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Abstract 

 

Exploratory in nature, this study aimed to develop a comprehensive and critical 

understanding of English language education policy, with a specific focus on secondary 

education in Bangladesh. The policy trajectory model (Bowe, Ball, & Gold, 1992) was 

employed as an overarching analytical framework within which language-in-education 

planning (Kaplan & Baldauf, 1997, 2003, 2005) was contextualised and investigated. The 

framework, with its three critical lenses of policy process—the macro context of 

influence, the meso context of policy text and the micro context of practice— has 

facilitated an exploration of the ‘bigger picture’ of secondary English education in 

Bangladesh.  

A qualitative case study approach was employed. The data were generated using 

documents, semi-structured interviews and observations. The qualitative content analysis 

of pertinent historical and policy documents was conducted to identify the factors that 

influenced developing English education policy in Bangladesh. Similarly, a qualitative 

content analysis of the latest policy documents, the National Education Policy 2010 (NEP 

2010) and the National Curriculum for English 2012 (NCE 2012) was undertaken to 

understand the policy objectives and recommendations regarding secondary English 

education. Finally, along with observations of schools, the thematic analysis of interviews 

with the purposeful sample of Bangladeshi secondary school English teachers, school 

principals and teacher trainers enabled a more in-depth investigation of the policy 

objectives and recommendations.  

The overall findings of the study revealed a non-linear, complex, technical and 

incongruent approach to the policy process in secondary English education. Having an 

inorganic relationship with the English language and English education, the macro level 
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findings indicated a ‘post-colonial puzzle’ (Lin & Martin, 2005), that is, a tension 

between colonialism, nationalism and globalisation. At the meso level, the policy 

directions regarding English education in the NEP 2010 and the NCE 2012, though 

appearing to be egalitarian and aspirational, were also found to be prescriptive, 

incongruent and silent, and so contributed to a perception of Bangladeshi secondary 

English education policy as a clogged wheel. Issues around disparities, rejections, 

negotiations and contestations emerged as key themes from the lived experiences of 

English teachers, school principals and teacher trainers regarding the micro level practice 

of secondary English education policy in both rural and urban contexts. 

As Bangladesh strives to find its place in a globalised world, these issues pertaining 

to English education are fundamental. The findings of this study suggest that if English 

education policy development is to meet the needs of an emerging nation, then it must be 

coordinated, resourced and truly equitable across all secondary education contexts. 

Against the historical backdrop of colonisation, resistance and the gaining of 

independence, English language teaching in Bangladesh, if is to be strengthened, must be 

given full, effective attention and support at the macro and meso levels.  

The study has concluded that there are initiatives that support this notion. The road 

to secondary English education in Bangladesh offers hope for the future, as long as 

further policy reformation ensures a coordinated approach, providing a combination of 

‘pressure’ and ‘support’ (Fullan, 2005) at the implementation stage.  
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Chapter 1 

Introduction: Setting the scene 

 

 

 

1.1 Introduction 

This thesis offers a comprehensive and critical exploration of English language 

education policy, with a specific focus on secondary education in Bangladesh. The purpose of 

the introductory chapter is to present the research motivation and background, the aims of the 

study, an overview of the research stance and, finally, the overall thesis map.  

1.2 Motivation and background of the study 
 

 During the period 2006-2009, I was involved as a joint treasurer with the Bangladesh 

English Language Teachers’ Association (BELTA), a voluntary professional organisation 

working with the vision of supporting English language teaching (ELT) personnel in 

Bangladesh, the larger group of whom were involved with secondary education. My 

engagement with the association gave me an opportunity to develop a network involving 

more than 1000 ELT stakeholders, including English education specialists, English teachers, 

teacher trainers, and school principals. Several professional development programmes, and 

national and international conferences organised by BELTA, provided an opportunity to gain 

firsthand knowledge of the stakeholders’ experiences and struggles with English education. 

Many of their discussions, occurring as face-to-face informal conversations or formal plenary 

sessions, reflected notes of concern. The stakeholders were unanimous in expressing their 

views that English language education in Bangladesh was in need of review. They identified 

a need to bring substantial planning and changes to pertinent policy areas of English 

education so that its impact within the overall education system could be perceived and 
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viewed as positive. Such insights, though thought provoking, tended to be shelved once the 

professional gatherings had ended.  

In the ensuing four years, Bangladesh developed its latest National Education Policy 

(NEP 2010) and consequently revised, produced and publicised the National Curriculum for 

English (NCE 2012) and English for Today (EFT) textbook series. I set out on this PhD 

journey in mid-2015, primarily with the intention of investigating English teacher education 

provisions in Bangladesh. However, reading the literature about the Bangladeshi ELT context 

gradually started nudging conversations previously held to the forefront of my thinking. I 

realised that teacher education is just a part of the whole English-in-education sector. To 

make teacher education more effective and prolific, first and foremost I needed to clarify the 

nuances existing in the overall English education system.  

In relation to this, focusing on Bangladesh—the context of the study, I pondered on 

the developments that have occurred in the more than 45 years since Bangladesh achieved 

independence. Recommendations from several English education policies have been initiated 

and implemented during this period; however, reports have indicated that they were either 

passed over or not actualized properly. Then the NEP 2010 and the NCE 2012 were released. 

These two most recent government policy documents about education in general and English 

education in particular were found to view the English language as a transformative and an 

instrumental tool for developing economic, social and human capital in Bangladesh. 

Understandably, those policy documents were more extensive than the previous documents 

for improving English education (Chowdhury & Kabir, 2014). Consequently, I became 

interested in exploring the avenues offered by these two documents regarding English 

education and how they were put into practice. The scarcity of extensive empirical 

investigations, which was also mentioned by Shohamy (2006), led me to move forward with 

the current study, as: 
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Not only is there little knowledge about the connection between language policy and 

language learning, there are hardly any studies that follow up the implementation and 

practices of policies. While policy makers believe that such connection exists, there is 

no evidence to show that this is in fact true. (p. 144) 

 

With this personal motivation, I continued reading literature on language policy and 

planning (LPP), paying particular attention to English education. It became obvious to me 

that the field of LPP, by virtue of its depth and breadth, included multidisciplinary 

approaches towards language education (including national and foreign/second language). 

LPP considers a particular set of language needs and so implicates deliberate, sometimes 

overt and future oriented plans in a societal context (Rubin & Jernudd, 1971). In the name of 

language-in-education policy and planning (LEPP), this cannot take place in a vacuum; rather 

it is influenced by and closely related to a nation’s socio-politico-economic and educational 

sine-qua-non (Kaplan & Baldauf, 1997; Kirkpatrick & Liddicoat, 2017; Pennycook, 1995, 

2007; Shohamy, 2006). In this process, LEPP directs and facilitates the formal teaching and 

learning of a language in any context to develop and sustain proficiency of that language in 

that context.  

Theoretically, in the teaching and learning of any sort of standard second or foreign 

language (apart from the native one), it is the formal education sector that is substantially 

regarded as “the transmitter and perpetuator” (Kaplan & Baldauf, 1997, p. 123). This sector is 

responsible for deliberate, overt and future oriented planning and for translating the planning 

into classroom practice. The planning and directives trickle down to the stakeholders 

responsible for implementing the policies, including teacher trainers, school principals and 

teachers.  

So, what is the situation in Bangladesh in this regard? In my further reading, I came 

across two noteworthy quotations:  

More and more people must address “the big picture”….The agenda for the next 

decade is to “transform the system” by improving the overall infrastructure in a way 
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that reinforces and extends…..and helps to cause local development in others (Fullan, 

2005, p. 12). 

 

The main reason that change fails to occur in the first place on any scale, and does not 

get sustained when it does, is that the infrastructure is weak, unhelpful, or working at 

cross purposes. By the infrastructure I mean the next layers above whatever unit we 

are focusing on (Fullan, 2005, p. 12). 

 

These quotations supported my thinking about secondary English education. What are the 

factors that might comprise the infrastructure of English education policy in Bangladesh? 

What might the big picture of English education in Bangladesh be like? The study pertaining 

to secondary English education reported in this thesis was conceptualised in the light of such 

a backdrop of motivation and thinking. 

1.3 Research aims 
 

To address the infrastructure, the big picture suggested by Fullan (2005), this 

research project aimed to develop a comprehensive and critical understanding of secondary 

English language education in Bangladesh by exploring the interactions between policy 

development, planning and how these are practised in context. As a whole, the study took 

into account an in-depth analysis of historical reviews, policy planning and directives. As 

well, it examined the latest policy documents and the views and practices of the stakeholders 

(teacher trainers, school principals, and English teachers) responsible for implementing the 

policy directions. The eventual goal, therefore, was to offer a holistic and critical account of 

secondary school English language education by looking at the complex interactions, 

connections (disconnections) and (or) negotiations between top-down and bottom-up 

processes of English education policy and practice. 

Accordingly, the present study was guided by the following three research questions: 

Research question 1: How has the socio-politico-economic context at different times 

influenced the development of English education policy in Bangladesh?   
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This question was framed with the aim of understanding the convergence, divergence and/or 

parallel existence of factors that influenced and contributed to the current English education 

policy in Bangladesh. Echoing Ricento (2000), Taylor, Rizvi, Lingard and Henry (1997), and 

Tollefson (1991), I considered it important to analyse the rich historical context of English 

education policy so that the contestations in the process of developing English education 

policy would be explicit.  

Research question 2: To what extent do the NEP 2010 and the NCE 2012 policy documents 

take into account the issues and standards of secondary English education policy? 

This question was constructed to identify the policy avenues of secondary English education 

offered by the latest key policy documents. More specifically, the interrogation of these two 

documents in terms of the LEPP framework (Kaplan & Baldauf, 1997, 2003, 2005) not only 

enabled me to scrutinise the policy directions but also to develop a comprehensive and 

critical understanding of how the meso context of secondary English education policy texts 

are informed and endorsed by the macro context of policy influence. My intention was also 

attested by the notion that the globally well-recognised education-related policy might exhibit 

inadequate planning in and attention to the actual, local policy context (Lingard, 2000; 

Priestley, 2002).  

Research question 3: How are the issues and standards of secondary English education 

policy practised by English teachers, school principals and teacher trainers (the policy 

implementation stakeholders) in Bangladesh? 

The third question was formulated with a view to exploring the extent and ways of 

implementing secondary English education policy planning through the lens of the ground-

level stakeholders (teacher trainers, school principals and English teachers) responsible for 

policy implementation. The implementation stage can be viewed as a nested system of 

multiple agents and elements (Davis & Sumara, 2006; Mason, 2008) in which these 
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stakeholders have agentic strategies to ‘play with or throw away’ (Kelly, 1999; Petrovic & 

Kuntz, 2013). Therefore, I was concerned to delve into what is happening at the actual 

ground level. 

1.4 Research stance 

 

 To offer a comprehensive, big picture of secondary English education in Bangladesh, 

the study teased out the inherent complexity of secondary school English education policies 

and practices by employing a discursive, hybridised theoretical lens. More specifically, the 

study utilised the policy trajectory study model (Bowe, Ball & Gold, 1992) within which the 

Kaplan and Baldauf (1997, 2003, 2005) LEPP framework was contextualised to address and 

investigate the context of secondary English education in Bangladesh. An eclectic approach 

to the discursive analytical framework enabled the study to be more dynamic and credible in 

pursuing the eventual study aim of demonstrating the infrastructure, the big [ger] picture 

(Fullan, 2005; Vidovich, 2007). 

 

 

 

 

 

 

 

 

 

 

 

Figure 1. 1: Theoretical framework (adopted and adapted from Bowe et al., 1992; Kaplan & 

Baldauf, 1997, 2003, 2005). 
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A multiple-embedded, qualitative case study (Yin, 2014) was conducted. The units of 

analysis offered a space to focus on a more holistic, in-depth and relational analysis of 

secondary English education from its policy-to-practice context (Colley & Diment, 2001). 

The three contexts of the policy trajectory model (Bowe et al., 1992) were utilised as the 

overarching theoretical lens (Figure 1.1) to address the study’s three research questions.  

The context of influence was used to analyse the data in relation to the first research 

question. Along with the historical review of the English language and English education in 

Bangladesh, pertinent policy documents (from the period of independence to the present) 

were considered in this respect. The second research question was informed by the context of 

policy text; the Kaplan and Baldauf LEPP framework was contextualised to examine the NEP 

2010 and the NCE 2012. Qualitative content analyses (Gibbs, 2009; Graneheim & Lundman, 

2004; Schreier, 2012, 2014; White & Marsh, 2006) were undertaken to address these two 

research questions. Finally, the context of practice was used to address the third research 

question by interpreting the interview data along with school observations to explore the real 

picture of secondary English education practice. A set of the stakeholders implementing 

English education policy, namely teacher trainers (TTs), school principals (SPs) and English 

teachers (ETs) working for and at secondary school education level were recruited as 

participants for semi-structured interviews. ‘Direct observations’ (Yin, 2003) of schools were 

also conducted to explore the provision of secondary school education in general and English 

education in particular in Bangladesh. The interview and observation data were analysed 

thematically (Braun & Clarke, 2006), under interpretative assumptions (Kohlbacher, 2006; 

Merriam, 2009).  

1.5 Rationales for the research 
 

 The rationale for this study consisted of two primary reasons. 
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First, as explained above, the purpose of this study was to develop a critical and 

enhanced understanding of secondary English education in Bangladesh by utilising the 

theoretical framework described in detail in the literature and methodology chapters. The 

policy literature has suggested that the tools of the policy trajectory model make it possible to 

develop a research project to gain a deep understanding of policy process within which 

global, institutional and local (individual) accounts are set (Ball, 1994; Ozga, 1990). 

Alongside this overarching model, the LEPP framework was also contextualised and 

investigated. This theoretical model offered an appropriate and discursive channel to explore 

the convergence or divergence of secondary English education policy and planning and 

implementation, and thus to develop a comprehensive understanding of the infrastructure, 

big [ger] picture of secondary school English education. Such an approach is important in 

order to recognise and understand what Ball calls “dissolution and conservation” within 

education policy (Ball, 2008a, p. 193), that is, what has caused a change, what has been 

changed, what has been enacted and what has remained the same. Kirton (2002) also agreed 

that such moves are not always apparent or acknowledged and some may need to be 

challenged and investigated. The current study intended to address this challenge. 

Moreover, adopting and adapting this framework helped me to decide the 

epistemological, and methodological perspectives, and the research design.  It enabled me to 

structure and limit the scope of the relevant data to pertinent policy documents, and to the 

perspectives and experiences of multiple stakeholders responsible for implementing the 

policies. 

A preliminary literature review indicated that Bangladesh remains a relatively 

understudied context from both the policy trajectory model and the LEPP perspectives, 

except for some scholarly articles about policy parts of the LEPP framework (Hamid & 

Erling, 2016; Hamid & Honan, 2012; Hamid, 2010a; Rahman, 2007). The literature review 
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also found a plethora of studies focusing only on the implementation/practise stage, where 

again only English teachers’ perspectives and their practices of various aspects of English 

teaching were considered (see Rahaman, 2014). Therefore, this current study, employing the 

above-mentioned theoretical framework (Figure 1.1), aimed to bridge this scholastic gap and 

thus to embark on a holistic exploration and understanding of secondary English education 

from its policy-to-practice contexts in Bangladesh.  

The secondary education sector was identified as the context in which to investigate 

English education policy planning and practice in Bangladesh. In any education system it is 

the secondary sector that functions as a bridge between primary and tertiary education. In 

developing countries like Bangladesh education development missions such as Education for 

All (EFA) and Millennium Development Goals (MDGs) are being implemented quite 

successfully (UNDP Report, 2018) and this has led to an increase in the numbers of children 

completing primary education. Enrolment at the secondary level is also rising as a 

consequence (BANBEIS, 2016). A quality secondary education for the huge number of 

young people in Bangladesh is an incentive and a gateway for further progress and 

advancement.  

For many developing countries, the secondary education sector works as a bottleneck; 

the extent to which students are empowered and competent to keep pace with globalisation 

depends on the provision of quality secondary education. English language education, in this 

case, has been regarded as a prominent investment (Erling & Seargeant, 2013; Grin, 2001; 

Hamid, 2016; Nunan, 2003). Investigations into this investment need to address the 

infrastructure of English education policy as well as the big picture of policy directions and 

practices. Therefore, this field of investment demands a critical, holistic exploration, not only 

on the grounds of mere academic purpose, but also for facilitating potential sustained positive 

and advanced English education policy planning outcomes and overall education 
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improvement. This current study endeavoured to address this exploration in the Bangladeshi 

context.  

1.6 The thesis map 
 

The whole thesis is presented in nine chapters. 

Chapter 1: Introduction outlines the study.  

Chapter 2: Bangladesh outlines relevant contextual aspects of Bangladesh including 

a very brief demographic sketch, a description of the secondary education system and an 

overview of the current use of English in Bangladesh. 

Chapter 3: Literature review situates the study within the relevant literature. The 

review was arranged around the theoretical lens with a view to addressing the research 

questions.  The themes included the influences of policy development, standards and avenues 

of English-in-education policy planning, and the views and experiences of policy 

implementation stakeholders.  

Chapter 4: Methodology describes the research design and methodology. It starts 

with rationales for locating the current study within the constructionist-interpretivist 

paradigm and the qualitative case study approach. The chapter then provides a detailed 

account of the data collection methods and analysis procedures. After attending to the ethical 

issues, the chapter concludes by describing how the trustworthiness of the research design, 

procedure and findings was ensured. 

Chapter 5: Macro context of policy influence presents a qualitative content analysis 

of relevant policy documents. This chapter presents the notions of policy influences and thus 

addresses research question 1.  

Chapter 6: Meso context of policy text delineates English education-related policy 

planning and directions from the latest policy documents, that is, the NEP 2010 and the NCE 
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2012. This chapter, using qualitative content analysis of documents data, informs the second 

research question of the study. 

Chapter 7: Micro context of policy practice shows the extent and ways of practice 

of English education policy directions. To this end, data emerging from semi-structured 

interviews with the stakeholders implementing curriculum policy (TTs, SPs and ETs) and 

school observations were analysed and arranged with reference to the third research question.  

Chapter 8: Discussion brings together the findings of documents analysis, interviews 

and observation. This chapter, by discussing the three research questions, develops an 

understanding of the infrastructure, the big picture of secondary English education in 

Bangladesh.  

Chapter 9: Conclusion presents the summary of the findings, the main contributions, 

and the limitations of the study. Presenting a set of implications of findings, the chapter, 

concludes with an epilogue.   

1.7 Chapter summary 
 

As an introduction to the thesis, this chapter has outlined the motivation underpinning 

the research, and its aims and approaches. The chapter has then mapped out the overall 

structure and elements of the thesis. The next chapter presents the context of the study—a 

general overview of Bangladesh, its secondary education system and the position of the 

English language. 
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Chapter 2 

Bangladesh: The context of the study 

 

 

2.1 Introduction 

This chapter describes the context within which the current study is positioned. Three 

sections frame the chapter. The first section sketches a concise demography of Bangladesh. 

The second section provides a short description of the prevailing education system and 

culture, with special attention to the secondary education. The third section describes the 

present status of English language in Bangladesh. This chapter, therefore, serves two 

purposes—first and foremost it familiarises the reader with the context of the study, and 

second, it establishes a frame of reference for the study which is argued to be informed by 

supra-national, sub-national and local influences and interests.  

2.2 Vignette of Bangladesh 

Bangladesh, officially the People’s Republic of Bangladesh, is a country in south-

central Asia. It sits on the largest deltaic plain on earth (known as Bengal delta) mainly 

formed by the Padma (Ganges) and the Jamuna (Brahmaputra) rivers. Criss-crossed by 700 

rivers, Bangladesh is also known as a riverine country (land of the rivers). It shares land 

boundaries with India and Myanmar (Burma). Bangladesh is the world’s eighth most 

populous country, accommodating 174.49 million people within its 133910 sq. km. land area 

(Country watch report, 2017). Following is a geo-political map showing present-day 

Bangladesh. 
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Figure 2. 1: Map of Bangladesh. 

 

The present Bangladesh emerged as an independent nation in December 16, 1971, 

after a nine-month civil war against Pakistan. However, geo-politically, its history is rooted in 

Muslim rule which can be tracked back 600 years before Britain extended its colonial 

 
 

 



14 
 

domination, through the East India Company, in 1757. During the colonial period, 

Bangladesh was a part of the Indian subcontinent (the collective geographical name given to 

Bangladesh, India, and Pakistan). Before leaving, in 1947, the British partitioned the Indian 

subcontinent territory. At that time, the western part of Bengal was merged with India and the 

eastern part, due to its Muslim-dominance, was unified with Pakistan (see Chapter 5, Figure 

5.3). During the period from 1947 to 1971, Bangladesh was also known as East Pakistan. 

Interestingly, apart from religion, the two wings of Pakistan (the present Bangladesh and 

Pakistan) were different not only in terms of language and culture, but were also separated by 

1600 kilometres of Indian Territory (see Thompson, 2007).  

Bangladesh has an urban population figure of 28.4% and a literacy rate of 58% 

(World Bank, 2016). The World Bank (WB) data (2016) also termed Bangladesh as a lower 

middle income country with an annual per capita income of US$ 1080, and an annual GDP 

growth rate of 6.1%. According to the Human Development Index, Bangladesh, in terms of 

quality of life, ranks 139th of 195 nations (UNDP, 2016). Several organisations, including the 

WB and the WHO, profiled Bangladesh as a country with extreme poverty, high birth rates 

and mortality rates, disease and natural disasters, and a generally poor quality of life; the 

society still divides its populace according to the haves and have-nots in the realms of 

education, economy, and social mobility (Mahmood, 2017). Despite all of these adverse 

situations, however, Bangladesh has also been labelled as ‘Resilient Bangladesh’, ‘a rising 

star’ (UNDP Country Report, 2014) because of its impressive progress in human 

development in the last decade by attaining the majority of the targets of the Millennium 

Development Goals (MDG).  

2.3 Education system: Structure and management  

Education for a third world developing country like Bangladesh is granted as an 

imperative investment to empower its ultimate treasure—its manpower, so that a sustainable 

https://en.wikipedia.org/wiki/Indian_subcontinent
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economic development leading to global recognition can be achieved. However, the current 

education system in Bangladesh is a legacy of long-rooted geo-political history, culture and 

traditions. That is to say, the present education system is pillared upon an adapted version of 

the colonial structure introduced in 1854 by the British in the Indian subcontinent and so, like 

many post-colonial countries, Bangladesh has also been struggling to come to terms with 

both the power and the inertia of the inherited system (Banya, 1993; Rahman, 1999). 

2.3.1 Education system: A synopsis 

The education system in Bangladesh is comprised of three stages: primary, secondary 

and tertiary or higher education. Primary education is a 5-year cycle and secondary education 

is a 7-year one with three sub-stages. The entry ages for primary and secondary education are 

6 and 11 years respectively. Tertiary or higher education is followed by graduate-level 

education in general, technical, engineering, agriculture, business studies, and medical 

streams requiring 5-6 years to obtain a Graduate degree. Figure 2.2 shows the structure of the 

education system in Bangladesh. 

2.3.1.1 Secondary education: A snapshot 

The secondary education system starts with grade 6 and continues to grade 12 

(3+2+2). More specifically, the secondary education system is divided into junior secondary 

level (grade 6-8), secondary level (grade 9-10) and higher secondary or college level (grade 

11-12). These three levels are respectively designed for the age groups 11-13, 14-15 and 16-

17 years (MoE, 2016). However, in Bangladesh, the secondary school education system is 

usually considered to be from grades 6-10, and this is the context of this current study.  

The secondary school education system has two nation-wide, terminal public 

examinations. The Junior School Certificate (JSC) examination is conducted for the 

successful completion of grade 8 and the Secondary School Certificate (SSC) is the 

completion examination at the end of grade 10. Upon completing the SSC, students enrol in 
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colleges for higher secondary studies in grade 11 and complete grade 12 by passing the 

Higher Secondary Certificate (HSC) examination.  

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.2: National education structure of Bangladesh (BANBEIS, 2016). 

 

In terms of ownership and management, secondary schools are mainly either 

government (public) or non-government (private). There is a total 19,847 secondary 

education institutions across the country, of which only 1.71% (339 schools) are government 

run while the rest are owned and managed by private enterprises (BANBEIS, 2016). The 

majority of these schools are also known as Bangla-medium schools as they follow the 

national curriculum in Bangla (the language of instruction and examination). However, some 

have also introduced a parallel stream in which the national curriculum and examinations are 

delivered in English. Table 2.1 provides the statistics about secondary schools, students and 

English teachers. 

 



17 
 

Table 2. 1: Statistics of mainstream secondary schools by management type, students and 

teachers in the year 2010 and 2016 (BANBEIS, 2016) 

 

The Compulsory Primary Education Campaign, 1990 and Education for All (EFA) 

policy have influenced the gradual growth in access to, retention and survival in primary 

education and the consequent increase in secondary education enrolments. According to the 

BANBEIS report (2016), around 2.85 million students attended the Primary Terminal 

Examination in the year 2016 and the pass rate was nearly 99%. Around 2.5 million of these 

candidates were enrolled in grade 6 and the total enrolment at the secondary level (from 

grades 6-10) was 10.18 million, with a 37.39% drop- out rate. These students were generally 

in the 11-15 year age group and about three quarters of them were from rural backgrounds. 

As a strategy to improve students’ lives by enhancing their English communicative 

proficiency (NEP, 2010), English is a compulsory subject in secondary education. 

In 2016, there were 243,553 teachers working in secondary schools (BANBEIS, 

2016). The average number of teachers per school was only 12. Of these, 78,415 were 

teaching English to 10,184,364 students from grade 6-10. Therefore, statistically, the English 

teacher-student ratio was 1:130 at the secondary level. While only 1909 English teachers 

(2.4%) were employed at the government secondary schools, the non-government secondary 

schools accommodated 76,506 English teachers (97.6%).  

Year No. of secondary 

schools 

No. of students 

(Grades 6-10) 

No. of teachers 

(Grades 6-10) 

No. of English 

teachers (Grades 6-

10) 

2010 19,040 

Public: 317 

Private: 18,723 

 

7,465,747 218,011 --- (data not 

mentioned) 

 

2016 19,847 

Public: 339 

Private: 19,508 

 

10,184,364 243,553 78,415 

(Public school: 1909, 

Private school: 

76,506)  
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Table 2.2: Distribution of English teachers according to their academic qualifications 

(BANBEIS, 2016) 

Education 

type 

School type B.A (with 

compulsory 

100 marks 

in 

English)* 

B.A (with 

300 

marks in 

English) 

** 

B.A 

(Honours 

in 

English) 

M.A in 

English 

Bachelor 

without 

English 

H.S.C 

pass 

Junior 

Secondary 

School 

Private 3,355 232 176 238 580 330 

 

Total 3,355 232 176 238 580 330 

 

Secondary 

School 

Private 35,441 8,510 2,266 3,512 14,445 1,703 

 

Public 468 267 268 463 362 30 

Total 35,909 

 

8,777 2,534 3,975 14,807 1,733 

School 

and 

College 

(School 

section) 

Private 2,141 780 733 1,176 706 182 

Public 11 11 9 9 11 --- 

 

Total 2,152 791 742 1,185 717 182 

 

Total Private 

 

40,937 9,522 3,175 4,926 15,731 2,215 

Public  479 278 277 472 373 30 

Total 

 

41,416 9,800 3,452 5,398 16,104 2,245 

% 52.82 12.50 4.40 6.88 20.54 2.86 

*= The syllabus contains 100 marks for English which is compulsory for all 

students 

**= The syllabus contains 300 marks for English which is optional for students 

 

The majority of secondary school English teachers do not have the appropriate and 

required academic qualifications. The above Table 2.2 supports this assertion. While 88.72% 

of teachers teaching English, according to the BANBEIS report (2016), fall into this group, 

only 11.28% of the cohort has the proper academic background (B.A and M.A in English).  

The secondary school education system in Bangladesh also exhibits the co-existence 

of a variety of schools or education providers. Along with the mainstream education provided 
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by the government and non-government run schools (the focus of the current study), there are 

three more types of schools operating from grade 6-10. They are Cadet Colleges, religious 

schools, and English medium schools. The Cadet Colleges are under the administrative 

control of the Defence forces. Like some non-government schools, the Cadet Colleges have 

the option of using English as the medium of teaching and learning (irrespective of subjects). 

In the religious schools (known as Dakhil Madrasah) special emphasis is put on religious 

education along with the subjects of the general stream, so these schools are categorised as a 

separate stream of secondary school education. The final stream of secondary education is the 

English medium schools. These are not included in the national education system (so not 

included in Figure 2.2), but the government allows them to be operated by private enterprises 

(Ministry of Education, 2000). This stream, largely catering for the elite, is modelled on the 

British curriculum and the ‘O’ and ‘A’ level examinations are conducted by the local British 

Council (BC) office. The English medium schools are seen to be mushrooming in 

metropolitan cities including Dhaka (Banu, 2005). This expansion is also marked as a notion 

of social stratification and disparity in terms of socio-economic status, language use and life 

style (Choudhury, 2001; Hamid, 2009). 

2.3.1.2 Management of secondary education 

The overall education system in Bangladesh is managed and administered by a 

complex network of authorities under two government ministries: the Ministry of Education 

(MoE) and the Ministry of Primary and Mass Education. The secondary education is under 

the MoE, which is supported by its affiliated departments and directorates as well as a 

number of autonomous bodies. Huq (2002) pointed out that the functions and responsibilities 

of these wings overlap due to the lack of coordination between them. The following Figure 

2.3 provides the structure of secondary education management in Bangladesh. 
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Figure 2.3: Management and administrative organisation of secondary education (the 

organisations listed in the coloured boxes work directly for the secondary education sector in 

Bangladesh) (BANBEIS, 2016). 

The MoE is the policy planning centre which is responsible for policy formulation, 

and for monitoring and evaluating the execution of plans and programmes across the 

education sector (including all streams: general, technical and religious). The Directorate of 

Secondary and Higher Education (DSHE), an affiliation of the MoE, is responsible for the 

implementation of policy decisions regarding secondary and higher secondary education. In 

addition, the secondary schools across the country (irrespective of the stream) are 

administered and managed under the authority of the DSHE with further assistance from the 

regional offices as well as the District education Offices. While the regional office ensures 

the recognition and inspection of secondary schools and madrasahs, the DEO, with the 

assistance of the Upazila (sub-district) Secondary Education Office, supervises academic and 
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administrative activities of schools, and carries out the particular inspection of newly 

established schools. There are ten Boards of Intermediate and Secondary Education (BISE), 

including one Madrasah Education Board (MEB), and one Technical Education Board (TEB) 

(MoE, 2016). These boards are responsible for the accreditation of non-government 

secondary education institutions, supervision for quality assurance and administration of 

public examination including the JSC and the SSC at the secondary level and the HSC at the 

higher secondary level. These Boards are autonomous bodies.  

Alongside the Directories and Boards, there are three other professional bodies 

performing specialised functions assigned to them. These are the National Curriculum and 

Textbook Board (NCTB), the Non-Governmental Teachers' Registration & Certification 

Authority (NTRCA) and the National Academy for Educational Management (NAEM). The 

NCTB, as an autonomous organisation, develops the national curriculum, produces and 

distributes textbooks and thus serves the purpose of maintaining relevance and unity between 

curricula and textbooks across the secondary school education stream. The NTRCA, 

according to the MoE (2016), is responsible for conducting the registration examination for 

eligible candidates to be appointed in the non-government educational institutions 

(secondary, graduate and post graduate level), excluding public and private universities. The 

NAEM is the apex teacher training institution under the MoE. It provides in-service teacher 

training for secondary and higher level teachers in collaboration with different national 

teachers’ training projects. 

The secondary government schools are managed by a top-down administrative and 

management committee, known as the school management committee (SMC). The school 

principal remains at the top of the management and is primarily responsible for running the 

school with the assistance of some senior teachers holding other positions in the SMC. On the 

other hand, the SMC of non-government secondary schools represents, as per government 



22 
 

directives, local administrative personnel along with the school principal, some senior 

teachers and local influential (politically and economically) people. They take part in 

managing administrative issues like mobilising resources, approving budgets, controlling 

expenditure, and appointing and disciplining teachers and other staff members.  

2.3.2 Education finance 

The funding mechanism in Bangladesh is highly centralised. The main education 

expenditure is met through the central government funding source. Although the majority of 

institutions at the secondary level are nongovernmental, 90% of these institutions’ salaries 

and wages, and the costs of their physical infrastructural development, durable educational 

supplies and equipment are provided by the government (BANBEIS, 2016). Foreign loans 

and grants are also managed at the central level.  

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2. 4: Statistics of South Asian countries’ GDP for education (adapted from reports of 

WB, 2016). 

Under the national budget 2017-2018, the education sector is reportedly set to receive 

an allocation of Tk.504.32 billion. It has raised the allocation by around 14 percent from the 
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outgoing fiscal year. The amount for the education sector is 2.2 per cent of the gross domestic 

product (GDP) and 12.6 per cent of the total outlay. Along with UNESCO’s stipulation, 

Bangladesh is committed to the global forum to spend 6.0 per cent of the GDP or allocate at 

least 20 per cent of the national budget for education (Habib, 2018). However, Bangladesh’s 

current state of allocation to education is lower than that of her other South Asian 

neighbouring countries, like the Maldives, Nepal, and Afghanistan (Figure 2.4).  

2.4 English in present Bangladesh 

In contemporary Bangladesh there is a growing impetus for the English language in 

the name of the gradual renewal of the imperial power and the prestige associated with the 

language. This ‘legitimate’ (or ‘legitimised’ to be more specific) thrust of English is prevalent 

in the nation’s socio-politico-economic and education sectors. However, the exposition of the 

current role of English in Bangladesh demands a more critical and nuanced representation. 

For example, the understanding of its status and role is still a contentious issue. While some 

observe that Bangladesh is a country where English is regarded as a foreign language (EFL) 

(Khan, 2002; Rahman, 2007), others view it as a second language (Khan, 2004; Zaman, 2003, 

2004). In addition, Yasmin (2005) assigned the dual status to English in her assessment it is 

less discernible in Bangladesh than in India, an ESL country, yet more embedded and visible 

than in Japan or Korea, two EFL countries. Hamid (2009) concluded that such ESL-EFL 

debate in Bangladesh problematises the categories of English education input.  

The following sub-sections portray the roles of English in Bangladesh. 

2.4.1 English in legislation 

The domain of legislation, policy, and administration in Bangladesh exhibits the 

supremacy and robust continuation of English due to the “historical pressure from the 

colonial past and demands of a future, where English has been recognized as a global 

language” (Banu and Sussex, 2001, p. 129). Though the decree of the 1972 Constitution and 
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the 1987 Bengali Language Introduction Act, Bangla is to be used in all spheres and at all 

levels for government purposes.  However the implementation of this policy has not followed 

a linear path (Banu & Sussex, 2001). To date, many of the government documents show an 

overlapping of both Bangla and English within a single text. Most importantly, an interesting 

linguistic feature of the Constitution of the People’s Republic of Bangladesh states that “there 

is an authentic text of the Constitution in Bangla, and an authentic text in English; but in the 

event of conflict between the two texts, the Bengali text shall prevail” (Preface to the 1996 

Constitution, cited in Banu and Sussex, 2001). Starting from the Preface to its last page, what 

is more interesting, in the recent edition of the Constitution, is that it is an amalgamation of 

Bangla (the verso pages) and English (the recto pages). Thus the physical production of the 

Constitution recognised “the historical significance of English in documents of importance, 

and an acknowledgement of the international prestige of English” (Banu & Sussex, 2001, p. 

127).  

Moreover, the legal system of Bangladesh, which is a legacy of the British legal 

system, uses English as the language of legal higher discourse. So it is obvious that the entire 

legal system of Bangladesh stands on a substantial intellectual foundation whose linguistic 

bias is inevitably English. However, two fundamental points can be made about language use 

in the judiciary system: first, while English is prevalent in the higher courts, the use of Bangla 

has not been debarred. Second, though Bangla is customarily used in the lower courts, 

English can also be used if desired. The judiciary system thus considerably demonstrates a 

linguistic independence in the High Court, Appellate Divisions and the subordinate courts. 

2.4.2 English in government administration  

Due to some geo-political and socio-economic reasons, English has become 

increasingly important in government administration since the 1990s. First, Bangladesh, 

being an aid-dependent nation, has to work with officials of different international donors’ 
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organizations and multi-national bodies (Banu & Sussex, 2001). Second, globalisation has 

paved the way for the Bangladesh government to work in collaboration with the outside 

world for socio-economic and cultural purposes. In both cases the necessity for and scope of 

English have been amplified. Third, Bangladesh launched an e-Government system in 2002 

“to improve the efficiency, responsiveness, transparency, and accountability of government” 

(Sobhan, Shafiullah, Hossain & Chowdhury, 2004, n.p). The main feature of the e-

Government is to provide services to people through the internet which, in turn, has led to a 

greater necessity for English; the websites and their contents are written mostly in English so 

that they are accessible to overseas as well as local clients. Finally, proficient levels of 

English are emphasised for government recruitment as “there is a general perception that 

almost all jobs regard English as an asset and give preference to candidates with good 

command of spoken and written English” (Khan, 2002, p. 327). 

2.4.3 English in commerce 

This section describes the importance and dominance of English in the private sector, 

particularly in trade and commerce. In contrast to the limited scope of the government sector, 

the private sectors and the large network of donor-funded Non-government Organizations 

(NGOs) are booming with the scope for employability, international mobility, and 

development opportunities. Most correspondences, discussions, and meetings of regional and 

international businesses as well as joint ventures are conducted in English. In this way, 

English plays a key role in dealing with trades and commerce with the globalised world and 

so the use of English has been emphasized extensively in these sectors. Moreover, employers 

of private and multinational companies are seen to amplify the instrumental value of English 

language by appointing graduates who are competent with communicative skills in English 

(Shahidullah, 2002). 
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2.4.4 English in education  

After Bangladesh became independent, the education sector has experienced the 

continued and vital presence of English more than any other domains discussed in this 

section. Interestingly, the then government seemed to be making a strong effort, particularly 

at primary and secondary education levels, to weaken the imperial prestige and position of 

English by making Bangla the medium of instruction for all levels of education (Ministry of 

Education, 1974). However, now English education is compulsory in schools from grade one. 

In addition, the unavailability of textbooks in Bangla, and the impracticality of translating all 

required books from other languages have led to the recognition of the importance of English 

in tertiary institutions. What happens now in practice at universities is described by Rahman 

(1999): 

The medium of instruction at the university level now is in some faculties Bengali, in 

some faculties English (especially in science subjects) and in some faculties a mixture 

of the two. Students can write their exam papers either in English or Bengali. (p.16) 

 

Predictably, the presence of a total of 130 universities (BANBEIS, 2016) in 

Bangladesh indicates the government’s recent thinking about the renewed stress on English 

education. The public universities follow a mixed-medium model, as noted previously. On 

the other hand, private universities, along with the international universities which have 

operated since the introduction of the Private University Act, 1992, are exclusively English-

medium (Banu & Sussex, 2001). In addition to teaching all subjects through the medium of 

English, private universities offer between one and three compulsory English courses at the 

undergraduate level (Hamid, 2006; Rahman, 2005). English is also taught via skills courses to 

students in medical, engineering, business, agriculture, sciences, social sciences and arts 

programmes in state universities and tertiary colleges (Khan, 2002).  
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2.5 Chapter summary 

The purpose of this chapter has been to provide a contextual baseline for the 

forthcoming descriptive and analytic work of this current study (chapters on literature review, 

findings, and discussion). The chapter has been presented in three different sections: a short 

topographical description of Bangladesh followed by a brief delineation of the secondary 

education sector and then a glimpse of the status and position of the English language in 

different socio-economic-educational sectors in Bangladesh. We now turn to the Chapter 

Three, which situates the present study within the theoretical framework and existing 

research.  
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Chapter 3 

Literature review: The conceptual framework 
 

 

 

3.1 Introduction 

The previous chapter briefly introduced Bangladesh and its education system (with 

particular attention paid to secondary education), and highlighted the position of the English 

language in Bangladesh. This chapter presents a review of the literature that underpins the 

current study and its research questions. Therefore, the structure of this chapter parallels the 

theoretical framework within which the study’s research questions were positioned. The 

chapter is organised around five main sections. The first focus is on the policy trajectory 

model (Bowe et al., 1992), the overarching theoretical lens of this study. This section, starting 

with a brief deliberation on policy and policy making, describes this model. As an explication 

and contextualisation of the model in line with the current study, the second section 

elaborates the context of policy influence. It discusses macro-level factors influencing the 

development of education-related policy making, where English education was also 

considered. The third section presents the context of policy texts in terms of the LEPP 

framework (Kaplan & Baldauf, 1997, 2003, 2005). The fourth section discusses the context 

of practice. The theoretical and empirical literature about how policy implementation 

stakeholders view and practice education or curriculum-related policies are addressed here. 

Thus, sections two, three and four will eventually inform and provide the conceptual 

framework for research questions one, two and three. The last section links the literature to 

the context of the study.  

There are three reasons for the way in which this chapter has been constructed. The 

first is the need to contribute to an understanding of the phases of policy process analysis, 
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which are in practice interwoven, indistinct and messy (Ball, 1994; Bridgman & Davis, 

2000). The second reason is to assist the researcher to refine research goals, developing 

realistic and relevant research questions in order to select a suitable research approach 

(Becker & Niehaves, 2007; Charmaz, 2004). The third is to develop analytical possibilities to 

guide the research by demonstrating how the study was situated in the relevant theoretical 

and empirical literature (Maxwell, 2012; Muhammad, 2015).  

3.2 An overarching conceptual framework 
 

This section offers a discussion of the overarching conceptual framework that helped 

the researcher to specify, explain and understand the key concepts or variables that influenced 

and informed the research questions and thus set the stage for presenting the phenomenon 

under investigation as a whole (Bordage, 2009; Miles & Huberman, 1994; Robson, 2002).  

The study utilised the policy trajectory framework proposed by Bowe et al. This 

choice of framework was influenced by its suitability and explanatory power (Ravitch & 

Riggan, 2017). As well, it helps to avoid the weaknesses of analytical education-policy 

research (Ball, 1994). The following section starts with a brief conceptualisation of policy, 

then presents the framework signposting its suitability in informing, illustrating, 

understanding and hence contextualising English education policy and practice within the 

setting of the current study.  

3.2.1 Conceptualising policy and policy making 

There is no concise agreement about to what ‘policy’ refers, since it is conceptualised 

and used in different ways for different phenomena at different levels. Expressed in different 

forms, including documents or texts, the diverse nature of policies stands for different ends 

with varying contents. Taking education as the focus, examples of different policy contents or 

foci may include types of schooling, students’ age groups, languages of instruction, 
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assessment patterns, teachers’ qualifications and recruitment patterns, and the extent and 

nature of second/foreign language teaching and learning policies (e.g. English education). 

 Shifting away from Harman’s (1984) narrow view of policy as a formal statement of 

action, the framework for this study drew on the work of Haddad and Demskyion (1995) who 

deliberated that policy making is the initial step of any planning cycle (i.e. design and 

implementation). They also asserted that policy is “an explicit or implicit single decision or 

group of decisions which may set out directives for guiding future decisions, initiate or retard 

action, or guide implementation of previous decisions” (p. 8). However, while both views 

ignore the concept that policy decisions are influenced, mediated and constructed by “a wide 

range of informal influences” (Levin, 2008, p. 8) ranging from international (e.g. 

globalisation) to local socio-politico-economic contexts, they both show a linear, instrumental 

and goal-oriented view. Such straightforward policy processes ignore the voices and roles of 

the actual policy planning implementers and apparently make them the least influential 

stakeholders (Taylor, Rizvi, Lingard & Henry, 1997). On this note, Bowe et al. (1992) 

suggested that the notion of policy is composed of a cyclic policy trajectory model involving 

three interrelated stages or contexts—policy influence, policy text and policy practice. These 

are introduced in the next sections.  

3.2.2 The policy trajectory model 

 

This section presents a description of the policy trajectory model, as it is integral to 

understand its usability as an overarching theoretical lens in informing the current study. 

The policy trajectory model of Bowe et al. (1992) treated education policy as an 

ongoing, interactive and interrelated process, rather than a mere text or object. Moving away 

from the previous traditional, linear and positivist approach of education policy and policy 

research, their heuristic framework, following a cyclical approach (Figure 3.1), consists of the 

contexts of influence (macro), policy text (meso) and policy practices (micro). This approach 
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also echoes Ozga’s (1990) recommendation that there is a need to bring together structural 

macro-level analyses of education systems and education policies with structural micro-level 

investigations, especially those which take account of people's perceptions and experiences to 

offer a ‘bigger picture’ (Vidovich, 2007). Later, Ball (1994) added two additional contexts to 

extend the cycle: the contexts of outcomes and political strategy. This addition, according to 

Ball (1994), is not a break with trajectory studies but rather an attempt to develop the 

approach by adding a new conceptual structure.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3.1: Policy trajectory framework (Bowe et al., 1992). 

 

 The context of influence is where policy originates. It is a site for articulating and 

considering the formal and informal key influences (Bowe et al., 1992). In a broader 

education context, while the ‘context of influence’ involves the interests, concerns and 

ideologies of global, national and local agencies that influence the policy makers to initiate a 
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policy, it may sometimes marginalise the key stakeholders involved in its implementation 

(Ball & Bowe, 1992). The context of policy text is a formal representation of policy planning 

in texts or documents, which, as Bowe et al. (1992) argued, has a relationship with the next 

context of practice in which policy planning is experienced and implemented.  

As Figure 3.1 illustrates, this framework indicates a non-linear, bi-directional 

relationship existing between the three contexts. Emphasis on this two-way interaction 

provides possible avenues for feedback to be exchanged across contexts. This reciprocity, the 

essence of the framework, therefore, has been claimed to attract the attention of the growing 

body of work on the complex dialectics between ‘the global’, ‘the national’ and ‘the local’ 

levels, as the ‘heuristic glo-na-cal agency’ (Marginson & Rhoades, 2002). These three 

reciprocated contexts finally corroborate the foregrounding of the ‘bigger picture’ (Vidovich, 

2007, p. 291). 

The selection of the policy trajectory model as an analytical framework for this study 

was informed by the research focus and the review of the relevant literature. The framework, 

by offering its ‘toolbox’, facilitated a way to explore secondary English education policy 

planning in Bangladesh within macro, meso, and micro contexts and the relationship between 

these contexts. The context of influence was used to interpret the socio-politico-economic 

influences on developing English education policy in Bangladesh, the study’s first research 

question. The context of policy text addressed the second research question by investigating 

the latest policy planning regarding secondary English education. The context of practice 

underpinned the third research question which was formulated to explore the perceptions and 

practices of the key stakeholders responsible for implementing the policies (English teachers, 

school principals and teacher trainers).  

This study employed an eclectic approach while applying the framework to the study 

context to capture the big picture of infrastructure of English education in relation to the 
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secondary education context. This framework facilitated the analysis of various historical and 

policy contexts, encompassing the socio-politico-economic context of influence (macro) that 

led the Bangladesh government to develop the latest policy texts (meso) with policy 

directions for secondary English education and then to the analysis of practice (micro) 

through the perceptions and experiences of policy implementers. The stance was also 

influenced by some other related studies conducted in both western and non-western contexts 

(see studies of Crawford, 2000; Curtis, 2010; Kirton, 2002; Jammeh, 2012; Ledger et al., 

2014; Muhammad, 2015).  

Following the threads of the above discussion, the next sections explicate the policy 

cycle model by which the pertinent theoretical and empirical literature was contextualised in 

alignment with the research questions of the current study. 

3.3 Context of influence 
 

The reason for conceptualising the notion of influences on developing English 

education policy in any polity is to show how macro-level factors, including political, 

economic and social considerations, “serve as primary motivation” (Cooper, 1989, p. 35) in 

devising the context of policy text as well as the context of practice. This position also echoes 

Taylor’s comment on policy making, that the state is not the sole entity in initiating 

curriculum policies, rather “policies often have to run the gauntlet of the differing agendas, 

interests and expectations” (Taylor, 1997a; 1997b, p. 16).  

In relation to the research aim and questions, this section, therefore, is a continuation, 

expansion and contextualisation of the previous one (3.2), and so presents a critical 

conceptualisation regarding the study’s first research question being addressed: How has the 

socio-politico-economic context at different times influenced the development of English 

education policy in Bangladesh? The review of literature indicated the macro socio-political 

influences in the name of colonial legacy, globalisation, and local nation-building motives in 
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developing and devising the country’s education related policies. The following sections 

present a discussion of these issues. 

3.3.1 Postcolonial influences 

 

 The term ‘postcolonial’, as the name suggests, refers to a historical period during 

which the legacy of colonialism, in terms of different ideologies and aspirations (particularly 

political), continues to persist even after independence (Rizvi, Lingard & Lavia, 2006). 

Referring far beyond its temporal connotations (i.e. “after colonialism”), post-colonialism, in 

general, represents an ideological response to the colonial thought and how it reverberates 

into the present (Pennycook, 2002). However, for the purpose of the current study, the 

definition of post-colonialism proposed by Ashcroft, Griffith and Tiffin (2002) was used; 

they stated that post-colonialism covers “the imperial process” of affecting the colonised 

territory “from the moment of colonisation to the present day” (p. 2). This point was 

substantiated later by Rizvi (2007) when he deliberated that post-colonialism includes the 

imposition and exercise of imperial notion of structure and power over the “contemporary 

social, political, economic and cultural practices” of the decolonised polities (p. 257). For 

example, as was delineated in Chapter 2 (Section 2.3), the present education system in 

Bangladesh exhibits a strong legacy of the long-rooted geo-political history, culture and 

traditions of its colonial period. Focusing on education, Rizvi et al. (2006) also maintained 

that colonial influences not only persist in various education policies, including the inclusion 

of a second/foreign language through schooling system and the language of instruction, 

curriculum, but also impacts on the prescription and practice of teaching methods and 

assessment strategies.   

Due to the pragmatic ideology of English as the language of economic development, 

modernisation and internationalisation, English education policy has been promoted through 

formal education settings in impoverished countries including Africa and other post-colonial 
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territories (Kirkpatrick & Liddicoat, 2017; Phillipson, 2001). In this way, as Phillipson (2012) 

argued, English is prevailing as an expansionist mechanism to gain and maintain political and 

economic power across the globe. The presence of such socio-political realities in English 

and English education, according to Canagarajah (1999, 2005) and Pennycook (1994, 2000, 

2007), should not be ignored.  

Vietnam is an example of a country where the foreign language education policy was 

influenced strongly by colonialism and capitalism. During the French colonial period, the 

local languages of Vietnam were dominated by the colonial language (French) as the 

language of government and education (Thinh, 2006). However, at the end of Franco-

Vietnamese war in 1954 Vietnamese became the sole official language as well the sole 

language of instruction at all levels, with Russian, Chinese, French and English as foreign 

languages. The dominance of French remained until the 1970s, when English began to 

emerge more strongly due to the influence of American involvement, a situation reinforced 

by the British Council and the Colombo Plan (Thinh, 2006). The context of foreign language 

education policy in China also provides a storyline shaped and informed by various changes 

in the socio-political situation (Adamson, 2004; Lam, 2002; Li, 2008). The Russian language 

was dominant in China’s foreign language education in the early 1950s due to the close 

relationship between the USSR (Union of Soviet Socialist Republics) and China (Li, 2008). 

Russian was later replaced by English, from 1957 onwards. The Cultural Revolution in China 

toned down the position and status of English for a while from 1966-1976, but with the end 

of the Revolution, English education regained its top position in China’s foreign language 

education in schools (Li, 2008). Some states in the ASEAN+3 group had to introduce French 

as their first foreign language due to colonial influences, but again this has been replaced 

gradually by English. Examples of such states are Laos and Cambodia (Kirkpatrick, 2012). 
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In order to maintain and perpetuate the assumed role, position, and dominance of the 

English language through education sectors, the concept of globalisation—a virtual and 

technical version of imperialism —has been generated and homogenised across decolonised 

nations in Asia and Africa (Phillipson, 2001). The following section addresses this concept of 

globalisation.  

3.3.2 Globalisation, the hegemony of English and neo-colonial agents 

The previous section reflected on the role of postcolonial influences on education 

policy, with particular attention to English education. Such influences, as Iriye (2002) argued, 

have linked the different parts of the world on shared issues and interests in a form of ‘global’ 

forces or, academically speaking, ‘globalisation’. This section, with a critical lens, delineates 

the concept of globalisation, its association with English language and the interaction 

between globalisation and English education policy making. 

Globalisation, a twenty-first century term, has been considered to be a most 

significant, worldwide phenomenon. From a liberal stance, Robertson (1992) defined it as 

“the compression of the world and intensification of consciousness of the world as a whole” 

(p. 8).  While the compression in this definition denotes the augmented interconnectivity of 

people around the world leading to economic, cultural and ideological interdependency, the 

intensification of consciousness refers to a state of mind that is best understood by an 

increased awareness among people about the issues, concerns or interests leading countries to 

invite, develop and follow the policy ideas of the West. Since extensive discussion on the 

encompassing notion of globalisation is beyond the scope of this current study, my primary 

concern is to pinpoint the impact of globalisation on education in general and English 

language education policy making in particular 

The phenomenon of globalisation has been the topic of significant critical discussion 

(Al-Rodhan, 2006; Currie, DeAngelis, De Boer, Huisman & Lacotte, 2003; Ledger et al., 
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2014; Nsibambi, 2001; Nye, 2002; Peters, 2003; Porter & Vidovich, 2000; Rizvi, 2007). 

These scholarly discussions have asserted that globalisation, as a process, penetrates political, 

economic, social, educational, technological and cultural dimensions and facilitates 

interconnection across the globe. Academic debates have characterised the nature and 

provision of globalisation as a top-down, overarching process—a more powerful context of 

global influence than the national/local influences, particularly in education policy 

development process (Winter, 2012). This diffusion of influence is viewed by scholars as a 

mode of facilitation and an inevitable consequence of post-colonial policies and hence brings 

forth the argument of interpreting the contemporary ideological construction of globalisation 

not from a mere economic viewpoint but through the critical lens of socio-political history 

(Rizvi, 2007; Rizvi, Lingard & Lavia, 2006).  Therefore, globalisation in a sense is nothing 

more than inducing the interests of the powerful international social, political and economic 

forces and elites in the developing countries (Jammeh, 2012).  

Rizvi (2007) also contended that globalisation does not imply universalisation in 

relation to education, but instead  shows a ‘glo-na-cal’ (Marginson & Rhoades, 2002) impact 

on education where dynamic interactions between global, national and local levels eventually 

affect local educational policies and practices (Spring, 2009). It has been argued that 

globalisation at a macro level is shaped and influenced by political, socio-economic and 

technological interests, policies and demands (Appadurai, 1996; Knight, 2001). A nation’s 

priorities in the name of policy directions are reflected at the meso level (Ruddy, 2008) while 

considering “place and space matters” in the local context (Green, 2009, p. 390) to adjust to 

these priorities. Ozga and Lingard (2007), while discussing the impacts of globalisation on 

education-related policy processes, asserted that the developing nations have appeared to be 

increasingly homogenous in formulating education-related policies without acknowledging 

their own policy-practicing peripheries—the local political, social and economic contexts.  
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Correspondingly, globalisation here plays the role of ‘the Empire strikes back’ in the 

form of Westernisation (Currie et al., 2003). It promotes the dispersion of the hegemonic 

interests of the West (Wylie, 2011) in various forms of global capitalism, i.e. politics, 

economics, technology, education, human development, communication and social change. 

In the context of this study, the English language has been regarded as a useful and functional 

tool in developing countries to “open the doors to knowledge and technological advancement 

and it is the language of globalization par excellence” (Bamgbose, 2003, p.4).  English has 

also been perceived as an indispensable and powerful resource, particularly for portraying 

economically modernising contexts to “have its [one’s] cake and eat it” (Lin & Martin, 2005, 

p. 5). The position of English, fuelled by globalisation, is often infused with a strong desire 

for socio-economic development through human-resource capital investment agency. Lin and 

Martin (2005) captured this notion aptly when they stated that “such capital includes English 

communication skills…and so on, and very often English comes in a package with all these 

desirable ‘goodies’ or it is the indispensable medium for bringing in and acquiring these 

goodies” (p. 3). Therefore, priorities occupying national level agendas include how to 

promote the spread of English linguistic capital more effectively and uniformly. For example, 

the agendas might be seen to chalk out plans on how to make English accessible to more of 

the school population by restructuring former English curricula and textbooks in line with the 

introduction of communicative, task- and function-based pedagogies, and developing 

interactive/productive competencies in English. However, Pennycook (2007), equating this 

kind of imposition of global forces with the notion of neo-colonialism, asserted that, in the 

context of developing countries “There are many ways in which the current spread of 

English, teaching methods, and textbooks can be seen as a recapitulation, if not an 

intensification, of (neo-) colonial relations” (p.13).  
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The residuals of colonial legacy in the globalised world are mirrored through the neo-

colonial agents who play a vital role in developing and shaping a country’s English education 

policy and planning. These international agents, in terms of different socio-cultural and 

funding organisations, play the role of missionaries to spread English and English education 

in developing countries as a form of linguistic imperialism (Phillipson, 1992). These 

organisations offer financial and consultancy support in different projects with reference to 

developing and implementing curricula, textbook revisions, methodologies of English 

teaching and learning, teacher training and other related issues. A significant example of such 

exportation is the introduction of the approach of Communicative Language Teaching (CLT) 

in English teaching in the developing, non-English countries. This presents the argument that 

communicative competence in English will enable people to enjoy economic, social, cultural 

and technological benefits in the globalised world. However, Pennycook (1994) found these 

missions to be in the political and economic interests of the international agents and affirmed 

them as linguistic capitalism (referring to a statement by the British Council):  

There is an element of hidden sales in every English teacher, book, magazine, film 

strip and television programme sent overseas. In helping to sell the English language 

worldwide through spreading its study and use, the council simultaneously tried to 

develop students’ cultural understanding of British literature, arts, and politics, and to 

further the interests of Britain, that the spending of public money on this cultural 

propaganda is justified by its political and economic significance. Politically council 

used its views to influence the elite in former colonial countries as part of cold war 

struggles and economically opening the world more readily to English salesmen. (p. 

145) 

 

Babaci-Wilhite (2014) also expressed consonance in this regard and argued that international 

organisations have an influence on devising policy and transplanting new ideas without 

considering the local education system, needs, and capabilities (human and resourcing). Such 

a gap, in turn, creates inconsistency and confusion in both policy directions and 

implementation in the local context.  
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One such site is Japan where foreign language education policy in schools has been 

constructed around the idea of internationalisation, with particular attention given to 

developing the western pattern of communication, especially communication in English 

(Kirkpatrick & Liddicoat, 2017; Kubota, 2002; Liddicoat, 2013). Though school-based 

foreign language education policy was in existence since the period following the Meiji 

restoration in 1868, it was only established formally in the 1890s, when English was made 

the main foreign language. French and German were selected as the second options for 

middle and higher secondary schools. Interestingly, Japan’s English education policy, with 

greater emphasis on developing communicative skills in and through English, has been 

influenced by the necessity to express Japanese national identity and perspectives to the 

global world (Kirkpatrick & Liddicoat, 2017). Similarly, many African countries have 

adopted English as the medium of studies, believing that this provision will offer them more 

opportunities to participate in the global economy and work force (Majhanovich, 2014).  

Spolsky (2004), using a more pragmatic and critical tone, argued that “English as a 

global language is now a factor that needs to be taken into account in its language policy by 

any nation: either welcoming the acquisition of English or fighting against it” (p.91). 

Connecting this literature to the Bangladeshi context, it is no wonder that national education 

policies adhere to the first option by endorsing the spread and role of English as a global 

language. The spread and role of English “riding on the new wings of globalisation” (Lin & 

Martin, 2005, p. 5) in a postcolonial context like Bangladesh has been described in Chapter 2 

(Section 2.4). Analysis and discussion of the relevant policy documents data also explicates 

this more (sections 5.3.3, 8.2.1 and 8.2.2). Now, the influence of national and local context, 

another consequence of globalisation, is presented. 



41 
 

3.3.3 National and local motives 

 Although the global forces appear to impact on other nations’ education policies, the 

impact of local forces on those nations to adopt, adapt, conceptualise, formulate and practise 

the global policy agendas should also be considered within their national, social, political and 

cultural contexts. As Lingard (2000) suggested: 

The effects of globalisation on the state, educational policy, and schools are mediated    

yet again by local cultures, histories, and politics. Globalisation maps onto local 

practice in contingent, contested, inflected, and thus unpredictable ways. (p. 102).  

 

Lingard (2000), in effect, used the term “vernacular globalisation” (p. 103) as the 

conceptual device to account for “manifestations of educational restructuring and the new 

policy consensus” as well as for both “educational policy convergence and divergence, 

globally” (p. 103). In this study context, whereas national policy is influenced globally, there 

are national and local motives as well to shape a polity’s foreign language in education policy 

planning. The local socio-politico-economic conditions in an independent nation are likely 

guided by the notion of ‘unity’ and ‘progress’ (Dakin, 1968). Kirkpatrick and Liddicoat 

(2017) termed these motives as ‘ideologies’ or pragmatic rationales influencing “the nation-

building practices” (pp.156-157). It was argued that such notions of ideological impetus were 

stipulated by the elite, who were perhaps influenced by the post-colonial legacy and 

globalisation and so wanted a common language of communication with and access to the 

global world (Kirkpatrick & Liddicoat, 2017).  

In a broader, general context, the educative purpose of foreign language education has 

been influenced and framed mainly by the purpose of individual development leading to 

economic development as well as nation-building motives. This ideological positioning of 

language education through the formal education system has spring boarded from the agendas 

of globalisation, modernisation and internationalisation in terms of “integration of global 

markets” and “unfettered capital movements” (Steger, 2014, cited in Wright, 2016, p. 12). 
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This type of integration is oriented towards the teaching and learning of that language which 

is spoken widely outside the nation and is assumed to have a significant role across the globe 

(Kirkpatrick & Liddicoat, 2017).  

The case of English education has also been seen to be intersected with these 

ideologies or pragmatic rationales, particularly in the Asian context (Pennycook, 2000). For 

instance, alongside the postcolonial influences, the 1986 introduction of the Đổi Mới policy 

(renovation), a national and local economic reform for expanding foreign relations and 

adopting a market-oriented economy, led Vietnam to count English as the language of 

development (Kirkpatrick & Liddicoat, 2017). Gradually, from the 1990s, English has been 

regarded as the main foreign language to be taught and learnt through school education. 

Malaysia is another example where English education was re-introduced in order to solve the 

country’s unemployment problem outside the government agencies (Gill, 2007).  

Having outlined the context of influence responsible for ideological shifts in the 

development of education or curriculum policy as well as the “emerging myth of English” 

(Kirkpatrick & Liddicoat, 2017, p. 179) in non-western countries, the next section introduces 

the context of policy text.  As a continuation relating to the theoretical framework, the 

context of policy text will discuss language policy and planning, with particular attention to 

the standards and avenues of English education policy.  

3.4 Context of policy text 
 

This section sets out to outline and explicate the second theoretical framework, the 

language-in-education policy planning (LEPP) framework (Kaplan & Baldauf, 1997, 2003, 

2005), with respect to English education. This framework constitutes a key mechanism that 

offers an understanding of a polity’s language education (English in this case) in a formal 

education setting (Hamid & Erling, 2016) holistically and extensively and hence was utilised 

in this study. This heuristic and ecological framework, with its eight policy planning goals, 
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provides a basis for navigating the focus of the study: a route map to scrutinise the notions of 

secondary English education policy directions (context of policy text) as well as its 

implementation (context of policy practice). First, a brief explanation of key issues of policy 

text has been outlined as a pro-forma. Focusing on the study context, the next sub-section 

presents an overview of language planning and language policy. The subsequent sections, 

then, deliberate the LEPP framework in order to develop an understanding of the strands and 

standards of any foreign language-in-education policy planning. In so doing, this section 

addresses the second research question: To what extent do the NEP 2010 and the NCE 2012 

policy documents take into account issues and standards of secondary English-in-education 

policy planning? 

3.4.1 Policy text 

 

 Policy text is a significant aspect of policy making as it is generally conceived that 

policies are demonstrated through policy text or policy documents. By the same token, to the 

motivation for putting language policy and planning, and more specifically English education 

policy planning, under the section of policy text is a general consensus that being influenced, 

informed and arranged by different social, political and economic agendas, the educational or 

pedagogic standards or concerns of English education policy planning in any country are 

compiled, documented and represented by its policy texts or documents.  As Ball (1998) said: 

National policy making is inevitably a process of bricolage: a matter of borrowing and 

copying bits and pieces of ideas from elsewhere, drawing upon and amending locally 

tried and tested approaches, cannibalising theories, trend and fashion … Most policies 

are ramshackle, compromise, hit and miss affairs, that are reworked, tinkered with, 

nuanced and inflected through complex processes of influence …(p. 126). 

  

One of the contentious issues in policy text, according to Ball and Bowe (1992), is the 

that of clarity in terms of generalisation. It is not possible to cover everything in the text, 

which again impacts on the policy implementation. Moreover, it is likely that different 



44 
 

stakeholders implementing the policy will have varied views and practices in relation to 

different strands of the policy. Sometimes implementers do not even read a curriculum policy 

or document, as in the case of a study of Mathematics teachers reported by Ball (2006). These 

issues indicate that policy texts are not received and implemented as they were intended or 

given. Rather, the policy is viewed and experienced in the third context of practice, “the arena 

of practice to which policy refers to” (Bowe et al., 1992, p. 21). Section 3.5 addressed this 

context in detail. 

 The brief discussion so far indicates that policy text in an educational setting reflects a 

compromise and resolution of different views, agendas and strands. It is also assumed that the 

intention and content of policy might vary from person to person as well as in the context in 

which the practice occurs. Keeping in mind the focus of this study, the next section, starting 

with a synopsis of language policy and planning, provides an articulation of the strands or 

planning important for any foreign language education policy, using English as the example. 

3.4.2 Language planning and language policy: An overview 

Language planning and language policy (LPP), a complex and context-dependence 

phenomenon, has been defined variously by different scholars (see Baldauf, 2006; Cooper, 

1989; Rubin & Jernudd, 1971). It has been asserted that this field is often influenced by non-

linguistic factors, namely politics, demography, socio-economic context, religion, culture, 

psychology, and bureaucracy (Spolsky, 2004). These two terms, LPP, are most often 

employed synonymously in the literature (Kaplan & Baldauf, 1997). Haugen (1966), the 

pioneer of language planning and language policy, defined this phenomenon as “the activity 

of preparing a normative orthography, grammar and dictionary for the guidance of writers 

and speakers in a non-homogeneous speech community” (as cited in Cooper, 1989, p. 29). 

Later, Cooper (1989) proposed a more liberal definition of LPP by referring to “[the] 

deliberate efforts to influence the behaviour of others with respect to the acquisition, 
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structure, or functional allocation of their language codes” (p. 45). A decade later, Kaplan and 

Baldauf (1997) offered a more pragmatic explanation of the terms “language planning” and 

“language policy” by describing the very subtle distinction: “The exercise of language 

planning leads to, or is directed by, the promulgation of a language policy by the government 

(or other authoritative body or person)” (p. xi). This difference places the two terms as 

mutually inter-dependent. 

Within the scholarship of LPP, language-in-education policy planning (LEPP) or, 

more technically, acquisition planning (Cooper, 1989) was the focus of this research. The 

other three categories of language policy and planning are status planning, corpus planning 

and prestige planning. According to Kaplan and Baldauf (1997, 2003), status planning is a 

consequence of societal focus and is concerned, therefore, with decisions regarding language 

selection, officialisation and dissemination. For example, Bangla is the national language of 

Bangladesh while English has been offered the status of a foreign language. Then comes 

corpus planning, which mainly deals with the standardisation of a language in terms of 

graphisation, lexication and grammatication as well as modernising and developing lexicons 

and stylistics (Kaplan & Baldauf, 1997, 2003; Haugen, 1983; Kloss, 1968). On the other 

hand, it is assumed that acquisition planning or LEPP involves arranging and offering 

appropriate, substantial policy directions about language education aimed at promoting the 

learning of a language as well as reaching a certain level of competency in that language 

through formal education (Cooper, 1989; Hornberger, 2006; Wright, 2016). As already 

mentioned, this study set out to investigate secondary English education policy planning in 

Bangladesh, therefore, the next sub-section brings more explication about this field. 
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3.4.3 Foreign language-in-education policy planning goals: A case of English language 

 

Second or foreign language-in-education policy planning is often realised as 

acquisition planning (Cooper, 1989; Kaplan & Baldauf, 1997), with the education authority 

of the country in question the ultimate planner or actor. The LEPP is an added version of 

status and corpus planning, with prestige planning as a factor promoting the language, and 

hence deals with the teaching, learning and usage of language (Kaplan & Baldauf, 2005, p. 

1013). The use and teaching of the national language is an important aspect of acquisition 

planning (Wright, 2016).  

Another significant spectrum of LEPP is the teaching and learning of a foreign 

language which requires substantial involvement of the school structure and the curriculum. 

The phenomenon of inserting a foreign language through education is mainly promoted by 

utilitarian and pragmatic reasons informed by global forces and local human resource 

development planning (Kaplan & Baldauf, 1997; Wright, 2016). For example, the hegemony 

of the English language has been ushered by the current of globalisation, which has, in turn, 

heightened a prevailing assumption in developing countries that English competency can 

assist in building a strong and qualified human capital to keep pace with economic, social and 

technological developments. This leads to promoting the introduction of English into the 

school curriculum as early as possible; this is largely associated with acquisition planning or, 

more specifically, English-in-education policy planning. An example of this  is Australia, 

where, the school-based foreign language education policy was grounded on the country’s 

perceived trading situation and relationships with East ASEAN countries including China, 

Taiwan, Korea, Japan, Singapore, and Indonesia (Lo Bianco, 1987a, 1987b). Therefore, the 

education sector introduced teaching and learning of those countries’ languages to build a 

pool of speakers in the community, in order to serve the economic purpose.   
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The discussion of LEPP must consider at least two distinct aspects of “the overt 

language planning goal” and “the method employed to attain the goal” (Cooper, 1989, p. 

159). The education sector takes the most active role in contributing to this (Skutnabb-

Kangas, 2000). While the overt goal is to ascertain second/foreign language education in 

school curricula, the methods required to do so are those that make the goal attainable by 

creating or improving the teaching-learning opportunity (Cooper, 1989; Corson, 1998). In the 

same vein, Kaplan (1990) pointed out that “in both theory and practice, education is an 

important variable in developing any polity’s language-in-education planning and so the 

educational body of that polity’s government realises this planning” (p.22). An approved 

school curriculum focusing on foreign language teaching and learning is an example of LEPP 

(Spolsky & Shohamy, 2000), described by Ingram (1990) as “fringed on the one side by 

language policy-making in general and on the other by syllabus or curriculum writing, the 

development of methodology and materials, and eventually class teaching” (p. 53).  

Echoing the above-mentioned statements, Shohamy (2006) also defined LEPP as a 

“bottom-up, grassroots mechanism” used to “create de facto language practices in educational 

institutions, especially in a centralised educational system. […..] to turn ideology into 

practice through formal education” (p. 76). Menken and Garcia (2010), as an expansion of 

and aligning with Shohamy (2006) and Spolsky (2004), also proposed an ecological approach 

to defining language education policy. They emphasized the multi-faceted contexts of 

language education by viewing the contexts as the integral parts of language education and 

argued that language education policy should consider the dynamisms of these contexts. 

However, Kaplan’s (1990) contribution in encapsulating LEPP phenomenon provides a more 

comprehensive account: 

In an ideal environment, a government authorizes the development of a language plan, 

leading to a language policy; within that language policy, it is assumed that certain 

languages will be used for certain purposes (e.g., the plan calls for an increase in 

economic exchanges with neighbouring polities whose languages are significantly 
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different); L-in-Ed planning would then undertake to establish curricula to inculcate 

those languages in some segment of the population. It is not the function of the 

education sector to decide de jure what languages will be taught in such a context; 

rather, it is the function of the education sector to decide who will teach those 

languages at what point in the educational system, to what segment of the population, 

through what methodologies, with what materials, at what cost. It is then the function 

of the education sector to turn to central government for the resources to accomplish 

the job, and it is the function of central government either to allocate the resources or 

to modify the plan, extending the time for achievement of the objective, changing the 

objective, etc. (p. 9).    

 

Following this thread of rationales as a platform, it has been argued that LEPP 

invokes a series of subsidiary planning stages (Kaplan & Baldauf, 1997) within the school 

system in order to make any polity’s foreign language education planning ‘rational, 

systematic, integrated and comprehensive’ (Ingram, 1990, p. 54). To avoid the piecemeal 

nature of foreign language-in-education planning, a LEPP framework (Table 3.1) was offered 

by Kaplan and Baldauf (1997, 2003). This framework included eight different but interrelated 

sets of policy planning standards to be operated through the formal education setting. The 

Table 3.1 outlines the framework.  

Table 3. 1: Language-in-education policy planning framework (adapted from Kaplan & 

Baldauf, 2005, p. 1014) 

Language-in-education 

policy planning goals 

Explanation 

Access policy Who learns what when? 

Personnel policy Where do teachers come from and how are they trained? 

Curriculum policy What is the objective in language teaching and learning? 

Methods and materials policy What teaching approaches with what materials are to be 

employed? 

Resourcing policy How and what resources will be allocated? 

Evaluation policy What is the connection between objectives, methods, 

materials and assessment? 

Community policy Who is consulted or involved in policy making? 
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In the following sub-sections, each standard or goal of the language-in-education 

policy planning framework is explicated briefly as a way of further clarifying the study 

context.  

3.4.3.1 Access policy 

 

The first step of setting criteria for a foreign language (English is the point of 

reference here) in any country’s educational system is to determine who learns what 

languages at what age or at what level. The operation of this access policy is to be set once 

the status aspects of that foreign language have been established and are supported at the 

societal level (Kaplan & Baldauf, 2003). This is also important as it provides the required 

guidelines to design and develop school-based foreign language education programmes 

aimed at achieving that particular polity’s social, economic, and political goals. 

3.4.3.2 Personnel policy 

Once policy makers decide who is to learn the foreign language at what age, the next 

concern is to establish a pool of teachers.  This raises the questions of teacher selection, 

employment, and their training. This concern carries a heavy weight, as research on new 

educational innovations demonstrates the significance of the impact of teachers on the extent 

to which new policies are implemented successfully. As Fullan (1993) explained, “[i]t is the 

teachers who are responsible for passing on the changes through their teaching to their 

students” (p. 4).  

Personnel policy has two main implications, teacher recruitment and teacher training. 

Teacher recruitment refers to the criteria set by the educational system of a polity for 

selecting teachers based on their academic qualification as well as linguistic competency (in 

the relevant foreign language). Relatedly, teacher training deals with providing training to 

develop teachers’ competencies and effectiveness for their assigned levels of teaching. 
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Failure to address personnel policy effectively might lead to failure to achieve English 

education policy goals (Kaplan & Baldauf, 2003, p. 218).  

Another essential personnel policy issue is the provision of incentives or rewards for 

language teachers. Acknowledging the fact that they do not hold as high a status in the 

teaching profession as Science or Mathematics teachers, Kaplan and Baldauf (1997) argued 

that educational systems should provide adequate incentives (training or instrumental) to 

retain language teachers in and increase their motivation for their profession. 

3.4.3.3 Curriculum policy 

 

Curriculum policy in a LEPP context refers to determining the overall aims and 

objectives of teaching and learning the relevant foreign language. These aims and objectives 

embody “interrelationships between subject-specific concerns and other broader factors 

embracing socio-political and philosophical matters, educational value systems, theory and 

practice in curriculum design, teacher experiential wisdom and learner motivation” (Clark, 

1987, p. xii). Therefore, from the instrumental point of view, foreign language-in-education 

curriculum policy is designed to ensure teaching and learning of that language is available 

using the appropriate methods and materials as well as to monitor and assess students’ 

performances.  

Curriculum policy which is centrally developed and mandated by policy makers at the 

national level and then implemented through the school system represents a series of beliefs, 

assumptions, perceptions, decisions, judgements and biases of the policy makers (Smith & 

Lovate, 2003, p. 2) . Hence the nature and system of curriculum policy making is “very top-

down, and the community has little input into policy” (Kaplan & Baldauf, 2005, p. 1017). 

More critically, though foreign language curriculum policy development has been described 

as an attempt of the policy planners and makers towards an egalitarian and learner-centred 

approach (in terms of teaching methods, materials and evaluation systems) moving away 
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from classical humanistic practices (Clark, 1987; Skilbeck, 1982), it often seems to be 

constrained due to some circumstantial factors and so fails to bring the envisioned changes. 

Given that it is the language teachers who are the channels for enacting the planned 

curriculum in school education, they should also be involved actively alongside the 

curriculum planners in planning foreign language curriculum policy for schools. 

3.4.3.4 Materials and methods policy 

 

Once the policy makers and curriculum developers draw together the aims and 

objectives for teaching and learning a foreign language (English in this case) in the education 

system, the next concern is ‘How’ teachers will teach (methods) and using ‘What’ 

(materials). Therefore, methods and materials policies are interconnected and two key 

components in the curriculum policy implementation process (Kaplan & Baldauf, 2003). 

Based on curriculum policy objectives, language teaching requires some content. 

Hence, policy guidelines for developing, writing and/or revising teaching materials including 

teaching content appropriate to grade levels are also provided. The materials policy sector of 

foreign language education has been experiencing a long-standing dichotomy with regard to 

content. While some have argued for simplified, accessible language in materials, others have 

asserted that the language should be authentic, on the grounds that simplified language 

ensures more accessibility while authentic language facilitates access to the varied features of 

a language (Kaplan and Baldauf, 1997).  

As a corollary, methods policy refers to a set of teaching strategies and directions for 

teachers to use in the classroom. It has been argued that teaching methods policy should be 

consonant with the intention of the curriculum. For example, if the curriculum policy intends 

to develop students’ communicative competencies in English, then student-centred 

communicative teaching methodology (CLT) might be an appropriate approach. Furthermore, 

teaching methodology should also consider the academic, pedagogical and linguistic skills 
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and the quality of language teachers. It has been asserted that failure to meet the envisioned 

outcomes of foreign language education may not be due to the quality of the methodologies 

but to the quality and competency of the teachers. Kaplan and Baldauf (1997) explicated that 

new language teaching methodologies have failed or been rejected due to teachers’ inability 

to conceptualise the theoretical assumptions of the methodology, because the training did not 

resolve the teachers’ lack of understanding, the  teachers’ own language learning differed 

from the new approaches, or the materials teachers used were poorly constructed. Therefore, 

ideally, language-in-education planning should take into account the consonance of materials 

with the prescribed methods as well as the quality and capability of teachers.  

3.4.3.5 Evaluation policy 

 

Evaluation policy is concerned with what the curriculum aims for and how 

achievement of these aims is assessed. In the same vein, consistency between these two ends 

is one of the critical factors in the success of policy implementation (Cumming, 2009). 

Teaching and learning a foreign language (English) within any polity’s education system are 

shaped by some specific goals and therefore evaluation policy sets criteria to measure the 

extent of goal achievement in terms of policy impact (Kaplan & Baldauf, 2003). Ingram 

(1990) also viewed evaluation as an effective way to monitor policy development and its 

implementation, otherwise overall policy implementation “risks remaining static in the face 

of changing needs in the society” (p. 54). By the same token, evaluation policy should also 

consider the extent to which language competency is attainable within the school curriculum 

and environment; many educational and curriculum policies attempt to set expectations that 

are too high (Genesee, 1994).   

On such notes, scholars have also been seen to be very cautious about the ‘washback’ 

of evaluation and assessment on English as a foreign language education in particular, as well 

as the overall education system. A review of related literature indicated a ‘natural’ yet very 
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‘important’ tendency (Buck, 1988, p. 17) for teachers to accommodate teaching methods and 

materials due to the high importance of achieving good assessment results, for the both 

teachers’ recognition and the students’ future success is. Shohamy (1992, 1993a, 1993b) also 

delineated this phenomenon more aptly by bringing the notions of external tests (high stake 

national examinations) and school-based tests. She declared the former to be the ‘most 

powerful device’ as it is capable of influencing, changing and prescribing pedagogical 

patterns within schools.  Reviewing Shohamy’s (1993b) work, Paulston and McLaughlin 

(1994) pointed out that the mismatch between assessment practices and curriculum 

objectives, teaching methodology, teaching content and materials significantly influence the 

accomplishment of the ultimate goals of LEPP. 

3.4.3.6 Resourcing policy 

 

Resourcing policy refers mainly to the allocation of budgets and resources for 

promoting and sustaining students’ linguistic development. The resources include teachers’ 

salaries, provision of their professional development, school infrastructure, and supply of 

logistic support (teaching and learning aids). According to Kaplan and Baldauf (1997), after 

the first stage of cost–benefit analysis, substantial investment should be made in different 

aspects of language development, for instance, in new/revised materials, teacher training, and 

teaching facilities. The availability of required resourcing is one of the critical factors to 

facilitate and drive the implementation of other LEPP agendas and standards (access, 

personnel, curriculum, methods, materials, and evaluation) and thus determines the extent to 

which the holistic goals of language-in-education in schools can be attained. 

3.4.3.7 Community policy 

 

Community policy is concerned with who is consulted and/or involved in the stages 

or processes of planning, decision and development for LEPP or curriculum policy. For 

instance, in some polities, language policy has normally been centralised and is not 
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consultative (Baldauf et al., 2007; Kaplan & Baldauf, 2005). National education-related 

policy planning is often made by governments in a top-down manner. Kaplan and Baldauf 

(1997, 2005) specified the importance of including the attitudes of stakeholders other than the 

policy makers in the community, as well as their potential roles in devising a foreign LEPP to 

achieve the maximum policy effects.   

Positioning in the context of policy text, this section has described the strands of 

LEPP, which are considered to be the key mechanisms for investigating a country’s English 

education policy planning. What remain to be reviewed are the relevant theoretical and 

empirical studies on context of policy practice. The next section presents this discussion.  

3.5 Context of practice 
 

 One of the aims of the study is to explore curriculum policy implementation 

stakeholders’ (ETs, SPs and TTs) views and experiences of putting English education policy 

directives into practice within the educational and social spectrum of Bangladesh. This 

section, therefore, first critically reviews theoretical literature to gain insights into the context 

of policy practice, that is, how education or curriculum-related policies are perceived and 

experienced by the policy implementers. Empirical literature on English education and 

English teaching policy and practice is also considered, in the subsequent section. There are 

two reasons for this stance. First, the current section is a continuation and contextualisation of 

the policy cycle model (sections 3.3 and 3.4), aiming at showing how the policy intentions or 

planning are perceived and enacted within the context of practice. Second, the review of 

theoretical and empirical literature in this section has also played an important role in 

facilitating the interpretation of curriculum policy implementation stakeholders’ responses 

and so offering insights to address the third research question of this current study: How are 

issues and standards of secondary English education policy planning practised by English 
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teachers, school principals and teacher trainers (the policy implementation stakeholders) in 

Bangladesh? 

3.5.1 Impact of policy implementation stakeholders on policy 

 

The discussion of the policy trajectory model (Section 3.2.2) indicated that the key 

issue in the context of practice is how policy intentions and directives are embedded in the 

actual context. As Bowe et al. (1992) asserted: 

Practitioners do not confront policy texts as naïve readers, they come with histories, 

with experience, with values and purposes of their own, and they have vested interests 

in the meaning of policy. Policies will be interpreted differently as the histories, 

experiences; values, purposes and interests which make up any arena differ. The 

simple point is that policy writers cannot control the meanings of texts. Parts of texts 

will be rejected, selected out, ignored, deliberately misunderstood; responses may be 

frivolous … (p 22).  

 

So, policy documents as a representation of policy are decoded in a complex way where the 

implementers’ views about the policy and the extent and way of action are informed by their 

skills, experiences, resources and surroundings (Ball, 1994).  

 Policy implementation stakeholders, such as teachers, principals and other related 

professionals, were termed as ‘street-level bureaucrats’ by Lipsky (2010) with the argument 

that “they have considerable discretion in determining the nature, amount, and quality of 

benefits and sanctions provided by their agencies” (p. 13). However, it has also been argued 

that the degree of discretion of street-level stakeholders is subject to and controlled by “rules, 

regulations, and directives from above, or by the norms and practices of their occupational 

group” as well as being “shaped by policy elites and political and administrative officials” 

(Lipsky, 2010, p. 14).    

Hupe and Hill (2007) added that, despite implementation stakeholders being 

controlled and supervised, the delegating person or the authority starts to lose some control 

over the policy as the implementers are assumed to apply some degree of discretion.  It has 
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already been mentioned in Section 3.4.1 that there are likely to be variations in views and 

practices among policy implementation stakeholders regarding different strands of the policy. 

Hupe and Hill (2007) also maintained that the policy implementation stakeholders’ 

perceptions and experiences of policy planning in the actual practice context are contextual 

and subjective as they “work under an action imperative: they have to act” (p. 279). The 

implementers, as they continued to argue,  are forced to “make choices: choices about how to 

deal with a specific rule-in general and specific situations-but also between rules” since “they 

are working in a micro-network of relations, in varying contexts” (pp. 279-281). This 

phenomenon is particularly evident in a top-down, tight bureaucratic pattern of education 

related policy-making. Certainly, Bangladesh is an example of this type of top-down policy-

making pattern. Goldstein (2008) also asserted that, in such a context, policy implementation 

stakeholders cannot merely implement or follow the intended policy, rather “they enact 

within the specific, particular contexts” of their practice “through the lens of their strategic 

knowledge” and thus in a way they become street-level policy makers (p. 449).  

The discussion at this stage also brings in language policy planning (LPP) literature in 

order to contextualise the current study, particularly the micro context of practice. The micro 

level of policy practice, according to the notion of LPP, refers to the strategies used by the 

individual actor or implementer (e.g. teachers, teacher trainers) in response to the policies, 

planning and visions outlined by the macro and meso level agencies (Kaplan & Baldauf, 

1997). Micro investigations of macro educational policies have confirmed that ground-level 

implementers, including teacher trainers, school principals and, most importantly, teachers, 

are delegated with responsibilities to implement LPP activities and so they play a significant 

role (Baldauf, Li, & Zhao, 2008; Fowler, 2004; Hamid & Nguyen, 2016; Menken & Garcia, 

2010; Shohamy, 2006). Instead of considering the implementers as passive agents or actors, 

the relevant literature recognises them as implementation agents who, according to their 
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willingness and capacity, interpret or reinterpret policies in their own ways and enact them in 

their pedagogical domains. Therefore, the extent and strategies of micro-level implementers’ 

policy practices are seen as an agentic exercise, which can be categorised within a potential 

cognitive frame of compliance, resistance, and accommodation or negotiation (Ali & Hamid, 

2018; Bowe et al., 1992; Petrovic & Kuntz, 2013). The concept of compliance means passive 

policy implementation without questioning the vision and/or scope of viability of the policy, 

while resistance implies rejecting the practice or opposing the aims and planning of the 

policy. Accommodation or negotiation occurs when individual implementers reframe or 

readjust the activities within their own contexts of practice. This conceptual backdrop was 

used in the current study to identify the roles played by the study participants (teacher 

trainers, school principals and English teachers) within their individual contexts.  

Having discussed the possibilities of changing the original policy intentions at the 

policy implementation stakeholders’ discretion in their contexts of practice, the next section 

draws on various studies to synthesise how policy implementation stakeholders view and 

experience various educational and (or) English education policies in their own contexts. 

3.5.2 Views and experiences of policy implementation stakeholders 

 

 The reviewed literature indicated that the views and experiences of policy 

implementers can be messy and complicated as they are informed, shaped and constrained by 

their contexts of practice. These contexts are often prescribed, and target and accountability 

oriented and depend on inter-connectedness between multiple elements or standards within 

the complexities of educational settings (Davis, Sumara & D’Amour, 2012; Haggis, 2008; 

Hoban, 2002; Mason, 2008).  

Moving away from a reductionist approach of research, some English education 

research has explored a holistic understanding of the complexities of relational dimensions or 

interconnectedness (e.g. Larsen-freeman & Cameron, 2008; Mercer, 2011a, 2011b; Tudor, 
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2003; Zheng, 2015). In this sense, implementing English-in-education policy is a complex 

process involving implementation of related, constituent policies or parts, e.g. policies on 

teachers, curricula, methods and materials, and evaluation (Section 3.4.3, Table 3.1). These 

elements are all integrated and interconnected, not in a linear, sequential fashion, but in an 

overlapping, entwined web that affects different parts at different times (Wallace & 

Pocklington, 2014). In fact, the perceived failure of one discrete element or policy avenue 

impacts upon the whole system. The review of literature also identified that, ‘trans-level’ 

interactions and interrelationships of different parts within this type of ‘nested system’ creates 

the conditions for the collective behaviour of the bigger system (Davis & Sumara, 2006; 

Larsen-freeman & Cameron, 2008). For instance, the implementation of English teaching in 

schools is a complex process or system as it is embedded in other different systems of 

curriculum, methodology, materials, and evaluation (Doll, 2008; Osberg & Biesta, 2008), 

operated and supervised by the educational system hierarchy including teachers (Zheng, 

2015) and upper-level stakeholders; e.g. teacher trainers, school principals, district education 

officers (Davis & Sumara, 2006). Connectedness, thus, plays an important role in policy 

practice since proper implementation of policy is determined by the extent and quality of 

interactions and not on the mere presence of components of the policy or system (Cilliers, 

2001).  

A study conducted by Goodson, Moore, and Hargreaves (2006) showed that 

implementers pass through a process of ‘degeneration’—at the cost of enthusiasm, 

motivation, energy. Bank (2010) identified that one of the factors contributing to this 

degeneration is the high-stakes testing and assessment system which makes teachers 

accountable for their students’ achievement scores. Another factor that can complicate the 

implementation of curriculum policy is the heavy reliance on prescribed materials and 

teachers’ low levels of academic and pedagogical knowledge. The issue of accountability is 



59 
 

perceived in a hierarchical way. For example, while teachers are accountable to school 

principals, they are accountable in turn to the district education management and the chain in 

this way moves upward to the state level, from where “the conflicting demands of the 

government…” (Sebakwane, 1997, p. 203) emerge and are directed back to the ground 

(implementation) level. Such a pattern of accountability restricts the extent of the 

stakeholders’ work. This phenomenon was described aptly by Ayers, Quinn, Stoval and 

Scheirn (2008): “obedience and conformity become valued above initiative, courage and 

creativity” (p. 313). This notion of implementation stakeholders’ accountability was therefore 

another concept to be explored in this study, in relation to secondary English education in 

Bangladesh.   

  Another perennial issue is coordination or coherence in the stakeholders’ 

understanding and contributions as they engage with implementing curriculum policy 

(Carpay, Lutternberg, Veugelers & Pieters, 2013). This suggests the importance of a ‘critical 

mass’ working in harmony and professional association (Hiver, 2015). Where there is a lack 

of this association and communication, individual implementers often struggle to adjust and 

this causes a conflict within the practice context.  

It was of interest to this investigation to identify the extent to which these above-

mentioned notions are present and, if so, how they may influence English education policy 

implementation stakeholders in their individual practice.  

3.5.3 English language education policy in practice: A synopsis of some international 

cases  

 

The above theoretical discussion on the context of practice now turn to the field of 

English as a second/foreign language education in the school setting. Of particular interest is 

how English education provisions are viewed and enacted in various countries. At this stage, 

the literature review is focused on countries like China, South Korea, Japan, Taiwan, 

Vietnam, and Nepal for two reasons. First, these countries share almost similar socio-political 
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backgrounds (colonisation) with Bangladesh and, second, they developed their foreign 

language education policies for school systems in which English is taught as a foreign 

language within a quite similar teaching context (Kirkpatrick & Liddicoat, 2017) to that of 

Bangladesh.  

Influenced by globalisation and the motive for local national development, these 

countries have made English education compulsory from the very early stage of education, 

keeping in mind “the earlier, the better” (Medgyes, 2005, p. 276) motto (see Ali, Hamid & 

Moni, 2011; Chen, 2011; Hashimoto, 2011; Li, 1998; Li, 2011; Nguyen, 2011; Phyak, 2011; 

Tsao, 2008 for individual country studies). The participants in these studies expressed the 

view that the socio-economic conditions meant their nations were not qualitatively prepared 

to embrace an enforced accommodation of the English education. Hence the adoption of early 

English education eventually led to inequalities in both access and quality of access to 

English education in those nations. Moreover, insufficient thought had been given to 

students’ opportunities for exposure to English outside the classroom or to their ability to 

grasp a foreign language at the age of 5-10 years while also developing literacy skills in their 

mother tongue (Baldauf et al., 2011).  

The rapid growth of primary English education in these countries meant that the 

teachers were yet to be attained in terms of both quantity and quality. English was being 

taught by too few teachers who had limited English proficiency and lacked an understanding 

of curriculum and teaching methodology. Consequently, ‘stop-gap measures’ (Kaplan & 

Baldauf, 1997, p. 130) were introduced in these countries to manage the situation from time 

to time. For instance, Malaysia (Ali, Hamid & Moni, 2011), Taiwan (Chen, 2011) and Japan 

(Hashimoto, 2011; Kaplan & Bladauf, 2005) imported expensive native English-speaking 

teachers (some of whom lacked proper training, as cited in Baldauf et al., 2011, p. 317). 

Policy implementers, particularly the English teachers, criticised the traditional teacher 
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recruitment policies as well as the theory-oriented, insufficient teacher education and the lack 

of training provisions in these countries (Chodidjah, 2010, 2007; Hamano, 2008; Liaw, 2009; 

Luciana, 2006; Nguyen, 2011).  

 English education policy implementers also described their experiences of 

pedagogical practices. They reported the practice of heavy reliance on traditional grammar-

translation methods, rote-learning and teacher-centred classes instead of authentic 

communication and student-centred approaches. Participants from Taiwan (Chen, 2011 and 

Vietnam (Nguyen, 2011) also described difficulties in accessing textbooks and other 

teaching-learning materials and using them in their contexts, due to some contextual 

hindrances including bureaucratic hurdles, constraints in resourcing and facilities, teachers’ 

low level of subject-based pedagogical knowledge, students’ low capacity to be in line with 

curriculum intentions, and high stake assessment systems (also Nguyen, 2011; Phyak, 2011). 

A further obstacle was the use of western curricula and methodological innovations, which 

might not have been contextually appropriate for EFL situations (Li, 1998; Holliday, 1992). 

This highlights the importance of EFL policy makers considering and appraising their own 

educational culture and policy.  

Criticizing the central, top-down policy-making culture, the teachers who participated 

in these studies expressed their desire to be involved actively in policy making in different 

areas including curriculum design, methods and material development, and the revision of 

assessment strategies, as they believed that they had the knowledge of the actual scenario. 

The studies also emphasised that the effective development and execution of LEPP, 

especially in the domains of teacher education and curriculum design, relies significantly on 

the presence of teachers ,‘the spearheads of the policy making’ (Nunan, 2003; Ricento & 

Hornberger, 1996; Zein, 2012). Munn (1995) emphasised the importance of empowering 

teachers instead of directing them about what to do: 
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…groups of teachers supported by teacher educators and others could develop and 

refine content, pedagogy and assessment……. Their experience could feed back into 

national developments, rooting these in teachers' real practice. This could be a 

powerful way of linking teacher involvement in policy formulation and policy 

implementation (p. 216). 

 

3.6 Linking the literature to this study in Bangladesh 

 

So, what is the infrastructure, the big picture (Fullan, 2005) of secondary English 

education in Bangladesh? Language policy planning scholars have explained that post-

colonial developing countries provide an “indispensable and truly intriguing array of field-

work locations” (Fishman, 1968, p. 11).  As highlighted in sections 3.3, 3.4 and 3.5, this 

question required the researcher to conduct a discursive policy trajectory study, attending to 

the macro socio-political factors to understand the context of influence of English education 

in Bangladesh. Given the importance of English education, it was necessary to look at the 

meso context of policy text to identify the relevant planning offered by the latest policy 

documents. Finally, there was a need to investigate the micro context of practice in which 

English teachers, school principals and teacher trainers play significant roles, not for the 

purpose of “possessing power nor personal prestige” (Zhao & Baldauf, 2012, p. 5), but by 

their ad hoc agentic involvement and representation as the ground level curriculum-policy 

implementation stakeholders. 

English education policy planning cannot be isolated from the intervening variables 

which constitute the context of contexts (Kaplan & Baldauf, 1997; Li, 2008). This implies 

that rigorous study of English education policy planning demands a more comprehensive 

approach in order to encapsulate the ‘big picture’ more critically and effectively.  It has 

already been mentioned in the Introduction chapter (section 1.2) that, one of the major 

problems experienced in the field of LEPP is the lack of any in-depth, synergistic and 

overarching investigation into what influences the development of a policy, what is 
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mentioned in policy documents and how these are viewed and experienced on the actual 

ground. This is also true in the Bangladeshi context, which signifies an existing research gap 

in the field of LEPP in the polity (section 1.5). Within the broad framework of language 

policy and planning (LPP), a second/ foreign language (English in this case) education policy 

planning (LEPP) process is much more precise and focused about its purposes, objectives and 

activities within the centralised territory of an education system. It is also held that the 

threads of the policy, the particular decisions about issues and standards and their proper 

implementation bring forth the successful teaching and learning of a polity’s second or 

foreign language (Kaplan et. al., 2011; Shohamy, 2006). Consequently, exploring and 

understanding a polity’s second/foreign language-in-education policy and planning requires 

careful consideration of the entire policy process. This includes the context of policy influence 

(influences on policy), and connections (and/or disconnections) between policy text (policy 

planning and directions) and policy practice (perceptions and implementation of the planning 

and directions). The current research, therefore, employed a discursive analytical framework 

(Figure 1.1) to scrutinise secondary English education from its policy influence phase to 

policy directions and then to the policy practice context. For the purpose of the current 

research, the above-mentioned theoretical and empirical grounds became the basis for an 

attempts to contribute to the scholarly gap by investigating, the ‘bigger picture’ of secondary 

English education in Bangladesh (see also section 1.5).  

3.7 Chapter summary 

 

The purpose of this chapter was to enunciate the key concepts underpinning the study. 

The chapter started with describing the policy trajectory model (Bowe et al., 1992) and 

explaining the reason for employing this model as an overarching theoretical framework in 
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the first section. The next three sections were aligned with the contexts of the policy 

trajectory model as well as the research questions.  

The discussion on the context of influence elaborated the notions of post-colonial 

legacy, globalisation and national motives and their ways of influencing on and mediating a 

country’s policy development. The review in relation to the context of policy text included a 

theoretical overview of policy text followed by deliberating eight goals and standards of a 

foreign/second language-in-education policy, since the case of the study was to investigate 

English education policy in Bangladesh. The chapter finally presented the review of 

theoretical and empirical literature with reference to the context of practice. The review 

deconstructed the idea that policy is not implemented as it is directed. Moreover, it was 

argued that policy implementation is mediated in a complex way where policy implementers’ 

individual and/or organisational contexts comply with, modify or resist the policy practice.   

The next chapter will articulate the research design and the methodology which was 

employed to conduct the empirical investigation.  
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Chapter 4 

Research Methodology: The empirical framework 

 

 

4.1 Introduction 

 

In the previous chapter, the literature guiding the study’s focus and research questions 

was considered. This chapter presents the methods employed to conduct the study. The 

chapter discusses the theoretical and practical dimensions of the study’s research design, 

addressing the choices of philosophical stance (epistemology and theoretical perspectives) 

and the methodological choices (methods of data collection and analysis) (Creswell, 2007).  

Five sections frame the chapter. The first section starts with re-stating the research 

purpose and research questions. The second section presents the study’s overall philosophical 

and methodological stance. The third section reports the data collection methods, and the 

fourth describes the data analysis procedure. The final section addresses matters of ethics and 

trustworthiness in relation to the study.  

4.2 The research aim and research questions 
 

The aim of this study was to develop a better understanding about the specific case 

(Yin, 2014) of the current secondary English education context. As the case was embedded in 

a conceptual framework (Creswell, 2007; Stake, 1995; Yin, 2014), a set of research questions 

was formulated based on a discursive theoretical framework—the overarching lens of the 

policy trajectory model (Bowe et al., 1992). Within this model, the Kaplan and Baldauf 

(1997, 2003, 2005) LEPP framework (Chapter 3, section 3.2 and 3.4.3) was contextualised 

and investigated. The overall study was guided by the following three research questions: 

RQ 1. How has the socio-politico-economic context at different times influenced the 

development of English education policy in Bangladesh?   
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RQ 2. To what extent do the NEP 2010 and the NCE 2012 policy documents take into 

account issues and standards of secondary English education policy planning? 

RQ 3. How are issues and standards of secondary English education practised by English 

teachers, school principals and teacher trainers (curriculum policy implementation 

stakeholders) in Bangladesh?  

The purposes of the study was to examine relevant historical and education policy 

documents (macro context of influence), the National Education Policy 2010 (NEP 2010) 

and the National Curriculum for English 2012 (NCE 2012)—the latest curriculum policy 

directions for English education (meso context of policy text), and the perspectives and 

experiences of English teachers (ETs), school principals (SPs) and teacher trainers (TTs) 

regarding their practices in implementing English education policies in the secondary school 

setting (micro context of practices).  

In order to develop a better understanding of the case, a research design was required 

that would facilitate empirical data collection. The next sections describe this design.  

4.3 Research design 
 

A multiple embedded, qualitative case study research design (Yin, 2014), informed by 

a social constructivist epistemological position and interpretivist theoretical perspective 

(Merriam, 2009), was used to conduct the study. The selection of this particular research 

approach was made after considering various research approaches, research questions and 

analytical frameworks. Crotty’s (1998) framework was instructive in providing a sense of 

stability and direction for the study’s research design. This framework illustrates that any 

research process should address four basic parameters: methods, methodology, theoretical 

perspectives and epistemology. The following Figure 4.1 outlines the basis of the study’s 

research design. 

 

file:///C:/Users/snur/Desktop/Thesis%20on%20ELTE/yaar_thesis.docx%23_ENREF_206
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Figure 4. 1: Current study’s philosophical stance and methodological choices (adapted from 

Crotty, 1998, p. 4). 

 

The following sub-sections detail the research design. 

 

4.3.1 My philosophical stance 

 

The study was informed by a social constructivist epistemological position and 

interpretivist theoretical perspective (Merriam, 2009). The reason for this was to gain what 

Fairclough (2004) and Greene (2008) termed as an in-depth understanding of ‘socially 

constructed’ knowledge. The production of knowledge, according to Kincheloe (2004), is a 

complex relationship between human perception, the structural reality of the context in which 

a person lives and works, the socio-cultural environment, and relationships and connections 

with others. Positioning the research within the parameters of this epistemological and 

theoretical stance meant that the study took place within an understanding of accounts and 

perspectives which contained relative and socially constructed phenomena. It also meant that 
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that knowledge of this understanding was acquired through interpreting multiple accounts, 

and was therefore essentially subjective (Cohen, Manion & Morrison, 2011; Creswell, 2012; 

Hennink, Hutter & Bailey, 2011; Ledger et al., 2014; Merriam, 2009; O'Donoghue, 2006; 

Yanow, 2007). Underpinning this study within a constructivist-interpretivist paradigm also 

supported the exploration of contextual and holistic details, that is, the meaning behind the 

phenomena (Habermas, 1987; O’Donoghue, 2006).  

My philosophical stance in relation to the research has influenced the decisions I 

made around the research focus, research design and methodology. Having established the 

study’s philosophical underpinnings, what follows is the justification of this stance by 

explicating the choice of a particular research approach in terms of methodology, and 

methods (data collection and analysis) used in this research study. 

4.3.2 My methodological choice: A qualitative case study approach 

The study was located within a qualitative research paradigm using a case study 

methodology which mainly employed analysis of relevant policy documents and semi-

structured interviews with multiple stakeholders. More specifically, this was a multiple-

embedded case study, containing more than one sub-unit of analysis (Creswell, 2007, 2014; 

Yin, 2003, 2009) to capture the meanings that were defined, described and so constructed 

(Merriam, 1998) about the phenomena under examination. This case study methodology, 

underpinned by a social constructivist epistemological orientation and interpretivist 

theoretical perspective, thus promoted the joint construction of knowledge through the 

channel of individual interviewee’s constructions of reality and the reality implanted in the 

policy documents. The qualitative case study approach eventually enabled me, as the 

researcher, to be flexible in exploring and so developing a rich and deep understanding of the 

policy trajectory of secondary English education in Bangladesh—something that was 

previously less documented and hence obscure and not well known (Baptiste, 2001). This 
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approach helped me to develop a rich, detailed and contextualised description and 

understanding of the secondary English education context in Bangladesh, this being the case 

under study (Flyvberg, 2011; Simons, 2009). Figure 4.2 outlines the methodological position 

of the study. 

 

Figure 4. 2: A multiple-embedded case study (adapted from Grassick, 2016; Yin, 2009). 

 

My methodological decision was also influenced by some other features of case study 

methodology. Denscombe (1998) asserted that the genius of a case study lies in its ability to 

deal with the subtleties and particulars of complex social situations which can be captured by 

employing a variety of empirical materials including personal experiences, documents, 
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interviews and observations as part of the investigation. Consistent with Denscombe (1998) 

and Stake (1995), Yin (2003) also argued that a case study research design is appropriate 

when researchers hope to define research topics broadly rather than not narrowly, cover 

contextual or complex multivariate conditions and not just isolated variables, and rely on 

multiple rather than singular sources of evidence. Following Yin, I employed multiple 

documents (historical and policy documents), semi-structured interviews with multiple 

stakeholders and observations of secondary schools to explore the secondary English 

education context in Bangladesh. Hence, a case study design was appropriate for this study. 

Moreover, this methodological approach added breadth and depth to the data collection, and 

assisted in bringing a richness of data together in an apex of understanding of “discovery, 

insight, and understanding from the perspectives of those being studied” (Merriam, 1998, p. 

2) through triangulation. This contribution also pinned down the validity of the research (Yin, 

2003). Table 4.1 adds more about how the research designed reflected the features of a case 

study. 

Table 4. 1: The features of case study in relation to the current research 

Case study characteristics (Creswell, 

1998; Punch, 2009; Simons, 2009; 

Stake, 2005; Yin, 2003) 

The current research  

A bounded system: the case can be a 

person, a group, an episode, a process, 

a society 

Secondary English education  

 

 

Selecting phenomena or issues The research questions 

 

Bounded by time and place  Data collection was undertaken in between 

July 2016 to November 2016. 

 Research site located in three different 

districts in Bangladesh. 

Multiple sources of data and multiple 

data collection methods: interviews, 

documents, observation, electronic 

media  

 Historical and education policy documents 

related to English education 

 Semi-structured interviews and school 

observations  

 

https://en.wikipedia.org/wiki/Triangulation_(social_science)
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The case as intrinsic or instrumental Intrinsic case because the researcher wants better 

understanding of the case in all its particularity and 

ordinariness, the case itself is of interest. 

Case study research design Multiple, embedded case study:  

 focusing on three major units of analysis 

(macro, meso and micro policy context) 

incorporating related historical and policy 

documents, interviews of multiple 

stakeholders (ETs, SPs and TTs), school 

observations 

 the goal is to describe the features, context, 

and process of a phenomenon 

Purposeful sampling Selection of several embedded sub-cases 

(documents and interview participants) within each 

case to reach an interpretive understanding of the 

case and to make the overall study robust and 

compelling. 

Product of the case study  Portrait of each policy context 

 Major themes or issues derived from each 

case analysis 

 Elucidation and discussion of themes to 

develop the ‘bigger’ picture of the case.  

 

4.4 Methods of data collection  
 

This section provides details about the data collection methods employed in this 

study. After the main focus of the research had been identified, a tentative plan was 

developed for collecting the data. The nature of the research questions also played a pivotal 

role in deciding the data collection tools. Primarily two different methods—document 

analysis and semi-structured interviews —were used to collect data from three sources, the 

pertinent historical and education commission and education policy reports, the latest 

curriculum policy documents for English education, and the key stakeholders in 

implementing the curriculum policy, TTs, SPs and ETs. School observations of schools were 

also conducted to elicit data about the provision of secondary school education in Bangladesh 

 

https://en.wikipedia.org/wiki/Phenomenon
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Table 4. 2: The data collection methods in relation to the research questions 

Research questions Data collection 

methods 

Data sources 

 

1. How has the socio-politico-

economic context at 

different times influenced 

the development of English 

education in Bangladesh?   

     (identifies global, national 

and local influences)   

    Document analysis  Relevant historical 

documents: 

 The Minute of 

Macaulay 1835 

 Relevant policy 

documents (from 1947-

till date) 

 The Constitutions 

of Pakistan  and 

Bangladesh 

 National Education 

Commission reports 

 National education 

policy reports 

 

2. To what extent do the NEP 

2010 and the NCE 2012 

policy documents take into 

account issues and 

standards of secondary 

English-in-education policy 

planning? 

(details the policy 

intentions and directions)  

    Document analysis  Latest education policy 

and English  National 

curriculum policy 

documents: 

 

 National Education 

Policy 2010 (NEP 

2010) 

 National 

curriculum for 

English 2012 (NCE 

2012) 

 

3. How are issues and 

standards of secondary 

English-in-education policy 

planning practised in 

Bangladesh? (examines the 

practice of policy 

directions) 

 

 Semi-

structured 

interviews 

 

 Observations 

 Semi-structured 

interviews with: 

 18 ETs 

 6 SPs  

 7 TTs 

 

 Non-participatory 

observations of schools 

 

It was envisaged that, while the analysis of historical documents, the education 

policies and the NEP 2010, and the NCE 2012 would provide information about the influence 

of English education in Bangladesh and develop a background picture of the promised inputs 
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and outputs of secondary English education provision, the ‘in situ’ interviews with TTs, SPs, 

and ETs and non-participatory observations of schools would reveal the actual extent to 

which the policy rhetoric was being put into practice at ground level.  

4.4.1 Primary data: Documents 

The first method of data collection was the use of documents. Document analysis, 

which can also be loosely termed as historical research (Gay & Airasian, 2003) or content 

analysis (Ary, Jacobs, Irvine & Walker, 2013), is a common form of qualitative research, 

particularly for social science researchers. It involves studying, understanding, and 

interpreting documented events or activities and reaching insights about them. The rationale 

behind employing documents as a tool for collecting data for this study was its role in 

methodological and data triangulation, as well as in fitting with the research focus and 

research questions (Atkinson & Coffey, 2004; Cohen et al., 2007).  

From the methodological perspective, document analysis is particularly applicable to 

qualitative case studies (Bowen, 2009) as it assists in producing intensive, rich descriptions of 

a single phenomenon, event, organisation, or program (Stake, 1995; Yin, 2003). Moreover, 

document analysis is often used in combination with other qualitative research methods as a 

means of triangulation—“the combination of methodologies in the study of the same 

phenomenon” (Denzin, 1970, p. 291). In my study context, therefore, documents were 

utilised to elicit data along with the interviews by drawing upon them to seek convergence 

and corroboration to provide “a confluence of evidence that breeds credibility” (Eisner, 1991, 

p. 110).  

Second, the policy trajectory (Bowe et al., 1992) framework used in this study 

necessitated employing historical documents, nationally produced education commission and 

policy reports, and English curriculum-related policy documents as data collection tools in 

order to address the context of policy influence (Research question 1) and context of policy 
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text production (Research question 2). Since these documents were implanted with “past 

events, background information as well as historical insight” (Bowen, 2009, p. 30), their 

analysis allowed me to develop an understanding of the ‘macro’ and ‘meso’ context of 

English education policy. Given that document analysis promotes further explorations of 

meaning as well as insights relevant to the research problem (Merriam, 1988, p. 118), the 

data elicited from these documents were also used to establish a context for the data collected 

from interviews. 

All the publicly available documents were collected either by borrowing from the 

university library or downloading from the websites of the government, its educational 

institutions, international donor agencies or independent research authorities. The 

government websites included those of the Ministry of Education, the Directorate of 

Secondary and Higher Education, and the National Curriculum and Textbook Board of 

Bangladesh. Section 4.4.4, about the sampling, presents the list of documents as well as the 

reasons for studying each of them.  

4.4.2 Primary data: Interview 

 

Semi-structured interviews with multiple stakeholders (TTs, SPs, and ETs) were used 

as another primary tool and a good way to solicit and extract “voices of individuals” 

(Marylin, 2006, p. 33). Two sets of reasons shaped the decision to undertake this particular 

kind of interview, to align with the study’s theoretical stance and subsequently to respond to 

the research questions effectively.  

First, within the social constructionist archetype, this qualitative research study aimed 

to elicit “social meaning-making acts, and co-facilitated knowledge exchanges” (Koro-

Ljungberg, 2008, p. 431) through “dialogical interview” and “interpretive practice” (Holstein 

& Gubrium, 2011, p. 343). The semi-structured interview, which is flexible but exploratory in 
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nature (Kvale, 1996), was used to solicit the participants’ perspectives and meanings as well 

as to define their situations and construct their reality (Patton, 2015; Punch, 2009).  

Second, in order to map against the research focus and research questions, a semi-

structured interview guide was framed, roughly guided by the initial literature review and 

document analysis. Structuring the questions in such a way also promoted the uniqueness and 

depth of the participants’ responses to guide and inform the study more effectively and 

extensively (see Appendix F for Interview Guide). Thus, information emerging from the 

interviews assisted in understanding the ‘micro’ context of English education policy practice 

as well as developing a comprehensive ‘bigger’ picture of the secondary English education 

context in Bangladesh. 

4.4.3 Secondary data: Observations 

During the data collection, the researcher visited 18 schools in three different districts 

in Bangladesh. Of these, 11 were located in impoverished, remote areas; 4 in semi-urban 

(sub-district area) areas, and 3 were city schools. Non-participatory observations (Liu & 

Maitlis, 2010) of these schools were used as a secondary source of data. Observation is often 

used as a research tool alongside interviews in case studies to provide live, first-hand 

information about social reality, interactions or events occurring in natural settings such as 

schools or classrooms (Merriam, 2009; Simpson & Tuson, 2003). During visits to schools for 

interviews with ETs and SPs, ‘direct observations’ (Yin, 2003) of the locations and 

infrastructural settings were conducted. These school observations were conducted for two 

reasons. The first was to gain a snapshot of reality—some knowledge of the provision of 

secondary school education. Second, it was assumed that such knowledge would provide 

insights to contribute to and corroborate the analysis of interview data to address the ‘context 

of practice’ (Research question 3) of secondary English education. The observation notes also 
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assisted as a way of strengthening the trustworthiness of the study. Section 4.4.4.3 and Table 

4.7 provide details about the selection of schools from different contexts.  

4.4.4 Sampling 

A sampling strategy that includes the selection of study participants, the sample size, 

and the sites ensures the quality of the data collection methods (Cohen et al., 2007, Morse, 

2004). In a qualitative research study, instead of employing a total research population group 

or a statistical sample, it is important to locate appropriate participants who are able to 

provide suitable data in terms of uncovering meanings and understandings, not generalizing 

findings (Ledger et al., 2014; Morse 2010). Therefore, the embedded cases examined in this 

study were selected purposefully with an intention to “exploit competing views and fresh 

perspectives as fully as possible” (Guba & Lincoln, 1981, p. 276) leading to inform the 

research problem and the central phenomenon of the study with maximum, detailed and rich 

descriptions, insights and understanding (Ary et al., 2006, p. 428; Creswell, 2007, 2014; 

Merriam, 2009; Patton, 2015). Figure 4.3 represents these cases and sub-cases within the 

analytical framework of policy trajectory. 

The policy trajectory model was central in identifying the units of analysis for this 

study. The three research questions were aligned with three contexts of the policy model—

context of influence (macro), context of text (meso) and context of practice (micro)—guiding 

the examination of the three units of analysis. The units of analysis included historical 

documents, reports of education commissions and education policy documents, and national 

English curricula. These were used to analyse macro and meso level policy contexts and 

curriculum policy implementation in order to access information about policy practices at the 

micro level. Since a single case “may involve more than one unit of analysis” (Yin, 2003, p. 
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50) and each unit can be divided into sub-units, every single document or every individual 

stakeholder was considered as a sub-unit within the three units of analysis. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4.3: Cases and sub-cases incorporated with policy trajectory model applied to this 

study (adapted from Muhammad, 2015). 

 

The reasons for selecting several embedded sub-cases within each case (interpretive 

analysis of the policy texts and the stakeholders’ perspective in its own context) were to study 

the overall case holistically and comprehensively “in its complexity and to study it in its 

context” (Punch, 2000, p. 18). This sampling also made the overall study robust and 

compelling (by corroborating the findings) to develop a comprehensive yet critical 
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understanding of English education policy issues focused upon in this investigation. 

(Silverman, 2005; Silverman & Marvasti, 2008; Patton, 2015; Yin, 2014).  

4.4.4.1 Policy documents sampling at macro level 

In order to address the study’s first research question in depth (related to the macro 

level policy context), a purposive sampling strategy was used to select the policy documents, 

the ‘information-rich cases’ (Patton, 1990, 2015). Cohen et al. (2007) suggested that “the 

rules for sampling people can apply equally well to documents” (p. 477) and this was taken 

into account while sampling the documents. Historical and policy documents for the study 

were thus selected based on the study purpose, in general, and the research question, in 

particular, because the sampling, research aims, research questions and unit of analysis were 

all intertwined and hinged upon each other (White & Marsh, 2006). Since the  first research 

question addressed the social, political and economic influences pertaining to the 

development of English education policy and planning in Bangladesh, documents containing 

relevant historical information and policy directions that were related to the research question 

were taken into account. Stake’s (1995, p. 68) suggestion to consider the potential usefulness 

of different documents, thus, was also followed.  

Table 4.3 illustrates the policy documents and explains the reasons for their selection. 

The precise introductory details of these documents are presented in Chapter 5 (section 5.2), 

followed by the analysis to answer research question 1. 

Table 4. 3: List of documents and purpose of selection (macro context of influence) 

Names of documents (sub 

units of analysis) 

Institutions Purpose 

Some historical documents 

including  the Minutes of 

Macaulay 1835 

The British government To identify colonial 

policy/influences 

The Constitution of Pakistan 

1956 

Government of Pakistan To show the constitutional 

provisions for English language 
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education policy in Pakistan 

The Curriculum Committee 

Report 1962 

Ministry of Education, 

Pakistan 

To identify state secondary 

English education curriculum 

policy planning 

The Constitution of 

Bangladesh 1972 

Government of 

Bangladesh  

To identify constitutional 

directives regarding English 

language and English education 

in Bangladesh 

The National Education 

Commission 1974 

 

 

Ministry of Bangladesh 

(MoE), Bangladesh 

 

 

 

 

 

 

 

To identify state policy 

regarding English and English 

education 

National Curriculum and 

Syllabus Committee 1976 

To identify secondary school 

English curriculum and syllabus 

context,  ad-hoc committee’s 

reports and recommendations 

towards English and ELT 

 

 

 

 

 

 

 

English Teaching Taskforce 

Commission 1976 

 

Bangladesh National 

Education Commission 

1987 

Shamsul Haque Education 

Commission 1997 

National Education Policy 

2000 

National Education 

Commission 2003 

 

National Education Policy 

2010 

Ministry of Bangladesh 

(MoE), Bangladesh 

To identify the latest policy 

influences of developing the  

latest English education policy  National Curriculum 2012 

for English 

National Curriculum and 

Textbook Board 

 

 

4.4.4.2 Policy documents sampling at meso level 

 

The selection of the NEP 2010 and the NCE 2012 for this stage was again purposive, 

based on the aims and parameters of the research, particularly the second research question. 

The second question deals with identifying the latest policy planning for secondary English 

education in Bangladesh. Therefore, the NEP 2010 and the NCE 2012, as the latest English 

education related policy documents, were selected and analysed for the aforementioned 

purpose. An additional point to support the inclusion of these two policy documents is that 

they were already in effect during the time of data collection and the stakeholders interviewed 

in this study were also acquainted with these two policy documents.  
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Table 4. 4: List of policy documents and purpose of selection (meso context of policy) 

Policy documents (sub-

units of analysis) 

Institutions Selection purpose 

National Education Policy 

2010 (NEP 2010) 

Ministry of Education To identify state directives 

pertaining to English and 

English education 

 

National Curriculum 2012 

for English (NCE 2012) 

National Curriculum and 

Textbook Board 

To identify policy directions 

about secondary English 

education  

4.4.4.3 Selecting the research site for interviews 

The interview was conducted in three districts of Bangladesh—Dhaka, Gazipur and 

Cumilla. Two sets of reflections influenced this choice of sites. These were theoretical 

concerns related to the research focus, questions, and practical concerns in terms of 

familiarity, gaining access, cost and time and safety issues. Figure 4.4 highlights the places 

where the interviews were conducted. 
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Figure 4.4: The data collection sites in Bangladesh (the highlighted ones). 

 

The interpretive path of methodological development for a case study involves 

multisite approaches (O’Riain, 2009 as cited in Schwandt & Gates, 2017). Following this, the 

purpose of sampling to address this micro level policy context (for conducting interview) was 

to gain an understanding of the ways and extent of English education policy practice in 

secondary schools. The study sites (training institution and schools) were selected to cover 
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and reflect a range of diverse socio-economic and geographical locations prevailing across 

the country.  

The Bangladesh government, with the help of NGOs and international donor bodies, 

employs its own national agencies to provide training for secondary school teachers. For the 

purpose of this research teacher trainers from one of the government institutions were 

accessed. The trainers in this institution had been working in a satellite mode as trainers for 

secondary English teachers coming from different milieus including urban, semi-urban and 

rural areas across the country.  

English teachers and school principals were selected from both government and non-

government schools. Of the 18 schools selected, 2 were government and the rest 16 were 

non-government schools. School Principals and English teachers were selected from these 

two types of schools, with the idea that they might have different perspectives about the 

English education policy and its enactment due to their respective affiliations. In addition, the 

selected secondary schools from three districts also represented urban, semi-urban and rural 

areas, which enabled urban-rural distinctions to be captured. The Tables 4.5, 4.6 and 4.7 

display the study participants’ demographic features and distributions according to the 

participant types and research sites. Section 4.6.1 details the procedure of gaining access of 

these participants.  

In this study, the selection of sites, particularly the schools, was also influenced by 

some practical considerations, including familiarity, gaining access, cost and time (Maxwell, 

2012). The first of the three districts, Dhaka, is the capital of Bangladesh and also my present 

home. The next one, Gazipur is located near Dhaka city. Cumilla is my home district. The 

realities of gaining access, cost and time, along with the challenges of an unknown site exist 

for all researchers (Maxwell, 2012).  As Maxwell (2012) said, “ to dismiss these [realities] as 

‘unrigorous’ is to ignore the real conditions that will influence how data can be collected …” 
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(p. 95). The selection of research sites from these districts enabled me to avoid these 

challenges. Moreover, the choice of schools as research sites was also based on a careful 

examination of the information about them on the official government website.  

Issues of safety were another practical concern in selecting the sites. The data 

collection period (July-October, 2016) started immediately after the worst terrorist attack in 

Dhaka, the capital of Bangladesh, on July 1, 2016, claiming the lives of 29 people.  The 

whole country was enveloped by a sense of insecurity and turmoil during that period. 

Peoples’ movements were restricted due to the need to ensure safety and protection. These 

events restricted the research to three districts rather than five districts, as initially planned.  

4.4.4.4 Sampling of interview participants at micro level 

 

A purposive sampling approach was used to interview the curriculum policy 

implementation stakeholders. There were 18 ETs, 6 SPs and 7 TTs. The ‘stakeholder 

analysis’ strategy (Burgoyne, 1994), a way to select the participants based on their 

identification and empirical association with the research context, secondary English 

education, was used to elicit a multiplicity of perspectives and experiences of the investigated 

phenomenon. All the participants varied by gender, age, and other demographic 

characteristics. With this sample size facilitated data saturation was reached and the third 

research question addressed (Mason, 2002; Morse, 2004; Walford, 2001).   

The TTs and SPs were included in the sample along with the ETs because, in order to 

achieve the standards stipulated by the government, TTs and SPs play crucial roles in 

enacting the curriculum policy in schools (Yulia, 2014). This sampling strategy also allowed 

data to be collected from participants who were “…most accessible and conducive to gaining 

the understanding [I sought]” (Maxwell, 2012, p. 94). As well, multiple case study sampling 

can provide in-depth information concerning particular groups of participants and their 

characteristics or perspectives (Cohen et al., 2000; Gay & Airasian, 2003; Simons, 2009). 
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Another reason to use multiple embedded cases was for theoretical replication, that is, the 

cases were selected to predict contrasting results, to preserve the wholeness, unity and 

integrity of the main case and also to offer more robust, convincing evidence leading 

eventually to a more in-depth discovery than possible in a single case study (Punch, 2013; 

Yin, 2014). 

The primary unit of analysis was the individual participant (Miles, Huberman & 

Saldaña, 2014; Stake, 1995; Yin, 2014). All the cases were bounded by space (different 

working stations of different stakeholders in three different locations in Bangladesh) and time 

(data collection period). All cases were assumed to be embedded in the social and political 

contexts of their respective affiliations (Yin, 2014). 

Table 4. 5: Demographic information of study participants (Teacher trainers) 

Stakeholder 

(Teacher trainer) 

code 

Gender Age Academic 

qualification 

Professional 

qualification  

Experience  

TT.01 M 44 BA (Hons) , MA in 

English 

--- 16 years 

TT.02 M 36 BA (Hons) , MA in 

English 

M.Ed. 11 years 

TT.03 M 42 BA (Hons) , MA in 

English 

M.Ed. 13 years 

TT.04 F 41 BA (Hons) , MA in 

English 

--- 13 years 

TT.05 M 38 BA (Hons) , MA in 

English 

--- 12 years 

TT.06 M 39 BA (Hons) , MA in 

English 

--- 14 years 

TT.07 M 40 BA (Hons) , MA in 

English 

M.Ed. 14 years 
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Location   

 

 

 
 

 

Table 4. 6: Demographic information of study participants (School principals) 

Stakeholder 

(school 

principal) code 

Gender Age Academic 

qualification 

Professional 

qualification 

Overall 

Experience 

(both as 

teacher 

and  SP) 

Affiliation 

SP.01 M 46 BSc., MSc. M.Ed. 22 years Govt. 

school 

Location: 

Urban 

 

 

SP.02 M 48 BSS, MSS B.Ed., M.Ed. 18 years Govt. 

school 

Location: 

Semi-urban 

 

 
SP.03 M 43 BSS, MA in 

English 

M.Ed. 23 years  Non-govt. 

school 
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SP.04 F 52 BSc., MSc. B.Ed. 26 years Non-govt. 

school 

SP.05 M 53 

 

BA (Hons) , MA in  

Bangla 

B.Ed. 26 years Non-govt. 

school 

SP.06 F 52 BA, MA in History B.Ed. 25 years Non-govt. 

school 

Location: 

Rural 
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Table 4. 7: Demographic information of study participants (English teachers) 

Stakeholder 

(English 

teacher) code 

Gender 

& Age 

Academic 

qualification 

Professional 

qualification 

Experience  Affiliation 

ET.01.DH F/33 

 

B.A (Hons), M.A in 

English 

--- 5 years Govt./urban 

ET.02.DH F/33 

 

B.A (Hons), M.A in 

English 

B.Ed. 6 years Govt./ urban 

ET.03.DH M/29 

 

B.A (Hons), M.A in 

English 

--- 6 months Non-govt./semi-urban 

Location: 

Urban,  

semi-urban 

 
ET.04.GP M/39 

 

M.Com. M.Ed. 6.5 years Non-govt./semi-urban 

ET.05.GP F/46 

 

B.A (pass course) B.Ed. 18 years Non-govt./rural 

ET.06.GP M/47 

 

B.A (pass course), M.A 

in Islamic History 

B.Ed. 21 years Non-govt./rural 

ET.07.GP F/48 

 

B.A (pass course) B.Ed. 18 years Non-govt./rural 

ET.08.GP M/46 

 

B.A (pass course) B.Ed. 17 years Non-govt./rural 

ET.09.GP M/42 

 

B.A (pass course) B.Ed. 13 years Non-govt./rural 

Location: 

Semi-urban, 

rural 
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After the data were analysed it became possible to justify the underpinning logic in 

the selection of these multi-type stakeholders with multi-affiliations as the participants 

revealed the existing differences and nuances between the policy intentions (evident in 

education and English curriculum policy documents) and their practices and experiences 

(elicited through interview).   

ET.10.KM F/51 

 

B.A (pass course), M.A 

in Islamic History 

B.Ed. 23 years Non-govt./semi-urban 

ET.11.KM M/51 

 

B.A (pass course), M.A 

in Political Sc. 

B.Ed. 25 years Non-govt./rural 

ET.12.KM M/52 

 

B.A (pass course), M.A 

in Political Sc. 

B.Ed. 23 years Non-govt./ urban 

ET.13.KM M/40 

 

BSS, M.A in English 

(enrolled) 

B.Ed. 13 years Non-govt./ semi-urban 

ET.14.KM M/38 

 

B.Com. (pass course), 

M.Com. in Accounting 

B.Ed. 11 years Non-govt./rural 

ET.15.KM M/41 

 

B.Com.  B.Ed. 13 years Non-govt./rural 

ET.16.KM M/50 

 

B.A (pass course) B.Ed. 24 years Non-govt./rural 

ET.17.KM M/54 

 

B.A (pass course) B.Ed. 27 years Non-govt./ rural 

ET.18.KM M/44 

 

BSC in Maths B.Ed. 17 years Non-govt./rural 

Location: 

Urban, 

 semi-urban, 

rural 
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4.4.5 The interview process 

 

Face-to-face semi-structured interviews were conducted with the individual 

stakeholders on the agreed date and time in order to capture their multitudinous views on 

English education policy and the extent of its enactment. Each participant was provided with 

a context for the interview in a short preliminary briefing, which informed him/her about the 

research purpose, the interview purpose, and the practicalities relating to the recording of 

interview. They were also asked if they had any questions before starting the interview. 

Section 4.6.1 gives more details about the procedure. 

A loose interview guide was prepared beforehand, however, the fundamental feature 

of the interview was that it was “more probing, open ended and less structured” (Ary et al., 

2006, p. 438). Follow-up questions were asked for clarification and to continue conversations 

(Hägglund, Boman, & Lundman, 2008). Attentive listening—“showing interest, 

understanding, and respect for what the subject says” —was ensured to establish a good 

rapport with the participant (Kvale, 1996, p. 128). Each interview was followed up by a 

debriefing, in which some of the main points were mentioned and the participants were 

requested to comment on this feedback (Kvale, 1996). I was careful to ask for clarification 

during the interviews to avoid making assumptions based on my own biases. Parts of the 

conversation were also summarised or paraphrased so that the participants could confirm 

whether I had understood their comments. I allowed for pauses, particularly with the teachers 

who were, on occasions, struggling to find ways to express themselves in English. As the data 

gathering progressed, both the participants and I became more comfortable with the process 

and more trusting of each other.  

 The participants were invited to nominate the interview locations, since “the location 

of the interview is not just a logistical tool but rather constitutes an integral part of the 

interview” (Herzog, 2012, p. 210). For the teacher trainers, all the interviews took place at the 
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government institution where I was given access to a meeting room. For the school principals 

and English teachers, the interviews happened in their workplaces, which helped them to feel 

comfortable and relaxed. While school principals’ interviews were conducted in their offices, 

separate classrooms or sometimes meeting rooms were used for the interviews with the 

English teachers. 

4.4.5.1 Language choice in interview 

It has been claimed that if the researcher and the study participants exhibit a 

‘matched’ notion of key socio-demographic criteria, this will induce rich and effective data 

(Lewis, 2003). With this in mind, at the start of the research process, I was very conscious of 

my cultural, social and linguistic ‘insider’ position in the research. The first language of my 

study participants was Bangla. I was concerned with encouraging them to express and 

elaborate on their perceptions through talk (interview) so that the underlying meaning would 

be revealed and understood extensively. I was also aware of the fact that the choice of 

language in qualitative interviews has an enormous impact on how much the participants 

would be willing and able to contribute to the conversation and the degree of mutual 

understanding that would take place (Grassick, 2016; Hennink, 2008; Mann, 2011).  

All of the study participants were working in the field of English language education. 

Due to their academic and professional backgrounds, the TTs had the capability to use 

English fluently, whereas the SPs and ETs were likely to have intermediate or lower 

proficiency levels. Consequently the participants were given the freedom to choose the 

language for the interview. All documentation about my research was given to them in 

English. However, some ETs were also given information in Bangla as I felt that it would 

help them to understand the study purpose more clearly.  
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It is also noteworthy that some participants started with English, but switched codes to 

Bangla during the conversation. Their frequent code switching was not interrupted by me and 

I opted to let them ‘act in the moment’ in an ethical way (Hetherington, 2013) as the study’s 

main purpose was again to get possible richer data without making them feel threatened, ‘lose 

face’ (Grassick, 2016) or leave “the research situation with greater anxiety or lower levels of 

self-esteem than they came with” (Cohen et al., 2011, p. 64). Table 4.8.summarises the 

language use in interviews. 

Table 4. 8: Use of language during interviews 

Language Participants 

 

Bangla TT.05, TT.06 

 

SP.02, SP.04, SP.05, SP.06 

 

ET.05, ET.06, ET.07, ET.08, ET.09, ET.10, ET.11, ET.12, 

ET.14, ET.15, ET.16, ET.17 

 

English TT.01, TT.02, TT.03, TT.04, TT.07 

 

ET.01, ET.13 

 

Mixed (code-switching) ET.02, ET.03, ET.04, ET.18 

 

SP.01 (with very few Bangla), SP.03 

 

4.5 Methods of data analysis 

The data analysis involved iterative, on-going phases to make sense of the data 

through coding, categorizing and generating themes to help establish connections and 

patterns leading to the eventual conclusion of the study (Creswell, 2008; Ezzy, 2002; Ledger 

et al., 2014). Given the nature of the research questions as well as the overall focus of my 

study, the data relating to each of the three research questions were analysed independently. 

To this end, two separate but complementary methods were employed. While qualitative 

content analysis (Berg, 2001; Graneheim & Lundman, 2003; Schreier, 2012, 2014), informed 
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by the interpretive framework, was deployed for the analysis of education policy and English 

curriculum policy documents, the interview data were analysed using thematic analysis 

(Braun & Clarke, 2006; Simons, 2009). Since there are multiple ways of analysing and 

presenting qualitative data, the rule of “fitness for [the] purpose” (Cohen et al., 2007, p. 461) 

of the research aim and research questions was followed in this study context. The following 

subsections detail the data analysis procedures used to address each research question. 

4.5.1 Qualitative content analysis of policy documents 

 

Historical and policy documents pertaining to English language and secondary 

English education were the key sources of data to address research questions 1 and 2. 

Consequentially, qualitative content analysis was employed for analysing the document or 

textual data.  

Qualitative content analysis scrutinises the contents of documents systematically, thus 

enabling the researcher to construct “the meaning of and in” (Merriam, 1998, p. 123) texts by 

searching for themes and persistent patterns (Bryman, 2015; Schreier, 2012). This was 

achieved in this study through successively assigning the parts of the data to the categories 

which were derived either deductively from the theory or inductively from the data itself or 

by some combination of both (Schreier, 2014) and thus made “replicable and valid inferences 

from texts (or other meaningful matter) to the contexts of their use” (Krippendorff, 2004 as 

cited in White & Marsh 2006). This means that the deductive and inductive approaches were 

considered to be not mutually exclusive and so could be mixed (Berg, 2001; Schreier, 2012, 

2014).. The reason for using a mixed approach in this study was to accomplish a more robust 

and comprehensive understanding about the ‘macro’ and ‘meso’ contexts of English 

education at the secondary level in Bangladesh. 

There were two reasons for employing qualitative content analysis for this study. 

First, it helped with reducing the amount of materials by focusing on these content areas or 
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aspects of meaning only pertaining to the research questions and research focus (Schreier, 

2014, p. 170). Since documents were used as an important data-collection tool for this 

research, qualitative content analysis facilitated my task effectively. As well, it provided 

flexibility, the second reason for choosing it. In this study context, both concept-driven and 

data-driven approaches were used to build the coding frame and to formulate the categories 

from the data (Schreier, 2014).  

The overall qualitative content analysis was conducted using four basic, systematic 

steps infused with sub steps (Graneheim & Lundman, 2004, Marying, 2014; Schreier, 2012, 

2014). These were material selection, structuring a coding frame, generating categories and 

finally reaching the pertaining theme (Figure 4.5). The use of these steps also provided me 

with a lens to look deeply into the materials rather than employing mere surface assumptions 

(Schreier, 2014). The following sub-sections provide the details of the procedure. 

4.5.1.1 Selecting materials 

The selected documents were read carefully and iteratively and the significant 

passages were highlighted and underlined (Denzin & Lincoln, 2005; Saldaña, 2009). The 

intention behind this activity was to grasp a rough outline of both the potential content and a 

holistic understanding of the documents with respect to the focus of the research question as 

well as the overall focus of the study (Silverman, 2000).  

The next task was the chunking of the data (Schreier, 2012, 2014). As content 

analysis usually deals with a large volume of documents, chunking the data into smaller units 

makes the task of analysis more manageable. Each document was broken down into smaller 

“chunks” or content areas. The most important benchmark in the selection of smaller units 

(passages) within the documents was their relevance to the research questions along with 
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different sets of analysis objectives. In this way, parts of text dealing with a specific issues 

were separated.  

At this stage, the study had two main areas of investigation: contextual influences on 

English education policy development and the policy directions for English education. The 

policy trajectory model was the overarching analytical framework in this regard. To deal with 

the first focus, pertinent historical and policy documents were scrutinised in order to track the 

influences that shaped the development of English education in Bangladesh. With the second 

area of investigation, the NEP 2010 and the NCE 2012, the latest policy documents related to 

English education were chunked down based on the LEPP framework. Since the previous 

theoretical literature and prior research informed the understanding of the deductive 

categories, this chunking of data used the main categories in a concept-driven way. 

4.5.1.2 Building coding frames 

Having sorted the documents into content areas, the subsequent step was to code 

within each area. To examine and specify what was said about the main categories, 

subcategories were derived from the documents. These subcategories were created in the 

data-driven way. The mixing of these two strategies—concept-driven coding followed by 

data-driven coding—was also a helpful way of using the prior theoretical and research 

knowledge to study my research context. The tangible route of data-driven coding started 

with “the grouping and labelling of data in the process of making it more manageable both 

for display and to provide answers to the research question/s” (Grbich, 2012, p. 259). In this 

study, each coding unit—“the constellation of words or statements that relate to the same 

central meaning” (Graneheim & Lundman, 2004, p. 106) was the specific “phrase or sentence 

that identifies what a unit of data is about and/or what it means” (Saldaña, 2009, p. 139). 

Figure 4.5 outlines the overall analysis procedure of document data. 
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Figure 4. 5:  Procedural model of qualitative content analysis incorporated into this study 

(adapted from Graneheim & Lundman, 2004; Marying, 2014; Schreier, 2012, 2014). 

 

4.5.1.3 Defining the categories 

Three main strategies—successive summarising, comparing and contrasting, and 

subsumption— were employed to abstract coding units into subcategories. At the successive 

summarising stage, relevant passages were paraphrased, with the irrelevant parts deleted. 
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These paraphrases were again summarised to create subcategories (Schreier, 2014). 

Comparing and contrasting was useful in creating sub-categories from data originating from 

the different sources (Boyatzis, 1998). To do this, various codes were first compared, and 

contrasted, and then sorted into sub-categories and categories. Then, subsumption, a process 

of categorising a concept/content was carried out following consecutive steps.  

4.5.1.4 Finalising the theme 

This process continued until additional new concepts were found. In this way, several 

categories were formed, that is, manifest content. This content led to the emergence of latent 

content, that is, the underlying meaning of the categories was formulated into themes 

(Graneheim & Lundman, 2004). The emphasis of qualitative content analysis in this context 

was thus on the content of the text, on “what” [was] said more than “how” it [was] said, the 

“told” rather and the “telling” (Riessman, 2004, p. 706). Table 4.9 provides a sample to 

epitomise the overall process of finalising themes. 
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Table 4. 9: An example of developing themes from qualitative content analysis of 

documents 

Coding (Source: NEP 2010 and NCE 

2012) 
 

The manifest 

content 

(subcategories) 

The latent content 

(theme) 
 

 Country’s attitude towards its 

developmental goals in pace with 

the global world 

 Human resource development 

strategy within the national context 

 Personal skill development leading 

to nation development 

 Communicative competence in 

English can facilitate human skill 

development 

 Instrumental orientation towards 

English and English education 

Socio-economic 

development 

motives 

 

 
 
 
 
 
 
 
 
 
Symbiotic influences of 
globalisation and nation 
development motives 
 

 Political manifesto of 'Vision 2021' 

and 'Digital Bangladesh' 

 Lack of proper implementation of 

the previous policy goals  

 Change of power, change of policy 

 A suitable curriculum to attain the 

‘Vision 2021' 

Political motives 

 

 Accusation against the previous 

English education policy 

documents  

 New English curriculum in line 

with social changes and learning 

demands 

 Educate the younger generation 

with necessary skills  

Educational 

motives 

 

 Adaptation and modernization of 

educational policy and English 

education curriculum 

 Ensure the four pillars of education 

International 

orientation 

 

 

 

4.5.2 Thematic analysis of interview data 

 

Thematic analysis (Braun & Clarke, 2006, 2013; Simons, 2009) was employed to 

analyse the interview data collected from the ETs, TTs, and SPs. The main reason for 

conducting thematic analysis at this stage was to gain more intuitive and holistic 

understanding and insights emerging from the diverse, complex and nuanced set of data 
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(Holloway & Todres, 2003). However, the initial analysis of the interview data started during 

the collection phase. I was keen to get an overall understanding or sense of the data as soon 

as possible, to be become immersed in it (Wellington, 2000). Before moving into the details 

of the actual analysis procedure, some description will be given of these preliminary stages, 

including familiarisation with data through transcription.  

4.5.2.1 Getting closer to the data (transcription procedure) 

The nature of the study’s qualitative research paradigm located me “in a more fluid 

and more humanistic position” to conduct “a continuous, iterative enterprise” of data analysis 

(Miles et al., 2014, p. 13-14). Therefore the main task of analysing data for me somehow 

began while I was listening to the recorded interviews several times. Then I started doing 

transcription, a step which is both “inevitable and problematic” (Kowal & O’Connell, 2014, 

p. 65) for facilitating “the close attention and interpretative thinking that is needed to make 

sense of the data” (Lapadat & Lindsay, 1999, p.82). I decided to transcribe the interviews 

from the beginning to the end as I was keen to avoid the dangers that any alteration of the 

data might have on the quality of the research (Poland, 1995). Once I had transcribed the 

interviews, I read and re-read the data-making notes in my research journal as well as on the 

interview transcripts. I found that doing so at this stage was useful as it invoked my reflection 

on what the transcribed data were saying in relation to the wider context (Rapley, 2001). 

Categories began to emerge from this initial manual process which was incorporated 

structurally later on using NVivo 11 software.  

4.5.2.1.1 Translation procedure 

18 interviews were conducted in Bangla and 6 used code-switching (Table 4.8). 

Bangla is the mother tongue of both myself and the interviewees. I translated these particular 

recorded data into English myself. I am a university graduate with Applied Linguistics and an 

ELT background, so I understood not only the culture of the participants but also the nuances 
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of Bangla-to-English translation. However, I was also aware that translation is a complex and 

risky process. As Hennink (2008, p.26) pointed out, translators are “active producers of 

knowledge who add an additional layer of subjective understanding to the data”. This I have 

tried to deal with through checking the translation accuracy. All the translated transcripts 

were checked against the L1 originals by one of my contacts at a local university and the 

participants themselves. However, the confidentiality of the research participants during this 

process were ensured by anonymising the transcripts.  

4.5.2.2 Data analysis 

Once I felt that I was sufficiently immersed in my data, I moved onto the actual 

analysis using NVivo 11 software. The activities conducted in this stage are described below. 

4.5.2.2.1 Generating codes and themes 

 

The key activity of this stage was to reduce the large volume of raw data sets into a 

succinct, manageable collection in order to facilitate the actual work of data interpretation 

and distillation of the “essence” or meaning of participants’ descriptions (Roulston, 2014, p. 

304).  

All the word files of the transcribed data were imported into Nvivo 11 software. The 

interviews were then sub-divided into different file groups of ETs, TTs and SPs. Multiple 

readings of the interview transcripts facilitated me to attach descriptive codes to extracts of 

data which were interesting as well as relevant to my research questions.  A code in this 

analysis represented and captured the primary content or essence of data, in Charmaz’s 

(2004) metaphor a “bone”. Table 4.10 shows an example of codes extracted from an 

interviewee. 
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Table 4. 10: Example of coding from interview extracts 

Participant Extracts Coding 

TT.02 R: Did you receive any kind of training/professional 

development course related to your current job? 

Um… truly speaking, (X: name has been removed) has not 

yet provided any training for us, for its trainers—to 

improve our professional skills. Sometimes we work for 

some other government projects; for example TQIP 

(Teaching Quality Improvement Project). Then TQI 

arranges some ToT (Training of Trainers) programs for us. 

But I don't think this is sufficient; still those programs are 

lacking. I have found that the trainers of those ToT 

programs are not specialised or expert in providing teacher 

training; they might be expert in taking academic classes, I 

mean teaching students. So often those faculty members 

working at colleges or universities are invited to conduct 

the ToT programs. So sometimes we face some problems. 

Sometimes…you know…the classes are lecture-based and 

often You know they don't have much knowledge about 

the actual English teaching-learning scenario or practices 

at the secondary level schools in Bangladesh. So these are 

the problems we face. 

So personally, for my own professional development, I 

always look for opportunities by myself. For example, the 

American centre often runs programs for ELT and TTs. I 

try to attend those. I also secured some scholarship to do 

some online TESOL courses. These courses really helped 

me. At the same time I did a B.Ed. and MEd, which also 

helped me. 

R: So, how do you select trainees? 

TT 1: We the trainers cannot select the trainees. This is a 

problem I think. Usually our authority gets it done by the 

DEOs (District Education Offices). The office sends a 

letter to the DEOs and requests a list of trainees (ETs). The 

DEOs send letters to the schools’ heads under a particular 

sub-district. It is the head teachers who send the names of 

the teachers to attend the training to the DEOs. Then 

DEOs send us the total list of 40 trainees. So often we face 

some problems for this whole process: during the sessions 

we find some trainees are not participating properly. So 

when we ask the, they reply, “I don't teach English, I am a 

Science teacher. But the Head teacher has asked me to 

attend the training”. This hampers the flow of our training 

sessions. 

 

 

No formal 

professional 

training 

 

 

Quality issue of 

ToT 

 

 

 

Lecture based,  

 

Less knowledge 

about the 

ground realities 

(TT of ToT) 

 

 

 

 

Personal 

arrangement 

 

 

 

Faulty 

mechanism of 

trainee selection 

 

No involvement 

of TTs 

 

 

 

 

Hampers 

training flow 
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These codes were reviewed and refined many times. In this regard, Braun and Clarke 

(2013, p. 205) gave instructive advice, for the researcher to interrogate the data repeatedly 

with questions to develop an understanding of what is happening, why something is 

happening in one way and not another way, what this tells us, and what kind of world is 

revealed through the participants’ accounts.  

Next, the codes across the data sets were collapsed into categories. Rather than 

imposing a preconceived set of sub-categories or categories on the data, there was a 

conscious intention and effort to let the categories emerge naturally (Trace, 2001). This 

process was termed by Elo and Kyngäs (2008) as inductive analysis. This was carried out to 

facilitate the overarching task of uncovering stakeholders’ constructions of meaning and 

reality (perspectives and practices) about English education. Since not all categories and sub-

categories were related to all the participants or cases, I carried out a cross-case analysis at 

this stage and in subsequent stages to see how applicable categories and higher-level themes 

were to the different participants and participant groups (Grassick, 2016). Table 4.11 below 

shows how the codes were assigned to develop the categories: 

Table 4. 11: Example of developing category from interview data 

Codes Sub-categories Category/theme 

Limited INSET provision 

Very limited in-house professional development 

scope 

Amount of 

support 

 

 

 

Support for 

English teachers Faulty trainee selection procedure Quality and 

relevance of 

support 
Absence of needs analysis 

Gap between ETs’ needs and training contents 

No emphasis on ETs’ linguistic development 

SPs encourage old ELT methods Isolation at 

workplace 
Senior ETs mock at us 
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4.5.2.2.2 Drawing and verifying conclusions 

Holliday (2007) pointed out that the struggle of fine-tuning of analysis continues into 

the writing up of the study, and this was certainly my experience. To ease the struggle, 

“analytical reflection” (Saldaña, 2013) on the emerged categories, themes and the overall 

assertions of the phenomena under investigation were facilitated by reading and re-reading 

the transcribed data and coded data and making necessary changes in the assertions. The 

findings from the interview data are reported in Chapter 7 and the plausible assertions derived 

from both the document data and interview are presented in Chapter 8. 

4.5.3 A note on the process of selecting quotations 

 

The use of quotations in reporting qualitative research serves as a matter of enquiry 

and/or evidence, explanation or illustration, an expansion of understanding, offers 

participants a voice and eventually enhances readability (Corden and Sainsbury, 2006). 

However, one of the difficulties of qualitative research is to ‘tease out and describe’ the 

procedure by which these spoken words are selected and merged with the written output 

(Corden and Sainsbury, 2006). Extracts were selected from the interviews which had the 

potential to give the fullest picture of the data as a whole. Multiple quotations in terms of 

depth of information, documents, context, and types of stakeholders were selected and 

included in the relevant chapters to create a sense of inclusiveness while dealing with each 

policy document as well as individual participants’ interview data and hence to show the 

differences or commonalities among the different data sets.  

4.5.4 A note on observation data analysis 

 

 Although the school observations were not the primary source of data in this study, 

the observation notes complemented the interview data and my reflective comments. My 

primary approach of non-participatory observation was to observe the physical settings 

(Morrison, 1993, p. 80) of 18 schools, particularly to see the differences amongst secondary 
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schools across Bangladesh. Therefore, the notes taken during the school visits were 

transformed into narratives which described the locality of each school, its ambience, 

physical structures, facilities, and any other anecdotal points regarding teachers and students. 

The narratives were read and re-read, coded according to the special features and brought 

together into categories. The approach of analysis was data-driven, yet, at the back of my 

mind, linked to the research question and the interview data regarding the practice of English 

education policy in secondary schools. The observation data of two schools, one urban and 

one rural, are presented in Chapter 7 as an illustration of the contrast between the two 

contexts.   

 Having discussed the data analysis methods, the next step is to describe the overall 

ethical considerations that were taken into account while collecting and analysing the data.  

4.6 Ethical Considerations 
 

Formal ethics approval was obtained from the University of Tasmania Social Sciences 

Human Research Ethics Committee on June 29, 2016 (Ethics Ref: H0015714), before 

commencing the data collection for the research project. The official approval letter is 

attached as Appendix A.1. The following subsections start with a discussion about the 

importance of considering ethical issues in a qualitative study then reports my study-related 

ethical concerns and how I addressed them.  

When planning empirical research in education it is essential to identify and consider 

the ethical issues as the process involves collecting data from people, and about people in 

real-life settings (Punch, 2009, p. 49). Following this direction, a fundamental concern for me 

how to construct an ethical framework by taking into account the ‘setting’ (Piper & Simons, 

2005; Sikes, 2006, p. 110) where the research was going to be conducted. This was important 

because, along with my professional responsibility as a researcher, I also had the ethical 
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responsibility to safeguard my study participants from being exposed to any potential harm 

during the field work as well as the dissemination of the research.  

Several ethical principles, including anonymity, confidentiality, informed consent, 

and language were associated with my study process. The details of these are presented 

below. 

4.6.1 Gaining entree in fieldwork 

 

In the research site, Bangladesh, approval for the conduct of the research was 

provided by the appropriate gatekeepers at each level. Apart from the UTAS Ethics 

Committee, no further approval was required in Bangladesh to conduct the study locally. 

However, there was a need to seek and gain consent from individual gatekeepers who were 

eligible and authorized to provide access to the research sites and help locate the most 

suitable participants for the study (Creswell, 2012). Indeed this was the most efficient way of 

getting things done in the cultural context of my study, as has also been reported in other 

parts of Asia (see Grassick, 2016; Hamid, 2010b; Katyal, 2011; Shamim & Qureshi, 2013). 

The following sub-sections detail the process. 

4.6.1.1 Teacher trainers 

The government education and training management institution, being an apex 

institution for teacher training, gave approval to conduct the interviews and consequently the 

access to the TTs. My expression of interest was submitted to the authority with appropriate 

appendices (Appendix B.1 and B.2). The Institution Head, along with giving the consent, 

directed me to the English language teaching in-service training (ELT-INSET) program 

coordinator for further assistance. The coordinator, a TT as well, was also approached to 

participate in the study. He offered his approval. A list of teacher trainers (including contact 

numbers and email addresses) was also collected from him. With a view to maintaining the 

potential study participants’ confidentiality and anonymity, I approached the TTs personally. 
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Initially 9 TTs were approached for the purpose, and 6 consented to participate (Appendix 

D.1 and D.2).  Therefore, including the coordinator, I was able to interview 7 TTs in total.  

4.6.1.2 School principals  

The schools were selected purposively (see sections 4.4.4.3 and 4.4.4.4). As 

mentioned above, these schools were chosen from an examination of the official government 

website. The appropriate gatekeepers in this context were the school principals, whose 

permission I sought directly. Upon providing the necessary documents, permission was 

sought for their (SPs) to participate in the study (Appendix C.1, C.2). Alhough the initial plan 

was to interview 10 SPs, it was not possible to achieve this number due to their academic and 

administration obligations, and finally 6 SPs agreed.  

4.6.1.3 English teachers 

The school principals were also approached to seek permission for English teachers to 

participate.. Information sheets and consent forms were distributed via the school’s 

administrative office to the English teachers teaching at the secondary level. I also collected 

their contact numbers. In most cases, I conducted an initial meeting with the consenting ETs 

and confirmed the interview schedules after receiving their consent forms through the 

administrative office. In some cases where the school was located in a distant place, the 

interview schedule was fixed over the telephone.  

Since the purpose of the interviews was to elicit the stakeholders’ views, experiences 

and practices of English education policies in their working contexts, it was anticipated that 

some participants might feel uncomfortable or at-risk while expressing contestable or critical 

views. There was also a possibility that some participants might feel professionally inhibited 

and restricted about sharing their actual experiences or views due to their professional or 
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social contexts. In those cases, appropriate steps were promised and ascertained (See 

Appendix E.1 and E.2).  

4.6.2 Data storage 

 

Necessary steps were taken to ensure the security and efficiency of the data storage 

and management.  These included ensuring the confidentiality and anonymity of the TTs, 

schools, SPs and ETs. Throughout the research process—from the transcription/translation to 

the data analysis report—codes were used for the participating schools and the interviewees.  

Audio data and electronic transcripts were stored regularly on a password-protected UTAS 

student cloud storage site after every interview. All hard copies of the interview transcripts 

were kept in a locked filing cabinet within the School of Education at the University of 

Tasmania which was accessible only to the research team. The UTAS cloud storage stores 

data (audio files and electronic transcripts) securely for five years after the publication of the 

research. The raw data from this project were not shared with any individual person or any 

organisation other than the research team. In this way, the participants’ right to privacy and 

confidentiality was maintained and ensured.  

Given the socially sensitive nature of the research (Sieber & Stanley, 1988) and the 

open-ended, complicated approach (Graue, 2015), it was necessary to address the issues of 

trustworthiness. These are discussed in the following section.  

4.6.3 Trustworthiness 

Trustworthiness is a central principle associated with qualitative/constructivist 

research paradigms. This includes credibility, dependability and transferability (Elo et al., 

2014; Guba, 1981). Trustworthiness here refers to the quality and value of a study, influenced 

and captured by the readers’ (including self) attention (Lincoln & Guba, 1985; Merriam, 

2009).  
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While formulae and rules are the core of statistical or quantitative analyses, 

qualitative research “depends on the insights, conceptual capabilities, and integrity of the 

analyst” (Patton, 2015, p. 653) or is ‘engage[d] merely in subjectivism’ (Lincoln & Guba, 

1985, p. 289). On this note of “staying open to data”, Patton continued that “qualitative 

analysis is driven by the capacity for astute pattern recognition from beginning to end” (p. 

654) of the research process, and therefore, requires an enormous attention in terms of 

trustworthiness. To this end, section 4.6.1 above presented and discussed the ethical concerns 

in terms of gaining access, anonymity, confidentiality, and language options. Now I am going 

to present the notion of trustworthiness pertinent to my study and also the strategies I 

incorporated throughout the research process to ensure trustworthiness.  As mentioned above, 

there are three components of trustworthiness: credibility, dependability and transferability. 

4.6.3.1 Credibility 

Credibility, the operational name of “truth value” (Lincoln & Guba, 1985) was the 

first aspect of trustworthiness to be addressed in my qualitative research. This refers to the 

process of keeping the data collection and analysis in line with the intended focus of the 

research (Graneheim and Lundman, 2004, p. 109; Patton, 2015). To address the aspect of 

credibility, my study incorporated four interconnected strategies. 

First, I used triangulation of methods, data and participants. The triangulation of 

interviews, relevant documents, observations of schools and multiple stakeholders as 

participants allowed me to “cross-check data and interpretations” (Denzin, 1978) emerging 

from individuals and across participants. To be more explicit, policy documents from a range 

of contexts were selected and analysed. The interview participants (TTs, SPs and ETs) were 

diverse in terms of profession, age, experience and working context. The physical 

infrastructures and setting of schools located in different areas (used for interviews) were 
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observed. This diversity allowed the researcher to analyse data and solicit understanding 

about the research questions from different perspectives. Relatedly, data saturation was 

reached as a way of addressing the individual research questions sufficiently and operatively. 

Second, the data analysis phase was also concerned about the issue of credibility. For 

instance, the analysis process employed neither a single word nor several paragraphs to 

codify or categorise the meanings from documents or interviews. Instead, the most suitable 

coding units were selected during the analysis phase of the study so that meanings of the data 

set were not lost or fragmented (Saldana, 2013). Furthermore, a systematic and advertent 

scrutiny of the relevant and irrelevant data was carried out (Graneheim & Lundman, 2004).  

Next, credibility was also ensured through establishing that the data and 

interpretations of the current inquiry were not a mere fabrications of my imagination (Patton, 

2015). For example, the categories for interview transcript analysis were finalised through 

several discussion sessions between the researcher and the supervisory team.  

Additionally, representative quotations from the interview and policy documents data 

sets were extracted to support the assertions and findings of the study, assuming that “in the 

qualitative research, it is the rich, thick descriptions, the words (not numbers) that persuade 

the reader of the trustworthiness of the findings” (Merriam, 2002, p. 15). 

4.6.3.2 Dependability  

Dependability, typically termed also as reliability, is “focused on the process of the 

inquiry and the inquirer’s responsibility for ensuring that the process was logical, traceable, 

and documented” (Patton, 2015). In short, it is a precondition for validity (Lincoln & Guba, 

1985, p. 292).  

To help ensure this, firstly, I opted for the technique of an “audit trial” (Lincoln & 

Guba, 1985, Gray, 2009) in the form of a case study database (Yin, 2003). In this study, a 
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systematic and organised way of data collection, storage, management and analysis was 

followed (section 4.4, 4.5, 4.6). I also invited ‘critical friend(s)’ (Rallis & Rossman, 2009) to 

conduct the ‘external audit’ (Creswell, 2009) to support the dependability of my study. The 

supervisory team were the members of this external audit committee who monitored and 

guided me constantly, at every stage of the data collection and data management. They also 

audited a detailed account of the data analysis procedure and thus ensured that the most 

logical, sensible and balanced conclusions were developed from the analysis. In these ways, 

the dependability or reliability of the current study was maintained. 

4.6.3.3 Transferability  

Transferability, or applicability (Lincoln & Guba, 1985), deals with the issues of 

generalisation in terms of case-to-case transfer. In other words, the researcher is required to 

provide ample information about the case and the context so that the readers can establish 

‘the degree of similarity between the cases studied and the case to which findings might be 

transferred’ (Merriam, 2009; Patton, 2015).  

In this study, the diversity of research sites and study participants was ensured by 

selecting the samples based on arrays of characteristics (Patton, 2015). Clear and distinct 

descriptions of the study’s context and the procedures for selecting the study participants and 

sites have been reported in the appropriate sections. Moreover, the characteristics of the 

samples, methods of data collection and analysis were documented clearly and extensively.  

4.7 Chapter summary 

This chapter has discussed in detail the social constructivist-interpretive approach that 

framed this study. The chapter has also explained the course and logic of qualitative case 

study research methodology, and presented the methods used to gather and analyse the data 
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in detail. In addition, a detailed discussion has been included about the strategies used to 

maintain the ethical concerns as well as to enhance the trustworthiness of this study. 

The next three chapters present the data collected from the relevant historical and 

policy documents, interviews and school observations and analysed through qualitative 

content and thematic analysis in order to inform the study’s three research questions. 
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Chapter 5  

Macro context of policy influence: Colonisation, nationalism, 

globalisation and nation development motives   
 

 

 

5.1 Introduction 

The previous chapter presented the details of the methodology and methods that were 

utilised. This chapter is the first of the three reporting the findings of the study. It brings 

together the data gathered from historical documents, relevant education policy documents 

and other important complementary documents in relation to English language education in 

Bangladesh. Extensive analyses of these documents have contributed comprehensive and 

significant insights that identify and develop a critical understanding about the initial ‘context 

of influence’ (Bowe et al., 1992) of the secondary English language education policy 

trajectory (the dotted box in Figure 5.1). In so doing, this chapter addresses the study’s first 

research question: How has the socio-politico-economic context at different times influenced 

the development of English education policy in Bangladesh?  

The chapter is divided into two sections. The first section outlines a brief description 

of the documents that contributed comprehensively to addressing the study’s first research 

question. The second section presents the findings about factors influencing the development 

of the latest education policy and planning for secondary English education. 
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Figure 5. 1: Theoretical framework (adopted and adapted from Bowe et al., 1992; Kaplan & 

Baldauf, 1997, 2003, 2005). 

The policy trajectory model (Bowe et al., 1992) was central in identifying the units of 

analysis for this study (hence the dotted box in Figure 5.1 was the unit of analysis for the first 

research question). The overall task of investigating the first research question was conducted 

through multiple purposively selected documents (Stake, 1995; Yin, 2014) including 

historical and policy documents combined with qualitative content analysis (Berg, 2001; 

Schreier, 2012, 2014). Since a single case may contain multiple units of analysis and each 

unit can be divided into sub-units (Yin, 2003), every single document was considered as a 

sub-unit within the first unit of analysis. The reason for selecting several embedded sub-cases 

within each case was not only to produce an intense account, but to reach to an interpretive 

reading of the policy text in its own context so that the case could be explored and analysed 

aptly (Baxter & Jack, 2008; Silverman, 2005; Silverman & Marvasti, 2008; Yin, 2014). 
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5.2 Policy documents 
 

The purpose of examining the relevant historical and policy documents was to 

develop an understanding of the macro level ‘context of influence’ on English language 

education in Bangladesh and thus to address the study’s first research question. At this stage 

the selection of the documents, with special attention to English language education, was 

facilitated by the analytical problem at hand, the purpose of the study, the knowledge of the  

policy makers, the context of this study and the research question (Fraenkel et al., 2012; Riffe, 

Lacy, & Fico, 2006). In addition to that, Ball’s (2006) notions of policy ensemble, Rizvi & 

Lingard’s (2010) idea of intertextuality and multiplicities and interrelatedness of Vidovich 

(2002, 2007) were also helpful in identifying these documents.  

The review of pertinent historical and policy documents provided historical insights 

and background information, in order to better understand the socio-political realities 

involved in establishing English education in Bangladesh. This also led to developing an 

understanding of the issues and conditions that impinged upon the phenomena of policy 

documents under investigation. Below is a list of the documents (ordered chronologically) 

that were examined to address the study’s first research question. 

 The Minute of Macaulay 1835 

 The Constitution of Pakistan 1956 

 The Curriculum Committee Report 1962 

 The Constitution of Bangladesh 1972 

 The National Education Commission 1974 

 National Curriculum and Syllabus Committee 1976 

 English Teaching Taskforce Commission 1976 

 Bangladesh National Education Commission 1987 

 Shamsul Haque Education Commission 1997 

 National Education Policy 2000 

 National Education Commission 2003 

 National Education Policy 2010 
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 National Curriculum 2012 for English 

 

A brief introduction to these policy documents is provided below. 

 

The Minute of Macaulay 1835, produced by Thomas Babington Macaulay, was the 

central historical document analysed in this study to understand the historical and socio-

political context influencing the emergence of English education in Bangladesh. The reason 

for developing and circulating this Minute was to support the legislative Act of the Council of 

India (associated with the British rule in India) regarding the general and English Education 

Act. The main motto of the Minute was to uphold the superiority of the English language and 

western knowledge in every sphere of the Indian subcontinent in the guise of facilitating the 

intense British political mission. To substantiate the analysis of relevant data from the Minute 

1835, other complementary documents were also studied.   

The Constitution of Pakistan 1956, an aftermath of the Language movement 1952, 

was included to scrutinise the constitutional provision on English education policy during the 

post-colonial Pakistan period.  

The Curriculum Committee Report 1962, a blueprint of the secondary education 

curriculum across Pakistan, was released on June 24, 1960 by the Ministry of Pakistan. The 

Committee, , introduced the new secondary curricula and syllabi for all secondary education 

subjects in 1962. It is worth noting that the Education Commission, formed by the then 

Awami League Coalition Government in 1975, failed due to the existing political situation in 

Pakistan (Khatun, 1992).  

The Constitution of Bangladesh 1972 was the main constitutional document analysed 

in this study. The purpose of examining this macro level constitutional document was to 

identify any official policy discourse with respect to English and English education in 
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Bangladesh. Therefore, this study only analysed the contents of the constitutional articles that 

directly influenced the subsequent policy making regarding English and English education.  

The National Education Commission (NCE) 1974, the first education commission of 

the independent Bangladesh, was formed on July 26, 1972. Headed by the eminent 

educationist and scientist Dr. Qudrat-i-Khuda (therefore also known as the Khuda 

Commission), it submitted its report to the government on May 30, 1974 after a careful and 

methodical review of the opinions of renowned personnel in different sectors of the society. 

The formation of this commission was strategically important to the then socio-economic and 

political ambience of the country, a newly independent country after the Liberation war of 

1971. The Commission formulated its policy recommendations following the Constitution’s 

four fundamental pillars: nationalism, socialism, democracy and secularism. (Chowdhury & 

Kabir, 2014).  

The English Teaching Taskforce Commission 1976 (ETTC) was set up as a follow-up 

step of the Khuda Commission 1974 with the purpose of assessing English education and 

ELT milieu and to come up with required recommendations (Rahman, 1999).  

The National Curriculum and Syllabus Committee (NCSC) 1976 was formed in the 

light of the Khuda Commission’s (1974) recommendation for a central agency for developing 

the national curricula and syllabi, aiming at a single-track and uniform secondary education 

system. Linking to this, the Commission developed a detailed procedure and mechanism by 

forming 10 sub-committees and 27 subject committees. Consequently, an English Syllabus 

Committee was also set to work. 

Headed by Mafizuddin Ahmed, a former Vice Chancellor of Dhaka University, The 

Bangladesh National Education Commission 1987 was formed in 1987. Taking insights of 

the elite people including education experts, professionals, politicians and other related 

personnel into account, the Commission brought its report to light on 26 February 1988. The 



116 
 

report, as per the then government’s agenda, reviewed the previous Khuda Commission’s 

report and subsequently made suggestions for educational restructuring and development in 

Bangladesh.  

The Shamsul Haque Education Commission 1997 was led by Professor M. Shamusl 

Haque. Following the legacy of the Khuda Commission 1974, this Commission enunciated a 

set of policy planning focusing on developing a practical, people oriented and dynamic 

education system in Bangladesh. The Commission report was submitted in 1997.  

The National Education Policy 2000 was a subsequent policy venture of the Shamsul 

Haque Education Commission 1997 (Chowdhury & Kabir, 2014). It was also the country’s 

first education policy since independence.  

The National Education Commission (NCE) 2003, also known as the Moniruzzaman 

Miah Commission, was headed by Professor Mohammad Moniruzzaman Miah, another 

former Vice Chancellor of Dhaka University. Consisting of three parts, the Commission 

Report made 880 recommendations embracing all the sub-sectors of education including 

general education, professional education, and specialised education.  

The National Education Policy (NEP) 2010 was formulated under the supervision of 

the National Professor Kabir Chowdhury in 2009. A committee of sixteen members 

formulated the country’s latest, full-fledged education policy following the view of the 

Khuda Commission Report of 1974. The draft of the policy was submitted formally on 7 

September, 2009 and was approved formally in 2010.  

The National Curriculum for English (NCE 2012) 2012 was introduced by the 

Ministry of Education under the steering of the NCTB in 2012. This document is a blueprint 

for guiding secondary English education in Bangladesh. 
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5.3 Findings 
 

Three major themes—the influences of colonisation, nationalism, and globalisation 

and nation development motives were identified from the document data set. The analysis 

implies criticisms of the English language and English education policies in Bangladesh from 

the colonial period to date, specifically suggestions of imposition, rigidity, instability and 

transition. During the data analysis, Leung’s (2016) reflection was considered. This warns 

that any attempt at periodising policy ideas and research in the name of ‘context of policy 

influence’ is hazardous since part of the difficulty lies in where to start. Therefore, the themes 

elicited from the analyses were presented in the form of ‘episodes’ of ‘small pockets of 

activity’ (Parry, 1996) to maintain a “flow of convergence of information” (Bowen, 2009, p. 

30). The decision to present the findings in this way was also influenced by the issue of 

maintaining analytical purpose and clarity of presentation of the results (Atkinson & Coffey, 

1997, 2004). Table 5.1 articulates the overall findings.  
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 Table 5.1: Summary of findings (research question 1) 

Theme Episodes Pockets of activities Data sources 

 

Influences of 

colonisation 

Implantation of English and 

English education: 

1757-1971 

 Importance on education of local people 

 Macaulay’s influential minute of 1835 

 Institutionalisation of English in public domains 

 Rapid growth of English schools and colleges 

 Macaulay’s Minute 

of 1835 

 Pertinent historical 

literature 

Influences of 

nationalism 

Bengali Nationalism vs. 

English: 1972-1974 
 Strong nationalistic favour towards Bangla 

 English given priority as foreign language, to be taught from Class 6 

 General emphasis on English language 

 Constitution of 

Bangladesh 

 NEC 1974 

Decade of awakening, but 

lack of consistency: 

1976-1987 

 Emerging concern regarding English education: condition of ELT 

required to redevelop English curriculum  

 English to be taught either in Class 3 or Class 6, subject to availability 

of English teachers 

 Introduction of the Bangla Procholon Ain (Bangla Implementation 

Act) 

 Grade 6 suggested as uniform starting point for English education 

 NCSC 1976  

 ETTC 1976 

 NEC 1897 

Age of expansion: 1990-2003  More ‘enhanced English access policy’ 

 Introduction of English as extra subject from Class 1 and 2 and as 

compulsory subject from Class 3  

 Along with Bangla, English could be medium of instruction from the 

secondary level (Class 7) 

 NEC 1997 

 NEP 2000 

 NEC 2003 

A synergistic 

influence of 

globalisation 

and national 

development 

motives 

Age of globalisation, sage in 

policy making: 

2010-2012 

 Introduction of English as the compulsory subject from Class 1 

 Revision of curriculum, methods, materials and evaluation policy of  

English education 

 Emphasis on English as medium of instruction both at secondary and 

tertiary level  

 Call for globalisation, national socio-economic prosperity ( influences 

of international and local context) 

 Political promise to amend and develop well-timed education policy 

and its subsequent policy directions for ensuring quality education 

 NEP 2010  

 NCE 2012 
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The following sections move onto discussing the presentation of the themes, with 

appropriate references and explanations (Wilkinson, 2004). 

5.3.1 Influences of colonisation 

 

The overall analysis of relevant content gleaned from the pertinent British colonial 

documents showed that the advent of the English language in Bangladesh was a direct 

consequence of the British colonisation in the then Indian subcontinent. The strategies 

undertaken by the colonizers to enforce the status of English and access to English education 

thus provided the study with a historically rich socio-political backdrop to understand the 

realities of the context of influence. The tree diagram (Figure 5.2) below provides a snapshot 

of this history: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 5.2: A tree diagram of the history of English language in Bangladesh. 
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5.3.1.1 Transplantation of English: English in the colonial era (1757-1947) 

 

The analysis of the pertinent documents revealed that the English language and 

English education were imposed in Bangladesh, as indeed they were across the whole Indian 

subcontinent, as a direct implication of British imperialistic government policy. More 

specifically, during the period of 1757-1947, the implantation of the English language and the 

imposition of the obligation to learn English as an additional foreign language in the Indian 

subcontinent was fostered as a part of the bigger political mission to dominate and rule the 

territory along with the cultural and economic interests of the British Empire.   

Initially, the British officials of the East India Company had to use Persian 

interpreters (Ferguson, 1996), since the Persian language had been in use as the official 

language of the court, government and law as well as the preferred language of educated 

Muslims and upwardly mobile Hindus. During the time of Warren Hastings (1773–85) until 

the arrival of the liberal reformer William Bentinck (1828–35), the East India Company’s 

Government, being exclusively concerned with the policy of Orientalism and the promotion 

of Oriental learning in Sanskrit, Arabic and Persian (Spear, 1938), offered modest patronage 

for the establishment of the Calcutta Madrasa and the Sanskrit College (Rosselli, 1974; Evan, 

2002).  

However, the emerging political realities in terms of the notion of new colonialism led 

a decisive shift towards Anglicism in official circles and efforts were made to bring in subtle 

cultural and religious influences to induce the locals to learn English. In the East India Act of 

1813 (clause 43), the British government responded to the need to educate the people of India 

by promoting the local classical languages and literature as well as the knowledge of Western 

sciences. The following illustrates this view: 

And be it further enacted that it shall be lawful for the Governor-General-in-Council 

to direct that out of any surplus revenue that may remain a sum of not less than one 

lac [i.e., one hundred thousand] of rupees [the then currency] in each year shall be set 
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apart and applied to the revival and improvement of literature and the encouragement 

of the learned Natives of India and for the introduction and promotion of a knowledge 

of the sciences among the inhabitants of the British territories in India. (Spear, 1938, 

p. 79).  

 

The rationale for the above instruction was derived from the initial idea that the 

people of India should be governed under a legal system elicited from their own ancient 

codes (based on Sanskrit and Persian) as well as that the local literature and learning should 

be ‘revived’ instead of ‘importing’ or ‘transplanting’ something from abroad. However, the 

arriving British missionaries began to challenge this stance towards local languages as they 

were encountering “obstacles to their purposes of eradicating the ancient religious and social 

practices of the subcontinent” (Bailey, 1991, p. 135). Having dismissed Sanskrit literature as 

worthless, the London missionary society justified its intention to start instruction in English 

in a proposed college in Bangalore in 1826: 

Without the charge of predilection for our own country, we think we are justified in 

asserting that Britain stands unrivalled by any ancient or modern nation in the study of 

universal knowledge, and that through the English language India will receive from 

her conquerors and legislators an intellectual treasure far more valuable than all she 

has in her power to give in exchange (Quoted in Massie, 1840, p. 422). 

 

The dichotomy between the use of the Oriental and the Western language was further 

promulgated through cultural imperialism in the form of an extreme discriminatory argument 

put forward by these missionaries, implying that Indian languages would poison the purity of 

a European mind. In the process of furthering their own vested interests, the production and 

dissemination of knowledge in the local, vernacular languages was deliberately denigrated: 

A knowledge of the English tongue and its authors, therefore, appears to hold a place 

of the first importance in a plan for the intellectual and moral elevation of Hindoos. 

The English language will not only prove a more correct medium of giving instruction 

to the students, but it will facilitate their progress in useful knowledge. All the Indian 

languages have been for so many ages the vehicle of everything in their superstition 

which is morally debasing or corrupting to the mind, and so much is the grossly 

impure structure of heathenism wrought into the native languages, that the bare study 
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of them often proves injurious to the mind of a European (Quoted in Massie, 1840, p. 

425) 

During the period of 1815-1837, the situation became more complex and events were 

taking place quickly. A group of local Indian bourgeoisie, led by the Bengali accomplished 

scholar and influential leader Raja Ram Mohan Roy, involved themselves actively and 

decisively. It was particularly Raja Ram Mohan Roy who not only raised questions regarding 

the Orthodox Hindu religion, social practices, ideas and system of education, but also hailed 

the importance of the English language and English education in the Indian subcontinent for 

the masses from an instrumental and utilitarian viewpoint, i.e. learning more about the 

scientific and philosophical enlightenment of the  West, leading to profitable career 

opportunities (Clark, 1956).  Rahim (1986, as cited in Pennycook, 2017, p. 76) remarked that: 

English and Western education became a powerful agent of change at the initiative of 

the Bengali middle class in Calcutta who found it essential in gaining advantage in 

their unequal power relationship with the British.  

What is immediately worth observing is the gradual development of significant 

political, economic, cultural and linguistic engineering in the forms of bills and minutes The 

most notable name, in this regard, was Thomas Macaulay. As a member of the Governor 

General’s Council, Macaulay had spoken in favour of the revised Charter of 1833 by 

demonstrating his own views on the culture and society of the sub-continent. In fact, his 

position towards English education has had major implications for understanding the 

development of the cultural construction of colonialism. By strongly siding with the Anglicist 

faction, Macaulay supported the central decision to restrict finances allocated to maintaining 

the traditional education system and the publication of books in Sanskrit or Persian.  He 

argued, instead, for funding the ‘British model’ of education in Western subjects, with 

English as the language of instruction. His assertion was as follows: 

To sum up what I have said, I think it is clear that we are not fettered by the Act of 

Parliament of 1813; that we are not fettered by any pledge expressed or implied; that 
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we are free to employ our funds as we choose; that we ought to employ them in 

teaching what is best worth knowing; that English is better worth knowing than 

Sanskrit or Arabic; that the natives are desirous to be taught English, and are not 

desirous to be taught Sanskrit or Arabic; that neither as the languages of law, nor as 

the languages of religion, have the Sanskrit and Arabic any peculiar claim to our 

engagement; that it is possible to make natives of this country thoroughly good 

English scholars, and that to this end our efforts ought to be directed (Macaulay, 

1952, p. 719). 

 

By the same token, Macaulay’s articulation of the minute of 1835 that was so 

influential on English education in India, and the subsequent decision of the British 

government in 1844, signified the supremacy of the Western culture and the English 

language. It was asserted that: 

Indian people cannot at present be educated by means of their mother tongue because 

the dialects commonly spoken among the natives of this part of India contain neither 

literary nor scientific information, and are, moreover, so poor and rude that, until they 

are enriched from some other quarter, it will not be easy to translate any valuable 

work into them (Macaulay, 1952, p. 721). 

 

Therefore, Lord Bentick, the Governor-General, concurred entirely with Macaulay and urged 

that “all funds appropriated for the purpose of education would be best employed on English 

education alone” (Bureau of Education, 1920, p. 120, as cited in Pennycook, 2002, p. 82). 

This decision regarding the promotion of English education was a foreshadowing of 

an ongoing imperialist approach. On this note, Macaulay had created a broad historical 

context that not only proved the presence of the East India Company’s strong, hidden 

political mission in the Indian Territory, but also revealed its economic interest in the 

mission. This intention was noted as follows: 

But what constitution can we give to our Indian Empire which shall not be strange, 

which shall not be anomalous? That Empire is itself the strangest of all political 

anomalies. That a handful of adventurers from an island in the Atlantic should have 

subjugated a vast country divided from the place of their birth by half the globe; […] 

a country never before violated by the most renowned of Western Conquerors; […] 

that we should govern a territory ten thousand miles from us, a territory larger and 

more populous than France, Spain, Italy, and Germany put together, a territory, the 
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present clear revenue of which exceeds the present clear revenue of any state in the 

world….(Macaulay, 1952, p. 699-700).  

 

Macaulay’s speech, representing the political agenda of the British Empire, also 

depicted the necessity to refine and enrich Indian society through establishing an ameliorative 

view regarding the importance of English. To this end, pointing out the less value of the local 

languages in availing employments under their rule, Macaulay proposed a new vision for the 

future of India in his oft-quoted Minute of 1835: 

We must at present do our best to form a class who may be interpreters between us 

and the millions whom we govern, a class of persons, Indian in blood and colour, but 

English in taste, in opinions, in morals, in intellect. To that class we may leave it to 

refine the vernacular dialects of the country, to enrich those dialects with terms of 

science borrowed from western nomenclature and to render them by degree fit 

vehicles for conveying knowledge to the great mass of the populations (Macaulay, 

1952, p. 729). 

 

Macaulay’s vision was strongly opposed by Brian Houghton Hodgson, who argued 

that implementing English education at the cost of vernacular education would reward the 

nation with a “host of grandiloquent grumblers” (Marriot, 1932, p. 201). However, his minute 

won the full support from the British government since the declaration of fund allocation by 

the Committee on Public Instruction aimed at “imparting to the native population a 

knowledge of English literature and science through the medium of the English language” 

(Bhatt & Aggarwal, 1977, pp. 4-5). Consequently, in 1837, English was made the language of 

administration, law, courts and education, and thus the East India Company officially 

institutionalised English into the public domains of the subcontinent. 

One of the most important features of colonialism was to ensure the sustainability of 

British engineering in the colonised states. Once the ground work of political and linguistic 

engineering was accomplished, the colonisers started looking for strategies to ensure that 

English was used widely in the Indian society. They realised that its sustainability was highly 

dependent on the values and prestige attached to it, and that the education sector could help 
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them in this matter. Consequently, the colonial administrators, employing Charles Wood's 

Educational Dispatch (1854), not only put emphasis on English education, but also abetted 

the rapid growth of English schools and colleges and English as the medium of instruction in 

the entire education system by introducing a grants-in-aid system (Ghosh, 1993). Most 

important of all was the recommendation to set up universities in the three presidency towns, 

Kolkata, Madras and Mumbai. The medium of instruction at the lower levels was to be the 

vernacular, while instruction at the secondary and tertiary levels was to be in English. By the 

middle of the 19th century, English became a compulsory subject in high schools and for 

matriculation, a requirement for college and higher studies admissions and the medium of 

instruction at the higher stages of education (Mukerji, 1956).  

 However, the impact of colonialism in terms of accessing English education within 

the British educational system at the beginning of the 20th century gradually started to stratify 

the society in a typical pyramidal structure, providing status, power and position to the urban 

elite and middle classes while ignoring the masses. It is no wonder that Macaulay also once 

stressed the importance of developing “a class of persons” (Macaulay, 1835, p. 729) by 

providing them with English education, but not the whole mass. 

5.3.1.2 English in Bangladesh during the post-colonial Pakistan period (1947-1971) 

 

Two policy documents were analysed in this study—the Constitution of Pakistan 

1956 and the Curriculum Committee report 1962— to highlight the macro socio-political 

influences on English education policy during 1947-1971. The analysis of the pertinent 

documents showed that the influence of colonisation on English and English education in 

Bangladesh continued to persist even after the time of partition in 1947, when the British left 

the Indian subcontinent but put a division on the grounds of religion: India and Pakistan 

(Hinduism and Muslim based respectively). English during that period appeared as the de 

facto official language (second language) in the fields of administration, law, higher 



126 
 

education; hence it was a determinant of social mobility and served as the conduit language 

between the states. It is worth mentioning a brief historical context of Bangladesh during the 

post-colonial Pakistan regime (1947-1971) to understand the notion of macro socio-political 

influences on English education.  

Pakistan, during the 1947-1971 period was divided further into two wings: East 

Pakistan (now Bangladesh) and West Pakistan (now Pakistan). East Pakistan and West 

Pakistan were situated geographically miles apart. Bangla (later on, an amendment in 1988 

substituted the term with Bangla) was the dominant language in East Pakistan, whereas West 

Pakistan was comprised of multilingual provinces where languages such as Urdu, Punjabi, 

Pashto, Sindhi, Balochi and Siraiki were spoken (Banu, 2002; Thompson, 2007). 

Demographically, none of these languages were spoken in East Pakistan and at the same time 

there was no Bangla spoken in West Pakistan.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 5. 3: Map of East Pakistan (Bangladesh) and West Pakistan (Pakistan), 1947-1971. 
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Although the two regions were bound by religion, that is, Islam, they were different in 

culture and language, and the Pakistani rulers wanted to add these two latter domains to their 

state formation formula. As a part of the process, they wanted to follow the European models 

of a ‘one language one nation’ formula (Wright, 2012), envisioning the future conflict and 

chaos created by the linguistic and cultural differences as well as the geographic non-

adjacency of East and West Pakistan. Along with the long simmering geo-political issues and 

tensions between East and West Pakistan (see Thompson, 2007), the language controversy 

and conflict was intensified when the rulers, through the East Bengal Legislature, declared 

that Urdu should be the state language of Pakistan. In addition, they stated that Bangla would 

be adopted as the instrumental language, replacing English, in the province of East Pakistan. 

Agitation was spurred among the Bangla-speaking East Pakistanis, who perceived the Urdu-

only state language policy as a weapon to destroy their linguistic, cultural and social identity 

and so made protests against it. The ultimate result was the Language Movement of 1952, an 

unparalleled example of world history, which secured ‘Bangla’ as the national language in 

the East Pakistan (Bangladesh).   

The analysis of pertinent content of the Constitution of Pakistan (1956) showed that 

the Pakistan government, as a resultant of the Language Movement 1952, came up with 

constitutional provisions regarding the state’s language policy. Article 214 of the Constitution 

of Pakistan 1956 stated clearly that Urdu (for West Pakistan) and Bangla (for East Pakistan) 

would be the state languages for a period of twenty years from the Constitution day. The 

Constitution placed English as the official language of Pakistan and gave it the status of a 

foreign language in the education system. The Article stated: 

The State languages of Pakistan shall be Urdu and Bengali: Provided that for 

the period of twenty years from the Constitution Day, English shall continue to be 

used for all official purposes for which it was used in Pakistan immediately before the 

Constitution Day, and Parliament may by Act provide for the use of English after the 

expiration of the said period of twenty years, for such purposes as may be specified in 

that Act. 
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Such provisions led the Government of Pakistan, particularly its Ministry of Education, to 

examine the situation of language teaching in Pakistan, with special reference to Urdu, 

Bangla and English. Some international organisations, including the British Council, the Ford 

Foundation, the United States Education Foundation in Pakistan, and the United States 

Agency for International Development, recommended some schemes for language policy and 

teaching methodology to bring about improvements in English language teaching as well as 

enhancing its functional use (Dil, 1996; Khatun, 1992).  

The Ministry of Education, in line with the recommendations, commissioned the 

Curriculum Committee for secondary education in 1960. The data analysis identified that 

several policy directions were adopted by the Commission, which clearly showed the 

Commission’s attention and concerns regarding the issuing of a language in education policy. 

For instance, the committee in 1962, along with a series of policy plans and directions in all 

subjects for classes 6-10, came up with an explicit decision to teach English as a functional 

language instead of as a mere subject of literature. It recommended that English should be 

taught as a compulsory language from classes 6-12 in schools as well as at the graduate level 

of the Pakistani education system (Dil, 1996). As a part of the process, the curriculum 

committee also outlined a comprehensive and detailed curriculum policy for secondary 

English education in which vocabulary and syntactical structure teaching were mainly 

emphasized.  Urdu and Bangla were assigned as the medium of instruction in respective 

states, however, from the 11th grade onward they were replaced with English. The 

Commission justified its secondary English education policy on the basis of enabling the 

students across the secondary schools of Pakistan to comprehend, speak, read and write 

simple English and achieve correct functional use of this language (Curriculum committee 

report, 1962). In this way, the language-in-education policy issues considered and resolved 

by the Commission satisfied the masses in a balanced way.  However, the co-existence of 
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English-medium missionary schools was still occurring in urban settings, along with the 

vernacular-medium schools in non-urban locales. The overall system thus continued to spawn 

the division between the elite and the masses in society, with the earlier social stratification 

implanted and nurtured by the colonisers.  

5.3.2 Influences of nationalism 

 

 A discursive shift was clearly evidenced in the analysis of the pertinent policy 

documents relating to English education in Bangladesh right after 1971.The data analysis 

indicated that the episode during 1971-1987 gave rise to a strong nationalistic ideology that 

altered the status of the English language and the provision of English education in 

Bangladesh. English and English education experienced an ultra-nationalistic rejection from 

Bangladeshi society during this period. Inconsistency in English education policy planning, 

another consequence of strong nationalism, was also prevalent during the time. However, the 

analysis of data also traced a very slow but gradual swing from the Bengali nationalistic 

philosophy and spirit to a more mature, purposive and enhanced orientation towards English 

language and English education during the latter part of the period. Figure 5.4 below, uses 

colour contrast to depict the gradual toning down of rigid attitudes towards English and 

English education. The subsequent sections present more on this: 

 

 

 

 

 

 

 

Figure 5.4: Episodes influenced by strong nationalism to globalisation. 
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5.3.2.1. Bengali Nationalism vs. English: 1972-1974 

 

The data analysis found this period to be an epoch informed by the passion and 

idealism of the Language Movement of 1952 and the Liberation war of 1971. 

Understandably, a strong nationalistic sentiment was felt at the macro level of policy 

development regarding the position of and treatment towards Bangla (mother language) and 

English. Though the tension between Bangla and the English language could be traced back 

over 100 years ago (section 5.3.1.1), the storyline during the period 1972-1974 was that of an 

unwavering promotion of Bangla by relegating the position of English in almost every public 

domain, including education.  

The Constitution of Bangladesh (1972) was a clear manifestation of nationalism in 

this newly sovereign country that had been colonised for more than 200 years. Reflecting 

upon the aspiration and spirit of the Language Movement of 1952 and the Liberation war of 

1971, the policy planners viewed that the reconstruction of Bangladesh should be married to 

the core ideals of nationalism, socialism, democracy and secularism (Preamble of the 

Constitution of Bangladesh, 1972). Therefore, a pure nationalistic favouritism was dominant 

and Bangla was declared as the ‘state language’ (Constitution of Bangladesh, 1972, p. 3). 

Without mentioning anything about the English language, the Constitution established a state 

educational system with Bangla as the medium of instruction. The Constitution’s official 

narrative also promulgated the fundamental role and supremacy of the Bangla language as the 

symbol of nationalism and nationalist ideology: 

The unity and solidarity of the Bengali nation, deriving its identity from its language 

and culture, attained a sovereign and independent Bangladesh through a united and 

determined struggle in the war of independence, shall be the basis of Bengali 

nationalism (pp. 1-4).  

 

The new state of Bangladesh, after having experienced diverse events and changes in 

it socio-political context since 1947, placed a high priority on education in its efforts to 
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overcome the irresistible economic and social issues (a by-product of wartime destruction). 

As a consequence, the country’s first National Education Commission was formed 

immediately in 1972. The analysis of the documents, in this regard, identified that the 

development of national educational policy planning was guided by the constitutional spirit 

and provisions; in its report of 1974 the Commission stated that educational policies were 

related closely to the socio-political ideals, events and system of the nation. Understandably, 

there was a clear indication of alignment with the ideology of the Bangladeshi nationalism in 

the way the Commission cultivated the value of Bangla and therefore positioned it with the 

same tone the Constitution did. A pedagogical justification of Bangla as the medium of 

instruction was also attested by stating that it would help to nurture and promote students’ 

“natural intelligence, original thinking and imagination” (MoE, 1974, p. 14). However, with 

the aim of decolonising the overall education system gradually, the Commission argued that 

English should remain the language of the higher education sector. The Commission also 

recommended that English should be taught from Grade 6 and emphasis should be on 

language (including reading skills) rather than literature only (MoE, 1974). The extract below 

from the policy document epitomise this set of findings: 

It needs to be ensured that students from Class 6 to the higher secondary level can 

study English as a second language so that they can gather knowledge from different 

books and journals written in English in higher level education. At this stage it is 

necessary to emphasise language education rather than literature to learn English. 

(Ministry of Education, 1974, p. 14) 

 

In addition, the Commission expressed its farsightedness by recognising the challenges that 

would be experienced in the English language education context due to the lack of proper 

teacher qualifications and preparation as well as the absence of a unified curriculum and 

syllabus.  
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The findings above, though, indicated a strong marginalisation and entrenchment of 

the English language and English education at the policy level during the time 1972-1974. 

However, later this was seen to be ‘loosened up’ gradually in the following periods.  

 

5.3.2.2 Decade of awakening, but lack of consistency: 1976-1987 

 

The data analysis indicated a state of awakening appearing at the policy level during 

the period 1976-1987. Analyses of the pertinent documents signposted a perceived need for 

and instrumental view regarding English education felt by the policy makers, yet 

inconsistency was prevalent in policy making. Such concerns led to the recommendation of 

an overall assessment of the context of English language teaching and consequently a 

curriculum and syllabus committee was formed to produce a more unified and coherent 

English teaching pedagogy. Therefore this decade embodied emerging concerns among the 

policy makers regarding English and English education in Bangladesh.  

The message of the policy makers was articulated by the establishment of the English 

Teaching Taskforce Committee (ETTC) under the supervision of the MoE in 1976. There 

was a clear indication of the need for English education policy development, as the report 

expressed concern about the low proficiency level of students’ English which was “at least 

four years below the standard assumed in their textbooks” (Report of the English Teaching 

Taskforce, 1976, p. 1). Hence, the Commission came up with some explicit recommendations 

in favour of improving the quality of English education, which included policy formulation 

and the introduction of an appropriate graded syllabus at each level along with redeveloping 

appropriate textbooks. As an immediate effect, it was also recommended by the Commission 

to introduce English either in class 3 or class 6, subject to the availability of English teachers. 

The policy makers were also seen to express prompt consonance with the ETTC’s 

recommendation, as the National Curriculum and Syllabus Committee (NCSC) was 

established in the same year to devise, prepare and redevelop the overall national curriculum 
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and subject-based syllabi (hence the English curriculum as well). Additionally, evaluation 

reports prepared by local and international ELT experts were taken into account by the 

NCSC. These reports identified three different needs for learners of English in Bangladesh: 

social, occupational and academic (Harrison, 1976, p. 1). Furthermore, the evaluation reports 

highlighted the necessity to rewrite English textbooks, including reading materials 

appropriately graded for each level (Kerr, 1976, p. 2 as cited in Rahman, 1999). On the basis 

of these reports, the NCSC then recommended that: 

The English syllabus should be functional rather than literary and that every attempt 

should be made to break down the traditional bookish attitude to both education and 

English. (Report of the National Curriculum and Syllabus Formulation Committee, 

1978, p. 80) 

 

The extent of the policy makers’ concern and effort was also evident when a group of 

international EFL/ESL specialists was invited to facilitate and work with a group of local 

ELT specialists to start the English textbook series development in 1978. Grades 3 to 12 

received new textbooks by 1986, one book for each grade from 3 to 8, a combined one for 

Grades 9 and 10 and so too for 11 and 12. On this note, reports of the relevant documents 

also indicated that, until 1983, ad-hoc commissions and committees were set up from time to 

time to update and develop the English curriculum. The transient nature of these commissions 

and committees demanded a coherent institutional mechanism and permanent arrangement 

for planning, developing and evaluating the curriculum. To materialise this policy direction, 

the National Curriculum and Textbook Board (NCTB) was established in 1983. This is still 

serving as the apex institution responsible for developing curricula and publishing standard 

textbooks for primary and secondary education in Bangladesh. The NCTB committee 

revisited the previous education commission’s concerns regarding the existing traditional 

English curriculum and textbooks and recommended a rigorous attempt to update and revise 

those accordingly. 
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The NEC 1987 policy also decided that Grade 6 would be the uniform starting point 

for English education across all streams of education. However, the Ministry’s intention to 

introduce English in Grade 3 was held back due to contextual constraints (Ministry of 

Education, 1988). The policy again assigned Bangla as the medium of instruction. 

Concurrently, to underpin and secure the status of Bangla in all spheres, the Bangla 

Procholon Ain (Bangla Implementation Act) was also passed in 1987, wherein this, however, 

nothing was mentioned regarding the status of English. 

The analysis indicated that, despite the policy makers’ concerns about improving 

English education, there was an absence of coherence in some contexts including the policy 

of access to English education in school, and the teacher pool. The revised materials 

developed for Grades 3 to 12 came out in 1986, yet a lack of unity of purpose, planning and 

actions was seen when the NEC 1987, by rescinding  the decision to introduce English 

education in Grade 3, re-introduced the policy that Grade 6 would be the uniform starting 

point for English education across all streams of education. The episode also signposted a 

series of inconsistencies and tumult around English textbooks at the secondary education 

level which, from Grade 6 onwards, were loaded with extra grammar and a compilation of 

stories known as Rapid Readers books. Therefore, the present practice of relying heavily on 

commercial guide books for grammar and other commercial books is simply a matter of the 

long legacy, a repercussion of the inconsistency in English education policy, particularly of 

the materials used. 

The findings from this period marked a slow but notable progress at the policy level 

to relocate English and English education. However, a lack of unity of purpose, proper 

actions and required resources was seen to battle with the policy makers’ insights, 

motivations and intentions for English education due to their strong inclination towards 

nationalism.  
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5.3.2.3 Age of expansion: 1990-2003 

 

The period of 1990-2003 was found to be an age of expansion for promulgating 

English education by the policy makers. The document analysis indicated the emergence of a 

gradual impetus regarding English and English education influenced by globalisation. 

However, there was still an absence of a specific, firm policy around access to English 

education and when it should begin in the formal school education setting.  

The gradual notion of globalisation at the beginning of 1990 gave English an 

enhanced status that influenced policy on access to English education in Bangladesh. English 

was introduced as a ‘compulsory subject’ from grade 1 in the year 1992. Along with this 

enhanced English access policy, some other dynamic and instrumental decisions were also 

made regarding English and English education. There was a major revision of the English 

curriculum, with a move to introduce communicative language teaching (CLT) in 1995. The 

revision was constructed around the idea of gaining communicative competence in English so 

that students would be able to keep pace with the global world. The policy document stated 

the objective behind introducing CLT as: 

English needs to be recognized as an essential work-oriented skill that is needed if the 

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

successfully. English should, therefore, be taught as something to be used, rather than 

as something to be talked about (NCTB, 1996, pp. 135-136).  

 

It should be noted that inconsistencies in policies and priorities regarding English 

education can be attributed, to a large extent, to changes in government. For example, despite 

the 1992 policy of introducing English as a compulsory subject from Grade 1,  the NEC 2000 

recommended to introduce it as an ‘extra’ subject for grades 1 and 2 while from grade 3 it 

would be counted as a ‘compulsory’ subject. The Commission (NCE 2000) also asserted that 

English should be assigned as the medium of instruction for the secondary (from grade 7) and 

tertiary levels. However, this disjuncture and discontinuity of the previous policies on English 
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language and English education gradually started toning down from 2003. The NEC 2003 re-

emphasised the importance of English education by placing it at the primary school level. 

The policy document declared that one of the fundamental objectives of primary education 

was to acquaint students with the English language, to achieve fundamental skills and to use 

English as a useful foreign language (NEC, 2003).  

The NCTB (2005) also expressed concern about students’ low English proficiency by 

pointing out their incapability to apply it in daily life. It was hoped that CLT would revitalise 

the standard of English teaching and learning in school education by “mould[ing] our 

educated people into the component of the human resources” as well as an “expert exportable 

high tech manpower with spoken English proficiency to enhance the bulk of foreign 

remittance” (NCTB, 2005, p. 5). In line with the curriculum revision, the Commission also 

expressed concern about secondary school English teachers’ lack of understanding of the 

CLT approach. Therefore, the policy suggested introducing some initiatives to enhance 

professional development opportunities for English teachers at both primary and secondary 

levels, locally and internationally, and to supervise the extent of curricula implementation in 

classrooms and assess student achievements. A six-month long English and Bangla language 

course for all undergraduate students was proposed to improve their skills in both languages. 

Finally, the Commission also felt the dire need to formulate a national policy on language.  

The overall analysis of the data from this period suggested the policy makers’ 

heightened and unanimous concerns regarding English education. Over the years, there had 

been a tendency to expand and strengthen it by making it a compulsory subject from Grade 1 

and also by redeveloping English curricula and textbooks, though inconsistency in policy 

directions overran. However, all these progressive decisions ultimately influenced the 

development of the latest English education policy which earmarked the next ‘episode’, 

particularly the years 2010 and 2012. 
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5.3.3 Symbiotic influences of globalisation and national development motives: 2010-2012 
 

The analysis of relevant content of the National Education Policy (NEP 2010) and the 

National curriculum of English (NCE 2012) indicated a manifestation of a mutual flow of 

two salient themes to sway the momentum—globalisation (external) and the nation’s 

redevelopment of motives (internal). On the notion of globalisation, the analysis reflected that 

English in Bangladesh was conceptualised as a medium to pursue global affiliation by 

accelerating its national development. Although, the two terms globalisation and nationalism 

seem to contradict each other, the analysis of the NEP 2010 and the NCE 2012 policy 

documents signposted a symbiotic existence between these two terms. The analysis suggested 

that the English language, and hence English education, was perceived to be substantial in 

building the country’s socio-economic and human resource capacity in order to access the 

global economy effectively. In summary, while marginalised attitudes towards English and 

English education in previous policy documents were influenced extensively by the rigid 

nationalism (Section 5.3.2.1), the latest policy documents (NEP 2010 and the NCE 2012), 

showcased a more redefined and reintegrated notion of nationalism to contribute to the 

nation-building strategy.  

The following sections explore the synergistic contribution of globalisation and 

nation-development motives to the latest English education policy in Bangladesh. 

5.3.3.1 Socio-economic development motives 

 

Economic motives were the first and foremost key influence behind the most recent 

English education policy and planning. Both the NEP 2010 and the NCE 2012 displayed a 

synonymy with the notion of globalisation and the perceived need for the country’s economic 

prosperity. Consequently, the data set explained how this combined dynamism, under the 

broader issue of nation-building capacity, triggered the need to update the education policy 

and planning, with special attention towards English education. 
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As far as the NEP 2010 was concerned, the idea of emphasizing and revising English 

education policy and planning was espoused by the impact of the current trend of 

globalisation. The analysis of data in the NEP 2010 explained that a country’s attitude 

towards its developmental goals should be in pace with the global world. Having realized the 

global call for human resource development strategy within the national context, the two 

most important aims of education were stipulated by the NEP 2010 — personal skill 

development leading to nation development. The document promulgated the vision of 

“building the future generation as a human resource, efficient in knowledge and technology” 

as a means to achieve “the goal of poverty alleviation” and “a golden Bangladesh” (NEP 

2010, pp. 2-3). Therefore, the NEP 2010 asserted the need for “quality, modern and updated 

education” (p. 5) for the large youth population of Bangladesh with a vision to generating 

them “as a skilled human resource” to work with equal capacity and in pace with 

globalisation (p. 8).   

Driven by the NEP 2010’s notions of qualitative changes in education, the NCE 2012 

advocated for developing a knowledge-oriented, skilled human resource (p. 2) in order to 

realise “the demand of the globalised world” (p. 5) as well as enabling Bangladeshi people to  

“[…] compete in the job market, especially in the economic sector of the country” (p. 21). 

More specifically, the NCE 2012 focused on upgrading Bangladesh as a middle-income 

country by “preparing the country’s younger generation for the competitive globalised world 

of the 21st century” (p. 73). In addition to science and ICT, the document singled out English 

as another pragmatic ladder for moving forward in the long curve of socio-economic growth, 

nationally and globally. The policy explicitly stated that: 

The country is endeavouring to achieve developments in science, technology, higher 

education, business, industry, and particularly in communications and IT skills. And 

the communicative use of English language can greatly contribute to these areas of 

national development (p. 73). 
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Thus policy formulations regarding education in general, and English language education in 

particular, were focusing on achieving access to the wider world and economic prosperity 

with the help of a competent, skilled young generation.  

5.3.3.2 Political motives 

The data analysis indicated that the policy documents supported the need for a 

qualitative change in the education sector. This stance was a part of one of the government’s 

nation-building agendas in the guise of ‘political promise’ and was evident in both the NEP 

2010 and the NCE 2012. The agenda worked as a trigger for updating the existing education 

policy and its subsequent policy materials, including the national curriculum of English and 

other related policy planning.  

The NEP 2010 itself was an embodiment of nationalistic ideologies and power 

relationships. Setting up 30 aims and objectives, the policy was directed fundamentally 

towards the vision to generate “skilled human resources” (pp. 8-10). Despite the NEP 2010’s 

claim of being free from any particular political ideology, the policy document promised to 

uphold the policy of “Vision 2021” and “Digital Bangladesh” through the enactment of the 

policy directions (NEP 2010, pp. 4-6) In addition, the NEP 2010 put forward the message that 

updating the education policy and its subsequent policy materials was enacted underlining the 

party’s principles regarding the basic demands of the people and to find out its role in 

realising these demands (NEP, 2010). The policy document also mentioned the previous 

attempts and initiatives to “prepare an Education Policy in tune with the needs of the modern 

times” (NEP 2010, p. 2). The lack of proper implementation of the previous policy goals was 

also attested and accentuated by NEP 2010 through the statements that “no Education Policy 

has been put to implementation”, “with the change of power, the policy was shelved”, and 

“policy was shelved and nullified with the change of government” (pp. 2-4).  
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The NCE 2012 also justified the need and demand for curriculum revision and 

reformation as a subsequent policy text of the new education policy, i.e. the NEP 2010. 

Taking the “curriculum development as a continuous process” (NCE 2012, p. 1), the policy 

document was also seen to resonate with the NEP 2010’s underlying political agenda. The 

NCE 2012 seemed to be more specific and open in showing its political motive by 

pronouncing “the Vision 2021”, “Digital Bangladesh” (NCE, 2012, p. 2) and then reaffirming 

the need to develop “a suitable curriculum” to this end (p. 2). The curriculum policy 

document argued that remarkable changes occurring in societal, cultural, economic, political, 

and many other contexts during the long timespan from 1995 to 2012, had inserted the 

obligation “[……] to develop a new curriculum” (p. 1). It is also noteworthy here that the 

then curriculum was introduced in 1995, which was under the regime of another political 

party. 

5.3.3.3 Educational motives 

 

The perceived role of education was recognised as the third key to influence the 

development of relevant policy text regarding English education. The relevance of 

educational motives in this regard was not addressed in isolation by either the NEP 2010 or 

the NCE 2012, but rather was found to be compatibly intertwined with socio-economic and 

human development motives influenced by globalisation as well as local discontinuity in 

developing contemporary education policy and curriculum documents in policy development.  

Reclaiming education as a “dynamic concept”, the NEP 2010 put forward the concept 

of globalisation and human development (p. 1). The importance of education was nominated 

as “the key to” and “the backbone of” the nation’s development (pp. 1-4). The policy also 

prefaced that, to ensure qualitative change in the society through “quality education for all” 

(p. 5), it was imperative to upgrade the education policy and its subsequent curriculum policy 

directions and other materials. In this regard, the NEP 2010 also mentioned that, since the 



141 
 

country’s independence in 1971, “no Education Policy has been put to implementation” (NEP 

2010, p.  2). By the same token, the NEP 2010 emphasised that in a monolingual and mono-

cultural country like Bangladesh, English education is significantly vital to link it with the 

world.  

The impetus of the NEP 2010 was also seen to be reaffirmed by the NCE 2012 as the 

later one reiterated the “need for education to develop time-befitting human resources” (NCE 

2012, p. 2). To this end, “introduce[ing] a befitting education system and curriculum” was 

considered as an important and timely step by the NCE 2012 (p. 2) since the document 

argued that the rapid changes in the domains of knowledge necessitated “social changes and 

learning demands” (p. 1). A close examination of data in the NCE 2012 also indicated a note 

of accusation against the previous English education policy and curricula for being 

“excessively theoretical and informative”, leading students to blind memorization at the cost 

of “learning by doing, creativity” (p. 1). Due to the instrumental orientation towards English 

and English education in this global age, a perceived intellectual challenge at the policy 

development level was to redevelop the then existing English curriculum with a vision to help 

the country’s younger generation in “acquiring necessary knowledge and skills, learning 

about cultures and values, developing positive attitudes, pursuing higher education and 

finding better jobs, nationally and globally” (p. 73). 

5.3.3.4 International orientation 

The analysis of the relevant parts of the NEP 2010 and the NCE 2012 also indicated 

that it was a well-timed demand to develop an internationally minded national curriculum 

policy. This call for policy development also underscored the intention to alleviate the long 

discontinuity and incoherence in policy planning (section 5.3.3.3).  
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The NCE 2012 considered the influences of overseas curricula, including India, Sri 

Lanka, Malaysia, Singapore, New Zealand, Australia (states of Queensland and Western 

Australia), and Canada (provinces of Ontario and British Columbia) while preparing 

Bangladesh’s latest curriculum for English. The purpose of this review was to ‘scrutinize 

their usability in the context of Bangladesh’ following the process of ‘adaptation and 

modernization’ (NCE 2012, p. 4).  

Along with this phenomenon, the trajectory of the English education policy at the 

macro level also appeared to witness the acknowledgement mentioned by the NCE 2012 

towards the report of the International Education Commission formed for education in the 

21st century. Taking the importance of secondary education as a note of priority, The NCE 

2012 deemed the redevelopment of a suitable curriculum aiming at ensuing the four pillars of 

education—“learning for knowledge, learning for work, learning for coexistence and learning 

for growth” (p. 2) with a view to developing a competent workforce for the 21st century. 

5.4 Chapter summary 
 

This chapter has presented the findings from the extensive analysis of pertinent 

contents of specific and relevant documents, including the historical documents, National 

Education Commission reports, education policy reports and other related taskforce 

committee reports across the period of 1757-2012. The data analysis to address the context of 

influences (Research question 1) was presented in episodes depicting its ‘pocket of activities’.  

The analysis indicated the influences of colonisation, nationalism, and globalisation 

and nation-building motives for developing English education in Bangladesh. The influence 

of colonisation resulted in the implantation of English and imposition of English education in 

the Indian subcontinent, while the strong sense of nationalism marginalised English and 

facilitated the single-minded promotion of the Bangla language during the period of 

decolonisation. The policy making of English education in Bangladesh during the 
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decolonisation period also displayed a prolonged notion of rigidity, discontinuity, disjuncture 

and disparity. However, the wave of globalisation as well as an offshoot of nation building 

enthusiasm mutually and substantively influenced the development of the latest policy 

planning for English education during the last episode.  

The next chapter reports qualitative content analysis from the education policy (the 

NEP 2010) and English curriculum policy document (the NCE 2012)—the two latest policy 

documents to present the context of policy text; that is, the policy planning offered by these 

two key policy documents regarding secondary school English education in Bangladesh.  
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Chapter 6 

Meso context of policy text: Voices, silences and incongruities 

 

 

6.1 Introduction 

 
The previous chapter explored the socio-economic and political factors influencing 

the development of English education in Bangladesh. This chapter presents an analysis of the 

National Education Policy (NEP 2010) and the National Curriculum of English (NCE 2012), 

the latest key policy documents related to education and secondary English education 

curricula in Bangladesh. Employing qualitative content analysis, these documents were 

examined to develop an understanding of the policy planning and recommendations 

regarding secondary English education. The evidence gathered in this chapter thus offers an 

opportunity to explore the trajectory of English education policy from the point of macro 

‘context of influence’ (reported in Chapter 5) to the point of meso ‘context of policy text’ 

(Bowe et al., 1992) in which the latest policies, planning and recommendations (the dotted 

box in the below Figure 6.1) were articulated. In other words, it examines the extent to which 

the NEP 2010 and the NCE 2012 addressed and incorporated the required areas of secondary 

English education. The LEPP framework (Kaplan & Baldauf, 1997, 2003, 2005) was used to 

traverse the documents to address the study’s second research question: To what extent do the 

NEP 2010 and the NCE 2012 policy documents take into account issues and standards of 

secondary English education policy and planning?  
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Figure 6.1: Theoretical framework (adopted and adapted from Bowe et al., 1992; Kaplan & 

Baldauf, 1997, 2003, 2005) 

 

As mentioned previously (Chapter 4, Section 4.4), the policy trajectory model was 

central in identifying the units of analysis for this study (hence the dotted box in the above 

Figure 6.1 is the unit of analysis of research question 2). The overall task of investigating the 

second research question was conducted through purposively selected policy documents. 

Following Yin’s (2003) process, every single document was considered as embedded 

units/cases within the second unit of analysis. The reason for selecting the relevant embedded 

cases was to reach an interpretive reading of the policy texts in their own context (policy 

directions regarding English education) and consequently to contribute better understanding 

to the case (secondary English education) under investigation.   

This chapter is divided into two sections. The first section presents a brief description 

of the analysed policy documents. The next section reports the analysis of the NEP 2010 and 
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NCE 2012 policy directions for secondary English education in Bangladesh through the lens 

of the LEPP framework.  

6.2 Policy documents 

 

The task of selecting and examining the NEP 2010 and the NCE 2012 at this meso 

stage was shaped by the aims and parameters of the study, the research question,  the quality 

of the documents  and the evidence contained within them (Atkinson & Coffey, 2004; 

Bowen, 2009). A brief introduction to these policy documents is provided below. 

The NEP 2010 is the 6th successive policy venture following a total of five other 

national education commissions and committees since Bangladesh became independent in 

1971. Espoused with ‘political ideologies’ (Chowdhury & Kabir, 2014), the latest NEP 2010 

has tried to combine the previous reports of the Khuda (1974) and Shamsul Haque (1997) 

Commissions with the visions of a new millennium in order to “keep pace with the 

development of knowledge and science, the process of adaptation and modernization” (NEP, 

p. 4). Following this maxim, the NEP 2010 has accentuated English education relatively 

more, both directly and indirectly, than did the previous Commissions.  

The NCE 2012 was introduced by the MoE under the steering of the NCTB in 2012. 

This document is a blueprint for guiding secondary English education. The previous 

curriculum documents were accused of using restricted approaches and unclear modes 

regarding English and English education propositions (NCE 2012, p. 1). Therefore, the 

revision of the English curriculum was well-timed for facilitating the implementation of 

qualitative changes in education brought by the NEP 2010 (NCTB, 2012). Another feature of 

the NCE 2012 was its adaptation of an objective-based curriculum outcome model. 
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6.3 Findings 
 

This section presents the findings from relevant contents of the NEP 2010 and the 

NCE 2012 in relation to secondary English education. Given the heuristic and instructive 

nature, the LEPP framework (Kaplan and Baldauf, 1997, 2003, 2005) was employed to 

navigate the data. The framework includes eight crucial areas that an education sector of any 

country should take into account while planning foreign language education policy in its own 

context; by the same token, the formal education sector is and has to be involved extensively 

in dispersing any language education related policy planning (Hamid & Erling, 2016; Kaplan 

& Baldauf, 2005; Li, 2008; Nguyen, 2011).  

A careful analysis of the policy texts (the NEP 2010 and the NCE 2012), as well as 

their policy recommendations, led to the emergence of three major themes. These were the 

voices of policy documents, the silences of policy documents and the incongruities in policy. 

The policy documents appeared to display a mutual cognizance in some areas; the analysis 

identified a number of policy directions regarding curriculum, methods, materials and 

evaluation of secondary English education (the voices of policy documents). However, there 

were also issues left unsaid or unresolved in relation to personnel, resourcing and community 

policy (the silences of policy documents). Finally, an unequal and mismatched approach to 

access and personnel policy was also identified in the documents (the incongruity in policy 

discretion).   

The subsequent sections explicate these themes accordingly.  

6.3.1 The voices of policy documents  

 

The content analysis of the NEP 2010 and the NCE 2012 prescribed a wide range of 

avenues in terms of curriculum, methods, materials and evaluation policy in relation to 

secondary English education. Figure 6.2 synthesises these policies and directions.
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Figure 6. 2. Summary of explicit policy directions.
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6.3.1.1 Curriculum policy 

 

Curriculum policy in English education, according to the LEPP framework, is 

required to define the overall aims and objectives of teaching and learning English. 

Therefore, it was not only of interest but also crucial to see what the aims and objectives of 

the NEP 2010 and the NCE 2012 were regarding English education. This would also lead 

later to the further investigations into the connections between other policy areas (methods, 

materials, evaluation, resourcing) as well as how and to what extent those policies are enacted 

in the practice context of secondary English education. 

The data analysis of relevant curriculum policy content in the NEP 2010 and the NCE 

2012 displayed two major associations. Constructed around the vision of human resource 

development, English was assigned as a skill-based subject aimed at developing students’ 

communicative competence.  

 Though the NEP 2010 did not cater for any specific section of the English education 

curriculum policy, the extensive analysis of its relevant contents merited its assertion to 

develop an outcome-based curriculum followed by subject-based textbooks and teaching 

materials, with a view to meeting the curriculum outcomes. Upon these fundamental 

directions for curriculum policy, the NEP 2010 strongly advocated for English education 

along with “Science, Information Communication Technology (ICT)” (NEP 2010, p. 9). This 

advocacy was considered in line with developing a knowledge-oriented, skilled human 

resource base so that “[students] can compete in the job market, especially in the economic 

sector of the country” and also “can successfully compete in the global context” (Policy no. 

11 & 12, NEP 2010, p. 9). 

Having realized the global call for human resource development within the national 

context, the NCE 2012 asserted that ELT should be conducted “in a way to equip the learners 

of this level with basic language skills in English to function in an international context with 
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confidence” (p. 35). Defining English as a skill-based subject, The NCE 2012 outlined a 

combined list of the general objectives and the terminal learning outcomes (curriculum 

policy) for teaching-learning English at the secondary level. Figure 6.3 provides this list: 

 

Figure 6. 3. General objectives and terminal learning outcomes of English education 

(Adapted from the NCE 2012, pp. 36-37 & 73-74). 

 

In order to implement the above-mentioned English curriculum aims and objectives, 

the latest NCE 2012 was designed and developed within the framework of an objective-

learning outcome model (overarching general objectives  terminal learning outcomes  

class-wise learning outcomes).  
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Figure 6.4: Framework of outcome based English curriculum. 

 

The analysis identified that the outcome-based English curriculum model worked further as a 

nexus in designing and developing the contents (materials policy), teaching-learning 

activities (methods policy), assessment techniques (assessment policy) and other related 

strategies. Hence the curriculum, taking all these factors into account, provided clear and 

comprehensive guidelines for the relevant stakeholders, including English textbook writers, 

teacher trainers, teachers, students.  

Given the broad and complex nature of curriculum policy, the policy documents also 

expressed concerns regarding some interrelated pedagogical aspects, namely teacher-student 

ratios and teachers’ workloads. Having identified the issues of concern, the NEP 2010 

adopted some strategic planning to address those effectively. For instance, the policy 

recommended to make the “teacher-student ratio to 1:30 by the year 2018” (NEP, 2010, p. 

22). The NCE 2012 policy document, though, did not recommend any fixed ratio. However, 

it was consonant with the NEP 2010 while saying “the student-teacher ratio, as suggested by 

the National Education Policy 2010, is a very important factor for students’ interaction in 
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classroom as well as successful monitoring and evaluation of students’ progress” (p. 35). 

Second, teachers’ responsibilities were given a wider terrain spanning from teaching in the 

classroom to encouraging the cultivation and development of moral values. Consequently, the 

NEP 2010 affirmed that “the teachers will be present in their respective institutions for some 

fixed hours” (p. 68). For a secondary school teacher, the NEP’ direction was to cover a fixed 

period of 40 hours weekly including 24 hours for teaching, counselling and welfare duties for 

6 hours, 6 hours for class and examination preparation and 4 hours for others activities.  

6.3.1.2 Methods policy 

As an integral part of the curriculum policy implementation process, the LEPP 

framework defined methods policy as the pedagogical approaches used to attain the overall 

curriculum policy goals. Therefore, the investigation into methods policy in the policy 

documents included the analysis of presentation of methodological instructions regarding 

English teaching in secondary schools.  

With regard to the pedagogical principles of ELT, two notes were evident in the 

analysis of the NEP 2010 and the NCE 2012. First, the policy documents expressed strong 

consonance with the necessity of quality and effective pedagogies in the Bangladeshi context 

so that a skilled human resources could be produced to attain the nation building strategy. A 

set of student-centred, context-driven, exploratory teaching methods and strategies was then 

recommended. 

The data analysis indicated that the NEP 2010, in line with the influence of 

globalisation and the goal for achieving economic prosperity, aspired to restructure the 

education system by bringing about basic and appropriate changes in overall pedagogies. The 

overall planning recommended by the NEP 2010 thus included providing the future 

generations of the Bangladeshi students with “quality, modern and updated knowledge” and 
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enabling them to “evolve as a skilled human resource” (NEP, 2010, p. 5). In order to 

materialize this broader plan, the NEP 2010 signposted the necessity and significance of 

implementing a suitable, uniform, well-planned and high-standard methods policy (NEP, 

2010).  

The analysis of the contents of the NCE 2012 identified several criticisms of the 

previous English curriculum policy, particularly for providing excessive theoretical 

information, offering limited scope for encouraging students’ inquisition, analytical power 

and creativity and encouraging rote learning (NCE, 2012, pp. 1-2). In line with the NEP 

2010, which also emphasised the importance of English for communicative purposes, the 

NCE 2012 aimed at promoting constructive changes in methodology, content and attitudes 

and thus developing a well-timed set of pedagogies for English teaching. The NCE 2012 

reiterated that the “change in pedagogy and approach, replacing the traditional grammar-

translation method, was necessary to help learners to communicate in English meaningfully 

and spontaneously” (p. 73). Hence, the need to bring about pedagogical changes was 

heightened extensively by the NCE 2012 in order to realize the ultimate goal of preparing the 

students as human resources compatible with the competitive local and global context.  

The NEP 2010 proposed bringing “creativity, practicability and productivity” oriented 

teaching methodologies “to achieve advancement in the economic and social fields of the 

country” (NEP, 2010, p. 8). In so doing, the policy eventually discouraged the traditional 

teaching pattern and rote learning system, and advocated for some “interactive, progressive” 

(p.15) and “learner-centred” (p. 20) teaching strategies. 

The NCE 2012 underpinned the importance of bringing pedagogical changes into 

English teaching. The recommendations were substantiated by adding further that effective 

learning occurs if appropriate teaching methods and techniques are applied properly (NCE, 

2012). Espousing the notion of interactive, student-centred teaching methodology addressed 
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in the NEP 2010, the NCE 2012 also advocated for ‘learning by doing’ approaches to 

teaching English and directed classes to be more interactive and student-centred by affirming 

that “learners’ active involvement enhances the teaching-learning process” (p. 25). Taking 

this notion into account, the curriculum policy document embraced the CLT approach of 

English teaching where the four skills of English should be addressed equally and taught in 

an integrated and communicative way.  

 

Figure 6. 5: ELT methods policy (adapted from the NCE 2012, pp. 35 & 73). 

Different learner-centric class activities, namely discussions, pair/group work, story 

writing, debates, role plays, and questions-answers were also prescribed as potential teaching-

learning activities to develop students’ thinking abilities and their active involvement. 

Considering the ground-level realities of long-term, traditional practices of teaching-learning 

English grammar, the NCE 2012 emphasised teaching the structural and functional aspects of 
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grammar in a “systematic and graded way within contexts” (p. 35). Below, Figure 6.5 

summarises the English teaching methodology recommended by the policy documents:  

Above all, referring to English as a skill-based subject, the policy stipulated that 

English should be taught in such a way that students can use it in real-life situations by 

“acquiring necessary knowledge and skills, learning about cultures and values, developing 

positive attitudes, pursuing higher education and finding better jobs, nationally and globally” 

(NCE, 2012, p. 73). The NCE 2012 also insisted on the appropriate use of quality textbooks 

and other related teaching aids to implement the prescribed ELT methods policy. 

6.3.1.3 Materials policy 

 

The materials policy in LEPP refers to the content and materials to be used to teach 

English in schools. Therefore, the analysis of the materials policy in this study led to an 

understanding of objectives and recommendations for developing a national textbook series 

for secondary English education.  

The analysis identified, in both the NEP 2010 and the NCE 2012, a need to redesign 

and redevelop quality textbooks in accordance with the revised English curriculum and 

teaching methodology. The NCE also provided a list of related recommendations to ensure 

the quality of English education.  

 With regard to materials policy, the NEP 2010 emphasized a uniform and identical 

arrangement between the curricula, syllabi and textbooks of the compulsory courses (hence 

English as well). The discussion about the need to rewrite the national textbook series drew 

on the recommendation of the NEP 2010 that the development of textbooks must “facilitate 

the development of thinking ability, imaginative capability, inquisitiveness and creativity of 

learners” (p. 69). The document also advised making the primary and secondary level 

textbooks attractive, carefully printed and distributed freely on schedule.  
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The analysis of relevant materials policy content in the NCE 2012 also suggested a 

perceived necessity to redevelop English textbook series in line with the revised English 

curriculum and ‘student-centred’, ‘interactive’ English teaching methodology. 

Acknowledging the fact that most traditional English language teaching is teacher-centred, 

with very little scope for interaction or real use of English but more focus on memorisation, 

the NCE 2012 recommended the inclusion of content and activities in the book which would 

enable students to practice the four skills of English, reading, writing, listening and speaking 

(NCE, 2012). The importance of developing a teacher’s guide and the instructions for doing 

so were also stipulated in the document. A list of general instructions for English textbook 

writers was outlined in the policy document so that appropriate development and use of 

quality textbooks could be ensured. The policy addressed three major issues—topics, 

activities, and language skills—to be redesigned to ensure the quality as well as the usability 

of the EFT books. The policy recommended the choice of interesting, realistic topics suitable 

for students’ ages and cognitive levels in order to attain the main objectives and learning 

outcomes of the curriculum. The policy also encouraged the EFT writers to include a wide 

range of adequate and interesting activities and to present them in such a way that students 

could get opportunities for ample practice of the four skills of English in an integrated and 

communicative way. Table 6.1 outlines more about the policy directions. 
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Table 6. 1: General instructions for writers of English textbooks for the secondary level (adapted from NCE 2012, p. 87) 

English 1st paper (prose, poetry, stories) 

 Topics and themes should be interesting, realistic, and suitable for learners’ age and cognitive level. Topics may include community, day-to-

day activities, environment, health and hygiene, society, culture, history, heritage, ICT, human rights (such as women and children rights) 

etc. 

 Topics/activities should be chosen to achieve the main objectives and terminal learning outcomes of the curriculum. 

 The textbooks should contain authentic texts as needed, and language appropriate to different contexts and cultures. 

 Instructions should be brief and written in simple English. 

 The textbooks should include a variety of activities to provide adequate exercises on four language skills. 

 The textbooks should provide opportunities for learners to learn and practice social interactions through dialogues. 

 Some language games, puzzles, mini dialogues may be used as exercises for developing language skills through fun and entertainment. 

 Grammar items should be provided in context in a systematic and graded way. 

 At each level new vocabulary should be introduced. Vocabulary introduced in previous classes should be revised. 

 Stress and intonation marks should be shown in the examples and sampled contexts. 

 The textbook should be attractive and colourful. Illustrations (charts, maps, photos, drawings, diagrams etc.) should be relevant to the 

contexts/topics. 

 Indications should be given in the textbooks as to how many periods should be needed for each lesson. 

 Workbooks with appropriate exercises should be produced along with textbooks in order to give students further opportunities for language 

practice. 

 The sound symbol chart should be provided in the Teacher’s Guide. 

 A section on sample classroom instructions (such as for greetings, starting a lesson, common Wh/Yes-No question, monitoring students’ 

activities, checking answers, simple social English) should be provided in the Teacher’s Guide. 

 The textbooks will create opportunities for sound and pronunciation practice as they are graded in the curriculum. 

 Sounds should be presented with minimal pairs, pictures, flash cards, etc. supported by audio / video CD materials. 

 Phonetic symbols are not to be used in the textbooks for learners but should be explained in the Teacher’s Guide. 

 

English 2nd paper (Grammar) [Textbook writers can use the above mentioned points as useful information for English 2nd paper book] 

 Grammar items should be contextualized as far as possible. The language points focused in the lessons of Paper One book, English for 

Today, should be used for grammar-practice activities. 

 The process of writing letters, CVs, paragraphs, etc. should be clearly exemplified and explained. 
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6.3.1.4 Evaluation policy 

 

Evaluation policy in the LEPP framework denotes the connection between teaching 

objectives (using the recommended methods and materials) on one hand and how they are 

assessed on the other. Therefore, it was of interest to analyse how the NEP 2010 and the NCE 

2012 realigned evaluation policy with the revised English curriculum, methods and materials 

policy. 

The contents of the NEP 2010 and the NCE 2012 regarding evaluation policy 

indicated two notions—an urgency to reconfigure an effective and powerful assessment tool, 

and a set of revisions to the marks distribution system to ensure the overall implications of 

the amendments to the assessment system.  

  The importance of realigning the evaluation policy was underpinned by the NEP 

2010’s reiteration that the evaluation and assessment system is one of the crucial benchmarks 

for measuring and ensuring quality education. Discouraging the blind rote-learning tradition, 

the NEP 2010 emphasised promoting, developing and ensuring students’ competencies, 

skills, thoughtfulness, and creativity. The policy also recommended making the assessment 

system more effective and correlating it with the revised curriculum, methodology and 

textbooks (NEP, 2010, p, 9). Although the analysis of the NEP 2010 did not find any direct 

discussion on the assessment system for English education, its basic guidelines to “set proper 

rules and to create appropriate awareness and knowledge of all concerned” (p. 58) led 

secondary English education curriculum agencies to revise the existing, traditional English 

education assessment system.  

The analysis of relevant data in the NCE 2012 indicated an echo of what was 

advocated by the NEP 2010 regarding assessment policy. The term ‘assessment’ was 

attributed to a wider connotation to enhance the scope for measuring students’ potential in 

English and the effectiveness of the English teaching-learning process in the classroom. As a 
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result, the policy of school-based formative or continuous assessment received a strong 

emphasis, along with the traditional summative assessment. 

With particular attention to English teaching, the NCE 2012 underlined that, “some 

special skills of learners such as listening, speaking, reading etc. can be assessed in this way 

quickly at a low cost and guidelines can be provided accordingly” (p. 26). The policy 

reasoned that continuous assessment would help not only to identify students’ weaknesses 

and thus provide immediate support to minimize them, but would also enable teachers to 

evaluate their own pedagogical strategies. The NCE 2012 advocated a guideline for 

examination designers to set questions and marker guidelines for assessing answer scripts. 

There was also a direction from the NCE 2012 to use teacher-prepared or centrally prepared 

assessment tools for both continuous and summative assessment. The NCE 2012 also 

directed changes in reading comprehensions tests as the “text or test items should not be 

taken directly from textbooks” (p. 69). 

Strategically, the NCE 2012 allocated a revised marks distribution in order to promote 

and guide teachers in implementing the above-mentioned propositions. Following this, 

English has been allotted 20% marks for continuous assessment. English teachers were 

advised to conduct continuous assessment of individual students periodically and 

meticulously as well as to record three samples of evaluation of each individual student so 

that this record could be added to determine the students’ final grade in the final examination. 

Listening and speaking tests were included in this continuous assessment, both of these 

having been overlooked in the previous curriculum policies. The NCE 2012 also 

recommended the use of the English for Today (EFT) prescribed listening, speaking, reading, 

and writing activities and tasks as class work along with homework and class tests. 

The NCE 2012 substantiated these revisions to the assessment system by 

corroborating the overall goal of the NEP 2010 and the revised curriculum and methods 
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policy directions, to promote and enhance students’ communicative competence by teaching 

and learning the four skills of the English language in an integrated way. Though the nation-

wide public examinations have not yet incorporated listening and speaking test into their 

pattern, with only reading and writing skills being tested to date, the secondary schools were 

advised to follow the revised format of the English 1st paper.  For the case of the English 2nd 

paper, the analysis of the NCE 2012 indicated an urgency to make students able to use 

English accurately in all aspects of communication. Hence English grammar was taken as a 

backbone to strengthen the communicative aspect of English. The overall assessment pattern 

of the English 2nd paper was comprised of only two sections, i.e. grammar and composition. 

Table 6.2 presents the NCE 2012’s revised assessment format for secondary English 1st and 

2nd papers: 
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Table 6. 2: Marks distribution for English 1st paper and 2nd paper (adapted from the NCE 2012, pp, 69 & 81-82)

Learning 

outcomes 

Subject: English 1st paper, Total marks: 100 
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Skills Assessment area Total 

marks 

Test items Notes 

Listening Students’ ability to listen to and 

understand English with acceptable 

pronunciation 

 

10 MCQ, Gap filling Test items must be 

developed by question 

setter 

Speaking Students’ ability to speak acceptable 

English with understandable 

pronunciation 

 

10 Describing/narrating/ answering 

questions 
 

Reading Students’ ability to read text and 

authentic materials for 

comprehension and higher order 

thinking 

40 MCQ, Answering questions (open 

ended and close ended questions), Gap 

filling without clues, Substitution 

tables, Information transfer, 

Rearranging 

For supplementary reading 

materials: 
Answering questions, 

Summarizing 

For text materials 

(Text materials should 

be developed by 

question setters. They 

should not be taken 

from any textbooks) 

Writing Students’ ability to write correct 

English of appropriate level for 

expressing ideas, thoughts, feelings 

etc. 

40 Writing paragraph, answering 

questions/ 

Completing a story 

Writing formal/informal letters, 

Describing graphs and charts, 

Writing compositions (on personal 

experience and familiar topics, recent 

events/incidents),  

Writing Emails, CV 
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Table 6. 2 (continued): Marks distribution for English 1st paper and 2nd paper (adapted from the NCE 2012, pp, 69 & 81-82)

Learning 

outcomes 

Subject: English 2nd paper, Total marks: 50 (Grade 6-8), 100 (Grade 9-10) 
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Skills Assessment area Total marks Test items Notes 

Speaking Not mentioned Not allotted Not mentioned 

 

 

 

Reading Not mentioned Not allotted Not mentioned 

 

 

 

Grammar To assess students’ 

grammar 

competency in 

English language. 

Grade 6-8: 30, 

Grade 9-10: 50 

Gap filling activities with and 

without clues, Cloze test with 

and without clues, 

Substitution table, Right 

forms of verbs, Use of 

articles, Changing sentences 

(change of voice, narrative 

style, sentence patterns, 

degrees), Completing 

sentences, Tag questions, and 

Use of suffixes and prefixes. 

 

Question setters will use all items from 

the above list and make questions of 5 

marks for each question item. Test items 

must have contexts. Sentences which are 

isolated and out of context cannot be 

given as questions. Question setters will 

prepare the test items. No questions will 

be set from the textbook or/and any help 

books. 

Writing 

(Compos

ition) 

Students’ ability to 

write correct English 

of appropriate level 

for expressing ideas, 

thoughts, feelings 

etc. 

Grade 6-8: 30, 

Grade 9-10: 55 

Group A: Formal/informal 

letters/emails, CV writing, 

Group B: Completing stories, 

Short paragraphs, Dialogue 

writing,  Analysing 

graph/chart, Group C: 

Writing composition (based 

on personal experience, 

everyday problems, events 

and incidents etc.). 

Question setters will select two items 

from Group A (10 X 2 = 20 marks), two 

items from Group B (10X2= 20 marks), 

and Group C has no alternative (15 

marks). For Group A, and B no 

alternatives will be given. Question C 

will clearly mention the desired writing 

style i.e., whether it will be written in 

descriptive or narrative, or listing, or 

comparison and contrast style. 
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6.3.2 The silences of policy documents  

 

 In the context of the NEP 2010 and the NCE 2012, there were some unspoken aspects 

of secondary English education and these constituted the silences of policy documents. These 

areas included personnel, resourcing and community policy. 

6.3.2.1 Personnel policy 

 

The first silence in the policy documents emerged from the absence of any specific 

articulation about secondary English education personnel policy. Personnel policy in English 

education, following the LEPP framework, refers to two aspects—teacher recruitment and 

teacher training. The sections of the documents that dealt with teacher recruitment and the 

provision of teacher training were scrutinised to identify how the overall personnel policy of 

secondary English education was appraised by the NEP 2010 and the NCE 2012.  

The data analysis did not find any direct policy direction in the NEP 2010 regarding 

secondary English teacher recruitment. However, the policy perceived a need to ascertain the 

recruitment of quality teachers in general. There was a concern expressed in the document 

about the existing issue of discrimination and inconsistency of the policy for recruitment of 

secondary teachers. The policy document raised the need to establish the Non-Government 

Teachers’ Selection Commission (NTSC) to ensure the process of “recruitment of teachers 

based on their capability and merit for secondary schools and colleges” based on the local 

and institutional requirements (p. 72). It was assumed that adequate numbers of subject-wise 

teachers, including English teachers, would be recruited through the proposed NTSC. In 

addition, there was nothing mentioned about the education levels or professional 

development of 88.72% of the English teachers (Chapter 2, Table 2.2) who were working in 

secondary schools without proper academic qualifications. The policy neither directed this 

teacher pool to upgrade their academic qualifications, nor mentioned any special teacher 

training scheme for them.  
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Regarding teacher training, the policy was also mute in several areas. The NEP 2010 

did not provide any direction regarding restructuring or expanding the pre-service teacher 

education sector to ensure the professional preparation of secondary English teachers. While, 

in other countries, a B.Ed. degree is usually required as an obligatory entry qualification for 

the teaching profession, in Bangladesh, the NEP 2010 showed flexiblity as it recommended 

that B.Ed. degree could be completed by secondary teachers within 3-years of joining.  

The above silences were disquieting given that there was no specific recommendation 

in the studied policy documents regarding secondary English teachers’ in-service training 

provisions. Moreover, the policy did not specifically mention anything about post-training 

follow-up to ensure the implementation of training in the actual field. However, the data 

analysis suggested that the NEP 2010 was critical about the overall teacher-training provision 

because it was “traditional, insufficient, certificate based, loaded with theoretical knowledge, 

incomplete in practical learning, and based on rote learning and a conventional testing 

system” (NEP 2010, p. 64). In addition, the policy suggested building the capacity to arrange 

training for all teachers of all subjects as well as to introduce 2-months’ foundation training 

immediately after the recruitment of the newly appointed teachers. The policy also 

recommended sending teachers overseas for training. However, the policy neither distributed 

the teachers based on subjects for overseas training nor stated anything about the procedures 

for selecting trainee teachers. The policy recommendations in this regards, thus, appeared to 

be merely a cosmetic exercise.  

6.3.2.2 Resourcing policy 

 

The second silence was that there was no specific statement regarding resource policy 

planning for English education (NEP 2010), except for some concerns about the current 

under-resourced conditions (NCE 2012). Resourcing policy refers to the goals and allocation 

of resources for English education, in terms of fiscal support, materials, instruments, 
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infrastructure, training, and monitoring. Therefore, it was instructive to investigate the extent 

of resourcing provision described in the policy documents for the secondary English 

education sector.  

The analysis of relevant content in the NEP 2010 indicated a lack of attention towards 

the context of secondary English education. Unlike the direct resourcing support mentioned 

for science, ICT and economics, the policy did not mention anything about English 

education. The analysis indicated a silence about was meant by the “proper and quality 

education” (p. 22) that the NEP 2010 aimed to ensure and deliver. Though there was a 

general suggestion that “necessary resources, materials, instruments and financial support” 

(p. 26) would be provided, there were no explicit elaborations on this matter, except an offer 

of “special public assistance” (p. 76) to develop infrastructures of non-government 

institutions.  

However, the content analysis of the NCE 2012 depicted a thoughtful concern about 

the issue of inadequate infrastructure in Bangladeshi secondary schools. Regarding proper 

logistic support, the policy was seen to underscore the importance of the availability of audio-

visual materials for teaching English. The document substantiated this importance 

specifically for teaching-learning listening and speaking skills with proper pronunciation, 

stress, intonation and sounds. The need for supplementary reading materials to develop 

learners’ reading skills was also mentioned in the NCE 2012 document. Consequently, the 

policy document highlighted the appropriate and effective Teacher’s Guide (NCE, 2012) and 

also the availability and usability of all these resources for effective English education 

provision. There was nothing mentioned about how to provide these required resources for 

ensuring quality English education across the secondary schools in Bangladesh. 
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6.3.2.3 Community policy  

 

Another silence in the NEP 2010 and the NCE 2012 was about the inclusion of 

stakeholders in the development of English education policies. The success of a language 

education policy, as per the LEPP framework, depends on the emphasis given to the voices of 

the policy implementers as well as the community. The theme of community policy in this 

analysis, therefore, was concerned with who were and who were not involved in devising 

policy planning for secondary English education.  

There was no specific evidence or recommendation found regarding the involvement 

of policy implementation stakeholders at the macro level of policy making, let alone 

community stakeholders. Instead, both the NEP 2010 and the NCE 2012 mentioned that 

teachers and other people from different professions were invited to share their feedback and 

insights on the policy drafts only before the ‘final’ stage of policy approval. This could be 

interpreted as policy implementation stakeholders having very little room to express their 

opinions or take part in discussing the policy planning process. The NCE 2012 itself also 

epitomized this finding.  The document indicated only that two English teachers from 

metropolitan secondary schools in the capital city were invited to join the most recent English 

curriculum development committee (see NCE, 2012, p. 32). In this way, the data represented 

the traditional practice of a centralised, top-down planning strategy with little attention to and 

participation from the field-level policy implementation stakeholders.  

6.3.3 Incongruity in policy discretions  

 

The analysis also indicated incongruence in the access and personnel policies for 

secondary English education. 

 Based on the national education policy, the education sector in any country 

designates the status and access of its foreign language teaching and learning (hence English 

is the case here) through the formal school curriculum. The investigation into the NEP 2010 
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and the NCE 2012, therefore, led to an understanding of the overall attitudes and orientations 

of the policy documents regarding access to English education. 

The analysed contents of the NEP 2010 and the NCE 2012 indicated a more robust 

and enhanced orientation towards English and secondary English education. This enhanced 

attitude, however, indicated an extent of incompatibility with the nation-building standpoint 

mentioned by the documents.   

Unlike the previous education commissions’ partiality towards the Bangla language, 

the NEP 2010 attached ‘substantial importance’ on English education. The policy was 

concerned with building a strong foundation of quality English education for students by 

making it compulsory from Grade 1, irrespective of school types (general, and religious 

schools), with a particular emphasis on English speaking and writing skills. As a continuation 

of this English foundation-strengthening strategy from primary to secondary levels and 

onwards, English was also considered as a compulsory subject at the tertiary level. The policy 

also endorsed the English version of the secondary curriculum (from Grade 6 onwards), with 

English to be the medium of instruction subject to the institution’s capability (NEP, 2010).  

This orientation towards English education appeared to be incongruent with the 

nation-building philosophy viewed by the NEP 2010 itself. On one hand, the NEP 2010 had 

advocated for alleviating discrimination amongst secondary education institutions and 

socioeconomic groups. It was also aimed at equipping the nation with a knowledge-based, 

skilled, and competitive generation to work with equal capacity and pace with the global 

community (NEP, 2010, p. 9, 21). On the other hand, the policy endorsed English as the 

medium of instruction, materials and examinations in all subjects in the national curriculum 

for secondary education. This inconsistency in access to and provision of English education 

suggested a further intensification of the existing discrimination due to the range of 

institutional capacities of the secondary schools, the profiles of their English teachers and 
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their students’ competency in English. This is because, while the advocacy to alleviate 

discrimination stemmed from socialist philosophy, the enhanced attitude towards English 

education reflected a neoliberal agency. This co-existence of socialist and neo-liberal 

standpoints regarding English education access indicated the existence of incongruence in the 

NEP 2010.  

Another anomaly was found in the analysis of personnel policy, specifically teacher 

recruitment, documented by the NEP 2010. The policy mentioned that a 3-year Bachelor 

degree with a 2nd class pass was the minimum qualification to be a secondary teacher (Grade 

6-10) (NEP, 2010). On the same note, the policy also called for recruitment of subject-

wise/specialised teachers with 4-year Bachelor with honours degrees as a priority. Such a 

dichotomy in secondary school teacher recruitment policy might have two implications. It 

might generate confusion among school administrators, not only about who to recruit, but 

who to assign to subjects and grades. Moreover, accepting both 3-year and 4-year  

qualifications for teacher recruitment might also have encouraged corruption and nepotism in 

recruiting less qualified teachers to the fully independent, non-public schools. In this way, the 

resonance of the NEP 2010 to “ensure accountability, dynamism and transparency at all 

levels of educational administration to make it more effective and free of corruption” (p. 71) 

would be at stake. 

6.4 Chapter summary 
 

The analysis of data of the NEP 2010 and the NCE 2012 provided an opportunity to 

see how and to what extent secondary English education provision has been taken into 

account by policy developers. In so doing, the chapter has also addressed the second research 

question (context of policy text). The LEPP framework (Kaplan & Baldauf, 1997, 2003, 
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2005) was used to focus the analysis so that a comprehensive and overall picture of policy 

objectives and recommendations regarding secondary English education could be identified.   

The overall data analysis indicated the notions of voices, silences and incongruities in 

the policy documents as well as in their policy directions. Driven by the passion of a nation-

building strategy, the analysis found the documents to consider English as a skill-based 

subject. In order to empower students locally and globally through enhancing their 

communicative competence in English, the CLT approach was taken as the core for teaching 

English as a foreign language. Consequently, a set of student-centred, interactive teaching 

strategies and a list of guidelines for redeveloping the national textbooks were provided. The 

analysis also found that the evaluation policy went through a set of modifications, including 

the introduction of listening and speaking tests through continuous assessment and 

redistribution of marks. However, personnel, resourcing and community policy remained 

mostly unspoken about in the documents, since there was no evidence of explicit, direct 

policy recommendations for secondary English education, other than some mere cosmetic 

touch-ups and big promises. Moreover, the data analysis also suggested some incongruity in 

the English access policy, since both socialist and neo-liberal standpoints were evidenced in 

relation to this matter. The personnel policy also appeared to have some mismatched 

decisions about academic qualifications for teacher recruitment.  

The next chapter, reports the data from interviews with the curriculum policy 

implementation stakeholders, English teachers, school principals and teacher trainers, and 

observation of schools.  This addresses the micro context of policy practice, i.e. how 

secondary English education policy planning is practised by the policy implementation 

stakeholders in Bangladesh. 
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Chapter 7 

 Micro context of policy practice: The lived experiences 

 

 

 

7.1 Introduction 
 

In the previous chapter, the latest policy intentions and planning for secondary 

English education were explored. While the secondary English education policy was 

formulated at federal level, it was then delegated to the ground-level stakeholders to 

implement (Fowler, 2004). This chapter, therefore, presents the findings from the semi-

structured interviews and school observations to develop an understanding of whether the 

issues and standards of English education policy depicted by the National Education Policy 

(NEP 2010) and the National curriculum of English (NCE 2012) documents are embedded in 

secondary school practice. The evidence gathered in this chapter offered an opportunity to 

explore the trajectory of and the link between the meso ‘context of policy text’ (Chapter 6) 

and the micro ‘context of policy practice’ (Bowe et al., 1992) in which policies, planning and 

goals for English language education are enacted and materialized (the dotted box in Figure 

7.1 below).   

The interviews were conducted with 18 English teachers (ETs), 7 teacher trainers 

(TTs) and 6 school principals (SPs), the key curriculum policy implementation stakeholders 

of English education. The inclusion of these three groups of stakeholders was motivated by 

the concept that, along with English teachers, school principals and teacher trainers also take 

part in implementing English education policy according to their professional contexts 

(Chapter 4, section 4.4.4.4). The observations, as a complementary tool, were carried out to 

provide first-hand information and an understanding about the context of practice, 

particularly the extent of access to and provision of English education in the multi-typed 
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secondary school contexts. The findings in this section assisted the study by providing 

important collages to develop and comprehend the ‘bigger picture’ of English education in 

Bangladesh (the discussion chapter). With this backdrop, the collected data were analysed to 

address the third research question of this study: How are issues and standards of secondary 

English education practised by English teachers, school principals and teacher trainers 

(curriculum policy implementation stakeholders) in Bangladesh? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 7. 1: Theoretical framework (adopted and adapted from Bowe et al., 1992; Kaplan & 

Baldauf, 1997, 2003). 

 

As in the previous two parts of the analysis (Chapters 5 and 6), the policy trajectory 

model (Bowe et al., 1992) was central in identifying the units of analysis for the third 

research question. The overall task of addressing the third research question was conducted 

primarily through purposively selected multiple cases involved with English education policy 

implementation (TTs, SPs, and ETs) for interview (Stake, 1995; Yin, 2014). Since a single 

case “may involve more than one unit of analysis” (Yin, 2003, p. 50) and each unit can be 
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divided into sub-units, each interviewee was considered as sub-unit within the third unit of 

analysis. The reason for selecting several embedded sub-cases within each case was to reach 

an interpretive reading of the interviewees’ perspectives and practices in their own contexts 

and consequently to contribute better to the case (Yin, 2014).  

The observations of schools provided a live, hands-on experience and additional rich 

description of information occurring in a natural setting (Simons, 2009), facilitating a more 

holistic and comprehensible interpretation of the research phenomenon (Merriam, 2009).  

In order to address the third research question, the researcher asked the study 

participants about their views, and experiences of practising English education. Relevant 

amplificatory probing questions were also asked to encourage the participants to reflect upon 

as well as contribute more to the data bank of the current study (Kvale, 1996).  

In this chapter, the findings are presented by theme rather than by stakeholder group 

(i.e. ETs, SPs, and TTs). Therefore, the overall task of identifying, analysing and reporting 

themes both across individual cases and as a cross-case analysis of the data facilitated the 

researcher to illuminate the multi-dimensionality of the larger case, that is, of the practice of 

English education policy planning in the secondary school context.  

7.2 Findings 
 

One of the challenges in exploring and understanding how an education policy is 

implemented in the wider educational context is to find a balance between maintaining a 

sense of the whole and the need for analytical clarity in the presentation of the findings 

(Hetherington, 2013). In this study, the overall responses of the study participants 

demonstrated complex phenomena about the practice of English education policies at ground 

level. Therefore, the overall data analysis is presented in two different sections: practice at the 

individual level and practice at the organizational level. Even though the dominant themes are 

presented separately, they are inter-linked, with related dimensions, not mutually exclusive in 
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the context of practice (see Chapter3, section 3.5.2). Figure 7.2 displays the overall findings 

of the analysis. 

 

Figure 7. 2. Summary of findings (research question 3). 

 

The first section reports the study participants’ (ETs, SPs, and TTs) experiences of 

engaging with English education in their individual contexts. Three major themes emerged in 

relation to this: attitude towards English education, practice of the latest secondary English 

curriculum policy directions, and professional self and roles in the individual context. By 

setting the scene for the analysis in the second section of the chapter, these themes clarified 

the actual context of practice in which the participants were embedded (Sayer, 2012). The 

data analysis indicated that the majority of the study participants had positive attitudes 

towards English education and the revised English curriculum policy, yet some showed a 

critical stance. The notion of rejection and negotiation of the English education policies (i.e. 

curriculum policy, methods policy and materials policy) emerged from the analysis. In 

addition, across the different set of policy implementers (ETs, SPs and ETs), they saw their 
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roles not as supportive mediators of English education policy but as merely as operators or 

sometimes even as impeders. 

The second section of the chapter presents the analyses showing how English 

education policy was embedded within the organizational culture and process of secondary 

education. In other words, it shows how the culture of the secondary education system 

appeared to inform the extent to which the English education policies were practised in 

schools. The analysis indicated that  access policy, personnel policy, evaluation policy, 

community policy were only practised to a limited extent at the organizational level due to 

the nature of secondary education provision, the prevailing education culture, the culture and 

provision of support available for the implementation stakeholders and the available 

resources.  

In presenting the data, codes have been used in place of the participants’ names. For 

example, ET.01.DH refers to interview with English teacher 1 in Dhaka. In the case of any 

interview data that was translated into English after the interview, the code was italicized and 

underlined, as ET.05.KM.  

7.2.1 Practice at individual level  

This section presents the relationship between the intentions and the actual practice of 

English education at the individual level. The details of the participants’ responses have been 

grouped according to the themes that emerged from the data.  

7.2.1.1 Attitude towards English education  

The first theme that stood out was the attitudes of the ETs, SPs and TTs towards 

English education. The majority of them recognised the importance of the English language 

and English education. Only a very few participants (4) were critical of the unequal 

provisions of secondary English education in Bangladesh.  
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The participants were unequivocal about the importance of English and English 

education. Acknowledging the pivotal role of English for stimulating personal development 

and national prosperity, teacher responded that English is regarded as a very important and 

time-demanding subject (ET.05.GP). The participants also added that English education is 

crucial for materializing the demands of globalisation. This also reflected the macro-level 

justification for developing English curriculum policy to accelerate the ‘nation-building 

strategy’ (Chapter 5).  The following extract articulates this notion: 

You know it is time for the youth in Bangladesh and beyond. So, it is high time 

Bangladesh needs to invest in its young human capital if the country wants to reap the 

benefits of a large demographic dividend. So if they [young people] are equipped with 

the necessary skills, they can bring about an enormous change. English is a vital tool 

in this case to bring the change, because competency in English will open the door of 

global opportunities for the students.    (TT.07) 

 

In contrast, some other participants, particularly TT.03, TT.04, SP.04.KM, and 

ET.16.KM appeared to be critical of the English education provisions. Nonetheless, they did 

not seem to disagree completely about the necessity for English education in Bangladesh. 

These participants appreciated the government policy for making English a compulsory 

subject from Grade 1 across institutions, yet they reflected a critical stance about its 

outcomes. SP.04.KM reported that students completing primary education in rural schools 

can barely write a few sentences properly, let alone speak in English. He also mentioned that 

these students will be far behind those in city schools in terms of the impact of English 

education on their lives. Addressing the NEP 2010, he argued that quality education is a far 

cry from what is happening in reality.  

[……] the students we get in class 6, they are not up to the minimum level. They are 

very weak except for a very few. Sometimes we have to start from very basic English, 

with the alphabet and, words. It hampers our flow of secondary English teaching. But 

you know, surprisingly, these students have very good grades in the PSC exams. 

(SP.04.KM)   
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The participants also appeared to be critical about the over-reliance on foreign 

consultants, their prescribed formats, and approaches for developing English education 

interventions in Bangladesh. One argued that we should primarily consider our Bangladeshi 

ELT context, its socio-cultural-educational context, not the westernized ELT context (TT.03). 

They also asserted that, without equal and uniform access to English education across the 

country, the aspirations for nation building will only be confined to a particular group of 

people (TT.04).  

ET.16.KM, who had experienced teaching in a rural madrasah (religious school), 

mentioned that neither the teachers nor the students in this type of institution have positive 

attitudes towards the English language; to them English is the topmost difficult subject to 

study. The teacher added that different types of schools deal with English education, teacher 

quality, students’ levels, and facilities in significantly different ways. This participant, 

commenting on employment opportunities for madrasah students, argued that the country 

needs more emphasis on vocational education for them so that they can get jobs, because: 

[…….] big posts are for elite people, with a very few exceptions, neither the 

madrasah students nor the village school students can benefit. (ET.16.KM) 

 

7.2.1.2 Practice of English curriculum policy: Mixed perceptions, rejections and 

negotiations 

 This section, drawing mostly on the ETs’ interviews, describes the methods, materials 

and evaluation policies in practice in secondary school English classrooms. Relevant data 

from the TTs and SPs were also incorporated to enrich and substantiate the analysis. In 

response to the specified goal of English education and ELT to produce communicatively 

competent students in English (Chapter 6, section 6.3.1.1) and to practice student-centred, 

interactive, communicative approach to ELT (i.e. CLT) with equal emphasis on listening, 

reading, writing and speaking (Chapter 6, section 6.3.1.2), the analysis identified positive 

perceptions, and two norms of practices—rejections and negotiations— on different grounds. 
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Though most of the participants were positive about the revised curriculum policy, they also 

failed to comply with the policy directions and so reported having rejected them or practised 

them minimally. On the other hand, recognising the importance of the policy directions and 

admitting the contextual constraints, 4 ETs shared their stories of agentic adjustments in 

terms of attempting to negotiate, improvise and adjust their practices to implement the policy 

practice to the maximum extent possible. The following sub-sections elaborate these findings. 

7.2.1.2.1 Perceptions of the new curriculum 

Interviewees were asked to share their perceptions of the revised English 2012 

curriculum. This issue was relevant, as it would inform whether or not the participants, 

particularly the ETs, were aware of and gave thought to the modifications brought about by 

the curriculum policy document. The analysis indicated positive perceptions towards the 

revised curriculum. Some of them also reported their understanding about the ‘ideal’ ELT 

objectives in line with the curriculum policy requirements. Yet, others disregarded it.  

 Positive views: The participants, appreciating the initiative of the English curriculum 

revision, showed positive attitudes towards the latest version of the NCE 2012. They added 

that, in order to keep pace with the contemporary developments in language education, it was 

necessary to update the English curriculum accordingly, so that students [could] get benefits 

from it (TT.01).  Their reactions can be summed up by TT.04’s comment: 

I appreciate the initiatives taken in 2012 to revise the NCE and other materials like 

EFT books. It was revised in the light of the National Education Policy 2010. This is 

an age of communication through globalisation and ICT. We should follow the call. If 

we can utilise the revision properly, it will eventually help students to make a solid 

foundation in English and enable them to be communicatively competent. They will be 

able to represent Bangladesh to the global world. (TT.04) 

 

This positive attitude towards the curriculum revision was amplified further by the 

participants’ perceptions of the shift to teach English in different ways than previously. They 
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mentioned that the core of the new curriculum was to use communicative approach in 

teaching and learning English.  

The changes to the curriculum 2012 recommend for us to teach four skills of English 

with special care. This curriculum is also special because there are 20 marks for 

assessing listening and speaking skills for English 1st paper from Grade 6 to 10. 

(ET.01.DH) 

 

The extract above illustrates this teacher’s awareness of the curriculum guidelines expecting 

the four skills to be given equal attention. This awareness was also seen to influence the 

teachers’ perceptions of their roles shifting from traditional and teacher-centred to interactive 

and student-centred. Interestingly, on this note, the ETs also shared their personal experiences 

of learning English when they were students, and thus made comparisons with their present 

teaching experiences.  

There are many differences between the way I was taught English as a student and 

what I am doing now to teach English to my students. During my time, my teachers 

didn’t use English in the classroom. They used Bangla to teach, to communicate in the 

classroom. So I had no opportunity to use English with others, no encouragement to 

speak English. So everything we did was rote learning to pass the exam. But now 

things have been changed. The books have changed. We are asked to teach the four 

skills of English along with grammar. (ET.02.DH) 

 

Rejections: Conversely, the interviews also revealed the ETs’ inattentiveness to the 

changes brought about by the English curriculum policy. ET.10.KM did not see the policy as 

strictly binding and said that actually, to me, there is no big difference between the old and 

the revised curricula, we are teaching in the same way (ET.10.KM).  

The data analysis identified that, along with the SPs, the newly appointed ETs could 

not share their ideas about the revised curriculum policy. SP.06.KM and ET.03.DH were two 

such cases. ET.03 had come to the teaching profession recently and so reasoned that she was 

unware of the revised English curriculum policy.   
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I have joined recently, I have been in the teaching profession for 6 months. So 

actually I do not know much about it. Frankly speaking, I have read neither the old 

nor the revised curriculum policy documents completely. (ET.03.DH) 

 

SP.06.KM explained that his school related administrative workload had kept him too busy to 

read the revised English curriculum: 

I am busy with too many things. I have to supervise the internal academic and 

administrative affairs, liaise with external education wings of the government, and 

attend meetings. Actually I haven’t had time to read the latest English curriculum 

policy document. (SP.06.KM)  

 

The SPs and TTs in this study also mentioned that, the curriculum policy, even though 

they provided directions and recommendations about what to teach and how, the majority of 

ETs practised according to their own discretion. Their decisions were the upshots of their 

perceptions of their professionalism, particularly their own academic status and linguistic 

capabilities, as well as the culture of education. Their exercising of such practices indicated 

that they were resistant to practising the policy guidelines. The following sections outline this 

in detail. 

7.2.1.2.2 Practice of student-centred, communicative approach of ELT  

This sub-section addresses the findings related mainly to the ETs’ experiences of 

practising prescribed ELT methodology in their classrooms. Based on interview responses, 

two norms were identified. 14 ETs, in spite of their constructive and positive attitudes 

towards the revised English curriculum, reported the ‘absence’ of the CLT approach in their 

teaching (section 7.2.1.2.1). The other 4 ETs shared stories of readjustments. 

Rejections: The above-mentioned 14 ETs did not appear to be practising the ELT 

methods and techniques, particularly the concept of student-centred, communicative language 

teaching. They acknowledged that the revised curriculum policy did not influence the way 

they taught. The teaching approaches reported in their interviews seemed to be limited to 

encouraging students in reading and writing only, with no concentration on speaking pr 
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listening, let alone conducting interactive, participation-based teaching-learning activities. 

There was also no evidence that they designed meaningful and relevant teaching activities to 

address the heterogeneous students’ different needs and abilities, as stated in the curriculum 

policy documents (Chapter 6, section 6.3.1.1 and 6.3.1.2). Their practice was centred on what 

content and how much of it to deliver in their classroom teaching, with a view to enabling 

students to pass the exams, rather than focusing on developing their overall communicative 

competency in English. Therefore, some of these ETs were seen to favour the traditional 

teacher-centred, lecture-based, grammar-focused ELT approaches and claimed that Old is 

gold (ET.06.GP).  

When they were asked about the extent to which they practised the four skills in class, 

the participants’ responses indicated the absence of of speaking and listening skills.   

However, ET.07.GP mentioned that sometimes she asked her students to read out the 

dialogues from the book. This sort of activity again revealed nothing in particular about 

practising speaking skills, as she added I call for volunteer reading and some students read 

the passage or dialogue box (ET.07.GP). For reading skill, the ETs mentioned that usually 

they read the text, translated line by line in Bangla (L1), and gave the meaning of difficult 

words. The questions accompanying the reading texts, according to ETs, were either solved 

in class or given as homework and next day I provide the answers and they check their 

mistakes (ET.17.KM). Writing skill was taught as a product-based traditional grammar-

translation method. Instead of following the process-based technique of teaching writing, the 

participants explained that their students were asked to memorise a paragraph, composition or 

application on different topics available in the commercial guidebooks. One teacher 

elaborated that, I try to make a list of important topics of paragraphs, essays and applications 

based on the questions of previous board examinations (ET.09.GP). He added that he 

prepared sheets, which is, preparing notes on some topics not available in the guidebooks. 
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Another participant ET.11.KM also reported that he provided these sheets in his private 

tuition classes:  

Whoever comes to me for private tuitions, I provide them with the sheets of 

paragraphs, essays and other important notes that I prepare myself. I also give them 

short-cut tips to get the pass marks easily in exams. (ET.11.GP) 

 

In connection with this, the ETs argued that conducting listening/speaking activities in 

class was useless and a waste of time since these do not carry any weight for the high-stake 

exams. The ETs’ only concern, therefore, was to prepare students for examinations to secure 

the maximum pass rate rather than focusing on developing their actual English proficiency by 

implementing what the revised English curriculum policy instructed them to do. TT.01 also 

confirmed this: 

Many of the trainees call us back and share that they are very much motivated and 

willing to conduct listening and speaking tests in their school exams. But they fail to 

do so because of the present exam system in Bangladesh. Because everything is exam-

oriented, SPs, parents and students focus on the final, public exams, not on how much 

a students has learned English. So they don't follow the revised English policy. In fact 

they don't have the scope to practise the revised policy (TT.01). 

 

Most surprisingly, SP.03.KM, who happened to be an ET as well, argued that if 

students were capable of writing and grammar, they would also be able to speak. He added 

that, after writing something on a topic, he asked his students to read it aloud and thus I 

conduct speaking activity (SP.03.KM). The information shared by the ETs also revealed a 

traditional, deductive approach of grammar teaching, with no contextualisation as per policy 

directions. An example was:  

First, I give them the definition of past tense. Then I define the types, like past 

indefinite, past continuous, past perfect, and past perfect continuous with examples. I 

also ask my students to memorise the list of regular and irregular verbs from 

‘Chowdhury and Hussain Grammar Guidebook’ (a commercial grammar book). 

(ET.10.KM) 
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In relation to these issues, further questions were asked to investigate whether the ETs 

were aware of the outcome-based English curriculum model, which included both lesson-

wise and terminal outcomes for each grade from 6-10. The data showed that, even though the 

curriculum document clearly and precisely outlined the learning outcomes for English classes 

for each grade, the teaching-learning standards were not fully grasped by the participants, 

ETs in particular, and hence the practice of ensuring the outcomes was absent. Instead, they 

focused more on reading and writing skills to prepare the students for the examinations: 

Actually, I don’t maintain the checklist of learning outcomes after every class. I have 

my own plan to complete the lesson. I have to follow the deadline, to get the students 

ready for the exam. Actually no one in my school maintains the outcome list. 

(ET.15.KM) 

 

The participants also explained that large class sizes, ranging from 60-100 students 

made the implementation of CLT approach unviable. One mentioned that he can neither go 

to each student to see what they are writing, to understand their problems, nor ask all of them 

to participate in reading tasks (ET.06.GP). ET.08.GP shared that he had a manageable class 

size of 48 students. He added that one day, when around 30-35 students were present, he tried 

to do group work where he read out the text and asked one question to one group, the next 

one to another group, and so on. However, it was clear that not every student was involved in 

this activity, as he added: Maybe a very few (1 or 2 students) respond to the questions, not 

everyone, because some students feel shy while some are too weak to respond (ET.08.GP).  

The ETs also indicated that they were over-burdened with 6-7 classes each day, along 

with other administrative tasks. Moreover, the rural students’ poor level of English was also 

identified by the ETs as an added burden. Thus, workload became a crucial factor causing 

them to downsize the tasks of designing, arranging and managing their English classes based 

on CLT approaches. ET.17.KM explained comprehensively the reasons behind not following 

CLT approaches in his class: 
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I am over-burdened with 6-7 classes each day. Our school has a shortage of teaching 

staff. So when teachers take 6/7 classes each day, they become tired, exhausted and 

finally demotivated to make their all classes equally effective and fruitful. Moreover 

the class size is also large, with 70-90. And the majority of them have low proficiency 

in English. They are also shy, demotivated, and sometimes reluctant to participate in 

different skill-based activities. So how can I expect to involve these students in a 

communicative class? So it makes problems for me. It makes me the traditional 

teacher again. (ET.17.KM) 

 

 

Negotiations: In contrast to others, a comparatively better picture of practice was 

found in the data of ET.01.DH, ET.02.DH, ET.04.GP and ET.13.KM.These participants 

appeared to be more active and able to adjust when attempting to follow the curriculum 

directions for teaching English, yet they also emphasised the limitations of employing CLT 

approaches effectively. The participants also added that they tried to follow CLT approaches 

to develop their own linguistic skills (ET.04.GP, ET.13.KM), and to uphold the role of 

facilitator rather than mere knowledge-transmitter (ET.01.and ET.02.DH).  

Admitting to his own academic and linguistic deficiency, ET.13.KM believed that 

following the interactive, CLT methodology provided him ample opportunities to use English 

for classroom communicative purposes and thus helped him and his students to develop their 

communicative skills. Admitting his lack of knowledge; I know my personal lack, I have 

problems with my speaking skills. I am not up to the mark, So, I started thinking of 

minimizing the problem (ET.13.KM), the participant said that he tried to instruct his students 

mostly in English using simple sentence structures and words and also instructed the students 

to answer in English no matter if it is right or wrong. He argued that, since rural students are 

very shy to speak, let alone in English, it is very urgent to break the ice first to engaged them 

in other pair and group activities or role play.  

A very similar story was shared by ET.04.GP, another secondary teacher in a sub-

district level school. He created Its English Time, an in-house platform to facilitate students to 

speak in English outside the classroom, during lunch breaks. Under his support and guidance, 
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the better students were instructed to encourage and assist the others. He emphasised that 

practising English only in English classes is not enough, and so it was essential to create an 

environment, a space to motivate my students to learn and use English.  He concluded that 

this way of motivating and facilitating students to use English outside the classroom allows 

me to use English more with my students and vice versa and it is helping all of us to some 

extent to improve our communicative power (ET.04.GP). 

Moreover, understanding the change in instructional methods led at least one teacher, 

ET.01.DH, to develop an awareness about the change in her role. This participant, working in 

a city school, explained how she had realised what role she should play in teaching English 

and so attempted to readjust her previous stance. She recognised her role as a facilitator, 

guide and demonstrator instead of being a mere transmitter of knowledge. Recalling her 

previous experience of her own English learning: during our time ELT was literature-based, 

totally teacher-centred, with no attention given to developing communication skill in English, 

she argued that teaching approaches and beliefs moulded by prior knowledge and experiences 

of learning can be re-creatable to accommodate the current approaches. Her elaborative 

response was: 

Actually everyone who comes into the teaching profession comes with some pre-

occupied perceptions. It was the same with me. When I started teaching English, I 

used to recall and follow the style of my own teachers. But when I received training 

under the revised English curriculum, I came to know and learn something different. 

So coming back to the school, what I started to do is that sometimes I try to combine 

my previous knowledge and technique with the new effective and well-timed 

techniques. For example, I used to lecture them previously, but now I try to involve all 

students in different ELT activities. I am also using the lesson planning and classroom 

management strategies. It has helped me to a certain extent to increase my students’ 

motivation to learn English.     (ET.01.DH). 

 

Another participant, ET.02.DH referred to readjustment when talking about her 

attempts to make pairs or groups with mixed-level of students. While sharing her practice of 

CLT approaches in her English classes, this ET indicated that motivating the demotivated and 
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shy students was a big challenge for her. To minimise the problem, she tried to form pairs or 

groups by mixing different types of students including placing the motivated and better 

students with less motivated and comparatively weaker ones. She added that the latter types 

of students were usually made the group leaders to ensure their participation in dialogue-

based activities.  

7.2.1.2.3 Use of EFT books 

Based on their responses, the stakeholders fell into three groups. Some welcomed the 

revision to EFT books made in 2012. They also perceived that certain changes had been 

accommodated within the textbooks to employ CLT approaches more effectively in ELT. 

Other stakeholders, by criticising the level of textbooks in terms of topics, language, 

vocabulary and its relevance with examination pattern, indicated they had rejected the use of 

EFT books in their classes. However, only two participants shared how they used EFT book 

materials differently in English classes.   

 Positive attitude: The interview data highlighted that the majority of the participants 

had positive approach towards the revision of the English for Today (EFT) series. They also 

perceived that the series of EFT textbooks had been written to provide teachers and students 

with opportunities and resources to teach and practice the contextual use of the English 

language respectively. One example was:  

The secondary EFT series renovation was deemed crucial as the English curriculum 

was also revised in 2012. It was obligatory for the NCTB to modify the books 

according to the new curriculum. It was a timely decision. (TT.01) 

  

The participants in favour of the current EFT textbooks also appreciated the 

accommodation of four skills in different activities, with the inclusion of, and particular 

emphasis on, listening and speaking activities after each lesson. These modifications, 

according to the participants, contributed in encouraging and facilitating teachers and 

students to participate actively in interactive activities covering four skills of English and 
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consequently to develop their English communicative competence. The extract below 

resonates this notion: 

The EFT books present the practice of four skills in different activities. Every lesson 

has been divided into different sections and emphasis has been given to developing 

various skills in each section. If one section has an activity on reading skill and 

listening, then the other sections emphasise writing or speaking skills.  Now activities 

on the 4 skills have been rearranged proportionately.  (TT.07) 

 

The wide range of topics and themes spanning from local beauty to world heritages, 

biographies of local intellectuals to international eminent figures, topics on health, hygiene, 

science and technology had received positive attention from the majority of stakeholders. 

They also acknowledged the picturesque presentation of these topics, along with 

communicative language skill activities. 

Rejections: Conversely, some participants sounded critical about the textbooks and 

their contents. They compared the level of difficulty of the topics in terms of language and 

vocabulary with the rural students’ ability levels. They argued that this kind of difficulty 

encouraged their students to cram the subject instead of comprehending it. Such a view of 

EFT textbooks was far away from the perception that textbooks act as an agent in curriculum 

policy practice. This view was supported by the following extract: 

I know my students, I know their level of English. Sometimes I find it difficult to make 

them understand some vocabulary which is technical and abstract in nature. So I 

simply give them the meanings and tell them to memorise those meanings. (ET.07.GP) 

 

The design and content of materials, according to TT.04, TT.05, ET.05.GP, 

ET.06.GP, ET.10.KM, ET.12.KM, ET.16.KM, and ET.18.KM, encouraged the teaching of 

linguistic items in isolation rather than providing ample opportunities for practice. These 

textbooks, as the participants reported, offering a set of mechanical, bland listening and 

reading activities without any effective, intellectual stimulation to engage teachers and 
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students, ultimately failed to create confidence in students to utilise the English language 

outside the classroom context (TT.06, ET.02.DH).   

The participants’ feelings of uncertainty and anxiety were exacerbated when they 

further mentioned that they rarely followed the textbooks since there was a very limited 

congruence between the books and the pattern of the examination question. I don't follow the 

EFT book in class, I can’t rely on this only because the main concern is to make students 

pass and get better results in the examinations (ET.02.DH). This suggests that the question 

patterns and items are different from what the textbooks offer. This participant commented 

that the attitudes and perceptions of students and guardians are very much examination 

oriented. Other participants also echoed this particular ET, and reported their practice of 

following particular commercial guidebooks in which ample model tests were given; 

sometimes high stakes examinations use the same reading comprehension and question items 

from these guidebooks (ET.04.GP). To elaborate on this: 

Once a guardian came to our principal and complained against me, saying that I am 

doing nothing but games and fun in English class. Showing the principal an empty 

notebook, the guardian said that ‘the teacher is not teaching any paragraphs, essay, 

and applications. Look my son’s copybook is still empty. Nothing has been done. How 

will my son pass in the examination’? So following the EFT book, doing group/pair 

work is not worthwhile for us. We need to teach and learn what will be there in the 

exam question.   (ET.10.GP) 

 

Referring to EFT for classes 9 and 10, another participant, ET.08.GP, reported his 

experience of dealing with demoralised students who not only showed negative attitudes 

while using the EFT book, but also raised questions about the book’s relevance. The 

participant, therefore, remarked that there is no point of using the EFT book for classes 9 and 

10, particularly when I am dealing with SSC examinees (ET.08.GP). Raising the same issue, 

ET.14.KM agreed about the importance of the EFT book for classes 6-8 and mentioned that 

students in these grades have to study the book carefully because their examination question 
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papers use a reading text from the EFT book, and based on that text students have to answer 

different comprehension questions (ET.14.KM). 

Some ETs also expressed that there is no reason to conduct the listening and speaking 

activities in the EFT books since the exam questions do not include them (ET.05.GP). In this 

regard, ET.03.GP also commented that the EFT books contain so many activities, and it 

seemed to her impossible to complete all and in fact not always necessary as the exam 

questions do not include these types of activities (ET.03.DH). This was her argument for 

rejecting the use of EFT books. 

Negotiations: The data analysis found only two ETs adjusting the EFT materials. 

ET.01.DH mentioned that communicative approach to ELT should be activity and fun-based. 

She believed in providing students with hands-on opportunities and contexts to learn and use 

English, explaining why she made an effort to prepare extra materials using the ideas 

suggested by the EFT books. She explained that: 

We have to use the EFT book as if we are dealing with infants. I mean, EFT should be 

given priorities as their staple material along with other supplements. (ET.01.DH)  

  

This participant continued by suggesting that ETs can take ideas and activities from EFT 

books and customise and contextualise those along with additional teaching materials such as 

adding video clips, games. She shared her experiences of incorporating different materials 

and the use of multimedia to conduct her English classes in a different way. However, at the 

same time she also commented on the fact that ETs in every school will not be able to do this, 

due to their own lack of linguistic and pedagogical skill as well as a lack of logistic support.  

Another participant, ET.13.KM said that, because of the unavailability of a CD for 

listening and a CD player, he would read aloud the reading texts as a means of giving 

students listening input, and the students were asked to take notes. Then the teacher asked 
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questions and the students answered. This kind of alternative use of the EFT books reflected 

his attempt to use a communicative approach within a constrained context. His saying was: 

We have not yet received any CD of listening tracks or teachers’ guide for EFT. But I 

feel that I should do something else to practise listening skill in my class. So what I do 

is I read out the reading passage from the EFT book and ask my students to take 

important notes. Then I ask questions. I prepare the questions at home. I try to make 

the activity as easy as possible. My main focus is to expose my students to English 

listening activities. (ET.13.KM)   

 

7.2.1.2.4 Practice of evaluation policy 

The analysis of data reported by the study participants indicated a complete rejection 

of what the NEP 2010 and the NCE 2012 had planned and directed in relation to English 

assessment policy (Chapter 6, section 6.3.1.4). The participants also mentioned some 

contextual reasons for rejecting the intended English assessment policy, which included lack 

of resources, teachers’ own language skills, other stakeholders’ views, and the absence of a 

monitoring system. 

Rejections: The NEP 2010 and the NCE 2012 called for a powerful and effective 

assessment system for secondary English education. The continuous assessment system, to 

this end, was strengthened by reframing the marks distribution in secondary English 

assessment (Chapter 6, section 6.3.1.4). However, the context of practice indicated a 

complete rejection of the policy bearing the legacy of the traditional assessment pattern. The 

ETs admitted that they did not conduct any CA to identify students’ strengths and weaknesses 

in English. Though the NCE 2012 recommended the assessment of students’ listening and 

speaking skills, in reality, neither the schools examinations nor the nation-wide public 

examinations include these skills in their English language assessment patterns (See 

Appendix G for a sample of a question pattern). The design and content of test items (both 

within schools and in high-stake exams) are basically focused on assessing students’ 

knowledge of forms, and so there is very little provision for engaging them in communicative 
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tasks. Therefore, the intention of assessing students’ overall English proficiency is strictly 

confined within the pages of policy documents. All the participants shared similar stories 

regarding the practice of assessment policy. The extracts below support this finding: 

Prior to 2012, there was no policy to assess students’ listening and speaking skills in 

the school’s formative and summative exams. But I am sorry to say that the practice 

rate is 0%. No one is following the policy. No one cares.    (TT.01) 

 

We have not included listening and speaking tests in the school exams. Even the 

questions we buy from the local agency do not include any items on these two skills. 

We use the old question pattern that includes only reading and writing assessment 

tasks. This is not only in my school, almost in all schools you will find the same thing 

happening.       (ET.16.KM) 

 

The amplificatory discussion with the participants helped to identify many reasons 

influencing the rejection of the revised English language assessment policy in schools.  

The participants, to start with, indicated that lack of adequate logistic support (namely 

deficiency of CDs, CD players, teachers’ guides and other related teaching and assessing 

aids) restricted their practice of the restructured pattern of assessing listening and speaking 

tests. Whilst the majority of the participants one-sidedly blamed their resource constraints as 

the major cause for not practising the revised assessment policy, one participant appeared to 

be an outlier case, a negotiator:  

Initially we planned and started giving listening and speaking tests in the CA as we 

give the practical exams for Science-related subjects in the school. I started using my 

own laptop, and sometimes my mobile phone, to conduct these tests. But how far can 

we go without the proper items like CDs, CD player, speaker, and recorder? So 

unfortunately I had to stop my attempt.  (ET.13.KM) 

 

The second reason, according to the interview responses, was the level of the ETs’ 

own academic, pedagogical and language skills. The lack of appropriate academic 

background coupled with the scarcity of quality ELT training posed an enormous challenge 

for them to enact the new reforms of English language assessment policy (TT.01, TT.05). 

The following extract says more: 
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The government has introduced listening and speaking tests in the school exams. 

These are all eye-wash, because there are no guidelines for us on how to deal with 

this. We didn't have any proper training on this. In this locality only Mr. X from Y 

school [names have been removed] received such training. We don’t know how to 

prepare the questions, conduct the exams or evaluate students’ responses. So, we are 

not following the revised English test policy.  (ET.10.KM) 

 

The stakeholders’ ‘Pass/Grade’ oriented attitude towards examination was the third 

crucial reason for widening the gap between the intended and enacted English language 

assessment policy. All the participants unequivocally reported that the overall education 

system is predisposed to the ‘Pass/Grade’ oriented attitude. Starting from the students, every 

other stakeholder, including parents, school principals, school management committee (SMC) 

members, District Education officers (DEO) and even people at the top management level 

viewed the pass rate and grades in high stakes national examinations (JSC, SSC) as the 

ultimate end product of education, as the participants reported. The ETs, in this regard, were 

in a situation of sinking or swimming to save their faces and jobs. An example of such an 

assertion is: 

School, parents, SMC, students, they all are concerned about passes and grades. The 

school puts pressure on us to complete the syllabus, to make the students ready for the 

exam according to the question pattern. Frankly speaking, there are 100 students in 

class 8. All of them have to pass in the JSC. If anything goes wrong, the SMC will 

accuse me in front of all. They will shoot questions like, “What do you do in the 

class? How do you teach them? Why did your students fail in the exam?” This makes 

me coloured. Sometimes it risks my job.  (ET.14.KM)  

 

The last reason identified by the participants was the absence of an effective 

monitoring system. To them, the so called routine work of the monitoring system was a poor 

exercise in accountability for ETs and SPs, because no one is there to follow-up what and 

how much we are doing about continuous assessment (TT.01). SP 1 described more 

succinctly that, though he initially started implementing continuous assessment in his school, 

but did not continue since his staff were reluctant as there was no strong monitoring agency 

to supervise the actual implementation. Below is more about his comment:  
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Some of my teachers were sent to receive training in CA. Upon returning I started 

implementing the policy, but they seemed to be unwilling to do so. They replied that 

this CA system is an extra pressure for them as they were already burdened with 

heavy class-loads, homework, and checking examination scripts. They also gave 

references of other schools where CA was not being practised. Thus chaos and 

confusion arose in my school. This all happens because there is no strict monitoring 

agency from the government to observe the extent of the proper implementation of the 

revised curriculum and the suggested exam pattern. So things are remaining the 

same. (SP.01.DH) 

 

7.2.1.3 Professional self and roles in individual context 

This sub-section focuses on how ETs, SPs and TTs viewed themselves and were 

perceived by others as English education policy implementation stakeholders in their 

individual contexts. The data illustrated that these policy implementation stakeholders’ views 

and perceptions about their professional selves and their roles correlated with their concepts 

of normativity of secondary English language teaching.  

7.2.1.3.1 English teachers’ professional selves and roles 

The increased focus on the importance of English education, the revision of the 

national curriculum and EFT textbooks contributed to English teachers viewing themselves 

positively and being seen so by others. As one ET proudly said: English is the one of the most 

important yet difficult subjects in schools and we are dealing with it (ET.02.DH). This 

increased attention and positive professional image of ETs also raised questions regarding the 

qualities of effective English teachers in terms of their linguistic and pedagogical skills and 

practices. Though the ETs in this study initially recognised the growing importance of their 

role, they expressed qualms about their capability to teach English as planned and directed by 

the revised curriculum. They perceived that teaching English effectively using a 

communicative approach also required them to have a good command of English and 

pedagogical skills. The ETs admitted that their own English learning experiences, along with 
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non-English academic backgrounds (for all except four of them) resulted in paucity both in 

confidence with and efficiency of their linguistic and pedagogical skills.  

When I was assigned to teach English, I was not spontaneous. I lacked confidence and 

still I have these issues because my academic background is not English. Moreover, 

the way we were taught English in school, now it’s totally different. The books, 

question pattern everything is different from our time. The curriculum says English 

should be taught communicatively, meaning speaking and listening are also there. But 

I am not good at these skills. I face difficulties in taking English classes. (ET.13.KM)   

 

 My speaking and writing skills are very bad….. (ET.07.GP) 

While talking about their lack of linguistic and pedagogical competence, the ETs also 

raised a critical issue about their professional role, that is, their strict obligation to complete 

the syllabus according to the question pattern. They commented that others view them as 

mere technician[s] (ET.03.DH), to make students ready for examinations (ET.10.KM), and 

ensure 100% pass rate in English (ET.18.KM). Sections 7.2.2.2 and 7.2.2.3 explicate this 

further. 

The SPs in this study did not seem to realise what the revised English curriculum 

expected and directed ETs to do in English classes. One SP commented: Sometimes English 

classes make more noises than other subjects’ classes (SP.05.KM).  This observation 

suggested the SPs’ lack of understanding of CLT, with recommendations to move away from 

the traditional approach of lecture-based English class, and use group work, pair work 

activities as designed in the EFT books (ET.01.DH). This kind of limited understanding and 

perception created tension for the ETs; while at one end, they felt the importance of CLT and 

wanted to follow the curriculum, on the other end, they had to face frequent complaints from 

their SPs and other colleagues. This also reflected inconsistency across the education system 

where there was no apparent attempt to raise and create awareness among other stakeholders, 

including SPs, regarding what the English education policy, the curriculum and ELT 
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methodology recommended and directed ETs to do in their classes. As a result, the ETs 

reported a paradigm shuffle instead of a shift in their ELT practices.  

In this study, the TTs perceived ETs to be the key agents for implementing policy and 

bringing about quality changes in English education. To them, the extent of pedagogical 

practice of English education largely depended on the ETs’ willingness, dedication, and 

linguistic and pedagogical skills (TT.01, TT.02, and TT.05). Acknowledging the limited 

facilities of secondary schools, the TTs were also empathetic towards ETs. They shared that, 

as they conducted training, they came across some enthusiastic, motivated ETs who really 

wanted to learn, know more and develop their linguistic and pedagogical skills, but failed to 

sustain such enthusiasm and motivation due to the lack of proper encouragement and 

cooperation from the school and the overall education system. To them, these ETs did not 

have any decision-making authority in schools. The following excerpt indicates this: 

At the end of the training, when ETs show gratitude to us, and motivation to bring 

changes into their classroom teaching practice, it makes me happy. Some ETs keep 

contact after going back to school and honestly admit that, in spite of having 

intentions to follow the training, they fail to do so as the school principal and SMC 

members are more concerned about pass rates rather than effective English teaching-

learning. So they move away from their supposed roles. (TT.07)    

 

The implied importance of the ETs’ professional selves and roles thus seemed to be 

challenged because of their own conceptions of their capabilities, reinforced by other 

stakeholders’ (SPs and SMC) traditional mindsets as well as the culture of education (section 

7.2.2.2, 7.2.2.3). This problem tended to restrict the ETs from taking professional risks to go 

against the traditional norm of ELT in their classroom teaching practice. This was confirmed 

by one of the ETs who commented that: 

If I follow CLT and suggest to other senior ETs to do so, they complain about me to 

the school principal. Who wants to risk his job? If everyone is happy with the 

traditional teaching approach and wants to ensure the maximum pass rate, then why 

should I bother myself about CLT?  (ET.10.KM)  
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7.2.1.3.2 The role of SPs  

 Regarding roles, the SPs reported their involvement as being mainly with 

administering, managing and supervising in-house administrative and academic activities as 

well as liaising with the government’s local educational wing. As SP.04.KM shared: 

Apart from teaching Mathematics in Grades 9 and 10, I supervise internal academic 

and administrative tasks, maintain liaison with external government educational 

bodies, try to follow and implement any policy directed from the government. 

(SP.04.KM)   

 

The SPs also reported their role to support teachers by sending them for training for 

developing professional skills. However, no one could share about the practice of monitoring 

or observing teachers’ class performances, preparing and/or maintaining any lesson plan or 

the extent of implementation of English curriculum policy. SP.03.KM, who happened to be 

an ET, also commented that class monitoring or assessing ETs’ performance by the head 

teacher or other colleagues is very rare here in schools (SP.03.KM).   

The other set of personnel, the ETs in this study, mentioned about SPs’ discriminatory 

attitudes and roles in their contexts, which resulted in professional apathy amongst teachers. 

Instigated and influenced by other senior ETs, SPs tended to have uncooperative attitudes 

about using CLT approaches in English classes (ET.03, DH, ET.08.GP, ET.09.GP, and 

ET.13.KM). ET.09.GP mentioned that, despite his having received training in ELT, the SP 

had not allocated him any English classes.  

Another internal administrative issue I want to share with you. I have observed that 

our school principal assigns most of the English classes among our three senior 

teachers. I have completed my B.A and M.A degree in English and received ELT 

training, yet, I have been given only one class which is again Grammar for Grade 6. 

And what I am teaching mostly is Bangladesh and Global Studies, and Bangla 

grammar. So to whom should I tell this? Who will justify the case?   (ET.09.GP)   

 

 Such discrimination and indifference in SPs’ attitudes and activities not only hampered the 

flow of the system, but also discouraged the ETs from bringing attitudinal as well as 
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pedagogical shifts into their practice in their English classes. Section 7.2.2.3.1 corroborates 

this.  

7.2.1.3.3 The professional selves and role of TTs 

The TTs were basically involved with providing training to the secondary ETs. Apart 

from conducting training sessions, they also reported on some training-related administrative 

tasks. However, while only one TT (TT.02) mentioned that he used to reflect on his previous 

sessions and try to improvise accordingly, it appeared that the others mainly followed ad-hoc 

materials with very little alterations for every period of training (TT.03, TT.04, TT.06, and 

TT.07).  

 However, in-depth analysis of the TTs’ data also identified their reporting about the 

necessity to include the role of a monitor in their professional agenda. Pointing at the absence 

of government policy regarding any post-training monitoring system in Bangladesh, the TTs 

asserted that bringing a new policy to observe and assess ETs’ actual practices (after the 

training) would have facilitated increased implementation of training knowledge  in the field. 

They saw the roles of trainer and monitor as essential to ensure the effectiveness and 

sustainability of training for ELT. 

Unfortunately we don't have any post-training monitoring system or cell. But it should 

be implemented as early as possible. We, the trainers, need to know what is 

happening on the ground after the training and why. Then we can come up with 

further solutions. Otherwise, without monitoring and assessing the context, we cannot 

change the ELT Practice in Bangladesh. (TT.02) 

 

Perceiving the importance of their professional selves, the TTs also expressed interest 

in taking part in awareness-development workshops or in seminars for school principals and 

other stakeholders so that they could become updated and understand the intentions of the 

revised English education policy and curriculum in relation to different issues and standards 

of ELT and ETs (TT.03, TT.07). Two participants, TT.02 and TT.06, grieved over the fact 

that their potentials and capabilities were not being utilised properly and adequately by the 
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government and the management, while sharing the experiences of their training in ICT and 

website development. In keeping with their sense of duty to ensure policy implementation, 

the participants viewed their roles as being restricted only to conducting training sessions 

periodically (3 times a year), and so the TTs were spending their time frivolously (TT.05). He 

recommended assigning them to develop a website with updated materials, content and 

videos of ELT techniques and to make these accessible to secondary English teachers across 

the country. His articulation was: 

See, we are sitting idle here. Our next training period is after 3 months. Our 

institution has its website, which is loaded only with news and pictures of 

inaugurations and closing ceremonies of training sessions. But there is nothing for 

the trainees. So we can develop the website, enrich it with required helping materials 

for ETs. (TT.05) 

 

However, like ETs, some TTs in this study also raised the issue of their professional 

quality. Of the seven TTs, 4 admitted their lack of any formal training in designing and 

developing training programs and materials. They also reported that there was no one to keep 

a close watch on their performance (TT.07). TT.02 asserted that having a degree in English 

language teaching does not always correlate positively with language and teaching 

competence, let alone to be a competent ELT teacher trainer. In addition, some ETs also 

reported the same notion of quality deficiency in the TTs by sharing that:  

We had two trainers who seemed to be unprepared, unorganized, and nervous and 

showed a lack of confidence while conducting the sessions (ET.10.KM).   

 

The data in these sub-sections indicated that the different groups of policy 

implementers (ETs, SPs and ETs) within their individual contexts are not readily seen as 

supportive mediators of English education policy but as mere operators or sometimes as 

impeders. This implies the need to explore further the extent of support received by each 

group and shared within the wider educational context. Section 7.2.2.3 presents more on this.  
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7.2.1.4 Section summary 

Section 7.2.1 has analysed the study participants’ (ETs, SPs, and TTs) experiences of 

engaging with English education in their individual contexts. The analysis has shown that: 

 The participants held positive attitudes towards English education. 

 Instead of completely rejecting the necessity for English education, they 

showed critical attitudes towards the heavy-reliance on Westernized ELT in 

Bangladeshi ELT policy planning. 

 The majority of participants welcomed the revision of the NCE 2012, 

perceiving it as something positive and beneficial for their students.  

 Some participants reported curriculum policy as not being strictly binding and 

so reported its extraneous usage in classroom teaching practice.  

 While there was little or no evidence of practising student-centred, 

communicative language teaching approaches among the majority of the ETs, 

only 4 of them appeared to attempt to move away from their long-established 

ELT patterns and readjusted with the norm of CLT using their own 

capabilities. 

  Though the participants appreciated the revision of the EFT textbook series, 

others admitted their resistance to using those books due to incongruence 

between the books and the examination pattern. Only 2 ETs were seen to share 

their practice of accommodating the EFT materials within their contexts.  

 The participants, in a single voice, reported their rejection of the revised 

English evaluation policy. 

 The reported data for all groups of study participants also indicated that their 

roles in their individual contexts of practice were not readily seen as 
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supportive mediators of English education policy, but as mere operators or 

sometimes as impediments. 

7.2.2 Practice at organisational level 

The previous section has discussed the ways and extent of practice of English 

education policy at the individual level. This section presents the actual policy practice of 

English education in the wider educational context or culture, another key finding that 

emerged from the data. To be more specific, participants’ practice at individual level 

reflected the legacy of limited practice of policy implementation or the gap and incongruence 

between policy and practice in the wider educational culture. Four crucial themes were 

derived from the analysis of data: the provisions of secondary education, culture of education, 

support for implementation stakeholders and availability of resources. 

7.2.2.1 The provision of secondary education 

This theme emerged mostly from the analysis of observation notes of schools, with 

some relevant interview data. The analysis showed that, though policy texts were depicting a 

robust, inclusive attitude and enhanced orientations towards English education (Chapter 6, 

section 6.3.3), there was a strong presence of discrepancies in the provision of secondary 

education, creating a cleavage in the notion of practice across the secondary schools. A 

correlation was obvious in the observation notes between the demography of secondary 

schools in terms of location, socio-economic status of teachers and students, facilities and the 

access of English education, and practice of related policies. It was perceived that the quality 

of a school impacted significantly on creating favourable conditions for teaching and learning 

English. The following subsections present observation data from two purposefully selected 

schools in two different areas in Bangladesh in order to show the disparities between types 

and qualities of schools and the way English education is accessed, provided and practised in 

those schools.   
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7.2.2.1.1 A rural school 

  This subsection is based on the observation notes of a school located in a rural area 

under the district of Cumilla. The researcher contacted the school principal beforehand. Using 

the village road, it took about one-and-a-half hours to reach the school by rickshaw (a light 

two-wheeled passenger vehicle pulled by a man, mainly used in Asian countries) from the 

place where I stayed during the data collection period in Cumilla. The institution was located 

in a pleasant natural environment, with a small pond on one side and paddy fields on the 

other. The local bazaar (small market) was also very close to the school. The school 

management committee (SMC) included the local political leaders (Upazila Chairman and a 

member), the school principal, one senior teacher and three guardians.  

 After greetings and familiarization with the principal and English teacher, the 

researcher was taken on a tour of the premises. The students were not wearing a fixed 

uniform but rather traditional dress of different colours: girls with kamij, salwar, orna, 

burkha, hijab or niqab (veil) and boys with t-shirt, shirt, pants, punjabi, pyjama, or tupi. 

SP.05.KM, the head of the institution, informed that each student was charged one hundred 

and fifty taka (2.5 AUD) per month for tuition. These students also needed to pay one 

thousand taka (16 AUD) as a session charge at the beginning of every academic year. There 

were some students, who, as the school principal informed, were exempted from the tuition 

fee given their economic conditions. 

 The overall infrastructural condition of the school was very poor. It was a tin-shade 

building, meaning the outside wall and roof were made of tin. The repairing of the tube-well 

was going on so the whole compound was mostly muddy. The classes were partitioned with 

boards, resulting in sounds diffusing into other classes. Some rooms had no windows. All the 

teaching staffs, including the principal, sat together in one small room. The principal’s 

comment reflected the socio-economic circumstances of the school and students: 
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Usually students who cannot afford the local non-government schools come to our 

school. So you can realise the economic condition of these students. We don't have 

enough classrooms. So one room has been partitioned so that students of two different 

grades can be accommodated.  (SP.05.KM)  

 

Reflecting on his teaching staff, the principal shared that he could not be strict with 

his teachers as the salaries they were paid were nominal (around 200 AUD per month) and 

the rate of teacher retention was very low. Most of them, as the principal explained, were 

involved with some other work like running a grocery shop, doing private tuition, or farming. 

While talking, the principal, pointing to the grounds, and said, Look at them, the students are 

on the grounds but this is now class time. Maybe a teacher is absent. So I will send someone 

else to go and take the attendance and, if possible, ask them to do some reading or whatever 

(SP.05.KM). He continued that, though the government had directed that school classes and 

administrative activities should continue until 4 p.m., due to teacher scarcity and the 

involvement of both students and teachers in other businesses, classes were conducted for 30-

35 minutes each instead of 50-60 minutes. The principal also informed that not every student 

was capable of buying books. The researcher wanted to know which books. The principal 

replied guidebooks which are very useful for examinations. They have many model questions, 

creative question patterns which the textbooks don't provide (SP.05.KM). The researcher 

could not speak with the principal for a long time as he had to attend the funeral of an ex-

principal of another school in the locality.  

Before starting his formal interview, the English teacher (ET.16.KM willingly 

informed the researcher that he had been teaching English without any proper academic 

background. He added that he was only a BA (pass course) graduate when he started his job 

in this school in 1992. While being in the profession, he had completed a B.Ed. after 13 years 

in 2005. And he admitted that the way I am supposed to teach English, I can’t do so because 

of my lack of subject knowledge (ET.16.KM). The teacher further continued that his main 
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focus was to make his students at least pass in the exams, because if students fail in JSC or 

SSC it means they have failed either in English or Mathematics. So, he was doing private 

tuition after school hours, when students came and took tuition from him for a nominal 

amount of money. Both in the classroom and in private tuition, the teacher used a commercial 

guidebook for practising reading and writing question items. The researcher also noticed that 

there was a guidebook named Panjeri on the table, yet, there was no sign of the EFT book. 

When, the researcher wanted to know whether ET.16.KM followed any CLT approach in his 

English class, his reply simply manifested two issues: his lack of knowledge of CLT, which 

to him stood for speaking in English and the real picture of rural students, the majority of 

whom place a tokenistic value on education.  

No way, I am not good at speaking in English, and never expect this skill from my 

students. We just want them to pass in the exam by hook or by crook and they feel the 

same way. They are very shy. And outside school, who speaks in English? Most of the 

girls will get married before or after the SSC examination. The boys will either drop 

school and join farming or their fathers’ small businesses or will pass SSC somehow 

and then go to Dhaka for a job in the garments sector or to Middle Eastern countries. 

They are not worried about speaking in English. (ET.16.KM) 

 

During this conversation, a student came to the ET requesting leave of absence. The ET 

started scolding him and asked him to come the next day to ask the principal for his 

permission. The researcher wanted to know the reason for sending the students to the 

principal, and the ET explained that the majority of the students had tendencies to skip 

classes, except for when the examination was close. He added that, everyday class is not so 

significant to the students, their main concern is the examination (ET.16.KM). 

These observations indicated that English education in rural schools usually had very 

little attraction for either students or teachers, rather it was regarded as one of the most 

crucial subjects to get through the national high stakes examinations. Everyone’s concern was 

to get a pass mark in English. There was no connection between the ETs’ pedagogical 

practices and the EFT books, let alone any classes following CLT approaches. The schools 
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struggled to maintain their existence, and to ensure their teachers’ salaries. Having well-

equipped classrooms with qualified English teachers might be a dream for this type of school. 

However, other schools (located in sub-district areas) informed the researcher that they had 

only one multimedia projector and only one computer, used mainly in Computer and ICT 

subject classes (ET.03.DH, ET.07.GP, ET.18.KM) as well as by the school principal for 

carrying out school-based administrative and personal tasks (ET.07.GP). 

7.2.2.1.2 An urban school 

 This subsection depicts the features and provision of education, with particular 

attention to English education, in an urban school. The school was located in Dhaka, the 

capital city of Bangladesh, in a big area with two multi-storied buildings (one 6-storied and 

the other 5-storied) and a big playground. While the rural school did not have a proper 

academic building, let alone a boundary, this school had a good security system with a high 

boundary wall and a security guard with a scanner at the main gate. The local member of the 

parliament, the Chairman of the Education Board and high official personnel from the 

Defence sector were notable amongst the members of the Board of Governors. The institution 

ran two shifts and followed the national curriculum, with both Bangla and English used as the 

media of instruction.  

 SP.01.DH, the head of the institution, said that each student was charged one 

thousand eight hundred taka (28.56 AUD) per month for tuition. Every students also needed 

to pay around fifteen thousand taka (250 AUD) as a session charge at the beginning of every 

academic year. So, it was understandable that students who were studying in this school 

belonged to well-off families. The school had more than one-hundred-and-fifty subject-based 

teaching staff who had graduated from prestigious universities in Bangladesh. The principal 

gave the information that every subject had its own department, consisting of a head of the 

department, senior and junior faculty members. The teachers were also offered excellent 
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remuneration and other job-related facilities. The principal showed the researcher the records 

of results of national examinations. The pass rates had been 100 % for many years.  

 Maintaining discipline was the cornerstone of this academic institution. Both students 

and teachers had to wear the formal uniform. Along with academic activities, as the principal 

mentioned, there was a special emphasis on developing students’ skills in different areas. 

Therefore, the school offered club activities for students including an English club, arts and 

painting club, science club, music club, photography club, sports clubs (football, cricket, 

badminton, volleyball, table tennis), and a tourism club. Involvement with clubs was 

optional, but the English club is compulsory for each and every student (SP.01.DH). The 

researcher was taken to the English club room, next to the language lab. The club room was 

well designed with English books and student-prepared wall posters (poems, short stories), 

and the language lab was well equipped with computers and audio-visual facilities. The lab 

instructor showed the collection of CDs for learning English pronunciation (both British and 

American), different English language activities, and English movies. The English club 

organised different competitions including debates, recitations, impromptu speeches, and 

creative writing. The purpose of all these arrangements, as the principal, ET, and lab 

instructor suggested, was to develop students’ competencies not only in speaking, but also in 

listening, reading and writing. The activities were carried out under the supervision of ETs 

and lab instructors. In addition, the school had a big library with a rich collection of books of 

different genres. The SP.01.DH said that: 

Every year our school participates in the national debates held in both Bangla and 

English. Our students also participate in spelling contests. We try our level best to 

make our students versatile, academically, culturally and socially. Developing 

competency in English is a prime focus of our institution because these students will 

one day represent the top positions of different professions in country and beyond 

(SP.01.DH).   
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7.2.2.1.3 The disparity in secondary education provision  

 The above-mentioned information and observations indicated a gulf of disparity 

across the secondary schools in Bangladesh. The government has developed the same 

Education policy and national curriculum regardless of the types of schools and most 

importantly the NCTB has prescribed the same textbooks for all these schools. So, the 

schools operate following the same national curriculum and sit for the same national high-

stake examinations. Yet, the analysis of observations showed that the schools differ 

significantly in every aspect of education provision. While one school is affluent with 

infrastructure and facilities, the other is struggling to receive the minimum basic 

requirements. While one is privileged with quality teachers and students and capable of 

providing education both in Bangla and English, the other is challenged to have even the 

minimum required teachers, let alone subject-based teachers. The observation also noticed 

that while one school is offering modern facilities to facilitate students’ English education 

and English skill (apart from regular classes), the other school’s ultimate goal is to make 

students at least pass in high stakes examinations to ensure the receipt of a nominal fund from 

the government in the next fiscal year. While one teacher dreams of seeing his students in top 

positions in different sectors, the other knows the poor, early end of track of his students. At 

one end English and English education are perceived and considered as a useful instrument 

for individual development, the other end struggles to pass English examinations, since a pass 

in English in a way implies and ensures its students will pass the high-stake examination. 

Therefore, the overall scenario that emerged from the analysis of observation data revealed 

that English and effective English education is accessible to those who can afford it. Thus, 

the findings pose questions about the validity and necessity of making English a compulsory 

subject across all types of schools in Bangladesh. 
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7.2.2.2 The culture of education 

 As already discussed in section 7.2.1.2, although the English education policy 

appeared to be welcomed positively by the participants, there were also reports of the 

rejection and negotiation by ETs in their classroom teaching and assessment practice. Section 

7.2.2.1 above showed an inverse picture of access to and quality of English education in 

different types of schools located in different areas of the country. The deeper analysis of 

interview data identified two other strands of practice within the culture of education: the 

examination-oriented education system, and the limited association and communication 

amongst policy developers and the implementers (ETs, SPs, and TTs).  

7.2.2.2.1 Examination oriented teaching-learning system 

 

The discussion with the participants further identified how the examination-oriented 

education system impacted on the overall secondary English education policy.  

The data gathered from the interviews indicated the politicisation of examination 

results, a striking finding, implying the examination result as a gate keeper for school 

funding. It was reported by the interview participants that the registration of schools on the 

MPO list, teachers’ salaries, and other related aids depended directly on students’ pass rates 

in the nation-wide public exams. Therefore, the majority of the stakeholders, including the 

SPs and the ETs, labelled the present exam system as faulty (SP.04.KM) and asserted that the 

meritocracy of the education system has been compromised by the bureaucracy of education. 

The following excerpt provides an example of this issue: 

Now we have to make 100% pass rate in the public exams and school exams. 

Otherwise, we have to struggle to survive because funding from the government 

agency largely depends on these statistics. So we have no other option but to listen to 

the ‘Boss’, to run the school, to get a salary for me, for my staff. It is very pathetic, 

but this is the fact.    (SP.02.GP) 

 

Understandably, the majority of the participants (SPs and ETs) appeared to be very happy 

and proud when showing and sharing their schools’ statistics for the high-stake exams. Some, 
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though, made claims such as: We are highly concerned about getting the best results in the 

JSC and SSC exams. And yes, we are getting very good results in these board exams. Every 

year we are achieving 100% pass rate (ET.12.KM). 

The participants confirmed that their sole concern was to ensure the high pass rate at 

the cost of both quality education and the long-researched state education policy and 

curriculum directions. They also revealed that ETs who worked as markers or examiners in 

the public exams had to act like puppets (ET.13.KM) to implement instructions from the 

upper levels without enquiring further. The list of instructions for marking papers was a mere 

eye-wash (ET.06.GP) as the participants explained that they were instructed verbally to check 

the scripts liberally so that the maximum number of students would pass and the national pass 

rate would increase. As one principal complained: The students are coming out with a mere 

paper (certificate) without gaining the appropriate knowledge (SP.02.GP, SP.04.KM). The 

ETs also reported that pertinent stakeholders advised them to be ‘kind’, ‘generous’, to 

imagine the students as ‘their own children’ while marking their scripts and also to remember 

‘to assign marks for a question if the student had simply attempted it’ (ET.13.KM). The 

participants asserted that the quality of education was at stake: 

Moreover there is an instruction from the higher authority to make the pass rate 

maximum in the public exams like PE and, JSC. [The interviewee requested to keep 

this statement off the record]. So teachers either help students during the exams or 

mark their scripts liberally without being very strict and critical. This has made the 

pass rate very much higher in the past couple of years than before. (SP.04.KM) 

 

Following the line of this conversation, a heavy reliance on mass-produced, 

commercial guidebooks and widespread coaching classes or private tuition instead of the 

national EFT textbook series and the regular English classes in schools were also reported by 

the study participants. They reported that commercial guidebooks were flourishing in the 

markets and school-based examinations set from commercially prepared examination 

questions drawn from different publications. And who was writing these questions? One of 
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the study participants (ET.12.KM), who had neither English as an academic background, nor 

a regular English teacher, shared that he was involved as an examination question writer (for 

school-based examinations) for a local publisher. The majority of ETs interviewed claimed 

that they had sincerest intentions to follow the new curriculum-directed ELT methods policy 

by using the EFT textbooks in their English classes. They acknowledged, however, that they 

were influenced by the importance of the examination and its outcome, and hence focused on 

what is most important and seems to have the most potential for examinations (ET.13.KM). 

Therefore, they simply tended to omit some lessons or topics from the EFT textbooks and 

instead relied heavily on the commercial guidebooks for comprehension test items 

(ET.03.DH, ET.05.GP, ET.09.GP, ET.11.KM, and ET.15.KM), since group work, pair work, 

listening, speaking and other interactive activities were not used in school-based or national 

high-stake examinations. Some ETs also said that their schools arranged special coaching 

classes outside school hours but for which students’ attendance was compulsory. These 

classes intensive practice of question items from the commercial guidebook was conducted 

aimed at achieving the best result in the JSC and SSC examination (ET.03.DH). 

Another issue related to teacher autonomy and its possible misuse in continuous 

assessment was also raised during the interview (ET.02.DH, ET.03.DH, ET.07.GP, 

ET.10.KM, ET.13KM, SP.02.GP, and SP.04). The ETs themselves expressed the concern 

that there might be a possibility to exploit students with the continuous assessment, as marks 

might be awarded provided that students came to them for private tuition or coaching classes. 

Students might suffer from a legitimate fear of the continuous assessment if they had any 

personal clashes with teachers, thinking that the teacher will give poor marks in the speaking 

test (ET.03.DH).   

The findings in this subsection have explored the challenges emerging in the 

implementation of the revised English curriculum and English education-related policies due 
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to the examination-oriented education culture. The analysis also explored the gap between 

what the ELT methods policy entailed and how the actual English teaching and learning was 

happening in secondary schools. Despite the curriculum’s clear statements regarding the 

goals of secondary English education (Chapter 6, section 6.3.1.1 and 6.3.1.2), in the test-

driven education system even the implementation of the revised English assessment policy 

failed (Chapter 6, section 6.3.1.4).  

7.2.2.2.2 Association, communication and involvement across the stakes  

The analysis of data also indicated a strong presence of a hierarchical education 

system where ground-level implementers act as mere ‘tools’ to follow the policy. The policy 

was planned and made by the upper-level stakeholders without any effective consultation and 

communication with the actual, ground-level implementers, and without understanding the 

actual context. There was no association or communication from the top levels to the ground 

levels. As a result, the policy missed the mark. These findings also echoed the absence of 

necessary attention paid by the policy planners to the ground-level community or 

implementers (Chapter 6, section 6.3.2.3). 

Communication with the stakeholders suggested a process of involving the policy 

planners and implementers in understanding their respective contexts of making and 

implementing the policy. The TTs, SPs and ETs all said that they were not represented at all 

in the English education-related policy making. To them, the words ‘policy’ and ‘policy 

making’ were intended only for the high-level stakeholders (TT.01), experts and specialists 

(SP.04.KM) designing and writing the policy without knowing or considering the actual 

context of the implementation, and we are the mere instruments to help them in implementing 

the policy work  (TT.06). TT.01, who had some experience of working with the curriculum 

committee, reported that a very few ETs from the prestigious government schools in the 

capital city were invited to join the English curriculum committee and it was all ornamental, 
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eye-wash since such nominal voices are not representing the majority (TT.01). His report 

also matched with the list of the committee members, with their affiliations, displayed by the 

NCE 2012 document, which indicated the names of only 2 English teachers from the 

metropolitan secondary schools (Chapter 6, section 6.3.2.3). 

The TTs observed that they did not have any contributions to the bigger picture of 

policy reforms for secondary English education curriculum, methods, materials, or 

evaluation, and so viewed themselves as isolated within the wider educational landscape. 

Their only task, instead, was to train ETs according to the revised curriculum policy and 

nothing else (TT.02, TT.06, TT.07). They showed their critical concern by addressing the 

lack of collaboration among stakeholders in the EFT series development process. The TTs 

claimed that, despite their field level experiences of working with the ETs, the ad-hoc 

textbook development committee did not invite them to utilise their experience and expertise 

and participate in the EFT development project. They also illustrated that the EFT writers did 

not have any field-level experience of teaching at secondary level, other than their higher 

academic degrees and university-level teaching experiences, yet got the assignment as they 

are big-wigs, having higher degrees and good connections with the Ministry of Education 

(TT.06). They suggested that textbook development cannot take place in a vacuum and hence 

there was a need to take into account the teachers’ quality and the students’ levels in order to 

meet the goals of English education. The extract below exemplifies this issue: 

We are not invited to develop the English curriculum or EFT books. Recently I came 

to know that NCTB is starting to write a teachers’ guide, but none of us (the TTs) has 

been invited to share our experience to collaborate with the work. They invited 

lecturers of TTCs, professors of general colleges. Most of them have no proper ELT 

as an academic background (only MA in Literature) and at the same time some of 

them don't have any TT experience or background. So a question arises in my mind, 

“How can such people work for ELT effectively?”  (TT.07) 
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Some TTs also reported that their recommendations to improve the trainee selection 

procedure, training materials and post-training monitoring system was yet to be considered 

by the policy makers (TT.01, TT.02, TT.03, TT.06) and in fact nobody cares (TT.02). These 

TTs also discussed their lack of space and voice in recommending policy planning to 

accommodate the design, content and methods prescribed by the revised curriculum policy 

and the EFT books. By showing such examples, the TTs also expressed their desire to be 

invited and involved in the English education policy process. They believed that their input 

would work as a baseline for actual English education policy-making activities and 

eventually would have been more effective in promoting the improvement of the present 

static status of English education (TT.02, TT.05).  

A similar feeling of exclusion was also indicated by the SPs and ETs. To them, there 

had been no scope to play any role in providing any feedback, let alone in policy making. The 

participants also shared that they received nothing but unapproachable and unprofessional 

attitudes from the upper level stakeholders when they attempted to talk about their 

complaints, opinions and suggestions.  

We had some issues during the training sessions. So we went to meet the local 

authority of the education wing. He simply replied that ‘You are only high school 

teachers. You are here to receive training. So you complete it and go back to your 

school. There will be no use of reporting against TTs or any system to me’. 

(ET.09.GP) 

 

Relatedly, the SPs and ETs also admitted that the lack of space for them in policy 

making or their being ignored by the upper level stakeholders sometimes and to some extent 

encouraged them to bypass the policy recommendations. This attitude, in turn, impacted 

negatively on the overall ELT scenario, as the following remark captures:  

The SMC comes to visit our school and class activities. They have no clear idea about 

new English curriculum policy. So they treat every teacher in the same way. There is 

no wise judge in our court. Sometimes I also think that we have the same salary, same 

respect, and same class burdens. So why should I worry myself about following the 

EFT books and ELT methods according to the curriculum policy?    (SP.03.KM) 
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The study participants also appeared to be prudent while demanding an education-

friendly attitude from the government. They did not expect policy dumping, but did want 

consideration of the actual field level situation (ET.13.KM). They emphasised the need to 

create a culture where all the stakeholders, from top to bottom, would be involved in the 

chain of connection, participation and collaboration. Otherwise, as they argued, the policy 

implementation will continue to be significantly different from the policy intentions because 

of not involving the right people for the right tasks. The extracts below confirms this: 

There is no chain of connection among curriculum and EFT book writers, teacher 

trainers, DEOs, school principals and ETs. There is no balance, no accountability. 

Things are done here discretely. You know, people from literature backgrounds are 

invited to write and design the English curriculum, EFT books. Neither the trainers’ 

nor the teachers’ voices are counted here. It seems to me a matter of wastage of time 

and money. In fact I must say that we are cheating the nation. Because the process is 

always top to bottom, there is no collaboration between top and bottom, let alone to 

make it a bottom-up way. So, there has always been a gap between the policy and its 

implementation. (TT.05) 

 

The provision of an effective monitoring system also emerged as another stance of 

association, communication and involvement of stakes in the overall process of policy 

implementation. The participants emphasised the need to conduct, monitor and supervise 

each TT, SP and ET context, so that a greater awareness of the realities and the extent of the 

policy implementation can be watched and comprehended by each. Otherwise, the 

implementation of English education policies will depend mostly on the practitioners’ whims; 

as one participant admitted: I am taking my class in my own way. No one is there to check on 

me. Even my school does not have a system of class observation (ET.09.GP). To be more 

explicit, the TTs and ETs stressed that the absence of a proper monitoring system creates a 

Janus-faced situation; while some ETs feel free about deciding whether or not apply the new 

ELT methods, and knowledge, other interested and enthusiastic ETs try to bring about 
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qualitative changes by applying the methods, but there is no one to share with and provide 

guidance from if they face any problem.  

There is no coherent, effective monitoring system, particularly for English education, 

either in training or in schools. So it all depends on the ETs. If the ET is 

professionally honest and enthusiastic s/he tries to follow what the curriculum and 

other policies have directed to do, otherwise not. Who checks on you? (TT.05) 

 

Most of the study participants, including the SPs, admitted that there was no proper 

monitoring system in their schools, either in-house or external. However, some participants 

mentioned that their school-based, in-house monitoring systems did not work effectively if 

their SPs were not from English education backgrounds and were therefore uninformed about 

the revised policies in English education curriculum, methods, and evaluation (ET.01.DH, 

ET.02DH, ET.05.DH, ET.13.KM, SP.03.KM, TT.02, and TT.06). As a result, confusion and 

uncertainties emerged among the ETs.  

The same view was corroborated for the external monitoring system managed and 

conducted by the local education wing of the government. The participants, in a criticizing 

tone, labelled the external monitoring agency a routine work to fulfil their official agenda 

(ET.07.GP). Delving more into the issue, a general consensus derived from the participants 

was that the existing monitoring officials’ quality and efficiency in undertaking the proper 

monitoring was poor due to their lack of contextual knowledge, let alone subject knowledge 

(English). This dearth, therefore, made the monitoring task a mere lip-service. This is 

expressed in the extract below: 

Officers who come from the DEO (District Education Office) to visit our school 

seldom perform class observations. Even if they monitor the classes, the officers do 

not have ELT backgrounds. So how will they realise what the teacher is doing or what 

he should do?     (ET.13.KM) 

 

Consistent with the findings in relation to ELT, the study participants expressed their 

concern about general education. They foresaw that the involvement of the community, 

which is still, in effect, yet to be, will impact in the long run on the overall education system. 
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Some of them also mentioned the present condition of secondary education and students. 

They appreciated the government’s concern, its various policy planning, and the initiation of 

enacting these policies in the secondary education sector, yet at the same time they also 

expressed their apprehension about the effectiveness of those policies. They argued that 

everything has been imposed on teachers from the upper level (SP.04.KM), without attending 

to the voices of the ground-level policy implementation stakeholders in the policy-planning 

process. The following extract describes this apprehension: 

All the policies come from the upper level, I mean the policies regarding curriculum 

change, syllabus change, and change in exam question pattern, script checking, 

everything. But how should this be implemented? We who are working at the ground 

level are being ignored from taking part in deciding any policy. The things we are 

advised to do by the curriculum and training, the things we do in the classroom 

teaching and things we have to do for the exam and its script checking - all of these 

carry a huge gap.    (ET.10.KM) 

 

 The findings in this subsection identified a very limited extent of communication or 

association across the layers of stakeholders, resulting in the notion of policy transplantation 

without realizing the realities (SP.04.KM). This in turn mirrors the legacy of colonialism 

when English and English education were imposed upon the Indian subcontinent (Chapter 5, 

section 5.3.1.1). 

7.2.2.3 Support for implementation stakeholders  

 

The data in this part, so far, have displayed a picture of disparity in English education 

provision, and the contested culture of education (exam-oriented education system, and weak 

relationships and communication amongst the relevant stakeholders). Such entanglement also 

led to explore how the ground level policy implementation stakeholders (ETs, SPs and TTs) 

perceive and receive the required professional support in their individual contexts to ensure 

the practice of effective English education in secondary schools. The analysis of data 

indicated not only the issues of amount, relevance and quality of support in terms of training, 

but also the absence of any culture of peer-learning and sharing in their working contexts. 
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The overall findings, in a sense, pinpointed the consequences of the silences of the NEP 2010 

and the NCE 2012 (Chapter 6, section 6.3.2.1 and 6.3.2.3). 

7.2.2.3.1 Support for English teachers 

Support for English teachers is a crucial issue for enabling them to understand and 

undertake the required pedagogical actions as well as ensure the effective implementation of 

policy and planning in relation to English education. The participants’ data, in this regards, 

revealed three issues: the amount of support, quality and relevance of this support, and a 

sense of isolation.  

Amount of support: The analysis revealed that the sporadic nature of support 

provision for English teachers, in terms of providing in-service training (INSET), was the 

result of the ‘whimsical invitation’ (TT.01, TT.03) from the District Education Office (DEO). 

The participants, especially the TTs and ETs, expressed discontent with the disorganised 

trainee selection procedures and criticised the relevant education wing of the government for 

making the mechanism bureaucratically more complex and invalid by involving non-

academic officers like DEOs and TEOs rather than the TTs. While one participant 

(ET.10.KM) mentioned that she had received training at the very end of her teaching career, 

another (ET.12.KM) was unsure why he was sent to the training as he informed that I take 

Hindu Religion and ICT classes at the school, so I don’t know why I was sent to the ELT 

training (ET.12.KM). Similarly, TT.01 recalled: 

What I found from my experience is that some trainees came because they had to 

come, as their names were sent to the DEO by the SP. Sometimes other teachers come 

to us and share that, instead of selecting English teachers, their SP has selected that 

teacher who is very close with the SP. So this illegitimate practice of trainee selection 

hampers the purpose and flow of our training sessions. (TT.01)  

 

This inconsistent system, as reported by the TTs, was encouraging other stakeholders 

(ETs and SPs) to exploit the system for their own benefit. Pointing at the necessity to 

establish and ensure the actual outcomes of training, the TTs and ETs also raised questions 
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about the government policy. The participants, criticising the current practice of trainee 

selection, labelled the ad-hoc training provision as an annual budgetary program of the 

government where participants were more concerned with certificates and honoraria 

(ET.13.KM). Others urged for the making of a strong policy on trainee selection to make the 

support provision effective and regular as well as to create a strong, quality ET community 

(TT.01, TT.02, TT.04, TT.07, ET.01DH, ET.09.GP, and ET.13.KM).  The extract below 

embodies this assertion: 

The quantity and quality of the ELT training are not satisfactory. I mean the scope of 

CPD for the ETs is very low. I needed this sort of training earlier. Again there was no 

needs analysis before attending the training. It seemed to me to be routine work from 

the government. They don't know what we need, but they are there to train us. One 

size doesn't fit everyone. (ET.10.KM) 

 

Quality and relevance of support: The overall quality and relevance of support 

received strong criticism from the study participants. Although some of them acknowledged 

and appreciated the government’s initiative in offering ELT-INSETs and reasoned that ETs 

don’t need to come to us for training, rather we go to their door to provide training through 

the satellite mode (TT.05), this enthusiasm waned when the issue of quality and the relevance 

of the training came into the discussion.  

The TTs, during the interview, unleashed the fact of using the old version of needs 

analysis reporting, and so admitted that the absence of a regular needs analysis system was 

degrading the training quality and its relevance. They shared their tradition of having a rough 

look at the decades-old needs-analysis report, basically prepared by the English Language 

Teaching Improvement Project (ELTIP) in 1997-1998 (TT.01), as no major needs analysis 

survey had been conducted since then (TT.05). Therefore, the present training sessions were 

mostly following the pre-designed training modules.  

Referring to the issue of needs analysis, the participants stated that there was little 

opportunity to fulfil the actual needs of English teachers. This suggested the inconsistency 
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between what the teachers needed and what they were provided in the training, that is, the 

relevance of the training. During the training, the TTs simply assumed or predicted the needs 

of trainees using only their professional experiences (TT.04). This incoherence was of 

concern to English teachers, because, to them, they needed crucial support in developing their 

required pedagogical skills according to the revised English curriculum, rather than a focus 

on procedural knowledge which these ad-hoc ELT-INSETs were reported to have 

concentrated on. The following extract articulates this concern: 

I felt the necessity for more discussion on how to conduct CLT in a large class like we 

have. During the sessions, sometimes TTs suggest what to do. But you know teaching 

someone by telling and teaching someone by practising is totally different. I want to 

know ‘how’. For example, instead of telling the students the word meaning, I want to 

know ‘how’ to introduce them to the word contextually, how to incorporate and 

integrate listening and speaking in a larger class. (ET.13.KM) 

 

This concern was echoed by other ETs and TTs, who also felt that the content of 

training was more likely factual rather than showing how to implement the new methodology 

and revised textbook activities, and so was inconsistent with the curriculum vision. In many 

ways, the nature of the INSETs, according to the participants, suggested that perhaps the 

major approach used was what the trainers simply assumed or predicted to be the trainees’ 

needs (TT.02, TT.06) and so seemed to mirror the previous training (basically designed by 

international ELT experts) in which English teachers were perceived as mere technicians 

following curriculum policy rather than developing them holistically as recommended in the 

policy documents (Chapter 6, sections 6.3.1.1 and 6.3.1.2). For example, the inclusion of a 

session on how to prepare examination questions for the four English language skills was 

urged by ET.01DH, ET.03.DH, ET.05.GP, ET.06.GP, ET.11.KM, ET.13.KM, ET.14.KM, 

and ET.16.KM. As well, TT.03 felt it was necessary to improvise the present training design, 

content and materials by adding more emphasis on group teaching and micro-teaching in 

order to rectify the ETs’ own teaching concepts and practices by learning from others and 
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eventually make them more confident for their actual classroom teaching practise. However, 

this intention failed to happen:  

But we cannot do this very often as our authority strongly recommends us to follow 

and use the manuals of ELTIP, which was designed back in 1997. But we did make 

some changes based on the revised 2012 curriculum, which I prefer to say were 

inadequate. So sometimes I feel the training is being conducted very poorly.  (TT.03) 

 

Moreover, the policy texts’ emphasis on the professional development of teachers for 

implementing the new curriculum and textbooks seemed to be at odds with the challenges 

and difficulties the teachers faced with their limited support provision. On one hand, the 

teachers were being advised to develop their English competency, yet on the other, there was 

nothing particular and no special session focusing on improving our English skill 

(ET.13.KM). This limited support meant that, to some extent, the teachers were left to get on 

with the task of implementing the revised ELT methodologies by using the revised textbooks, 

causing them to become ‘receivers’, ‘re-creators’, or ‘rejecters’ (discussed in section 7.2.1.2) 

and also to feel a sense of isolation, which will be discussed further in the following section.  

However, interestingly, some of the ETs expressed their appreciation of the training 

content and activities. They agreed that the training, though short in nature, was able to bring 

some significant changes in their attitudes and approaches to ELT. Some of them also 

mentioned particular sessions on lesson planning, classroom management, teaching and 

testing speaking and listening skills, using multimedia that were beneficial and effective for 

them (ET.02.DH, ET.06.GP, ET.07.GP, ET.08.GP, ET.18.KM).  

The participants also raised the issue of the relevance of support in their contexts. 

ET.10.KM, for example, described inconsistency in this regard, explaining that even though 

she received training on how to use the EFT books and CLT methodology, in practice, she 

had been assigned the English 2nd paper (grammar) for Grades 6 and 7. She perceived that the 

training was irrelevant as she could not make any use of it in her teaching. To her, the main 
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concern was to respond to the call of the DEO (ET.10.KM), because the teacher who was 

actually selected by the school principal to attend the training became sick at that time and so 

she was sent instead.  

The majority of the participants reported the absence of an in-house professional 

development culture and remarked that such an absence was likely to hinder the proper 

dissemination and use of training knowledge in the secondary school context. As one 

participant commented: 

To me, honestly speaking, the knowledge of the training was fully wasted. We don't 

have even the practice of cascading training knowledge among other colleagues. Our 

headmaster is very concerned about sending us to the training, but there is nothing to 

ensure its relevance and appropriate utilisation.   (ET.11.KM) 

  

A sense of isolation: Linked closely with the view of relevance, quality and amount 

of support, the participants also expressed a sense of isolation in their working context. 

Though professional freedom is often viewed as a good thing in education, the analysis of 

data, particularly derived from the ETs and SPs, showed that the teachers’ isolation was not a 

choice but was imposed on them by their surroundings. Such isolation indeed limited their 

avenues for reflecting on English education and the related policies and so created feelings of 

uncertainty in relation to the required pedagogical practice in the classroom.   

During the data collection, it was notable that each school was staffed mostly with 

senior teachers (without English academic backgrounds), with the exception of only 4 

schools (Table 4.7 in Chapter 4). The researcher explored whether this impacted on the 

provision of English education. The data elicited from the teachers in this study, who did 

have English academic backgrounds, suggested the notion of an ‘egg-carton’ structure 

(Lortie, 1975), that is, they were working in isolation and had minimum collaboration with, 

or appreciation from, their senior colleagues. The situation differed only in the case of 

ET.01.DH, who described the presence of a peer-learning culture in her context. The rest of 
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the ETs, on the other hand, expressed uncertainty about the choices of methodologies and 

related pedagogical practices. They expressed that senior teachers were reluctant to 

collaborate with them regarding new ELT methodologies, and there was no mutual 

discussion or learning culture from each other. They also mentioned that, while attempting to 

employ new methods and techniques of ELT with enthusiasm, other ETs in their schools had 

created peer-clashes by discouraging and mocking them. As a result, the first group felt 

isolated in their working spaces and so became less likely to be motivated to replace the 

prevailing traditional teaching method or challenge the conventional attitudes towards ELT. 

The data indicated that support from colleagues seemed to be significant in shaping and 

expanding the ETs’ pedagogical practices. By the same token, the SPs also indicated that, due 

to professional isolation, the young, trained ETs failed to utilise their knowledge and 

dynamism to bring any changes to the traditional ELT landscape. Below are examples of 

such extracts: 

My senior teachers laugh at me, they don't want to listen to any of my ideas that I 

would like to apply in my English class. They simply encourage me to stick to the old, 

lecture-based, reading-writing based English teaching.   (ET.03.DH) 

 

We don't have a culture of learning from each other. Mentality is the main problem 

here. See, we have recently appointed a new, young, trained ET. I had proposed for 

her to conduct a professional development session for all my English teachers. But 

two senior teachers did not like the idea, arguing that she is junior to them by age and 

experience. So what is there to learn from her?      (SP.02.GP)    

  

Apart from such isolation created by the organisational culture, the ETs also 

commented on the ‘communicative’ isolation they felt in terms of limited exposure in using 

and practising English in their working contexts. They advocated continuous development of 

their own English competence. Their sense of isolation was exacerbated by the lack of such 

support available from colleagues in their schools. In the majority cases, the ETs reported 

other colleagues’ reluctance to practise English speaking. Another stance of communicative 
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isolation was indicated by the ETs when they shared that the school principals in secondary 

schools might not belong have English backgrounds, like my school principal; in fact, in 

some cases they know very little English (ET.03.DH) and so were unable to support the 

teachers in adopting and adapting new approaches to ELT or using EFT books (ET.04.GP, 

ET.07.GP, ET.13.KM). Below is an elaborative extract: 

Sometimes we find that the training we receive for ELT cannot be practised in my 

school context. And neither the school principal nor my senior colleagues nor the 

training management come forward to listen to us. Moreover, there is no appreciation 

from the school authority for using what the curriculum actually wants us to do. So I 

go back to my previous techniques. I follow traditional methods of teaching English 

as all others are doing the same. So everyone is happy, no complaints from anyone.  

(ET.13.KM) 

 

The above analysis showed that, with very little exception, the majority of the ETs 

had to work behind ‘closed doors’ (Cuban, 2013), in an isolated context with a very little 

amount of, or sometimes irrelevant or ineffective support from external and internal sources. 

This lack of support not only inhibited the ETs’ professional development, but also likely 

failed to encourage them to bring about any qualitative changes in the actual practice of 

English education.    

7.2.2.3.2 Support for teacher trainers 

One interesting yet crucial finding was the participants’ (TTs) engagement with the 

teacher education profession, given their lack of professional preparation to be teacher 

trainers. That is, the TTs who participated in the study were neither properly educated nor 

trained to be English teacher trainers, nor had they experience of teaching English at 

secondary schools before joining the profession. Rather, they made a direct transition into 

teacher training straight after graduation. All of them shared the same story, either of 

completing an M.Ed. degree or an M.A degree in ELT after joining as an English teacher 

trainer (See Table 4.5, Chapter 4). Of the seven TTs, 3 of them (TT 3, TT 4, TT 5) reported 
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that they had not received any formal preparation in developing or designing training 

programs and materials. This lack of appropriate training, according to one participant, 

created a fear of loss of face and lack of confidence when he began his TT profession.   

[…..]For example, I was not very much updated. I had to struggle a lot to update my 

pedagogical knowledge to be a TT. This also creates a problem for other fellow TTs. 

So from a trainer’s perspective I want to say that the TTs should be trained enough to 

be effective TTs and be updated with the current ELT practices. (TT.04) 

 

However, an extract from another participant shows a contrast to this: 

Actually, I started my career as a lecturer in a college. Meanwhile, ELTIP was 

recruiting teacher trainers for secondary English teachers. I joined the ELTIP. When 

the project was over, I was then transferred here as a teacher trainer. So you can say 

that I was and still am learning [how to train] while doing. (TT.07) 

 

The discussion with the TTs also indicated the presence of limited support for them. 

While reflecting on the quantity and quality of support for their professional development 

(PD), the TTs agreed unequivocally about this lack, and criticised the inadequate 

opportunities for their professional development, saying they received hardly any support 

about professional development (TT.01). A closer analysis of data further showed that the 

quality of the existing professional development programs designed to support TTs were poor 

in quality. The data from the TTs revealed that the present scope of professional development 

of teacher educators was extremely inadequate, and if it happened at all, was mostly unrelated 

to the real contexts of training secondary English teachers and hence a far cry from enabling 

them to play their roles more effectively. This suggested that the TTs, to some extent, were 

still struggling to adjust to the needs and working contexts of secondary English teachers and 

how best to convey new, updated ELT approaches. The experience of TT.02 was that: 

If you look at the profile of our trainers of English here, you will be surprised to know 

that some of us have no proper academic ELT backgrounds or enough training to be 

teacher trainers. To some extent, they are lagging behind in terms of adopting new 

ELT techniques and pedagogies. They are not very much updated. It creates double 

issues: TTs like me, who want to apply the new ELT trends, have to reconsider the 

plan, and so we fail to provide quality input into the current needs of our English 

teachers. This is what I faced during my last training period. (TT.02) 



223 
 

The participants also criticised the provision of short-term support, in terms of ToTs 

(Training for Trainers), sporadically organised by the government and some other 

organisations. One TT remarked: 

Um… truly speaking, [X: organisation name has been removed] has not yet provided 

any training for us, for its trainers—to improve our professional skills. Sometimes we 

work for some other government projects; for example TQIP [Teaching Quality 

Improvement Project]. Then TQI arranges some ToT programs for us. But still I 

believe the quantity and quality are far beyond our necessity. (TT.02) 

 

Further analysis of the data regarding TTs’ insights and experiences of the professional 

support they had received so far also raised issues about quality. While only one participant 

(TT.01) could say that he had received a 3-month training from the UK, named ‘ELT 

Resource Centre Training’, the others were persistently critical and frustrated about the 

quality of their professional development. One participant mentioned that the trainers or 

educators of these ToT programs might be academically qualified, but were not acquainted 

with the actual context of secondary English education and these programs, therefore, were 

labelled as occasional (TT.06), and wastage of money, time and effort (TT.07). This finding 

was expressed more elaborately as: 

Another experience I want to share: once I attended a ToT program organised by IER 

(Institute of Education and Research). I attended the sessions with a high ambition to 

learn new things from there. But what I found was that all the sessions were lecture-

based, bookish, and theory-laden; the speaker had no idea about the real ELT 

practice and scenarios happening in Bangladesh. They talked about theories and 

approaches. I was really disappointed. They might have higher degrees in ELT, but 

they are extremely detached from the field—they are not working with the root level 

English teachers as what we have to. (TT.02) 

 

The TTs also mentioned that, instead of receiving proper in-house support, they faced 

some bureaucratic hurdles in the form of a lack of peer collegiality or collaboration while 

undertaking their role. They pointed out that appointing a Course Director (CD) from a non-

ELT background for the purpose of supervising the overall training program did not make 

any major difference, rather the CD seemed to be either unable or unwilling to realize our 
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mission, planning, potential (TT.02). Therefore, the conflicting interest of the management 

along with its inactive role as a support distribution channel (TT.07) resulted in an 

inefficient process of executing effective training programs. The participants also shared their 

experience of being professionally humiliated by other senior trainers as well as upper level 

personnel. Some TTs reported that some of their colleagues showed the tendency to 

discourage them [from incorporating] the new ELT techniques by sticking to the old 

materials and content (TT.07). Along with the top level stakeholders who devalued and 

sometimes demoralized the TTs by criticising their expertise and reflections, the senior TTs 

who were in charge of coordinating and supporting their junior colleagues reported: 

procrastination, sometimes either they try to ignore us or they dump their tasks on us 

(TT.02). The effect of such procrastination created the notion of professional and 

communicative isolation, the same as experienced by the ETs (Section 7.2.2.2.1). The TTs, 

upon failing to convey their message to the management, thus continued following the 

traditional training materials and content blindly, at the cost of their spirit to work with 

passion, enthusiasm and dedication (TT.06).       

 

7.2.2.3.3 Support for school principals 

The SPs reported that they neither had any academic English background, nor had 

attended any specific training to get familiarization with the revised English curriculum.  In 

fact, there was no provision to support school principals by incorporating them into ELT-

related workshops or INSETs. As a result, the SPs remained more concerned about 

administrative issues of the school rather than attending to the academic necessities 

(ET.14.KM). The ETs also argued that, since their SPs did not have the required knowledge 

of the new curriculum policies, ELT methodologies, and revised EFT books, their attempts to 

implement these policies faced complications and lack of support. One participant 

exemplified that: 
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When I want to use the multimedia projector for my English class, most of the time I 

have to consume my SP’s sarcastic comment. ‘Are you an ICT teacher? What are you 

going to do in your English class with multimedia’? (ET.16.KM) 

 

Along with the ETs, the SPs also expressed a need for proper support in terms of 

understanding what the revised English curriculum expected from and recommended to 

English teachers about ELT. Though SP.01.DH seemed to be reluctant to receive particular 

ELT training with his ETs because of his huge amount of administrative and other tasks, the 

rest of the SPs expressed their interest in participating in ELT-INSET or any kind of 

awareness-raising workshops for school leaders. They felt that this kind of provision would 

enable them not only to oversee whether their ETs were following the curriculum 

recommendations or not, but also to provide support for them if required. This was put nicely 

as: 

To me, the SPs should also be invited to attend some ELT-related awareness raising 

seminars and sessions to make them approachable and mindful towards ELT. 

Attending such programs will make us understand how English should be taught in 

the classroom. We should also be made familiar with the revised English curriculum 

and its expectations. Only then can we direct and supervise English teachers to some 

extent. Otherwise, they will be on their own and things will go on as is now 

happening. (SP.04.KM)   

 

The ETs also believed that, without clearer acknowledgement and understanding by 

the school principal regarding what is supposed to be done in an English class and how, the 

lack of alignment between the English teachers, and the school principal (ET.07.GP) would 

be likely to continue, resulting in difficulties in the proper implementation of ELT policy in 

schools. The participants asserted that opportunities for learning and sharing with each other 

are essential for professional development, particularly for those working in confined 

contexts. They argued that other colleagues might have better understanding of the kinds of 

constraints they experienced in their working environments and so might come up with better 

ideas and knowledge to handle situations.  
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The analysis reported in this section has indicated something of a paradox: English 

education policy planners perceived the ground-level stakeholders to be the key actors in 

successful policy implementation; yet they gave little attention to providing the required 

support for these implementation stakeholders. As a result, the NEP 2010 and the NCE 2012 

policy planning is still a far cry from the actual implementation in secondary schools.    

7.2.2.4 Availability of resources  

 

Almost all the participants recognised that their individual contexts of English 

education practice were under-resourced. In other words, they were suffering critically from 

resource constraints, in terms of manpower, funding, infrastructure, logistics, and materials. 

These constraints, according to the participants, created and amplified the gap between policy 

stance on curriculum, methods and materials of secondary English education and their actual 

implementation in schools.  

7.2.2.4.1 Manpower resources 

The lack of manpower resources referred mainly to English teachers and teacher 

trainers. The data analysis showed evidence of an acute shortage of subject-based English 

teachers in secondary schools. The participants, particularly ETs and SPs, reported that their 

schools were operating with fewer teachers than actually required. In the majority of cases, 

there was no recruitment of subject-based English teachers (see Table 4.7, Chapter 4). As a 

result, excessive pressure was exerted on the existing teachers who had to teach English 

along with other subjects including History, Religion, Bangladesh and Global Studies, Bangla 

Grammar and Accounting, plus doing administrative tasks. Such multi-tasking, according to 

the ETs, was reported to be ‘significantly difficult to maintain and ensure quality of teaching 

and the teacher’ (ET.09.GP). The investigation also found some schools operating double 

shifts due to an infrastructural incapability to accommodate all students together. Participants 

ET.04.GP, ET.08.GP, ET.11.KM shared their experiences of teaching in a double shift from 
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9 am to 5 pm, which made them physically completely exhausted. ET.11.KM also 

complained that his workload in double shift did not get pay off.  

In connection with this, the issue of teacher qualifications and their recruitment 

process also emerged, again indicating differences between personnel policy (Chapter 6, 

section 6.3.2.1) and its practice on the ground. The question ‘Why and how did you become 

an English teacher?’ posed by the researcher generated a critical insight into English teacher 

provisions in secondary schools. While only four teachers had been recruited under the 

subject-based recruitment procedure, suggesting that their academic backgrounds were in line 

with their teaching, the profiles of the rest of the ETs showed the opposite. During the 

interview, four ETs (ET.04.GP, ET.07.GP, ET.10.KM and ET.12.KM) shared having taken 

up the profession by ‘happenstance’. ET.07 mentioned that after completing a B.A degree 

(where English was minimally studied), one of her uncles offered her a job in a newly 

established school in her locality. Since her relatives were on the school management 

committee (SMC), she was asked to take English classes and so became an English teacher. 

Her several attempts to speak in English during her interview also showed her inadequate 

linguistic capabilities 

When I was offered the position in school by my uncle, I had just completed my B.A 

examination. I was waiting for the result. But my uncle suggested to me not to waste 

time in waiting, rather join the school and start teaching. So did I and I was assigned 

to teach English.  (ET .07.GP)  

 

ET.14.KM shared a different story. Coming from a farther district (Mymensingh), he joined 

the school (in Cumilla district) simply to get rid of his unemployment problem. With the 

academic qualification in Accounting, he was also teaching English and doing private 

tuitions. ET.10.KM shared that, inspired by her husband, though she started her teaching 

career in 1993 with a B.A (pass course without 300 marks in English), she completed an M.A 
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degree in Islamic History in 2006. Along with Bangladesh and Global studies, she was also 

teaching English classes. 

 An alarming note was raised about the selection procedure of ET.03.DH. It was the 

SP of her school who mentioned that ET.03.DH, a daughter of an influential family in the 

locality, was an ex-student of this school. After completing her MA in English from X [name 

has been removed] College, Dhaka, she was appointed as an English teacher. The SP also 

mentioned that ET.03.DH had neither a teacher registration certificate, nor any teaching 

experience. Such a practice of teacher recruitment was a clear indication of nepotism, a 

violation of the NEP 2010 directions for recruiting subject-based teachers. 

We appointed Ms X [name omitted] as she is the daughter of Mr Y [name omitted], a 

well-known person in the area. She completed her school education from this 

institution. We know her very well. She is the youngest teacher in our school. (SP of 

the school)  

 

However, there was also a contradictory picture regarding the practice of personnel 

policy. For example, the teachers in government schools said they were selected through 

nation-wide advertisements and subject-based qualifying tests which include written and viva 

tests. Prior to attending the test, the potential candidates also required a registration number 

once they had qualified in the teacher registration examination conducted under the NTRCA. 

Some renowned metropolitan schools had also conducted demo classes before confirming the 

appointment of the teacher. ET.01.DH shared her experience of undertaking this procedure.  

Such discrepancies in the practice of the personnel policy for English education in 

terms of qualifications and recruitment procedures in secondary schools across the country 

implied a serious repercussion in the practice of curriculum, methods, materials, and 

evaluation policy of English education. TT.01 and TT.07 also commented that the central 

direction that English teachers with different academic qualifications, experiences and 
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training across secondary schools should all follow the same curriculum, methods and 

materials for teaching English was generating frustrating outcomes: 

One ET knows what CLT is, and the other implies it means teaching speaking skill 

only, so, understandably a detrimental anomaly is bound to occur in the practice of 

curriculum and methodology in English classes. And this exactly what is happening in 

secondary schools. (TT.07)  

 

The TTs in this study also reported their concern regarding inadequate numbers of 

personnel in their contexts. Acknowledging the provision of ELT-INSET as a good initiative 

of the government, the participants described the shortage of teacher trainers as one of the 

factors contributing to the current sporadic number of INSETs. Moreover, they claimed that 

the quality of these INSETs is not often sustainable since TTs have to play the roles of 

coordinators, administrators, and trainers during the training (TT.01, TT.02, TT.04, and 

TT.06). 

7.2.2.4.2 Financial resources 

All the participants described the shortage of adequate government financial support 

within their own organizational contexts. They thought that this lack of adequate funding 

made it difficult, and sometimes quite impossible, to equip schools and classrooms with 

infrastructure and facilities required for effective secondary English education.  

The ETs and the SPs reported the lack of proper resources in terms of funding, 

logistics and materials in their own organizational contexts. Part of the policy was to provide 

resourcing like multimedia projectors and CD players and CDs, which were regarded by the 

policy planners as tools for facilitating teachers to use more interactive, student-centred 

teaching approaches. However, the participants asserted that the lack of required 

infrastructure and logistic support made their work more difficult and sometimes undoable. 

The funding from the government or local authority for the purpose of infrastructure 

development and logistic support was also very unsatisfactory. Moreover, they described the 
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physical improvements in their schools as quite insignificant and said they have to work 

within every difficulty, along with the very limited resources (ET.05.GP). The following 

extracts also voice the same concern: 

Today you have seen that my actual room has been partitioned with an ordinary 

partition board, no cement wall. The noise from each side of the board overlaps. It is 

really tough. We have to work under this difficult condition. (ET.17.KM) 

 

My school has got only one multimedia projector and a laptop. So most of the time 

teachers cannot use these for their needs. It is like first come, first served. To be 

honest, the facility is mostly provided to computer and science teachers.     

(SP.04.KM) 

 

The ETs also expressed that the work spirit got toned down as they failed to 

implement what the curriculum recommended them to do about English teaching 

methodology due to the unavailability of required support in terms of finance and logistics. 

The ET.09.GP reported that the unavailability of classrooms, CD players, and funding 

spoiled the effective continuation of his school’s English language club and sadly concluded 

that now the only task of the club is to arrange the annual cultural show. Limited resources 

also raised concerns for the SPs who illustrated their desire to support English teachers but 

failed. They expressed their sense of frustration: 

As the head of the school, I cannot ensure and provide my English teacher with the 

required classroom facilities and environment. So how can I expect her to do the best 

teaching?  (SP.06.KM) 

 

New books, new curricula come every year. But till now, no CD, no teachers’ guide 

have come from the government for its implementation. So how can we follow the 

curriculum and EFT books in our classrooms?   (SP.03.KM) 

 

The ETs and SPs had the common experience that they received very small salaries. 

The quality of their teaching was affected when they discovered that their salaries were 

insufficient to maintain their families and therefore the situation forced them to look for other 

sources of income. Diverting attention towards other income sources also killed their spirit, 
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time and effort and eventually made them less focused on their main profession, which was 

teaching. One pertinent extract supporting this notion is: 

My own financial condition also inhibits me from teaching English with care and 

efficiency. You know why? Because the salary that we receive from the school is very 

little to support my family.  I have to do private tuition to earn something extra. I have 

a grocery shop which I need to take care of. So I do not get enough time and I also 

admit that I am not encouraged to spend more time and effort for my school teaching.  

(ET.16.KM) 

 

All of the TTs echoed the same complaints they faced while arranging training 

programs. Availability of the required logistic support was a matter of luck for them (TT.03) 

because they were the ones who had to look for and arrange the necessary items, including 

multimedia projectors, and copying materials and handouts. Two participants (TT.04 and 

TT.06) also shared the fact that sometimes trainees had to share the materials and handouts 

with others and it made them feel embarrassed (TT.06). They claimed that the funding they 

received from the authority for the training purpose was significantly insufficient and on 

occasions they had to spend from their own pockets (TT.01, TT.04, TT.05, and TT.0 6). The 

TTs also indicated that the guest speakers they invited to contribute to the training had 

expressed their reluctance because of the petty amount of remuneration they received for 

their task (TT.02, TT.05, and TT.06).  Accordingly, the quality of training, according to the 

TTs, was diminishing. The TTs concluded that, in most cases, their training sessions would 

end up with a big gap between what they had planned to do and what they actually had done 

and this failure eventually created a chain of discouragement for the next sessions as well. An 

example of such a comment was: 

We face an immense shortage of logistic support. Like, last time I designed my 

training sessions with some video tutorials. Sometimes I failed to use them as the 

venue didn't have any internet connection. Again sometimes the multimedia projector 

or the sound system was not there. So we cannot use the planned materials. These 

issues not only demotivate us as trainers, but also downgrade the quality of our 

training and outcomes.  (TT.05) 
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7.2.2.4.3 Teaching and learning materials 

Regarding teaching and learning materials, two issues emerged from the data, the 

unavailability of a teachers’ curriculum guide (TCG) and the quality of the teacher training 

materials. 

The discussion about teaching materials indicated that the English teachers had not 

yet received any teacher’s curriculum guide (TCG), even though the English curriculum 

policy and textbooks had been revised and developed in 2012 and 2013 respectively. The TTs 

mentioned that the uncompleted task of developing the TCG was an indication of the 

government’s and policy makers’ reluctance as they (policy makers) are very quick at 

preparing new policies, but where are the helping guidelines for teachers? (TT.01). The ETs 

went on to acknowledge that the task of making English education effective and the 

curriculum meaningful was appearing to be difficult without the revised TCG. They asserted 

that having a TCG would have made their task better informed, as a teachers’ guide would 

have guided me more to know the prescribed steps and methods to teach English 

communicatively and follow them accordingly (ET.05.GP). 

The teaching materials used by the TTs also received criticism. The ad-hoc content 

and design of the training materials, according to some of the study participants, were not 

updated, and so failed to connect the purpose of the training with the needs of the trainees. 

Instead of making rigorous improvisations to the training materials, the TTs were mostly 

using decade’s old materials and contents designed by the international and local experts for 

another ELT training project in 1997, with minimum re-adjustments in activities and content 

(TT.02). As per the participants’ elaborations, that former project, funded by the United 

Kingdom government, and the British Council, was aimed mainly at training teachers to 

teach English communicatively and to develop English textbooks with communicative 

English teaching approaches. Such information from the TTs here reconfirmed the legacy of 
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colonialism: the intention and agenda of improving ELT in developing countries without 

considering the context, capability and the culture of education. In Bangladesh as well, CLT 

was introduced anticipating the positive changes and improvements in ELT and learning. 

Apart from the project reports that were examined in this study, the stakeholder interviews 

still questioned the extent of the improvements to ELT.  

7.2.2.5 Section summary 

 

Section 7.2.2 showed how the secondary English education policy was put into 

practice in the wider educational context or culture, with a particular focus on the issues and 

standards. The analysis showed that the participants’ practices at the individual level (section 

7.2.1) reflected the legacy of the gap between policy and practice in the wider educational 

culture. The following findings corroborated this: 

 There was a strong presence of discrepancies between the provisions of 

secondary education, leveraging the access to English language education as 

well as the notion of practice across schools. 

 The prevailing culture of examination-oriented education and limited 

association and communication amongst the policy planners and ground-level 

implementers (ETs, SPs and TTs) had created conditions of constraints in the 

context of practice of ETs, SPs and TTs. 

 The culture of education showed the presence of limited support coupled with 

the issues of relevance and quality of training as well as the absence of a 

culture of peer-learning and sharing in the ground level policy practice 

contexts. 

 The education network failed to provide ETs, SPs and TTs with the required 

resourcing including manpower, funding, infrastructure, logistics, and 

materials for an effective implementation process. 
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7.2.3 Chapter summary 
 

This chapter has presented the findings mainly collected from the interviews with 18 

ETs, 6 SPs and 7 TTs. Non-participatory observation notes were also incorporated to 

substantiate the findings. The ultimate aim of this chapter was to show how the NEP 2010 

and the NCE 2012 English education policies were practised within the wider network of 

secondary education.  

To maintain the wholeness of the investigated phenomenon and the clarity of 

presentation, the findings were presented in two sections. A summary of each section was 

also provided. The overall analysis of the interviews and observation indicated that, although 

the NEP 2010 and the NCE 2012 provided some directions for secondary English education 

(Chapter 6), the implementation of these directions was complex and problematic. While 

some participants showed positive attitudes towards English education, others, particularly 

the ETs, also appeared to be ‘rejecters’ and ‘re-creators/negotiators’ in their practice of the 

prescribed methods and materials policy. The analysis also identified a ‘policy slippage’ 

(Ball, 1992, p. 13) within the wider educational setting, created by the interactions and inter-

connections of different strands of education, including unequal provisions, the examination-

oriented education system, a lack of association and communication amongst the educational 

stakeholders, and the limited nature of professional support and constraints in resourcing. 

Therefore, the positive and effective outcomes of the policy goals seemed to be hardly visible 

in the overall secondary English education landscape.  

The next chapter presents a discussion of the overall data analysis in line with the 

research questions and the relevant theoretical and empirical research literature. 
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Chapter 8 

Discussion: The bigger picture 

 

 

 

8.1 Introduction 

 

This chapter draws together the findings reported in the previous chapters (Chapter 5, 

6 and 7). Together with the related literature, a critical stance was taken to recapitulate and 

discuss the key findings in relation to the research questions. The chapter, in so doing, aims 

to develop and understand the ‘bigger picture’ of secondary English education in Bangladesh.  

The study employed the policy trajectory ‘toolbox’ (Bowe et al., 1992) as an 

overarching theoretical framework within which the LEPP framework (Kaplan & Baldauf, 

1997, 2003, 2005) was also contextualised and investigated.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 8. 1: Theoretical framework (adopted and adapted from Bowe et al., 1992; Kaplan & 

Baldauf, 1997, 2003, 2005). 
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Aligning with the policy trajectory analytical framework, the study explored 

secondary English education policy at three levels. The macro context of policy influence 

identified social, political and economic contexts that contributed to the development of 

English education policy in Bangladesh (Chapter 5). The meso context of policy text 

examined the latest policy directions for secondary English education (Chapter 6), and the 

micro context of policy practice explored the practices of policy directions within the 

secondary education context (Chapter 7). Figure 8.2 summarises the overall key findings:    

 

 

 

 

 

 

 

 

 

 

 

 

Figure 8.2: Summary of the key findings. 

 

8.2 Discussion of the findings 
 

8.2.1 Context of influence: A post-colonial puzzle 

 

The context of influence, according to the policy trajectory framework, is a site for 

articulating and considering both formal and informal key influences including interests, 

concerns and ideologies of global, national and local agencies to develop a policy (Bowe et 
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al., 1992).  This section discusses the findings related to the first research question of the 

study: How has the socio-politico-economic context at different times influenced the 

development of English education policy in Bangladesh?   

 The question was addressed by collecting evidence and information from relevant 

historical and policy documents to understand the influences bearing upon English education 

and the latest policy directions in Bangladesh (Chapter 5). The documents were analysed 

using qualitative content analysis. The review of historical documents provided background 

information as well as historical insights to help realise the socio-political realities implicated 

in establishing English education in Bangladesh. This realisation also led to developing an 

understanding of the issues and conditions that impinged upon the phenomena of policy 

documents currently under investigation. The key findings from analysing the relevant 

documents are displayed in Figure 8.3.  

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

Figure 8. 3: The key findings of the context of influence (research question 1). 
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The findings suggested a clear indication of a ‘post-colonial puzzle’ (Canagarajah, 

2005; Lin  & Martin, 2005, p. 4), that is, a tension between the imposition of colonisation, the 

idealism of decolonisation, and the emergence of globalisation in the process of developing 

English education and its related policy in Bangladesh. The use of the English language and 

English education were a direct consequence of colonialism; later on the usage and scope of 

English was relegated in public domains as well as in the education-related policy documents 

due to the strong fervour of nationalism in the decolonised Bangladesh. But then the 

symbiotic force of globalisation and nation development gradually led to the reinstatement of 

of English education. English, being the de facto lingua franca of international 

communication and globalisation, has now become a much sought-after commodity.   

The discourse of influences on English education policy in Bangladesh originated 

from the discourse of supra-national politics of colonialism about the English language. The 

analysis of pertinent historical documents supports this claim. English language and English 

education were implanted in the territory as a direct implication of the bigger political 

mission along with the cultural and economic interests of the British colonisers. Though 

initially the British government’s intention was to promote and uplift the knowledge of 

Western sciences together with the oriental languages and literature, the social realities 

encountered by the British missionaries instigated the need for a change in their approach. In 

a racist argument, the local languages were marked as worthless and a funding restriction was 

imposed on the traditional education system. The Governor General’s Council went on to 

undertake political initiatives with a view to making “a class of persons, Indian in blood and 

colour, but English in taste, in opinions, in morals, in intellect” to  serve the governors of the 

British Empire (Macaulay, 1952, p. 729).  

The origin of the discourse—English language education and colonialism—therefore 

involved a discussion of the Anglicist ideologies of colonialism (Chapter 5, section 5.3.1.1). 
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A key moment here is that Orientalism (policies in favour of education in local languages for 

both the colonised and the colonisers) was replaced by Anglicism (policies in favour of 

education in the English language). Three interpretations could be positioned here. The 

conservative interpretations see this moment as a moral obligation to civilise the world by 

bringing in the long process of ‘development’ (Seng, 1970). The more liberal interpretations, 

though, assert this imposition of English as a negative moment in colonial history, as the 

colonisers’ decision to produce a ‘class’ in both the colonial and neo-colonial eras, yet take it 

as a kind of “right” response to the British colonisers. As Paranjape (2013) argued, the local 

progenitors’ (e.g. Raja Ram Mohan Roy) instrumental position regarding the English 

language and English education policy was meant to provide the powerless colonised people 

to use English as a means of knowledge to comprehend, cope with and counter the powerful 

colonisers. The more critical viewpoints interpreted this moment as one of the crucial early 

steps of the long colonial and neo-colonial process of Anglicist ‘linguistic imperialism’ (e.g. 

Phillipson, 1992).  

The Council recommended that administration should be centralised, with English as 

the working official language, and so justified the allocation of funds only for providing 

education of English literature and science through the medium of the English language. 

Consequently, in 1837, the East India Company officially institutionalised English into the 

public domain by making it the language of administration, law, courts and education. By 

English education, they not only meant teaching the English language, they also chalked out a 

plan to make English the medium of instruction and prepared a curriculum in line with the 

British education system.  In the process, the introduction of a grants-in-aid system facilitated 

a rapid growth of English schools and colleges with those privileges and the status and 

acquisition planning was established and made viable. The introduction and implementation 

of vernacular education was extremely slow. In actual terms, the British colonisers 
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recognised three types of education—English medium, in urban schools for the education of 

the elite right from the primary stage; two-tier medium, vernacular medium for primary 

education and English medium for advanced education in towns; and vernacular medium for 

primary education in rural areas (Khubchandani, 1997, p. 286). 

This linguistic implantation and educational policy engineering cultivated the prestige 

of English and English language education. The importance of English language education 

was further reinforced by providing the local Hindu and Muslim elite with places to act as 

interpreters and subordinates to their colonial administrators. This propaganda was viewed 

critically not only as a colonial agenda to produce mere “clerks to run the colonial system” 

(Pennycook, 1989, p. 539) but also an integral part of the colonisers’ expansionist mechanism 

(Phillipson, 2012). The Indians who had endured the trouble of learning English were offered 

“only those of the second or third rate” (Allen, 1853, p. 272) positions and places, yet the 

impact of colonisation in terms of accessing English education and its benefits also spurred 

the clear demarcation among people in the society, providing status, power and position to 

the urban elite and middle classes while ignoring the masses. This was a clear manifestation 

of social stratification. The situation had deteriorated by the 1850s when, as argued by Allen, 

those who learned English were in no better position than the earlier generation educated in 

vernacular languages. In this way, during the colonial period, English was considered as a 

political resource and related English education policy was developed “to control, to 

manipulate, and achieve political ends” (O’Barr, 1976, pp. 7-8). The overall findings about 

the development of English education in Bangladesh in the colonial period, therefore, 

represented the strong influence of imperialism festooning the question raised by Phillipson 

(1996) as “English serve[s]whose interest?” (p. 160). 

Conversely, the findings relating to research question one also identified a link 

between the nationalistic ideological underpinnings (unity and progress) and the English 
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language education policy directions in the decolonised Bangladesh after 1947 (section 

3.3.3). During the colonial period under West Pakistan (now Pakistan), along with political 

and socio-economic deprivations, a solid concept for the language movement started to 

crystallise when the then-Prime minister of Pakistan declared and imposed a ‘one state, one 

language’ formula on East Pakistan (now Bangladesh). Consequently, the Language 

Movement of 1952 was ignited and ultimately ‘Bangla’ was secured as the national language 

in Bangladesh.  The analysis of pertinent content of the Constitution of Pakistan (1956) 

showed that the Pakistan government came up with the constitutional provisions regarding 

the state’s language policy, a clear aftermath of the Language Movement 1952. Bangla was 

accepted as another state language along with Urdu.  Alongside, the English language, with 

its deep anchoring within the structure and fabric of life in the Indian subcontinent due to 

centuries of rule by Anglophone models, continued to serve as the conduit language between 

East and West Pakistan but with a more marginalised nature (Banu & Sussex, 2001; Kachru, 

2005; Zaman, 2003). The Ministry of Education of Pakistan, with the assistance of some 

international organisations, recommended to the National Curriculum Committee to take 

necessary steps to revitalise the role and position of English in Pakistan. The secondary 

English education of Pakistan received a detailed revision in terms of curriculum, books and 

examination pattern with a view to upgrading the functional use of English. The issue of 

medium of instruction also received satisfactory attention as both Bangla (in East Pakistan) 

and Urdu (in West Pakistan) were given more emphasis than English.  

As English does not enjoy an organic relationship with Bangladesh but rather an 

imposed one, English education was marginalised severely in the decolonised Bangladesh by 

the cri de cœur of nationalism. The country, through its victory in the 1952 language 

movement, seeded the sense of Bangladeshi nationalism and true independence which 

culminated in the 1971 liberation war. Bangladesh, thus being a twice-liberated country (once 
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from the British colonialism in 1947 and then from Pakistani domination in 1971), 

understandably experienced a wave of nationalism which resulted both in an unwavering 

promotion of Bangla as the first and official language and ultra-nationalistic rejection of 

English by showing a rigid attitude towards English language education policy.  

A strong nationalistic fervour was prevalent, starting with the Constitution of 

Bangladesh 1972 to the subsequent education policy reports. There was a strong inclination 

towards Bangla, the state language. A pedagogical justification of Bangla as the medium of 

instruction in schools was supported in the decolonised country’s first education policy by 

arguing that it would help nurture and promote students’ intellectual capabilities (section 

5.3.2.1). This single-minded national language policy also appeared to influence the scope 

and functions of English and English education. With the aim of decolonising the overall 

education system gradually, English was taught from Grade 6 and was made the language of 

higher education. This rigid and marginalised attitude towards the English language and 

English education reflected a strong nationalistic sentiment where “the past is an influential 

modifier of present and future ingenuity” (Fishman, 1972, p. xii)—an interpretive link 

between nationalism and language education policy. This very situation in a newly liberated 

country like Bangladesh, which was striving to shake off its hangover from centuries of 

colonialism, can also be equated with the attitude of the post-colonial African scholar Ngũgĩ 

wa Thiong'o. Criticising the dangers of colonisation of mind imprinted by the British on his 

people, Ngũgĩ emphasised the omnipresence of the native language across the different 

domains of the country (Williams & Chrisman, 2015).  

Interestingly, the policymakers started showing clearly the notion of the ‘post-colonial 

puzzle’ in relation to the English language and English education after 1974. This is 

evidenced in the analysis of macro level policies in different periods during the last 40 years. 

Though the policies mainly appeared as reluctant, fragile, disoriented and inconsistent, there 
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was also a gradual perception of the instrumental view of English education in the later part 

of this time period. Table 8.1, showing a bird’s view of Chapter 5, section 5.3.2, substantiates 

this discussion. 

Table 8. 1: A chronological summary of English and English education status and access 

policy in different education policy documents (from 1974-2010) (adapted from 

Chowdhury & Kabir, 2014) 

Education policies and commission 

reports 

The position of English and English education 

1974 Bangladesh Education 

Commission 
 English was given status of a foreign language, to be 

accessed from Class 6 

 General emphasis on English language 

1976 English Teaching Taskforce 

Commission 
 English to be taught either in Class 3 or Class 6, 

based on availability of English teachers 

1988 Bangladesh National Education 

Commission 
 Grade 3 suggested as recommended starting point for 

English education  

 Grade 6 suggested as uniform starting point for 

English education 

2000 National Education Policy  English set as medium of instruction for 

kindergartens  

 Curriculum and all text material used in kindergarten 

to be translated into English 

  Introduction of English as extra subject from Class 1 

and 2 and as compulsory subject from Class 3  

 Along with Bangla, English could be medium of 

instruction from the secondary level (Class 7) 

 Emphasis on English as medium of instruction at the 

tertiary level 

2003 National Education Commission  Reemphasis on English language skills learning as a 

foreign language from the primary level  

 Emphasis on rebuilding overall English curriculum  

 Emphasis on providing quality training for all 

primary and secondary school teachers to improve 

English education  

 Emphasis on introducing a six-month English 

language course at the tertiary level 

2010 National Education Policy  English recognised as essential tool to building 

knowledge-based society 

 Emphasis on English writing and speaking from the 

very beginning of primary education  
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 English to be set as compulsory subject adopted in all 

streams from the secondary level 

 English as medium of instruction could be introduced 

from the secondary level  

 Emphasis on appointing adequate number of English 

teachers at secondary level 

 English to be a compulsory subject in all colleges 

and universities 

 English (along with Bangla) to be the medium of 

instruction at the tertiary level  

 Emphasis on the need to translate books written in 

English to Bangla 

 

The analysis of findings indicated that the series of policies during this period were 

influenced by and developed within a tripartite stance—nationalism, pragmatism and 

socialism. Dove (1983), while examining the educational policy from 1971 to 1981, argued 

that there were inconsistencies between the policy goals and their implementations. The 

inconsistent nature of English language education policy was also discussed by Hossain and 

Tollefson (2007). They commented that sometimes English has been forbidden, sometimes it 

has been limited and at times it has also been encouraged. For example, the nationalist strand 

strongly advocated the use of Bangla in every public domain (The Bangla Implementation 

Act 1987) including education, suggesting a sound and reasonable pedagogical platform for 

all students to acquire subject-matter knowledge. On the other end, the progressivists 

supported early English education and made English the language of education because of its 

strong association with global communication, economic prosperity and modern technology 

(Hossain & Tollefson, 2007). In addition, the socialist strand, while advocating the necessity 

of English, also foresaw its negative impact in creating social cleavage and so expressed deep 

concern about it. These three strands lacked coherence and congruence and failed to bring 

about any consistent English education policy planning at the macro level (Chapter 5, section 

5.3.2). As a result, during this period, Bangladesh did not have a consistent language-in-
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education policy and this resulted in long-term, drastic impacts on the micro-level English 

teaching and learning practice.  

From the 1990s and onwards, a difference in policy rhetoric gradually appeared, 

indicating the necessity for English education to be untied from past rigidities and austerities 

caused by the fervour of decolonisation and to keep pace with the impetus of globalisation 

(Laitin, 1996; Petzold & Berns, 2000, cited in Bruthiaux, 2002). It is the marriage of English 

and globalisation, whether arranged (Phillipson, 1992) or co-incidental (Crystal, 1997), that 

has driven individuals, societies and the nation towards English education (Hamid, 2016). 

The policy documents recognised English as an essential work-oriented skill. Therefore, 

along with making English education compulsory from Grade 1, major revisions to the 

English curriculum were constructed around the idea of implanting CLT, envisaging that this 

would revitalise the standard of English teaching and enable students to be communicatively 

competent in real life. However, the debate of whether English is a second or a foreign 

language was still prevailing. Kachru (2005), revising his earlier observation of English in 

Bangladesh (English as a second language), argued that “Bangladesh has not adopted a 

consistent policy towards the role of English: it falls between an ESL and an EFL country” 

(P. 67).  

The emergence of these stances was also influenced by the traditional political 

culture, that is, changes in political events, ideals and systems bringing changes in policies. 

Putting it differently, language policy decisions serve interests of certain groups at certain 

positions in the hierarchy of a bureaucracy. For example, the nationalist leaders who played 

the steering role in the 1952 Language Movement and the 1971 liberation war, and eventually 

formed the newly liberated country cabinet and worked as policy planners, came mostly from 

rural backgrounds and so were more comfortable in using Bangla (Banu & Sussex, 2001). 

Their constitutional decision to promote and establish the Bangla language at the cost of 
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relegating English, therefore, was intentionally (politically and discursively) constructed in 

order to serve not only the utilitarian and patriotic motive of the political leaders but also their 

self-interest and agendas. Similarly, later on, leaders and policy planners from different 

socio-political backgrounds showed a more affirmative attitude towards the English language 

and so were seen to revitalise English education policy (section 5.3.2.3). The language 

politics in Bangladesh were sustained and patronaged by the surreptitiousness of the 

disgruntled elite groups of the society who were annoyed at the promotion of the Bangla 

language at the cost of English—the language that gave them status, dignity and privileges 

(Rahman, 1999; Schiffman, 1999). 

The findings in the later part of this era also indicated a symbiotic orientation of 

nationalism and globalisation with regard to English and English education. As a means of 

pursuing the global call through English education, the latest policy documents, namely the 

National Education Policy (NEP 2010) and the National Curriculum of English (NCE 2012), 

showcased a more elaborate, refined and reintegrated notion of nationalism in contrast to the 

previous rigid stance of nationalism. Regardless of political and ideological differences, the 

unified effort of a nation-development strategy was highlighted in the rhetoric of the policy 

documents (NEP, 2010). Scrutinising the usability of Western curriculum policy, Bangladesh 

attempted to adapt and modernise its own curriculum policy, aiming to ensure quality 

education across the country and to develop skilled human resources in order to keep equal 

pace to compete with the global community (NCE, 2012; NEP, 2010).  

The findings regarding the context of the influence of English education policy 

showed no deviation from what Ricento (2012), Phillipson (2012), Seargeant and Erling 

(2011), Judd (1992), and Rubin and Jernudd (1971) argued, that no foreign LEPP can be 

formulated ‘in vacuo’ but must consider its perceived political, economic, educational needs 

in order to response to the call of globalisation. These influential parameters, according to 
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Baldauf (1990), work as stimuli with varying degrees of impact for the character and 

development of a foreign LEPP in different situations. By the same token, considering the 

concurrent socio-economic, political and educational needs of the country as well as 

acknowledging the previous inconsistency in policy development, along with ICT and 

Science, English education has been regarded by the NEP 2010 and the NCE 2012 as another 

key for individuals and societies to develop nationally.  

The overall discussion on the findings of the context of influence (research question 

1) thus revealed that the development of English education in Bangladesh exhibited a 

conflicting influence of colonisation, nationalism and globalisation in different times, 

powered by different political, socio-economic and educational motives. The divergences 

between colonisation, nationalism and globalisation resulted in a “stilted, sterile but 

compulsory” mood and a “covert but robust” form of English language education in 

Bangladesh (Rahman, 1999).  In this way, the macro context of influence manifested the 

notion of the ‘post-colonial puzzle’ (Canagarajah, 2005; Lin & Martin, 2005) in two ways. 

While, at one end, the internal process of decolonisation was seen to be subsumed slowly by 

the external force of globalisation, the ‘puzzle’ at the other end was predominant in showing 

the oscillation between the approaches and ideologies of decolonisation (nationalism) and 

globalisation in terms of producing a series of inconsistent policy recommendations for 

English education. While the implantation of the English language and imposition of English 

education in Bangladesh by the British colonisers was resisted and relegated in the 

decolonised Bangladesh, globalisation-  by bringing back the perception of “increased 

employability and productivity, nation-building, technological advancement and fulfilling 

personal needs” (Kirkpatrick & Bui, 2016, pp.3-6) both nationally and internationally - was 

attempting to reinsert and legitimise the scope of “linguistic commodification” (Heller, 2010, 

p. 103) in the name of accentuating the role and spread of English . This re-emergence and 
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promotion of the English language and its education, as Pennycook (2002) argued, indicates 

the re-emergence of colonialism in the globalised world order. Nonetheless, these transitions 

were neither planned methodically nor discussed vigilantly. 

Therefore, what follows next is a discussion about the latest planning and directions 

provided in the NEP 2010 and the NCE 2012 for secondary English education.   

8.2.2 Context of policy text: A clogged wheel 

Perceiving policy as text, the meso context of the policy trajectory framework was 

viewed as a representation of “cannibalized products of multiple (not circumscribed) 

influences and agendas” (Ball, 1994, p. 16). One of the contentious issues in policy text, 

according to Ball and Bowe (1992) is the issue of clarity in terms of generalisation and 

incapability to cover everything, suggesting potential impacts on policy practice. This 

section, therefore, discusses the findings related to the second research question: To what 

extent do the NEP 2010 and the NCE 2012 policy documents take into account issues and 

standards of secondary English education policy and planning?  

This question was addressed by analysing pertinent content of the latest policy 

documents, the NEP 2010 and the NCE 2012, which were also regarded as more consistent 

and coherent contributors to English education policy than the previous policy documents 

(Chowdhury & Kabir, 2014). So, it was assumed that moving away from marginalising and 

inconsistent approaches, the policy documents might manifest more robust and pragmatic 

directions about secondary English education. Given that any polity’s foreign language 

education planning should be “rational, systematic, integrated and comprehensive” (Ingram, 

1990, p. 54), the Kaplan and Baldauf (1997, 2003) LEPP framework was contextualised to 

examine the documents. Chapter 6 provided the details of the data analysis. 
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 The key findings from analysing the NEP 2010 and the NCE 2012 documents are 

synthesised in Figure 8.4.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 8. 4: The key findings of the context of policy text (research question 2). 

 

The policy documents (the NEP 2010 and the NCE 2012) displayed some renewed and 

enthusiastic planning regarding access, curriculum, methods, materials and evaluation policy, 

yet missed the mark of projecting a more concrete, adequate and advertent attention to the 

personnel, resourcing and community policy areas of English education. The analysis also 

identified some incongruities in policy directions in relation to secondary English education 

access, provision and personnel policy. This complicated projection indicated a mechanical 

and prescriptive approach to policy planning (Coleman, 1996; Nunan, 2003; Tudor, 2001). 
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That is to say, the data analysis taken as a whole conveyed a sense of overload and technical 

imposition held together by more or less convincing projections, a great deal of raw 

commitment and much aspiration. Such an approach also implied a litany of clogs within the 

policy directions, thus indicating the meso context of policy text as a ‘clogged wheel’. The 

findings also echoed the assertion of Micklethwait and Wooldridge (1996) that, “The state is 

an incredibly blunt instrument; it gets hold of one overarching idea and imposes it without 

any sensitivity to local context… [And there] is the desperate craving of politicians for a 

magical solution” (p. 99). Addressing each policy area of English education, the subsections 

below explicate the key findings. 

Equating English language with social, economic, educational and political benefits 

(both in global and local contexts), the non-native English speaking country of Bangladesh 

gave the teaching-learning of English a status and an extent of availability through the formal 

education system. English-as-a-foreign-language education was made compulsory from 

Grade 1, representing an egalitarian and astounding approach to English education access 

policy in Bangladesh (Chapter 6, section 6.3.3). Another decision put forward in the NEP 

2010, to endorse the English version of the secondary curriculum (English as the medium of 

instruction, all subject textbooks in English) from Grade 6 onwards given the institutional 

capability (NEP, 2010), implicated a hardly pragmatic policy decision since the English 

version curriculum education is only feasible and accessible for those who can afford it.  

These decisions seemed to have largely been leveraged by a controversial ideology or 

Western fallacy of early exposure, better learning (Phillipson, 1992), which is an influence of 

colonisation in the guise of globalisation. At one end, the policy of ‘English for everyone’ 

(Wedell, 2008) from the very onset of their studentship sounded to be what Hamid (2010) 

described as a reflection of the notion of social justice and equity—everyone should enjoy the 

benefit of learning English. On the other end, the ‘more English’ policy in the elitist 
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education system (English version curriculum and instruction), which is only accessible to 

the elite class people, has stigmatised the democratisation of English education access policy 

by affecting and nourishing the existing divisions in social class. At this point, it is 

noteworthy that there are 150 English medium schools in Bangladesh (BANBEIS, 2016). 

While Dhaka, the capital city, hubs 135 schools, the other 15 schools are located in 

Chittagong (8) and Sylhet (7), the two metropolitan commercial cities.  

This orientation of English education access and provision policy shows a strong link 

with the broader issue of social inequality in Bangladesh. The issue carries the complicity of 

two notions: at one end, Bangladesh is a highly inegalitarian society (Chapter 2, section 2.2) 

and on the other end, English has been regarded as the key determiner of upward and outward 

social and economic prestige and mobility. This complicity could also be represented in terms 

of the discourse of the Human Capital Approach (Esch, 2009; Robeyns, 2006). While the 

knowledge of English could be referred to as an asset, and accessing English education as an 

investment, the outcome is expected to counterbalance the cost. However, through the in-

depth analysis and critical understanding, it appeared that the ideology of ‘English for 

everyone’ as an investment was overgeneralized. This is because, ability to invest (access) 

varies in terms of its type and usability which in turn depends on social class as well as their 

affordability. Simply speaking, access to English education varies in terms of institutional 

capacity (teachers, medium of instruction, English version curriculum) as well as individual 

capacity (socioeconomic background of people). Therefore, the extent of outcome is also 

likely to vary based on the types and extent of access of English education (Section 8.2.3.2 

epitomises the context of practice).  

Constructed around the vision of human resource development through teaching and 

learning of communicative English (NEP 2010), such egalitarian yet discriminatory access 

policy of English education also furthered the redevelopment of the curriculum policy. 
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Following the instructions of the NEP 2010, the analysis of the NCE 2012 confirmed a 

manifestation of a communicative curriculum which incorporated ELT within the framework 

of a relationship between the purpose of English education, the methodology for attaining the 

goals, and the evaluation procedure to assess the appropriateness of the purpose and the 

effectiveness of the methodology (Breen & Candlin, 2001). Figure 8.5 displays the overall 

curriculum policy prescribed in the NCE 2012.  

By replacing the traditional ELT methodology with communicative, student-centred, 

skill-based ELT, the NCE 2012 incorporated teaching and learning of four skills of English 

(Listening, Reading, Writing, and Speaking) in an integrated way. The analysis of the 

curriculum policy suggested that students’ communicative competence in terms of 

interpretation, expression, and negotiation in English should be manifested through their 

skills in speaking, listening, reading and writing in English, since skills in these four 

components represent the underlying communicative competence (Breen & Candlin, 2001; 

Halliday, 1973). Moreover, realising the importance and long tradition of grammar teaching, 

the policy also instructed teachers to teach grammar contextually and communicatively.  

The curriculum policy was also seen to adopt outcome-based curriculum framework 

to ensure the overall goal of ELT (Chapter 6, section 6.3.1.1). This framework facilitated in 

restructuring the methods policy of ELT. Aligning with the NEP 2010’s proposal for bringing 

about ‘creative, practical and productive’ teaching methodologies, the NCE 2012 reiterated 

the need for bringing about pedagogical changes in order to realize the ultimate goal of 

preparing students for the competitive local and global context (Chapter 6, section 6.3.1.2). 

Criticising the theoretical approach of ELT stated in the previous curriculum policy, the 

methods policy in the NCE 2012 advocated for a ‘learning by doing’ approach to teaching 

English. This approach suggested different learner-centric, interactive and communicative 

class activities, namely discussions, pair/group work, story writing, debates, role play and 
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question-answers. In this regard, the English teacher’s role was redefined and redirected that 

of facilitator rather than a mere lecturer or knowledge transmitter, implying that the teacher 

would facilitate, guide and monitor the communicative process between students, materials, 

activities and him/herself. The intention to advocate such notions of ELT methodologies also 

echoed the maxim that language teaching and learning is an interactive process between 

teachers, students, materials and activities (Breen & candling, 2001).   

 

 

 

 

 

 

 

 

 

 

 

 

Figure 8. 5: The overall curriculum policy including methods, materials and evaluation 

policy (adapted from Breen & Candlin, 2001, p. 10). 

The analysis of the NEP 2010 also indicated an urgent emphasis on reconsidering 

materials and evaluation policy of English education in line with the revised curriculum and 

methods policy. The materials policy in the NCE 2012, therefore, included a set of guidelines 

for the textbook writers to redesign the English for Today (EFT) textbook series.  The 

textbook writers were advised to incorporate content, topics and activities following the 

outcome -based curriculum framework (Chapter 6, section 6.3.1.3), so that students get ample 

opportunities to practice four skills of English in an integrated way to gain confidence and 
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competence in using English in real life situations. As a consequence, the EFT series were 

redeveloped, published and distributed in 2013.  

Connectedly, the analysis of the NCE 2012 indicated that the evaluation policy for 

secondary English education was itself incorporated within the communicative process of 

teaching and learning. By discouraging the rote-learning tradition, the evaluation policy was 

realigned with the revised curriculum, methods and materials policy. The inclusion of 

listening and speaking tests as formative or continuous assessment tools in schools, in this 

regard, led to the scope of generating potentials through continuous and formative feedback 

for shaping and guiding the English teaching-learning process. Marks distribution from Grade 

6 to 10 were reset (Chapter 6, section 6.3.1.4) arguing that the value and legitimacy of 

summative evaluation depended on “students’ relative and gradual progress and achievement 

of particular target repertoires through formative assessments” (Breen & Candlin, 2001, p. 

23). However, neither the NEP 2010 nor the NCE 2012 directed about the supervision of the 

extent of implementation of evaluation policy in secondary schools.  

From the above discussion, it is instructive to discuss whether the NEP 2010 and the 

NCE 2012 reconsidered the personnel, resourcing and community policy of English 

education to carry out the above-mentioned policy directions. The research identified that 

these three policy areas were not attended properly and thoughtfully by the policy documents. 

Instead, a mere cosmetic touch-up was shown, suggesting ‘clogs’ in policy directions. For 

instance, analysis of personnel policy articulated a perceived need to ascertain quality teacher 

recruitment and to provide the teacher pool (regardless of the subjects) with professional 

development opportunities through training, yet, with no explicit or particular directions for 

English teachers (Chapter 6, section 6.3.2.1). There was nothing mentioned about the 

professional qualification, either in terms of educational level or professional preparation, of 

the existing secondary English teachers. The policy measures reflected a naive conception of 
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the professional qualifications required for secondary English teachers and thus was creating 

more problems than it was meant to solve. A similar silence was evidenced in the resourcing 

and community policy. Though the NCE 2012 mentioned the necessity of CDs, CD players, 

TCGs, other audio-visual materials and, most importantly, sufficient funding for each school, 

no directions were stipulated to ensure its availability (resourcing policy). The analysis of 

findings also failed to demonstrate any policy to include English teachers or other curriculum 

policy implementation stakeholders (school principals and teacher trainers) in the policy 

development process (community policy).  

The silences of the policy texts appeared from the findings of this study to have three 

stances. Policy makers perhaps assumed that English teachers across secondary schools in 

Bangladesh required the same academic qualifications and that, consequently, short-term 

training like ELT-INSETs would provide them with these qualifications and enable them to 

practise the revised curriculum policies effectively in the classroom. The second was, that the 

revision of access, curriculum, methods, materials and evaluation policy perhaps did not 

reflect a realistic analysis of the actual situation in terms of the qualifications of the existing 

English teachers, or the availability of resources needed for secondary English education. The 

third was that the policy makers prescribed the English education curriculum and other 

policies without tapping into what the curriculum policy implementation stakeholders (ETS, 

SPS and TTs) might have to say, nor did they wish to hear their voices. 

In all cases, the less ecological approach (Hu, 2005) was taken in the name of 

inappropriateness and impracticability of context, thus indicating ‘clogs’ in the overall policy 

planning of the NEP 2010 and the NCE 2012. That is to say, the approach suggested by the 

revised policies implied a technical perspective on English education with of view of 

‘English for everyone’ and ‘more English’ access and CLT as the route map to the perceived 

destination of human resource and nation development. Although the underlying motivations 
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and principles of these policy revisions offered potential, they did not guarantee the 

attainment of these goals. This was particularly so because secondary schools across 

Bangladesh varied greatly in terms of different situational factors including infrastructure, 

logistic support, teacher recruitment and qualifications, type and status (government, non-

government, madrasah, English-medium), economic conditions (rural, semi-urban, urban), 

and above all the socio-economic conditions of students. As a result, effective English 

education was predicated crucially on the availability of quality English teachers and 

resourcing support. Without outlining a concrete community policy, there will always be 

clogs in terms of gaps, silences and incongruities in policy planning that will impact upon the 

actual practice of English education in the classroom.  

An in-depth reflection on the above-mentioned discussion warrants two implications. 

One is that policy makers could have provided appropriate, comprehensive, elementary plans 

in terms of personnel, resourcing and community policy to ensure the maximum extent of 

practice of curriculum, methods, materials and evaluation policy to maximise the benefits of 

the robust English education access policy. The other is that they could have re-devised the 

access, curriculum, methods, and evaluation policy from ecological perspectives by 

considering the notion of contextual appropriateness and the practicability of secondary 

education. While acknowledging the merit of the first implication, this discussion sees the 

latter one as more crucial, since teaching English either as a second or a foreign language is 

influenced deeply by and hence connected with the theories, practices, and contexts of ELT 

and the history of colonialism. In other words, it would be a mistake to assume that the 

development of school English language curricula, methods, materials, evaluation and other 

relevant policy areas are governed purely by the rational actions of Applied Linguistics. 

Instead, these originated in and were circulated as part of European or Anglo-American 

contexts.  Such a connection, as Pennycook (2002) argued more succinctly, runs far deeper: 
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ELT theories and practices that emanate from the former colonial powers still carry 

the traces of those colonial histories because of the long history of direct connections 

between ELT and colonialism […….]; ELT not only rode on the back of colonialism 

to the distant corners of the Empire but was also in turn produced by that voyage. (p. 

19) 

 

In connection with this, the literature on CLT also criticised the colonial enterprise of 

English language and ELT and expressed doubts about its authenticity, acceptability and 

adaptability in non-western countries’ sociocultural contexts (Chick, 1996; Kumaravadivelu, 

1993, 2006; Nunan, 1987; Prabhu, 1987; Savignon, 1983, 1991; Shamim, 1996; Swan, 1985; 

Thornbury, 1996; Widdowson, 1990, 2003). Chick’s (1996) critical wonder about the CLT in 

the African context that the “choice of communicative language teaching as a goal was 

possibly a sort of naive ethno-centricism prompted by the thought that what is good for 

Europe or the USA had to be good for KwaZulu” (p. 22) could also be placed well in the 

Bangladeshi context. That is to say, English education curriculum, ELT methods are mostly 

laden with what Pennycook (1989) referred to as “interested knowledge—the quasi-political 

or mercenary agendas of their proponents” or what Phillipson (1992) demonstrated as the 

powerful centre and the vehicle of ‘linguistic imperialism’.  

The above discussion on the context of policy text (research question 2) revealed that 

the egalitarian yet discriminatory access policy of English education necessitated subsequent 

revisions in curricula, methods, materials and evaluation policies. Though the revised policies 

in these areas sounded strategic, productive and aspiring, the analysis failed to sense any 

insightful attention towards personnel, resourcing or community policies, thus, suggesting not 

only a lack of insight and coordination among the policy sectors but also engendering clogs 

in the overall policy wheel of English education. Such findings also indicated that policy 

revisions have taken a technical, ‘imposed’ perspective embodied in a politically and 

culturally imperialist stance (Pennycook, 1989, 2000, 2002; Phillipson, 1992) in prescribing 

curriculum, and methods (as CLT is of Western origin), materials and evaluation policies, 
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disregarding the prevailing diversity, the voices, and the practicability and affordability of the 

actual context. Therefore, the overall analysis of findings regarding the meso context of 

policy text reflected the notion of a ‘clogged wheel’, which, as Bowe et al. (1992) asserted, 

refers to “carry[ing] with them [policy texts] both possibilities, constraints, contradictions and 

spaces” (p. 15). It was, therefore, logical and interesting to explore what happens in the 

context of policy practice—the secondary schools. The next section provides a discussion of 

that exploration.  

8.2.3 Context of practice: Lived experiences of rejections, negotiations, disparities, and 

contestations 

The policy trajectory framework defined the context of practice as a complex, 

contested and dynamic site (e.g. within institutions and classrooms) where policy intentions 

and directives were assumed to be practised or enacted by the related agencies (Bowe et al., 

1992). The context of practice, therefore, makes the normative, encoded policy texts ‘live’ 

(Ball, Maguire & Braun, 2012 , p. 1), and “open to erosion and undercutting by action” (Ball, 

1994, p. 10). Having conceptualised policy practice as a complex and non-linear aspect of the 

overall policy process, this section discusses the findings related to the third research 

question: How are issues and standards of secondary English education practised by English 

teachers, school principals and teacher trainers (curriculum policy implementation 

stakeholders) in Bangladesh? 

This question was addressed primarily by using semi-structured interview data 

collected from 31 participants. These participants were selected from three different sets of 

stakeholders, English teachers, school principals, and teacher trainers, assuming that their 

direct involvement with the actual practice of secondary English education in Bangladesh 

would provide the study with intuitive, rich, diverse and holistic data. Alongside the 

interviews, school observation data were included to substantiate the relevant findings. 
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Chapter 7 presented in detail the thematic analysis (Braun & Clarke, 2006, 2013; Simons, 

2009) of the data. Figure 8.6 synthesises the key findings relating to research question 3: 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

Figure 8. 6: The key findings of the context of policy practice (research question 3). 
 

The analysis of these data revealed that, despite  these policies being viewed 

positively,  in their implementation there were struggles, rejections and negotiations 

(individual level) at the micro level of classroom practice (reported in section 8.2.3.1). Such 

notions of practice also reflected complexity, overlapping and entanglement in relational 

dimensions and connectedness of different elements (reported in section 8.2.3.2, 8.2.3.3, 

8.2.3.4 and 8.2.3.5), led by disparities and contestations within the bigger system of education 

(organisational context). In the light of related literature (Chapter 3, section 3.5), these 

assertions are discussed below with the specific details and elaborations of the key findings 

from a critical stance.   
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8.2.3.1 Positive attitude, rejection and negotiation in curriculum policy practice 

 The participants in this study showed positive attitude towards English education and 

English curriculum policies (methods, materials, evaluation), , yet at the same time they 

indicated that most had rejected them outright while a few had negotiated changes in their 

practice (Chapter 7, section 7.2.1.2).  

The majority of the study participants recognised the importance of English 

education. Viewing English as a time-demanding subject, these participants added that 

English education is necessary for both personal and national development. This common 

viewpoint can be attributed to the well-established dogma that English education is a way to 

keep pace with the global world. However, the participants’ responses also highlighted the 

issue of equal provision of English education across secondary schools. ETs from rural 

schools reported the fact that both students and teachers in this type of institution viewed 

English as the topmost difficult subject, and that if their students were able to pass English 

they would pass overall in the examination. Due to the absence of quality English education 

provisions in rural schools, they further emphasised the need to provide vocational education 

for rural students to gain employment opportunities in future. The TTs also criticised the 

English education policy makers for their heavy dependency on Western frameworks for 

developing English education curriculum policies in Bangladesh.  

Most of the participating ETs, TTs and SPs welcomed the revised English curriculum 

2012 and also were aware of the curriculum directions regarding ELT methodologies, 

materials and evaluation strategies. ETs who were mainly from the city schools, SPs and TTs 

viewed the latest English curriculum policy as a cornerstone for facilitating and developing 

students’ communicative competence in English, particularly with the amplified emphasis on 

teaching, learning and assessing listening and speaking along with reading, writing and 
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grammar through more interactive, communicative activities in the classroom. A comparative 

reflection on the experiences of previous and present ELT also attributed to the participants’ 

positive perceptions of curriculum revision (Section 7.2.1.2.1).  

Relatedly, some participants also showed positive attitudes towards the revised EFT 

materials, perceiving them as updated and resourceful for teaching and practising the 

contextual usage of English language in classrooms. They appreciated the wide range of 

topics and picturesque presentations along with the ways in which they accommodated the 

newly included outcome based teaching-learning activities on the four main language skills 

(Section 7.2.1.2.3). 

Apart from the positive views and attitudes towards the curriculum policy, the data 

analysis also yielded a sense of a ‘trigger’ (Hiver, 2015) among the participants, particularly 

the ETs; that is, an underlying drive to bringing about changes in ELT from the conventional 

approaches. This drive, according to Hiver (2015), can take two paths: it can either increase 

in force and resettle the status quo into the intended one, or it can be detoured and ‘dampened 

down’ by the force of constraints nested in the overall education system. In this study, the 

micro context of curriculum policy practice appeared mostly to follow the latter path, with a 

sense of rejection outweighing the negotiations within and compliance to the revised 

curriculum policy. The interaction between the English teachers’ understanding of the 

approaches to ELT (CLT), the pedagogical methods and techniques they attempted in their 

classroom teaching and the absence of follow-up continuous assessment yielded an overall 

picture of a limited and ineffective practice of English education at the classroom level. The 

subsequent parts of the current section discuss this assertion. 

Though showing positive views towards the vision of the revised English curriculum 

policy, almost all ETs reported it had failed to influence their traditional method of teaching 

English. The teaching approaches reported in their interviews referred only to encouraging 
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students in reading and writing, with no concentration on speaking and listening, let alone 

conducting interactive, participatory classroom teaching-learning activities (Chapter 6, 

section 6.4.4.2). Instead of complying with skill-based English teaching (Chapter 6, section 

6.4.3.1), the majority of the ETs said that they were still practising content or product-based 

pedagogy without any appropriate contextual/situational activities. The participants also 

reported using deductive approaches to grammar teaching via the traditional method of 

grammatical rules and examples, in contrast to the policy recommendation to teach it 

contextually (Chapter 7, section 7.2.1.2.2).  

With most interviewees indicating that they had rejected the curriculum and methods 

policies, only four ETs underscored the importance of learner-centred, interactive ELT 

strategies and shared stories of negotiations within their constrained contexts. While 

discussing the development of communicative competence in students, 1 participant from a 

rural school and 1 from a semi-urban school reported creating in-house ambience and 

platforms to encourage their students to speak in English without being afraid to make 

mistakes. They felt that these attempts had facilitated the development of both their students 

and their own communicative power in English. Furthermore, some ETs reported having 

negotiated away from the previous stance of didactic pedagogy and recognised their roles as 

facilitators, guides and demonstrators in English classes. Some had attempted to ensure equal 

involvement and participation of both the motivated and less motivated, weaker students in 

interactive activities. 

As far as teaching and learning materials were concerned, the majority of the ETs had 

tended to reject the English for Today (EFT) textbooks in their teaching practices. The data 

showed that the EFT books were heavily inclined towards “teaching English rather than for 

learning it” (Tomlinson, 2008, p. 3), instead of considering the level of students across the 

secondary schools in Bangladesh. What was reported by the participants regarding the quality 
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of EFT books in terms of activities (reading, listening skills) also reflected the notion of 

‘product-oriented materials’ which failed to bring about opportunities for engaging students 

interactively, opposite to the desired outcomes of ‘process-oriented materials’ (Widdowson, 

1981). Along with rural students’ lower capabilities, the influence of the examination 

question patterns was also identified as a barrier resulting in non-compliance with the use of 

textbooks. The ETs reported that they were heavily dependent on commercial guidebooks as 

a way of preparing students for examinations in order to avoid the strict accountability 

penalties (for the teacher and the school) associated with low pass rates in the high stake 

examinations (Section 8.2.3.5 details more).  

However, two outliers were found in the data analysis. Instead of rejecting the EFT 

textbooks completely, these ETs were trying to readjust and improvise their use within their 

contexts. One of these teachers (from a city school), showing a strong inclination towards the 

EFT books, reported that she tried to make her English class interesting and more activity 

based by taking ideas from the EFT books and customising them with additional helping 

materials like video clips or games. The other, from a semi-urban school, said that, despite 

the unavailability of CDs, a CD player, and even the written scripts of listening tracks for use 

in listening activities, he would read aloud from the reading texts and ask his students to take 

notes, as a means of giving them listening input. Then he would ask questions and the 

students would answer. This type of alternative use of the EFT books reflected his way of 

negotiating the practise of a communicative approach of ELT within the constraints of his 

context.   

With respect to the practice of secondary English evaluation policy, all the 

participants in a voice reported their stance of rejection. They acknowledged that the 

inclusion of listening and speaking tests in schools, in the form of continuous assessment, is 

worthwhile not only to identify students’ weakness and strengths but also to assess teachers’ 
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teaching methodologies. Nonetheless, there was no reference in any of the participants’ data 

to following the revised assessment policy. The current patterns and content of test items 

(both in schools and in high-stake exams) basically assess students’ knowledge of forms 

(with reading, vocabulary, grammar and writing test items) and so there were almost no 

reports of students’ communicative competence being assessed.  

 The overall discussion about the implementation of the curriculum policy (including 

methods, materials and evaluation) in this current section has asserted the notion of agentic 

exercise of policy implementers in the name of rejection and negotiation or readjustment 

(Chapter 3, section 3.5.1). This analysis can also be equated with what Bowe et al. (1992) 

claimed, “The reality of policy in practice depends upon the compromises and 

accommodations in particular settings” (p. 15). The participating ETs’ use of agentic 

discretion in practising the policies was an expression of a feature of the work of ‘street-level 

bureaucrats’ (Lipsky, 2010), implying that they actively made their own decisions regarding 

following the policy guidelines within the specific context of their classrooms (Goldstein, 

2008; Lo Bianco, 2010) to address their specific circumstances (Hupe & Hill, 2007). In this 

way, though having positive attitudes towards the revised English curriculum policies, there 

were instances of their rejection, struggles and negotiations in practising the central (top-

down) policy.  

It has already been mentioned (Chapter 3, section 3.5.2) that another central feature of 

policy practice is the relational dimensions or connectedness between multiple elements of 

the policy. As such, the extent of a mutual and balanced interaction of these elements 

leverages the extent and quality of policy practice within the overall educational setting. The 

notions of rejection and negotiation in the context of policy practice also demonstrated the 

impacts of relational dimensions which have been discussed in the following sections. 
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8.2.3.2 Disparity in access to and provision of secondary English lanaguge education  

 

Following the flow of globalisation, the rising importance of English education in 

Bangladesh was also influenced by the national motive for developing effective socio-

economic and human capital. The flow of this movement contributed to the re-development 

and re-introduction of a uniform English curriculum across secondary schools. However, 

proper access and implementation of such an egalitarian approach was not informed carefully 

by the reality of affordability and viability in Bangladesh. Moreover, the provision of English 

education in Bangladesh was reflected clearly as a commercial commodity consumed by all 

classes of people according to their ability to afford it. So, the promises and aspirations have 

tended to turn into mere political eyewash (Hamid, 2003) or linguistic ornaments of policy 

documents to achieve the milestones of the Education for All (EFA), Millennium 

Development Goals (MDG) and Sustainable Development Goals (SDG) imposed by Western 

capitalist societies. 

An existing notion of disparities among the participating schools in relation to their 

status, management, economic conditions, infrastructures, and teacher recruitment and 

qualifications facilitated such critical insights. Along with the interviews, the observed data 

showed a strong correlation between these factors and the extent of access to English 

education and practice of English curriculum policy in the schools (Chapter 7, section 7.2.2.1, 

7.2.2.4). It was observed that the low-functioning schools in relation to these factors 

struggled more with practising English education related policies. In fact, the practice was 

nearly absent in these schools. The picture was the opposite in schools in city areas. For 

instance, while the rural schools were struggling to ensure minimum facilities, the city 

schools were experiencing the features of quality education backed up by economic 

assurance.  
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The schools located in the rural areas were reported as experiencing difficult and 

trying conditions. During the data collection, it was revealed that the majority of these 

schools were under-resourced, and did not expect to receive any other required financial or 

logistic support. The infrastructure of the rural schools was minimal: one big room was seen 

to be partitioned with a plastic board to accommodate students in two separate grades, with 

no other facilities. The related study participants (SPs and ETs) also reported that they 

struggled to realise the intended focus of English curriculum policy and recommended 

teaching methodology portrayed in the EFT books against such underprivileged working 

backdrops. English teachers, with the minimum resources of a blackboard and chalk were 

exhaustedly conducting maximum 6/7 classes per day of various subjects, with an average of 

60-100 students. They expressed their helplessness in teaching and practising reading and 

writing skills effectively, let alone speaking and listening skills. Moreover, the teachers’ 

salaries were very meagre in comparison to their daily needs. So, to survive and support their 

families, they had to consider extra income sources, either by running additional businesses 

or engaging extensively in private tutoring.  

Another cause for concern was the different types of students attracted to rural and 

urban schools. Those is rural areas, including religious schools (madrasah), attract students 

from lower class/poor families whereas the well-resourced private schools in metropolitan 

areas are accessed by students from wealthy backgrounds. It is worth noting that around 1.4 

million students study free of cost in Qawmi madrasahs (BANBEIS, 2016) where English is 

not taught at all. On the contrary, the main-stream education provision is getting more 

expensive day by day. In addition, the English medium education, in which all subjects are 

taught in English happens mostly in private schools in the cities; these charge higher fees and 

are only accessible to students from upper, upper middle and middle class families.  
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The issue of social class, a non-cognitive factor, has crucial implications for the 

implementation and outcomes of English education policy. Stated differently, the relationship 

of school capacity and students’ wealth (socioeconomic) is critical and interrelated with 

implementation of the policy (Chapter 8, section 8.2.2), and so should be considered 

seriously. The main point of this discussion is that a lack of insight and, above all, lack of 

coordination among local and international policy planning stakeholders, have caused the 

English education access policy to be disputed and fragile, which in turn has contributed 

significantly to the social, and economic inequalities in Bangladesh. While the nation’s socio-

economic and human development discourse promotes the instrumental value of English 

education, the unequal access to and provision seem to play a crucial role in segregating and 

marginalising human resources based on their English competence.  

Additionally, English education policy has suffered consistently from ‘inadequate’, 

‘miserable’ and ‘misapplied’ resourcing (Allen, 1994; Hamid & Erling, 2016; Haq, 2004). 

The budgetary allocations for education in Bangladesh has not been sufficient compared to 

those of neighbouring developing South Asian countries (Chapter 2, Figure 2.4). The current 

allocation of the GDP to education is only 2.18% (BANBEIS, 2016). Therefore, it is not 

surprising that resources allocated to English education are too little to be dispersed 

proportionately across sectors. This gap between the extent to which Bangladesh is 

practically capable of spending on English education and the policy promises it has 

committed echoes what Pearson (2014) calls ‘policy without planning’.  

8.2.3.3 The profiles of ETs, TTs and SPs   

It is recognised universally that the extent of success or failure in curriculum policy 

implementation depends largely on classroom teaching-learning practices (Hargreaves & 

Fullan, 1992). In the same vein, teachers’ professionalism, including their subject knowledge, 

pedagogical skills and linguistic proficiency, is an important factor in enhancing the success 
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and quality of any curriculum or education policy (Park & Hannum, 2001). However, the 

data analysis revealed a disappointing picture in this regard. Many of the study participants 

who had been English teachers for a significant period of time felt they were identified as 

Jacks of all trades, trying to offer a “one size fits all” approach. They tend to come from a 

range of backgrounds, not all of which included an English specialisation (Chapter 7, section 

7.2.2.4.1). In Bangladesh, a large percentage, 76.22%, of the existing English teachers do not 

have the optimal academic qualifications to teach English (Chapter 2, Table 2.2).  

Almost every teacher recruited for this current study was found to be overburdened 

with 6 to 7 classes per day. They had to teach English along with Bangla, Maths, Science, 

Religion, Accounting or Bangladesh Studies, plus do some administrative tasks. They 

reported that fatigue and workload undermined their motivation, productivity, quality and 

efficacy. Moreover, the study participants’ pedagogical practices reflected the prevailing 

ethos of traditional, grammar-based, teacher-centred, exam-oriented approaches to English 

teaching given their academic, pedagogical and linguistic knowledge as well as their under-

resourced working context. These factors made it nearly impossible for them to follow the 

EFT books or to teach English using CLT approaches (Chapter 7, section 7.2.1.3.1). In order 

to manage these conditions, the teachers simply followed the short-cut, mechanical and 

exam-oriented teaching strategy aiming at ensuring high pass rates in the examinations. Thus, 

ETs’ constant struggles mostly resulted in their rejecting the curriculum, methods, materials 

and evaluation policies. 

The current study also elicited some critical insights about struggles and compromises 

in the under-researched area of English teacher trainers’ experiences and perceptions of their 

professional lives and work. The TTs’ reflections on their role as teacher educators/trainers 

indicated the absence of any explicit or systematic preparation for this job. They agreed that 

relevant and higher educational qualifications were required for their profession. For 
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example, some TTs had completed their second Master degree or professional education in 

ELT after joining the profession. They also admitted that they had not been given any formal 

training in designing or developing training programs. Their work was confined to 

conducting sporadic training sessions and doing the related administrative work. The TTs 

expressed the need to expand their role to include post-training monitoring and awareness-

raising workshops for school principals so that their professional roles could be seen as 

supportive mediators of English education policy.  

The SPs’ profiles also showed a discouraging picture. In the absence of any proper 

awareness about English curriculum policy directions and in-house monitoring systems, few 

of the SPs knew anything about which methodology should be used in ELT and why, and so 

were not able to monitor their ETs’ performances effectively (Chapter 7, section 7.2.1.3.2). 

8.2.3.4 Struggle for professional support    

Professional support for training and collaboration in their working contexts also 

emerged as a critical issue for the ETs, TTs and SPs alike. 

In Bangladesh, the insignificant provision of pre-service teacher education or training 

to teach English in conjunction with its theory-laden curriculum pattern has problematised the 

professional development of English teachers. The government, following the NEP 2010 

policy rhetoric, has started to provide ELT-INSET support for pedagogically unprepared ETs 

to mitigate the long-standing issue of quality training. However, the INSETs have been put in 

place only to help teachers to obtain paper qualifications. This was evidenced from the data 

analysis (Chapter 7, section 7.2.2.3.1), which identified some issues of quantity, quality and 

relevance of these local ELT-INSETs. Along with the sporadic nature of ELT-INSET 

provision, the participants highlighted the ambiguous trainee selection procedure, the absence 

of a culture of needs analysis, the lack of appropriate monitoring systems (while- and post- 



270 
 

INSET), and the low quality of trainers as major issues. They also reported concerns about 

the prevailing theory-based teaching methods with less practical contents, reluctance to 

reduce the heavy reliance on the decades-old training materials (prepared by an international 

project in 1997), the lack of attention towards developing teachers’ linguistic capability, and 

under-resourcing as well as top-down, power-coercive ELT-INSET management. In this way, 

the professional support for ETs appeared as a mere lip-service arranged and catered for by 

government institutions. These are all reasons why the envisioned change in quality of 

English teacher is still scant in practice. 

A pertinent and critical issue to mention here is that, given the national capacity of 

English teacher training in terms of both quality and quantity, Bangladesh has been heavily 

dependent on English language and education projects delivered by international donor 

agencies, which is another form of ‘imperialism’ of Western culture of offering aid in English 

education across the developing countries in Asia and Africa. Though projects which were 

traditionally commissioned and carried out by experts from the donor agencies received 

positive evaluations and feedback (Brumfit, 1983; Fox, 1975, Hamid, 2010), the local 

scholars criticised these international ‘gifters’ (Hunter, 2009) for being tactical in conducting 

aid-related strategies in the name of supporting the ELT provision (Smith, 1998). They 

argued that those ‘gifters’ tended to bring ‘their own agendas and conditions to the planning 

table’ and that ‘there is usually no such sentiment as altruism at the apex of activity in a 

donor-recipient relationship’ (Bolitho, 2012, pp. 35-36) for the ‘lenders’ (Hunter, 2009). 

Consequently, multiple international ELT projects with shared goals, project names and 

project donors ended up contributing to “a culture of hostility, whether real or symbolic” 

(Hamid, 2010a, p. 305) bin Bangladesh and so eventually failed to make a radical and 

sustainable impact on improving the quality of English teachers (Hamid & Erling, 2016).  
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The TTs in this study also expressed concerns about the quality of Training of 

Trainers (ToT) programs, and reported these as merely ‘eyewash’, ‘theoretical’ and a 

‘wastage of time and money’, bringing no effectiveness to their professional development 

(Chapter 7, section 7.2.2.3.2). Instead, they argued for incorporating such pedagogy in ToT or 

professional courses, which they thought should involve ‘a knowledge of teaching about 

teaching and a knowledge of learning about teaching and how the two influence one another’ 

(Loughran, 2008, p. 1180) in order to enhance their professional excellence. Then, the 

interviewed TTs also expressed their feelings of being under-appreciated and under-paid, 

leading them to feel less committed to their profession and less likely to want to remain in it.  

The participants also reported the notion of an ‘egg-carton’ structure (Lortie, 1975) in 

their working contexts (Chapter 7, section 7.2.2.3.1). This refers to the culture of working in 

isolation, with little or no collaboration with, or appreciation from, their senior colleagues, 

thus limiting the extent to which they were able to implement the revised English curriculum. 

For example, while attempting to employ new ELT methods and techniques with enthusiasm, 

some ETs had experiences of conflicts with other ETs. As a result, the ones who were trying 

to be innovative felt alone in their working spaces and so became less likely to be able to 

influence any moves away from the prevailing traditional teaching methods and conventional 

attitudes towards ELT. Three TTs also shared the same experience in their context. Thus the 

data indicated that support from colleagues seemed to be significant in shaping and 

expanding ETs’ pedagogical practices.  

In the same vein, the SPs also indicated that, due to professional and communicative 

isolation, they had failed to move beyond the traditional norm of practice of ELT in their 

schools. Bringing the reference of other schools, the ETs tended to hold back from making 

any changes in the traditional ELT landscape. Such a sense of isolation was also reported by 

the TTs, who mentioned a lack of peer collegiality or collaboration in their working contexts. 
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Instead of receiving collegial support, the TTs’ reflections were devalued and so they had to 

work ‘behind closed doors’ (Cuban, 2013), with a very little amount of, or sometimes 

irrelevant, ineffective support. This lack of support not only inhibited the implementers’ 

professional development, but was also likely to fail to encourage them to make any quality 

changes in the actual practice of English education.  

8.2.3.5 The contested culture of education  

The analysed data also illustrated the strong influence of the contested culture of 

education, in terms of high-stake public examinations and a top-down policy process, 

resulting mostly in the rejection of the English curriculum policy (Chapter 7, section 7.2.2.2). 

A critical issue that emerged in relation to the practice of evaluation policy was the 

monopoly of local, commercial, profit-imperative guide books over the non-commercial, 

national EFT textbooks. The participants reported that neither teachers’ curriculum guide 

books nor sample question formats were provided by the NCTB on time, despite the fact that 

the data collection for this study occurred more 3 years after the English curriculum was 

revised. So, they had to use the commercial guidebooks as the simplest solution. Instead of 

driving students’ English language acquisition and development, the design and delivery of 

these commercial guidebooks are based mostly on what the exam pattern looks like. Their 

colourful, attractive, catchy words promising only the ‘magic formula’ of examination 

preparation thus attract potential customers. On this matter, some participants (Chapter 7, 

section 7.2.2.2.1) also reported the replication of questions from those books in the national 

examinations.  

The pattern of national examinations, which are ‘external yet powerful devices’ 

(Shohamy, 1993a, p. 186), also influenced the implementation of the curriculum and methods 

(CLT approach) policies. The exam-oriented teaching-learning culture extensively endorsed 
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and legitimised the rote-learning ‘parrot-fashion’ process and the practice of grammar-based, 

traditional, teacher-centred teaching and learning with very little or even no practice of the 

actual communicative English skill. The teachers completely rejected the policy of preparing 

questions for school-based examination (Chapter 6, section 6.3.1.4). Instead, they were in 

involved in the practice of buying questions from the local publication agencies. Moreover, 

the school-based examinations tended to exclude listening and speaking activities from the 

EFT books and tests, given that these two skills had not been included in the national 

examinations question pattern and hence seen by the participants as ‘useless’, a ‘mere 

wastage of time and effort’. So, the participants explained that the majority of students, 

instead of learning the technique of answering questions and, most importantly, of learning 

English properly, were being encouraged and advised by their ETs and parents to spend long 

hours memorising guidebooks which produced model answers to reading comprehension 

questions, vocabulary lists, compositions and letter writing. In this way, maximising the pass 

rate in the high-stake examinations had become the ultimate focus at the cost of the value and 

purpose of the curriculum, its prescribed teaching-learning methodology, and the purpose of 

the national EFT textbooks.  

Based on the data analysis, the most significant repercussion of the assessment policy 

was the degradation of the quality of overall education. The participants asserted that the 

whole education culture had become certificate-laden at the expense of appropriate 

knowledge and quality education. The ETs reported that, in order to increase the pass rate, the 

pertinent stakeholders advised them to be ‘kind’, ‘generous’, to imagine the students as ‘their 

own children’ while marking their scripts and also to remember ‘to assign marks if they 

(students) simply attempted the question’ (Chapter 7, section 7.2.2.2.1). A national daily 

newspaper (The Prothom Alo, July 26, 2017) also reported such allegations, along with leaks 

about the examination questions and slipshod invigilation of examination hall rooms. Figure 
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8.7 shows a picture of dramatic and radical increase in pass rates in public examinations 

during the last decade. 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 8. 7: Pass rate of SSC examination from 2000-2017. 

 

Interestingly, while this section was being written, the researcher’s attention was 

drawn to a news report in which the Education Minister confessed indirectly to the above-

mentioned allegations and stated that pass rate for the SSC examination in 2017 came a bit 

down to 80% because ‘an order has been given for strict script checking’ (The Prothom Alo, 

2017). The same Minister had previously said “Why would the students fail? There will be no 

chance for students to fail in the examinations” (The Prothom Alo, 2017). These statements, 

along with scholarly reports on education in general and English education in particular, 

clearly showed that increasing the pass rate in public examinations (be it PSC, JSC, SSC or 

HSC) is purely a political persuasion to show the nation as well as the international agencies 

that Bangladesh has been able to set a milestone in its education sector by attaining the 
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MDGs in ‘a well in advance’ position (executive summary of BANBEIS, 2016) and moving 

to attain the SDG, albeit at the cost of providing and ensuring the quality education.  

Regarding the culture of policy process, the data analysis (Chapter 7, section 

7.2.2.2.2) clearly showed the practice of a ‘power distance’ level (Hofstede, 2001) 

manoeuvring English education and curriculum policy and practice context. The policy 

process in Bangladesh is relatively centralised, top-down, authority-centred, theory-driven 

and hierarchical, rather than a collaborative, inclusive, consensus-seeking model ‘based on a 

shared understanding and appreciation of implementation realities and constraints’ (Waters & 

Vilches, 2008, p. 19). The direct voices and roles of policy implementers have always been 

disregarded in this process. Senge and associates (1999) made a similar point: 

The fundamental flaw in most innovators’ strategies is that they focus on their 

innovations, on what they are trying to do—rather than on understanding how the 

larger culture, structures, and norms will react to their efforts. (p. 26) 

 

The bureaucratic and top-down nature of the policy-making culture created a sense of 

averseness in the micro-level policy implementation stakeholders who felt they were 

regarded as ‘street-level bureaucrats’ (Lipsky, 2010), ‘soldiers’ (Sohamy, 2006) or 

‘gatekeepers’ (Chua & Baldauf, 2011) when it came to carrying out the language education 

policy. They said they were inadequately valued and supported while trying to enact policy 

directions in their contexts, and so mostly tended to reject bringing about any qualitative 

changes to their long traditional practices.  

The study findings indicated that all three groups of participants suffered from 

pressures and a lack of support in their respective contexts.  The TTs felt unsupported in 

terms of managing, renovating and conducting ELT-INSETs in a situation of bureaucratic 

conflicts at the ELT-INSET management level and were excluded from EFT development 

ventures. In a similar vein, the ETs were discouraged by their SPs from employing interactive 

activities in their classrooms, digital technologies in their English teaching or listening-



276 
 

speaking tests in school-based examinations. The SPs reported being pressured from the 

‘upper level’ to safeguard the maximum pass rates in high-stakes examinations that 

determined the amounts of financial allocation from the central body. These inharmonious 

attitudes in the participants’ various contexts resulted in all three groups developing a stance 

of unaccountability and rejection in their practices (Chapter 3, section 3.5.2).  

The above discussion (section 8.2.3.2 to 8.2.3.5) reflects ‘the messy practices of 

relationality and materiality’ (Law, 2007, p.2), suggesting a complex phenomenon of 

relational dimensions or connectedness between multiple elements or standards experienced 

by policy implementers in their context of practice, as expanded in the literature review 

chapter (section 3.5.2). The discussion, replicating the views put forward by Ball, Maguire, 

Braun and Hoskins (2011), indicated that the context of practice is a ‘classically complex, 

single system made up of multiple interacting parts’ (p. 637) including the provision of 

English education, professional pools, professional support, and the culture of education.  

This complexity resulted in the stakeholders either rejecting the policy directions or 

negotiating changes that they could make within the constraints of their contexts, and these 

compromises created complex conditions for the collective behaviour of the bigger system of 

English education (Davis & Sumara, 2006; Larsen-Freeman & Cameron, 2008). The 

discussion, thus, establishes the fact that English education-related policies in Bangladesh are 

not implemented as planned and directed in the policy texts. 

8.3 Chapter summary 
 

This chapter, by discussing and elucidating the findings from the document analysis, 

interviews and observation, has readdressed the three research questions of the study. A 

critical stance in the light of related literature was utilised to provide a plausible account for 

the findings. The section on the macro context of influence (research question 1) discussed 

socio-political and economic influences on developing English education policy in 
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Bangladesh and concluded that the context displayed a ‘post-colonial puzzle’ (Li & Martin, 

2005, Canagarajah, 2005) demonstrating a tussle between colonialism, nationalism, and 

globalisation and nation-development motives. Then the section on the meso context of 

policy text (research question 2) showed that the policy directions for English education in 

the NEP 2010 and the NCE 2012, though appearing egalitarian and aspirational, were in fact 

prescriptive and technically approached and disregarded the actual context of practice. So, the 

discussion on policy texts in this study indicated the notion of a ‘clogged wheel’. Finally, it 

was found that in the micro context of practice (research question 3), even though some 

positive attitudes towards related policies were noted, the majority of the study participants 

shared a common experience of rejecting the policy guidelines and only a very few described 

how they attempted to negotiate the curriculum policy within their contexts. Such notions of 

practice also reflected the influence of the interconnectedness of different elements. These 

elements, including disparity in secondary English education provision, issues of adequate 

quality professionals and professional support, the examination-oriented education culture 

and the top-down policy development process, impacted adversely on the practice of policy 

intentions. Therefore, the analysis and interpretation of this section was signposted as the rich 

accounts of the lived experiences of ‘disparities, rejections, negotiations and contestations’of 

the ground level policy implementation sakeholders. The discussion taken as a whole, in 

effect, conveyed the problematic and non-linear progression between policy developments, 

directions, and practice and re-affirmed Ball’s (1994) note that “Policies are always 

incomplete insofar as they relate to or map on to the ‘wild profusion’ of local practices” (p. 

10). 

The following chapter draws conclusions from the study by outlining the main 

contributions and the limitations. In presenting a set of implications of findings, the chapter 

finally ends with a note of hope.  
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Chapter 9 

Conclusion: A note of hope 

 

 

9.1 Introduction: Looking back 
 

More and more people must address “the big picture”….The agenda for the next 

decade is to “transform the system” by improving the overall infrastructure in a way 

that reinforces and extends…..and helps to cause local development in others (Fullan, 

2005, p. 12). 

 

The main reason that change fails to occur in the first place on any scale, and does not 

get sustained when it does, is that the infrastructure is weak, unhelpful, or working at 

cross purposes. By the infrastructure I mean the next layers above whatever unit we 

are focusing on (Fullan, 2005, p. 12). 

 

Recognising the role of English and English education in todays’ globalised world, the study 

began with a critical reflection of the quotes above in relation to secondary English education 

in Bangladesh. The purpose was to develop a better understanding of the infrastructure, the 

big picture, i.e. the policy process of secondary English education in Bangladesh through 

investigating the influences (macro context of influence), policy directions (meso context of 

policy text) and practices (micro context of policy practice). The trajectory was informed by a 

discursive theoretical framework adopted and adapted from Bowe et al. (1992), and Kaplan 

and Baldauf (1997, 2003, 2005). The infrastructure, the big picture of secondary English 

education, as the study’s methodical approach indicated, threefold in nature. The 

development of English education policy in Bangladesh was an intricate upshot of 

colonialism, globalisation and national development motives. The decolonised, monolingual 

and developing country of Bangladesh, therefore, adopted a level of idealism (with some 

silences and discrepancies in policies) after a series of inconsistencies in policy directions. 

However, the translation of those policies into practice reflected contested lived experiences 

within the secondary education context. 
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Having summarised the key findings of the study, the following sections of this 

concluding chapter highlight the contributions of the study, address the limitations and 

provide a set of implications. Final thoughts have been presented as an epilogue.  

9.2 Contributions of the study 

You can’t develop systems directly. You have to design the system to develop itself 

(Barber & Fullan, 2005, p. 34). 

This study supports Barber and Fullan’s assertion that the system should be designed 

in such a manner that it paves the way to develop itself. Nonetheless, the significance of this 

study lies in the fact that it adds a deeper understanding of the ‘system infrastructure’. This 

understanding can be shown in the study’s demonstration and explanation of the multi-

constructed policy contexts namely the context of influence, policy text and practice of 

English education in Bangladeshi secondary schools. While relevant studies have tended to 

focus on isolated elements of English education, this current study, while acknowledging the 

merits of these discrete foci, has attempted to indicate how they might miss the complex 

struggles and dilemmas within the secondary English education. This is significant, as 

Chapter 8, through discussing the findings of the three research questions of the study, has 

argued that it is the nature of interconnections between policy contexts, that is, ‘post-colonial 

puzzle’  ‘clogged wheel’  ‘disparity, contestations, rejections and negotiations’; these 

interconnecting factors harbour the conditions likely to leverage the modest outcomes of ELT 

in Bangladesh. Thus the study has shown how secondary English education is trapped 

between the tipping points of policy influence and aspirations and the tripping points of 

policy practice.  

Another dimension of this study’s contribution lies in its theoretical and empirical 

achievement in highlighting a secondary English education policy process which not only 

recognises the global and local influences but also identifies the necessity of developing 



280 
 

congruent policy discourses in line with the context of the field-level policy stakeholders. In 

this regard, my study is making an attempt to contribute to the overall English language 

education policy planning issues and debates, particularly in the context of a post-colonial 

developing country like Bangladesh. The policy trajectory model (Bowe et al.), together with 

the Kaplan and Baldauf’s LEPP framework (1997, 2003, 2005), has provided the study with 

necessary theoretical apparatus to pursue the research aims. A number of empirical 

procedures have been employed to this end.  The triangulation strategy (the data collected 

through multiple methods and stakeholders) has been very helpful in developing a 

comprehensive ‘big picture’ of secondary English education in Bangladesh by addressing the 

research questions aptly. It has also enabled me to pinpoint the convergences, divergences 

and/or parallel existence of policy contexts.  

This study has also contributed to an understanding of English education policy, 

which involves a critical interrogation of policy avenues offered by the key policy texts. 

Moving away from the surface-level analysis,  the themes—policy voices, policy silences and 

policy incongruities, elicited from the analysis of the latest key policy documents is a 

valuable contribution to the English language education policy scholarship, particularly in the 

context of Bangladesh.  

Arguably, the findings of the current study further strengthen the existing body of 

knowledge in the field of second-language education policy planning and their practices. 

Within the qualitative paradigm the study involved multiple historical and policy documents 

as well as small groups of participants including teacher trainers, school principals and 

English teachers. This implies that the scope of the study was particularly limited to the lived 

experiences of the certain group of stakeholders interviewed in the local context and so might 

be fascinating to know what happens beyond Bangladesh. Therefore, it may be worthwhile 
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for the researchers from other postcolonial polities to design and conduct more studies in 

their contexts, based on this one.  

I also concur with Fullan’s (2005) assertion that any educational reform is a process, 

not an event. It is hoped that the findings from this study will serve as a food for thought for 

policy planners in processing their future work as well as in the overall process of English 

education policy practice. My study is, thus, a small contribution to a much larger sphere of 

ongoing language education policy research. 

9.3 Limitations of the study 

This study has yielded some important insights relating to the understanding of the 

secondary English education context in Bangladesh. However, the study also carries some 

limitations which might also be considered for future research.  

The interview sample for this study was limited only to curriculum implementation 

stakeholders (TTs, SPs and ETs). Neither education or English curriculum policy makers nor 

students were recruited to this end. What was done instead was the analysis of pertinent 

policy documents where policy planners’ thoughts and voices were encoded. In addition, a 

purposive sampling of interviewees was undertaken with a view to ensure a representative 

selection of participants, particularly ETs from all socio-economic contexts (rural, semi-urban 

and urban). The choice of diverse sites and participants was deliberately pursued because 

qualitative research is concerned with presenting multiple perspectives so that the complexity 

of the issue can be represented (Creswell, 2012). 

This study aimed to understand ‘the particular’ (Simons, 2009): the complexity, 

messiness and relational dimensions of secondary English education policy practice. So, 

policy documents and semi-structured interviews with curriculum policy implementers 

attempted to reach this goal. It was out of the scope of this case study to analyse secondary 
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English textbooks. Analysing textbooks is another window of investigation for future 

research.  

A further limitation of this study was the exclusion of class observations, another 

potential data-collection tool. However, school observations were conducted to explore the 

physical facilities and the teaching-learning environment available for secondary education in 

general and English education in particular.  

9.4 Implications of findings: Looking forward 

 

It is not possible to bring about radical change overnight in English education in a so-

called monolingual country like Bangladesh. This study has examined the trajectory of 

English education, particularly in the secondary education context which included the 

influences of socio-political and economic factors on English education, the latest policy 

directions and their practices. In so doing, the inquiry eventually unfolded the nature of the 

secondary English education sector in Bangladesh. Being mindful of the earlier 

acknowledgement that generalisations cannot be drawn from the results of a case study, the 

findings of this study do offer a set of implications for policy, practice and future research. In 

the next section, these implications are discussed. 

9.4.1 Implications for English education policy 

 

This study has shown that the imposition of English education in Bangladesh, due to 

the post-colonial puzzle of policy makers, has oscillated in its provisions of concrete policy 

directions. However, the findings also showed that the latest policy documents, following the 

flow of globalisation and national development motives, offered a series of ‘policies and 

promises’, which were sensed to be more egalitarian and aspirational yet in reality were 

purely technical and prescriptive. The findings, therefore, implicate the need for policy 

makers to move towards a more context-driven, rational, synchronized and holistic approach 
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to the policy development process. This could be done by reconsidering the issues or 

parameters, including the provision of secondary English education, allocation of resources, 

culture of education, and support for ELT professionals more profoundly and concretely. 

Otherwise the secondary English education provision will continue to be, as Ball and Cohen 

(1999) found in a wider context, “often intellectually superficial, disconnected from deep 

issues of curriculum and learning, fragmented and noncumulative” (pp. 3-4).  

The findings suggest that the flow of socio-economic and human capital development 

motive in Bangladesh led the policy makers to put emphasis on English education. However, 

the investigation of secondary English education in Bangladesh in this study clearly reflected 

a disparity in providing equal access and quality English education. This is particularly 

relevant as secondary schools in Bangladesh vary in terms of their status, management, 

economic conditions, infrastructure, and teacher recruitment and qualifications. Such 

variations in the provision of English education also reflect the notion of a commercial 

commodity consumed by all classes of people according to their means. The study suggests 

that policy makers and planners should not only formulate ambitious policies, but deeply 

consider the socio-economic context of students. This is crucial because if the above-

mentioned factors are not equalized across the secondary schools, then it is unlikely that the 

so-called egalitarian and aspiring policy intentions and directions will be implemented 

appropriately and evenly and bring the expected outcomes. This situation also highlights the 

need to reconsider the expensive provision of the English medium version of schooling in 

Bangladesh, since the provision lacks validity without properly skilled and qualified teachers. 

Otherwise, the consequence will be the intensified stratification of the society based on the 

English haves and have nots.  

English is associated strongly with the concept of globalisation leading to personal 

and national development. Therefore, it is necessary to ensure the equal provision of English 
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education across the country so that everyone can access the benefits of globalisation. 

Considering the above all concerns, in an EFL context like Bangladesh, a separate but strong 

and concrete English education and ELT policy informed by a sociological approach to 

providing equal access and quality education should be devised alongside the usual 

curriculum and pedagogic policies for English. It would be advisable for the policy planners 

to be aware that the expansion and sustainability of quality secondary education is grounded 

in equity and social cohesion (WB, 2016). 

Another key implication of the findings is the necessity for realignment of four basic 

components—English curriculum objectives, teaching-learning materials, classroom 

methodology and assessment patterns. If any one of these components is rejected in the 

context of practice, the goals and implementations of other components appear to drag 

instead of bringing about anticipated changes; this leads to problems and failures in the 

overall system. The study findings indicated a mismatch between the goals, objectives and 

delivery strategies of these components. The study reported that English teachers’ rejection of 

the English curriculum, methods and materials policies was related directly to the lack of 

practice of the assessment policy in either school-based or high-stake national examinations. 

Instead there was a clear valuing of the ‘good score’ and maximum ‘pass rate’ at the cost of 

students’ English skills. Therefore, it is a matter of great urgency to reconstruct the national 

English examination pattern. Plus, it is also essential monitor the implementation of the 

school-based English education formative assessment policy strictly.  

The study also identified the prevailing deficit approach and provision of support for 

professionals including English teachers, school principals and teacher trainers who, within 

their own contexts, were struggling to implement the secondary English education policy. 

Recognising the importance of each participant group’s roles and contexts, the study suggests 

that policy planners strongly need to consider the provision of adequate and appropriate 
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support for each stakeholder. Here, support should not be seen only in terms of training and 

funding, but also as an underlying ethos. There needs to be a wider understanding across 

different stakeholders of the education system. The policy developers need to reflect on how 

the ground-level implementers would be provided with on-going support and follow-up 

training. This is crucial because if these stakeholders who are involved directly in 

implementing English education policy are struggling and shuffling in their own contexts, 

then it is likely that the whole system will become less efficient.  

Connectedly, the voices of field-level policy stakeholders such as teacher trainers, 

school principals and English teachers are examples of how the study has addressed the issue 

of a top-down approach to the policy process. The findings of meso and micro context 

suggest that English education policy in a developing, non-native, post-colonial nation like 

Bangladesh should address the voices of the actual policy practitioners as well as considering 

the socio-economic context. Such a contention also makes explicit reference to a more 

practical orientation while developing policies by involving the field-level policy agents 

actively. 

Changes, innovations, renovations and redirections are very common occurrences in 

the general education system, and this is certainly the case with secondary English education 

in Bangladesh. The innovation literature advocates that the degree of resistance to and 

acceptance of policy directions by the micro-level curriculum policy implementers (ETs, SPs 

and TTs) depends mainly on establishing not only an aligned but also a permeably connected 

system, a rapport with the macro-level policy makers; in Fullan’s (2003) theory, this is a 

‘more two-way interaction, communication, and mutual influence’ (p. 5) amongst each other. 

The study findings indicated that forgetting the root-level professionals (ETs, SPs and TTs) in 

the policy planning process resulted in a ‘structural lag’ (Havelock and Huberman 1977, p. 

119) in the extent and nature of policy practice. Therefore, the study results imply the 
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necessity for a re-culturation of policy development processes at the macro level, not only to 

include the ground-level professionals but also to understand and consider their voices, 

cultures and contexts intensely and sensibly. Such an ideological elevation of change agents 

(TTs, ETs and SPs) from being regarded as the mere micro level policy implementers to 

being valued and embraced by the policy planners in the macro context of policy planning 

would serve two purposes. First, it would save the policy practitioners from being ‘victimized 

by policy [innovation] overload’ (Fullan, 2003, p. 13) and, second, it would facilitate and 

accelerate the intended changes immediately, holistically and qualitatively and to ensure their 

sustainability.  

Finally, the study implies that policy planners need to incorporate R&D (research and 

development) approaches into the delivery of educational programmes. Such a culture of 

research-based monitoring and assessment would help to identify strengths, weaknesses and 

issues and thus would provide an on-going, formative, synergistic process of reviewing and 

revising (if required) policies along with the implementation system.    

9.4.2 Implications for practice 

 

There would be merit in raising awareness English teachers’ (ETs’) and school 

principals’ (SPs’) awareness regarding the curriculum prescribed communicative language 

teaching (CLT) approach to English teaching. For instance, there is a need to introduce SPs to 

the intentions of the English education curriculum policy intentions, so that they understand 

what ETs should teach and how. ETs should also be introduced to the nuances of the CLT 

approach. They should understand that CLT is not a method but a holistic approach based on 

insights and principles of diverse scholarship including education, second-language 

acquisition, and cognitive psychology which can be employed in class to create meaningful, 

interactive, contextual practices of English skills (Richards & Rogers, 2001). More and more 
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demonstration classes should be included in the in-service education and training for English 

teachers to establish a clear understanding of CLT approaches.   

The context of practice should be provided with required resources, including 

manpower, and materials. A major issue emerging from this research is the English teachers’ 

own academic and linguistic competency to follow the curriculum. Though the Bangladeshi 

government has started recruiting subject-specialized English teachers, the English education 

sector is still under-resourced. The teacher education sector should also receive more 

consideration. The quality of teacher training should be enhanced by incorporating updated 

needs analyses and appropriate trainee selection mechanisms as well as ensuring the quality 

of trainers. Teachers’ curriculum guidebooks should be developed and supplied at the same 

time as presenting the revised English curriculum and EFT books. Otherwise, as the 

participants reported in this study, there is very little hope that the revised English curriculum 

policy will be implemented in classrooms. In addition, financial, logistic and infrastructural 

resourcing and support needs to be given more attention from the policy planners to facilitate 

the extent of the policy implementation.  

9.4.3 Implications for future research 

 

The current research approach was a qualitative case study (particularistic and small-

case) aiming at what Yin (2011) described as ‘understanding the nuances and patterns of 

social behaviour…[by] studying specific situations and people…..’ (p. 98). However, future 

research could usefully include a more representative group of stakeholders in English 

education (policy/curriculum writers, students, parents) as well as study tools (classroom 

observations, focus-group discussions, questionnaire survey). A large-scale study would 

allow for the generation of more generalisable findings regarding English education. As well, 

the issues discussed here can be explored in the primary English education context. 
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In this study, the English education policy planning goals developed by Kaplan and 

Baldauf (1997, 2003, 2005) have been contextualised and investigated. In so doing, a holistic 

approach was taken to investigate the latest secondary English education policy, which were 

identified as a ‘clogged wheel’. Further research could be conducted to investigate effective 

ways of ‘unclogging’ the wheel. In that case, this study would add some knowledge. 

It is important to note that Bangladesh has had developed the Education Act in 2016. 

Given that the current study was designed and carried out before the Education Act 2016 was 

developed and adopted, therefore, drawing attention to the fact that the publication of the 

policy document is likely to have important ramifications for the English language education 

policy will be a worthwhile agenda for future research. 

In tune with the demands emerging around the globe and within the nation, 

Bangladesh has focused on improving the English competency of its future generations 

through facilitating English education with various progressive policy directions. This is why 

English education was chosen as the focus for this study of the emergence, related policy 

directions and practices in the secondary education context in Bangladesh. Such a policy 

trajectory study could also be explored in other school subjects, for instance, Bangladesh and 

Global Studies, or Islamic Studies. Furthermore, the National Education Policy (NEP 2010) 

showed particular concerns about inculcating moral and values education. Following the 

policy trajectory framework, a further case study could be undertaken to investigate the 

practice of values education policy in Bangladesh.  

9.5 The epilogue  
 

This scholarly journey of pursuing the PhD degree has provided me with an 

opportunity to experience and enjoy a transition in my life: a transition from an English 

teacher-cum-voluntary worker at BELTA to a student researcher. Though the courses of 

transition have not always been easy or smooth, I have learned a significant amount from this 
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short yet exciting journey. I encountered perplexity at the stage of selecting my research 

focus. Later on, I decided to theorise and reflect my research agenda in the hope of 

developing and presenting a complete ‘big picture’ of English education in Bangladesh, and 

that reflection has fortified this study. The journey has also facilitated me to develop 

methodological skills pertaining to research design, data collection and analysis. It has also 

taught me academic writing.  

I intend to finish the chapter with a note of hope. This is significant because, while 

doing concomitant reading for and writing my thesis chapters, I came to realise that 

Bangladesh has been able to increase its literacy rate during the last 45 years. Statistics about 

students, teachers, educational institutions and the examination pass rate have also been 

undoubtedly positive. Stakeholders, from the policy makers to the end users, have become 

more conscious about the importance of education. Many policies have been coined. The 

nation has also a made remarkable progress to be eligible to graduate from a ‘Least 

Developed Country’ to a ‘Developing Country’ (UN, 2018). However, quality and 

sustainability is still a matter of concern. This is certainly the case with English education. 

There is no magic formula to solve what this current study has revealed as a complex 

equation of ‘post-colonial puzzle’  ‘clogged wheel’  ‘disparity, contestations, rejections 

and negotiations’.  

But, the glimmers of hope still exist. We have to acknowledge that Bangladesh has its 

own socio-political, cultural history and different immediate needs. Participating in the 

contemporary practice of adopting ideas, formulae or policies from the West might provide 

us with short-term benefits and rewards, since adopting a policy for the sake of innovation 

usually contributes more in creating a sceptical atmosphere rather than bringing about all the 

required changes (Fullan, 2001). Therefore, no matter how promising and beneficial these 

policies and formulae are, they cannot bring about meaningful benefits or ensure 
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sustainability unless we focus on the local context and realities. So, the logic is 

straightforward—we need to adopt, adapt and formulate English education related policy 

based on a constellation of coherence, connectedness, synergy, alignment to and 

appropriateness and capacity of our own context and then integrate pressure (accountability) 

and support (capacity building) (Fullan, 2005) to mobilise and ensure its practice.  
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