬁers.

The learners also insgerted the definite
and indefinite articles in their smteages where they were
not regquired. They had a tendency to ingert the article
*the® before proper nouns like, "m‘e Hizoraem s o small
place’, before abstract nouns like *God had the vd sdom’,
and before common nouns like, *The paradise §s where good.
pedple go', etcs The learners-alse had a tendency to insert

tho articles 'a® and '"an' where they wore not required, such
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asy, 'L cpent a christmas with them®, "It was an preclous

gift', 'The vacation is a very useful to us', etc.

It was found that the indofinite articles
'a? and 'an’ wore substituted for each other like *He is
a honest man', 'I waited for a hour?, "There is en University',
etc. ¥here the article 'the' ghould be used.‘learners weré
aleo found to use 'a' as in *Winter vacation is a begt tine

in a year®', 'Ho was a best player’', etc.

It was evident from the study that mothér
tongue interference was the major source of eirors in the
gres of the article. In' this context Owen Thomas has
obgserved that 'some speakers for whom English is a second
language have considerable difficulty with the BEnglish de-
terminer system particularly when their own language lacks
article® (1970 : 87), This &s true in caso of Nizo learners
because like most other Indian languages, Mizo does not have
any article. This may account for the erxors in articles
comnitted by the learners. Loarners go in for a transla-
tion of thelyx thcﬁghts largely in a literal style and commit
errorse Had the articles e¢arried some meaning, the students
would not have committed such large number of errorse. How=

ever, articlee are devoid of any meaning and this meaninge
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lessnesé also may be responsible for many errors (Alam 3
1983 ¢ 57).

However, if clogely examined, 4t could
not ke sald that articles do not have theix grammatical
fmportances In order to remedy the errors coreful atten-
‘tion should bo pald to the teaching of articles both at
' gchool and college lovel. Learners should be properly made
to understand the significance of the axticles and the dis-
tinction be pointed out that the correct use of articles in
Biglish is the mark of proficiency in the languages Thus
it may be safely concluded that mother tongue intasrference
is responsible for the Mizo learners' exrors in the use of
azticles in Bnglichs

6.6.5 Bxxoxs An _gyntax

‘ The number of errors committed by the
learners in this area amounted to 871 or 14.97 ¥ « Most of
the exrvors in this area were rolated to inappropria{é place~
ment of words in 8 sentence snd wrong construction of s@i@*
cess, Inability to gencrate proper form pf a wrd 1ike the

use of singular and pluxal, omissions in tho form of conjunc~
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tions and verbs, erzers of concord between subject and
objoet along with wrong uses of nouns and pronouns and.
direct and indirect forms of sentences ote. were the
cuases of incorrect syntactic fomms. The orrors as a
whole in thls area are gerious in the sense that they
often affuet tho process of communication and alter the
moaning of a sentence. Therefore, thoy necd serious
attention. Some oxamples of errors in syntax may be

given below ¢

s 1 nover forget the firt day of entered
the colleges I never dream that day before
all. At first, I mesn all the students |
ore very gentle, the life of students also
more smaém then the school day ?*,

* My first day in college seems to be a
memoriable day. My friends I like them as
they are my type who takes theiﬁ studics
seriously*®,

Y Thig day 45 very important because 'Jesus
saved from the death ail human being and
all things'.
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' The day is excitement becad.

most memorable day as my birthday's.

' 1 myself regarded as a men who live over
ordinary people that thinking make me to

live for standardt'.

* 1 was so heppied for the worldly thing
but actual happy was not there in this time'.

From those examples it was clear that the learners were
ignorant of the rules of syntax. Several impertant cong=-
titutions of a sentence were omitted by many learners so’
that 1t was difficult to understand the meaning conveyed.
The omissions of major constituents in such sentences

af feeted the meaning of the sentences. This could be
attributed to the learners' carelessness and haste and
mostly due to thelr ignorance of the Bnglish sentence

structures

Lack of concerd between nouns and their
pronouns in terms of person, number and direct and indireet
objects was another area of the learners® errors. Interro~

gative sentences were also written like affirmative sentences,
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Gege 'uho like not college 1ife ?'s 'It was my memorable
day ?' ote.

The influence of the ﬁothez tongue, it
appeoared,; had provoked errors in the area of syntax. The
sentence structure in Mizo is totally different from English.
The scntence structure in English follows the pattern of
5=V=0, whereas in Mizo, it 1s O=5~V for first and second
person gnd S0~V for the thizrd person. These differonces in
the language structure led to the formation of sentcnces like,

‘when the night coais.-ng I had no sleept,

'Badminton 1 played in the mozning®,

*In this time 1 am 19 yoeors old',

My friond bizthday prosent send to me®,

*snapshots wo take there's etc. It must
be mentioned in ¢this eon_tex%‘ that “exxors of this type were
not manys However, the learners had problems while writing
1‘0’:\9 and complex schtences having multiple objectss

The eonfuemn arising out of incorrect
' tense forms in the learners' vmiti-ags to some extent would
be attributed to the influence of tho mother tonguo. This
aspect has already beon discussed in 6.6.2. The leagners

Ve
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did not understand hew the semantic categorios of past
and present operate in BEnglish. Thus, longuage transfer
took place because of the insdequate understanding of the
leaznexs of the Bnglish languagé.

6.6.6

Errors in lexis can also be called errors
of vocabulary decause insppropriate words were used while
expressing ideas, WHords have semantic and syntactic proper=
| tles. It 18 poasible %o use a word which may be correct syn-
tacticaily but gemaentically wrong or ingppropriate. A word
may also be incorrect both syntactically and gementically.
If it £s syntactically correct but inappropriate in tho context,
then it is a loxical erroz. One has to make o piausible inter~
pretation R0 aocertain if 4¢ is oxactly & lexical exxor (Corder
s 1979 s 133). |

The lextcal errors committed by the leamners
amounted to 786 or 13.60% of the total errors. 1t was folt
that the leoarners had limited vocabulary at theilr command, 2o
that, when it came to use agn éxact word in a given contoxt,
1t was difficult for them to find the appropriate word, 1In
place of noun, the leazne:s used adjectives oxr adverbs as
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substitites, Examples of some lexical errors committed
by the learners are $ '

'1 uged to habit singingt

*I was told I gaw the highest mark in History'
'I remember the holy birthday of Josus Christ'
'S0 the time and year was long long 8go, we
zeached the year of 1993,

'Everymen was developed in bad habit!

‘But our Lord did not want to envy nobody’

It was evident that, apart from the interference of the
mother tongue, such errors occur due to the ignoranco of
the learners as well as due to their limited voeabularye

An instence of mother .tongue interference nay .be geen in
the sontence X was told I saw the highaest mark in MHistoryt'.
The oquivalent of the verb 'saw' in Mizo 49 *hmu® which
also means the English ‘obtain®', ‘acquirxe’, 'meot', "agreé'
etce This moagns that learners often make mistskes in using
the. verb 'g00'/'saw® when roferring to things ‘ttiey obtain,
agquire, or meet etcs The leoarners appoeared to be confuged
regarding the different shades of meanings of words in
different contexts. Many of the lexical errore commd t ted
by the lecarners may be attributod to the fact that the
Mizo language has a rather limited vocabulary while Bnglish
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has unlimited vocabulary and learners failed to grasp

the different ghades of meaning attached to words in
difforent contexts, The learnexrs, tha-rei’oze, neoeded to

bo drilled in the use of common words and thelr gppropriate
uge in -different contoxts along with thelir different dexi~

vativese

6.6,7

The learners committed froquent orroxs in
spellinge The number of crrors committed in this ares
stounted to 614 or 10.59% of the total errors. The exroxs
in gpelling could be attributed to two main reasons 3 |

P infiuence of pronunclation and

ii. conventions of Bglish spelling
' {Corder s 1973 3 138).

The first was due to mother tongue influences The Mizo

1 anguage may be sald to have a phonetic spelling system
and words are pronounced exactly as thoy are writien. Many
of the spelling errxors committed dy the learners may be
attributed to tho difforence in the spelling syotems of
the two languages, As 3 result they wrote *christmas}
'sigret' for 'cigarette’, 'wald! for ‘world®, ote,
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In the latter case, the learners, perhaps

" could not follow the conventions of Bnglish spelling system
which *has many peculiarities' (Wardhaugh 3 %977 z 196).
For example, they wrote the plural form of a noun ending
with Y£' or 'eof' only adding *s*' instead of "ves' as in
tourseives’ written as "ourselfs', *knives' as *knifes’
etc, similarly, when *«ing' was added to a verb ending
with *e®, they wrote "rideing’, ’guideing' otc, instead
of"":iding' and *guiding®s The learnexrs algo had problems
while using words with double.consonants or double vowols
and they wrote *swiming® instead of *swimming', *slipy?
instead of *sleepy® otec.

'fhe study revealed that vowels formed @
major source of problems for the learners. As Alam has
pbserved, *Indian speokers of BEnglish do not place accent
cortectiy and accent is the distinctive character of a
vowel? (1983 ¢ 38). Another souzce of confusion to learners
may aleo bo attributed to selent letters of English worde
(ibid. po 36,46).

Spelling errors have been g major problem :
with second language learners of English, especlally for
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Indian learners. 3In BEnglish, overy word, according to
Vallins, s & law unto itself (1994 3 304). English words
are spelt in latge.ngmbe: of different ways—wh@ch couse
infinite difficulty for the learners. Ihexefore} the in=
fluenco of the mother tongue cannot be said to censtitute
the major aource'of problem fe#,teaxnera in this area
because thévmador sourée comes from the conventions of
English spelling system. | | |

, sufficient spelling drills ¢n the classzoom
of the difffeult vords can be of great help to the learmers.
Habits of correct pronuncliation should also be imbiboed in
the lecarmexrse They should be propezly drilled in the plural
and past fozm of words which do not follow the normal conven=

ticns or are excepticnse

6.6.8

It has been mentioned carlier that the
‘leasners have inadoquote opportunities for exposure to good
models of Englishe. As @ rosult, they often pick up unaccep=~
table pronunciations of words. Moreover, dus to exposure to
not so‘good models of Inglish they are often ungble to dige
tingui sh betwoen many minimal pairs 1ike /k/ and /o/, /43/
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and /3 /s /3 / end /8, [T/ end /2] and ‘the likes
O!‘he-se confusions manifaest thanselves in the form ef exrozs
in spelling. The wrong pronunciations prxoduced errors in
spelling like *Join' being spelled as 'zoin', 'beg' as 'bek®
etcs, It was observed that quite ofien Mizo Beavnars could
not differentiste /d3/ and /3 / eond most of the time both

were pronounced 2s /af e

It waé also obaerved that méet of the time
learners pronéunced both /e/ and /§ / es/a/« 1t ds8 a
conmon thing to hear /S5 ip/ beinp pronounced as /sip/s
This reflected itself in the spellings also. S0 'shower?

was gpelled as 'sowex', 'national' as *nasional', and so ons

It was also observed that learners wore
often unable to dis‘tinguiah the vowels /9%/ and /9 /
and sonetimes /XR/ and fe/s The two vowsls 3¢/ and
/ 3/ ere absent in Mizo and learners wero often obsexved
to pronounce (bad' as °bed®, *girl* as *gal®s. They were
also found to have problems with diphthongse Though vowel
clusters ar¥e very much a part of the Mi,o language, learners
often face prodblems in p:onounci,rig diphthongs in Englicgh.
In most cases they are either substituted by another vowel ¢
a cluster of vowels, or another diphthong. For example,
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/ei/ is often pronounced as /ef, fea / as /el or /eals
and /ua/ L3 often pronounced as /ua/. It was apparent
that mest of the learners had been exposed to pooxr models
of Bnglish and this in turn had influenced their ability
to gpell and pronounce words _ln Englieh properly.

It @as also observed that most of the leamers
associated a particular alphabet with a particular type of
pronunciation. In English, however, the 20 alphabets repro=
sent 44 phonexéee of the language. Quita obviously the same
alphabets are used ‘fox a varlety of soundse For example,
*c? gapresents /k/ and /ef, '8' is used for sounds iike /3 /,
/3e/ys /efs This produced confuaiot'm in the mindg of the |
leamers. They usually came to assocliate a particular al=
phebet with a particular type of pronunciation. When the
alphabet to be used in § woxrd coincided vith thelir concept
of spelling and pronunciation there were no errors. The
errors started showing up when the alphabet did not coincide
with thoir conception of the sound represcnted by it. |

The use of the alphabet *o* at the end of

some words like 'bake' *bite*, 'stove* otc. which is not

1
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very clearly reflectod in the pronunciation of the words
also produced cxzors, Alphabets which were not pronounced
were often omitted,

64629

Exrors ;n this area'amounted to 503 or B8465%
of the total number Sf errors committed by the learnerse.
éaany ot’A the learners wrote proper names with gmall initial
lotters, started their sentences with emall lottersand
uged capital lotters where thoy were not required. For
_oxamples they wrote 3 'I am 1;cky because 4 have my
Parents®, *when & go to visit them', etes It was also
noticed that the learners had a tendency to gplit single
7wo:-ds into two like *in to' for tinto', *can not' for
‘eahnot’, *in stead' for ‘instead®,; Ythore fore' for 'thero-
fore', otce However, these errors did not have 8 congige
tent occurence and no pattern could eherge from these
errorse Brryors of these kind could not be attributed to
mother tongue interforence and they may be caused by etther
. haste or carelessness or fallure to connoct sentences

properlye.



6.7 CORRELATION OF LEARNERS' ERHORS AND THE COMTHASTS
BETWEEN ENGLISH AND MIZ0

Many of the errors committed by the learnexs
may be expleingd as interference from the mother tongue
caused by a contrast between the mother tongue and target
longuage systems. The contrast beiween the two systems
could bo seen 4in three broasd arcas of hhonology, morpho=
logy and syntax. This has been discugssed &n chapter V of
the present study. The learners were found to commit many
errors in these areag where the two langueges are in contrast.
For oxamplo, many of the learners® errors in spelling commi-
tted in tho essay wero relatable to the contrast between
the phonologic¢al systems of the two languagess. As has been
mentioned in section 6.6.7, the le;amer—a"' erxors in spelling
could not bé attributed solely due to the contraste The
cnnventténs.of Brglish spelling also gave rise to many errors
in speliing. As far as the spolling erxors in the test was
congerned it may be saféiy concluded that the influence of
the mother tongue and the English speiling system were
both responsible. |

The test also revealed that the contrast
betwecn the aorphological systems of English and Mizo was

-
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also responsible for many of the errors committed by the
learners in the arcas Tho contrast in this area manifests
itself in many of the errors that learners committed in
formation of past tense, formation of singular and plural,
change of grammaticéX'categoxy etce There were many insge
tances where the learners were found to write 'comed’ instead
of ‘came‘, *have' instead of "had', 'make' instead of 'made’
‘nappie65 instead 'happy‘ *girl® instead of 'girls’, ‘cities’
ingtead of Yaity', lboyish®, *"happy? ingtead of *happiness',
'savel#' ingstead of ?éafely', 'born' instead of 'birth' otc.

' The contrast in the area of syntax was
snother source of e:rdrs-eommiﬁted'by the lea®nerse The
sentence structure in Mizo is totally unlike English which
‘cauged learners to write ili-~formed sentences like the
following 3

*when the night coming I had no sleept

'But now-a=day we cannot know the exact
day of his born?

*In this day after morning, I was going to
the church to praised the Lord*

'There are making different from cooking a
dinnert, -
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Instances su¢h as these revealed that, apart from the Mizo
learners® ignorance of the rules of syntax in English, the
contrast between the €wo syntactical systems were obviously
responai#le for the errafs in gsyntax. VWilga Rivers points
out 3

Whero there is contrast, native language
‘interference wiil be a constant problems
the students' ﬂative'ianguaga habits will
tenpt him to follow the pattern of his own
language at that point..;stiuetures will
contrast to varying degrees « degree of
difficulty for the student being determined
theoretically by tho number of elements in
contrast (1968 3 153=4).

6.8 SRNCLUSION

The major finding of the present study was
that a uniform pattern of crrors was found in the essays of
the learners. As the learncrs belong te one homogenous group
the pattern of errors did not rogister any difforence. Instead
they were uniform in a;moet all the collegess The distribu=
tion of errois into different categories revealed that the
learners hod maximum difficulty in verb forms accounting for
18404%, tenge accounting for 11.92% , preposition accounting
for 10.92%, articles accounting for 11.47% , syntax 14,97%



lexis 13,60%, spelling 10.55%., The remalning area
covered by misgellancous errors accounted for 8¢659%
and this was the area in which the minimum number of

errors were recordod.

The sources of these errors, besides
mother tongue interference, were overgencralization
and inadoquate exposure and teaching. When leatnefs‘
committed errors like Ygoed! for *goes’, it was obviously
because of overgencralization, In this case the leamers
obviously felt that addition of *¢d' changed the verb
inte its past form and therefore, thoy ignored the varda=-
tions in other verb forms. Errors of substitution in
prepositions were the indication of the learners® igno-
rances 710 them all prepositions were having singular
functions. The use of *to' to mesn movement in some
direction caused few errors while in case of its other

functions errors occur at random.

The inability of the learners to match
subject, verb and object in a gsentenco could be attributed
partly to mother tongue interference and partly to inado-
quate teaching and lack of praetice _m appropriate contextss
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Algo, the learncrs did not have enough idea shout the
various forms of verbepresent, past and future with

their difforent tense aspectse The learnexrs had rosorted
to their own rules o} the Lz following the L‘ rulese

The influence of the mother tengue had
caused a large number of errorss The absence of preposi-
tions in Mizo had affected the learners® use of proper
prepositions in BEnglighe Mother tongue influence was also
responsgible for the learners' in ability to match subject
and object. In fact, the learners were influenced by their
mother tengue to such as an oxtent that they literally trans-
lated their thoughts into BEnglish with no regard to whether
their gontonceos were correct or note The need, therefore,
1s to expose the learners to the possible cources of theii
errors which will certainly help them to remedy many of
thedr ezrorse Proper teaching has to be emphasised and
awareness of other related factors influencing errors have
to be taken care of if the dosired goal has to be achieveds



CHAPTER « VII
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CHAPTER = VII

Tet
The syllabus is important not only as &
document for‘helpzng the teachers and material producers
but also as @ document of the general objectives of the
educational programme. It is in the gyllabus that ex~
ternal considexations like administrative guidelines,
theorotical agsumptions asbout language teaching and
student needs are negotiated and transferred into speci~
fi¢ 'programme objectives® and *classroom activities'.
Equally importent is tho fact that the syllabus bocomes
~tb'e place where feedback from the programme can be mea=
sured against the aims of the designers engaged in deve-
loping that particular teaching programmes A syllabus
operates in the real educational world and its existence
¢an be justified only as a document which leads to moxe
ef fective teaching and learning. The syllabus thus could
be described as a focal point which interacts and balances
the external consideration and the considerations of the

classrooms It can be presented in the form of the following $
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External considerétioﬂsa . cxas‘sroom Activaties

: g
‘T‘h@eoigt:ggluxgs%gﬁrﬂes Wllabus student Porformance
land student Needsg.

It should be noted here that these parameters when

combined together can make a syllabus successfule

In order to be successful a syuebue'
should be related to schools, teachers and students,
A syu'abus based 6n language has the dual responsibility
of adhering to the gaaezal objecuves of an educational
progranune and the role of that particular language 1n
:espact of these geneoral objectives. In the Indian
context, a syil-abus cannot thus be 2 mere 1ist of text-
books ond grammatical items to be taught. It has to be
nocessarily a statément of the learners' ‘proficiency at
the point of entry and the impr-ovemen—t that one expects
in them'aftei; completing the course of studys It has
to specifyi the approach to be adopted by the teachiagp-
end the' siltadez)ts'in order to get maximum ba\éﬂt, The
syllabus has also to adjust itself in the frame work of
the genei'a.l edhcationai policy ana then mould itself
aceording to the demands of its ohJeeuvee.
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7.2 EXTERNAL CONSIDERATIONS

The overall objective of education in India
16 to accelerate the pace of national development and the ’
aim of Bnglish lenguage teaching has to accomodaté itself
into this freme work. The aim of English should, therefore,
noi be restricted to producing readers of Milton, Chaucer
or Dante, but should be so planned that the leaxners got
the basic resding and writing skills so that they can com=
prehend and mterpre{ mforézation and express themselves
clearly through the medium of writing. The basic or primary
expectation is that they should have some listening end
gpeaking abilities alsoe

in a remote area like Mizoram the syllabus
comes to assume a much greater importance than other parts
of the country., On the one hand, Mizoxam is going through
a process of rapid development which necessitates interac~
tion through the medium of Bnglish, On the other, most of
the learners do not get any opportunity to be exposed to
the communicative foxm of English. For most of the learners
the Bnglish classroom is the only opportunity for exposure
to the language. The syllsbus, therefore, has to be planned
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in such a way that the learners are able to gain profi-
ciency in the language without adequate exposure to the
use of Brglish in dailly 1ife situatiens.

As has been pointed out, the Pre~Upiversity
level 1s the terminal stage of education for about 50% of
the students. Most of the students begin thelr profeéaio-
nal careers after passing the examination. Cbnsequeptly,
the syllabus comes to assume great importances The sylla=
bus has to equip the students to perform the tasks expected
from theme On the basis of survey, observations and perfor-
mance in the diagnostic test the fol;owing‘general objec~
tives may.be fixed for the learners at the Pro-University

levelc
1o Beading
As  Comprehension of Essays (of medium difficulty)
B, Comprehension of Original Texts (of medium
difficulty)
Cs Reading Articles with about 70«80% compre=
hension at the rate of 30 words per minutes
2. Jriting
Ao Writing'a summary of written material in

correct BEngliishe
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B. writing an essay of 300400 words length

C. writing a lotter (business and personal)
De writing a report of a process obgerved by
- theme
3.  Lstentng
Ae Ability to follow Bnglish spoken by Indians

at normal speed.

B. Ability to take dowm digtations from known

materials '
4, Spgaking _
As Conduet conversations in ve_ri .e'tdinary dally

lifeo situations.

These general objectives of the syllabus
of English for the Pre-University students are in fact the
terminal behaviour expecﬁed of thems It has been observed
that most of the learnecrs secking admigsion to the PU.classes
are very poor in B-agnsh'f; The learners have ume reading
and listening, very little writing and practically no speaking
ability., They have about 8 years of Bhglish leagning behind
them in schoolss They have some idea about the rules of
languege operation but do not have adequate ability to use



the rules in a written discourse and express themselves

correctly.

The present syllabus takes into consi-
deration the abilities of the learners and aimg at making
them beotter users of the languages The syllabus makes an
attempt to use the reading ability of the learners to deve~
lop their communicational proficlency in other allied flelds
of speaking, writing and listening. Proficiency in the lang-
uage is' always measured in terms 62 what the learners is
able to do after going through the coursee In the present
syllebus the general objectives have been specified with
roference to the needs and exbectationa of the Mizo soclety.

In the Indian context reading and writing
abilities form an important aspect 4o£ English teaching and
learning. Therefore, thesa areas have been given more empha=
sis An tho syllabuse It is ganefany asgsumed that a majoxr
part of the communica;tive process would be carried out through
these skills. | ’ |

T«2.%  Theoretical Assump-tionsﬂ

The design of a good syllabus always
seflacts the theoretical "assumptiens about language teachings

f



276

leazning behind it. The first set of assumptions congls~
ted of the following on the works of Krashen (1981),
Macnamara (1975), Richards (1974) and Selinker (1972).

-4

1) The learner raquires a great deal of highly
contextualized linguistic input 4in order to
develop hypothesis about the underlying

structure of languagee.

1i) The learner needs to be provided with the
opportunity to test his/her hypothesis sbout
language system by using lenguage in sponta-
neous and sustained waY se

114) The erxors be zegé:d.ed as natural and accep~
table in the process of learning a languages

iv) The learners require some linguistic input
which 15 authentic but not beyond their level

of comprehensione.

The first set oi; assumptions provide a
theoretical outline to the syliabus of Englishs They give an
‘idea about the attitude to be adopted towa:ds the learners
in the process of teaching=lecarning English and the opportuni-

ties to be provided to facllitate the process of learning a
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lenguage. However, these assumptions do not say
anything sbout the methods to be adopted for the
implementation of these ideas, nox do they say anything
on the classroom activities which ¢an create an atmogphere
of teaching=lgarning. To overcome these shortcomings a
second get of agsumptions based on the works of Munby
(1978), Brumfit (1980), Widdowson (1978), wilkins (1976)

were incorporated. These are 3

1) Language teaching should focus on the
functions expressed in a language and
not on forms.

i1) Learners need to develop communicative
competence i.e. knowledge of grammar along
with rules of language use.

1i1) Language should be analysed and taught in
context and not in isolation.

iv) Language teaching should attempt an integ=~
ration of all four skills as authentic
language use often demands the use of wore
‘than one skill,

v) The language teaching programme should give
sufficient opportunities to the learner to
use language in communicative interaction,
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vi) Ranguage teaching should emphasize the
development of strategies for the nego=
tlation of expression and interpretation

 of meaning through the use of meterials
relevant to the students' needs.

vii) Language teaching classroom ghould be
student centred when the teacher acts
only as a facilitator of the learning
Processe.

7.242

The next consideration in designing the
syllabus is the identification of the students' specific
needs in English, The communicstive approach scems to be
a much=ngeded thing because it puts the learners to use
English outside the language teaching context, end helps
them to use Bnglish as a medium of Lntefaction between
two individuals, \

| An snalysis of the existing situation
i n Mizoram helped us to arrive at the following conclu=
sions about the needs of the loarners. It is gathered
that there is little scope or opportunity for using Bnglish
in social interaction, as the mother tongue is the pro-
dominant medium of expression, English is essentially



congidered as 8 means for getting better jobs and pursuing
higher education. In other words English is required for
‘on=the=job' situationss It was therefore éecided that
the studeats should be taught the specific skills of commu-
nication and should not be exposed to literature alone. We
almed at making them proficient users of thé language which
could be helpful to carry them along in the institutions of
higher education or in Jjobs. Thus the teaching of only
grammatical usage was inadequate. The avllabué should be
g0 designed in order to make studenté use the rule of a
language in a real situation and consequently to enable
them to deal with any kind of communicative situation in

future.
7.3 143 2 'HE SYLL

We have tried to defino tho general alms
and objectives as well as the noeds of the learners. The
task now is to decide the strateaies to be adopted for
achieving the objectives. The syllabus weiter, as Wendy
Allen thinks, have the cholce of different types of organiza-
tions 1ike situational, notional-functional, thematic and
ekill-based (1983 : 132~135). All these spproaches and the
results reported in the study were considered boforoe coming
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to a decision regarding the strategiess We fecel that
only one kind of approach will not cater to the needs
of the learners, A syllabus has to be framed on the
basis of some !composite skills® (ibid), which were
needed by the students ‘in Mizoram. The basic composite
skills formulated are $

1) Seeking and getting specific information
and seeking/getting general ideas

14) Ability to use langusge correctly

ii&) ~ Reading ‘crit.icélly

iv) Interacting :_' -

v) Making a presentation

vi) Interpreting end translating.

As is the general observation, the traditional
syllabus followed at sgchools did not teach the students to
comnunicate and hence; the emphasis was on learning the
‘rules of language operation and the use. Th'ex.’efot‘e, this
syllabus was designed Keeping in mind that the learners
gshould be able to  improve their proficliency in English
through the development of communicative abilities, As
the learners a_t' the etgtry_.lfe‘vel often do not write English
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correctly, some remedial exercises on the areas parti=-

cularly felt difficult by the students have been incor-

prated in the syllobus. The teaching of grammar is

' necessary but it 4s not an end in itself, It has to be

introduced along with other items in the syllabus integ~
rated with them and also contéxtualized.

Another important aspect borne in mind
while designing the syllabus is to grade the language
items to be learned in such a way that they build up into
larger communicative units. For example, we take the
paragraphs as units defining the scope 0f each section of
the syllabus. Within cach section there mﬁst be stages
which introduce new *coherence relationships? and these
can be labelled by overt clues which are nséd to mark
them 3 'for example®, marking exemplificét.ion, ‘that
is to say', making reeotatement, end ‘on the other hand'
marking contrast, and *thus' marking conclusion and so
ons We have deviged a syllabus which 1s not a collection
of structures or situations or notions but a sequence of
rel ationships which build up into a structured paragraph,
and subgequently into a series of paragraphs which appro=~
ximate to the kind of reading material which the learners
can ultimately handle themselves. What in fact we do



here is to make the leamer participate in developthg'a
paragraph which has rougly the following structure $

Main statement . Support
Exemplification (for example)
Clarification (that is to say)
Conclusion (thus)

A syllabus of this type has not been tried
out in Mizoram. It can, however, in all probability work
very effoctively, bocause this syllabus has been designed
bearing in mind the problems faced by the learners and on
the basis of their demands and needse. If this syllabus is
introduced it 15 possible for the learners to participate
very successfully in the classroom activities., The mein
alm of the syllabus is to provoke the learners to communi-
cate. For example, in the classroom they are encouraged
to write a paragraph end in doing so they can themselves
' realize thelr rate of progress. Xf opplied properly, it is
hoped that @herpreseﬂt syllabus can help in a bettoer 1eat;
ning of English.

The syllabus is presented in the form of a
table belows It L5 essentially a skill based syllabus and
the teacher has te constantly ensure that the appropriate
skills are acquired through constant interaction with the



students. The teacher should constantly go on essessing

the progress of the learners in cagse it is not up to the

marke

The syllabus is designed to be covered in
about 7 months; the normal spén of an academic year., It
is oxpected that during this period there will be at
least  classes per week of 45 minutes duration. The

tests have essentially to be skill-based and not content~

based as happens usually.
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1.

2.

Seeking and
etting speci-
g&c information

and general
information

Ability to use
language
correctly

Modg
Reading

Speaking
Writing

Writing

3

fiedium

Expository, descriptive,
narrative or descriptive
prose

a) Non-gpecialized reference
materials like encyclopae~-
dias, dictionaries,etc.

b) weather reporxts
Newspaper articles
d)  Circulars and Notice
e) Letters

f) Reports of experiments
g) Instruction manuals

h) Book reviews

Conversation

Letters, essays,precis
writing, reports

Some pattern practice drills
and their use in language

operation

Extract specific information
from written discoursge through
the following means 3

al

- .etCe )\

b)

c)
d)

e)

a)

a)

a)

b)

c)

Jask

choosing the appropriate
enswer from given answers
(multiple choice T/F matching,

Transformation of information
from prose to graphic and
vice verses

Writing summary of the infor-
mation content.

Glving written answers to
open=ended questions

Arranging finformation in
specific order.

.Asking for specific informasion

Ask and write specific infor-
mation in the appropriate
writing form

Ability to ingert articles
prepositions and modal auxilia-
ries

Provide the correct tense form
of the verd

Correct gentences
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3. Reading cri- Reading
liriting

4.. Interacting Listening

d. Eaking a . writing and
presentation Speaking

6. TIranslation and Reading and
Interpretation Wfitg’:g

g <= > S-S0
Articles from=.
1)  Newspgper and journals

41) Sshort stories and
poems

1i1) Essays

iv) Business Reports otce
Short essays and
letters

1) Conversation with the
teacher

11) Radio/Video tape
progranme

11i) Mint lecture

iv) News etc.

Some communicative gitua-
tion to be created by the
toacher, e.g. visiting a
Place, camp fire,vacations
otce

1) Narrative or deserip-
tive prose

£1) Dialogue

4i1)One act Plays

iv) Short stories

a) uriting a summary of the con~-
tents

b) Writing character sketches

_ from stories
¢) 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 the in-
fomation content

a) Give a short speech

D) Describe these in the form of
an essay

¢) Write the transcript of the speech

a) Translation of the passage into
the mother tongue

b) Interpret the meaning

¢) Trying to write what can hsppen
after the piece ends.



There should be no prescribed textbook
and the teacher would be free to choose materials from
any source. Buxing the examinations the attempt would be
to evaluate the proficiency of the learners in spevified
| taskse For example, a fow passages wWill be given and the
learners would be asked to perform certain tasks on theirx
basis. It would be ensured that the passages do not go
beyond the comprehension level of the learners. It is
hoped that this will result in better learning of English
by the students.- Another advantage of this apprpach would
be that the problems of cheating and taking recourse to bazar
notes can be totally avoided in the examinations.
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8% INTRODUCTION
As wo Teglew the main points developed
in the foregoing chapters and arguments put forward in
the study we come to 3 number of interesting end meaningful

conclusionse.

-2

me teaching of Bhglich in Indie continues
tb be more or less a teacher-toxtbook-classroon affair where
all that the teacher usually does is to explain the lessons
of the toxtbook and the xules of language operation. Thus |
English 15 taught mostly as one would teach Physics ox Hig~
tory where generally speaking, the information is all that
matterss The learners are often passive ligteners and rarely
teke part in the classtoom teaching. Further, opportunities
ave limited for the learners to have exposure to Engligh
outside the classroom. Achieving proficiency in a lenguage
on the other hand 4s a process where the skills of operation
are acquired with & view to successfully communicaete in the
target language. Unfortunately, inspite of all tho dovelop=
ments in Linguisties and their application to English Lenguage-
Teaching, the situation at the classroom level has remained



by and large unchangeds As long as the maéium of instrue-
tion was English the leawners mereged to acquire some pro~
ficiency as a rooult of OXPOSUES. As a reosult, the learners’
comanunicative abilities in English are not satisfactory.
Learnars coming out of oui schools and colleges after B to
10 yeaxs of Bnglish teachingeloearning are not in a position
to use it offectively for communication or oven for perfor-
oing simple tasks like writing an application for leave or

for a job.

| -The situatiof in a remote ares 1like
Mizoxam is indeed not satisfaétoxy at alls. The geographical
remoteness of the area, iack of good teachers of Bhrglish and
lack of exposure to the use of English in dsy to day 1pife,
make it difficult for the leoerners to be proficient in the
language. Moreover, the facilities like libraries and audio=-
vigual alds are almost totally not available. At the level
of curriculum planning also there oxiosts deficienciess A
detailed, scientific and gsystematic study has not yet been
conducted an the specific neeﬁe_oi the leaxhars and their
major problems in the process of learning English. In the
absence of this type of specific infomation, the syllabuses
are mostly adeptations from those in use in the neighbouring
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states. The syllabus at the Pre~University level is
merely a list of poems, plays, prose pleces and language
items % be taughte The teaching strategies adopted by
the teachers and “iremedial meagures undertaken by them

are generally adhoc measurese The leaxrner is always the
worst sufferere Thug, inspite of the begt intentions of
the curriculum planners, teachers and educational adminis~
trators, there is a gep between the axpectations and actual

achiovements of the learners.

| it may be pointed out that the Mizo phono-
logy, syntax and morphology are quite different from those
of English and otber Indian Lenguages « AN underétanding
of the way zules of Mizo operate 18 necessary to appreciate
some of the speocific problems of the learners of Bnglish.
Remedial measures undestaken without zn understanding of
the differnces between English and Mizo run the risk of

being unsuccessful.

8.2
An aualisia of the essays wxitten by the

#izo0 leatne:s‘of Bnglish on a descriptive topic brought

somo major aspects of the linguistic problems of the learners

and consgequently, wo arrived at some significant and useful

conclusions.
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It wag observed that though the length
of the essay varied from learner to learner none hed
submitted an incomplete ossays The length of the essay
was by all standards sufficiont enough to provoke them
to show the various problems that they face in Ehglish..
It was found that the learners had committed a total
number of 9820 errors, cach learnerz eommitting about 19
to 20 eirers in @n essay of about 260 woxrds. The erroxs
wore clagsified into 8 error types.

The learners had committed the highest
nunber of errors in the area of verb forms and pattern
amounting to 1233 or 21.18% This was followed by crrors
in syntax amounting to 903 or 1551% « Tho errors committed
by the learners in the fields of lexis and tense accounted
£63 780 or 13,42% and 676 or 11.61%. Brzors in preposition,
articles snd spelling amounted to 571 or 9.81%, 591 or 10,15%,
874 or 9.85% rospectively. In fact, the errors committed by
the learners in all these areas were quite significent.

As has almeady been stated, the learners
had maximum problem in tho area of verd forms and pattern.
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There was s 1ot of confusion, in particular, in the use of
verbs in their indefinite and participle forms of both pteéent
and past tenses. They eleo had problems in the uge of infinie
tives and inperfect forms of verbs. There were substitutions
also in violation of the app:éptlate forms of verbs. ?here
were not proper subject-verb co=-ordination in many cases and
the auxiliaties were not.propeziy'used. The loarners often
uged long and coemplicated sentences with several subjects

gnd verbss In the process they lost track of the verb that
should agree with a particular subject. In many ecases, they
could nét identify the subject in a sentences This inagbility
was responslble for quite a large number of eéxors in the
ared, Errors of incorrect use of verb form mostly emanated
from what P4t Coxder (1973) calls *overgeneralization® of
ruless Thus we observed errors like 'goed’, 'comed*, 'Happled’
etce [Uhen they commit errors of this nature it appears that
the principles regarding the form of the verb in the past tense

have not been properly understood and useds

r
S

Errors of improper use of tenge and agpect
were more serious errors because these affect communication,
the impropexr use of agpect or tense can interfore in the process
of gotting a ciéar idop regarding the time or pexiod of an incidw
ents For example, thoy wrota,
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w2 had picnic at Bung Bungalow every year?
when thsy meant that they have it habitually at Bung Bungalow
every years, 1t was felt that most of these errors oceured dus
to inadeguate understanding of the functions end shades of mea-
- ning conveyed by the differont tonses and their verious aspects.

It gppoared that the learners had been exposed
to too many verd forms in quick succession without properly
understanding their use in the language system. They hed not
renenbered or were confused which rules were applicable to
which set of vorbdbs for foraming their past tense forms end
past participle forms, or gerund. I% seemed that they had
not bteen taught the different verd forms in proper contexts.

The erro@s An the area of verb forms can be
remadied by teaching the learners the use of spocific verd
forms udin agccordence with various tenses and tense forms in
an orderly and systematic manner. They should be taught how
a particular verbd form 13 used in a particular context and
tense form. They need to be taught how a verb 4s used in
different contaxis in pressnt tense itself, then in different
pa=st tense aspacts and future tense aspectss As the Mizo
dearners do not have many different tense forms in their zang-
uage, they find it diffieult to understand ths tense forams 4in
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English if not taught in a systematic way. The learners
should bte taught spscifically differsnt rules governing
different sets of verbs in their past and past participle
forms, If this is not dons, they will find themselves in
confusion and wAll use ono form of the verb in place of the
‘other and thus will continus to commit errors.

Along with the proper use of the vert forms,
the learners also nzed % b2 careful in the use of sawdliaries.
The learners wera confused in the use of ‘shall’, 'will', ‘can?
and their past tanse forms, Thus, thay #andemiy usad *shmal?
for “will ', %i11? for 'shall’, ‘qan for could?, “wowld! for
‘may*s They also had confusion regarding the use of primary
auxiliaries, i.c. 'be! ond its forms 'do? thave! atec, Tha
learners had geixaraliasd that if the awxdliary was in the
past tenso tho main verd must also be in the same tenze, or
4f the main verb was in the prosent tense the auxiliary must
also follow sult. It was understood that the students did not
have a clear idsa reganding the auxilisrises and their use in
the language, The sources of those errors cowdd bs mostly dus
to ungystematic teaching, the learners® carelessness and their
ignorance about the use of auxiliaries., As the learners did
not have much idea about the correct uss of different tense
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forms, they also falled to use the auxiliaries appropriately
in their sentences. 1In addition to expressing simple futus
rity, codel auxiliaries also express probabilities, wighes,
expeotations ate, But such uses ware perhaps not taught to
the learners. Once the learners overcome thair difficultias
in the areca of tensa, most of their errors in the use of
suxiliaries will be eutomatically avoided, It is evident,
tharefors, that the learners should de made aware of the
proper tenss forms to enable them to uso the verbd and auxiliae

ries corroctly.

8a202 ror: in nsa

Tonse was ono of the most difficult ereas
_for the learners, {(They had greast difficulty in the use of
differont tonses and their aspetztis.- There were instances
where they ussd both the present and past tonses in a single
sentence, HMany of them wem'also confuged about the éonmubus
forms of verd and thoy t00 had no idea about recent past and

distant past. In faoct, the tense system in Mizo is not »ff‘ﬂ
vaerious ‘as it is in English and the learners are not fanilder

with the concept of tho didferent tense forms like indefinite,
imperfect, porfoct etc, in their mother tonguwe. As a result,
thoy do not know how to write a ssntencs putting logetier diffe-
ront éanaes and tense aspects in a sequencao. This becomes a



sreét problem for Mizo learners. The errors in tense may be
pemedxed by taaehing the learners the corraot use of 1nd1v1dua1
tenae forms in propsr context and how they can be combinmd in
gsentenaes to oxprass ideas in different time sequences. Once
:the learners eovercome their difficultiss in tedse, many of
their errors in syntax will also be avoided. '

The learners’ errors in syntax indluded srronsous
sentence structures like long and complex sentences without pro-
per conjunctions, connactivaes or correlativas, omiaeign of major
constituents in g sentencs and lack of sequence of tanses among
various ciauses. They wrote a large number of sentoncés in which
proper connsctives were not usaed and pfien inportant parts of the
sentences ware missing resulting in global errors,

It was obgerved form the study that the errors
in syntax wete largely dwe to mother iongus interference and also
due to improper teaching. The structurs of the Mizo language is
quite different from the structure of English, 3%hen the learners
tried to translate their thoughts directly'into BEnglish without
following the rules of syntax in the latter, it resulted in deviant
gentonces. Since the learners were poor in'tha usg of ftanse forms,
syatactical errors were the obvious outcome, The learners had
difficulty in expressing their experiences in time szquencess
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_ The learners?® errors in syntax c¢an bo romedied
by teaching them different patterns of sentence structures
systematically,., They should ba taught the correct use of
connoctivaes and correlatives in the propér contoxts, The
concspt of proper tenses is very important for corredét senience
construction, The teacher showld hslpy the learners to have a
clear concept of tanses in all thoeir aspects and forms in com -
plex and compound sentehces along with active and passive forms

of the sentences.

842:4 BErrors in Spelling

Another important area of difficulty for the
- learners was spelling. The errors in this area cowdd be
considered as those of mother tongus interference and the
inability of the learners to cope with the paculiarities of
the Bnglish spelling systems In Mizo there are no consonant
clusters and spellings ars mostly exaot transoriptions of the
pronunciations. That ia, Mizo words are spelled exactly as
they are pronounceds In written English the learners try
use tha same system in spelliings and as a resulty the pronuncia
tion-gspoelliing errors ocours. There were confusions in words
having consonant clusters, Further, fallty pronunciation of
teachers and learners alike eppeared to be one of the majorx



sources of spelling errors, Silent letters of many

English words proved to bte anothar source of many of the
Spéning errors committed by the learnsrs. Yowels also
formed another source of difficulty for the learners and
many of the aspelling errors were connactad with vowold
graphesmes. While uttering a word, the lsarners did not
ganerally place accent correctly which is the distinctive
character of a vokél. The learners wore thus found to
tranafer incorrect apeach habits to writing. Haste and
ignorancs of the learners on many ocassions also contridbuted
to certain spolling errors. However, these errors ware inre-
gular becaugse at certain places they wrote a word correctly
and the game word incorrectly at another place, The learners
alzo had a tendenay to split certain words into two like 'mid
night! for ‘'midnight’, 'n atead® for *instead? ato. which

were also counted as errorse

One of the remedies for spelling errers is
to teach the learners the correct pronunciation of words placing
stross whore it is necossarye. The learners should also Be
advised to consult & dictionary both for awaning and correct
pronunciation purposss., Tvachaers should also make a list of
difficuls words and put them into practice drills in order to
help students to master them,
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B8e245 Brrors in Artigles

It was found from the study that the
learners were also rather week in the use of articles. The
errors in the use of articles were moatly related to wrong
use of articles and miasmg articles. Tho learners agppeared
to o confused in the use of definite and indefinite erticles.

It may e pointed out that like most other
Indian languages, Mizo does not have articles. Thus, the
learners were not very sure of their uses and were confused
regarding their propoer placement, Vhile translating a sef-
tence from Mizo to English the omission of the article does
not appear to alter the meaning of the ssntenca, It was Ob-
servad that most of tha time the learners resorted to quosaing
to docide whother to use an article or not, Guite often arti-
¢les wore not used where they wore required, The necessity of
an article before a nown or an adjective was not properly in=
tornalized by them, They were also apparcntly mot conscious
of the faot that a proper zimm doés not require an article and
this resulted in errors of addition, There were also eérore
of substitution. It was folt that remedial msasures emphasie
zing upon the principles tehind the use of articles should b
undertaken,
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The errors in the arca of prepositions
ware mostly relatad to the problems of substitution of one
preposition for another. The major cause of errors in this
area was omission. It was odsorved that the learners had come.
to associate g particular preoposition with a single function.
For example, 'to?! for them was a 'diz'éetional preposition and
thenover that function game up there were very few orrors.
However, errors started showing whenever "ot had to bs used
in a different environment, This may Ve attributed to the
fact that Mizo has a very olaborate systom of prepositions and
most of thom have singular functiens unlike English,

The ervors of omission cahnot be traced %o
mother tongus interferance as the system of preposition in Mizo
45 quite sinmilar to that of English. st of ths errors of
omission were .fmmd in complex sentences requiring a nuaber of
prepositions to Be used, Perhaps the learners did not know the
appropriate place vhere a preposition is required, The learners
wvere also found to use two dmétional prepositions together.
Most probably senteances indicating two movements i.e, of ‘coming?
and fgoing? gonfused theni. The difficultiezo of the Iefarners in
the area of prepositions can Ve remedied through intensive prace
tice drills, The learnors should also be made aware of the im-
portance of the prepositions as 3
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the toaching of common prepositions of,
to, from, on, at, in, into, for, with,
by, will provide plenty of brightness in
our lessonsg, for these words are eagy to
teach in their common conérete meanings
(Pittman 3 1967 s 98).

8.2.7  [Ezgoxs in Lexlg

The learners were 3lso found to commit
loxical errors. Many of them often used some words in their
essays which were inappropraite in the contexte Theseo exrrors
wore mostly due to their 1imited vocabulary commend and partly
because of their ignorance about the meanimjs of words in di~
fferent contextse In Mizg,a word does not change its meaning
in different contests unless a cheénge in tono accompanies i,
A change in tone brings & change in tho meaning of many Mizo
words which i3 not the ¢ase in EBnglishe. The Mizo language
also has a rather limited vocabulazy unlike snglish; For oxam=

ple, one student wrote

* 1 was toldd I gaw fifty marks 4n Historxy'

The students may not realise that he had committed a leoxieal
error because the Mip equivalont of the English 's_ee" or
‘saw' io 'hmg' and 41209 uge this word in differant contexts

.~ where & native spoaker of Bnglish would variously ugse 'meet’,
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'cbtain’ s Yagroe', 'secure' otc.

1t was felt that the learners should be ini-
tiated {oAuse the dictionary ¢o increase tbeir woxd powesr
and also to seo their proper use in the right contexts They
should be made aware of the fact that many English woxds carry
different meanings when used in different contexts. Remedial
exercises c¢an be prepared keeping in mind the level of diffi-

culty the learners faces

8.208

, The erxors which were not clagsified were put
under *miscell aneous exzers® which ineiuded errors of nunbex,
pronouns, adjectives,; asdverbs, use of caplital and emall lettexs,
ﬁnnecessarv extra woxds, embiguous expressions etec. These errors,
it was felt, could be remedied 1f the other orror types were
corrééﬁed.\\\

\
It 45 evident from our analysis of the loarners'
errors that they were not competent to expzess themeelves cohe-
rently. They wexe essentiélly week 4n the rules of language )
opeiation and this reflected itself in their sttempts to write "
and express themsolves caherenﬁy. The cmfu_s}gnwiﬁ"’ih'éi‘r minds

rogarding the wady the language operates made them write sentences
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which hampered communication. The division of the essay

into paragraphs had aleo been done haphagzardly with no

relation between the theme and the pavagraph, They wrote

the given eseay in a most disorganized manners The learners

have to be taught the rules of language operation in the eont’exht”.
of actual uses One of the sffective devices to “have the desiréd«
proficiency in Engidish is pattem pradtice drilise One a lahq:
uage itam is explalned, pattexn practice ahguza follow so that -

using that particular itenm will be;eae a matter of habit.

8.3

The system of Mizo and English are quite diffeo~
rent from each othexrs Apazt from phoﬁologicélg mo:phologicai
and syntacti¢iy differences, there are other notable differences
as welles Mizo L9 essentially a tonal language where differences
of tone can alter the meaning of a woxd, The wéy words are
arranged in Mizo i1s also very diffevent from English. The ad-
jectives always follow the nouns The prepositions are mostly
postpositions and the main verbs do not change their forms with
the change of tense and aspects The sentence structure in Eng-
1ish follows the pattern of $~V¥=0, whereas in Mizo, it 18 QwS~V
for first and second person and S.0.V for the thizd person.



Théfinfluence of tho mother tongue tb the
area of gpelling has already been discusseds Errors in
verb liké thoge relating to incoxrrect use of verb form and
errors in tbe use of aspect can be traced to the influence
of the mothex tongue. Brxors of omission of articles also
roflect the intozforence of tho mother tongue. There aroe
no articles in Mizo and, therefoxe, they do not make eny
diffeorence for the learner, as far as meaning L5 concermeds
Thorefore, one saw sentences 1iRe *Ho goave me purse /)for
Birthday present’s Errors of subgtitution in prepositions
¢ould also be traced 5 the interference of the mother tonguoe
Migo:2has @ very elaborate system of prepositions and they
are usually ugsed to denote a single function, Tho multiple
shades of maaning associated with the prepositions in English
are absent in Mizo., All these cause much confusion in the minds

of the learners resulting in exrrorxs of substitution,

However, the résearcher would like to state
clearly that all areas of contrasts did not produce errors.
For example, one could not deteet any errors of the placing
of words in a sentence as done in Mizo. In Mize, for instance,
one gots sentences 1ike ' Thiagpui no hnih min pe rawh'® or *Tea
cup two me give'. We obgerved no ingtances of orrors of this
type in tho learnors' essays. Thorefore, mother othuge is a
factor in respect of come of the errors but the fact oremains
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théﬁ £t 15 not the only source of errorg, Although the
two languages, English and Mizo are very different from
one another, L, interference is not the sole source of
erxor for Mizo learners, As Lado (1964) puts ite *These
differences are the chief sourxce of difficulty in learning
a second language (pe21)s and, 'The most important factor
dete:min;ng eaée and 7d5fficulty in learning the patterns
of a foreign language is their similarity to or difference
from the patterns of the native language ! (Pe91)e Heze
S¢hief source' and *mogt important' imply that mother tongue

intexference &s not conceived to be the only source of errore

8,4

On the basis of the experience gained from
the analysis of the learners' errors, it can be concluded
fhat most of the problems were caused by intexference of
the mother tongue, faulty methods of teaching and inappro-
priate internalization of %ho rules of lsnguage operation.
The habits of the mother tongue often get in the way when
Mizo learners try to express themselves in Englishe Ag a
rosult learners commit many errors in the areas of verb
formsy tense, articles, prepositions, lexis, syntax, spe-~

1ling and the like. Faulty mothods of teaching alse caused
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tho learners to commit erzors in those areas. They weze
taught the rules of grammar but they often do not show

the ability to apply those rules coxrectly in xeal life
communicative situationse. For oxample, they know that

the subjeet in a sentence must agree with the verb but
thoy often ¢annot identify thoe subject. IBey know that

a Pronoun substitutes 3 noun but often ¢annot uge this
device.whiie rwriting éentences oY paragraphss Moreover,
the models of English presented by the teacher deprive the
stgﬁeﬁts from getting on opportunity of exposure to good
English. The legrners pick up pronunclations which are
unagceptable and g8 a result they commit spelliqgerrors.4
The exposuse to o0 many items of grammar simultaneously
affects the process of internalization of the logic of
grammares Inappzopriate ox inagdequate internalization results
in over-generalization of rules which can be seen through
errors like 'goed®, *comed® otcs Another result of the
difficulty 1s that the learnors are unable to understand
the function of the different parts of speechs

It was, therefore, felt that gxammax
exercises should bo practised in the context of an utterance
or discourse as a shoxt term measu:e; I thig ig done the
learners would get adeduate exposgure to the communicative
form of the language and nmight acquire the required profi-
cieney in it.
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It 45 hoped that the syllabus should ensure
that the lanéuage items ére properly graded and Aintroduced
in a phased mannere The teaching methodology should see tb
it that tho items are perlodically repeated for reinforcement.
This vould ensure proper internalization and could help the
learners to be constantly in touch with the important aspécts
‘of language_use. The teachers, it goes without sayina, play ,
g very important role. They should ensure that proper learning
takes place.

The curriculum planners and syllagbus designers
have to take into account the real‘situations that exists in
the classroomss In a rewwote place like Mizoream where exposure
to the use of English is extremecly iimited, the syllabus becomes
an important instrument for teaching communicative skills ox
inéreaslng the learners® proficiency in the languagee. Taking
this into account, the choice of lessons in toxtbooks and gra=~
- dation of matorials in them need to be solected mors carefully,
The lessons in the textbooks neod to be more language oriented
than information oriented. Textbooks should also contain some
conversational lessons to give the learners some idoa about

how languago is used for communication in real life situations.

It has been obsexved that the teachers were
mostly interested in completing the syllabus and rarely felt
the need to increase the learners® proficieney in BEnglich,
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The needly therefore, besides a properly planned.curriculum,
is to have the toachers adequately trained in ELT, This is
necessary because the objoctives specified in the curriculum
cannot become a xeality, until and unless thexe are teachers
to translate them into actual practice. According to Julian

Edges teachers must leamn

how to focus learnars® attention on to
specific foatures of English form and
function, how ¢to model the languago, moti-~
vate and oxgenize its practico and its use,
and explain its working. In other words,
they must become teachers of the language,
with a full range of TEFL procedures at
their command and the theoretical knowledge
necessary to make decisions about the

(1986 3 9=10).

It has been the experience of many cigeiculum
planners that their plansg have falled at the level of the ¢lass-
roome Ono obvious xzeason was that the toachers were not equipp=
ed to handle the syllabus prescribed, For any long torm stra=-
tegy to wozrk pxopérly and effectively the participation and
cooperation of the teacher is a necessity. That is why appro-
priate teacher training programmes have to be conductede The
toacher has (o be made aware of the exaet problems of the i
loarners and their sources. Thig alone can ensure that proper

remedial measures are undertakens
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845

The syllabus of Bnglish, for undergraduate
¢lasses prescribed by NEHJ, ie largely silent about class- B
Toom stxategieso' This leads to a situation where the str-a-
tegies and mothods of teaching English depend on individual
styles and methods of tho teacherse. When teaching styles
and classroom strategies vary, the learning that takes place
also variee., While the curriculum strosses the noed for tea-
cher training, it doos not epocify the kind of training that
is required, The teacher has threo importent roles to play
in the classrooms that of language user, language @nalyst
and language manager. Without proper training the teacher
is usually ignoxrant of how lan.gjuage can be broken down into
‘small teachable items and is alsc unaware of how language
f1tans can bo presented effectively so that they can be unders-—
tood by the learnerss Although lots of rossarch has been
done on techniques for teaching such itemé; many teachers
aro not familiaxr with theme Teacher training institutes
and in-service teacher training programmes must make the
- teachers aware of the new teaching techniques and develop=
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The management of learning is an essen«
tial skill which language teachers need to develope The
toacheors know that students are of varied linguistic abi-~
11ty and that no two students can learn the same thing in
the samo mannex at g given poriods There will slways be
individual diffeorences in the learning ability of students
(Schmitt & 1995 3§ 137). It becomes an important aspect of
the teachor's maﬁagement skill to assess judiciously from
time to time the progress of edeh individual learnex and
manage the classroom activity in such a way so that proper
loarning takes places The teacher needs to 'be sensitive
to students' limitations and not overwhelm them with moxad
then they can handle' (Freemen ¢ 1986 3§ {iGi).

80‘5.2

I’l‘he leamnox, among other things, s the
most impoxrtant constituent of the teaching=learning processs
Any teaching method or strategy cannot be offective without
s‘ex'i.ousl?.taking into account the needs and requisements of
the leaxrners (Haxmer 3 1999 2 337«338). In most cases the
-learners are s’impl\y passive listenors and the teachors tend
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to be indifferent to thelr specific noedse Teachers are

also reluctant to modify or change their assumptiong and
beliefs about the teaching of Engiish. If offsctive tea-
ching i3z tho goal, the teachexs have to change their.tr'ad-‘-&-
itional ways and take care of the needs of the learnerse The
spoken and written woxks in the ¢clagsroom should be functio=-
nai and directed towards the needs of tho learnerse Learners
acquire thelz lenguage skills more rapidly and language loar=
ning becomes a joy if thore is relexed and tension froe at=

mosphere in the classxooms Rivers points out

If students do not appear to be interested
in practising languape use in the ways we
have deosgigneti, 4t i3 the ways we should try
to change, not the students ( 1983 & 152).

The teacher should be ¢reative or innovative in his teaching
stratogles in order %o c¢reate enthusiasm and inteorest among
the leaznerss He ghould be flexible in his instructions and
should have the ability to vaxyvthe instruc¢tional procedure
according to the needs of the moment bocause $

The area of language teaching and learning
£s not static, set in some mold that repre-

gents an unchanging model of how things ought
to be see From time to time we nesd to e
change course &if we find our pregent direc=
tion is not leading ug where wo need to gap
{Ibid. ps. 133)e



Thus, the teacher occupies a central place in a students’
1ife. Students need teachers in the classroom *both to give
them the kind of fecedback they crave and to scknowledge their
progress (Harmer 3 1995 3 340).

It has been reported by the teachers that
it becomes difficult for them to implement suiteble strate-
gies to benefit tho students if the clasges are too iarge.
Beosides, the present oxamnination system does not allow them
to be innovative beéause their teaching is mostly examination
orienteds 1In such situations the teachers can plan thelr tea~
ching properly and tutorial classes of small groups of students
c¢an be arranged. Remedial measures and other helpful methods
can be adopted to help the wetker students in paxrticular to
come up to the level of the bettexr oness

846

The present study reveals that pedagogical
and linguistic factors are responsible for poox proficiency
in Bnglish of the students ot tho undergraduate level in
Mizorane. The comparison of Bnglish and Miye end the analysis
of the learners' errors show that Mizo learners face various
problems in many areas of language operations The comparison
of the two languages shows the differences between them in
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tho arcas of phonology, moxphologyAand syntax which are
believed to be the sources of many of the errors commi~
ttod by the learneorse It has been obgserved that mother
tongue interfeorence plays a significant rolo regarding
learners® crroxrse Apart from mothor tongue interference,
other factors are related mostly to teachings The teaching
methods and strateglies did not help to sdlve the learners’
problems ahd did notrmaet their needse In oxder to improve
the teaching=learning situation a model syllabus has been
designed in chapter VII keeping in mind the needs and fnte-
rects of the learners as well as theiy socio-cultural back=
| ground. While 4t is proposcd that the teachers should be
trained in ELT, thoy should also be provided with proper
facilities, The examination needs to change and its objec~
tive should be, among other things, to test the communicative

ability of the loarnerss Caxl James says 8

Ability to sustain a conversation in the
foreign language s one of the main goals
of Lz teaching. Therefore, it would seem
sengible to enquire vwhat is involved in
holding a conversation in any language, and
then to consider the question of what diffe-

rences there are betwoen conversations in the

L, and in the Lga this 13 the contrastive di-
mension, of course (1980 : 128).
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To echeive communicative ability of Mizo learners the
teachers may be advised to carry out a contrastive analysis
of Mizo and Bnglich to find out in which areas the two lang=
uages differ from each other. This comparison will enable
tho teachers to know in which arcas of language operation
the learners most need holp, and they will be able ¢o pre~.
dict 'points of difficulty and some of the errors that lear-
ners will make' (Oller 3 1971 s 79). However, the researcher
is awaro that C.As cannot predict all errors that learners

- makes The predictive power of CA is subjoct to limitationss

There are, of course, purely quantitative
linmitations on the numbers of learners'
errors that CAs can predict, limitations
otemning from the fact that not all orrors
are the result of L-.‘ interference, i.e.
interlingual errors (James 3 1980 8 146).

It may be pointed out that there are othexr major sources of
exrors which are of s non-contrastive origin like the offects
of target-language asymmetries (intralingual exrors), transfer
of training, strategies of 52 learning and “2" communication
strategies (Ibid). |

Therofore, it may be safely concluded that
CA has a significant xrole to play in pre-iddntifying loearning
problems and also in gpecifying the contzolled steps where by
the lecarners can most eofficiently solve their learning problems.



RAPHY

Alam, Q.Z. 1983 ISSIES 3 LINGUISTICS AND PEDAGOGIC.
Sterling Publishers P-rivate Ltd.

| 411 Indian Council of  REPCRT OF THE NAGPWR SEMINAR. New Delhi.
Secondary Education,
1938

Allen, B.C.et.al.1984  THE GAZETEER OF ASSAM AND BENGAL.
Mittal. New Delhi,

Allen,H.B., Campbell,  TEACHING ENGLISH AS A SECOND LANGUAGE.

R.N. 1972 McGraw-Hill International Book Co.
Allen,N,et al. 1983 ‘Designing a communicative syllabus

in China' in CASE STUDIBS IN ELT.

Atikinson, M.et gl.1982 FOUNDATIONS OF GENERAL LINGUISTICS
George Allen and Unwin(Publishers)Ltd.

Ausubel,D.F. 1968 EDUWCATIONAL PSYCHOLOGY 3 A COGNITIVE
VIEW. New York : Holt,Rinchart and
Winston,

Bandyopadhyay,P.K.1985 LBADERSHIP AMONG THE MIZOS.
B.R, Publishing Corporation. bDelhi.

Bloomfield; L.1933 LANGUAGE . london, Allen and Unwin,



311

Bolinger,D.s; Sears;D.A. ASPECTS OF LANGUAGE. Harcourt Brace

1981, Jovanovich, Inc,New York.

Bright, J, AcMcGregor, - TEACHING BNGLISH AS A SECOND

m'oughton,ﬁ.,&'mnfit, - TEACHING ENGLISH AS A FOREIGN

C.et alo 1WBQ WG'UAc‘Eé Rouﬂedge and &gaﬂ )
Pa“l Ltdo

Brumtit,C. 1980 FROBLEMS ' AND FRINCIPLES OF ENGLISH

TBACHING, Pergamon Press, Pergamon.

Brumfit, C.J., Johnson,K. THE COMMWNICATIVE APFROACH TO

(eds). 1979 LANGUAGE TEACHING. OtPp.
Catford,J.C, 1968 ‘Contrastive Analysis and lLanguage

Teaching ' in MONOGRAPH SERIES ON
LANGUAGES AND LINGUISTICS. James
E.Alatis (ed).Georgetown University

Press.
Cateord, J.C. 1988, A FRACTICAL IVRODWTION 70 PHONETICS.
ow. « V
Chao, Yuen Ren. 1968 LANGUAGE AD STMEOLIC SYSTEMS.CUP.
Chatterjee,S.1930 * MIZORAM BNCYCLOPAEDIA. Vol.2.

Jaico Publishing House,Bombay.



Chomsky, N. 1957.

Chomsky, N. 1965
e@rder.» -SsPe 1971
Corder, S.Ps 1973.

Corde!—‘,v S.P. 1974.

Corder,S.P. 1974,

318

TEACHING THE MIZ0 LANGUAGE.
Workshop for lecturers in Mizo
Subject, Alzawl:

THIS BEAUTIFUL INDIA. Light and
Life Publishers, New Delhi.

SYNTACTIC STRUCTWRES. Mouton 3

The Hague.

ASPECTS OF THR THEORY OF SYNTAX.
Cambridge. Mass. MIT Press.

*Idiosyneratic Dialects and Error
Analysis! in IRAL.

INTRODUCING APPLIED LINGUISTICS.

Error Analysis® in TECHNIQES
IN APPLIED LINGUISTICS. The
Bdinburgh Course -in Applied
Linguistics. J.P.B, Allen and-
S.Pit Corder (eds) ,Vol.3.0UP.
London.

*The Significance of Learners®
Errors? in NEW FRONTIERS IN SBCOND
LANGUAGE IERNING. John H.Schumann
and Nancy Stenson (eds). New bury
House Publishers, Inc.



316

{ .
Crystal, David, 1971. LINGUISTICS. Penguin Books Ltd,
Harmondsworth, England.

Crystal, David,1985, A DICTIONARY OF LINGUISTICS AND
PHONETICS. Basil Hlackwell Ltd.

/

Dena, Lal, 1988. CEHRISTIAN MISSIONS AND COLONIALISM.
Vendrame Institute. Shillong.

Dulay,H.C.,Burt; M.K. 1972 "Gobfing 3 A0 Indicator of children's
Second Language lsarning Strategies?
in LANGUAGE LEMRNING 22,

Edge,Jiilian,1988. *Applying lLinguistics in English
e language Teacher Training for
Speakers of Other Languages ' in
ELT JOWRNAL 42/1

Edgerton, . 1948, 'A Look at ASTP as student and
Teachers! in MLJ/32. . '

Education Commission.1966 BDUCATION AND NATIONAL DEVELOPMENT.

Bducation Commission. 1971 EDUCATION AND NATIONAL DEVELOPMENT.
Ministry of Education.New Delhi.

"Bllis, R. 1985. UNDERSTANDING SECOND LANGUAGE
' ACQUISITION. OUP,



Feverlicht, I. 1948,

Fleg_e, J.E. 1987, _

Fries, C.Cs 1945,
Fromkin, V., Rodman, R.

1983,

Gradman, J. 1971.

Grierson, G.A. 1904,

Harmer, Jeremy. 19953.

Higher Education -
Directorate. 1989.

320

iproblems in the Cultural
Approach ' in MLJ/ 32.

'The Production of “new® and
ogim{lar® phones in a Foreign
Language & Bvidence ofor the
effect of equivalence classifica-
tion? in JOIRNAL OF PHONETICS.15.

TRACHING AND 1EARNING ENGLISH AS
A FOREIGN LANGUAGE. Ann Arbor, Wahr.

AN INIRODWCTION 10 -LANGUAGE. CBS
College Publishing

*The -Limitations of Contrastive
Analysis Predictions' in WORKING
PAPERS IN LINGUISTICS. University
of Hawaii 3/b4.

LINGUISTIC SWRVEY OF INDIA. Vol.3,
Part I11. Motilal Banarsidass.

Contrastive Grammar and Textbook
Structure' in MONOGRAPH SERIES ON -
LANGUAGES AND LINGUISTICS. James B,
Alatis (ed). Georgetown thiversity
Press.

'Taming the big?: 7'in ELT HOWRNAL
49/4.

REPORT of | Govt. of Mizoram, Alzawl.



Howatt, A.P.R. 1984,
Jackson,Hi1981¢
dakobovits, L. A¢1570

Jameis,» Ce 19740 K

James, Cs 1980,

321

THE LIFE AND WITNESS OF THE CHIWRCHES.
IN MIZORAM. The Literature 'Committee
Publication. Baptist Church of Mizoram.

A HISTORY OF ENGLISH LANGUAGE TEACHING.
ouP. o |

Contrastive Analysis as a Predictor of
Errors, with References to Punjabi
learners of English' in CONTRASTIVE
LINGUISTICS AND THE LANGUAGE TEACHER.
Jacek Fisiak (ed). Pergamon Press Ltd.

FOREIGN LANGUAGE 1ERNING : A PSYCHO-
LBIGUISTIC ANALYSIS OF THE ISSUES.
Newbury. House, New York.

'The Exculpation of Contrastive Ling-
uistics! in PAPERS IN CONTRASTIVE
LINGUISITCS. G.Nickel (ed).CUWP.

TLinguistic Measures for Error Gravity!
in AUDIO-VISUAL LANGUAGE JORNAL 12.

CONTRASTIVE ANALYSIS : APPLIED LING=-
UISTICS AND LANGUAGE STUDY. C.N,
Candlin (ed). Longman Group Ltd,



Johanson,- 841975, -

Jones, Daniel, 1972.
Kapoor, C.L. 1958

mem, We 19360

Koch, B. 1947.

kasnen. SeDs, %rrellp

"} TiDe 1983,

322

PAPERS IN CONTRASTIVE LINGUISTICS AND
LAVGUAGE TESTING. Class Schaar and

Jan Svartvik (eds). Lund Studies in

Bnglish 50. CWK Gleerup s Lund.

. *The Usescéf Error Analysis and

Contrastive Analysis ' in PAPERS IN
CONTRASTIVE LINGUISTICS AND LANGUAGR
TESTING. Class Schaar and Jan Svartvik
(eds). Lund Studies in English 50.
CWK Gleerup 3 Lund,

An Outline of English Phonetics. Kalyani
Publisherse.

RADIO IN SCHOOL EDWATION, Govt. of
India Publication. New Delhi.

SECOND LANGUAGE ACQUISITION. CUP,
‘Functionalism in FL Teaching! in MLJ/31.
THS NATWRAL APEROACH 3 LANGUAGE AQUISI -

TION IN TiR CLASSROOM. The Alemany
Press/ Pergamon Press Ltd.

AN TNTRODWCTION 10 LINGUISTICS FOR
LANGUAGE  TEACHERS. Somaiya Publications



323

Lado, R. 1957. LINGUISTICS ACROSS CULTWRES. The
o University of Michigan, Ann Arbor.

Lgdo, R. 1961, LANGUAGE TESTING : THE CONSTRUCTION
AND USE OF FOREIGN LANGUAGE TESTS.
london. Longman.

Lado, R. 1964, : LANGUAGE TEBACHING : A SCIENTIFIC
APFROACH. McGraw Hill, New York.

Lado, R. 1968, - %Contrastive Linguistics in a Menta-
listic Theory of Language Learning® .
in MONOGRAPH SERIES ON - LANGUAGES AND

LINGUISTICS, James E.Alastic (ed).
Georgetown University Press. "

Lambert, W. et al. 1972. APTITUDE AND MOTIVATION IN SECOND
LANGUAGE IEARNING. Newbury House.
Massachussetts.

Larsen~Freeman, D, 1986, TECHNIQUES AND PRINCIPIES IN LANG=-
‘ UAGE TEACHING, OUP.

‘Llee, W.R. 1968, *Thoughts on Contrastive Linguistics
, in the context of Language Teaching
in MONOGRAPH SERIES ON LANGUAGES AND
LINGUISTICS. James.B.Alastis (ed).
Georgetown University Press.

lee, W.R. 1972. "The Linguistic Context of Language
E Teaching ' in TEBACHING ENGLISH AS A
SSECOND LANGUAGE 2 A BOOK OF READINGS. .
Harold B,Allen and Russel N,Campbell
{eds) .McGraw-Hill, Inc.



324

Lindell, B. 1973. The Four Pillars : On the Goals"
of Foreign Language Teaching? in
ERRATA 3 PAPERS IN ERROR ANALYSIS.
Jan Svartvik (ed). Gleerup : Lund..

1loyd, J.M. 1991. HISTORY OF THE CHWRCH IN MIZORAM 3
| " HARVEST IN THE HILLS. Gospel Cen-
tenary Series No.I « Synod Publi-

cation Board. Alzawl. Mizoram.

Lorrain, J.H. 1940, _ The Lushal Grammar. Asgatic Society.

. Calcutta.
Lorrain, J.H. 1982. DICTIONARY OF THE LUSHAI LANGUAGE.
- The Asiatic Society.
lorrain, J.H.,Savidge, A GRAMMAR AND DICTIONARY OF THE
F.W. 1976. , LUSHAI LANGUAGE. Firma KLM Private

Ltd. Calocutta.

Mach, Vladimir, 1971. . '‘Comparative Analysis of English
and Czech phonology and prediction
of errors in learning! in PAPERS-

IN CONTRASTIVE LINGUISTICS. G.Nickel

(ed). CUP.
Mackey, W.F. 1965. LANGUAGE TEACHING ANALYSIS. longman.
‘ London, -
Major, R.C, 1987. A model for Interlanguage Phonology' .

in Georgette loup and Steven H.
Weinberger (eds).



325

fNative and Nonnative Phonological

Representations?! in IRAL 33/2.

Marton, W. 1981.

Mc Call, A.G. 1949.

Mc Donough,Steven,H. 1981.

Morris, M.C. a944,
Morrow, K. 1979,
Munby, J. 1978,

P

Nemser, W. 1971.

Newmark,L.E. 1966. .

*Pedagogical Implications of Contras—
tive Studies' in CONTRASTIVE LING=-
UISTICS AND THE LANGUAGE TEACHER.
Jacek Fisiak (ed). Pergaemon Press
Ltd.

LUSHAI CHRYSALZS . Firma KLM Private
Ltd.

PSYCHOLOGY IN FOREIGN LANGUAGE TEA~
CHING, George Allen and thwin
(Publishers) Ltd.

Ends and Means in Language Teaching'
in MLJ/28.

'Communicative Language Testing' in
REVOLUTION OR EVOLUTION APPROACH TO-
LANGUAGE TEACHING. C.J.Brumfit (ed).
OUP. London.

COMMUWNICATIVE SYLLABUS DESIGN. CUP.

*Approximate Systems of Foreign
Language learners! in IRAL/9.

How Not to Interfere with Language
learning® in INTERNATIONAL JOWRNAL
OF AMERICAN LINGUISTICS I.



Nemark._’, LOE oReibel "D'. 1 9680

Nickel,G.(ed). 1971,

Nickeal, G. 1973.

Noth, W. 1979.

0 Connor, J.D.1983.

Oirsouw, R.R. van (Bnglish
APEngdation). 1984.

.Oller, J.W. 1971.

0116!‘, J_‘o W.’, Richa!’ds.
J.€, (eds). 1973.

Palmer’,_ F.Re 1971,

326

Necossity and Suffigiency in
Language learningt® in IRAL/S6.

PAPERS IN CONTRASTIVE LINGUISTICS.

1Aspects of Brror Evaluation and
Grading! in ERRATA : PAPERS IN
ERROR ANALYSIS. Jan svartvik (ed).
Stockholm, '

Brrors as a Discovery Procedure
in Linguistics' in IRAL/17.

PHONETICS. Penguin Books Ltd,
Harmondsworth, England.

APPLIED LINGUISTICS AND THE LERNING
AD TBACHING OF FOREIGN LANGUAGES.
Bdward Arnold (Publishers) .Ltd.

Difficulty and Predictability’
in PCCLLU PAPERS. University of
Howaidi.

FOCUS ON THE LEARNER : PRAGMATIC
PERSPECTIVES FOR THE LANGUAGE
TEACHER . Rowley/Mass.,Newbury
House.

GRAMMAR . Penguin Books Ltd.
Harmondsworth.



Palmer, H. 1917,

Pathak, ROA. 19880
Pattanayak,D.P. 1981.
Pittman, C.A. 1967.

‘Prabhu, ‘N.S. 1980,
P!‘asad, RON! 19870
Rao, Reshav. 1980.

'Richardson,G. 1983,

3271

THE SCIENTIFIC STUDY AND 'IEACHING
OF LANGUAGES.
Harrap and Co.london.

Brror Analysis of an Indian Corpus','
in IJOAL 14/2.

Multilingualism and Mother Tongue
Bducation. 0UP,

TEACHING STRUCTIR AL ENGLISH.

Ginn and Co. london.

'Theoretical Background to the Bangalore
Project! in RIE (South Indian) BULIETIN
No.h(i).

GOVERNMENT AND POLITICS IN MIZORAM
(1947-1986) . Northern Book Centre,
New Delhi,

*Impadiments in the classroom Expe-
rienced in the ProJject! in RIE-
(South India) BULLETIN No.4(1).

'An Introductory Overview of Methods
and Methodology ! in TEACHING -MODERN
LANGUAGES G. RiIchardson (ed).

Croom Helm, london,



320

THE TBACHING REVOLUTION

‘Reid, J.R. 19456, 'The Drill-Master in the Speaking
| Approach Courses in Romance Languages

at Clark University® in MLJ/30.

THE PSYCHOLOGIST AND THE FOREIGN
LANGUAGE TEACHER Chicago Wniversity
Press, Chicago.

Rivers, W.M. 1964,

Rivers, W.M. 1968. TEACHING FOREIGN LANGUACE SKILLS.
~ Chicage University Press,Chicago.

Rivers. W.M. 1968. ‘Contrastive Linguistics in Textbook
| and Classroom' in MONOGRAPH SERIES
ON LANGUAGES AND LINGUISTICS. James;
B. Alatis (ed). Georgetown University

Press.

'The Natural and Normal in Language
Teaching! in PERSONALIZING FOREIGN
LANGUAGE INSTRUCTION: Renate A, Schulz
(2d), National Textbook Co. Skokle,

nlin018.

Rivers, W.M. 1977.

CQWICATING NATWRALLY IN A SECOND

A RiVGI’Sg W.M. 1983,
: LANGUAGB: CUP,

Robinson, P. 1980, ESP. Pergamon Press. London.



Roberts. J.T. 1982,
Robins, R.H. 1980,
"Rowe, Benjamin. 1945.

Sajavaara,K.1 981.

Saville, T.M. 1976.

Schmitt, Ney Schmitt, D.1995.
Selinker, L.F. 1971.

Selinker, L. 1972.

S_hal{espeare 0 Je 4 975.

329

Recent Developments in ELT' in
LANGUAGE TEACHING ABSTRACTS.

GEMERAR LINGUISTICS 3 AN INTRODUC-
TORY SIRVEY. longman Inc. New York.

The Army Streamlirnes Language
Instructiont in MLJ/29.

tContrastive lLinguistics Past and
Present and a Communicative Approach!
in CONTRASTIVE LINGUISTICS AND THE
LANGUAGE TEACHER., Jacek Fisiak (ed),
Pergamon Press Ltd.

TEACHING ENGLISH AS A SECOND LANGUAGE.
Prentice Hall, Inc. New Yorkg

Wocabulary Notebooks 3 Theoretical
Underpinnings and Practical Sugges-
tions ! in ELT JOWRNAL 49/2, -

‘A Brief Re appraisal of Contrastive .
Linguistios' in WORKING PAPERS IN

CEINGUISTICS. University of Hawaid.

*Interlanguage’ in IRAL 10/3.

THE LUSEI-KUKI CLANS. Part I.



330

Sloat, C.et al. 1978, INTRODUCTION TO PHONOLOGY.
' - Prentice - Hall Inc. Englewood
Ciiffs, New Jersey.
sridhar, S.N. 1981. "Contrastive Analysis, Error Analy-
sis and Interlanguage 3 Three
phases of One Goal ' in CONTRASTIVE
LINGUISTICS AND THE LANGUAGE TEA-
CHER. Pergamen Press Ltd.
. Stern, H.H. 1983. FUNDAMBNTAL CONCEPTS OF LANGUAGE
: TBACHING., OUP. o
‘Stockwell, R.P.,Bowen, THE SOUWNDS OF ENGLISH AND SPANISH.
J.D. 1965, Uiversity of Chicago Press,Chicago.
Strevens, P. 1977. NEW ORIENTATIONS IN THE TEACHING
‘ '~ OF ENGLISH. QUP. London.
Sweet, H. 1964, THE PRACTICAL STUDY OF LANGUAGES
OUPQ Inndon._
Taylor, D.S.1955. ‘ 'VOWIS, Consonants and Syllabus -
in English 3 A English Teaching
Perspective * in IRAL 33/1..
Thanga, L.B. 1978. THE MIZOS ¢ A STUDY IN RACIAL -

FERSONALITY. United Publishers,
Gauhati. :



331

Thomas, Owen. 1970, ' TRANSFORMATIONAL GRAMMAR AND THE
; TEBACHER OF ENGLISH. New York :
Holt International.

Thomson, A.J., Martinet, FRACTICAL ENGLISH GRAMMAR. OUP,
A.V. 1960. Bombay .

University Grants Commission SECOND STUDY GROUP REPORT ON THE

'1977, . TEACHING OF ENGLISH.U.G.C.New Delhi.
Vallins, G.H. 1954, SFELLING. London 3 Andre Deutch.
Verghese,C.P. 1989. TEACHING ENGLISH AS A SECOND

LANGUAGE. Sterling Publishers
Private Ltd. New Delhi.

Vumson, 1987, 20 HISTORY . N.T. Thanga, Alzawl.
Weinreich, U, 1953. LANGUACES IN CONTACT : FINDINGS AND
FROBLEMS., Mouton Publishers. The
A | Hague. a
¥hitman, R.A.,Jackson, 'Tne Unpredictability of Contrastive
K.L. 1972. Analysis® in LANGUAGE IERNING 22.
widdowson, H.G. 1978, TEACHING ENGLISH AS COMMWNICATION.
o ‘ OouP. 4 .
wilkins, D.A. 1976, NOTIONAL SYLLABUS.OUP. London.
Watt,H.G. 1964, THE - TEACHING OF ENGLISH IN INDIA.
O0UP. ILondon.
- Xavier,Fr.louis, et al. INNOVATIONS IN INDIAN ELT. THE LOYOLA

198.70 ' EXPERIWT. Iﬂyo:;a COllege » A Madras;.



