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Deconstructing Colonial Pedagogy Using Critical
Pedagogy and Classroom Reorientation to Promote
Indigenous Knowledge

Abstract

The negative impact of colonial pedagogy has to be deconstructed across the former colonised nations.
Pedagogy refers to a teacher’s peculiar teaching methods and practices. Colonial pedagogy describes the
educational methods and practices employed and introduced by the colonial teachers, which focus on and
impose biased Eurocentric/Western perspectives, knowledge and culture on learners in the colonial
territories. It is quite unfortunate that Nigerian indigenous teachers have sustained colonial pedagogy over
the years. This study makes an exposition of how to deconstruct colonial pedagogy using the theory of
critical pedagogy for classroom reorientation, with a view to promoting indigenous knowledge in Nigeria.
It relies on secondary data and employs descriptive survey, qualitative approach, and content and thematic
analyses. The analysis shows that colonial pedagogy silences indigenous knowledge, creativity and
originality. Besides, it promotes and sustains Western knowledge and culture, epistemic marginalisation,
colonial superimpositions, cultural erosion, ethical deviations, inequalities and susceptibility to
domination. The study maintains that since critical pedagogy is culturally sensitive, inclusive and
comprehensive, it can be deployed by language teachers for successful deconstruction of colonial
pedagogy, thereby getting rid of the negative impact of colonial pedagogy. Language teachers as well as
others are charged to use critical pedagogy and classroom orientation to deconstruct and subvert colonial
pedagogy so as to ensure the promotion, development and sustenance of indigenous knowledge.

Keywords: Deconstruct; Colonial pedagogy; Critical pedagogy; Classroom reorientation Indigenous
knowledge
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Introduction

Nigeria is one of the African nations colonised by the British Empire. Colonialism left many Nigerian
indigenous systems in shambles (Robert, 2020). Both good and bad colonial legacies have been
sustained in Nigeria over the years by the indigenous leaders and other elites. Studies confirm that
colonial pedagogy and curriculum have lingering imperialistic impact on the epistemology of the
formerly colonised nations (Jabtorniski, 2021; Hanieh, 2019). The focus of the present study is on the
impact of colonial pedagogy, which has to be deconstructed using various viable means. For the
study, critical pedagogy and classroom reorientation are some of the viable mechanisms for
deconstructing colonial pedagogy and promoting indigenous knowledge in the ex-colonies. It avers
that to significantly address the concerns associated with colonial pedagogy, critical pedagogy and
classroom reorientation should be used to promote indigenous knowledge in the English Language
classroom and beyond. The concerns arise from the negative impact of colonial pedagogy, which is
monolithic, imperialistic, Eurocentric, and exclusive in cultural and epistemic orientation and
socialisation.

Apart from being incapable of giving accurate or factual accounts of indigenous -cultures,
epistemologies, languages, literatures and other inherent systems of the colonies, the colonial
pedagogy misrepresents (Nkereunwem et al., 2025). That is majorly because of its origin, nature and
pursuit at formation and institutionalisation. Colonial pedagogy is considered incomprehensive
because it is Eurocentric, exclusive and culturally biased or monopolistic. That is why it disregards,
keeps out and silences indigenous knowledge and other systems of the former colonies, such as those
of Nigeria (Forsyth, 2017). More so, since the pedagogy and curriculum of the ex-colonialists have
undergone series of reviews and changes back home, where they were created, instituted and
circulated or exported to the ex-colonies, the need for decolonising them in Nigeria and beyond
cannot be over-emphasised. Given the undoubted reviews and innovations made so far to the
colonial pedagogy and curriculum in the cotemporary Western world, it is justifiable to deconstruct
colonial pedagogy and introduce and institutionalise critical pedagogy and indigenous knowledge in
Nigerian educational systems.

This study is motivated by the pitfalls of the traditional approach to teaching that characterises the
colonial pedagogy, which is teacher-led or teacher-centred (Cutajar, 2008). It seeks to make a
paradigm shift from teacher-centred pedagogic practice to a student-centred pedagogy that is critical
and decolonising. Considering colonial, traditional or Eurocentric pedagogy as having unfavourable
impact on the educational systems of Nigeria and other ex-colonies of British Empire, the paper
advocates the deconstruction of colonial pedagogy through the use of critical pedagogy and
classroom orientation in the postcolonial era of Nigeria as well as other formerly colonised nations.

Colonial Pedagogy and Curriculum, and their Characteristics

The concept of pedagogy is credited to Johann Herbart, who lived between 1776 and 1841. Herbart,
the pioneer of the concept of pedagogy, describes pedagogy as the peculiar teaching method(s) and
practice(s) employed by a particular teacher or certain teachers (Learning Journals, 2025). Herbart
identified five main components of pedagogy: preparation, presentation, association, generalisation,
and application (Yue, 2024). It follows that he considers pedagogy to have five conceptual elements.



For this paper, at the preparation, presentation, and application phases, pedagogy gets entangled
with curriculum. In practice, pedagogy and curriculum associate (Oluwamayomikun & Oparaku,
2023), thereby bringing to place the association component of pedagogy. In practice, teachers and
students also associate. The association between the two in the context of colonial pedagogy and
curriculum is suzerain, premised on teacher’s superiority to the student. This is where classroom
orientation is the exclusive preserved duty of the teacher.

The concept of pedagogy describes the peculiar teaching method and practices employed by a
particular teacher (Mbah, 2023). This means that colonial pedagogy is the peculiar teaching and
practices employed by each of the colonial teachers in colonial times, which got codified into the
curriculum then and beyond (Carpenter & Haghgou, 2023). In other words, colonial pedagogy
describes the educational methods and practices introduced by the colonisers to exercise domineering
control, superiority tendencies and impose Eurocentric or Western perspectives, knowledge and
culture on the people they forcefully colonised (Ritchie & Mojab, 2019). Colonial pedagogy is
characterised by Eurocentric curriculum, Western languages, theoretical knowledge, subjugation of
indigenous knowledge systems, and racial discrimination. The practices inherent to colonial
pedagogy include militarisation of schools, adoption and regular use of punitive measures, and
silencing creativity and originality to avoid resistance (Mayo, 2001).

Colonial curriculum describes the educational practices, methods and content imposed on the people
under colonisation, with the aim of changing their culture, societal structures, epistemic and other
indigenous systems, and mentality with deceits, Western perspectives and misleading constructs
(Robert et al., 2016; Prah, 2009). The characteristics of colonial pedagogy apply to colonial
curriculum, because the curriculum is the continuation, institutionalisation, and formalisation (Mbah,
2023). The characteristics of colonial curriculum include cultural and linguistic domination,
neglecting and endangering indigenous systems, sustenance of dependence and underdevelopment,
placing emphasis on conformity and obedience, and structural inequalities (Appiah, 2018; Utietiang,
2000). Examples of colonial curriculum in Nigeria include the 1882 Education Ordinance in the
Southern Provinces, and the 1948 Educational Ordinance in all parts of Nigeria. The 1882 Education
Ordinance is the first colonial curriculum introduced in Nigeria. It was imported from the 1642
Ordinance template of the Dame schools (Mbah, 2017; Igboanusi, 2002; Ubahakwe, 1979).

Their constructed and applied personal teaching method and practices in teaching students of the
then colonial territories, which are now ex-colonies, became teaching codes, practices and legacies
that they left behind. These got sustained across the colonial era to date (Robert, 2020). Their
constructions were Western, Eurocentric, subjective, narrow, and teacher-centred (Piaget, 1954).
Based on critical reflections on the colonial experiences, it is logical to reason that the colonial
teachers saw the students as persons having nothing to offer in the classroom. The foregoing is
captured by Ashcroft (1989) viz: “more than three-quarters of the people living in the world today
have had their lives shaped by the experience of colonialism” (p. 1). As such, the students were to
rely solely on their teachers for knowledge. These were informed by misleading Eurocentric
perspectives. Eurocentric perspectives led to various negative constructions about Nigerians, Africans
and peoples of other colonised territories (Chimakonam, 2019; Appiah, 2018; Utietiang, 2000).

The efficacy of instructional methods in any institution directly impacts on the overall quality of
education and human capacity development (Alsalhi et al., 2024; Oviawe, 2010). As Menakaya et al.
(2022) emphasise, conventional/traditional approach is the most used teaching strategy in most
schools, whereby teachers use it exclusively to carry out the teaching and learning of reading



comprehension. This approach is inefficacious. As in other contexts, instructional methods play a key
role in preparing learners for professional roles, while at the same time producing well-rounded
individuals, who can think critically, lead effectively, and proffer tangible solutions to different
problems in both complex and simple environments (Gouédard et al., 2020).

Theories of Pedagogy

The theories of pedagogy offer postulations on how teaching should be carried out to get the best out
of the process to learning and offer valuable insights into practical practices in teaching and learning
(Yue, 2024). The theories of pedagogy are rational approaches to explaining and understanding
pedagogy in different contexts. These include critical pedagogy, behaviourism, problem-solving
learning (also known as critical literacy), cognitive theories, culturally responsive pedagogy,
connectivism, Vygotsky’s socio-cultural theory, constructivism, cognitivism, collaborative approach,
experiential theory, reflective approaches, humanism, integrative approach, liberationism, and the
inquiry-based approach (Yue, 2024; Rutto, 2017). The theories allow for a meaningful engagement of
learners in the classroom. It should be noted that this study uses ‘classroom’ to refer to any setting in
which the learning from a teacher or an instructor takes place. It may be synchronous or
asynchronous, face-to-face, online or hybrid (Obinna et al., 2024).

The different theories of pedagogy have different postulations, thereby showing variations in views
on pedagogy. This study focuses on critical pedagogy. Thus, the theory of critical pedagogy is given
an exposition hereafter. In contemporary times, there are three major theories of pedagogy. These
are Herbatianism, the New London Group, and Learning theories. While the two others will be
merely described hereafter, Herbatianism will be engaged with, as to critique it while showing its
place in pedagogy and curriculum. The school of pedagogy is named after Johann Herbart, its
founder. Herbart is considered the father of pedagogy. Additional to conceptualising pedagogy, he
theorised it. He teaches that pedagogy has five components. These are preparation, presentation
association, generalisation and applications. The first component involves getting ready for the
process of instruction or teaching. After getting ready, presentation follows suit. This means that had
been prepared by the teacher or instructor is now being delivered to the learner.

Next, in bringing ideas together, association occurs between the teacher and the learner on one hand.
On the other hand, the association occurs among ideas, thoughts, and sensations in human memory
or imaginations. Thus, there is a mental connection or relationship between or among ideas,
thoughts, and/or sensations. Generalisations occur as general concepts are formed from specific
instances, and the individual reasons from detailed facts to general principles. The last but not the
least component refers to the act or process of putting to practice what has been learnt. Based on
Johann Herbart’s postulations, this paper avers that a teacher’s knowledge of the aforementioned
components grounds their pedagogical knowledge and skills. For this study, the five components of
pedagogy identified by Johann Herbart are processes of pedagogy, which serve as pathways to
understanding pedagogy well and showcasing competence in it.

Theoretical Framework

The study adopts Freire’s (1970) Critical Pedagogy (CP) for theoretical grounding. Freire (1970) is
the pioneer of CP. The theory encompasses critical literacy, problem-solving learning, Vygotsky’s
socio-cultural theory, liberationism, and integrative, collaborative and the inquiry-based approaches.



Critical Pedagogy (CP) encompasses theories of critical literacy, reflective approaches, culturally
responsive pedagogy, integrative approach, and the inquiry-based approach. This study considers
critical pedagogy to be encompassing because it is characterised by critical literacy, critical
consciousness, reflection, analysis and responses to socio-political constructions of indoctrination in
the school and other social settings (Freire, 1970; Freire & Macedo, 1987).

The theory allows for criticality, self-reflection, critical consciousness, problem-solving learning, and
learner-teacher interaction, brainstorming and collaboration for the integration of knowledge
content, ideas, perspectives, concepts, theories and practices (Nwode & Danjuma, 2023; Robert et al.,
2022; Knoblauch & Brannon, 1993; Lankshear & McLaren, 1993). According to Freire (1970),
‘conscientisation’ is the concept for understanding political indoctrination in various social contexts
and the subsequent development of a critical consciousness that makes the individual rethink what is
being indoctrinated. This is given credence by Bishop (2014), who argues that critical literacy is
“built on exploring personal, socio-political, economic and intellectual border identities” (p. 51). This
quotation implies that critical literacy, like critical pedagogy, rouses critical mindedness or
consciousness to the issues concerning these identities, some of which are politicised and
indoctrinating.

On their part, Knoblauch and Brannon (1993) have noted that critical literacy exhibits the
complexity of a socio-political framework that grounds “the relationships of language and power
with practical knowledge of how to use language for advocacy, social critique, and cultural
transformation” (p. 15). Critical literacy relates to critical pedagogy in terms of its ideals and
teachings on criticality in teaching and learning in ways that the learner is an active participant in
the teaching and learning process, and contributes to the process as a result of the roused
consciousness towards critical concerns. The quotation is a pointer to the fact that critical pedagogy
is encompassing, reactive, responsive, and stimulating. These, this study posits, arise from the critical
consciousness gained from critical literacy and critical pedagogy.

Critical Pedagogy, also known as Freirian Pedagogy, basically teaches that critically literate
individuals understand how meanings are socially constructed in texts; the political and economic
contexts of the created texts; and the contexts grounding the meanings of the social constructions
created in texts (Freire, 1970; Freire and Macedo, 1987). Therefore, critical pedagogy can serve as a
practical mechanism for deconstructing colonial pedagogy for the attainment of diverse, inclusive,
robust and innovative approaches to teaching and learning. Using it to orient learners in the
classroom can provide a range of invaluable theoretical and ideological insights on practical best
practices in teaching and learning.

Negative Impact of Colonial Pedagogy

Colonial pedagogy has left negative impact on the indigenous knowledge systems of colonised
populations (Ritchie et al., 2022). The impact also obtains on the knowledge of their history and
migration experiences. By putting out these aspects of Nigerian peoples in the educational systems,
practices and methods they passed on to Nigerians, the colonialists succeeded in subverting and
eroding Nigerian history and migration experiences, tales and even written narratives (Robert, 2016).
Ferguson and McNally (2015) report that immigrants in Canada suffer a lot of challenges as a result
of White supremacist display of racism and neoliberal capitalist exploitation. Of course, the
exploitation is extended to the indigenous knowledge of immigrants. Racial colonialism, which
recent studies confirm to still obtain in contemporary Canada, characterises colonial pedagogy and



curriculum. Among such studies are Estes et al. (2021), Gilo-Whitaker (2019), Nichols (2019), and
Dunbar-Ortiz (2015). Chatterjee (2018a) criticises the racial discriminations associated with the
settlement practices in Canada, whereby those considered as settlers are discriminated against.

It is reported that the racism in the West brought repressive embargoes and woes upon African
American community, men and women, adults and children in the Diaspora, leading to gender
stereotype, abject poverty, underdevelopment and other ills hampering their well-being (Anyanwu,
2023; Orjinta, 2013; Kolawole, 1997; Williams, 1995). It is logical to reason that the wrongs of the
colonialists are what informed the call for ‘decolonisation’ or ‘indigenisation’ in Canada “since the
publication of the 2015 Truth and Reconciliation Calls to Action in Canada” (Carpenter & Haghgou,
2023, p. 2). The foregoing critiques have been echoed by Black Canadian scholars, who analyse and
criticise colonialism, white supremacy, domineering relations, imperialism, racism, and cultural and
material capitalism that are projected pedagogically and politically (Walia, 2021 & 2012; Nichols,
2019; Chatterjee, 2018b; Dhamoon, 2015; Snelgrove et al., 2014).

The impact of colonial pedagogy can be grouped into cultural erosion, resistance to decolonisation,
susceptibility to domination, political and economic inequalities, and ethical deviations (Carpenter &
Haghgou, 2023). The superiority mentality of the colonialists made them to consider themselves as
gods or lords over their African students. Their mentality made them think that education is merely a
process of producing or offering knowledge to learners without receiving any from the learners. That
is the conception of the adherents of ‘educare’, a Latin word for ‘education’ meaning “to mould” or
“to make” (Ocheje, 2020). The opposite Latin word for ‘education’ is ‘educere’ meaning “to lead out”,
“to uphold” or “to build”. It is generally subjective to consider learners as being empty-headed
individuals, who the teacher has the obligation of making or moulding them to become educated,
rational, and creative.

The kind of education the colonialists had in mind for the colonised populations informed the kind of
pedagogy and curriculum they put in place and left as a legacy. Although some nations have changed
them, many ex-colonies like Nigeria are yet to change the knowledge systems along with the other
superimpositions they inherited from the West during colonialism. Countries like South Africa have
been making significant efforts to decolonise their curriculum and educational systems (Oelofsen,
2015; Shizha, 2013). Nevertheless, advances by some indigenous scholars and other personalities in
such ex-colonies have caused the combination of the systems inherited from the colonialists with
some of the erstwhile abandoned indigenous equivalents. Being constructions made by foreigners,
they largely have features and embodiments of what obtained back home where the foreigners came
from to Nigeria and the other ex-colonies. Their imperialistic tendency informed their notion and
adopted approach to teaching (Hanieh, 2019).

Education is not just a process of giving out alone. It also involves receiving while teaching. Colonial
teachers gave no room for such dual teaching and learning between the teacher and the learner.
Colonial pedagogy has silenced Nigerian epistemology, making it seem less potent and known. In
reality, non-Western epistemologies are neither inferior nor superior to the Western equivalents. The
mentality that the students got nothing to offer but teachers alone is the base of the colonial
pedagogy of having no ethical considerations for their students and underrating them. This mentality
is that of considering students as being tabula rasa. Earlier, Aristotle had stated in his De anima (‘On
the Soul’) that “the mind is empty, or nothing exists in it, until it thinks” (Polansky, 2007, p. 453).
This paper posits that it is difficult to determine when and how exactly the mind thinks. Secondly,
the mind does not necessarily think only when its carrier gets to school.



Thus, if the mind thinks outside the school environment, one cannot logically claim that the mind is
empty until the teacher loads or feeds it with thoughts, ideas, constructions, etc. during teaching
sessions. Any such claim limits thinking to the teacher-learner setting alone, which is unrealistic. The
responsibilities of training and building the mind of the child do not imply that the child’s (learner’s)
mind is empty. The tender learner’s mind had earlier had some inputs from the home before getting
to the school for formal learning. Of course, that is not the case in reality. This study does not
subscribe to the idea that human mind is tabula rasa at birth. The fact that the teacher ought to teach
the learner does not mean that the individual has nothing in their mind before being engaged in the
learning process.

If every learner’s mind is tabula rasa, it means that the learner acquiring advanced education (say,
Master’s or PhD) has nothing in their mental faculty until they begin to receive lessons for the
Master’s or PhD. Also, this paper also does not subscribe to the view that learners have nothing in
them until they are being taught and made or moulded. In addition, the unequal relational patterns
characterising the colonial pedagogy and curriculum do not pave way for liberality and student
participation, but reliance on the pedagogic content passed on to the learner by the teacher without
any questioning. Without questioning means that learners are not allowed to question what they
consider inappropriate or subjective. That is how colonial rhetoric’s, prejudices and unrealistic views
about ex-colonies like Nigeria got spread and sustained across centuries since the colonial era to date.

Critical Pedagogy and Classroom Deconstruction Imperative

The potential of classroom orientation to affect positive within and outside the classroom is affirmed
by several extant studies. The study by Nwode et al. (2025) reveals that with effective language use,
the Igbaboi can be well projected in the classroom and on the new media to extent that many Igbo
youths would become keenly interested in the Igbaboi practice right from the school. The study adds
that such classroom teaching for sensitive enlightenment is usually result-oriented, problem-solving,
and influential to learners. Anyanwu (2025) avers that by “consistently rousing the consciousness of
non-Western nations’ young people to their indigenous linguistic and cultural identities in the
classroom, language teachers help eliminate or reduce Western linguistic imperialism in the era of
globalisation” (p. 1). From the analysis of the study’s primary data, she shows that through consistent
classroom teaching and conviction of young Igbo learners about their language and culture, and the
imperative of learning, speaking and even writing the Igbo language, the young Igbo are bound to
become interested in and conscious of their linguistic identity in and outside the classroom.

The concept and practice of deconstruction is also affirmed to have the potential to affect changes in
various regards. For example, Anyanwu (2024) empirically demonstrates that deconstruction can
aptly serve as a tool for assertive actions capable of changing misogyny, gendered language and
gender-based ills against women in Igboland. In another development, Danjuma (2023) demonstrates
that negative gender constructs about women across cultures can be deconstructed and reconstructed
to a large extent by using written and oral resources and forms of language to reorient and sensitise
people about such gendered constructs that portray women in negative light. Similarly, Nwode et al.
(2024) call for the deconstruction of the notion of popular culture, which negates other cultures
considered unpopular. In the same vein, the present study calls for the deconstruction of colonial
pedagogy using critical pedagogy to reconstruct it in the classroom.

Engaging in classroom orientation of learners in contemporary Nigeria and other ex-colonies requires
classroom-based critical analysis of the impact of colonial pedagogy and curriculum on the



indigenous knowledge of Nigeria. Doing so offers learners valuable insights into the impact of
pedagogy and curriculum. Critically analysing the impact of pedagogy and curriculum entails making
a paradigm shift from the inherited colonial pedagogy and curriculum, which would avail
contemporary Nigerians as well as people of other ex-colonies the opportunity to get familiarised
with their indigenous knowledge along with other indigenous systems. The learners would deeply
learn and relearn a whole lot about their indigenous knowledge in comparison with the colonial
equivalent enshrined into and sustained in colonial curriculum.

The shift from colonial pedagogy to critical pedagogy is an intellectual gesture for advancement and
innovations in the education sector. During colonialism, colonial pedagogy and curriculum got
introduced into Nigerian educational system as well as those of other ex-colonies. The colonialists
also introduced Eurocentric perspectives on African indigenous systems and the act of dabbing the
systems variously with denigrating labels that make them seem inferior to their Western equivalents.
Regrettably, the colonial mentality has been sustained in contemporary times by neo-colonialists and
Africans who uphold the constructed Eurocentric perspectives and adopted mentality of dabbing
anything African (Robert, 2020; Prah, 2009). These constructions are evident in colonial pedagogy
and curriculum passed on to Nigeria and other ex-colonies. These elements of colonial pedagogy and
curriculum and the foreign aspects of Western knowledge and cultures exert negative impact on the
indigenous knowledge of African colonised nations, including that of Nigeria.

Mbah (2023) states that education entails providing and receiving knowledge, skills, and human
development along with opportunities for achieving progress, affluence, improved standard of life
and efficiency in various activities. Thus, teaching does not only entail giving out to the learner, but
also receiving from the learner too. This is the ideal practice taught, upheld and promoted by critical
pedagogy. Drawing insights from John Locke’s views on education, Androne (2014) states that
“education means shaping according to each individual’s temperament and skills, exercised without
brutality, but in a rigorous and pragmatic manner,” and it “plays a crucial role in the moral
development and social integration of any human being” (p. 74). Before the rise of critical pedagogy,
the brutality meted out by the teacher on the learner was never faulted, but considered a disciplinary
practice in the education system. This is practice introduced to the colonised nations by their
colonisers, who also introduced them to Western education.

There is need to critically engage contemporary students in Nigeria and other ex-colonies in
indigenous discourses, thereby creating cultural literacy and equipping them with critical skills.
Consequently, they become critically minded, sensitive and aware of their indigenous systems in
comparison with those of the West. At that point in time, they could realise and differentiate between
colonial and critical pedagogies, indigenous and Western cultures and systems of society, and so on.
The realisation can drive personal and collective efforts toward deconstructing colonial pedagogy and
Western systems and practices to attain changes. These can lead to knowledge deconstruction and
reconstruction, thereby having and promoting reconstructed indigenous knowledge that truly reflect
and represent indigenous systems without any prejudices.

As Ogegbo and Ramnarain (2024) and Rutto (2017) agree, teachers ought to incorporate critical
pedagogy, learner-centred approach, reflective practices, innovative systems and best practices into
their teaching method and practices so as to allow for reflective and meaningful learning, and
nuanced individual-society positive impact. The implication is that the absence of these means the
absence or insignificant presence of reflective and meaningful learning, and the manifestation of the
negative impact of non-reflective and teacher-centred pedagogy and curriculum. Thus, exposing



learners to both positive and negative impacts of colonial pedagogy in comparison with those of the
critical pedagogy would enable them discern the two and opt for the better one.

Critical pedagogy, Abu-Shomar (2017) notes, is an instrument for resisting and changing the colonial
hegemony instituted in the education systems of Saudi Arabia and other formerly colonised nations.
Critical pedagogy advocates and allows for full participation by learners and teachers in the learning
process (Hickey, 2020). This study argues that the colonial pedagogy exerts more negative than
positive impact on learners. This is because it is epistemologically monopolistic, and inhibits learners’
knowledge. Thus, it infringes on learners’ rights to fair hearing, personal dignity and participation in
social processes like those obtained in the classroom. Also, in the course of the essay, critical
pedagogy and colonial pedagogy will be compared and contrasted in terms of their positive and
negative impacts on indigenous knowledge systems (Ritchie, 2013). Since learning is ultimate to the
classroom, it is essential to ensure and uphold best practices in the classroom, where learners are
oriented and reoriented adequately. Doing so allows for the attainment of standards, quality, optimal
performance, and high productivity.

As Rutto (2017) notes, “to achieve best standards of learning,” teachers/instructors have to “be
adequately equipped with pedagogical knowledge and skills” (p. 2025). This quotation underscores
the importance of pedagogy and emphasises the need for teachers to be well grounded in the
knowledge and skills of pedagogy. The implication is that teachers are bound to perform well when
they are equipped with pedagogical knowledge and skills. It is because pedagogy is impactful that it
is needed to achieve best standards in teaching and learning. Here, the essay argues that the impact
of pedagogy on teachers extents to their students. This is because the teacher transfers the acquired
pedagogical knowledge and skills to learners while teaching in the classroom.

Novelty and Contributions

The study has undoubtedly made a significant contribution to discourses on colonialism, pedagogy,
and language teaching and learning. This is particular evidenced by its adopted problem-solving and
change-driven preoccupations and approaches. There is no doubt that the study offers valuable
empirical insights on ways of improving English language teaching and learning in Nigeria as well as
other non-Western nations. Ultimately, the essay makes valuable contributions to education in
practice and theory, making critical reflections on what ought to be corrected in colonial pedagogy in
the contemporary educational system of Nigeria.

By critically analysing the impact of impact of colonial pedagogy and curriculum of indigenous
epistemology, the study has unveiled the intricacies of the inherited and colonial educational systems
characterised by Eurocentric and Western epistemology and culture. Besides, it has demonstrated the
imperative of having a comprehensive pedagogy that is rooted in Nigerian indigenous epistemology
and curriculum, while also making reflections on the colonial equivalents. The insights also foster
changes, such as educational reforms, policy review, changed educational practices, promotion of
indigenous cultures, sustainability, and innovations, and inclusive educational practices that
prioritise community education and de-emphasises Westernisation, and imperialistic knowledge and
societal systems.

Based on the exposition made so far, the study is significant, as it goes beyond promoting indigenous
education, epistemic decolonisation, and cultural awareness, competence, reformation, and
sustainability to promoting social and epistemic justice, integrative epistemology and the refinement



of professional practices in Nigeria and beyond. Following critical pedagogy and classroom
orientation, the younger generations would become poised to appreciating, upholding, studying and
promoting their indigenous knowledge, languages and other societal systems inherent to every
nation.

Conclusion

Colonial pedagogy is Westernised. It is characterised by epistemic exclusivity. Since it neither
includes nor covers indigenous realities and systems of the colonised nations, colonial pedagogy has
to be deconstructed across institutions of learning across the ex-colonies. This study has analytically
explained how the deconstruction can be done through critical pedagogy and classroom
reorientation. Drawing scholarly evidence from a range of extant studies, it aptly demonstrates that
colonial pedagogy is deficient in imparting indigenous knowledge and systems, including indigenous
cultures. In contrast, indigenous pedagogy is transformative, learner-centred, community-oriented,
sustainable, inclusive rather than exclusive, and problem-solving. It does not misrepresent indigenous
epistemology, realities, and systems.

Thus, it is imperative to deconstruct colonial pedagogy in Nigeria by using critical pedagogy
classroom reorientation to promote indigenous knowledge. Deconstructing colonial pedagogy
promises practical implications for the advancement of indigenous knowledge and systems.
Promoting indigenous knowledge in the classroom by reorienting learners can foster the practical
realisation of the goals of deconstructing colonial pedagogy. Besides, critical pedagogy proffers
pragmatic awareness and competence, and critical skills with which learners are bound to become
more informed and interested in indigenous knowledge and systems.

Additional to leveraging these mechanisms for the deconstruction of colonial pedagogy, future
empirical research should pay deserving attention to the themes of deconstructing colonial pedagogy,
the role of critical pedagogy, prospects and challenges of deconstructing colonial pedagogy, and how
critical pedagogy impacts on indigenous knowledge and systems, among others. Curriculum review
should significantly incorporate decolonised educational systems and practices. These include
indigenous knowledge systems, language teaching and learning, and curricula. The current Nigerian
pedagogy and curriculum should be redesigned and made comprehensive. Favourable legislations
should be enacted for policy supports to the move for colonial deconstruction.
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Abstract

This paper explores digitalization and ELT pedagogical processes in Nigeria, challenges and the way
forward. Nigeria is in dire need of vibrant English Language teachers who are digitally literate and can
effectively deploy digital tools for teaching and learning of the language to improve learners’ learning
outcomes at all levels of education and social contexts. There are numerous challenges confronting digital
language pedagogy which need to be addressed to make the country to rise above its present shortcomings
in teaching and learning of English Language. These challenges include: lack of digital infrastructure, poor
digital literacy, poor internet connectivity, poverty and more. The way forward for English Language
pedagogy in Nigeria is also highlighted in this paper. English Language teachers are charged to embrace
digital pedagogy as a ‘new normal’ to enhance effective teaching that could produce globally-relevant
learning outcomes. The Nigerian government is also enjoined to do the needful, in terms of supporting
digital education and digitalization of English Language teaching in particular.
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Introduction

English Language is an official language in Nigeria and plays a vital role as communication processes
gravitate around it in the country; and it is especially, a prerequisite for admission into higher
institutions of learning (Fasae & Ogunleye, 2023). Besides, English Language has also become a
lingua franca because Nigeria is a highly multi-lingual and multi-cultural society with people of
diverse linguistic backgrounds and over four hundred and fifty (450) ethnic groups and languages,
requiring the adoption of a common language for ease of communication and social interactions
(Chiedu, & Ohwonohwo, 2021). It is a language that has a wide global reach with an unmatched feat
in the history of world’s languages (Muhammad, Ya'u, Aliyu & Hassan, 2018). Considering its
linguistic position in Nigeria, it is important to stress the need to teach the language effectively, so
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that it can continue to play its social role as a key language that is necessary to bolster development
and national cohesion. Thus, English Language teachers have a tremendous role to play to enhance
the learning processes of this language that has come to stay. The call for effective teaching of
English in Nigeria is even more compelling as digitalization integration into the 21st century
pedagogy has become a ‘new normal’ that has to be embraced in order to align with the dictate of
the age. Technology can enhance language learning and improve overall teaching and learning
processes (Paiva & Bittencourt, 2020).

Digital technologies occupy a central position in modern teaching of languages all over the world.
EdTech provides multiple accesses to quality pedagogical processes to facilitate personalized learning
experiences, and equips teachers with pedagogical tools in Nigeria (Okpara, Abiakwu & Ezeanolue,
2025). In the light of the growing need of digital education in Nigeria, Sarumi (2024) posited that a
wholistic digital transformation in Nigeria’s education system has become urgent and inevitable. The
call for digital transformation in Nigeria’s educational system and language pedagogy in particular is
crucial because digitalization is at the centre of modern literacy and global relevance. According to
Daniel (2020), cited in Ukozor and Muhammad (2024), digitalization involves electronic platforms
which include, but are not limited to, Zoom, WhatsApp, Google Meets, Google Hangouts, Skype,
Microsoft Teams, or FaceTime, where learning may be done synchronously or asynchronously online.
Digital pedagogy also involves a process of converting text, picture, video, and music into digital
language and transmitted using digital tools like computer, smartphones, internet and so on to a
target audience. Digital learning tools have been found to improve language skills among learners
(Johari, 2017; Lin et al. 2019). Supporting this position, Yang (2024) reported that studies have
confirmed a significant correlation between Al technology and language learning's impact on English
learning outcomes, self-regulated learning as well as L2 motivation, among EFL learners. Artificial
intelligence (AI) is at the centre of digital teaching and learning today. AI can be defined as
“computing systems that are able to engage in human-like processes such as learning, adapting,
synthesizing, self-correction and use of data for complex processing tasks” (Popenici, & Kerr, 2017).
According to Wang (2018), Al refers to devices’ or systems’ ability to think as human beings, having
the power and skills to learn, perceive, and decide rationally and intelligently. Aligning with the
position of Font de la Vall and Araya (2023), Al language learning tools help users learn and improve
their skills in a foreign language. In addition, Crompton, Edmet, Ichaporia and Burke (2024) argued
that English language learning utilizing AI technology is more common than it is in any other
subject. Pefia-Acufia and Corga (2024) added that tools like chatbots can enhance the learning of
English as a second language as they could improve learners’ pronunciation, and adapt content
according to their progress. Al tools like: Machine translation tools can translate text or speech from
one language to another (Ducar & Schocket, 2018); Language tutoring systems can enhance
personalized language learning (Woo & Choi, 2021); and Language generation systems like ChatGPT
can generate original text in English (Gatt & Krahmer,2018).

Integrating EdTech and Al to pedagogical approaches calls for a new orientation and redefinition of
pedagogical approaches (Ayanwale et al., 2022), especially for English Language teachers in Nigeria.
This means that modern language pedagogy requires a paradigm shift to address the teaching and
learning gaps that may pose difficulties to digital transformation within the English Language
education landscape. Nigeria has a rich linguistic and cultural diversity, necessitating innovative
pedagogical approaches to language teaching (Ngozi, Anuonye & Obioma, 2024). Innovative
pedagogical processes which include creative teaching methods, strategies, and approaches are
critical to meet needs of language learners.



The objective of this positional paper is to examine digital pedagogy, challenges and the way forward
relying on secondary data and literature downloaded on the subject-matter, using Google search
engine.

Digital Innovative Tools

Emerging technologies are changing and shaping educational landscape as a result of EdTech support
in aiding learning through mobile learning devices, cloud computing, 3-D learning tools, blended
learning and multifaceted technologies like laptops, ipods, ipads, Smartphone, tablet computer and
e-book and games (Nsofor, Bello, Umeh & Oboh, 2015). There are many digital tools that can be
deployed by English Language teachers in Nigeria to enhance their teaching approaches. Online
resources that can aid learning of English Language are many on the internet with the availability of
online dictionaries, encyclopedia and various e-textbooks in different aspects of English language like
syntax, phonetics/phonology, morphology, English varieties and English composition (Chiedu, &
Ohwonohwo, 2021). These resources can transform English Language teachers’ digital pedagogy,
making their classes more fascinating and engaging. Ngozi et al (2024) identified the following
digital tools which could help language teachers to enrich their virtual classes.

Online Language Learning Platforms

They refer to the various websites and apps that can offer Interactive English Language lessons,
exercises, and quizzes. Online platforms can provide innovative resources to foster teachers’ teaching
methods and learning.

Language Learning Apps

There are language mobile apps created for language learning, involving features like vocabulary
exercises, pronunciation guides, and interactive lessons. English Language teachers can deploy these
apps to engage students with personalized or collaborative learning.

Virtual Classrooms

Virtual classrooms can help English Language teachers to transmit digital classes to learners in
different geographical spread locations. Virtual classrooms can conquer distance.

Language Learning Games

These are games apps and platforms that provide innovative educative games that may enhance
vocabulary development and retention and other language skills in a fascinating manner.

Educational Websites and Blogs

These are websites and blogs designed teaching and learning of language education. They can
provide platforms provide language teaching methods, lesson plans and other language support
resources.

Language Exchange Platforms

These are online platforms that can link language learners with native speakers for language
exchange and provide real-life language practice with cultural dynamics that help second language
learners and aid language proficiency.



Digital Assessment Tools

These tools include online quizzes, tests, and assessments designed for language learning and tools
for language educators to assess students' progress effectively.

Language Pronunciation Apps

These are digital apps designed to aid pronunciation for both educators and learners to refine their
speaking and listening skills.

Font de la Vall and Araya (2023), also identified the following AI language tools that can help
English Language teachers to create innovative virtual classrooms for learners.

Machine translation tools

These are Al tools with algorithms that are capable of translating automatically text or speech from
one language to another in real time. They are useful in language pedagogy as learners can easily get
translations of phrases or sentences of one language in another. English Language teachers can use
these tools to enrich their language teaching approaches. These tools are accessible in mobile apps or
online platforms. Examples of machine translation tools include Google Translate and Bing
Translator.

Language tutoring systems

These tools use Al algorithms to enhance personalized language learning and feedback by providing
interactive learning experiences that can improve learners’ language skills or competence.

Language generation systems

These are Al tools that can produce original text like reports, essays or stories in a language.
Language generating system tools can help English Language tutors to create fascinating stories that
can enrich virtual classes. Students too can leverage on these tools to aid them in report or essay
writing. in a given language based on a set of input parameters. They could produce reports, social
media posts, or news stories.

Review of Digital Transformation and ELT in Nigeria

Educational digitalization is no longer new in the Nigerian educational ecosystem. Its integration into
the educational system has continued to shape pedagogical approaches. Digital learning in the 21st
century has been predicted to have a positive impact on students’ learning outcomes (Purwadi et al.,
2020); as EdTech can facilitate learning and provide novel learning approaches (Gilakjani, 2017,
Ahmadi, 2018).

Oni and Guilen (2025) explored the role of collaborative learning, such as Google Docs, Zoom, and
Microsoft Teams in Nigerian education system and confirmed that the integration of collaborative
tools into educational practices could foster students’ engagement and real-time peer learning.
Ogbuehi (2023) investigated the extent of integration of technology in English language classes
towards the enhancement of vocabulary learning in a study involving 40 English language teachers
from government, missionary and private secondary schools. The researchers reported availability of
digital tools like computers and internet connectivity for teaching English vocabulary. They also
emphasized that these digital tools were not often used for teaching and learning activities.



Adebowale, Omidun, Abiahu, and Odetayo (2025) examined the impact of digital learning platforms
(DLPs) on English language proficiency in tertiary institutions, focusing on students in Lagos higher
institutions with emphasis on writing, listening, reading, and speaking skills. Using a mixed-methods
approach, the study collected data from 200 students from surveys, pre-and post-language
proficiency tests, and semi-structured interviews. Results indicated that interactive lessons,
multimedia resources, and gamified learning elements significantly improved listening (4.3/5) and
reading (4.1/5) skills. The researchers also reported that there was notable writing and speaking
proficiency among the participants. This study is a testament to the workability of English Language
digital pedagogy.

Jolayemi, Bidemi and Adebola (2023) investigated availability and utilization of multimedia for
effective teaching and learning of English language skills in selected secondary schools in Osun State
and found that there were insufficient digital learning resources for both students and teachers for
utilization. The researchers also confirmed that inadequate funds, inadequate trained personnel, poor
or epileptic power supply and inadequate supply of computer hardware were impediments to digital
language teaching and learning in the state.

Faloye (2022) investigated the perception of English language teachers concerning digital pedagogy
in teaching oral English in Ekiti State Government colleges with a population of 78 and a sample of
48 English language teachers. Results revealed that 65% of the teachers could distinguish between
digital and conventional pedagogy while 65% experienced no significant challenges with digital
pedagogy during oral English lessons. Findings also confirmed that majority of the English language
teachers admitted that students feel bored when taught oral English with charts, confirming the need
to sustain digital pedagogy for teaching oral English.

Review on Challenges of ELT Digitalization in Nigeria

Recent literature demonstrates that digital innovation is gradually transforming ESL teaching and
learning in Nigeria. ICT, mobile technologies, digital games, multimedia resources and generative Al
offer opportunities to increase learner engagement, personalise instruction, extend learning beyond
the classroom and improve access to authentic English-language resources (Isa, 2026; Ogbuehi, 2025;
Xodabande, 2026). However, the evidence equally demonstrates that technology availability does not
automatically produce pedagogical innovation. Infrastructure, internet access, teacher competence,
affordability and digital inequality remain important constraints (Yakubu & Joseph, 2025).

Jolayemi et al. (2023) in their study reported inadequate funds, inadequate trained personnel, poor
or epileptic power supply and inadequate supply of computer hardware were impediments to digital
language teaching and learning. similarly, Adebowale et al. (2025) identified platform instability,
unreliable internet access, and limited instructor-student interaction as obstacles to digital English
Language pedagogy. Ogbuehi (2023) observed that some English Language teachers were not
familiar with internet software programmes designed for vocabulary teaching.

Digital education, in which English Language education is a part of, is facing a number of challenges
in Nigeria. Dele-Ajayi and Taddese (2020) opined that policies, government leadership, private-sector
partnerships, and digital infrastructure are the challenges of digital education in Nigeria. In addition,
Badmus (2025) spotted high device costs, limited access to infrastructure, and inadequate training
opportunities as barriers affecting the use of digital technologies in education in general. Ukozor and
Muhammad (2024) also argued that poor funding, shortage of digital facilities, power problem, poor



internet connection, higher cost of digital facilities, poor digital skills and knowledge and shortage of
digital experts, poor implementation problem, resistance to change and corruption are major
challenges facing digital basic education in Nigeria. Furthermore, Olokooba and Shehu (2018)
postulated that Nigeria in general and Kwara State in particular is lagging behind in the use of
technology in the teaching and learning environment, including the teaching and learning of English
Language which was the major concern of the authors.

The Way Forward

We have so far seen in this paper the existence and challenges of digital English pedagogy in Nigeria.
At this point, it is necessary to look for the way forward since English digital pedagogy is needed to
drive the effective teaching and learning of the language. The challenges before English Language in
incorporating digital technology to language pedagogy require determination from all stakeholders to
be surmounted.

English language teachers should rise up to the occasion to ensure commitment on their part to
improve the status of language digital teaching in Nigeria. Thus, language teachers should make
digital literacy a priority to enhance their digital teaching potentials. Aligninging with the view of
Chiedu and Ohwonohwo (2021), teaching of English Language through e-learning requires proper
planning and designing of e-language material. This emphasizes the need for English Language
educators to be strategic when deploying digital tools to teach. According to Ajepe and Yusuff (2024)
laziness on the part of teachers could pose challenges to digital education. Etim (2018) also
suggested that technology literacy entails a good understanding of modern digital technological tools
like the social media and the internet and effectively using them to transmit information to a target
audience. Thus, the 21st century English Language teacher must technology literate and be ready to
integrate it into language pedagogy for effective teaching. They should be up to date in digital
literacy and be able to guide language learners on the proper use of digital tools.

Jolayemi et al. (2023) suggested that government should equip schools with more digital teaching
and learning resources for effective teaching and learning. They also recommended stable power
supply and adequate training for teachers through seminars, conferences and workshop to update
their knowledge on modern digital teaching and learning resources. Ahmed (2024) suggested
investment in digital infrastructure, development of teacher and training programmes for the
enhancement ESL education in Nigeria. Similarly, Faloye (2022) suggested training in digital skills
for teaching oral English to address gaps in English Language digital pedagogy. Oni et al. (2025)
emphasized government’s comprehensive training for teachers and students for the practical
application of collaborative tools, in addition to establishing clear learning outcomes to assess the
effectiveness of integration digital tools in teaching and learning environments. Badmus (2025)
emphasized availability of digital infrastructure as solution to challenges. Okpara et al. (2025)
strategic collaborations, investments, a commitment to holistic education, harnessing the full
potential of EdTech and Al as panaceas to the lingering challenges of digital pedagogy in Nigeria.

Ukozor and Muhammad (2024) added that government should subsidize the price of digital facilities
for teachers and students and provide tax reliefs for telecoms to enable them to reduce the costs of
their services. Subsidy on digital facilities can help language teachers to be able to have access to
needed tools that can enhance digital language pedagogy. Luo and Yang (2021) observed that
students from low-resources background experienced difficulty with technology and internet
connectivity and limited participation in digital learning processes. Sarumi (2024) suggested massive



investment in digital infrastructure, teacher training, curriculum reforms, and policy strengthening as
ways of addressing digital pedagogy.

Conclusion

This paper has examined digitalization and ELT pedagogical processes in Nigeria, challenges and the
way forward. The paper discovers the importance of the use of digital tools for teaching and learning
English Language. It also addresses the urgent need for English Language teachers to embrace digital
pedagogy to enrich their teaching processes to make language learning more engaging and
productive. Challenges of digital pedagogy with particular reference to English Language has been
discussed. The way forward for English Language pedagogy in Nigeria has also been discussed. It is
hope that English Language teachers in Nigeria will rise to the occasion to embed the much-needed
digital pedagogy within their pedagogical processes to enhance effective English teaching and
learning in Nigeria.

Recommendations for ESL Education in Nigeria

« Strengthening digital infrastructure in educational institutions

Government and educational authorities should provide reliable electricity, affordable internet
connectivity, functional language laboratories, digital devices and adequate technical support in
schools and tertiary institutions. Digital innovation cannot be sustained when teachers and learners
lack reliable access to the basic infrastructure required for technology-enhanced learning.

+ Developing a national framework for digital ESL education

Relevant education authorities should develop clear guidelines for integrating digital technologies
into English language teaching. The framework should address mobile-assisted language learning,
multimedia instruction, online learning, digital assessment and the responsible use of artificial
intelligence.

+ Prioritizing teacher digital professional development

Continuous professional development programmes should be organised to improve ESL teachers'
technological, pedagogical and digital-assessment competencies. Training should move beyond basic
computer literacy to practical application of digital technologies in teaching listening, speaking,
reading, writing, vocabulary and grammar.

+ Promoting affordable and low-bandwidth digital solutions

Given differences in internet access across Nigerian communities, digital ESL programmes should
incorporate offline resources, downloadable materials, mobile-compatible applications and low-data
platforms to reduce the digital divide between learners in urban and rural areas.

+ Integrating Al literacy into ESL teacher education

Teacher education institutions should introduce responsible AI use into English language education.
Teachers and student teachers should learn how to use generative Al for lesson planning, language
practice, formative assessment and feedback while also understanding plagiarism, misinformation,



privacy and academic integrity.
Encourage digital content development using Nigerian contexts.

« Selecting digital tools according to specific learning objectives

The question should not simply be “What technology can I use?” but rather “Which technology will
best help my students achieve this particular language-learning outcome?”

+ Developing continuous digital competence

Teachers should regularly improve their knowledge of digital platforms, mobile applications,
multimedia resources, Al tools and online assessment systems. Participation in workshops, webinars,
professional learning communities and self-directed online courses should become part of continuous
professional development.

+ Using mobile technologies strategically

Since smartphones are increasingly accessible to many Nigerian learners, teachers can incorporate
them into vocabulary activities, pronunciation practice, online reading, listening exercises,
collaborative writing and formative assessment, while establishing clear rules for responsible use.

+ Integrating Al responsibly into ESL instruction

Teachers should use generative Al to support—not replace—language learning. For example, students
can use Al to generate conversation prompts, receive feedback on drafts, practise vocabulary and
simulate communicative situations. Teachers should require students to critically evaluate
Al-generated responses and demonstrate their own understanding.

+ Employing multimedia to address different learning needs

Teachers should combine text, audio, video, images and interactive activities where appropriate to
provide learners with multiple ways of encountering and practising English.

« Teaching digital and information literacy alongside English

ESL teachers should help students evaluate online information, identify unreliable sources, avoid
plagiarism, cite digital materials appropriately and communicate responsibly in online environments.
Digital literacy should therefore become part of contemporary language competence.
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Abstract

This study investigates the integration of emerging technologies in enhancing English Language Teaching
(ELT) skills among English language teachers in Nigerian secondary and tertiary institutions. Using a
descriptive survey design, structured questionnaires were administered online to 53 English language
teachers drawn from primary, secondary, and tertiary institutions. The study is framed within
connectivism theory, which foregrounds the role of digital networks and technology in contemporary
learning. Findings indicate high levels of awareness and usage of emerging technologies among
respondents, as well as a general readiness to adopt Al-enhanced tools. Key challenges identified include
limited access to digital devices and Al-powered educational platforms, lack of continuous professional
training, and inadequate institutional support. The study recommends that educational authorities
prioritise targeted training programmes, provide equitable access to Al tools, and develop sustainable
policy frameworks to support technology integration in English language education. As an exploratory
pilot study, findings should be interpreted with caution pending replication with a larger, more
geographically diverse sample.
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1. Introduction

English language teachers face mounting pressure to remain current in a rapidly evolving
technological landscape. The integration of digital tools — including language learning applications,
Al-powered platforms, and interactive media — holds significant potential for enhancing student
engagement, personalising instruction, and streamlining lesson planning (Abdunnazar, 2024). English
is widely recognised as a global lingua franca, serving as the official language of communication in
over 88 countries (Bridge Education Group, as cited in this study); in Nigeria, it functions as both a
second language and the medium of instruction across educational levels, underscoring the critical
importance of equipping teachers to deliver it effectively.
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The rapid pace of technological change, culminating in the widespread adoption of Artificial
Intelligence (AI), demands a corresponding evolution in pedagogical practice. Al systems can provide
interactive feedback, support differentiated instruction, and connect teachers to global communities
of practice — yet many English language teachers remain underprepared to leverage these tools
(Pazilah, Haslim, & Yunus, 2019). As Chia (2024) notes, innovative technology in education is
fundamentally about reimagining established pedagogies rather than merely supplementing them.

Despite growing scholarly interest in technology-enhanced language teaching, there is limited
empirical research examining the awareness, access, perceptions, and challenges facing English
language teachers in the Nigerian context specifically. This study addresses that gap by exploring
how emerging technologies can be harnessed to build teachers' professional literacy skills in the era
of Al, drawing on connectivism as its theoretical anchor. The findings offer practical insights for
institutional policy, teacher training, and curriculum development.

2. Theoretical/Conceptual Framework

2.1 Connectivism

The theoretical framework underpinning this study is connectivism, a learning theory developed by
George Siemens and Stephen Downes in the mid-2000s. Connectivism posits that learning occurs
through the formation of connections across diverse networks of nodes — where a node may be a
person, a resource, a webpage, or a digital platform (Siemens, 2008). Unlike earlier cognitive or
behaviourist theories, connectivism explicitly foregrounds technology as a central mediator of
knowledge acquisition, making it particularly well suited to studies of digital and Al-enhanced
education.

Central to connectivism is the principle that maintaining and nurturing connections is more critical
than the accumulation of isolated knowledge, and that the capacity to know more is more important
than what is currently known. This has direct relevance to English language teachers, who are
conceptualised in this study as modes' that must actively connect to emerging technologies, online
professional communities, and up-to-date pedagogical resources in order to remain effective in their
practice.

It is acknowledged that connectivism is not without its critics. Kerr (2007) and Verhagen (2006) have
questioned whether it constitutes a fully distinct learning theory or rather a pedagogical perspective,
and scholars have noted that its principles can be difficult to operationalise systematically in
classroom contexts. Complementary frameworks — including Mishra and Koehler's (2006)
Technological Pedagogical Content Knowledge (TPACK) model and the European DigCompEdu
framework (Redecker, 2017) — offer structured competency models for teacher digital literacy that
could productively extend the theoretical grounding of future research in this area. Nevertheless,
connectivism's emphasis on networked, technology-mediated learning renders it an appropriate and
illuminating lens for the present study.

2.2 Key Conceptual Definitions

i. Technology



For the purposes of this study, technology refers to methods, systems, and devices arising from the
application of scientific knowledge for practical purposes (Algahtani, 2019). In the ELT context, this
encompasses language learning applications, online platforms, audio-visual tools, and Al-powered
systems that extend the teacher's role as a facilitator of learning. Bransford and Cocking (2000) argue
that computer technology enables teachers and learners to forge connections that transcend local
boundaries, expanding opportunities for enriched, collaborative engagement.

ii. Artificial Intelligence in Education

Artificial Intelligence refers to computer systems capable of mimicking aspects of human intelligence,
including natural language processing, pattern recognition, and adaptive feedback (Bit, Biswas, &
Nag, 2024). In the educational context, Al tools support administrative efficiency, personalised
instruction, and real-time learner assessment. Notably, platforms such as Duolingo deploy Al systems
to analyse learner proficiency and adapt content dynamically to meet individual needs (Bicknell et
al., 2023). However, it is equally important to acknowledge the limitations and risks associated with
Al in education, including concerns about algorithmic bias, data privacy, and the potential for Al to
reinforce existing inequalities if access is not equitable (cf. Selwyn, 2019).

iii. Emerging Technologies in ELT

Emerging technologies are characterised as innovations that build upon and extend prior
technological advancements, encompassing both content production and content delivery modalities
(Olivia et al., 2019). In the ELT sphere, these include computational tools, mobile devices, virtual
learning environments, and Al-enabled platforms. Abrahams (2015, as cited in Journal of
Curriculum, 2022) notes that emerging technologies facilitate the generation, sharing, and
preservation of academic resources, enabling more stimulating and personalised learning
experiences.

3. Literature Review

3.1 Impact of Al on English Language Education

The literature consistently highlights the transformative potential of Al for English language
education. Bit, Biswas, and Nag (2024) argue that Al redefines personalised learning experiences
through intelligent tutoring systems, offering enhanced student engagement and adaptive feedback.
Al tools support English language teachers in several practical ways: they automate administrative
tasks such as marking, provide immediate diagnostic feedback on student performance, deliver
up-to-date teaching materials, and enable the creation of engaging, differentiated learning
environments.

Motteram, Onat-Stelma, and Slaouti (2008) documented the growing use of technology in ELT
surveying contexts, while more recent scholarship — including Abdunnazar (2024) and Chia (2024)
— emphasises the need for pedagogically grounded approaches to technology integration that move
beyond tool adoption towards genuine reimagining of teaching practice. Anne and Mahalashmi
(2014) note that technology enables individualised learning by accounting for students' varying
aptitudes and interests, underscoring the importance of teacher readiness to exploit these
affordances.



3.2 Emerging Technologies for Teacher Professional Development

Several specific technologies have demonstrated value in building English language teachers'
professional literacy. Audio recording tools and podcast platforms support oral skills development
and enable teachers to model correct pronunciation and comprehension (Oral Skills category, this
study). Video conferencing platforms such as Zoom and Google Meet have proven particularly
valuable in contexts where English is a second language, facilitating direct interaction with proficient
speakers and supporting pronunciation practice (Barone & Wright, 2020). AI chatbots provide
individualised student support and allow teachers to track learning progress systematically
(Dipanwita et al., 2024).

Collaborative platforms including Moodle, wikis, and blogs promote reading and writing
engagement, allowing students to contribute to and extend shared academic texts (Amin, 2019;
Warschauer & Liaw, 2010). These tools collectively extend the teacher's facilitative role beyond
physical classroom constraints, addressing access inequities and enabling continuous professional
development.

3.3 Challenges and Ethical Considerations

Despite their potential, the adoption of AI and emerging technologies in ELT is not without
challenges. Access inequalities remain a significant barrier, particularly in lower-resourced settings;
without reliable infrastructure, even highly motivated teachers cannot integrate Al tools effectively.
Institutional and governmental support is frequently identified as insufficient (Pazilah et al., 2019),
and the absence of sustained professional development leaves many teachers ill-equipped to move
beyond surface-level tool use.

Ethical considerations are also salient. Questions of data privacy, the transparency of Al algorithms,
and the potential for bias in Al-generated feedback must be addressed in any institutional adoption
framework. Furthermore, teacher agency in technology adoption — ensuring that teachers are
empowered collaborators rather than passive recipients of technological mandates — is essential to
sustainable integration (Selwyn, 2019).

4. Methodology

4.1 Research Design

This study adopted a descriptive survey design to gather information on English language teachers'
awareness, usage, perceptions, challenges, and proposed solutions related to emerging technologies
in ELT. A descriptive survey approach is appropriate for studies seeking to characterise the attitudes
and behaviours of a defined population at a given point in time (Ajayi & Abanobi, 2016). The study
should be understood as an exploratory pilot investigation; findings are intended to generate
hypotheses and inform the design of larger-scale research rather than to support definitive
generalisations.

4.2 Sampling and Participants

A structured questionnaire was distributed online via Google Forms to English language teachers
across primary schools, secondary schools, and tertiary institutions in Nigeria. Participants were
recruited through convenience and snowball sampling via professional networks; a total of 53



completed responses were received. The sample comprised 5 primary school teachers (9.4%), 25
secondary school teachers (47.2%), 24 tertiary institution lecturers (45.3%), and 2 respondents in
other categories (3.7%). Educational qualifications ranged from B.A. and B.Ed. to M.Ed., M.A., Ph.D.,
and PGDE, with the majority holding postgraduate qualifications (see Table 1 and Table 2). Teaching
experience ranged from below five years to over 21 years (see Table 3).

The sample size of 53 is acknowledged as a significant limitation of this study (see Section 4.5).
Regional coverage, precise institutional distribution, and response rate are not fully documented, and
readers should exercise caution in generalising findings beyond the contexts represented in this
sample.

4.3 Instrument

The questionnaire was designed in two sections. Section 1 collected demographic and professional
background data (teaching level, educational qualifications, teaching duration). Section 2 comprised
Likert-scale and checklist items covering five thematic areas: (1) awareness of emerging technologies
and Al tools in ELT; (2) teachers' perceptions of Al and emerging technology; (3) access to and
availability of technology tools; (4) challenges encountered in adopting Al in ELT; and (5) possible
solutions to promote technology use. Items were developed by the researcher drawing on relevant
literature and were reviewed by subject-matter peers prior to distribution. Future research should
include formal piloting and reporting of internal consistency measures such as Cronbach's alpha.

4.4 Data Analysis

Data were analysed using descriptive statistics (frequency counts and percentages) to summarise
patterns of response across the five thematic areas. Results are presented in tabular form with
interpretive commentary. While the descriptive approach provides a useful overview of teachers'
profiles and perspectives, it is recognised that inferential analysis — including chi-square tests of
association to explore relationships between, for example, qualification level and Al readiness, or
access and teaching context — would strengthen the analytical contribution of the study. Such
analyses are recommended for follow-up research with a larger sample.

4.5 Limitations

Several limitations should be noted. First, the sample size (n = 53) is small and was obtained
through convenience sampling, which limits representativeness and generalisability. Second, the
questionnaire relies on self-reported data, which is subject to social desirability bias; teachers may
overestimate their familiarity with or readiness to adopt Al tools. Third, instrument validation was
informal, and reliability statistics are not available for this study. Fourth, the absence of qualitative
data (e.g., open-ended responses or follow-up interviews) means that the underlying reasons for
observed patterns — such as why some teachers resist Al adoption or how specific access barriers
manifest in practice — cannot be fully explored. These limitations notwithstanding, the study
provides a useful exploratory snapshot of ELT teacher perspectives on emerging technology in the
Nigerian context.

Ethical considerations for this study include the voluntary nature of participation, the anonymity of
respondents, and the absence of sensitive or identifying data collection. Future studies utilising Al
tools in research or classroom contexts should additionally address data protection regulations, the
transparency of algorithmic systems, and mechanisms to safeguard teacher and learner agency.



5. Results

5.1 Participant Demographics

Table 1 presents the distribution of respondents by teaching level. The majority were secondary
school teachers (47.2%, n = 25) and tertiary institution lecturers (45.3%, n = 24), with primary
school teachers accounting for 9.4% (n = 5). This distribution reflects the convenience sampling
strategy and limits the generalisability of findings to primary-level contexts.

Table 1: Teaching Level of Respondents

S/Reaching Level Responses (n) Percentage (%)
1 Primary school 5 9.4
2 Secondary school 25 47.2
3 Tertiary institution 24 45.3
4 Others 2 3.7
Total 53 100.0

Table 2: Educational Qualifications of Respondents

S/Qualification Responses (n) Percentage (%)
1 Ph.D. 11 20.7

2 M.A. 9 16.9

3 M.Ed. 14 26.4

4 B.Ed. 13 24.5

5 B.A. 4 7.5

6 PGDE 2 3.7

Total 53 100.0

Table 3: Teaching Duration of Respondents

S/Reaching Duration Responses (n) Percentage (%)




1 Below 5 years 11 20.7

2 6-10 years 11 20.7

3 11-15 years 20 37.7

4 16-20 years 3 5.6

5 21 years and above 8 15.0
Total 53 100.0

5.2 Awareness of Emerging Technologies and AI Tools in ELT

Table 4 presents respondents' self-reported familiarity with five categories of emerging technology
relevant to ELT. Across all five items, a majority of respondents indicated being 'Familiar' or 'Very
Familiar'. Awareness was highest for English language learning mobile applications (79.2%, n = 42)
and virtual learning platforms with Al features (73.5%, n = 39). Awareness of general emerging
technology tools stood at 69.8% (n = 37 combining 'Very Familiar' and 'Familiar'). A notable gap
was observed for apps supporting the four language communication skills, where 47.1% (n = 25)
indicated slight or no familiarity, suggesting a specific area for targeted professional development.

Table 4: Awareness of Emerging Technologies and AI Tools in ELT (n = 53)

Very Familiar n Familiar n (%) Slightly Familiar n

Not Familiar n (%)
(%) (%)

Technology Item

General emerging 12 (22.6) 25 (47.2) 12 (22.6) 4 (7.5)
technology tools

Al-powered tools 11 (20.8) 23 (43.4) 13 (24.5) 6 (11.3)
supporting ELT

English language 13 (24.5) 29 (54.7) 9(17.0) 2(3.8)
learning mobile
apps

Apps supporting 9 (17.0) 19 (35.8) 14 (26.4) 11 (20.7)
four language

communication

skills

Virtual learning 18 (33.9) 21 (39.6) 9 (16.9) 5(9.4)
platforms with Al
features

5.3 Teachers' Perceptions of AI and Emerging Technology



Table 5 presents teacher perceptions across five attitudinal statements. Across all items, the
overwhelming majority of respondents expressed agreement or strong agreement. Most notably,
100% of respondents agreed or strongly agreed that teachers should be trained on how to use
emerging technology (Table 7, Statement 1: SA = 43 [81.1%], A = 10 [18.8%]). Perceptions of Al's
capacity to improve the four language skills were similarly positive, with 92.4% (n = 49) agreeing or
strongly agreeing. A small but noteworthy minority expressed neutrality or disagreement on whether
emerging technology aids cross-cultural collaboration (7.5% neutral; 2% each disagree and strongly
disagree), possibly reflecting limited prior experience with global online communities.

Table 5: Teachers' Perceptions of AI and Emerging Technology (n = 53)

P ti St ly A St 1
erception rongly Agree Agree n (%) Neutral n (%) Disagree n (%) .rong y
Statement n (%) Disagree n (%)

Gamification 14 (26.4) 34 (64.0) 509.4) 0 (0) 0 (0)
and VR can

create

innovative

lessons

Al tools can 20 (38.0) 29 (55.0) 3(6.0) 1(2.0) 0 (0)
improve

listening,

speaking,

reading, and

writing skills

Al tools make 21 (40.0) 28 (53.0) 2 (4.0) 0 (0) 2 (4.0)
ELT more

interactive and

effective

Al assists in 17 (32.0) 32 (60.3) 3(6.0) 1(2.0) 0 (0)
personalising

instruction for

varying ability

levels

Emerging 28 (53.0) 19 (36.0) 4(7.5) 1(2.0) 1(2.0)
technology aids

collaboration

across global

learners

5.4 Access to Technology Tools

Table 6 summarises respondents' reported access to five categories of technology tools. Access to
smartphones was near-universal (n = 47, 88.7%), and the majority had access to laptops or desktops
(n = 39, 73.6%) and reliable internet (n = 31, 58.5%). However, access to projector or multimedia



tools (n = 12, 22.6%) and Al-powered educational platforms (n = 16, 30.2%) was markedly lower,
indicating a significant infrastructure gap that may constrain effective technology integration
particularly for classroom-based delivery and higher-order Al applications.

Table 6: Access to Technology Tools (n =53)

S/N Technology Tool Respondents (n) Percentage (%)
1 Smartphone 47 88.7
2 Laptop or desktop 39 73.6
3 Reliable internet 31 58.5
connection
4 Projector/multimedia 12 22.6
tools
5 Al-powered educational 16 30.2
platforms

5.5 Challenges in Adopting AI and Emerging Technology

Table 7 presents the frequency of agreement with five challenge statements. Lack of access to digital
tools was identified as the most widely acknowledged challenge, with 94.3% (n = 50) of respondents
agreeing or strongly agreeing. Lack of continuous training (86.7%, n = 46) and lack of institutional
or government support (77.3%, n = 41) were also strongly endorsed. A meaningful minority (45.2%,
n = 24) expressed agreement that emerging technology creates classroom management challenges,
while responses to the statement about fear of Al replacing teachers were more divided: 45.2%
agreed, while 24.5% strongly disagreed and 15% disagreed, suggesting that while job displacement
anxiety exists, it is not universally shared.

Table 7: Challenges of AI and Emerging Technology in ELT (n = 53)

Challenge Strongly Agree Agree n (%) Neutral n (%) Disagree n (%) St.rongly
Statement n (%) Disagree n (%)
Lack of access 31 (58.4) 19 (35.8) 0 (0) 0 (0) 1(1.8)

to digital tools

limits AI use in

ELT

Lack of 22 (41.5) 19 (35.8) 3(5.6) 7 (13.2) 2(3.7)

institutional/government
support hinders
training




Lack of 24 (45.2) 22 (41.5) 4 (7.5) 0 (0) 1(1.8)
continuous

training to

effectively use

Al tools

Emerging 9 (16.9) 15 (28.3) 12 (22.6) 5(9.4) 10 (18.8)
technology

creates

classroom

management

challenges

Fear that Al 13 (24.5) 11 (20.7) 16 (30.1) 5(9.4) 8 (15.0)
will replace

teachers creates

resistance

5.6 Proposed Solutions to Promote Technology Integration

Table 8 captures respondents' endorsement of five proposed solutions. All five solutions received
overwhelming support, with no respondent disagreeing with the proposals to train teachers (100%
agreement) or for authorities to provide Al tools (98.1%). These findings strongly affirm a mandate
for institutional action and suggest that teacher willingness to engage with emerging technology is
high when structural support is in place.

Table 8: Proposed Solutions to Promote Emerging Technology in ELT (n = 53)

Soluti St ly A St 1
olution rongly Agree Agree n (%) Neutral n (%) Disagree n (%) .rong y
Statement n (%) Disagree n (%)

Teachers 43 (81.1) 10 (18.8) 0 (0) 0 (0) 0 (0)
should be

trained in

emerging

technology

Authorities 43 (81.1) 9 (16.9) 1(1.8) 0 (0) 0 (0)
should provide

Al tools for

easy access

Teachers 35 (66.0) 16 (30.1) 2(3.7) 0 (0) 0 (0)
should be

willing to use

emerging

technologies




Students should 34 (64.1) 16 (30.1) 2(3.7) 1(1.8) 0 (0)
be guided on

using emerging

tools

Emerging 40 (75.4) 11 (20.7) 1(1.8) 1(1.8) 0 (0)
technology

enables

professional

collaboration

with global

colleagues

6. Discussion

The findings of this study paint a largely optimistic picture of English language teachers' awareness
of and disposition towards emerging technologies, while also surfacing structural barriers that must
be addressed for technology integration to be educationally meaningful and equitable.

The high levels of awareness reported — particularly for mobile applications and virtual learning
platforms — are consistent with the broader trend of smartphone proliferation in Nigerian society
(Table 6: 88.7% of respondents owned a smartphone). This resonates with the connectivist argument
that everyday digital devices constitute entry points into networked, technology-mediated learning
(Siemens, 2008). However, awareness alone does not translate into effective pedagogical practice;
the significant gaps in access to Al-powered educational platforms (30.2%) and multimedia
projection tools (22.6%) represent a structural impediment to classroom-based Al integration that
policy interventions must address.

Teachers' overwhelmingly positive perceptions of Al's potential to enhance language skills (92.4%
agreeing that Al tools improve listening, speaking, reading, and writing) and personalise instruction
(92.4%) suggest strong motivational readiness. Yet this enthusiasm is tempered by the reality that
many teachers lack the sustained professional development needed to translate positive attitudes into
confident, pedagogically grounded practice. The finding that 86.7% of respondents endorsed the
need for continuous training, and that 100% agreed teachers should receive training (Table 8),
underscores that willing teachers are currently underserved by professional development
infrastructure.

The challenges data further reveal a significant concern about institutional and governmental support
(77.3% agreeing it is lacking), pointing to a systemic rather than individual failure. This aligns with
Pazilah et al.'s (2019) observation that technology adoption in ESL/EFL contexts is often hindered
not by teacher reluctance but by inadequate infrastructure and policy frameworks. The finding that
fear of Al replacement is not universally held (30.1% neutral; 24.5% strongly disagreeing) is
noteworthy and somewhat reassuring, though those who do harbour such concerns (45.2% agreeing)
may benefit from professional development that reframes Al as a pedagogical complement rather
than a substitute for teacher expertise.

The proposed solutions data present a clear and coherent mandate: train teachers, provide tools, and
cultivate a culture of willingness and collaboration. The near-unanimous endorsement of these
solutions (98-100% agreement across items) suggests that the barriers to technology integration in



this context are primarily structural and institutional rather than attitudinal. This finding has
important implications for how authorities and institutions should prioritise their investments.

7. Recommendations

Based on the findings and their implications, the following recommendations are organised by
timeframe and stakeholder:

Short-term (0-12 months): Targeted Training and Awareness

« Educational authorities should design and deliver focused professional development workshops
introducing English language teachers to specific Al tools relevant to ELT, including Al chatbots
for student feedback, adaptive language learning platforms, and collaborative digital writing
environments.

+  Workshops should be differentiated by teaching level and qualification, and should address both
technical skills and pedagogical integration — not merely tool familiarisation.

« Training should explicitly address data privacy, the ethical use of Al tools, and strategies for
maintaining teacher agency in Al-mediated classrooms.

Medium-term (1-3 years): Institutional Procurement and Infrastructure

+ Institutional authorities should develop procurement strategies to ensure equitable access to
Al-powered educational platforms and multimedia tools, with particular attention to
under-resourced primary and secondary school contexts.

« Governments should develop and fund national-level ELT technology frameworks aligned with
digital competency standards such as DigCompEdu (Redecker, 2017) or TPACK (Mishra &
Koehler, 2006), adapted to the Nigerian context.

« Peer-support networks — connecting teachers within and across institutions — should be
established to facilitate the sharing of resources, strategies, and experiences, operationalising the
connectivist principle of learning through networked community.

Long-term (3+ years): Policy and Evaluation

+ Policy frameworks should mandate and fund continuing professional development in educational
technology as part of teacher licensure and appraisal processes.

+ Institutions should implement monitoring and evaluation mechanisms to assess the effectiveness
of technology training, using metrics that capture both teacher competency development and
measurable learning outcomes.

« Future research, with larger and more geographically representative samples, should employ
mixed-methods designs, including inferential statistics and qualitative follow-up, to build a more
comprehensive evidence base for Al integration in Nigerian ELT.

8. Conclusion
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This exploratory study contributes to the growing body of evidence on technology integration in ELT
by providing an empirical snapshot of Nigerian English language teachers' awareness, perceptions,
access, and challenges with respect to emerging Al tools. The findings affirm that teachers are largely
aware of and positive about emerging technologies, but that structural barriers — limited access,
insufficient training, and inadequate institutional support — constrain the translation of readiness
into practice.

Framed within connectivism, the study underscores the importance of enabling teachers, as active
nodes in educational networks, to form meaningful connections with the tools, platforms, and
professional communities that can sustain their development in the Al era. As Pazilah et al. (2019)
observe, great teachers are not replaced by technology; rather, technology in the hands of great
teachers becomes transformational. For this transformation to be realised at scale, it requires
deliberate, sustained, and equitable investment from educational authorities at all levels.

This study is acknowledged as a pilot with the limitations outlined in Section 4.5. Future research
should build on these findings with larger, randomised or stratified samples, validated instruments,
inferential analysis, and qualitative components to deepen understanding of how English language
teachers in Nigeria and similar contexts can most effectively navigate the era of Al
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Abstract

This study explored pedagogical strategies in English Language and Literature classrooms for empowering
female learners and enhancing their confidence in secondary schools in Delta State, Nigeria. The study was
motivated by persistent concerns over low self-confidence, limited classroom participation, and reduced
self-expression among female learners despite ongoing efforts to promote gender equality in education.
Specifically, the study examined the pedagogical practices currently employed by teachers, investigated
how these practices influence female learners' confidence and participation, identified the sociocultural
and institutional factors affecting their engagement, and proposed gender-responsive teaching strategies
for improving confidence building. The study was anchored on Intersectionality Theory and adopted a
descriptive survey research design. The population comprised female students in selected public and
private secondary schools in Delta State. Using a multistage sampling technique involving stratified, simple
random, and purposive sampling procedures, 120 Senior Secondary School (SS1-SS3) female students
were selected. Data were collected using a researcher-developed 20-item structured questionnaire
validated by experts in Language Education and Gender Studies. A pilot study yielded a Cronbach's Alpha
reliability coefficient of 0.82, confirming the instrument's internal consistency. Descriptive statistics,
specifically mean scores, were used for data analysis, with a criterion mean of 2.50 for decision making.
The findings revealed that while some learner-centred teaching practices were adopted, interactive
strategies such as storytelling and group work remained underutilised. Interactive pedagogies significantly
enhanced female learners' confidence, participation, and self-expression, although sociocultural
expectations, family responsibilities, and institutional practices continued to hinder their engagement. The
study concluded that adopting gender-responsive pedagogical strategies and strengthening teachers'
capacity in inclusive instructional practices would significantly enhance female learners' confidence,
participation, and empowerment in English Language and Literature classrooms in Delta State.

Keywords: Pedagogical strategies; gender equality and empowerment; self-confidence; self-esteem;
intersectionality theory
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Female empowerment through education is widely recognised as a fundamental strategy for
achieving inclusive and sustainable development across the world. Education equips women and girls
with the knowledge, skills, confidence, and opportunities needed to participate actively in social,
economic, and political life, thereby reducing gender inequalities and promoting national
development (United Nations, 2015). Across many countries, educational institutions increasingly
serve as platforms for nurturing leadership, critical thinking, communication skills, and self-efficacy
among female learners, enabling them to challenge discriminatory norms and realise their full
potential (UNESCO, 2020). Female empowerment through education is a pivotal driver for
sustainable development, social equity, and economic progress (UNESCO, 2020). In Delta State,
Nigeria, female learners often grapple with low self-confidence due to entrenched sociocultural
barriers, limiting their participation and voice within academic and public spheres (Okeke, Nzewi, &
Njoku, 2008). Building confidence through teaching activities in English Language and Literature is
essential to breaking these cycles of marginalization and fostering self-expression and leadership
among young women.

Language education plays a central role in shaping learners' identities and enhancing their ability to
communicate and assert themselves in various contexts (Gee, 2004). English Language and
Literature, in particular, offer more than linguistic competence; they serve as mediums through
which learners can explore emotions, experiences, and societal issues. Engagement with texts invites
learners to reflect, critique, and empathize with diverse characters and situations. For female
students, this reflective and expressive capacity becomes a powerful tool for self-affirmation and
intellectual liberation (Obasi & Asodike, 2014). However, many classroom environments fail to tap
into this potential, often emphasizing mechanical comprehension and examination skills over
personal engagement and critical dialogue (Murphy, Greene, Firetto., Hendrick, Li, Montalbano, &
Wei, 2018).

This gap in pedagogical practice contributes to a broader problem where female learners are either
silenced or underrepresented in classroom discourse. In mixed-gender learning environments, boys
are often given more opportunities to speak, challenge ideas, and receive feedback, while girls are
subtly encouraged to remain compliant and quiet (Sadker & Zittleman, 2009). The pressure to
conform, combined with fear of making mistakes or being judged, further undermines female
students’ willingness to participate. In Delta State, traditional gender roles may also prevent girls
from fully engaging in class, reinforcing feelings of inferiority and self-doubt (Okeke, & Okeke,
2018).

While various existing studies such as Cummins, (2009) and Morrell (2005) tend to explore either
general literacy outcomes or sociolinguistic challenges without delving into how literature and
language instruction can become tools for transformative learning experiences for girls. The
intersection of gender, pedagogy, and literary engagement remains underexplored, especially in
relation to non-Western educational contexts where gender norms are particularly rigid (Albrecht,
2025).

Emerging research suggests that when girls are exposed to inclusive teaching methods such as
collaborative learning, storytelling, reflective writing, and interpretive reading they tend to develop
stronger self-efficacy and emotional intelligence (Bandura, 2006; Wang, & Wang, 2022). Literature
featuring strong female protagonists or narratives that challenge patriarchal norms can enable
learners to relate to and reimagine their own lives with confidence and agency (Kumar, & Daves,
2024). Additionally, learner-centered approaches that validate students’ perspectives encourage



female learners to see their voices as worthy of attention, thereby promoting both academic success
and personal growth (Hall, 2011).

Despite this evidence, many education systems remain slow to integrate such practices into their
curricula or teacher training programs. Classroom practices often remain exam-driven, text-centric,
focusing on surface-level literary analysis while ignoring the deeper personal and social dimensions
of engagement with literature (Ubahakwe, 1982). Moreover, pedagogical frameworks such as
feminist pedagogy, dialogic teaching, and culturally responsive instruction although proven effective
are rarely adopted as mainstream strategies in English language education (Ladson-Billings, 1995;
Hooks, 1994). This study explores pedagogical strategies that can empower female learners through
English Language and Literature, with a particular focus on confidence building in Delta State. It
aims to identify effective classroom practices, assess how teacher-student interactions impact female
learners’ self-perception, and provide practical recommendations for fostering empowerment in
educational settings.

Statement of Problem

Despite sustained efforts to promote gender equality in education, many female learners continue to
experience low self-confidence, limited classroom participation, and reduced academic self-efficacy.
Although English Language and Literature have the potential to promote communication, critical
thinking, creativity, and self-expression, these benefits are often undermined by teacher-centred
approaches that prioritize rote learning and examination preparation over active learner engagement.
In Delta State, Nigeria, this challenge is compounded by sociocultural expectations that discourage
female learners from expressing their views confidently in academic settings. Furthermore, English
functions as both a colonial legacy and a language of social mobility, yet many learners engage with
literary texts that are disconnected from their lived experiences (Mustapha, 2013). The
predominance of Western canonical texts and teachers' limited capacity to facilitate learner-centred
discussions further constrain opportunities for confidence building and identity development
(Omojemite, 2024). Although previous studies have examined female empowerment and gender
disparities in education, limited attention has been given to how teaching activities in English
Language and Literature can intentionally enhance the confidence of female learners in Delta State.
Similarly, insufficient emphasis has been placed on gender-responsive pedagogical strategies that
encourage self-expression, critical dialogue, and inclusive classroom participation (Obasi & Asodike,
2014). This gap necessitates the present study.

Research Objectives
The following research objectives were formulated for this study:

« To examine the current pedagogical practices used in teaching English Language and Literature in
selected secondary schools in Delta State.

« To investigate how these pedagogical practices affect female learners' confidence, participation,
and self-expression in English classrooms.

+ To identify the sociocultural and institutional factors that influence the engagement of female
learners in English Language and Literature.



« To propose gender-responsive teaching strategies that can enhance confidence building and
empowerment among female learners through the English curriculum.

Literature Review

The empowerment of female learners through English Language and Literature education has been
the subject of extensive research, focusing on pedagogical strategies that enhance confidence and
participation. Effective pedagogical strategies are crucial for engaging learners and fostering an
environment conducive to language acquisition. Approaches such as peer-assisted learning strategies
(PALS) have demonstrated efficacy in supporting English learners by promoting collaborative
learning and increasing academic achievement (Calhoon et al., 2005; Sdenz et al., 2005).
Additionally, modeling strategies, where instructors provide clear examples of learning tasks, have
been identified as particularly beneficial for English learners, aiding in comprehension and skill
acquisition (Witt & Soet, 2020). These strategies underscore the importance of interactive and
supportive teaching methods in language education.

Empowering female learners in the educational sphere involves addressing gender-specific challenges
and promoting inclusive practices. Research indicates that gender-responsive pedagogy, which
actively engages both girls and boys while combating gender stereotypes, plays a significant role in
enhancing girls' learning experiences (Unterhalter et al., 2016). In the context of English Language
Arts (ELA), incorporating female voices and perspectives into the curriculum has been shown to
encourage critical conversations and contribute to educational improvements that benefit women and
promote multicultural understanding (Ruth & Edward, 2022). Such inclusive curricula not only
validate the experiences of female students but also foster a more equitable learning environment.

Confidence is a pivotal factor in the successful acquisition of language skills. A systematic review by
Narzillayevna, (2024) highlights that learner with high self-confidence are more likely to excel in
second language acquisition, demonstrating better pronunciation, vocabulary, and grammar.
Furthermore, creating a welcoming classroom environment is essential for building the confidence of
English language learners, as it enhances their comfort level and encourages active participation (Ali,
Masroor, & Khan, 2020). Specific strategies, such as providing opportunities for learners to succeed
and offering constructive feedback, have been recommended to improve the self-esteem and facilitate
language learning.

Theoretical Framework

Intersectionality Theory

Intersectionality Theory was first introduced by Kimberlé Crenshaw in 1989 as a framework to
understand how multiple social identities such as gender, race, class, and ethnicity interact to create
unique modes of discrimination and privilege. At the heart of Intersectionality Theory is the idea that
individuals do not experience life through a single identity category such as gender or race, but
through a combination of intersecting identities that collectively shape their everyday experiences. A
female student, for instance, is not affected by her gender alone, but also by other factors such as her
socioeconomic status, ethnicity, religion, or geographic location. These overlapping identities do not
act independently but interact to influence how she is perceived and treated within society and



institutions like schools.

Another central tenet of intersectionality is the recognition that social inequalities are sustained by
interconnected systems of power, such as patriarchy, racism, colonialism, and classism. These
systems do not operate in silos but reinforce one another, often intensifying the disadvantages
experienced by marginalized individuals. For female learners in Delta State, Nigeria, the intersection
of gender and cultural expectations, alongside institutional biases in schools, can produce
compounded challenges. For example, a girl may experience limited classroom participation not only
because of patriarchal attitudes but also because of systemic under representation of her ethnic group
in educational leadership or curriculum content.

Intersectionality is also grounded in the understanding that the impact of intersecting identities is
shaped by specific social, cultural, and institutional contexts. The barriers faced by a female learner
in an urban school might differ from those in a rural setting, even if both are exposed to similar
gender norms. This context-specific lens allows for a nuanced analysis of how inequalities manifest
differently across regions, communities, or institutions. It underscores the importance of localized
research and interventions that are sensitive to the unique circumstances affecting different groups of
girls.

Intersectionality Theory provides a robust theoretical framework for this study, which explores
pedagogical strategies for empowering female learners and building their confidence through English
Language and Literature in Delta State, Nigeria. The relevance of this framework lies in the fact that
female learners in this context do not experience educational challenges solely due to their gender;
rather, their experiences are shaped by a confluence of other factors such as socioeconomic status,
cultural expectations, family responsibilities, regional educational disparities, and institutional
gender dynamics.

Methodology

This study adopted a descriptive survey research design to investigate pedagogical strategies for
empowering female learners and building their confidence through English Language and Literature
in secondary schools in Delta State, Nigeria. The survey design was chosen for its effectiveness in
capturing the perceptions, experiences, and attitudes of participants regarding teaching practices,
gender responsiveness, and student engagement. This approach allowed the researcher to collect data
from a broad sample, analyze trends, and draw conclusions that reflect the prevailing realities within
the school system.

The population of the study comprised female students in selected public and private secondary
schools across urban and rural areas in Delta State. Using a multistage sampling technique, schools
were first stratified based on location (urban/rural) and ownership (public/private). Thereafter,
simple random sampling was used to select six schools, and purposive sampling was employed to
select female students in Senior Secondary School classes (SS1-SS3) who had experienced at least
two years of English Language and Literature instruction. A total of 120 female students participated
in the study, ensuring adequate representation across different backgrounds and learning contexts.

Data were collected using a structured questionnaire developed by the researcher based on the
study’s four research objectives. The questionnaire comprised 20 items, organized into four sections,
each addressing a specific objective. A 4-point Likert scale (Strongly Agree, Agree, Disagree, Strongly



Disagree) was used to measure responses. The instrument was subjected to face and content
validation by experts in language education and gender studies to ensure its relevance, clarity, and
alignment with the research objectives. A pilot study was conducted in a similar but separate
location within the state, and the Cronbach’s Alpha reliability coefficient was found to be 0.82,
indicating good internal consistency.

The data collected were analyzed using descriptive statistics, specifically mean scores, to determine
the level of agreement with each item. A decision rule was established such that any item with a
mean score of 2.50 and above was considered “Agree,” while items below 2.50 were interpreted as
“Disagree.” The results were presented in frequency tables and interpreted according to the research
objectives. This method facilitated a clear understanding of prevailing pedagogical practices, their
impact on female learners’ confidence and participation, as well as the sociocultural and institutional
dynamics influencing gender equity in English classrooms.

Discussion of Findings

Research Objective 1: To examine the current pedagogical practices used in teaching English
Language and Literature in selected secondary schools in Delta State.

S/N Item X Decision

1 My English teacher uses 2.6 Agree
student-centered
teaching methods in
class.

2 Teachers encourage class 2.5 Agree
discussions during
English and Literature
lessons.

3 Teachers often use 2.4 Disagree
storytelling or drama to
explain literature texts.

4 The use of group work is 2.3 Disagree
a regular part of English
and Literature lessons.

5 Teachers integrate 2.6 Agree
real-life examples into
the teaching of English
Language and Literature.

Pedagogical practices in teaching English Language and Literature in selected secondary schools in
Delta State revealed mixed responses. Respondents agreed that teachers employ student-centered
methods (M = 2.6), encourage class discussions (M = 2.5), and integrate real-life examples into
lessons (M = 2.6). However, they expressed concerns about the limited use of storytelling or drama
(M = 2.4) and group work (M = 2.3). These inconsistencies suggest that while efforts are being



made to adopt interactive pedagogies, essential strategies that promote collaboration and creativity
remain underutilized, indicating a need for more comprehensive teacher training in diverse,
learner-centered instructional methods.

Research Objective 2: To investigate how these pedagogical practices affect female learners'
confidence, participation, and self-expression in English classrooms.

S/N Item X Decision

1 I feel more confident to 2.8 Agree
speak in English class
when the teacher uses
interactive methods.

2 Teaching strategies used 2.5 Agree
in class make me feel
valued and heard.

3 I am more likely to 2.7 Agree
participate in class when
English lessons include
activities like debates or

plays.

4 I can express my 3.0 Agree
thoughts better in
English when given
enough time and
guidance.

5 The way English is 2.6 Agree
taught helps me build my
confidence in using the
English language.

The impact of pedagogical practices on female learners’ confidence, participation, and self-expression
in English classrooms was viewed positively. Respondents agreed that interactive teaching methods
increased their confidence to speak (M = 2.8) and that activities like debates and plays enhanced
participation (M = 2.7). They also felt better able to express themselves when given time and
guidance (M = 3.0), and recognized that current teaching strategies helped them feel valued (M =
2.5) and built their language confidence (M = 2.6). These findings highlight the importance of
inclusive and engaging pedagogies in promoting active involvement and self-assurance among female
learners in English classrooms.

Research Objective 3: To identify the sociocultural and institutional factors that influence the
engagement of female learners in English Language and Literature.

S/N Item X Decision




1 Cultural beliefs 3.0 Agree
sometimes discourage
girls from actively
participating in English
classes.

2 Family responsibilities 2.8 Agree
limit my time and focus
for learning English.

3 The school encourages 2.5 Agree
equal participation of
male and female students
in English classes.

4 Teachers give female 2.9 Agree
students fewer
opportunities to speak in
English classes.

5 Lack of female role 2.5 Agree
models in English and
Literature affects girls’
interest in the subject.

Sociocultural and institutional factors influencing the engagement of female learners in English
Language and Literature were broadly acknowledged by respondents. They agreed that cultural
beliefs discourage girls’ active participation (M = 3.0), and that family responsibilities hinder their
focus and time for learning (M = 2.8). Although schools were perceived to encourage
gender-inclusive participation (M = 2.5), there was concern that teachers give female students fewer
opportunities to speak in class (M = 2.9). The absence of female role models in the subject was also
noted as a limiting factor (M = 2.5). These responses underscore the need for targeted interventions
that address cultural norms, institutional biases, and role modeling to enhance female learners’
engagement in English education.

Research Objective 4: To propose gender-responsive teaching strategies that can enhance
confidence building and empowerment among female learners through the English
curriculum.

S/N Item X Decision

1 Teachers should use 3.0 Agree
more examples of
successful women in
Literature to inspire
female learners.




2 Including more 2.8 Agree
female-centered themes
in English lessons can
make girls feel more
included.

3 Teachers should provide 3.2 Agree
equal chances for girls
and boys to speak and
lead class activities.

4 Encouraging girls to 29 Agree
write personal stories in
English can help build
their confidence.

5 English teachers should 3.2 Agree
receive training on
gender-sensitive teaching
methods.

Gender-responsive teaching strategies aimed at enhancing confidence and empowerment among
female learners received strong support from respondents. There was agreement on the need for
teachers to provide equal opportunities for girls and boys to participate and lead in class activities (M
= 3.2), and for teachers to undergo training on gender-sensitive instructional methods (M = 3.2).
Participants also endorsed the inclusion of successful female figures in literature (M = 3.0),
female-centered themes in lessons (M = 2.8), and opportunities for girls to express themselves
through personal storytelling (M = 2.9). These responses highlight a clear demand for pedagogical
reforms that actively support the inclusion, visibility, and confidence-building of female learners in
English classroom:s.

Conclusion

This study set out to explore pedagogical strategies that empower female learners and build their
confidence through the learning of English Language and Literature in selected secondary schools in
Delta State, Nigeria. The findings revealed that while there is some adoption of student-centered and
interactive teaching methods, certain essential practices—such as storytelling, group work, and
gender-sensitive content—remain underutilized. These gaps hinder the full engagement and
empowerment of female students.

Furthermore, the study established that the pedagogical methods employed have a significant impact
on female learners' confidence, participation, and self-expression in English classrooms. When
teaching approaches are inclusive and interactive, girls are more likely to feel confident, valued, and
capable of using the language. However, sociocultural and institutional challenges such as cultural
norms, family responsibilities, unequal classroom participation, and a lack of female role models
continue to affect the active engagement of female learners.

Finally, respondents strongly supported the need for gender-responsive strategies that would promote
female inclusion, visibility, and empowerment in English Language and Literature. These strategies



include the use of female-centered themes, role models, equitable class participation, and
professional development for teachers in gender-sensitive teaching.

Recommendations
This study recommends that:

+ Schools and education authorities should organize regular training workshops on
gender-responsive pedagogy to equip teachers with the skills needed to foster inclusive and
empowering classrooms for female learners.

« The English Language and Literature curriculum should be revised to incorporate more
female-centered content and texts that reflect the experiences and aspirations of girls, alongside
stories of successful women.

« Teachers should deliberately ensure balanced classroom participation by providing equal
opportunities for male and female students to speak, lead activities, and express their thoughts.

* Schools should encourage the integration of group work, drama, debates, and storytelling into the
teaching of English, as these methods have been shown to increase female learners’ confidence
and engagement.

+ Stakeholders including parents, school management, and community leaders should work
collaboratively to address cultural and family norms that limit girls’ educational participation,
especially in language-rich subjects like English.

+ Schools should create platforms where girls can interact with female professionals, writers, and
educators who can serve as role models, inspiring them to pursue excellence in English Language
and Literature.
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Abstract

This study investigated the effect of Directed Reading Thinking Activity (DRTA) and Presentation, Practice,
and Production (PPP) on students' reading comprehension. A quasi-experimental research design was
employed, involving 165 Senior Secondary School II students in Asaba Metropolis, Delta State. The study
used a stratified random sampling technique and a validated Reading Comprehension Achievement Test
(RCAT) with a reliability index of 0.71. Students were assigned to either a DRTA or PPP group and taught
reading comprehension using the respective strategies. Pre-test and post-test data were analyzed using
mean, standard deviation, and Analysis of Covariance (ANCOVA). The findings showed that both DRTA
and PPP strategies had comparable mean achievement scores in reading comprehension. However, a
significant interactive effect of strategy and gender was found, indicating that DRTA was more effective for
female students, while PPP was more effective for male students. The findings suggest that teachers should
adapt their instructional approaches to cater to different learning styles and gender needs. The study
recommends that teachers use either DRTA or PPP, or a combination of both, and provides training on
effective strategy use.
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Introduction

11Developing and nurturing reading comprehension is crucial for learners both at school and at
home, as it is essential for academic success and beyond. This skill extends beyond English language
classes because students' ability to pass various content area courses depends on their reading
comprehension skills. Effective reading comprehension enables students to grasp and construct
meaning from written language through active engagement. Despite the importance of reading
comprehension in academic success, many students struggle to comprehend and interpret texts,
leading to poor academic achievement. This challenge has been attributed to various factors,
including ineffective teaching methods and lack of engagement in the learning process.

Reading comprehension involves understanding and interpreting written text. It is important across
all subjects in the formal education system, as no subject in a formal school setting can be learned
without comprehension. Aziz, Ahmad, Awang, Aziz, Nurshafezan & Ahmad (2024) emphasizes that
this skill relies on readers' ability to use their background knowledge and understanding to interpret
the content of the text. Reading comprehension goes beyond simply reading the text; it involves
extracting information and knowledge from it. USAID (2014) explains that this process requires
readers to connect their prior knowledge with new information gained from the text, thereby
enhancing their understanding, extracting and constructing meaning through interaction and
involvement with written language.

Reading comprehension involves understanding literary norms, critical assessments, written dramas,
and fictional structures to grasp the text's meaning. The author states further that to achieve learning
objectives in reading comprehension, various indicators of understanding must be considered (Aziz,
Ahmad, Awang, Aziz, Nurshafezan & Ahmad, 2024). From the experts' definitions, it is clear that
reading is a multifaceted activity encompassing more than just reading words. It also involves visual,
cognitive, psycholinguistic, and metacognitive processes. As a cognitive activity, it includes
recognizing words, understanding them literally, interpreting meanings, engaging in critical analysis,
and creative comprehension. Therefore, the objective of teaching reading should be geared towards
enhancing and developing students' comprehension abilities. According to Elleman and Oslund
(2019) the aim of teaching reading is to develop students who can employ reading strategies to
optimize their text comprehension, distinguish between relevant and irrelevant information, and
manage less-than-perfect word-by-word understanding.

Relatively, Elleman and Oslund (2019) suggest that reading comprehension involves deriving
meaning from text. The objective is to achieve a comprehensive understanding of the text, rather
than just interpreting isolated words or sentences. This skill is essential for students, as it allows them
to grasp not only the meanings of individual words but also the connections between sentences and
the main ideas of the text. Thus, to enhance students' reading comprehension, it is important to
employ effective strategies that facilitate this process. Reading comprehension is fundamental to
reading itself; without understanding the message of the text, reading does not occur. This
underscores that reading is a dynamic process of extracting meaning from text. Consequently, the
ultimate aim of any reading exercise is comprehension.

Although reading comprehension is crucial for students' academic success and the educational
system, there has been a noticeable decline in students' performance in public examination in



Nigeria. This decline can be attributed to differences in how English reading comprehension is taught
in Nigerian classrooms compared to practices in other English-speaking countries. Research indicates
that in many Nigerian classrooms, reading is often used by teachers to maintain order or keep
students occupied, rather than as a tool to actively engage students in comprehension. Ochogwu
(2020) posits that students are frequently asked to read without guidance on setting reading purposes
or activating background knowledge, leading to superficial understanding. It is evident that to make
reading worthy of the class time, it must include instruction and coaching from the teacher on text
selection and reading strategies, feedback to students on their reading and text discussion (Ochogwu,
2014b).

Furthermore, reading comprehension in Nigeria is integrated into the English language curriculum
rather than being treated as a distinct subject, which limits the time allocated for focused teaching of
this skill. This integration, coupled with inadequate instructional and minimal daily exposure to the
language, contributes to poor student performance in examination. Kanya, Afolabi and Kajinyana
(2023) reiterate that the time allocated per lesson in the senior secondary school English lesson is
usually not sufficient to use some suitable strategies such as interactive strategies in teaching reading
comprehension. This is corroborated by Ochogwu (2014) that poor performance of students in public
exams is traced to minimal daily contact with the language.

Research underscores that the ineffectiveness of the teaching methods employed by teachers in
teaching reading comprehension in Nigeria often fail to effectively address the challenges associated
with reading comprehension thereby perpetuating the circle of poor academic outcomes Ochogwu
(2014a). In the same vein, Kanya et al (2023) assert that unsuitable instructional methods are also a
hindrance to effective teaching and learning of reading comprehension. Similarly, teachers frequently
focus on preparing students for external examinations rather than employing instructional strategies
that promote active participation and deeper comprehension of texts (Daniel, 2013). What this
implies is that teachers often use learning strategies and activities that are teacher centred and do not
create or encourage students to actively participate in the reading process.

In the light of the foregoing, it could be deduced that the teaching methods employed by English
Language teachers in teaching reading comprehension have not been effective. There is a general
agreement that students' achievement in reading comprehension could be traced to inappropriate
methods of teaching by teachers. According to Kolawole and Alao (2015), teachers are expected to
use strategies such as predicting, making inferences, summarizing, self-questioning and asking
questions to teach reading comprehension. Kendeou, Master, and Christ (2016) highlight that these
strategies encourage students to be active and responsible in their learning and assist them in
overcoming reading difficulties, thereby increasing or boosting their motivation to read. Teaching
reading should focus on developing students' higher order thinking skills, promoting critical thinking,
and fostering deeper understanding (Anggi, 2022).

To redress these challenges, English language scholars advocate for the adoption of more effective
strategies such as Directed Reading Thinking Activity (DRTA) and Presentation, Practice, and
Production (PPP) for teaching reading comprehension that actively involve students in the reading
process. For instance, DRTA is a recommended strategy that encourages students to ask questions
about a text, make predictions, and read to verify or disprove their predictions. This strategy helps
students to focus and deeply understand the reading material. The DRTA prompts students to engage
actively with the text, enhancing their comprehension before, during, and after reading. It
encourages students to predict, question, and validate information while reading, thereby enhancing



comprehension and critical thinking skills (Aziz, et al 2024).

The Directed Reading Thinking Activity (DRTA) is a reading strategy that encourages students to
engage actively with a text by making predictions, reading, and then confirming or refuting their
predictions. DRTA follows a step-by-step instructional process for DRTA:

Introduction and Preparation: the teacher introduces the text and ensures students have a clear
understanding of the topic and also prepare students for the DRTA process by explaining the steps
and expectations.

Predicting: the teacher shows students the title, headings, and illustrations of the text. Ask students
to make predictions about the content of the text based on these visual cues and encourage students
to share their predictions with the class or in small groups.

Reading: the teacher has students read a section of the text and pause students at predetermined
points to discuss their predictions and ask questions.

Proving: after reading each section, the teacher asks students to confirm or refute their predictions
based on the text and encourage students to provide evidence from the text to support their
conclusions.

Discussion and Reflection: the teacher led a class discussion to explore students' understanding of
the text and encourage students to reflect on their predictions and how they were confirmed or
refuted.

Conclusion: the teacher summarizes the main ideas of the text and encourages students to think
critically about the text and its relevance to their own lives.

The Presentation, Practice, and Production (PPP) framework is a teaching approach used to enhance
students' reading comprehension skills. It involves a structured sequence of activities designed to
engage students in reading and understanding texts. The PPP framework is based on the idea that
students need to progress through different stages to develop their reading comprehension skills.
Each stage builds on the previous one, enabling students to gradually develop their understanding
and skills. The PPP framework is a structured teaching approach that enhances students' reading
comprehension skills (Al Fraidan, 2025). It consists of three stages: Presentation, Practice, and
Production.

In the Presentation stage, the teacher introduces a reading text, models reading comprehension
strategies, and encourages students to engage with the text (Haerazi, Prayati & Vikasari, 2019). This
stage lays the foundation for students to develop their understanding of the text. In the Practice
stage, students practice reading comprehension skills through guided activities, such as reading and
answering questions, identifying main ideas, and making inferences (Abdelhalim, 2017). The teacher
provides feedback and scaffolding to support students' understanding. This stage helps students build
their reading skills and develop a deeper understanding of the text. In the Production stage, students
apply their reading comprehension skills to produce their own work, such as writing a summary,
creating a visual representation, or engaging in discussions (Hall, 2016). This stage enables students
to take ownership of their learning and demonstrate their understanding of the text. By using the PPP
framework, teachers can create an effective and engaging reading comprehension program that
supports students' literacy development.



The Presentation, Practice, and Production (PPP) framework offers several benefits in reading
comprehension, including providing a systematic and structured approach to language learning,
catering to different learning styles, and fostering a positive and engaging classroom environment.
This framework allows teachers to present new language concepts clearly, provide opportunities for
students to practice and reinforce their understanding, and produce their own work, promoting
student autonomy and fluency. Additionally, PPP encourages active participation, interaction, and
communication among students, helping to build their confidence and improve their reading skills.
By adapting the PPP method to specific contexts and student needs, educators can optimize learning
outcomes and promote English proficiency irrespective of students’ gender.

Recent attention has focused on understanding how gender influences reading comprehension and
the use of strategies in language learning. Gender has been identified as a significant variable in
second language (L2) reading comprehension; with studies suggesting that instructional strategies
may affect gender differences in performance (Rianto & Ehmke, 2021). While some researchers argue
that males outperform females in language learning, others suggest that females excel in
language-related tasks due to higher internal motivation levels (Xiong, 2010). However, findings
vary, with studies like that of Ochogwu (2014a) indicating no significant gender influence on reading
comprehension after treatment. This suggests that gender may not significantly influence students'
performance in reading comprehension. In this context, it is important to explore how the DRTA
strategy could potentially enhance reading comprehension among senior secondary 2 students, while
also examining whether gender influences performance outcomes in this regard.

Studies have examined the relationship between reading comprehension and achievement in English,
as well as the impact of gender and cognitive styles on reading comprehension. Hijazi's (2018) study
found a statistically significant relationship between students' reading comprehension and their
achievement in English, with both skills being of a medium degree. This suggests that students who
perform well in reading comprehension tend to perform well in English overall. Similarly, Siahaan et
al.'s (2022) study found that collaborative strategic reading (CSR) and cognitive styles affected
students' reading comprehension, with CSR with Moodle being more effective for learners with
independent cognitive styles. This highlights the importance of considering individual learning styles
and preferences when implementing CSR to improve reading comprehension.

Investigated gender differences in reading comprehension, with mixed results, Oda and
Abdul-Kadhim's (2017) study found that females outperformed males on the critical level of reading
comprehension, while Rahmawati and Ummah's (2020) study found no difference between male and
female students in reading comprehension achievement. Overall, the studies suggest that reading
comprehension is an essential skill for achieving success in English, and that cognitive styles and CSR
can impact reading comprehension. The findings highlight the need for further research to
investigate the link between reading comprehension and achievement in English and to consider
cognitive styles to improve reading comprehension.

Statement of problem

The persistent poor achievement of students in reading comprehension in senior secondary schools in
Asaba Metropolis, Delta State, has raised concerns among educators and stakeholders. Despite the
importance of reading comprehension in academic success, many students struggle to comprehend
and interpret texts, leading to poor academic achievement. Ineffective teaching methods and lack of
engagement are major contributors to this challenge. Traditional methods used by teachers that focus



on rote memorization and recall have been criticized for not promoting critical thinking and
comprehension skills. This study investigates the impact of Directed Reading Thinking Activity
(DRTA) and Presentation, Practice, and Production (PPP) on students' reading comprehension skills,
aiming to identify the most effective approach to improve reading comprehension in the study area.
By exploring DRTA and PPP, this study seeks to contribute to developing effective teaching strategies
to enhance students' reading comprehension skills.

Research questions

+  What is the mean achievement score of students taught reading comprehension with DRTA and
PPP method?

« What are the influences of gender on students’ mean achievement scores in reading
comprehension?

«  What are the interactive effects of strategy and gender on students’ means achievement scores in
reading comprehension?

Hypotheses:

HO1: There is no significant difference in the mean achievement scores of students taught reading
comprehension with DRTA and those taught with PPP.

HO2: There is no significant influence in the mean achievement scores of male and female students
in reading comprehension.

Ho3: There is no significant interactive effect of strategy and gender on students’ means achievement
scores in reading comprehension.

Methods and materials:

The study employed a quasi-experimental research design to investigate the effect of Directed
Reading Thinking Activity (DRTA) and Presentation, Practice, and Production (PPP) on students'
reading comprehension. The population of the study consists of 2,869 Senior Secondary School II
students (1,345 males and 1,522 females). The study was conducted in 12 government-approved
secondary schools in Asaba Metropolis, Delta State. Asaba is an urban capital city with mixed public
schools. Average class size ranged from 45-60 students per class. Instructional resources such as
textbooks and reading materials were limited, with a ratio of approximately 1:3. The Nigerian Senior
Secondary curriculum emphasizes coverage of content for WAEC/NECO, which often limits time for
strategy-based instruction. Power outages and teacher workload also affected implementation
fidelity. These contextual factors may influence the transferability of DRTA and PPP. While results
may generalize to other urban Nigerian settings, rural schools with fewer resources and less parental
involvement may experience different outcomes.

A sample of 165 students was selected using a random sampling technique. The study adopted a
stratified random sampling technique to ensure representation of both male and female students. The
research instrument was a Reading Comprehension Achievement Test (RCAT). The instrument was
validated by two experts, one from Primary Education Department and one from Measurement and
Evaluation, all from Federal College of Education (T), Asaba. The reliability of the instrument was
established using Kuder Richardson 21 (K21) and yielded an index of 0.71. Two research assistants



were used for the study. One was used for the experimental group 1 while the other was used for the
experimental group 2. The two-research assistant for experimental group 1 and group 2 were given a
week training on DRTA and PPP learning strategy. To ensure uniformity and mastery of the teaching
strategy, both the teachers in group 1 and group 2 were given a copy of the validated lesson plans
and copies of the instrument (RCAT) which was administered as a pre-test and post-test and for the
data collection.

During the experimental procedure, pre-test was administered to students using RCAT to determine
their initial reading comprehension skills. This followed by treatment where students were 90
students were assigned to DRTA and 75 to PPP group and taught reading comprehension using the
respective strategies. The allocation of 90 students to DRTA and 75 to PPP was based on the
available intact SS2 classes. Intact classes were used to avoid disruption of school timetables, which
is a common practice in Nigerian school-based research. After the treatment, the RCAT was
re-shoveled and administered as a post-test to measure students reading comprehension skills after
the treatment. Mean and standard deviation were used to answer the research questions, while
ANCOVA was used to test the hypotheses at 0.05 level of significance. ANCOVA was employed to
adjust the posttest scores for initial differences in pretest scores. The adjusted scores reported in this
study are the estimated marginal means derived from ANCOVA, which represent the expected
posttest performance of each group if all participants had started with the same pretest score.
Adjusted scores refer to post-test means that have been statistically adjusted for pre-test differences
using ANCOVA. This controls for initial differences between groups.

RESULTS

Research Question One: What is the mean achievement score of students taught reading
comprehension with DRTA and PPP method?

Table 1: Mean and SD of achievement score of students in reading comprehension.

GdBpe-test Post-test gji::ted
Mean SIMean SD

DRU25.40 9.838.73 5.38.318

PPFR22.32 18882 5.68.941

Table 1 shows that students who were taught reading comprehension using DRTA had mean
achievement score of 38.73 with a standard deviation of 5.58 at the post-test against their pre-test
mean achievement score of 25.40 and standard deviation of 9.59 while those who were taught using
PPP had mean achievement score of 38.82 with a standard deviation of 5.02 at the post-test against
their pre-test mean achievement score of 22.32 and standard deviation of 10.32. Mean adjusted
scores of 38.318 and 38.941 for the two groups show that the students who were exposed to DRTA
and PPP had a comparable mean achievement score with PPP showing a slightly higher adjusted
score than those taught using DRTA.



HO1: There is no significant difference in the mean achievement scores of students taught reading
comprehension with DRTA and those taught with PPP.

Table 2: Analysis of Covariance (ANCOVA) of the mean achievement scores of students in
reading comprehension

Partial
Source Type III Sum of Squares Df Squa:%ta
Squared
Corrected Model 909.421a 4 229, B8D6
Intercept 35507.630 1 3 SEROEESED
Pretest 4.114 1 4. M7 1
Experimental 45.636 1 451 671 2
Gender 54.322 1 S5R3AP 4
Experimental * Gender 823.832 1 823h8BIB1
Error 3739.282 160 23.371
Total 252736.000 165
Corrected Total 4648.703 164

a. R Squared = .196 (Adjusted R
Squared = .176)

b. Computed using alpha = .05

Table 2 showed that F(1.953) = 0.164, P<0.05. The result thus implied that students that were
taught reading comprehension using DRTA achieved higher than those taught with PPP. The null
hypothesis that there is no significant difference in the mean achievement scores of students taught
reading comprehension with DRTA and PPP is not rejected. This implies that there is no significant
difference in the mean achievement scores of students taught reading comprehension using DRTA
and those taught using PPP.

Research Question Two: What are the influences of gender on students’ mean achievement scores in
reading comprehension?

Table 3: Mean and standard deviation of achievement score of male and female students
taught reading comprehension with DRTA and PPP

GdhBlia-test Post test Adjusted Score




Mean SD Mean SD

M6R4.40 9.94 37.90 6.03

38.162

FehiiiBe74 10.11 39.34 4.75

39.097

Table 3 shows that the male students had mean achievement score of 37.90 with a standard
deviation of 6.03 at the post-test against their pre-test mean achievement score of 24.40 and standard
deviation of 9.94 while the female students had mean achievement score of 39.34 with a standard
deviation of 4.75 at the post-test against their pre-test mean achievement score of 23.74 and standard
deviation of 10.11. This shows that the mean post-test score of female students was higher than that
of the male students. Furthermore, the mean adjusted scores of 38.162 and 39.097 for male and
female students respectively indicate that the female students had higher adjusted score than the
male students.

HO2: There is no significant influence in the mean achievement scores of male and female students
in reading comprehension.

Table 2 shows that the probability associated with the calculated value of F(2.324) for the influence
of gender on the mean achievement scores of students in reading comprehension is 0.129. Since the
probability value of 0.129 is greater than the 0.05 level of significance (p>0.05), the null hypothesis
was not rejected meaning that there is no significant difference in the mean achievement scores of
male and female students in reading comprehension taught with PPP and DRTA.

Research question three: What are the interactive effects of strategy and gender on students’ means
achievement scores in reading comprehension?

Table 4: Mean and standard deviation of students' achievement mean scores in reading
comprehension by strategy and gender

G1G&pBle-test Post test Adjusted Score
Mean SD Mean SD
DRVIa24.40 8.98 35.00 6.96 35.889
Fenfate94 9.94 40.79 3.19 40.747
PRVI3R24.39 10.92 40.72 3.04 40.436
Fet220269 9.64 37.33 5.76 37.447

Table 4 shows that male students who were taught reading comprehension using DRTA had a
post-test mean achievement score of 35.00 with a standard deviation of 6.96 and an adjusted score of
35.889 while the female students who were also taught with the same strategy had a post-test mean
achievement score of 40.79 with a standard deviation of 3.19 and an adjusted score of 40.747. Male
students who were taught reading comprehension using PPP had a post-test mean achievement score



of 40.72 with a standard deviation of 3.04 and an adjusted score of 40.436, while the female
students who were also taught with PPP had a post-test mean achievement score of 37.33 with a
standard deviation of 5.76 and an adjusted score of 37.447. These show that female students who
were taught using DRTA had higher post-test mean achievement scores than their male counterparts
while male taught using PPP had higher post-test mean achievement scores than their male
counterparts.

Ho3: There is no significant interactive effect of strategy and gender on students’ means achievement
scores in reading comprehension.

Table 2 shows that calculated value of F (35.215) for the interactive effect of strategy and gender on
mean achievement scores of students in reading comprehension had an associated probability value
of 0.000. Since the probability value of 0.000 is not greater than 0.05 level of significance (p>0.05),
the null hypothesis was rejected meaning that there is significant interactive effect of strategy and
gender on students' mean achievement scores in reading comprehension.

Discussion

The findings of the study showed that students who were exposed to DRTA and PPP had a
comparable mean achievement score with PPP showing a slightly higher adjusted score than those
taught using DRTA. Further findings show that there is no significant difference in the mean
achievement scores of students taught reading comprehension using DRTA. The model explained
19.6% of the variance in reading comprehension. This moderate R? suggests that other factors not
measured in this study likely influenced outcomes. Possible moderators include students’ prior
reading ability, motivation and interest in reading, teacher experience with the strategies, classroom
language policy especially L1 interference, and home literacy support. Given the
resource-constrained Nigerian context, large class sizes and limited instructional materials may have
also attenuated the effect of the interventions. These findings are consistent with the findings of
Rahmawati and Ummah (2020) who noted that there is no difference between male and female student
achievement in reading comprehension.

The findings of the study revealed that female students had higher mean adjusted score than the
male students in both pre-test and posttest mean achievement score. This may be in line with the
argument in literature that female students often outperform in English language than their male foil
irrespective of the pedagogical process and other factors such as learning styles, motivation, or
prior knowledge. However, further analysis revealed that there was no significant difference in the
mean achievement scores of male and female students in reading comprehension. This implies that
both male and female students perform similarly in reading comprehension, and any observed
differences are likely due to chance rather than a significant effect of gender. The study's findings
disagree with Oda and Abdul-Kadhim's (2017) study, which found that females outperformed males
to a statistically significant level in reading comprehension.

Findings of the study revealed that female students who were taught using DRTA had higher post-test
mean achievement scores than their male counterparts while male taught using PPP had higher
post-test mean achievement scores than their male counterparts. Further analysis showed that there
is significant interactive effect of strategy and gender on students' mean achievement scores in
reading comprehension. This finding implies that the effect of the experimental strategy on students'
reading comprehension achievement scores depends on the students' gender. The significant



interaction between instructional strategy and gender suggests that DRTA was more effective for
female students while PPP favored male students. This can be explained by gendered learning
preferences documented in literature. DRTA, with its emphasis on prediction, questioning, and
reflective discussion, aligns with cooperative and verbal processing styles often associated with
female learners. In contrast, PPP which involves peer-peer and parent partnership activities, may
have provided males with more autonomy, activity-based, and socially competitive engagement that
matches their learning orientation. classroom observation notes indicated that during DRTA lessons,
female students dominated discussions and were more willing to make predictions aloud. During
PPP, male students showed higher engagement in peer teaching roles and home-based tasks. While
instruction was not intentionally differentiated by gender, the structure of each strategy may have
inadvertently favored different participation patterns. Future studies should employ qualitative data
to further explore this pattern. The finding contradicts Siahaan, Rahmat and Nuruddin's (2022)
study, which found that learning strategy influenced learners' reading comprehension without
considering gender differences.

Conclusions:

Both DRTA and PPP strategies showed comparable mean achievement scores in reading
comprehension. There was no significant difference in mean achievement scores between male and
female students in reading comprehension. However, a significant interactive effect of strategy and
gender was found, indicating that DRTA was more effective for female students, while PPP was more
effective for male students. Overall, the study highlights the importance of considering gender
differences when implementing instructional strategies for reading comprehension. The findings
suggest that teachers should be aware of the potential differences in strategy effectiveness for male
and female students and adapt their instructional approaches accordingly.

Limitation of the study:

The major limitation of this study is its reliance on quantitative data. Future research should include
teacher interviews and student focus groups to understand how DRTA and PPP were enacted,
perceived, and adapted in Nigerian classrooms.

Recommendations:
+ Since both strategies showed comparable mean achievement scores, teachers can use either
strategy or a combination of both to cater to different learning styles.

+ Given the significant interactive effect of strategy and gender, teachers should be aware that
DRTA may be more effective for female students, while PPP may be more effective for male
students.

+ Curriculum developers should consider incorporating a range of instructional strategies, including
DRTA and PPP, to cater to different learning styles and gender needs.

« Provide teachers with training on how to effectively use DRTA and PPP strategies, taking into
account the interactive effect of strategy and gender.

+ Educational institutions should promote awareness among teachers about the potential differences
in strategy effectiveness for male and female students.

Contribution knowledge:



« The study reveals a significant interactive effect of strategy and gender on students' mean
achievement scores in reading comprehension, highlighting the need to consider gender
differences when implementing instructional strategies.

+ The study provides insights into the effectiveness of DRTA and PPP strategies in improving
reading comprehension, showing that both strategies can be effective, but with varying degrees of
success depending on gender.

+ The study's findings contradict some previous research, highlighting the need for further
investigation into the complex relationships between instructional strategies, gender, and reading
comprehension.

« The study's findings can inform instructional practices, encouraging teachers to consider the
interactive effect of strategy and gender when designing reading comprehension instruction.
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Harnessing Edtech for Creative and Learner-Centered

Abstract

The integration of Education Technology (EdTech) has become essential to advancing English Language
Teaching (ELT) in Nigeria’s evolving educational context. This study examines the potential of EdTech to
promote creative and learner-centered ELT practices, addressing the dominance of traditional,
teacher-centered approaches that often limit learner engagement and creativity. This study investigates
how EdTech enhances learner engagement, autonomy and creativity, with the aim of informing pedagogy
and policy. A mixed-methods approach was adopted, utilizing surveys, interviews and classroom
observations involving Nigerian English language teachers and learners. The study was theoretically
anchored in the Community of Inquiry (Col) model and the Technology Acceptance Model (TAM).
Findings indicate that EdTech tools such as online platforms, multimedia resources and mobile
applications, significantly improve learner motivation, engagement and creative language use. However,
challenges including inadequate infrastructure, limited digital literacy and resistance to innovation persist.
The study concludes that EdTech can transform ELT in Nigeria by fostering learner-centered and creative
instructional practices. It recommends increased investment in digital infrastructure and teacher training,
the development of context-specific EdTech solutions and the promotion of innovative pedagogical

cultures in ELT.
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Introduction In Nigeria today, teaching English through traditional methods where the teacher talks
and students only listen is no longer sufficient to meet the needs of modern learners. The world has
become more digital, and education is evolving accordingly. According to the Association for
Educational Communications and Technology (AECT, 2008), educational technology is “the study
and ethical practice of facilitating learning and improving performance by creating, using and
managing appropriate technological processes and resources.”

One of the major goals of modern education is learner-centered teaching. This approach focuses more
on the students than on the teacher. Instead of students only listening and copying notes, they are
encouraged to participate actively, ask questions, work in groups and use different learning
resources. According to Badjadi, learner-centered teaching helps students become more independent
and confident in their learning. When learners are actively involved in the learning process, they
understand better and remember what they have learned for a longer time (Badjadi, 2020, p. 5).

In English Language Teaching, EdTech makes it possible for teachers to teach creatively. Here,
students can watch videos, listen to audio lessons, practice pronunciation with apps, take online
quizzes and even interact with learning chatbots. According to Jegede, these digital tools give
students more opportunities to practice English both inside and outside the classroom (Jegede 2024,
p. 239). In Nigeria, platforms such as ulesson and Afrilearn are already being used to support
students’ learning in different subjects, including English.

However, the use of technology alone does not automatically improve learning. Teachers must know
how to use these tools properly and in ways that support students’ needs. Ossai, Eze and Menakaya
explains that many teachers still struggle with using digital tools effectively in the classroom, which
can limit the success of EdTech in schools (Menakaya 2024). This shows that there is a need for
proper training and support for teachers so that EdTech can truly help make English language
teaching more creative and learner-centered.

Therefore, harnessing EdTech for English Language Teaching in Nigeria is very important. When
properly used, it can change the classroom from being boring, teacher-centered environment into a
lively, interactive and student-friendly space.

This study, therefore, focuses on how EdTech can be used to promote creative and learner-centered
English Language teaching in Nigeria.

Objectives ofthe Study

This study seeks to deploy qualitative and quantitative research and analysis in examining how
EdTech can be used to promote creativity and learner centeredness in English Language Teaching.
This study seeks to explore the potential of educational technology (EdTech) tools which include
digital learning platforms, interactive applications, multimedia resources, mobile-assisted learning
and learning management systems in transforming English language pedagogy.

This study will explore a variety of educational technology resources such as learning management
systems, language learning apps, digital storytelling tools, online collaborative platforms and virtual
classrooms while also examining their applicability in Nigerian schools.

CONCEPTUAL REVIEW

Concept of Educational Technology (EdTech) in English Language Teaching (ELT)



Educational technology in English language teaching refers to the systematic application of digital
tools, platforms, and resources to enhance the teaching and learning of English. According to Reiser
and Dempsey (2017), EdTech represents "the systematic application of technological processes and
resources to improve learning performance and outcomes. " In the context of English language
teaching, Chapelle and Sauro (2017) state that it expands learning opportunities by enabling real
-time interaction, providing authentic language exposure, and facilitating collaborative tasks across
geographical boundaries.

In Nigeria, where traditional English classrooms often face challenges such as large class sizes,
limited instructional resources, and examination-oriented curricula, EdTech provides alternative
pathways for engaging learners. For example, the use of WhatsApp groups for class discussions or
YouTube videos for listening comprehension exercises illustrates how digital tools can bridge
resource gaps. However, Eze and Olusola (2016) note that the effectiveness of EdTech in Nigerian
English language

teaching is constrained by infrastructural challenges such as poor internet connectivity, high data
costs, and inadequate teacher training. Thus, while EdTech offers significant potential, its success
depends on contextual adaptation and sustainable integration into existing teaching practices.

Concept of Creativity in English Language Teaching

Creativity in English language teaching involves designing innovative instructional strategies that
promote imagination, originality, problem-solving, and self-expression among learners. Ahsanu et al.
(2025) defines creative teaching in English language teaching as "a reflective, adaptive, contextually
grounded process shaped by negotiation between pedagogical innovation and institutional
constraints. " Maley and Kiss (2018) defines creativity as encompassing innovation and imaginative
pedagogical practice in English language teaching.

Concept of Learner-Centered Teaching

Learner-centered teaching is a pedagogical approach that shifts emphasis from teacher - led
instruction to student-driven learning. It positions learners as active participants who construct
knowledge through engagement, collaboration, and reflection. Also known as learner-centered
pedagogy or student-centered teaching, it contrasts with traditional teacher-centered practices by
promoting learner autonomy and self-directed engagement with content.

Donkoh and Amoakwah (2024) explains that learner-centered pedagogy positions the learner at the
center of the teaching-learning process, emphasizing interactive, flexible, and collaborative learning
activities that respond to learners' desires, goals, and interests. Tzenios (2022) adds that
learner-centered teaching is characterized by student participation, tailoring instruction to individual
learners' needs, learning styles, skills, and goals, and enabling student control over aspects of the
learning process. It supports reflection on learning and collaborative interaction within the classroom
community.

Theoretical Framework

The theories adopted in this research are the Community of Inquiry (Col) model and the Technology
Acceptance Model (TAM) . These frameworks help explain how



technology supports effective teaching and learning and why teachers and students choose to use or
reject it, particularly in English language teaching in Nigeria.

The Community of Inquiry model, developed by Garrison et al . , explains how meaningful learning
occurs in technology-mediated environments. It posits that students learn better through collective
discussion and deep thinking, especially in technology-enhanced classrooms. Meaningful learning
emerges from the interaction of teaching presence, social presence, and cognitive presence (Garrison
et al. , 2000, pp. 88-89) . Teaching presence involves the design, facilitation, and direction of
cognitive and social processes to achieve meaningful outcomes . Social presence is the ability of
learners to project themselves socially and emotionally in a learning community . Cognitive presence
refers to the extent to which learners construct meaning through sustained reflection and discourse.
This theory is relevant here as it illustrates how technology can transform the English classroom into
an active learning community, supporting student-centered and participatory teaching through
discussion, collaboration, and critical thinking.

The Technology Acceptance Model (TAM), developed by Davis , explains why users accept or reject
technology. Users' acceptance depends largely on perceived usefulness and perceived ease of use
(Davis, 1989, p. 320) . He also notes that users are more likely to adopt technology they perceive as
useful and easy to use . Perceived usefulness (PU) is the degree to which a person believes a system
enhances job performance . Perceived ease of use is the degree to which a person believes a system is
free of effort .

Data Presentation and Analysis

Questionnaires were collected from students at the tertiary level using Kobo toolbox. These
questionnaires were analyzed using descriptive data such as frequency distribution, percentage and
mean score. The response to these questions were measured based on percentage as represented in
Table 1 below.

Table 1: Students Accessibility to Digital Learning Device and Internet

S/N Questions Percentage

1. Do you have access to a digital 88.89 11.11
device for learning?

2. Do you have access to frequent and 77.78 22.22 11.11
stable internet?

3. Do you have a sustainable means 55.56 44.44
of consistent data subscription?

Interpretation of Results

The results in Table 1 show that most of the students have access to digital devices for learning.
Specifically, 88.89% of the respondents indicated that they have access to a digital device, while
11.11% reported that they do not. This suggests that majority of the students possess the basic
technological tools required for digital learning.



In terms of internet connectivity, the findings indicate that 77.78% of the respondents have
occasional access to the internet, while 22.22% reported regular access. However, 11.11% indicated
that they rarely have internet access. This implies that although students generally have access to the
internet, the availability of stable and reliable connectivity remains inconsistent.

Regarding data subscription, 55.56% of the respondents indicated that they have sustainable means
of consistent data subscription, while 44.44% reported that they do not. This result highlights the
financial and infrastructural challenges that may limit the consistent use of digital learning tools
among students.

Table 2: Students’ Experience of Ed Tech in English Language Learning

S/N Questions Percentage

1. How would you rate your ability to 77.78 22.22
use technology for learning?

How easily do you adapt to new

2. learning technologies or 55.56 33.33
Software?
3 Have you ever used any digital tool =~ 100 11.11

as a means for your English
Language learning experience?

4 How would you describe your 100
English learning experience using
digital tools?

The findings also reveal that students demonstrate a relatively high level of technological
competence. 77.78& of the respondents rated their ability to use technology for learning as very
high, while 22.2% describes their ability as moderate. Similarly, 55.56% indicated that they adapt
easily to new learning technologies, while 33.33% reported that they adapt easily. This suggests that
students are generally comfortable using digital tools for learning purposes.

Furthermore, the results show that 100% of the respondents have used digital tools in their English
language learning experience, indicating widespread exposure to the technology-supported learning.
All respondents also agreed that digitals tools help them easily access learning materials online,
suggesting that educational technology improves access to learning resources online, suggesting that
educational technology improves access to learning resources.

Finally, the results indicate strong student support for the integration of technology into English
language teaching. 100% of the respondents strongly recommended the use of digital tools in English
language teaching, demonstrating a positive perception educational technology among learners.

Summary of Findings

The findings in this study demonstrate that students relatively have a high level of access to digital
devices and technological competence, which creates opportunities for integrating technology into



English language teaching and learning. However, financial and infrastructural such as unstable
internet connectivity and inconsistent data subscription limit the implementation of education
technology in Nigerian classrooms. This finding aligns with previous studies that indicate that
structural and resource deficits such as power shortages, lack of access to internet and digital devices
especially hinder the utilization of education technology (Akintola & Akande, 2017; Eze et al., 2018).
Addressing these challenges will provide a fertile ground for education technology to thrive.

Recommendations

The adoption of artificial intelligence in our learning systems can effectively promote a creative
learner centered ELT. Artificial intelligence has provided a global opportunity for educators and
learners to access digital tools that can be harnessed for creative learner-centered ELT. Digital tools
are software applications, technologies, plug-ins or websites that are accessible via an internet
connection and enhance learner’s ability to master the knowledge they need to learn (Dancsa et. al.
2023). Some of these tools are digital classrooms and learning management systems (LMS),
multimedia and interactive tools, collaborative learning platforms, Al and Adaptive learning tools
and mobile learning.

Digital Classrooms and Learning Management Systems

Digital classrooms utilize technologies such as computers, interactive whiteboards and projectors in a
physical space. Digital classrooms help create a visual learning experience in ELT through images,
videos, other forms of illustrations. Learning Management Systems (LMS) is defined as technology
that supports various aspects of course delivery, communication and interaction, allowing access to
these components via a network. It includes tools for both students and teachers to facilitate learning
and teaching process in a web-based environment (Cheung et.al. 2010). They organize digital
learning materials in a single space by facilitating access to an interactive learning interface.
Examples of Learning Management Systems are: Moodle, Talent MS, Google Classroom, Absorb LMS,
I-Spring Learn, Blackboard learn. Institutions or individuals can maximize these LM systems to create
online courses to facilitate EL pedagogy, and e-learning. LMS also aids an effective teacher-learner
interaction through assessments and feedback. Digital classrooms and LMS are useful for creating a
learner centered ELT.

Collaborative Learning Platforms

These are digital environments such as Google workspace, Microsoft Teams, Slack, WhatsApp/
Telegram and other peer reviewed platforms. These platforms allow students to collaborate on
projects, share resources, and ideas. They also serve as virtual classrooms for real-time teaching.
Collaborative learning platforms encourage peer to peer discussions and feedback.

Al and Adaptive Learning Tools

Al Powered adaptive learning systems possess the capacity to flexibly tailor the educational material
of a learner to suit their areas of strength and weakness. These systems also employ machine learning
(ML), natural language processing (NLP) and neural networks to craft teaching methodologies for
personalized approach that gives particular attention to each learner’s needs (Ayeni et. al. 2024).
ChatGPT and Grammarly are Al assisted writing software which helps users in various forms of
writing. They tailor texts to specific purposes as requested by the user. English Language teachers
and learners can maximize these tools in creating well-structured, and organized texts.



Multimedia and Interactive Tools

Multimedia and interactive tools such as YouTube, podcasts and gamified apps like Kahoot, Quizlet,
Duolingo can be utilized to enhance ELT. Quizlet is a website that allows users to create study tools
like flashcards, tests and study games. Kahoot is a website that aids educators in creating engaging
learning material. Duolingo is a language learning App which can be useful in teaching English as a
second language because its interface utilizes dual translation mechanisms. Multimedia and
interactive tools help to make the learning process more engaging. All these innovative technologies
can be effectively maximized to enhance English Language learning, and teaching in Nigeria.

Capacity building EdTech pedagogy

Capacity building for teachers in ELT is essential to bridge to digital literacy gap. Institutions, the
government and individuals need to invest in programs that can boost their knowledge of Al software
and tools. This will aid them in providing creative learning materials for ELT.

It is also important to develop affordable and localized EdTech solutions and digital infrastructure
that are tailored to Nigerian learners. Such that are designed to blend traditional and digital
approaches for inclusivity.

Conclusion

In a fast-paced changing world, the significance of adopting education technology in creating a
learner centered ELT cannot be overstated. In addition to existing efforts made the government to
implement education technology in Nigeria, addressing some of the core issues and challenges

discussed so far will enable the growth and adaptation of ELT in Nigeria. EdTech has the capacity to
revolutionize ELT in Nigeria, providing sustainable, inclusive and creative approaches to language
teaching, if the limitations of implementation and utilization are addressed.
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Impact of Gamified Grammar Instruction on Learner
Engagement and Grammar Achievement Among JSS 2
Students in Wukari, Taraba State

Abstract

This study examined the effect of Kahoot-based gamified grammar instruction on grammar achievement
and learner engagement among Junior Secondary School Two (JSS 2) students in Wukari, Taraba State,
Nigeria. A mixed-methods quasi-experimental design was used with 80 students drawn from two intact JSS
2 classes; the classes were assigned to experimental and control conditions by tossing a coin. The
experimental group received an 18-session, six-week Kahoot intervention covering Parts of Speech, Tenses
and Concord, while the control group received conventional instruction on the same content for the same
duration. Data were collected with a 30-item researcher-developed Grammar Achievement Test (GAT), a
15-item Learner Engagement Questionnaire (LEQ), and post-intervention semi-structured interviews. The
GAT demonstrated satisfactory internal consistency (KR-20 = .84), while the LEQ yielded an overall
Cronbach’s alpha of .875. There was no significant difference in the initial grammar achievement across
the groups (t(78) = -0.33, p =.746). The experimental group recorded a higher grammar-achievement
mean (M = 19.82, SD = 3.80) than the control group (M = 17.02, SD = 3.48), t(78) = 3.44, p = .001,
95% CI [1.18, 4.42], Cohen’s d = .77. Interviews with 10 experimental-group students indicated increased
enjoyment, value of immediate feedback, appropriately challenging activities, guided participation and
peer interaction. The findings of the study showed that gamification has a high potential even though
availability of devices, internet access, electricity and teacher digital competence is still a challenge in
most Nigerian classrooms.
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Introduction

Grammar remains central to effective communication because it provides the structural resources
through which meanings are organised and interpreted. At the junior secondary-school level,
grammar instruction can become highly rule-driven, with teacher explanation dominating the
lessons, note copying and repetitive exercises. This kind of approach may support coverage of the
syllabus but it can also reduce opportunities for active participation, immediate feedback and
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collaborative problem solving. These concerns are especially applicable to young adolescents, whose
sustained attention and motivation are easily influenced by how much the classroom activities are
meaningful, interactive and appropriately challenging to them. Gamification can serve as an answer
to such problem. Gamification refers to the purposeful use of game-design features in non-game
learning settings. In education, these features can include points, feedback, progress indicators,
competition, team challenges, mastery thresholds and achievement recognition. The instructional
value of gamification is not derived simply from making a lesson entertaining; rather, it depends on
whether the selected game elements support clear learning goals, meaningful practice, feedback and
persistence. Evidence from several studies show that gamification can improve cognitive,
motivational and behavioural outcomes, although its effectiveness varies according to design quality
and context (Dichev & Dicheva, 2017; Sailer & Homner, 2020).

The importance of gamification to English Language teaching is very clear. Arip and Hashim (2024)
in their ESL/EFL studies found that there was a positive effect in relation to language acquisition,
motivation and engagement. Other scholars also suggest that gamified environments can support
grammar learning when they combine practice opportunities with feedback, social interaction and
clear progress cues (Noori, 2025). Despite these findings, results obtained in an environment that is
technologically well-resourced or a higher-education setting cannot be used to generalize what the
situation will be in Nigerian junior secondary schools, where device availability, connectivity,
electricity and teacher digital competence may differ substantially. Several studies have examined
teachers’ use of gamification in Rivers State (Amaewhule et al., 2020), game-based vocabulary
learning among JSS 2 students in Ondo State (Olagundoye, 2024), gamification in junior secondary
Mathematics in Kwara State (Attah et al.,, 2024), and teachers’ use of digital games in English
Language instruction in Ondo State (Olukayode & Tayo, 2025). These studies indicate growing
interest in gamification in Nigeria and some positive learning outcomes, but there has been little or
no empirical work focused specifically on English grammar achievement among junior
secondary-school learners while also attending to behavioural, emotional and cognitive engagement.

This study therefore examined an organized Kahoot-based grammar intervention among JSS 2
students in Wukari, Taraba State. The intervention was designed around the curriculum areas of
Parts of Speech, Tenses and Concord and was implemented under realistic constraints, including
shared Android devices and mobile internet. By combining a quasi-experimental comparison with
learner-engagement measurement and qualitative interviews, the study sought to generate evidence
that is contextually relevant on both learning outcomes and students’ experiences of gamified
grammar instruction.

Research Questions and Hypotheses

1. What is the difference between the grammar achievement of JSS 2 students exposed to
Kahoot-based gamified grammar instruction and those taught using the conventional instructional
approach?

2. What is the difference in the behavioural engagement of JSS 2 students exposed to Kahoot-based
gamified grammar instruction and those taught using the conventional instructional approach?

3. What is the difference in the emotional engagement of JSS 2 students exposed to Kahoot-based
gamified grammar instruction and those taught using the conventional instructional approach?



4. What is the difference in the cognitive engagement of JSS 2 students exposed to Kahoot-based
gamified grammar instruction and those taught using the conventional instructional approach?

5. How do JSS 2 students in the experimental group describe their experiences of the Kahoot-based
gamified grammar intervention?

The following null hypotheses were tested at the .05 level of significance:

HO1: There is no significant difference in grammar achievement between JSS 2 students exposed to
Kahoot-based gamified grammar instruction and those taught using the conventional instructional
approach.

HO02: There is no significant difference in behavioural engagement between the two instructional
groups.

HO3: There is no significant difference in emotional engagement between the two instructional
groups.

HO4: There is no significant difference in cognitive engagement between the two instructional
groups.

Literature Review

Gamification has become more and more prominent in language education because it can transform
monotonous practice into more participatory learning. Points, challenges, leaderboards, progress cues
and immediate feedback can make learning goals visible and can provide students with repeated
opportunities to respond. The findings by several studies so far is generally favourable but not
uniformly so. Dichev and Dicheva (2017) cautioned that outcomes depend on the quality of
implementation, while Sailer and Homner’s (2020) found positive effects across cognitive,
motivational and behavioural outcomes. In English Language education specifically, Arip and Hashim
(2024) reviewed 28 ESL/EFL studies published between 2020 and 2024 and concluded that
gamification was commonly associated with improved language learning, motivation and
engagement. A recent scoping review likewise identified immediate feedback and interactive
challenges as recurring features of effective gamified English-language applications (Zolfaghari et al.,
2025), while Rahmi et al. (2025) emphasised that motivational effects vary across contexts and
learners.

Amaewhule et al. (2020) investigated teachers’ gamification of classroom instruction for
secondary-education goals in Rivers State. Their descriptive survey of 717 teachers showed generally
favourable perceptions of gamification and identified computer games among the instructional
resources being used. The study also drew attention to practical problems, including limited expertise
and inadequate application of gamification design principles. These findings are important because
they demonstrate that the challenge in Nigerian schools is not simply awareness of technology but
the capacity to integrate it purposefully into instruction. Olagundoye (2024) also provided more
direct evidence from English Language teaching. In a quasi-experimental study of 160 JSS 2 students
in Ondo State, he compared game-based vocabulary instruction with conventional teaching. Baseline
performance was comparable, whereas post-intervention performance favoured students exposed to
the game-based approach. Although vocabulary and grammar are distinct language domains, the
study is highly relevant to the current study because it demonstrates the potential of game-oriented



teaching among Nigerian learners at the same school level. Attah et al. (2024) examined
gamification-based Mathematics teaching among JSS 2 students in Kwara State and reported
improved academic performance under the gamified condition. Olukayode and Tayo (2025),
studying English Language teachers in Ondo West, found that there was a substantial awareness of
digital games but classroom utilization was abysmally low. They identified inadequate access to
digital resources, insufficient training and infrastructural limitations as barriers. These findings
caution against interpreting gamification solely as an instructional technique divorced from the
environment in which it is implemented.

Iji-Okeke and Okeke (2025) examined gamification and virtual reality in English Language
classrooms and found that there was increased engagement, motivation and language-related
outcomes in the technology-enhanced condition. The study broadens attention from test performance
to students’ participation and affective involvement. Notwithstanding, the study used a university
sample and combined gamification and virtual reality as such cannot be directly generalized to apply
the same way to younger secondary-school learners. Tuffour et al. (2022) also reported improved
language-learning performance among Ghanaian College of Education students exposed to language
games. In South Africa, Sheokarah (2025) investigated gamified reading activities among Grade 8
and 9 second-language learners and found that competitive and collaborative activities encouraged
enthusiasm, confidence and participation. Although the intervention was non-digital, it demonstrates
that the motivational mechanisms associated with gamification may be especially valuable in
language classrooms and need not depend on sophisticated technology alone. Noori (2025), using a
quasi-experimental design, examined gamification and social-media-supported English grammar
learning and reported stronger post-intervention performance and engagement among learners who
were exposed to the technology-supported condition. Such findings show that grammar learning can
benefit from game elements, but the study was conducted in a private higher-education EFL setting
outside Africa. Its context differs significantly from a Nigerian JSS 2 classroom in terms of age,
instructional environment and likely access to technology.

From the foregoing, the literature suggests that gamification can support language learning and
engagement. Even though there are relatively little Nigerian studies that examine learner
engagement as a multidimensional construct encompassing behavioural, emotional and cognitive
dimensions alongside measurable grammar achievement. Geographically, much of the available
evidence comes from southern and central states, with limited evidence from Taraba State and the
North-East. The present study addresses these gaps by examining an organized Kahoot-based
grammar intervention among JSS 2 students in Wukari and by combining achievement data, an
engagement questionnaire and qualitative accounts of students’ experiences.

Theoretical Framework

The study was anchored in Self-Determination Theory (SDT) and Flow Theory. SDT proposes that
motivation is strengthened when the psychological needs for autonomy, competence and relatedness
are supported (Deci & Ryan, 1985). In a gamified classroom, competence can be supported through
immediate feedback, mastery indicators and recognition of progress; relatedness can be strengthened
through collaborative activity; and autonomy can be supported when learners experience active
participation and meaningful choice rather than passive reception.

Flow Theory explains the focused involvement that can occur when task challenge is appropriately
matched to learner skill and when goals and feedback are clear (Csikszentmihalyi, 1990). These



conditions are relevant to gamified grammar practice because students encounter explicit tasks, rapid
feedback and progressively demanding activities. The two theories are therefore complementary: SDT
explains motivational conditions that encourage participation, while Flow Theory explains how
appropriately structured challenge can sustain concentration and enjoyment. The framework guided
both the design of the Kahoot intervention and interpretation of the learner-engagement findings.

Methodology

Research Design

A mixed-methods design was adopted. The quantitative component used a pre-test/post-test
quasi-experimental design with two intact JSS 2 classes, one exposed to Kahoot-based gamified
grammar instruction and the other to conventional grammar instruction. The qualitative component
comprised post-intervention semi-structured interviews with students from the experimental group.
The mixed-methods approach allowed measurable differences in grammar achievement to be
considered alongside students’ accounts of the learning experience (Creswell & Plano Clark, 2018).

Setting, School Selection and Participants

The study was conducted in a secondary school in Wukari, Taraba State, Nigeria. The school was
purposively selected because it had two existing JSS 2 classes suitable for the treatment conditions
and a reliable power source for charging the Android devices and the researcher’s laptop. The study
involved all 80 students in the two intact JSS 2 classes, with 40 students in each class. Because intact
classes were used, students were not individually randomised. Instead, the two classes were allocated
at class level by a simple coin toss: one class became the experimental group and the other the
control group. Before the intervention, both groups completed the same 30-item GAT. Their pre-test
means were statistically comparable, thereby providing baseline evidence that neither class had a
meaningful initial advantage in grammar achievement.

Research Instruments

Three instruments were used: the Grammar Achievement Test (GAT), Learner Engagement
Questionnaire (LEQ), and a semi-structured interview guide. The GAT was a researcher-developed
30-item multiple-choice test covering Parts of Speech, Tenses and Concord, with 10 items in each
domain. Correct responses attracted one mark and incorrect responses zero, yielding a maximum
score of 30. Three experts from Federal University Wukari - two in English Language Education and
one in Measurement and Evaluation - examined the GAT for content coverage, clarity, grammatical
accuracy, response-option quality and suitability for JSS 2 learners. The revised instrument was
pilot-tested with 40 comparable JSS 2 students outside the main study. KR-20 produced a reliability
coefficient of .84.

The 15-item LEQ was adapted from the multidimensional school-engagement framework associated
with Fredricks and colleagues (Fredricks et al., 2004, 2005), with attention to subsequent guidance
on student-engagement measurement (Fredricks & McColskey, 2012). It contained five behavioural,
five emotional and five cognitive engagement items and used a five-point response scale ranging
from Strongly Agree (5) to Strongly Disagree (1) for positively worded items. Language was
simplified and references were contextualised to English Language and grammar lessons without



changing the intended constructs. The same three experts assessed clarity, age appropriateness and
construct representation. Although the LEQ was not separately pilot-tested, its internal consistency
was evaluated with the 80 main-study responses: overall alpha = 0.875; behavioural = 0.875;
emotional = 0.854; cognitive = 0.873. The absence of an independent LEQ pilot is acknowledged as
a limitation.

Table 1.1:
Scale Items Cronbach’s alpha
Behavioural engagement 5 .875
Emotional engagement 5 .854
Cognitive engagement 5 .873
Overall LEQ 15 .875

Gamified Grammar Intervention

The experimental group participated in 18 intervention sessions over six weeks, with three
approximately 40-minute sessions per week. Parts of Speech, Tenses and Concord were each taught
and practised for two consecutive weeks. The researcher first taught the relevant grammar concept
and provided guided practice; this was followed by a 10-item Kahoot activity used to reinforce the
concept rather than replace direct teaching. The 40 experimental-group students were organised into
10 groups of four because individual digital devices were not available for all learners. The
researcher provided 10 Android smartphones, one for each group, and administered the sessions
from a laptop. Internet connectivity was supplied through a mobile hotspot. Kahoot Team Mode was
used, so group members discussed each question and submitted one agreed response from the shared
device. The arrangement made participation possible with limited devices while also introducing
peer discussion and collaborative decision-making.

The intervention items were developed from the JSS 2 English Language curriculum and aligned with
the objectives of each lesson. Parts of Speech tasks required identification and use of categories such
as nouns, pronouns, adjectives, verbs, adverbs, prepositions and conjunctions. Tense activities
focused on selection of appropriate verb forms for different time contexts, while Concord activities
emphasised subject-verb agreement. The items were reviewed by the same three experts for
relevance, clarity, grammatical accuracy and developmental appropriateness before use. For mastery
purposes, each correct Kahoot response was assigned one point and each incorrect response zero,
giving a maximum researcher-defined mastery score of 10 per activity. A 70% threshold (seven
correct responses) was used to guide progression. Groups below the threshold received immediate
remediation through further explanation, examples and guided practice before proceeding.
Immediate feedback followed each item, with the correct response displayed and the researcher
clarifying the underlying grammatical rule when necessary.

A researcher-designed recognition system was used alongside Kahoot. Grammar Star recognised
groups scoring at least 80%; Perfect Grammar recognised 100%; Grammar Streak recognised five



consecutive correct responses; Most Improved Team recognised improvement over the preceding
session; and Grammar Champion recognised the highest-scoring group. These recognitions were not
presented as built-in Kahoot badges but as researcher-designed motivational features used with the

platform. Examples of items in the test is as seen in table 1.2 below.

Table 1.2:
Grammar area Illustrative item Options Answer
Parts of Speech Identify the noun: The A reading; B is; C boy; D C boy

boy is reading a book.

the

Parts of Speech

Identify the adjective:
She wore a beautiful
dress.

A wore; B beautiful; C
dress; D she

B beautiful

Tenses Amaka __ to school every A go; B went; C goes; D C goes
day. going

Tenses Amaka __ to school A goes; B go; C going; D D went
yesterday. went

Concord The boy __ football every A play; B plays; C B plays
afternoon. playing; D played

Concord The boys __ football A plays; B playing; C C play

every afternoon.

play; D played

Control Condition

The control group comprised 40 JSS 2 students who also received instruction on the same three
grammar areas for six-week period and lesson duration as well. Conventional instruction relied on
teacher explanation, textbook-based activities, class exercises and homework. The curriculum content
and objectives were kept comparable across both groups. The principal difference was the mode of
practice and reinforcement: the experimental group received organized Kahoot-based collaborative
practice, immediate game feedback, mastery progression and achievement recognition, whereas the
control group did not receive these gamified components.

Qualitative Data Collection and Trustworthiness

After the intervention, 10 students were randomly selected from the 40 experimental-group
participants for individual face-to-face semi-structured interviews. Interviews lasted approximately
five minutes and explored enjoyment, feedback, challenge, participation, peer interaction and
students’ overall perceptions of learning grammar through Kahoot. The researcher documented
responses in writing during the interviews and used anonymous labels in reporting. Thematic
analysis involved repeated familiarisation with the notes, descriptive coding, grouping related codes
into categories and developing recurring themes. An independent reviewer examined the relationship
between the written responses, codes and themes; the thematic organisation was reconsidered where



necessary. Selected anonymised statements were retained to demonstrate the connection between
interpretation and students’ accounts.

Ethical Considerations

Permission to conduct the study was obtained from the management of the participating school.
Because participants were minors, informed consent was obtained from parents or guardians and
assent was obtained from the students after the procedures had been explained in age-appropriate
language. Participation was voluntary and students were informed that they could withdraw anytime
they deem fit without any penalty. Names were not used in the dataset or qualitative reporting;
identification codes and anonymous labels were used instead. Research instruments and interview
notes were stored securely and used only for research purposes, with quantitative findings reported
in aggregate form. The intervention was conducted within the English Language instructional period,
and the control group continued to receive the same curriculum content so that students’ educational
interests were protected.

Data Analysis

Descriptive statistics (means and standard deviations) summarised GAT and LEQ scores. Baseline
grammar achievement was compared using an independent-samples t-test. For the post-test GAT
comparison, normality was examined with Shapiro-Wilk tests and homogeneity of variance with
Levene’s test before conducting the equal-variances independent-samples t-test. The magnitude of the
post-test difference was estimated with Cohen’s d using the pooled standard deviation and with
Hedges’ g as a small-sample bias-corrected estimate. Statistical significance was evaluated at alpha =
0.05 and a 95% confidence interval was reported for the between-group mean difference. Qualitative
interview notes were analysed thematically as described above.

Results

Baseline Grammar Achievement

The experimental group obtained a mean pre-test score of 13.60 (SD = 3.43), while the control
group obtained a mean of 13.82 (SD = 2.57). The mean difference was -0.22 points. An
independent-samples t-test showed that the baseline difference was not statistically significant, t(78)
= -0.33, p = 0.746, Cohen’s d = -0.07. The two classes were therefore sufficiently comparable in
grammar achievement before the intervention.

Table 2.1
M
Group n M SD ,eaJ}‘Putlue
difference
Experimental 40 13.60 3.43

Control 40 13.82 2.57 -0-0238.7%167




Post-test Grammar Achievement (Provisional Analysis)

The experimental group obtained M = 19.82 (SD = 3.80), compared with M = 17.02 (SD = 3.48)
for the control group. Relative to the reported group pre-test means, the descriptive increases were
6.22 and 3.20 points, respectively. These changes are descriptive differences between group means.
Assumption checks did not indicate problematic departures from the requirements of the
independent-samples t-test. Shapiro-Wilk tests were non-significant for the experimental group (W =
0.965, p = 0.245) and control group (W = 0.977, p = 0.562). Levene’s test was also non-significant,
F = 0.06, p = 0.806, supporting the equal-variance assumption. The post-test difference of 2.80
points was statistically significant, t(78) = 3.44, p = 0.001, 95% CI [1.18, 4.42]. The pooled
standard deviation was approximately 3.64, giving Cohen’s d = 0.77; Hedges’ g = 0.76.

Table 2.2
Descriptive
Group n Pre-test M (SD) Post-test M (SD)
change
Experimental 40 13.60 (3.43) 19.82 (3.80) 6.22
Control 40 13.82 (2.57) 17.02 (3.48) 3.20
Test/statistic Value
Experimental W = 0.965,p =
Shapiro-Wilk 0.245
Control W = 0.977,p =
Shapiro-Wilk 0.562
Levene’s test F = 0.06,p =
00.806
Post-test t(78) = 3.44,p =
comparison .001
Mean difference 2.80 [1.18, 4.42]
(95% CI)
Cohen’s d / 0.77 / 0.76
Hedges’ g

Learner Engagement

The LEQ showed good internal consistency overall and within the behavioural, emotional and
cognitive subscales. The qualitative data further indicated that students experienced the intervention
as engaging.

Qualitative Findings



Five recurring themes characterised students’ accounts. First, students described greater fun and
enjoyment than they associated with conventional grammar practice. The game-like format appeared
to reduce the sense of monotony and encouraged anticipation of subsequent activities. Secondly,
immediate feedback and visible progress were valued because students could identify errors promptly
and understand how their performance was changing. Thirdly, students appreciated activities that
were demanding without being overwhelming; the mastery threshold and remediation procedure
helped to maintain a sense of achievable challenge.

Fourth, students valued opportunities for active participation and guided decision-making. Working
within teams required them to discuss possible answers rather than respond passively to teacher
explanations. Also, social interaction emerged as an important feature: students described enjoyment
of collaboration and healthy competition, including the achievement-recognition system.

Discussion

The study was designed to determine whether an organized Kahoot-based intervention could improve
grammar learning and engagement among JSS 2 students. Baseline analysis showed no significant
difference between the intact classes, reducing the likelihood that the experimental group entered the
study with a pre-existing advantage in grammar achievement. The experimental group outperformed
the control group with a moderate-to-large standardised difference. This pattern is consistent with
studies that have reported benefits from game-oriented instruction in English vocabulary
(Olagundoye, 2024) and from gamification in junior secondary Mathematics (Attah et al., 2024), as
well as broader meta-analytic evidence that well-designed gamification can support cognitive
outcomes (Sailer & Homner, 2020). Importantly, the intervention did not rely on points alone. It
combined curriculum-aligned practice, immediate feedback, a mastery rule, remediation, recognition
and collaborative responding. These design features may help to explain why students had repeated
opportunities to correct misconceptions and build on grammatical rules during the intervention.

The qualitative findings provide a complementary account of how the intervention was experienced.
Students’ emphasis on feedback and recognition is consistent with the competence component of
SDT, whereas team participation and collaborative discussion are consistent with relatedness (Deci &
Ryan, 1985). Their accounts of manageable challenge and focused activity align with Flow Theory’s
emphasis on challenge-skill balance, clear goals and feedback (Csikszentmihalyi, 1990). These
theoretical links should be interpreted as explanatory rather than causal: the study measured
achievement and engagement, not psychological-need satisfaction or flow directly. The findings also
align with Sheokarah (2025) who reported that competitive and collaborative gamified reading
activities encouraged participation and confidence among South African secondary-school learners,
while Tuffour et al. (2022) reported benefits of language games among Ghanaian teacher-education
students. At the same time, the present study adds an important contextual qualification. Digital
gamification in Nigerian schools depends on infrastructure and human capacity. The researcher
supplied the devices, laptop and mobile data, and the school was selected partly because a reliable
power source was available. These conditions may not be typical of all public secondary schools.

Teacher capacity is equally important. Researcher facilitation was necessary because the
participating English Language teachers had limited experience with ICT-supported instruction.
Sustainable use would require teachers to be able to create or select appropriate tasks, administer the
platform, manage shared devices and respond to connectivity problems without external technical
support. This observation is consistent with Olukayode and Tayo’s (2025) evidence that digital-game



awareness can exceed actual classroom utilisation when infrastructure and training are inadequate.
Therefore, the study supports cautious, context-sensitive adoption rather than assuming that positive
outcomes will automatically transfer to every Nigerian school.

Practical Implications for Nigerian Secondary Schools

The intervention demonstrates that a one-device-per-student model is not essential. Ten Android
phones were sufficient for 40 students when participation was organised in groups of four. This
arrangement may be a practical entry point for resource-constrained schools and can simultaneously
promote peer explanation and joint decision-making. However, schools still require a minimum
number of functioning devices, a reliable method of charging them, affordable connectivity and
teachers who can coordinate activities effectively. For wider adoption, teacher professional
development should focus on instructional design rather than platform operation alone. Teachers
need to understand how to align game elements with curriculum objectives, design valid questions,
use feedback diagnostically, manage competition responsibly and provide remediation when learners
do not reach mastery. School leaders and educational authorities should also consider the recurrent
costs of data, maintenance and charging. Low-resource alternatives, including offline or non-digital
gamified activities, may be appropriate where connectivity is unreliable. Scalability should therefore
be evaluated across schools with different infrastructure profiles rather than assumed from a
single-school intervention. Replication with regular classroom teachers, larger samples and multiple
schools would help determine whether the learning gains and engagement patterns persist under
routine conditions.

Limitations

Several limitations should guide interpretation. First, the study involved one school and one intact
class per condition. Although the classes were randomly allocated to conditions and were comparable
at pre-test, class-specific characteristics cannot be fully separated from treatment effects. Second, the
researcher supplied smartphones, a laptop and internet access and facilitated the intervention; these
resources and support may not be available routinely in other schools. Third, students participated in
groups of four, so the experimental condition combined gamification with collaborative peer
interaction. The effects of these two features cannot be completely disentangled. Fourth, the adapted
LEQ was not pilot-tested in a separate sample, although expert validation and strong
internal-consistency coefficients were obtained in the main sample. Finally, the qualitative interviews
were brief and documented in writing rather than audio-recorded, which may have reduced the
detail captured.

Recommendations for Further Research

Future studies should replicate the intervention across several public and private secondary schools
and use more than one intact class within each condition. Cluster-aware analyses would help
distinguish treatment effects from class-level differences. Replication should also involve regular
English Language teachers after structured training so that the sustainability of teacher-led
implementation can be assessed under routine school conditions rather than researcher-facilitated
conditions. Further work should separate the effects of gamification from collaborative learning by
comparing individual and group-based Kahoot formats where resources permit. Longer follow-up
periods would be useful for determining whether grammar gains and engagement persist after the



novelty of the gamified environment has diminished.

Conclusion

This study contributes to the available evidence on the use of organized gamification for JSS 2
grammar instruction in Wukari, Taraba State. The instruments were subjected to explicit validity and
reliability procedures; the analysis indicates a moderate-to-large post-test advantage for the Kahoot
group. Students’ qualitative accounts also suggest that feedback, manageable challenge, active
participation and peer interaction were salient features of the learning experience. The findings
support cautious use of gamified grammar practice in Nigerian secondary schools, provided that
teacher competence, device access, electricity, connectivity and sustainability are addressed.
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Abstract

This paper examines the integration of literature into English Language Teaching (ELT) as a means of
enhancing language acquisition and cultural awareness among learners. Using a qualitative desk-review
approach, the study draws on relevant scholarly literature, pedagogical theories, and empirical studies on
literature-based language instruction to analyse the role of literary texts in language learning. The paper
explores how literature contributes to the development of linguistic competence, communicative skills,
intercultural understanding, and critical thinking. It discusses major instructional approaches, including
the language-based, reader-response, and content-based approaches, and highlights practical classroom
strategies such as dramatization, literary circles, role-play, and task-based learning. Particular attention is
given to the Nigerian educational context, where English serves as both an official language and the
primary medium of instruction, making effective language teaching essential for academic success and
national development. The study identifies challenges such as inadequate instructional resources, learners'
varying language proficiency levels, and limited teacher preparation for literature-based instruction.
Findings from the reviewed literature indicate that the integration of literature into ELT promotes
meaningful, contextualised, and culturally responsive language learning. The paper concludes that
literature remains a valuable pedagogical resource for fostering holistic language development and
recommends its greater inclusion in curriculum design, teacher education programmes, and classroom
practice in Nigeria.

Keywords: Literature; English Language Teaching (ELT); Language Acquisition; Cultural Awareness;
Literature-Based Instruction; Nigeria

By

Babayo Wakili

1.Introduction

English Language Teaching (ELT) has undergone significant transformation over the years, moving
from traditional grammar-based approaches to more communicative, learner-centred, and
context-sensitive methods of instruction. Contemporary language teaching emphasizes the
development of learners' communicative competence, critical thinking, creativity, and intercultural
understanding rather than mere mastery of grammatical structures (Richards & Rodgers, 2014).
Within this changing pedagogical landscape, literature has increasingly been recognized as a valuable
resource for language teaching and learning.
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Historically, literature occupied a central position in language instruction through the Grammar
Translation Method. However, with the emergence of structural and communicative approaches in
the twentieth century, literary texts were often marginalized because they were considered
linguistically complex and less relevant to the practical communication needs of learners
(Widdowson, 1975; Collie & Slater, 1987). In recent decades, scholars and language educators have
revisited the pedagogical value of literature and acknowledged its capacity to provide authentic
language input, meaningful contexts for communication, and opportunities for cultural exploration
(Lazar, 1993; Carter & Long, 1991).

Literature exposes learners to rich and varied language forms, including vocabulary, grammatical
structures, idiomatic expressions, and discourse patterns that may not be readily available in
conventional language textbooks. According to Maley (2001), literary texts provide memorable,
motivating, and authentic language experiences that facilitate language acquisition. Similarly, Duff
and Maley (2007) argue that literature offers learners opportunities to engage with language in
meaningful contexts while developing interpretative and analytical skills. Through interaction with
poems, short stories, novels, and plays, learners encounter language as it is creatively and culturally
used in real-life situations.

Beyond linguistic development, literature serves as a medium for cultural transmission and
intercultural learning. Language and culture are inseparable, and literary texts provide insights into
the beliefs, values, traditions, and worldviews of different societies (Kramsch, 1993). Exposure to
diverse literary works enables learners to appreciate cultural differences, develop empathy, and
broaden their perspectives. Such cultural awareness is particularly important in today's globalized
world, where effective communication requires not only linguistic competence but also sensitivity to
cultural diversity.

Literature also contributes significantly to the development of critical thinking and personal
engagement. Reader-response theorists maintain that literary texts encourage learners to construct
meaning, make interpretations, and relate textual experiences to their own lives (Rosenblatt, 1978).
Through discussion, reflection, and analysis of literary works, students develop higher-order thinking
skills such as inference, evaluation, interpretation, and problem-solving. These skills are essential for
academic success and lifelong learning.

In the Nigerian context, where English functions as the official language and the principal medium of
instruction at most levels of education, effective language teaching remains a critical educational
priority. Despite the prominent place of literature in school curricula, the integration of literary texts
into language teaching is often challenged by factors such as inadequate instructional resources,
examination-oriented teaching practices, large class sizes, and varying levels of language proficiency
among learners. Nevertheless, literature remains a valuable pedagogical tool for enhancing learners'
language competence and cultural awareness while making language learning more engaging and
meaningful.

Against this background, this paper examines the integration of literature into English Language
Teaching as a strategy for enhancing language acquisition and cultural awareness. Specifically, it
explores the theoretical foundations for the use of literature in ELT, discusses major instructional
approaches, highlights the linguistic and cultural benefits of literary texts, and identifies challenges
associated with their implementation in the classroom. The paper argues that the effective
integration of literature into language teaching can promote a more holistic, learner-centred, and



culturally responsive educational experience, particularly within the Nigerian educational system.

2. Theoretical Rationale for Integrating Literature into English Language Teaching

The integration of literature into English Language Teaching (ELT) is supported by several theories of
language learning and literary pedagogy. While some scholars such as McKay (1982, 2001) and
Savvidou (2004) express concerns regarding the linguistic, stylistic, lexical, and cultural complexities
of literary texts, many researchers have emphasized the significant contributions of literature to
language development and communicative competence (Amer, 2003; Erkaya, 2005; Maley, 1989,
2001). The theoretical justification for integrating literature into ELT can be understood through the
perspectives of language acquisition theory, affective learning theory, reader-response theory, and
intercultural communicative competence theory.

2.1 Krashen's Input Hypothesis and Language Acquisition (Stephen Krashen, 1985)

One of the strongest theoretical foundations for integrating literature into ELT is Stephen Krashen's
Input Hypothesis, proposed in 1985 as part of his Monitor Model of second language acquisition. The
theory posits that language acquisition occurs when learners are exposed to comprehensible input
slightly above their current level of competence, commonly represented as "i + 1" (Krashen, 1985).

Literary texts provide learners with rich and meaningful language input containing authentic
vocabulary, grammatical structures, discourse patterns, and communicative functions. Through
exposure to stories, poems, plays, and novels, learners encounter language in natural and
contextualized forms, thereby facilitating vocabulary growth, syntactic development, reading
proficiency, and pragmatic competence. Consequently, literature serves as an effective source of
comprehensible input that promotes language acquisition and overall communicative ability.

2.2 Krashen's Affective Filter Hypothesis and Learner Motivation (Stephen Krashen, 1982)

Another important theoretical perspective is Krashen's Affective Filter Hypothesis, proposed in 1982.
The theory argues that emotional variables such as motivation, self-confidence, interest, and anxiety
significantly influence language acquisition. Learners acquire language more effectively when their
affective filter is low and when they are emotionally engaged in the learning process.

Literature possesses emotional, imaginative, and aesthetic qualities that can increase learner
motivation and classroom participation. According to McRae (1994), literary texts stimulate curiosity
and personal involvement by presenting themes and experiences that learners can relate to. When
students identify with characters, situations, and conflicts portrayed in literary works, they become
more willing to interact with the target language. Thus, literature contributes to creating an engaging
learning environment that supports language acquisition by reducing anxiety and increasing
motivation.

2.3 Reader-Response Theory (Louise Rosenblatt, 1978)

Reader-Response Theory, developed by Louise Rosenblatt in 1978, provides another rationale for the
use of literature in ELT. The theory emphasizes that meaning is not located solely within the text but
is constructed through the interaction between the reader and the text. Readers bring their
experiences, emotions, beliefs, and cultural backgrounds to the reading process, thereby influencing
interpretation.



In the ELT classroom, literary texts encourage learners to engage actively with language rather than
merely receiving information passively. Through discussion, reflection, interpretation, and personal
response activities, learners develop critical thinking, analytical skills, and communicative
competence. Literature therefore becomes a learner-centred resource that promotes active
meaning-making and deeper engagement with language.

2.4 Intercultural Communicative Competence Theory (Michael Byram, 1997)

The integration of literature into ELT is further supported by Michael Byram's Intercultural
Communicative Competence Theory, proposed in 1997. The theory maintains that successful
communication requires not only linguistic competence but also intercultural knowledge, attitudes,
and skills that enable individuals to interact effectively with people from different cultural
backgrounds.

Literary texts expose learners to diverse cultures, values, traditions, and worldviews. Through
reading and analysing literary works, learners gain insights into social practices and cultural
perspectives that may differ from their own. Such exposure promotes empathy, tolerance, and
intercultural awareness. In multilingual and multicultural societies such as Nigeria, literature can
help learners appreciate cultural diversity while developing the intercultural competence required for
effective communication in a globalized world.

Collectively, these theories provide a strong foundation for integrating literature into ELT. They
demonstrate that literary texts support language acquisition, enhance learner motivation, encourage
critical engagement with language, and foster intercultural understanding, thereby contributing to a
holistic language learning experience.

3. Methodology

3.1 Research Design

This study adopted a qualitative descriptive design based on documentary analysis and literature
review. The design was considered appropriate because the study sought to examine existing
theories, scholarly opinions, and empirical studies relating to the integration of literature into English
Language Teaching (ELT). Rather than generating primary data through fieldwork, the study relied
on secondary sources to provide insights into the pedagogical value of literature in language
learning.

3.2 Area of the Study

The study focused on English Language Teaching with particular reference to educational institutions
in Nigeria where English serves as the official language and the principal medium of instruction. The
discussion, however, also drew from international literature on language teaching and literary
pedagogy to provide a broader perspective on the subject.

3.3 Sources of Data

Data for the study were obtained from secondary sources, including textbooks, peer-reviewed journal
articles, conference papers, scholarly publications, and relevant electronic databases. Particular
attention was given to literature addressing language acquisition, literature-based instruction, learner



motivation, intercultural competence, and communicative language teaching.

3.4 Method of Data Collection

The study employed documentary research techniques in collecting data. Relevant publications were
identified through library searches and electronic academic databases. Materials selected for review
were those considered relevant to the objectives of the study and the themes of literature integration,
language acquisition, and cultural awareness.

3.5 Method of Data Analysis

The collected literature was analysed qualitatively through thematic content analysis. Relevant
information from the selected sources was carefully reviewed, categorized, and synthesised according
to emerging themes such as language acquisition, learner motivation, intercultural competence,
instructional approaches, benefits, and challenges of literature integration in ELT. The analysis
enabled the identification of recurring patterns, scholarly positions, and pedagogical implications
relevant to English language teaching.

3.6 Ethical Considerations

The study relied exclusively on published materials and acknowledged all sources through
appropriate citation and referencing in accordance with APA guidelines. Efforts were made to ensure
accuracy, objectivity, and proper representation of the views expressed in the reviewed literature.

4. Instructional Approaches to Using Literature in ELT

There are different approaches to using literature in ELT; the varied approaches are useful to ensure
inclusion and sustenance of interest in learning. The followings are some of the approaches and are
further explain briefly:

4.1. The Language-Based Approach

This methodology focuses on linguistic features such as grammar, vocabulary, and discourse.
Teachers guide students through close reading activities, textual analysis, and language manipulation
exercises (Lazar, 1993).

4.2. The Literature for Personal Enrichment Approach

This process emphasizes reader response and personal engagement. Students are encouraged to
interpret texts based on their experiences and emotions, fostering a deeper construction with the
language (Rosenblatt, 1978).

4.3. The Literature as Content Approach

In this approach, literature is treated as cultural and philosophical content. It serves as a means for
discussion, critical thinking, and reflection, particularly at higher proficiency levels (Duff & Maley,
1990).

5. Presentation of data and Analysis
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The reviewed literature revealed several recurring themes regarding the integration of literature into
English Language Teaching (ELT). These themes include language acquisition, learner motivation,
intercultural competence, critical thinking development, and implementation challenges. The
findings are presented and analysed under the following thematic categories.

5.1 Literature as a Tool for Language Acquisition

The reviewed studies consistently indicate that literature contributes significantly to language
acquisition. Krashen (1985) argues that learners acquire language through exposure to meaningful
and comprehensible input. Literary texts provide such input by exposing learners to authentic
vocabulary, grammatical structures, discourse patterns, and communicative functions. Similarly,
Lazar (1993) maintains that literature enriches learners' linguistic competence by presenting
language in meaningful contexts.

The analysis suggests that literature promotes language development because learners encounter
language as it is naturally used rather than as isolated grammatical forms. Through repeated
exposure to literary texts, learners improve their reading comprehension, vocabulary range, and
communicative competence.

5.2 Literature and Learner Motivation

Another major theme emerging from the reviewed literature is learner motivation. McRae (1994)
notes that literary texts possess emotional and imaginative qualities capable of stimulating learners'
interest. Likewise, Maley (2001) argues that literature encourages active learner participation
because it invites personal interpretation and emotional engagement.

The analysis indicates that learners are often more motivated when language learning is connected to
stories, characters, and real-life experiences. This increased motivation can enhance classroom
participation and facilitate language acquisition.

5.3 Literature and Intercultural Competence

Several scholars emphasize the role of literature in promoting intercultural understanding. Byram
(1997) contends that language learning should involve the development of intercultural
communicative competence. Literary texts expose learners to diverse cultural perspectives, social
practices, and value systems.

Analysis of the reviewed studies shows that literature enables learners to compare cultures, question
stereotypes, and develop empathy towards people from different backgrounds. This is particularly
relevant in multicultural societies such as Nigeria, where learners interact with diverse linguistic and
cultural groups.

5.4 Literature and Critical Thinking Development

The literature also reveals that literary texts encourage critical thinking and reflective learning.
Rosenblatt's (1978) Reader-Response Theory highlights the active role of learners in constructing
meaning from texts. Through interpretation and discussion, learners engage in analysis, evaluation,
and reflection.
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The reviewed studies indicate that literary texts challenge learners to examine themes, characters,
and social issues from multiple perspectives. As a result, literature contributes to the development of
analytical and problem-solving skills that are essential for academic success.

5.5 Challenges Associated with Literature Integration

Despite its numerous benefits, the literature identifies several challenges associated with integrating
literature into ELT. McKay (1982) and Savvidou (2004) point to difficulties such as complex
language, unfamiliar cultural references, limited instructional resources, and inadequate teacher
preparation.

The analysis suggests that these challenges can affect the effective implementation of literature-based
instruction, particularly in resource-constrained educational settings. However, many scholars agree
that careful text selection, appropriate teaching strategies, and teacher professional development can
mitigate these challenges.

Summary of Findings

The reviewed literature demonstrates that literature is a valuable pedagogical resource in ELT. It
enhances language acquisition, increases learner motivation, promotes intercultural competence, and
develops critical thinking skills. Although implementation challenges exist, the benefits of literature
integration outweigh the limitations when appropriate instructional strategies are employed.

6. Implications of the Findings for English Language Teaching

The findings of this study demonstrate that the integration of literature into English Language
Teaching offers significant pedagogical advantages. The reviewed literature indicates that literary
texts facilitate language acquisition through exposure to authentic language use, enhance learner
motivation through emotional and imaginative engagement, promote intercultural understanding,
and foster critical thinking skills. These findings suggest that literature should not be viewed merely
as supplementary reading material but as an integral component of language instruction.

Given these benefits, there is a need for teachers to adopt effective instructional strategies that will
enable learners to derive maximum value from literary texts in the language classroom. The
following section discusses practical approaches for integrating literature into ELT practice.

7. Practical Strategies for Classroom Integration

The successful integration of literature into English Language Teaching (ELT) requires the adoption
of learner-centred and context-sensitive instructional strategies. Such strategies should enable
learners to interact meaningfully with literary texts while simultaneously developing their language
skills. The choice of strategy should be guided by learners' proficiency levels, interests, learning
objectives, and sociocultural backgrounds. The following strategies have been identified as effective
for integrating literature into ELT classrooms.

7.1 Selection of Appropriate Literary Texts

The effectiveness of literature-based instruction largely depends on the suitability of the selected
texts. Teachers should choose literary works that are relevant to learners' linguistic competence, age,



interests, and cultural experiences. According to Lazar (1993), texts that are excessively difficult may
discourage learners and hinder comprehension. Therefore, literary materials should be selected based
on their accessibility, thematic relevance, and potential to stimulate classroom interaction.

In the Nigerian context, teachers may combine local and international literary texts to promote both
language development and cultural awareness. Literary works by Nigerian authors can help learners
relate language learning to familiar social and cultural realities.

7.2 Use of Graded Readers

Graded readers are simplified literary texts designed for learners at different levels of language
proficiency. They allow learners to enjoy literary content without being overwhelmed by difficult
vocabulary and complex sentence structures. Ellis and Brewster (2014) observe that graded readers
promote extensive reading, vocabulary acquisition, and reading fluency.

Through graded readers, learners gradually develop confidence in reading literary texts while
improving comprehension and language proficiency. This strategy is particularly useful for beginner
and intermediate learners.

7.3 Literary Circles

Literary circles involve small-group discussions in which learners assume different roles while
reading a literary text. Typical roles include summarizer, discussion leader, vocabulary finder,
connector, and illustrator. Daniels (2002) notes that literary circles encourage collaborative learning,
critical thinking, and active participation.

This strategy allows learners to exchange ideas, negotiate meaning, and practice speaking and
listening skills in a supportive environment. It also promotes learner autonomy and deeper
engagement with texts.

7.4 Dramatization and Role-Play

Dramatization involves acting out scenes from literary texts, while role-play allows learners to
assume the roles of characters and recreate events from a story. According to Maley and Duff (2005),
drama activities create meaningful opportunities for language use by encouraging interaction,
creativity, and spontaneous communication.

Through dramatization, learners develop pronunciation, fluency, listening comprehension, and
non-verbal communication skills. Teachers should encourage shy learners by assigning less
demanding roles initially and gradually building their confidence.

7.5 Creative Writing Activities

Creative writing encourages learners to respond imaginatively to literary texts through activities such
as rewriting endings, composing diary entries for characters, writing letters, or creating alternative
storylines. Carter and Long (1991) argue that creative writing promotes language production and
helps learners develop stylistic awareness.

These activities encourage learners to use language creatively while reinforcing vocabulary,
grammar, and textual understanding. They also provide opportunities for self-expression and critical
engagement with literary content.



7.6 Task-Based Learning

Task-based learning involves designing meaningful tasks that require learners to interact with literary
texts in order to achieve specific objectives. Such tasks may include debates, problem-solving
activities, presentations, information-gap exercises, and group projects.

According to Ellis (2003), task-based instruction promotes authentic communication and learner
engagement. When literary texts are used as the basis for classroom tasks, learners actively process
language while developing communicative competence and critical thinking skills.

7.7 Literary Analysis and Guided Discussion

Teachers can engage learners in the analysis of themes, characters, settings, symbols, and literary
devices. Guided discussions encourage learners to express opinions, defend interpretations, and
evaluate textual meanings.

Carter and Long (1991) maintain that literary analysis promotes critical literacy by encouraging
learners to move beyond surface comprehension to deeper interpretation. Such discussions help
learners develop analytical skills while strengthening speaking and listening abilities.

7.8 Intertextual and Multimedia Projects

Intertextual projects involve comparing literary texts with films, songs, newspaper reports, historical
events, or contemporary social issues. Such activities help learners establish connections between
texts and real-life experiences.

Modern technology has expanded opportunities for multimedia learning. Teachers can incorporate
film adaptations, digital storytelling, podcasts, and online discussions to complement literary
instruction. These activities increase learner motivation and make literature more accessible and
engaging.

7.9 Integration of Literature with the Four Language Skills

Literature should not be taught in isolation but integrated with the four language skills of listening,
speaking, reading, and writing. Nunan (1999) emphasizes that language skills develop most
effectively when they are taught in an integrated manner.

For example, learners may read a short story, discuss its themes orally, listen to an audio version of
the text, and subsequently produce a written response. Such integration promotes holistic language
development and enhances communicative competence.

7.10 Teacher Preparation and Professional Development

Effective literature integration depends largely on teacher competence and preparedness. Teachers
require adequate training in literature-based instructional strategies, text selection, classroom
facilitation, and assessment techniques.

Professional development programmes, workshops, and seminars can equip teachers with the
knowledge and skills necessary to utilize literature effectively in language teaching. This is
particularly important in contexts where teachers may have limited exposure to contemporary
approaches to literature instruction.
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Summary

The successful integration of literature into ELT requires careful text selection, learner-centred
instructional strategies, and effective teacher preparation. Strategies such as graded readers, literary
circles, dramatization, creative writing, task-based learning, literary analysis, and multimedia
projects provide meaningful opportunities for learners to engage with language and culture. When
properly implemented, these strategies contribute significantly to language acquisition, cultural
awareness, learner motivation, and critical thinking development.

8. Conclusion

This paper examined the integration of literature into English Language Teaching (ELT) as a strategy
for enhancing language acquisition and cultural awareness among learners. Drawing on relevant
theories and existing scholarly literature, the study explored the pedagogical value of literary texts in
promoting linguistic competence, learner motivation, intercultural understanding, and -critical
thinking skills.

The analysis of the reviewed literature revealed that literature provides authentic and meaningful
language input, thereby facilitating vocabulary development, grammatical competence, reading
proficiency, and communicative effectiveness. The findings further indicated that literary texts
promote learner engagement by stimulating imagination, emotional involvement, and personal
response. In addition, literature serves as a valuable medium for developing intercultural competence
by exposing learners to diverse cultural perspectives and experiences.

The study also established that the successful integration of literature into ELT depends on the
adoption of appropriate instructional strategies, careful text selection, and adequate teacher
preparation. Although challenges such as linguistic complexity, cultural barriers, and limited
instructional resources may hinder implementation, these constraints can be addressed through
effective pedagogical planning and professional development.

The paper concludes that integrating literature into ELT is both feasible and educationally beneficial.
It transforms language learning from a purely functional activity into a holistic educational
experience that develops learners' linguistic, cultural, intellectual, and affective capacities.
Particularly within the Nigerian educational context, literature remains a valuable resource for
enriching language instruction and promoting meaningful learning experiences. Consequently,
educators, curriculum planners, and teacher-training institutions should continue to support the
effective integration of literature into English language programmes at all levels of education.

9. Recommendations
Based on the findings of this study, the following recommendations are made:

Strengthen Teacher Preparation and Professional Development: Teacher education institutions and
educational authorities should provide regular training, workshops, and professional development
programmes on literature-based language teaching. Such programmes should equip teachers with the
skills required for text selection, classroom facilitation, literary analysis, and the integration of
literature with language learning activities.



Promote the Inclusion of Literature in Language Curricula: Curriculum developers should ensure that
literary texts are systematically integrated into English language curricula at all levels of education.
The selected texts should be age-appropriate, culturally relevant, and aligned with learners' language
proficiency levels.

Develop and Provide Adequate Instructional Resources: Schools and educational institutions should
make available a wide range of literary materials, including novels, short stories, poetry collections,
plays, graded readers, and digital resources. Access to quality instructional materials will facilitate
the effective implementation of literature-based language instruction.

Encourage Learner-Centred Teaching Strategies: English language teachers should adopt interactive
instructional approaches such as literary circles, dramatization, role-play, creative writing, guided
discussions, and task-based learning to promote active learner participation and meaningful
engagement with literary texts.

Promote the Use of Indigenous and Culturally Relevant Literary Texts: Teachers and curriculum
planners should incorporate literary works by Nigerian and other African authors alongside
international texts. This will enhance learners' cultural awareness, strengthen their connection to
local realities, and promote intercultural understanding.

Support the Integration of Technology in Literature Teaching: Educational institutions should
encourage the use of digital tools such as electronic texts, audiobooks, educational videos, and online
discussion platforms to make literature more accessible and engaging for learners.

Encourage Further Research: Researchers should undertake more empirical studies on the
effectiveness of literature-based instruction in Nigerian schools and colleges of education. Such
studies would provide additional evidence on the impact of literature integration on language
acquisition, learner motivation, and cultural awareness.

Improve Funding for Language and Literary Education: Government agencies and educational
stakeholders should provide adequate funding to support the acquisition of literary materials, teacher
training initiatives, and innovative instructional practices that promote the integration of literature
into English language teaching.
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Pragmatic Markers in English as a Foreign Language (EFL)
Learners’ Spoken Discourse: Implications for English

Language Teaching

Abstract

This study investigated pragmatic markers in the spoken discourse of learners of English as a Foreign
Language (EFL). Pragmatic markers which play crucial roles in facilitating effective communication are
often neglected in language instruction. This study examines the pedagogical implications of pragmatic
marker use among EFL learners. The population of the study comprised learners of English from different
educational levels in Ebonyi State. The data for the study were generated from tape recorded interactions
of EFL learners at different proficiency levels. The recordings were transcribed and analyzed using
Celce-Murcia's (2007) Communicative Competence Framework. The purposive sampling technique was
used to select forty-five (45) EFL learners from the primary, secondary, and tertiary levels across the study
area as sample. Three research questions were formulated that guided the study. The study employed a
mixed-methods approach, combining quantitative and qualitative analyses to examine the frequency of
pragmatic markers, the challenges faced by learners, and the implications for English language teaching.
Based on the findings of the study, recommendations for teaching pragmatic markers in EFL contexts,
emphasizing the importance of authentic materials; and promoting cross-cultural understanding and
awareness were made.
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1.Introduction

As learners of English as a Foreign Language (EFL) strive to express themselves in English, they often
master grammatical rules and vocabulary, but the effective use of pragmatic markers (PMs) remains
a subtle yet significant challenge. PMs, which are words or phrases that help interlocutors manage
the flow of conversation are crucial to communication. Consequently, acquisition and effective use of
PMs in spoken discourse are vital aspects of language learning, particularly for EFL learners. PMs,
such as discourse markers (words like ‘well,” ‘however,” and ‘anyway’); hedging devices (phrases like,
‘kind of,” ‘sort of,” and ‘I think’); and fillers (like ‘ah,” ‘um,” and ‘aha’), play a significant role in
facilitating communication. This is because they convey speaker attitude and help interlocutors to
manage discourse flow. In other words, PMs facilitate communication by helping speakers to
negotiate meaning, signal relationships between ideas, and manage turn-taking in conversations.
Also, they add nuance to the message as well as manage discourse flow by helping speakers to
organize their thoughts, signal transitions, and maintain coherence in discourse. As Neary-Sundquist
(2014) observes, PMs perform a number of important discourse and pragmatic functions in second
language speech. Other scholars (Hasselgreen, 2004; Aijmer, 2013; Blakemore, 2008) agree that PMs
facilitate the development of second language fluency as well as allow for the communication of
speakers’ attitudes.

However, EFL learners face some challenges in using PMs. For instance, they may struggle to
understand and use PMs effectively due to differences in linguistic and cultural norms and they may
not have sufficient exposure to authentic language use, making it challenging to develop pragmatic
competence. Also, PMs are often not explicitly taught in language classrooms, leaving learners to
acquire them through trial and error in informal settings. Though research has examined the use of
PMs in learner speech, Neary-Sundquist (2014) observes that a number of questions are left
unanswered. For example, according to him, little is known about the overall pattern of PM use
across a wide spectrum of language learners. Muller (2005) aptly reports that PMs have received
relatively little attention in second language acquisition research. Although some L2 studies of PMs
(House, 2013; Miiller, 2005; and Romero-Trillo, 2002) have revealed important findings about
individual markers, only a few studies focus on the wider range of use of PMs, including those that
may be used less frequently by some learners. Neary-Sundquist (2014) adds that a few studies have
focused on similarities and differences between highly advanced learners and native speakers with
respect to the frequency and variety of PMs.

In addition, Hernandez, Baron, and Llanes (2024) explore the development of PMs’ use by children
and adult L2 English learners in two learning contexts. The study tested pragmatic development of
respondents by prompting their use of PMs through pre-test and post-test semi-structured interviews.
From the findings of the study, they conclude that both age and context affect PMs development. On
his part, Eragamreddy (2024) explores the roles, functions, and effects of PMs in spoken discourse



with a focus on how language learners’ comprehension skills, classification and interpretation
abilities, and interactions between verbal and non-verbal PMs are affected.

From the foregoing, studies abound on PMs but their focus has been on the nature of PMs as well as
comparative studies of native speakers’ and second language learners’ PMs use. Consequently, this
study aims to investigate the use of PMs in EFL learners' spoken discourse to identify the challenges
that EFL learners face in using PMs effectively; and explore the implications of the findings for
English language teaching and learning. By examining the use of PMs in EFL learners' spoken
discourse, this study provides insights into the development of pragmatic competence and informs
English language teaching practices.

2.Research Questions
The following research questions guide the study:

1. What is the frequency of use of PMs in the spoken discourse of EFL learners?
2. What are the challenges that EFL learners face in using PMs effectively?

3. What are the implications of the findings for English language teaching and
learning?

3.Review of Scholarship

An impressive array of research has been conducted on pragmatic markers (PMs) over the past two
decades, yielding a wealth of insights into their characteristics, functions, and roles in discourse
(Blakemore, 2008; Romero-Trillo, 2012). Despite this extensive scrutiny, the field still grapples with
the challenge of arriving at a unified definition and consistent terminology for this complex concept.
The lack of consensus is evident in the diverse labels ascribed to PMs, including discourse markers
and discourse particles, each reflecting subtly different perspectives on their functions and nature.
For instance, Blakemore (2008) defines PMs as sequentially dependent elements that serve to bracket
units of talk, thereby providing a framework for understanding their roles in structuring discourse. In
contrast, Hasselgreen (2004) views PMs as small words or phrases that occur with high frequency in
speech and play a crucial role in facilitating the flow of conversation, despite not substantially
contributing to the propositional content of the message. According to this perspective, PMs are vital
lubricants that enable speakers to negotiate meaning and maintain communicative momentum.

Further nuance is added by Aijmer's (2002) observation that discourse particles, a subset of PMs, are
strategically positioned at various points within discourse, where they serve as important cues to the
segmentation and processing of the message. By providing these subtle signals, PMs help listeners
navigate the discourse landscape, interpreting meaning and inferring speaker intent. The
multifaceted nature of PMs is thus underscored by these diverse perspectives, highlighting the need
for continued research into their complexities and implications for language teaching and learning.

This terminological confusion arises because some scholars make clear distinctions between the two
terms (pragmatic markers and discourse markers) while others use the term pragmatic markers to
refer to a superordinate category under which discourse markers may be subsumed (Romero-Trillo,
2012). Though the terms are often used interchangeably, there is ongoing debate about their



meanings. Pragmatic markers are generally seen as the umbrella category, comprising structures that
convey meta-communicative and attitudinal functions (Beeching, 2016; Romero-Trillo, 2012), while
discourse markers specifically indicate relationships between discourse segments. Some researchers
argue that pragmatic markers focus on social and interactional aspects, whereas discourse markers
emphasize textual organization. However, others use the terms with different emphases. This
confusion stems from the multifaceted and complex nature of these linguistic elements, which can
have various functions depending on context of use. For example, Fraser (1996) sees pragmatic
markers as revealing the speaker's communicative intent, while Beeching (2016) emphasizes their
social meaning. As a result of the lack of consensus, it is essential to clarify how these terms are used
in specific research contexts. Hence, the present study adopts the more general term, pragmatic
marker, in order to avoid confusion with specific terms, which refer to various subclasses of these
expressions.

Moreover, many studies on PMs focus on specific PMs and on comparison of use of PMs between
native and non-native speakers. For instance, Miiller (2005) investigates the use of so, like, well, and
you know, by native speakers and German learners of English; Fuller (2003), Hellerman and Vergun
(2007), Miiller (2005), and Romero-Trillo (2002) analyze specific PMs in particular contexts. Fung
and Carter (2007) compare a corpus of elicited classroom data from intermediate—advanced learners
of English in Hong Kong with the British English CANCODE. Their focus was solely on
intermediate—advanced learners and they provided no comparative data from native and non-native
speakers performing the same task. In his study, Haselow (2021) did an experimental study on the
usage of PMs by adolescent German-speaking L2 learners of English in the foreign language
classroom. Haselow concluded that significant increase in frequency and diversity of PMs in
conversational L2 speech could be reached only for learners who underwent explicit teaching.

The existing body of research on pragmatic markers (PMs) shows a clear divergence from the present
study, primarily due to the unique interest of this investigation. Whilst PMs have generated
considerable attention from scholars across various disciplines, a review of the literature reveals a
dearth of studies on the frequency of PM usage, the challenges associated with their deployment, and
the pedagogical implications of these linguistic elements in English as a Foreign Language (EFL)
classrooms. To the best of the researchers’ knowledge, studies in these critical aspects of PMs are
scarce. It is precisely this perceived gap in the existing scholarship that the present study seeks to
address, with the ultimate goal of contributing meaningfully to the ongoing discourse on the
complexities of PMs in language teaching and learning contexts.

4.Theoretical Framework

Celce-Murcia's (2007) Communicative Competence Framework serves as the analytical model for this
study. Celce-Murcia explores the concept of communicative competence in language teaching, and
also discusses its role in language learning. She builds on her previous researches (1995 and 2000)
on discourse and context in language teaching. The main tenets of her theory include: discourse
competence (the ability to create cohesive and coherent discourse in both spoken and written
discourse); linguistic competence (mastery of the language's grammar, vocabulary, and phonology);
actional competence (understanding and using language to perform various functions, such as
requesting, apologizing, or complaining); sociocultural competence (understanding the cultural
context and social norms that influence language use); and strategic competence (the ability to use
communication strategies to compensate for gaps in language knowledge or to enhance



communication). Consequently, Celce-Murcia's communicative competence framework can be
applied in analyzing data in several ways. By applying this framework, researchers can gain a more
nuanced understanding of how language is used in context and how communicative competence is
developed and demonstrated. The present study relies on the discourse and strategic competencies of
the framework. These include cohesion and coherent strategies which examine how speakers or
writers use linguistic devices to create cohesive and coherent discourse and compensatory strategies
such as paraphrasing and non-verbal cues to overcome obstacles and achieve communication goals.

5.Methodology

Purposive sampling technique was used to select forty-five (45) EFL learners from the primary,
secondary, and tertiary education levels in Abakaliki, Ebonyi State as the sample for the study.
Elicitation tasks for data collection were impromptu role-plays at the primary school level to elicit
spoken data in a controlled setting; group discussions and debates at the secondary school level to
provide opportunities for the respondents to use pragmatic markers in spoken discourse; and
semi-structured interviews with respondents at the tertiary level to provide valuable data on their use
of pragmatic markers in spoken discourse. The ESL learners that participated in the study were
grouped into three different proficiency levels, numbered 1, 2, and 3 comprising learners at the
primary, secondary and tertiary education levels respectively. There were 10 participants at Level 1,
15 at Level 2, and 20 at Level 3. The interactions were audio recorded and transcribed to identify
PMs and count them in order to calculate the total number of words and the percentage of PMs used
by participants. As Aijmer (2013) points out, the meaning of PMs is inherently “flexible and fuzzy”
(p.- 15), hence, identifying PMs was aided by the use of Carter and McCarthy’s (2006) well-defined
list.

The Carter and McCarthy's (2006) list of PMs was deemed appropriate for this study because it was
generated from a corpus-based investigation of actual language use. The corpus-based nature of the
definition makes it particularly appropriate for this study because PMs is useful for methodological
reasons: Carter and McCarthy's classification is accompanied by a list of 121 expressions. According
to Neary-Sundquist (2014), Carter and McCarthy's definition is more comprehensive and their list of
appropriate expressions more extensive. Their list includes sub-categories of PMs, including
“discourse markers” like you know, well, or so, “stance markers” such as actually, of course, and
hopefully, “hedges,” for example, I think, just, and kind of, as well as ”interjections” like gosh, wow,
or ouch.

The PMs were identified, counted, and the total number of PMs used by participants at each level
was calculated. Non-lexical fillers such as um, ah, or eh, were removed from the transcripts and not
included in the total word count. The total number of words and the number of PMs used by subjects
were then recorded. The number of PMs was divided by the total number of words to calculate the
percentage of PMs that was used by subjects. The resulting percentages were then averaged to give
the average percentage of PM use for all of the responses at each level.

Finally, the study employed a mixed-methods approach, combining quantitative and qualitative
analyses to identify and examine the frequency distribution of pragmatic markers, and challenges
faced by EFL learners in the study area. Simple percentage was employed for the quantitative
analysis while thematic analysis was used for the qualitative analysis.



6.Findings

The study had a mixed-method approach hence data obtained were discussed quantitatively as well
as qualitatively. The quantitative analysis addressed the first research question while the qualitative
consideration focused on the second and third research questions. The first research question sought
to find out the pragmatic markers that EFL learners use in their spoken discourse and how they use
them; the second research question investigated the challenges that EFL learners face in using
pragmatic markers effectively; while the third research question interrogated the implications of the
findings on English language teaching and learning. The results are presented in the following
sub-sections according to the three research questions.

6.1Frequency of Use of PMs in the Spoken Discourse of EFL Learners

Data consisting of 2,583 words from 369 speech samples were gathered from the three levels.
Pragmatic markers were separated but since majority of “the PMs identified were non-lexical fillers
(such as, em, oh, and eh) which were not used in the study, only 96 PMs out of the 2,583 words were
used for analysis. EAS 216

Table 1: Frequency of PMs in the Spoken Discourse of EFL Learners

Level No of words Freq of PMs % of PMs
1 603 2 0.3

2 861 34 3.9

3 1,119 60 5.4

Total 2,583 96 9.6%

From table 1 above, the percentage of use of PMs among the three levels is 2 PMs representing 0.3%
of the sample collected in level 1; 34 PMs representing 3.9% in level 2; and 60 PMs representing
5.4% in level 3. From this, respondents in level 1 use the least PMs of the three levels; respondents in
level 2 use more PMs than level 1 but less than level 3; and respondents in level 3 use the most PMs
of the three levels. More so, data show that frequency of PMs by the three levels is 9.6% of the entire
speech sample collected. From the data collected, the most frequent PMs were: so, you know, I think,
I mean, well, you understand, right, however, meanwhile, and just.

6.2Challenges of EFL Learners in Using Pragmatic Markers Effectively

EFL learners were noted to encounter some challenges in using PMs. These challenges impact their
abilities to communicate effectively and appropriately in English. In the group discussions and
interviews, respondents were required to introduce themselves as well as talk on diverse topics of
interest (content creation, family, sports, fashion, cuisine, and school life) and they were encouraged
to freely express themselves. From the spoken discourse, respondents were formal in their
presentations and this affected their use of PMs; they were rigid and their speeches lacked cohesion
and coherence which are elements that Celce-Murcia (2007) notes as very important in



communication flow. Respondents had not been sufficiently exposed to authentic language use
during learning activities and naturally want to be ‘correct and proper’ when engaged in formal
discourses. The general school curricula at different levels of proficiency dwell more on contrived
materials. As Celce-Murcia's model emphasizes, it is important to consider different components of
communicative competence in language teaching and learning. Consequently, lack of exposure to
different components of language limits opportunities of learners to learn and practice PMs in
context.

Also, the respondents displayed confusion and difficulties in PM usage. In fact, many of the
respondents suggested that use of PMs should not be encouraged in Standard English. This is due to
the fact that PMs are often not explicitly taught in language classes. None of the respondents agreed
that PMs were necessary in formal discourse. More so, it was observed that respondents used
compensatory strategies in communication. According to Celce-Murcia, compensatory strategies are
used by speakers or writers to overcome gaps in language knowledge. Common compensatory
strategies used by respondents in the study were fillers (such as, um, ah, and chai), approximations,
and self-correction. This constitutes a challenge to PM use, as respondents tended to replace PMs
with these strategies, resulting in communication breakdowns.

6.3Implications of the Findings on English Teaching and Learning

This study on pragmatic markers (PMs) has implications for English language teaching. For instance,
the study's findings can inform the development of language curricula that include explicit
instruction on PMs, enabling learners to use them effectively in communication contexts. In addition,
this study highlights the importance of authentic materials and interactive activities in teaching PMs,
encouraging teachers to adopt more communicative and task-based approaches. The study's findings
can guide the creation of teaching materials that focus on PMs, providing learners with opportunities
to practice using them in context. Finally, this study informs the development of assessment tools to
evaluate learners' ability to use PMs effectively, ensuring that learners are assessed on their
pragmatic competence.

This study raises teachers' awareness of the importance of PMs in language teaching, encouraging
them to prioritize pragmatic competence in their teaching practices. By highlighting the importance
of PMs, the study encourages learners to take a more active role in developing their pragmatic
competence, enabling them to communicate more effectively in real-life situations, thereby
enhancing learner autonomy. By exploring the implications of this study on PMs, educators and
researchers can work together to improve English language teaching and learning, ultimately
enhancing learners' ability to communicate effectively in a variety of contexts.

7.Conclusion and Recommendations

This study concludes that EFL learners make an effort to avoid using PMs and make effort to be
‘proper’ in formal discourses, hence they sound unnatural. Learners of English as a foreign language
use more compensatory strategies (fillers, approximations, and self-correction) to the detriment of
PMs. Teachers of English in the study area should use more authentic materials and interactive
activities in teaching PMs. Finally, this study aligns with Haselow’s (2021) conclusion that significant
increase in frequency and diversity of PMs in conversational L2 speech could be reached only for
learners who underwent explicit teaching.



Based on the findings of the study, the following recommendations are made.

1. Explicit instruction on pragmatic markers should be introduced at the different levels of education
in the study area to help EFL learners develop pragmatic competence and improve their
communication skills.

2. Instead of solely relying on textbooks and contrived materials, teachers of English should use
authentic materials, such as videos, podcasts, and real-life conversations, in order to provide learners
with opportunities to observe and practice pragmatic markers in context. Also, teachers should adopt
innovative approaches to instructional material design.

3. Classroom activities that promote the use of pragmatic markers, such as role-plays and peer group
discussions, should be designed to help learners develop their pragmatic skills.

References

Aijmer, K. (2013). Understanding pragmatic markers: a variational pragmatic approach. Edinburgh: Edinburgh
University Press.

Beeching, K. (2016). Pragmatic markers in British English: meaning in social interaction. Cambridge University
Press.

Blakemore, D. (2008). Discourse markers. In R. L. Horn & G. Ward (Eds.), The handbook of pragmatics (pp.
221-240). Blackwell.

Celce-Murcia, M. (2007). "Rethinking the Role of Communicative Competence in Language Teaching." In E. A.
Soler, & M. S. Jorda (Eds.). Intercultural Language Use and Language Learning. 41 - 57.

Eragamreddy, N. M. (2024). “Pragmatic markers in spoken discourse.” In Global Academic Journal of Linguistics
and Literature. 6(3): 97 — 117. DOIL: 10.36348/gajll.2024.v06i03.002.

Fraser, B. (1996). “Pragmatic markers.” Pragmatics. 6, 167 — 190. https://doi.org/10.1075/prag.6.2.03fra
Fuller, J. (2003). The influence of speaker roles on discourse marker use. Journal of Pragmatics, 35, 23-45.

Fung, L. and Carter, R. (2007). Discourse markers and spoken English: Native and learner use in pedagogic
settings. Applied Linguistics, 28, 410-439.

Hasselgreen, A. (2004). Testing the spoken English of young Norwegians: A study of test validity and the role of
"smallwords" in contributing to pupils' fluency. Cambridge University Press.

Haselow, A. (2021). “The acquisition of pragmatic markers in the foreign language classroom: An experimental
study on the effects of implicit and explicit learning.” In Journal of Pragmatics. 186: 73 — 86.
http://doi.org/10.1016/j.pragma.2021.09.017

Hellermann, J. and Vergun, A. (2007). Language which is not taught: The discourse marker use of beginning
adult learners of English. Journal of Pragmatics, 39, 157-179.

Hernandez, A. S.; Baron, J. and Llanes, A. (2024). “The development of pragmatic markers in English as a
second language: do age and learning context matter?” 9(4):115.

DOI: 10.3390/languages9040115

House, J. (2013). Developing pragmatic competence in English as a lingua franca: Using discourse markers to
express (inter) subjectivity and connectivity. Journal of Pragmatics, 59, 57-67.

Miiller, S. (2005). Discourse markers in native and non-native English discourse. John Benjamins.



Neary-Sundquist, C. (2014). “The use of Pragmatic markers across proficiency levels in second language
speech.” In Studies in Second Language Learning and Teaching. Journal of the Department of English Studies,
Faculty of Pedagogy and Fine Arts, Mickiewicz University, 4(4): 637 — 663. DOI:10.14746/ss11t.2014.4.4.4

Romero-Trillo, J. (2002). The pragmatic fossilization of discourse markers in non-native speakers of English.
Journal of Pragmatics, 34, 769-784.

How to cite this article

Dr. Nwani-Grace Ugwu (2026). Pragmatic Markers in English as a Foreign Language (EFL) Learners’ Spoken Discourse:
Implications for English Language Teaching. Journal of ELTAN (JELTAN), 15(1), 101-109.

Article details

Section Research Articles

Peer review Reviewed before publication

Licence CCBY 4.0

Published by English Language Teachers Association of Nigeria

JELTAN - Vol. 15, No. 1 (2026) Pragmatic Markers in English as a Foreign Language (EFL) ... 109



Journal of ELTAN (JELTAN) CCBY 4.0

English Language Teachers Association of Nigeria

Vol. 15, No. 1 (2026) - pp. 110-127 - Published 1 September 2026

Research Articles

Pragmatics and Digital Literacy: Developing Contextual
Appropriateness and Communication Skills in Online
Contexts

Abstract

Effective online communication requires more than grammatical accuracy and vocabulary knowledge; it
also demands the ability to use language appropriately across diverse digital platforms. This study
examines how pragmatic competence and digital literacy jointly influence contextual appropriateness in
online communication among Nigerian university students. The research is grounded in Speech Act Theory
(Austin, 1962; Searle, 1969), Belshaw’s (2012) Digital Literacy framework, and the researcher-developed
Pragmatics-Digital Literacy Integration Model (PDLIM), which provides an integrated framework for
analysing online communicative behaviour. A mixed-methods descriptive design was adopted, involving
40 undergraduate students from Nnamdi Azikiwe University, Awka. Data comprised a Digital Interaction
Corpus of authentic messages collected from Email, WhatsApp, Telegram, and Twitter, complemented by
semi-structured interviews. A total of 120 messages, comprising 30 messages from each platform, were
analysed using descriptive statistics, Pearson correlation, and ordinary least squares (OLS) regression,
while interview data were subjected to thematic analysis. The findings revealed that Email recorded the
highest level of contextual appropriateness, followed by WhatsApp, while Twitter recorded the lowest
scores. Both pragmatic competence and digital literacy showed significant positive relationships with
contextual appropriateness and significantly predicted it, with pragmatic competence emerging as the
stronger predictor. Together, the two variables accounted for 78% of the variance in contextual
appropriateness, demonstrating their complementary contribution to effective online communication. The
study demonstrates that successful digital interaction depends on integrating pragmatic awareness with
digital literacy practices rather than treating them as separate competencies. By proposing and empirically
validating the Pragmatics-Digital Literacy Integration Model (PDLIM), the study contributes to scholarship
on digital pragmatics and offers practical implications for English Language Teaching, curriculum
development, and teacher education aimed at preparing learners for effective, contextually appropriate
communication in contemporary digital environments.
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Introduction

In contemporary society, digital communication permeates social, academic, and professional
domains, reshaping how individuals interact across cultures and contexts. While grammatical
accuracy and lexical knowledge remain central to language proficiency, they are insufficient for
successful communication in technology-mediated environments. Online exchanges, whether through
email, social media, or instant messaging, are shaped not only by linguistic content but also by tone,
politeness strategies, platform-specific conventions, and cultural norms. These elements can easily be
misinterpreted in the absence of non-verbal cues.

Within English Language Teaching (ELT), there is growing recognition that learners require both
pragmatic competence—the ability to use language appropriately in context (Bachman, 1990; Canale
& Swain, 1980; Hymes, 1972)—and digital literacy, the capacity to navigate, evaluate, and create
communication effectively across digital platforms (European Commission, 2022; Jisc, 2019).
Pragmatic competence enables learners to formulate and interpret language appropriately in relation
to communicative context (Kasper & Rose, 2002), while digital literacy involves participation in
digitally mediated practices and the effective use of digital technologies for meaning-making
(Lankshear & Knobel, 2008). In computer-mediated communication, these practices are further
shaped by the technological affordances and communicative conventions of particular media
(Herring, 2013). Although these competencies are closely interconnected, their integration within
ELT remains limited.

Existing curricula often emphasise structural language knowledge while giving insufficient attention
to the interaction between pragmatic meaning and digital communication practices. Consequently,
learners may possess the technical skills required to operate digital platforms but still experience
difficulty interpreting implied meanings, recognising culturally variable norms of digital etiquette, or
adjusting levels of formality to suit different communicative contexts (Kasper, 2001). Such
limitations may reduce communicative effectiveness in increasingly globalised and digitally mediated
environments.

To address this gap, the present study integrates Speech Act Theory (Austin, 1962; Searle, 1969) with
Belshaw's (2012) Digital Literacy framework through the researcher-developed Pragmatics-Digital
Literacy Integration Model (PDLIM). Using a mixed-methods descriptive design, the study analyses
authentic digital interactions collected from Email, WhatsApp, Telegram, and Twitter alongside
participants' interview responses to investigate how pragmatic competence and digital literacy jointly
influence contextual appropriateness in online communication. The findings are further supported
through descriptive, correlational, and regression analyses, providing empirical evidence for the
explanatory value of the PDLIM framework.

By bridging pragmatics and digital literacy, this study contributes to both theory and practice. It
advances understanding of communicative competence in digitally mediated environments, validates
the Pragmatics-Digital Literacy Integration Model (PDLIM) as an analytical framework for online
communication, and offers practical implications for English language teachers, curriculum
developers, and researchers seeking to equip learners with the communication skills required for



effective, culturally sensitive, and contextually appropriate interaction in contemporary digital
environments.

Contribution of the Study

Despite increasing research on pragmatics in computer-mediated communication and digital literacy,
few studies have integrated these constructs into a single pedagogical framework for English
Language Teaching. This study contributes to the literature by developing and empirically testing the
Pragmatics-Digital Literacy Integration Model (PDLIM), which explains how pragmatic competence
and digital literacy jointly influence contextual appropriateness in online communication. Although
the study focuses on university students, its findings provide valuable insights for ELT curriculum
design, classroom practice, and teacher education. Specifically, the study:

« proposes the Pragmatics-Digital Literacy Integration Model (PDLIM) as an integrated framework
for analysing online communication;

« provides empirical evidence on the relationship between pragmatic competence, digital literacy,
and contextual appropriateness among Nigerian university students;

+ extends existing scholarship by demonstrating how pragmatic competence and digital literacy
jointly shape effective online communication; and

+ offers practical implications for English language teachers, curriculum developers, and teacher
educators seeking to integrate digital communication skills into ELT.

Conceptual Framework

This study adopts the Pragmatics-Digital Literacy Integration Model (PDLIM), developed by the
researcher to explore the intersection between pragmatic competence and digital literacy in online
communication contexts. The model integrates insights from Speech Act Theory (Austin, 1962;
Searle, 1969), communicative competence theory (Canale & Swain, 1980; Canale, 1983), Bachman’s
(1990) model of communicative language ability, and digital literacy frameworks (e.g., Gilster, 1997;
Belshaw, 2012; Jisc, 2019; Law,N. et al, 2018). While Speech Act Theory and Digital Literacy
constitute the study’s theoretical foundations, the pragmatic competence frameworks provide the
conceptual dimensions incorporated into the PDLIM.

At its core, the PDLIM rests on the premise that effective online communication requires both the
ability to interpret and produce contextually appropriate language (pragmatic competence) and the
ability to navigate, evaluate, and ethically use digital tools and platforms (digital literacy). By
integrating these domains, the model captures the dual demands of meaning-making in
technologically mediated environments.

The pragmatic component draws on Canale and Swain’s (1980) communicative competence
framework, particularly their concept of sociolinguistic competence, which concerns the appropriate
use of language in relation to social context and communicative purpose. Their framework identifies
grammatical competence, sociolinguistic competence, and strategic competence as core components
of communicative competence; Canale (1983) subsequently elaborated the framework by
distinguishing discourse competence as a separate component. Bachman’s (1990) model further
develops the conceptualisation of pragmatic competence by distinguishing illocutionary competence,



concerned with performing communicative functions, from sociolinguistic competence, concerned
with adapting language to the social and contextual conditions of communication. These insights are
anchored in Speech Act Theory, which views utterances not only as carriers of information but as
actions that perform functions in social interaction (Austin, 1962; Searle, 1969). Within the PDLIM,
Speech Act Theory provides the analytical basis for identifying and interpreting pragmatic acts such
as requests, apologies, compliments, and refusals in the Digital Interaction Corpus across different
online platforms.

The digital literacy component builds on Gilster’s (1997) foundational notion of digital literacy as
“the ability to understand and use information in multiple formats from a wide range of sources
when it is presented via computers” (p. 1). More recent frameworks, such as Belshaw’s (2012) Digital
Literacy Framework, Jisc’s (2019) Digital Capabilities Framework and Law,N.et al,2018)) Digital
Literacy Global Framework, extend this to include information evaluation, content creation, ethical
participation, collaborative digital engagement, and the cultural and communicative practices that
shape participation in digital environments.

The PDLIM positions these two dimensions, pragmatic competence and digital literacy, as mutually
reinforcing. In online contexts, pragmatic acts such as requesting, persuading, entertaining, or
critiquing must be shaped not only by linguistic and sociocultural norms but also by the affordances,
constraints, and conventions of digital platforms. For example, interpreting irony in a Twitter post
requires sensitivity to both the illocutionary force of the message and the multimodal features
(hashtags, emojis, hyperlinks) that shape its reception.

By conceptualising pragmatic competence and digital literacy as interdependent, the PDLIM provides
an integrative analytical framework for analysing how speakers perform and interpret speech acts in
online discourse while negotiating issues of credibility, audience design, ethical participation, and
platform-specific conventions. Within the model, contextual appropriateness represents the outcome
of the interaction between pragmatic competence and digital literacy. Messages are considered
contextually appropriate when linguistic choices, speech acts, and digital resources are effectively
adapted to the intended audience, communicative purpose, and platform conventions. This
integrated perspective is particularly relevant in contexts where online communication plays a
significant role in education, activism, entertainment, and social interaction.

Theoretical Framework

This study is grounded in two interrelated theoretical perspectives: Speech Act Theory (Austin, 1962;
Searle, 1969) and the concept of Digital Literacy (Gilster, 1997; Belshaw, 2012; Jisc, 2019). These
frameworks are mutually reinforcing in explaining how learners perform and interpret speech acts
while adapting communication to the affordances, conventions, and technological features of digital
platforms.

1. Speech Act Theory

Speech Act Theory provides the foundational linguistic lens for analysing pragmatic competence.
Originally proposed by J. L. Austin in "How to Do Things with Words" (1962) and further developed
by John Searle in "Speech Acts" (1969), the theory posits that language is not merely a vehicle for
conveying information but a form of action. As Austin famously stated, “to say something is to do
something” (Austin, 1962, p. 12). This means that utterances perform illocutionary acts such as



requesting, apologising, or promising beyond their literal meaning.

Austin (1962) distinguishes among locutionary, illocutionary, and perlocutionary acts. Searle (1969,
pp. 22-23), while developing Austin's theory, distinguishes utterance acts, propositional acts, and
illocutionary acts. The three components are explained as follows:

- Locutionary act — the actual utterance and its propositional content.
- Tllocutionary act — the speaker’s intended function (e.g., request, complaint, invitation).

- Perlocutionary act — the effect the utterance has on the hearer (e.g., persuading, convincing,
frightening).

In online discourse, these acts are mediated through textual, audio-visual, and multimodal channels,
which can alter both the interpretation and the effectiveness of communicative acts. For instance, the
absence of paralinguistic cues (tone, facial expression) in text-based chats often compels users to
employ emojis, GIFs, and typographical markers to convey illocutionary force. In the present study,
Speech Act Theory provides the analytical basis for identifying and interpreting speech acts such as
requests, apologies, compliments, and refusals in participants’ online messages across Email,
WhatsApp, Telegram, and Twitter.

2. Digital Literacy

The second theoretical pillar, Digital Literacy, extends the analysis into the technological and
socio-cultural affordances of online communication. The concept was popularised by Paul Gilster's
Digital Literacy (1997), the term was initially defined as “the ability to understand and use
information in multiple formats from a wide range of sources when it is presented via computers” (p.
1).

Subsequent scholars have broadened the concept to encompass critical, creative, and participatory
competencies in digital environments. Lankshear and Knobel (2015) conceptualise digital literacy as
a set of diverse social practices through which people engage in meaning-making using digitally
mediated texts. Similarly, Belshaw (2012) conceptualises digital literacy as a multidimensional
construct comprising cultural, cognitive, communicative, critical, civic, constructive, creative, and
confident dimensions that enable individuals to participate effectively and responsibly in digital
environments. This conceptualisation acknowledges that digital communication is not merely about
technical skills but about navigating complex social and cultural conventions embedded in online
discourse.

In the context of pragmatic competence, digital literacy shapes how individuals interpret and
produce speech acts in online spaces, where multimodality, platform norms, and algorithmic
mediation influence communicative outcomes.

3. Integrative Relevance to the Present Study

By combining Speech Act Theory and Digital Literacy, this study adopts a dual-lens approach:

+ Speech Act Theory addresses the functional and intentional dimensions of language use.

+ Digital Literacy explains the contextual and technological dimensions that mediate those
communicative intentions.



In other words, pragmatic competence in online communication depends both on the ability to
perform appropriate speech acts and on the ability to adapt those acts to the affordances and
constraints of digital platforms. Herring (2013) emphasises the importance of considering both
technological features of the medium and the social context in analysing computer-mediated
discourse.

Within this study, these theoretical perspectives are operationalised through the Pragmatics-Digital
Literacy Integration Model (PDLIM), which explains how pragmatic competence and digital literacy
interact to influence contextual appropriateness in online communication. The model serves as the
analytical bridge between the theoretical foundations and the empirical investigation, providing the
basis for examining how learners adapt language, speech acts, and digital resources across different
communication platforms. This integrated framework allows for a detailed examination of how
online speakers construct meaning, manage interpersonal relations, and achieve communicative goals
in technologically mediated environments.

Diagram of Theoretical Framework of Linking Speech Act Theory and Digital Literacy

Digital Literacy Framework Pragmatic CompetenceDigital Literacy CompetenciesSpeech Act
Theory Pragmatics-Digital Literacy Integration Model (PDLIM) Contextual Appropriateness
Effective Online CommunicationDigital Literacy Framework Pragmatic CompetenceDigital Literacy
CompetenciesSpeech Act Theory Pragmatics-Digital Literacy Integration Model (PDLIM) Contextual
Appropriateness Effective Online Communication

Empirical Review

Research into pragmatic competence in digitally mediated communication has expanded
considerably alongside the rapid growth of digital technologies and online communication platforms.
Early studies established that pragmatic instruction can be effectively delivered through
computer-mediated communication (CMC), demonstrating that learners can develop pragmatic
competence outside conventional face-to-face classrooms (Eslami & Liu, 2013). More recent
investigations have explored technology-enhanced learning environments, including virtual reality
(VR) and online instructional platforms, to improve learners' production and interpretation of speech
acts (Taguchi, 2022; Rafiq & Yavuz, 2024; Chen et al., 2022). These studies consistently demonstrate
that speech acts remain central to pragmatic meaning in online communication, while digital
affordances such as emojis, hashtags, hyperlinks, and multimodal resources influence how
communicative intentions are expressed and interpreted.

Experimental evidence supports the effectiveness of technology-mediated pragmatic instruction.
Eslami and Liu (2013) found that explicit pragmatic instruction delivered through
computer-mediated communication (CMC) was effective in developing learners’ ability to perform
requests, with pragmatic gains comparable to those achieved through face-to-face instruction.
Similarly, Rafiq and Yavuz (2024) reported significant improvements in learners' production and
comprehension of speech acts following explicit online pragmatic training. Taguchi (2022)
demonstrated that immersive virtual reality can influence aspects of learners' pragmatic task
performance, including speech rate and use of modification devices, while Chen et al. (2022)
analysed naturally occurring apology strategies in emails written by Chinese learners of English,
demonstrating how learners employed different apology strategies in institutional email



communication. Collectively, these studies indicate that digital technologies provide effective
environments for developing pragmatic competence.

Research on authentic online communication has also shown that platform affordances shape
pragmatic behaviour. Honkanen (2022), analysing a large corpus of Nigerian online discourse, found
that pragmatic markers, discourse particles, and strategic spellings were frequently employed to
negotiate interpersonal meanings and construct social relationships in digital interactions. The study
demonstrates that pragmatic choices in Nigerian online communication are strongly influenced by
the communicative affordances of digital platforms.

Within the Nigerian context, empirical investigations into digital pragmatics are gradually increasing.
Otemuyiwa (2017) analysed WhatsApp conversations among Nigerian undergraduates and found that
emojis, abbreviations, and other multimodal resources function as contextualisation cues that
minimise ambiguity and reinforce speakers' communicative intentions. Similarly, Owojecho (2021),
using Speech Act Theory, analysed five WhatsApp messages containing COVID-19-related
misinformation in Nigeria and identified assertive and directive acts, particularly claims, warnings,
and orders, which were associated with perlocutionary effects such as convincing, enlightening,
instigating, and inciting readers. The findings underscore the importance of combining pragmatic
competence with critical digital literacy when interpreting online messages.

More recently, Beatrice and Acheoah (2023) investigated face acts in Nigerian Pidgin WhatsApp
conversations using Brown and Levinson's Face Management framework alongside Bach and
Harnish's Speech Act Theory. The study revealed that participants strategically employed requests,
apologies, directives, rejections, and other speech acts to negotiate interpersonal relationships and
maintain face during digital interaction. Their findings further demonstrate that successful online
communication depends not only on linguistic competence but also on sensitivity to context,
interpersonal relationships, and platform-specific communicative conventions.

Despite these contributions, existing empirical studies have largely examined pragmatic competence
and digital literacy as separate constructs. Pragmatics research has concentrated primarily on speech
acts, politeness, and conversational principles, whereas digital literacy studies have focused on
technological competencies and online participation. Few studies have integrated these dimensions
within a single analytical framework capable of explaining contextual appropriateness across
multiple online communication platforms.

The present study addresses this gap through the Pragmatics-Digital Literacy Integration Model
(PDLIM), which integrates Speech Act Theory with contemporary digital literacy frameworks to
explain how pragmatic competence and digital literacy jointly shape contextual appropriateness in
online communication. Unlike previous studies that focused on isolated speech acts or individual
platforms, this study analyses authentic messages from Email, WhatsApp, Telegram, and Twitter
using an integrated framework combining quantitative and qualitative analysis. By focusing on
Nigerian university students, the study contributes empirical evidence that pragmatic competence
and digital literacy are complementary competencies essential for effective online communication
and English Language Teaching.

Methodology



This study employed a mixed-methods descriptive design, informed by Speech Act Theory (Austin,
1962; Searle, 1969) and Belshaw’s (2012) Digital Literacy framework, and integrated through the
researcher-developed Pragmatics-Digital Literacy Integration Model (PDLIM). The design enabled the
study to examine how pragmatic competence and digital literacy interact to shape contextual
appropriateness in online communication. The study focused on Nigerian university students who
actively engaged in digital communication through Email, WhatsApp, Telegram, and Twitter. A
purposive sampling strategy was used to select 40 undergraduate students (20 male and 20 female)
from Nnamdi Azikiwe University, Awka, all of whom reported regular use of the selected platforms
for academic and social communication.

Two complementary sources of data were employed. First, a Digital Interaction Corpus (DIC) was
compiled from naturally occurring digital messages collected over a four-week period, with
participants’ informed consent. The corpus comprised messages from individual and group
interactions across the four selected platforms. Messages containing identifiable pragmatic acts,
including requests, refusals, apologies, compliments, directives, and expressions of opinion, were
purposively selected for analysis. To ensure balanced platform representation, 120 messages were
analysed, comprising 30 messages from each platform. Second, semi-structured interviews were
conducted with the participants to obtain information about their communicative intentions,
language choices, perceptions of audience, and awareness of platform-specific conventions. The
interview data provided contextual explanations for patterns identified in the digital messages.

Each message in the Digital Interaction Corpus was analysed according to three dimensions derived
from the PDLIM: digital literacy, pragmatic competence, and contextual appropriateness. Digital
literacy was assessed in relation to participants’ effective use of digital resources and
platform-specific conventions, including emojis, hashtags, hyperlinks, abbreviations, multimodal
elements, and other features relevant to the communication context. Pragmatic competence was
assessed in terms of the clarity and appropriateness of the speech act, politeness strategies, linguistic
choices, and relationship between the communicative form and intended function. Contextual
appropriateness was assessed according to the extent to which each message appropriately matched
its intended audience, communicative purpose, interpersonal relationship, and platform conventions.
Each dimension was evaluated using a five-point rating scale, with higher scores indicating greater
competence or appropriateness.

The quantitative analysis proceeded in three stages. First, descriptive statistics were used to calculate
the average scores for digital literacy, pragmatic competence, and contextual appropriateness across
Email, WhatsApp, Telegram, and Twitter. This enabled comparison of communicative patterns across
platforms. Second, Pearson correlation analysis was employed to determine the strength and
direction of the relationships between digital literacy, pragmatic competence, and contextual
appropriateness. Third, ordinary least squares (OLS) regression analysis was conducted to determine
the extent to which digital literacy and pragmatic competence predicted contextual appropriateness.
Contextual appropriateness served as the dependent variable, while digital literacy and pragmatic
competence constituted the independent variables. The regression analysis therefore provided
empirical evidence for assessing the central proposition of the PDLIM that the two competencies
jointly contribute to effective online communication.

The qualitative interview data were analysed thematically to complement and contextualise the
quantitative findings. Participants’ explanations of their language choices, use of digital features,
perceptions of politeness, and adaptation to different audiences and platforms were examined for



recurring themes. Selected anonymised message excerpts and interview responses were used to
illustrate the quantitative patterns and demonstrate how pragmatic and digital-literacy
considerations operate in actual online interactions. The integration of the quantitative and
qualitative evidence enabled the study not only to establish statistical relationships among the
variables but also to explain the communicative practices underlying those relationships. Overall,
this mixed-methods approach operationalised the PDLIM by examining digital literacy and pragmatic
competence as complementary dimensions whose interaction contributes to contextual
appropriateness in digitally mediated communication.

Data Presentation and Interpretation

The results combine descriptive statistics to summarize patterns across platforms, inferential
statistical techniques (correlation and regression modelling) to establish relationships among digital
literacy, pragmatic competence, and contextual appropriateness, and qualitative insights from
interviews and message excerpts to interpret these patterns.

Descriptive Statistics by Platform

Table 1: Average Scores by Platform

Avg. Digital Avg. Pragmatic Avg. Contextual
Platform Count . R
Literacy Score competence Score Appropriateness
Email 30 1.57 3.80 3.97
Telegram 30 1.53 3.47 3.70
Twitter 30 1.00 2.63 2.67
WhatsApp 30 1.37 3.63 3.73

Interpretation (Descriptive):

Messages on Email and WhatsApp scored higher in both digital literacy and appropriateness, showing
that users generally adapted their language and digital tools effectively in these environments.
Telegram messages were moderately appropriate, reflecting a blend of informal and semi-formal
usage. Twitter scored lowest across all measures, likely because of its brevity and rapid posting style,
which limit both politeness strategies and use of digital features.

Interview and Message Insights:

+ Email: A participant explained: “When I write to lecturers, I always try to be polite because I
know they receive many emails every day. I usually begin with a greeting and end with ‘Sir’ or
‘Ma’ to show respect. I believe that using respectful language increases the likelihood of receiving
a response and creates a good impression.” Example email excerpt: “Dear Prof., I hope this finds
you well. Kindly assist me with the material for next week's class.” (Pragmatic Competence =
High; Digital Literacy = Medium)(Score: Pragmatic = High, Literacy = Medium).



«  WhatsApp: Students often balanced informality with respect. One participant remarked: “In
WhatsApp group chats, I usually start with a greeting before asking questions or sharing
information. I sometimes include emojis because they make my messages sound friendlier and less
demanding. Even when chatting with classmates, I try to remain respectful so that my message is
not misunderstood.” Example: “Good morning everyone || Please remember to bring your ID card
tomorrow.” (Pragmatic Competence = High; Digital Literacy = High)

« Telegram: Telegram: Usage was mixed. One participant explained: “On Telegram, I usually keep
my messages short because many groups are used for quick updates. However, when I am
communicating in academic or official groups, I provide more details and choose my words
carefully to avoid misunderstandings. The way I write depends on who is reading the message.”
Example: “Meeting at 2 pm. Don't be late, please.” (Pragmatic Competence = Moderate; Digital
Literacy = Moderate)

« Twitter: The short format limited appropriateness. One participant explained: “Twitter is usually
very direct because people expect short posts. Most users try to express their opinions quickly
without giving much explanation. Sometimes I realise that my message can be misunderstood
because there is not enough space to explain my intention or soften my words.” Example tweet:
“This lecturer is stressing us | .” (Score: Low pragmatics, low appropriateness).

Correlation Analysis

Table 2: Correlation Matrix

Digital Literacy Score Pragmatic competence Score Contextual Appropriateness

Digidl 0.25 0.71
Literacy
Score

Pr@gihatic 1.00 0.86
competence
Score

Cdh®xtual 0.86 1.00
Appropriateness

Interpretation (Correlation):

Digital literacy showed a moderate positive correlation with contextual appropriateness (r = 0.71).
Pragmatic competence showed a stronger correlation with appropriateness (r = 0.86). This indicates
that while digital tools (emojis, links, hashtags) matter, appropriateness depends more on how well
language is used in context (politeness, clarity, speech act fit).

Interview and Message Insights:

+ One participant said: “Even if I don’t use emojis, if I greet and show respect, the message is accepted.”

« Another added: “Sometimes emojis make the tone lighter, but what you say is more important.”



+ Example contrast:

+ Polite but plain message:“Sir, please may I know if the class will hold today?” (Low digital literacy,
high pragmatics and Still highly appropriate).

+ Emoji-heavy but blunt message:“ | When will you send the notes???” (High digital literacy, low
pragmatics and Low appropriateness).

Regression Analysis

Table 3:Regression Results: Predicting Contextual Appropriateness
Dependent Variable: Contextual Appropriateness
Model: Ordinary Least Squares (OLS)

Number of Observations: 120

Predictor Coefficient Std. Error t-Statistic P-value
Constant 1.09 0.12 9.15 <0.001
Digital Literacy 0.50 0.05 9.80 <0.001
Score

Pragmatic 0.87 0.06 14.70 <0.001

competence Score

R-squared: 0.78
F-statistic (2,117): 204.1, p < 0.001
Interpretation (Regression):

Both digital literacy and pragmatic competence significantly predict contextual appropriateness.
Pragmatic competence has a stronger effect (3 = 0.87) compared to digital literacy (p = 0.50).
Together, they explain 78% of the variation in contextual appropriateness, showing a strong
combined influence.

Interview and Message Insights:

« One student emphasised: “It’s not about how many emojis you add; if you don’t use polite words,
people may see you as rude.”

+ Another noted: “Digital features help, but what carries weight is how you structure your sentences.”

* Message contrast:

« High pragmatic competence:“I’'m sorry for missing the last class. Could you kindly share the slides
with me?” (High score).



- High digital literacy but poor pragmatics:“Send me the slides [ | .” (Low appropriateness despite
emojis).

Overall Interpretation

The combined evidence demonstrates that platform design, digital literacy practices, and pragmatic
competence all shape contextual appropriateness in online communication. Statistical results
revealed strong quantitative patterns, while interview reflections and message excerpts explained
why these patterns occurred. Together, the findings show that effective digital interaction is not just
about knowing platform tools (hashtags, emojis, links) but also about deploying language in ways
that respect context, audience, and purpose. Pragmatic competence remains the strongest predictor
of contextual appropriateness, though digital literacy provides valuable support, especially on
platforms that encourage expressive tools.

Discussion of Findings

Analysis of the dataset revealed notable platform-based variations in digital literacy, pragmatic
competence, and contextual appropriateness across Email, WhatsApp, Telegram, and Twitter.
Messages from Email and WhatsApp generally demonstrated higher levels of contextual
appropriateness, reflecting participants’ ability to align their linguistic choices and use of digital
resources with audience expectations. In contrast, Twitter messages recorded the lowest levels across
the three dimensions. This finding may be associated with the platform’s brevity, immediacy, and
informal communicative conventions, which can limit opportunities for elaborated politeness
strategies and nuanced pragmatic expression. Telegram occupied an intermediate position, reflecting
its use for both informal interaction and more organised or semi-formal communication.

The descriptive statistics confirmed these platform-based differences. Email recorded the highest
average pragmatic competence score (3.80) and contextual appropriateness score (3.97), followed by
WhatsApp, with scores of 3.63 and 3.73 respectively. Telegram recorded moderately lower pragmatic
competence and contextual appropriateness scores of 3.47 and 3.70, while Twitter recorded the
lowest scores across the three dimensions, particularly in digital literacy (1.00), pragmatic
competence (2.63), and contextual appropriateness (2.67). These differences suggest that platform
affordances and communicative conventions influence how users employ digital resources and
formulate pragmatic acts. Notably, Telegram recorded a slightly higher digital literacy score (1.53)
than WhatsApp (1.37), indicating that digital literacy practices do not necessarily correspond directly
with overall pragmatic or contextual appropriateness.

The findings further demonstrate that platform-specific communication environments influence users’
linguistic and digital choices. Email’s relatively high scores may reflect participants’ awareness of its
academic and professional functions, where formal register, explicit politeness, and audience
awareness are particularly important. WhatsApp, although generally informal, also permits users to
combine conversational language with politeness markers, greetings, emojis, and other resources that
support interpersonal communication. Telegram’s intermediate scores reflect its hybrid
communicative environment, while Twitter’s lower scores suggest that highly concise and rapid
interaction may present greater challenges for expressing complex pragmatic meanings. The findings
therefore support the view that effective digital communication involves adapting both language and
digital resources to the communicative environment.



Correlation analysis provided further evidence of the relationships among the constructs. Digital
literacy demonstrated a positive correlation with contextual appropriateness (r = .71), indicating
that participants with greater competence in using digital resources and platform conventions tended
to produce more contextually appropriate messages. Pragmatic competence showed a stronger
positive correlation with contextual appropriateness (r = .86). This stronger relationship suggests
that although digital literacy contributes to effective online communication, pragmatic competence is
more closely associated with the ability to match linguistic choices, speech acts, politeness strategies,
and communicative intentions to particular contexts. The relatively low correlation between digital
literacy and pragmatic competence (r = .25) also suggests that the two constructs are related but
distinguishable dimensions of online communicative competence.

The regression analysis reinforced these findings. Both digital literacy and pragmatic competence
significantly predicted contextual appropriateness. Digital literacy recorded a positive coefficient of
0.50 (p < .001), whereas pragmatic competence recorded a larger positive coefficient of 0.87 (p <
.001). Pragmatic competence therefore made the stronger contribution to the prediction of
contextual appropriateness within the regression model. The model accounted for 78% of the
variance in contextual appropriateness, providing substantial empirical support for the central
proposition of the PDLIM that pragmatic competence and digital literacy jointly contribute to
effective online communication. The remaining 22% of unexplained variance also indicates that
other factors may contribute to contextual appropriateness. The unexplained variance may reflect
additional factors not included in the present model, including participants’ prior linguistic and
digital literacy experiences, cultural and interpersonal differences, peer-group norms, communicative
purpose, and platform-specific affordances. These factors warrant investigation in future studies to
determine whether and how they interact with pragmatic competence and digital literacy in shaping
contextual appropriateness.

Qualitative evidence from the interviews provided further interpretation of the quantitative findings.
Participants reported adapting their language according to the platform, audience, relationship, and
communicative purpose. Email was commonly associated with greater formality and explicit
politeness, whereas WhatsApp allowed greater flexibility between informal and respectful
communication. Participants also described emojis and other multimodal resources as useful for
modifying tone, reducing ambiguity, and making messages appear friendlier. However, the interview
responses indicated that digital features alone did not guarantee contextual appropriateness. A
message could contain emojis or other digital resources and still be perceived as inappropriate if its
speech act was too direct, impolite, or unsuitable for the intended audience.

These qualitative observations reinforce the stronger relationship between pragmatic competence and
contextual appropriateness identified in the correlation and regression analyses. The findings suggest
that digital literacy provides users with resources for participating effectively in digital environments,
but pragmatic competence determines how appropriately those resources and linguistic forms are
deployed. Thus, a user may possess considerable knowledge of emojis, hashtags, hyperlinks, or other
platform features without necessarily being able to formulate an appropriate request, refusal,
apology, compliment, or expression of opinion. Conversely, a user with strong pragmatic awareness
may communicate appropriately even when using relatively few digital features.

Taken together, the findings provide empirical support for the Pragmatics-Digital Literacy
Integration Model. The model’s central proposition that contextual appropriateness emerges from the
interaction between pragmatic competence and digital literacy is supported by the positive



relationships identified in the quantitative analysis and the contextual explanations provided by
participants. The findings also demonstrate that effective online communication cannot be reduced to
technical knowledge of digital platforms. Rather, successful communication requires users to
understand how linguistic choices, speech acts, interpersonal relationships, audience expectations,
and platform conventions interact in the construction and interpretation of meaning.

The findings are broadly consistent with Herring’s (2013) conceptualisation of computer-mediated
discourse as shaped by the interaction between technological features and users’ communicative
practices. In the present study, differences across Email, WhatsApp, Telegram, and Twitter suggest
that communicative practices and contextual appropriateness may vary according to the conventions
and affordances of different digital environments. However, the present study provides the empirical
evidence for these platform-based differences and for the relationships among digital literacy,
pragmatic competence, and contextual appropriateness. It further highlights the importance of
treating pragmatic and digital competencies as complementary rather than independent aspects of
contemporary communicative competence.

Overall, the findings demonstrate that contextual appropriateness in online communication is shaped
by the combined contribution of digital literacy and pragmatic competence. Although both
dimensions significantly contribute to contextual appropriateness, pragmatic competence emerged as
the stronger predictor in the present study. Digital literacy nevertheless remains important because it
provides users with the technological and multimodal resources through which pragmatic meanings
can be expressed and interpreted. The study therefore supports the integration of pragmatic
instruction and digital literacy within English Language Teaching, particularly in preparing learners
to communicate effectively, appropriately, and sensitively across diverse digital environments.

Limitations and Future Research

This study has some limitations. First, the participants were drawn from a single Nigerian university,
which may limit the generalisability of the findings to other educational settings and populations.
Second, the sample consisted solely of undergraduate students and did not include secondary school
learners, English language teachers, or participants from other regions of Nigeria. Third, the study
focused on four digital communication platforms—Email, WhatsApp, Telegram, and Twitter—and
may therefore not fully capture communication practices across other emerging digital platforms. In
addition, the four-week period of data collection provides a relatively limited representation of
participants’ longer-term digital communication practices.

Future research should extend the PDLIM framework by including participants from multiple
universities, secondary schools, and different geopolitical zones in Nigeria to improve the
generalisability of the findings. Studies involving English language teachers and classroom
observations would provide further insights into how pragmatic competence and digital literacy can
be effectively integrated into ELT pedagogy. Longitudinal and intervention-based studies are also
recommended to examine the development of these competencies over time and to evaluate the
effectiveness of PDLIM-informed instruction in improving learners’ contextual appropriateness and
online communication skills across different educational levels.

Pedagogical Implications



The findings have important implications for English Language Teaching. First, pragmatic
competence and digital literacy should be taught as complementary communicative skills rather than
as separate components of language learning. Teachers can incorporate authentic or simulated digital
communication tasks, such as composing professional emails, analysing WhatsApp conversations,
interpreting speech acts in social media posts, and evaluating the pragmatic functions of emojis,
hashtags, hyperlinks, and other multimodal resources. Such classroom activities can help learners
develop greater sensitivity to contextual appropriateness across different online platforms.

Although the present study did not directly investigate teachers’ classroom practices, its findings
provide an empirical basis for designing ELT activities that integrate pragmatic competence with
digital literacy. The proposed pedagogical applications should therefore be understood as
implications derived from the findings rather than as evidence of teachers’ current instructional
practices.

The findings also suggest that teacher education programmes should prepare English language
teachers to integrate pragmatic instruction with digital literacy practices. This we hope enables
teachers to guide learners in adapting language appropriately to different audiences, purposes,
interpersonal relationships, and platform conventions. Such preparation can strengthen learners’
ability to recognise how politeness, speech acts, tone, and digital features interact in online
communication and can reduce misunderstandings arising from inappropriate linguistic or digital
choices.

Curriculum Implications of PDLIM

The PDLIM framework can be operationalised in ELT classrooms through practical learning activities
that integrate pragmatic competence and digital literacy. For example, students may compare formal
and informal email requests, analyse WhatsApp conversations for politeness strategies, interpret the
pragmatic functions of emojis and hashtags in social media posts, or rewrite digital messages to
improve contextual appropriateness. Teachers can also design role-play activities that require
learners to adapt speech acts to different online platforms, audiences, purposes, and interpersonal
relationships.

Assessment can be based on a rubric that evaluates three related dimensions: (i) pragmatic
competence, including politeness, speech-act appropriateness, clarity, and audience awareness; (ii)
digital literacy, including appropriate use of emojis, hyperlinks, hashtags, multimodal resources, and
platform conventions; and (iii) contextual appropriateness, including the suitability of language and
digital choices to the audience, purpose, relationship, and communication platform.

At the curriculum level, English language programmes may include a dedicated module on Digital
Pragmatics and Online Communication, where learners engage in authentic or simulated digital
communication tasks across platforms such as Email, WhatsApp, Telegram, and social media. Such a
module would enable learners to examine how platform affordances influence communicative
choices and how pragmatic competence can be combined with digital literacy to achieve contextually
appropriate communication.

Conclusion



The analysis demonstrates that effective online communication depends on the interaction between
pragmatic competence and digital literacy. Using the Pragmatics-Digital Literacy Integration Model
(PDLIM), the study examined how these two dimensions relate to contextual appropriateness across
Email, WhatsApp, Telegram, and Twitter. The findings showed that Email recorded the highest level
of contextual appropriateness, followed by WhatsApp, while Twitter recorded the lowest. Both
pragmatic competence and digital literacy demonstrated positive relationships with contextual
appropriateness and significantly contributed to its prediction, although pragmatic competence
emerged as the stronger predictor. The regression model accounted for 78% of the variance in
contextual appropriateness, providing substantial empirical support for the central proposition of the
PDLIM.

The findings have important implications for English Language Teaching. They demonstrate that
digital literacy should not be treated solely as a technical ability to operate digital platforms but as a
communicative competence that interacts with pragmatic awareness. Learners need to understand
not only how digital tools work but also how linguistic choices, speech acts, politeness strategies,
audience relationships, and platform conventions influence the effectiveness of online
communication.

The study also demonstrates the continuing relevance of Speech Act Theory in digitally mediated
communication. Although the theory provides a useful basis for understanding communicative
intentions and illocutionary acts, its application to contemporary digital discourse benefits from
attention to multimodal resources and platform-specific conventions. The PDLIM therefore provides
an integrated perspective through which pragmatic and digital competencies can be examined
together.

In conclusion, pragmatic competence and digital literacy represent complementary dimensions of
effective online communication, with pragmatic competence demonstrating the stronger relationship
with contextual appropriateness in the present study. The PDLIM contributes a framework for
understanding this relationship and provides practical direction for English language teachers,
curriculum developers, and teacher educators seeking to prepare learners for appropriate, effective,
and context-sensitive communication in increasingly digital academic, professional, and social
environments.
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Prepositional Syntax in English Relative Clauses: A Study
of Tertiary Students’ Writing

Abstract

Relative clauses are essential components of complex sentence structures, and their correct usage is crucial
for academic writing. This study investigated the prepositional syntax of English relative clauses in
writings by tertiary students. The objective of the study was to identify common patterns and errors in the
use of prepositions in relative clauses. By analysing students’ written test, the research sought to
understand how students placed the prepositions within relative clauses, the challenges they faced more
frequently, and how they could be resolved. This study adopted transformational generative grammar as
theoretical framework. With three research questions which guided the study, quantitative method was
employed to provide a detailed examination of the use of prepositions by the students. The population of
the study was the six tertiary educational institutions in Owerri educational zone of Imo State, from which
three were selected using purposive sampling method. The institutions selected were Imo State University,
Imo State Polytechnic and Alvan Ikoku Fedeal University of Education. A total of 300 samples were used,
with 100 samples from each institution, comprising equal number of males and females. The data were
analysed using arithmetic means and simple percentage. Results revealed that while students often
demonstrated an understanding of relative clause construction, there were recurring issues with
prepositional placement and selection, leading to syntactic inaccuracies. It has been proved that the
students found it difficult to use the prepositions in relative clauses due to the complex syntactic structure
of the English relative clauses. It was also evident in the findings that preposition stranding was more
prevalent in the students’ writing. The findings underscored the need for targeted instructional strategies
to enhance students’ syntactic skills in academic contexts. The study contributed to the field of applied
linguistics and education by offering insights into the syntactic challenges faced by the students and
suggesting pedagogical approaches to improve their writing proficiency.

Keywords: Relative clauses; prepositional placement; pied-piping; stranding; generative grammar
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Introduction

The study of prepositional syntax in English relative clauses offers a fascinating lens through which
to examine the complexities of language acquisition and usage among tertiary education students.
Relative clauses, which provide essential information about nouns, are integral to the structure of
English sentences, yet they often present challenges to learners, particularly in the use of
prepositions. This study is about prepositions, and more specifically prepositions placed in stranded
position at the end of a relative clause and prepositions dragged along with a wh-word as a result of
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movement, a syntactic arrangement known as preposition stranding (PS) and preposition pied-piping
(PP), respectively. PS and PP with wh-relativisers in English have been known as a controversial
issue in English grammatical structures. For example:

(1) (a) She is the one from whom I bought the book. (Preposition pied-piping)
(b) She is the one who I bought the book from. (Preposition stranding)

The major difference between examples (1a) and (1b) is the syntactic position of the preposition
from, but the semantic denotations are the same. To further explain this, the prepositional phrase
from as in (1a) is colligated with the relativiser whom, as in from whom. Radford (2009) indicates that
when the structure is used in this way, it is syntactically called preposition pied-piping (PP). On the
contrary, the prepositional phrase from, as in (1b), is situ or stranded at the end, technically known as
preposition stranding (PS) or orphanage (Radford, 2009).

This study is not focused on the study of the semantic denotations between PS and PP with
wh-relativisers. However, issues that need studying and discussing are their different syntactic
functions and (pragmatic aspects). With these different placements of prepositional phrase, the
question being asked is when and why one variant is used over the other (Hoffmann, 2007).
Specifically, this study has its focus on pied-piping and preposition stranding in the context of
relative clauses, as it examines how tertiary education students navigate the complexities of
prepositional syntax within relative clauses. The nuances of preposition placement can lead to
ungrammatical sentences, inconsistencies, thereby affecting the clarity of the students’ academic
writing. By analysing a selection of essays written by students, this research seeks to identify patterns
in prepositional usage and assess the effectiveness of pedagogical approaches in teaching relative
clauses.

While previous studies focusing on the syntactic functions and pragmatic aspects of PS and PP with
wh-relativisers selected the data from international corpora and academic research articles, this study
contributes to the perspectives of tertiary students in Nigeria, who are English as second language
learners (ESL). This study also contributes to the broader field of applied linguistics and language
teaching and learning. The research provides insights that can inform teaching practices and enhance
students’ writing skills. An understanding of the challenges and strategies employed by tertiary
education students in mastering prepositional syntax in relative clauses not only enriches
comprehension of the English language teaching and learning, but also supports the development of
more effective instructional methodologies.

Statement of the Problem

The English relative clause is complex in nature because the sentence where it is found contains a
matrix clause and an embedded clause which modifies a noun phrase in the matrix clause (Akmajian,
Demers, Farmer & Harnish, 2008). The problem of the complex syntactic structure of English relative
clauses emanates from comprehending and identifying the embedded clause on the one hand, while
tracking the matrix clause on the other (Krashen & Robin, 1983). The placement of prepositions in
relative clauses is a major problem area for learners of English as a second language (ESL). Relative
clause structure gets more complicated when a prepositional phrase is involved. The basic problem is
deciding what to do with the preposition. Where does the preposition go when the clause is put into
the sentence? As mentioned by Cesteros (2019), English as foreign language (EFL) learners show



their huge confusion regarding the grammaticality of preposition stranding and pied-piping
preposition with wh-relativisers in English. As ESL learners struggle with making this type of
combination, some avoid the preposition completely. The issue of transformation caused by
movement rules also poses difficulties in the learning of the English relative clauses as the learner
may find it difficult to understand the relativisation process of the relative clause.

Objective of the Study

The objectives of this research are to:

1. analyse the use of prepositions in relative clauses by tertiary education students

2. identify the common patterns and usage of preposition pied-piping and stranding by the students

3. assess the effectiveness of pedagogical approaches in teaching relative clauses

Research Questions
The following research questions guided this study:

1. What are the typical syntactic structures of relative clauses used by tertiary education students?

2. How do tertiary education students place prepositions in relative clauses?

3. Which preposition variant do tertiary education students use more frequently in
writing?

Review of Related Literature

This section focuses on previous works of linguists that relate to the topic under investigation, both
theoretically and empirically. This section presents the syntax of preposition movement. In addition,
the concepts of complements and adjuncts are clarified, and previous studies of relative clauses, their
types, relativisation process and PP and PS with wh-relativisers are also reviewed subsequently.

Syntax of Preposition and Movement in Transformational Generative Grammar

Generative linguists believe that language is systemic (Radford, 2009) or each language has its own
system to be used. In order to acquire language, having patterns and systems allow us to acquire and
understand language effectively. PS is a linguistic phenomenon in many languages around the world,
such as Danish, English, Norwegian and Swedish. In English, leaving a preposition alone at the end
without having its complements, as: in which house you stay in, could be regarded as ungrammatical
or unacceptable in standard English (Coopmans & Schippers, 2008; Radford, 2009). So, the
prepositional phrase in must be pied-piped with its complement. In this case, the prepositional phrase
in is the head, while which house you stay is the complementizer phrase (CP) (Radford, 2009). So,
leaving the head at the end without its complement can result in ungrammaticality. In present-day
reference grammars, prepositions are described as a part of speech that expresses a relation between
two entities; prepositions are links which, unlike adverbs or particles, govern another element in the



clause with which they are syntactically and notionally related (Yanez-Bouza, n. a.). In English,
prepositional phrases may be targeted by movement, resulting in all or part of the preposition
undergoing movement. When the entire PP moves, a pied-piped construction occurs. When only the
prepositional complement (P-complement) moves, leaving the preposition, a p-stranding construction
occurs (Enzinna & Thompson, 2014).

Wh-Relativisers and Syntactic Functions of Complement and Adjunct

This section provides the definitions of complement and adjunct. Complement is grammatically
required in a sentence such as drinking coffee as in Kate enjoys drinking coffee. Omitting the
complement drinking coffee of the transitive verb enjoy leads to ungrammaticality of a sentence. In
contrast, the concept of adjunct refers to additional information, such as place, manner and time.
Omitting adjuncts does not affect the grammaticality of the sentence. For example, I will get to church
tomorrow. The word tomorrow is an adjunct indicating time. Relativisers interchangeably known as
relative pronouns are wh-expressions, such as which, who and what. They are used to introduce
relative clauses, as in (4).

4 (a) Mary, a smart girl in this class, won the government scholarship in France.
(b) James bought this house, which is three bedrooms, one kitchen and one living room.

The relativizers who and which are complementizer heads. They are used as the heads of relative
clauses to introduce supplementary or additional information. In other words, they are
non-restrictive relative clauses, where the information can be omitted without affecting the
grammaticality of the sentence (Radford, 2009). They are considered as supplementary or additional
information regarding the characteristics of the head noun and arithmetic numbers of the head noun.
This explanation is exemplified in (4a) that is supplementary information about subjectivity or
personal comment. In (4b), the relative clause to provides additional information about the
numerical data.

Some may ask why PP and PS should be studied with relative clauses. The answer is provided by
Wongkittiporn (2023) that there is a higher tendency for PP and PS to occur with relative clauses
more than other constructions. The principles of complements and adjuncts are unavoidable in the
study of syntax. Classifying them helps us consider which piece of information is required
grammatically.

Typical Syntactic Structure of English Relative Clause

Trask (1993) asserts that "a relative clause is a type of embedded clause that serves to modify a noun
phrase". The English relative clause is typically a constituent of the noun phrase (NP) whose head it
modifies. This suggests that a relative clause is a functional component of a larger construction.
Ndimele (2007) and Omorodion (2011) corroborate Trask’s statement as they assert that the relative
clause performs the function of an adjective, in the sense that it can modify a nominal element,
which suggests that it qualifies a noun in a sentence. A relative clause refers back to the NP which is
its antecedent, enables the speaker to be more specific and provides additional information about the
referent. An antecedent is “a linguistic unit from which another unit in the sentence derives its
interpretation (anaphoric reference), typically, a later unit” (Crystal, 2015). For example:

3a.The shirt [RC that Mike bought] is red and black.



Shirt is an antecedent of that.
b. The person [RC who wanted the garage] sold new cars.
person is an antecedent of who.

In the sentences 1(a) and (b) above, the groups of words within the square brackets are samples of
relative clauses.

Relative clauses typically begin with relative pronouns which are referred to as relative markers, and
are called wh-words because they begin with wh (Anyanjor, 2017). The relative pronouns include:
who, whom, which, that, whose, adverbials such as when, where, why and how. Relative pronouns relate
to the nouns which immediately precede them. Ndimele’s (1999) statement reinforces the views of
Anyanjor on relative clause as he points out that a relative clause is often introduced by a wh-word
who, which, whose, whom, a complementiser such as that or it may contain no overt wh-word or
complementiser.

Linguists such as Ndimele (1999); Aarts (2018); Radford, (2009); and Crystal 2015) advance two
major types of relative clauses: restrictive and non-restrictive relative clauses. Aarts (2018) states
that the non-restrictive relative clause does not add further information that contributes to
identifying the noun phrase in question. He affirms that in non-restrictive relative clause, there is a
comma which marks the relative clause off intonationally. The author argues that the restrictive
relative clause looks exactly the same as the non-restrictive relative clause, except that there is no
comma, which is a sign that there is no pause after the noun phrase when the sentence is uttered.
This presupposes that the restrictive relative clause uniquely identifies a particular person or thing to
which reference is being made.

Radford (2006), in an analysis of wh-constructions states that a wh-expression in a relative clause
may indicate a null spell-out of wh-pronouns in certain relative clauses, resulting in bare relative
clauses. The source remarks that though those relative clauses do not contain overt relative
pronouns, they undergo wh-movement. Radford concludes that relative clauses contain
wh-expressions which have undergone wh-movement, and are positioned at the front of the relative
clause. Another special feature of the relative clause revealed by Radford is the pied-piping of
prepositions along with some wh-pronouns, such as whom, which, and whose, in order to ensure
convergence (p.143). This he instances thus:

4(a). It is difficult to find someone [to whom you can relate]. (PP)
(b). It is difficult to find someone who you can relate to. (PS)

Radford explains that the whole preposition (pp) to whom, in sentence 4(a) above is moved to
specifier-complementiser position, thereby obtaining the following structure:

5. [CP to whom [C sEF] [TP you [T can] [VP [V relate] to whom]]]. The stranding constraint
prevents the preposition to from being stranded at the end of the relative clause as in: who you can
relate to in the sentence 4b above (p.143).

Tallerman (2005); and Haegeman (1994), in different discussions on wh-construction and relative
clauses, name two properties by which relative clauses can be identified. First, the English relative
clause follows immediately after the head noun with overt or covert wh-relative . Tallerman
exemplifies as follows:



6a.She snarled at the students [who had not read the book].

b. The paper [that we will discuss next week] looks really interesting.
d. They wrote a review of that concert [they heard in Newcastle].
Tallerman ( p. 228)

The source explains that the appearance of the wh-words as in sentences 6a-b above or the use of
covert or bare relative in sentence d, immediately after the head noun, may help to detect relative
clauses in the sentences given above.

Carlson (1977) further enunciates the differences between English restrictive and non-restrictive
relative clauses as follows: Unlike restrictive relative clauses, non-restrictive relative clauses must be
introduced by a wh-form, never by that or null () relative, and may co-occur with some types of
head nouns such as proper nouns. The two types of relative clauses are not associated with the same
semantic structures. For example, the non-restrictive relative clause is like a sentence that is joined
together, while the restrictive relative clause is more like an adjective.

Relativisation Process in Relative Clauses

Lamidi (2013), in a work on relative constructions in transformational grammar, posits that a clause
is relativised when an NP within it is identical with the antecedent noun phrase of the matrix clause,
and is therefore changed to a relative pronoun, that is moved from its original position to the
complement position of the relative clause. The author further states that when a relative pronoun is
moved from its original position to the complement position, it leaves a trace at the extraction site.
The trace is co-indexed, which means that it is assigned the same subscript with the moved element.
This is illustrated by the following sentences which D-structure and S-structure follow in succession:

7. D-structure: The car [John bought the car] runs very fast

8. S-structure: The car [which John bought] runs very fast.

The source further elaborates that at the D-structure above, the NP (the car) in the embedded clause
is identical with the head NP, the car, in the matrix, while at the S-structure, through relativisation,
the identical NP in the embedded clause changes to a relative pronoun which and moves to the
complementiser position of the embedded clause. The author concludes that relativised clauses do
not only occur in the subject position, but can also occur in the noun phrase object of the verb
phrase, the noun phrase object of preposition and the noun phrase subject complement that occurs
after a copula (Lamidi, 2013).

Zagood (2012) construes relativisation as “a process a sentence is embedded within another
higher-order or superordinate clause as a modifier in a noun phrase such that the embedded clause
becomes a part of the super-ordinate or main clause”. The author contends that the relative clause is
always missing a constituent which shares the same semantic representation with the head noun and
the structural location of this missing constituent is referred to as the gap, that is, trace. Zagood
concludes that the embedding process in relative clause involves the identification of the identical
noun phrase, selection of appropriate relative pronoun to substitute the identical noun phrase,
relative pronoun (wh-)fronting in the relativised clause and placement of the relative clause after the



antecedent which it modifies ( p.52).

Empirical Studies on PP and PS with Wh relativizers

Levin & Lindquist (2007) used British English newspapers as in The Times of London, Today and The
Sun to examine their use of PS in English, as in (9).

9. Joan Crawford would have loved a part like this one, which Ms, Kidman apparently fought tooth
and painted nail for. (Levin & Lindquist, 2007)

Example (9) represents PS, whereby the preposition for is placed at the final position of the sentence.
The preposition phase with and for are frequently used with the relativiser which as in for which and
with which. However, there are different frequencies in the use of the preposition which regarding
being pied-piped and stranded.

Using Acceptability Judgement Task (AJT), Cesteros (2019) investigated Spanish university native
speakers’ judgement on PS and PP with wh-relativisers. The participants in this study were asked to
judge the sentence, as in (10).

(10) This is one of the worst illnesses which a person can suffer from (Cesteros, 2019).

The results in Cesteros’s (2019) study show that the percentages of acceptability and unacceptability
in PS appear to be 63.19 percent and 36.80 percent, respectively. On the other hand, the percentage
of acceptability and unacceptability of PP appears at 36.81 percent and 63.2 percent, respectively.

Adejare (2021) selected Nigerian English academic writings to study the use of PS and PP. The
materials were gathered from International Corpus of English Nigeria (ICE-Nigeria). This corpus
includes information such as Academic Writing Humanities, Academic Writing Natural Science,
Academic Writing Social Science, and Academic Writing Technical. The results show a tendency that
PP is preferred in academic writing.

Gries’ corpus data (2002) indicates that P-Stranding Constructions occur more frequently than
Pied-Piped Constructions. According to the data, P-Stranding and Pied-Piped Constructions occur in
written data with the same frequency; however, P-Stranding Constructions occur in 100% of spoken
data, indicating that English speakers prefer P-Stranding Constructions in discourse. There are some
restrictions on whether pied-piping or preposition stranding can occur within a relative clause.
Firstly, relative clauses introduced by the zero or that relativizers do not allow pied-piping, whereas
relative clauses beginning with a WH-relativiser typically permit both (Hoffmann, 2005). This is
illustrated with another modified example drawn from the research:

11 a. The merits that a president should be selected on...

b. *The merits on that a president should be selected...

12 a. The merits (zero) a president should be selected on...
b. *The merits on (zero) a president should be selected...

Secondly, non-finite relative clauses do not permit relativisation with that (12ab) or allow
preposition stranding with wh-relativizers (13cd):



13 a. a philosophy (zero) to live by
b. *a philosophy that to live by

c. a philosophy by which to live

d. *a philosophy which to live by

Thirdly, the syntactic role of the prepositional phrase (that is, whether the preposition is an adjunct
or a complement) also affects the way in which pied-piping and preposition stranding occur
(Hoffman, 2005).

Relative clauses are the context in which preposition placement is most frequent (Hoffmann, 2011).
In this clause type, pied-piped prepositions are more frequent than stranded ones. In a separate
analysis of the relative clause data, Hoffmann factors in the syntactic complexity of the relative
clause, based on Lu’s (2002) complexity metric and restrictiveness. For non-restrictive relative
clauses, the proportion of stranded prepositions is higher than for restrictive ones. According to
Hoffmann (2011) “non-restrictive relative clauses are not necessary for the identification of the
reference of the antecedent NP. Therefore, the filler-gap identification process in non-restrictive
relative clauses is less complex [ . . . ], which also accounts for the favouring stranding effect.

Prentza (2012) in a work on second language acquisition of complex structures emphasises that for a
relative clause, which functions as object of a preposition, the preposition can be stranded or
pied-piped along with the wh-word, with the following examples:

14a. The friend [who] I sent a letter to (Preposition stranding).
b. The friend [to whom] I sent a letter (Preposition pied-piping).

Prentza is not specific about when a preposition may be dragged (pie-piped) along with a relative
pronoun or left stranded at the end of a relative clause.

Theoretical Framework

The concept of generative grammar (GG) has its exponent in Noam Chomsky in the 1950s. Chomsky
(1980a) explains that when a linguist’s grammar is referred to as generative, it means that it is
sufficiently explicit to determine how sentences of the language are in fact, characterised by the
grammar. The author furthers that transformational generative grammar starts with explicit
generative formal description of grammar through rules which however, expand to include
transformations that take place when variants are from basic sentence structures, as a result of
re-arrangement that could come from expansion, addition, deletion, reduction, inversion,
substitution, questioning or replacement. The author further argues that the thrust of
transformational generative grammar is the recognition that language is productive, complex and a
sentence has D-structure and S-structures.

For a study on preposition-pied-piping and preposition stranding, generative grammar framework is a
suitable theoretical framework. This is because of the core concepts of generative grammar such as
movement, which is vital in the understanding of both PP (where the preposition moves along with
its complement) and PS (where the preposition stays in place while its complement moves).
Movement in the context of generative grammar is an important syntactic operation that explains



how constituents can shift positions in a sentence to satisfy various linguistic requirements.
Movement helps in the comprehension of PP and PS by elucidating how prepositions interact with
their complements.

Methodology

This study population was the students of tertiary institutions in Owerri and Orlu educational zones
of Imo State, South East, Nigeria. The participants were drawn from Imo State University (IMSU),
Owerri, Imo State Polytechnic (IMOPOLY), Omuma and Alvan Ikoku Federal University of Education
(AIFUE). The institutions were selected based on certain considerations. For instance, it was
impossible to study the entire student population due to limited time, limited human and material
resources, large size of the population and the spread of the institutions. The researcher took
cognisance of the factors above in order not to end up generating hurried research findings.

The principle behind the selection process was based on purposive sampling method, which was
based on the researcher’s judgement of choosing the sample to be studied appropriately (Etikan,
Musa, & Alkassim, 2016). The proportion of the target population used as sample size was one
hundred students from each of the three tertiary institutions selected, making a total of three
hundred samples. The number was deemed to be representative of the population, as findings from
the study of the sample formed the basis for generalisation. The units of study were final year English
language Bachelor of Arts (B.A.) undergraduate students, final year Higher National Diploma (HND)
students who had studied English as general studies from first year of their National Diploma (ND) to
the final year HND and final year degree English/Education undergraduate students from IMSU,
IMOPOLY and AIFUE, respectively. The final year students were selected because they had spent the
longest time studying English in the institutions. Students’ written test was used for data collection. A
written test was considered appropriate to enable wider coverage and it was good for a large sample
size. It was objective, easy to tabulate and analyse. The study was primarily quantitative using
arithmetic means and simple percentatage.

It is important to note that out of the total three hundred students who participated, two hundred
and sixty two responded, with a shortfall of thirty two respondents. This explained the use of a total
of two hundred and sixty two samples as the actual data — 90 from IMSU, 92 from IMOPOLY, and 80
from AIFUE.

Data Presentation and Analysis

For the essay, data extracts were isolated and analysed, with focus on the extracts that suited the
research problem. The sentence under focus in the extract is: The one I was talking to went in and
brought a matchet to hit the other woman.

It was observed that the student placed the preposition, to, at the end of the relative clause. That
showed preposition stranding. It showed that the student was unable to place the preposition, to,
properly in the relative clause in the construction. That was because the student was not aware of the
presence of the relative clause as the relative pronoun was a zero relative. Again, it could be deduced
that the student was not knowledgeable in the use of prepositions in relative clauses in formal
writing.

Tablel: Data on the Placement of Prepositions by IMSU students



Male
Eemale scores

Item No. Total
scores

1 7 21 28

2 29 29

3 1416.5 30.5
4 6 25.5 31.5
5 526.5 31.5
Total score 32118.5 150.5
No of Respondents 4149 90
Mean 0.2811 1.67

Source: 2024 survey

From the Table 1, the entire number of respondents was 90, with a sum score of 150.5 and a

criterion mean score of 1.55. The male students were 41 in number, with a total score of 32, while

the female students were 49 in number, with a total of 118.5 scores. The mean scores of male and

female students were 0.78 and 2.41, respectively. The result showed the female students scored
above the criterion mean of 1.55 and better than the male students within the place of prepositions.

Since the mean score of the female students was above the criterion mean, while the mean score of

the male students was less than the criterion mean, it therefore meant the female students did not

find it as difficult to place the prepositions in relative clauses as the male students did.

Table 2: Data on the Placement of Prepositions in Relative Clauses by Imopoly Students

Item No. Male scores Female scores Total
1 11.5 17 28.5
2 9.5 15.5 25

3 8 13 21

4 10.5 9 19.5
5 7.5 13.5 21
Total score 47 68 115
No of Resp 45 47 92




Mean 1.04 1.45 1.25

Source: 2024 survey

From Table 2 above, the total number of the respondents was 92, out of which 45 were males, while
47 were females. It was observed from the table that the total score of the respondents was 115, with
an expected mean score of 1.25. The result showed a general poor performance of students in their
use of the prepositions in relative clauses. For instance, the male students had a total score of 47,
with a mean score of 1.04, while the female students, with a total score of 68, had a mean score of
1.45. Though the female students had a mean score higher than the criterion mean, the performance
was generally poor. Comparatively, however, the female students performed far better than the male
students, which meant that, the female students found it a lot less difficult to place the prepositions
correctly in relative clause constructions than the male students.

Table 3: Data on the Placement of Prepositions in Relative Clauses by AIFUE Students

Item No. ME(‘S‘nale scores Total
scores

1 24 24

2 419 23

3 428 32

4 2175 19.5
5 6 23.5 29.5
Total score 16112 128
No of Resp 3218 80
Mean 0.2.33 1.6

Source: 2024 survey

From Table 3 above, it was observed that the total score of the students was 128, out of which the
male students scored 16, while the female students scored 112. The males had a mean score of 0.5 in
their proper placement of the prepositions in relative clauses, which was less than the criterion mean
of 1.6, whereas the mean score of female students amounted to 2.33, higher than the criterion mean.
Hence, the female respondents were able to place the prepositions more correctly in relative clauses
compared with the males.

Discussion of Findings



Placement of prepositions was one of the problems students encountered in the use of prepositions in
relative clauses. The students were always in a dilemma about how to handle the prepositions,
whether to drop, pied-pipe the prepositions or to leave them stranding at the end of the relative
clause. This showed the complex structure of English relative clauses that made the students find the
study of relative clauses difficult, thereby confirming the word of Hoffman (2011).

One special feature of the relative clause which Radford (2006; 2009) revealed was the pied-piping
of prepositions along with wh-pronouns such as whom, which and whose, in order to ensure
convergence. Though preposition stranding may be allowed in informal usage, specifically in
utterances, it is not allowed in formal writing. Radford noted that the stranding constraint prevented
the prepositions from being stranded at the end of the relative clause. That was the case with the
relative clause, I was talking to. Another reason was that the students were not aware that when a
preposition is followed by a noun or pronoun and has an object, it should rarely be placed at the end
of a sentence. The preposition to, therefore moves to specifier-complementiser position as in:

D-structure: [The one [went in [I was talking to] the one]]].
S-structure: [NPThe onei [CP to whomi [IP I was talking] ti] went in.

Through the process of transformation, the co-referential NP, the one, in the D-structure is relativised
in the S-structure as whom, dragging (pied-piping) the preposition to along to specifier
complementiser position in the S-structure through wh-movement. The movement leaves a trace (ti)
in the position from where item has been moved. It is important to note here that the relative
pronoun, which is originally who, changes to whom as a result of preposition pied piping. Since the
student found it difficult to place the preposition, to, in the relative clause construction, I was talking
to, the researcher’s question on whether the students in tertiary institutions find it difficult to place
the prepositions in relative clauses is affirmed.

From this study, it is good to say that generally, the students have reached a certain level of
proficiency in the English language usage. Most importantly, the study revealed some areas of
difficulty as well as ease in the use of relative clauses in sentences. The study thus revealed that, the
female students found it less difficult to place the prepositions in relative clauses than the male
students. It then implied that though the complex structure of English relative clauses accounted for
the difficulty in the use of relative clauses by students in tertiary education, the female students
generally, had a better understanding of the complex syntactic structure of the English relative
clauses than the male students.

The findings on research question three showed that the preposition variant the students used more
frequently in their writing was preposition stranding. This research revealed the major areas of
difficulty that students encountered in their usage of relative clauses due to their complex syntactic
structure, which is the obligatory pied-piping of prepositions with some wh-markers in relative
clauses. Most second language users leave the prepositions stranded in relative clauses, whether in
writing or in speech as portrayed in the student’s essay. The findings tally with and are given
credence by Cesteros (2019) that English as foreign language (EFL) learners show their huge
confusion regarding the grammaticality of preposition stranding and pied-piping preposition with
wh-relativizers in English.

Fascinating facts revealed in this research were the influences of gender and institution on the
placement of the prepositions. For instance, a comparison of the scores of male and female



respondents revealed that in the placement of the prepositions and in all the institutions, the female
students did not have as much difficulty as the male students in the target structures. A comparison
of the institutions showed that the final year university undergraduate degree English students
generally found the placement of the prepositions less difficult than the students from the other
strata of tertiary institutions. However, the final year Higher National Diploma male students in the
polytechnic found it least difficult among the male students, to place the prepositions.

Recommendations

It is essential that the English language teacher pays more attention to the aspects of grammar that
may create problems in the acquisition of relative clauses such as pronouns, prepositions, clauses,
complex sentence structures generally and their components.

It is suggested that when teaching relative clauses to students, the teachers should provide them with
well-written sample papers showing the features and functions of relative clauses and to have the
students probe the traits by themselves rather than giving them a detailed account of relative clauses
only. This self-directed and independent approach would enhance the students’ understanding of
relative clause structures.

While teaching the prepositions, the English language teacher should make the student understand
the syntactic structure of relative clauses, the syntax of preposition pied-piping and wh-movement in
English relative clauses.

Conclusion

This study investigated the prepositional syntax of English relative clauses in writings by tertiary
students in order to identify how the students place the prepositions within the English relative
clauses in sentence constructions, and the common patterns in their use of prepositions in relative
clauses, highlighting frequent syntactic structures, the variants students use more frequently, and
how errors could be resolved.

As evident in the analysis of both the primary and secondary data, the study met its objectives,
answered the research questions and scholarly addressed the problem that informed the
investigation. It has been proved that the students found it difficult to use the prepositions in relative
clauses due to the complex syntactic structure of the English relative clauses. It was also evident in
the findings that preposition stranding was more prevalent in the students’ writing, which showed
their lack of understanding of the syntactic role of the prepositional phrase (that is, whether the
preposition is an adjunct or complement) which also affects the way in which pied-piping and
preposition stranding occur.

A fascinating contribution to knowledge in this study was the finding that gender had an influence
on the use of relative clauses and placement of the prepositions among the students in tertiary
institutions. This research work revealed that the female subjects had less difficulty in their
placement of prepositions in relative clauses in sentences than their male counterparts. It then meant
that the female students had a much better understanding of the prepositions in relative clause
structure than the male students.

For further studies, the same research could be carried out, with a focus on age, in order to
investigate the influence of age and first language on the level of difficulty in relative clause usage,



especially the placement of prepositions in relative clauses. Such a study, apart from satisfying the
intellectual curiosity of the researcher, would reveal the extent of the influence of the learner’s first
language (L1) on relative clause acquisition.
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The worsening performance of students in external examinations shows there is an underlying
challenge with the mastery of the content of the syllabus recommended for the students. This is such
that the students cannot express their thoughts while the teachers lack pulsated wisdom, ethical
principles, and proven prowess in the application of the pedagogical knowledge required in the
teaching of prose literature. For instance, the Examiner’s report on students’ performance in
Literature-in-English in WASSCE 2020-2023 revealed that only a few of the candidates who
registered for the examination seem to have a good knowledge of the texts with only a few quoting
important portions of the texts to support their points.

Recognising the place of multimedia in literacy and students’ unbroken ties with social media is
pivotal to redirecting teaching pedagogy to meet with the demands of the 21st century. Hence,
technological advancement has placed instructors of Literature-in-English the responsibility of
appropriating their teaching of the subject. To this end, the communication capacity and the
pedagogical approaches of a teacher can make a difference in the learning process of literature in
English as a subject of study in secondary school Jibowo (2000, 2016). Conversely, while teachers
are to be blamed for lacking passionate delivery to enhance students’ performance, limited language
proficiency and students’ poor performance show that there is a disconnect between the cognitive
ability of students' comprehension of prose texts and the application of such literacy to the skill of
analysis Oladunjoye (2023:20).

From the standpoint of Eaton (2010), Jibowo (2016) and Oladunjoye (2020) language education is
undergoing radical changes both in content and pedagogy. Memorisation and rote learning of the
17th and 18thcenturies are giving way to innovative approaches to knowledge delivery. On this
premise, there is a need for the 21st-century teacher to deploy alternatives in lecture delivery, and
classroom management while capturing learners’ proficiency level, interest area, and heterogenous
nature.

1.1 Teaching of Prose Literature: The 21st Century Challenge

Prose Literature entails the manipulation of language for self-expression. The Nigerian Educational
Research and Development Council NERDC, (2009) posits that among several objectives, the purpose
of teaching Literature-in-English includes: creating cultural awareness, enhancing language skills,
personal development, and adequate preparation of students for the school certificate examination.
The primary concern of Literature-in- English is to enhance students’ language skills and maximise
their learning experience through their exposure to different cultures in an ESL setting. Prose
Literature enhances extensive reading habits in students while developing their speaking, writing,
analytical, and critical skills.

Anka, Tbrahim, and Yabo (2017) opine that Literature-in-English can help students gain proficiency
in the English Language. Rankhambe & Patrol (2016) on the other hand aver that literature provides
students with the leverage of accessing different worlds, a vast variety of people, cultures, and places
in reality and beyond defying the boundaries of time and space.

The Literature class of the 1980s and 1990s enjoyed stage plays and film shows to teach Non-African
texts such as Shakespeare’s Twelfth Night, Macbeth, Othello, Romeoand Juliet and some African literary
pieces such as Efua .T. Sutherland's Marriage of Anansewa, Ola Rotimi’s The gods are not to Blame,
Elechi Amadi’s The Concubine and Chukwuemeka Ike’s The Bottled Leopard Consequently, what is
obtained in the 21st century classroom is diametrically different from the practices in the mid and



late 20th century. The paradigm shift is identifiable in the 21st century language education which
uses language and cultural knowledge as a window to communicate to others around the globe. To
this end, there is a need to improve teaching prose using multimedia digital technology.

Yasen & Shakur (2015) and Oladunjoye (2023) pointed out that aural activities such as the
application of audiovisual learning devices in classroom settings can be incorporated into prose
classes to enhance effectiveness in teaching and at the same time improve performance. For instance,
ICT multimedia software can be in the form of digital education and can also be used in converting
print-based content to digital media. This is such that students can easily relate to their education
instructional materials outside of the formal classroom setting.

To improve students’ performance in Literature in English, learning should be geared at a horizontal
level. The implication of this is that students are left with their peers during the learning process
while the teachers take minimal positions of guidance and supervision. Jarvis (2012) and Grandel
(2006) pointed out that one way a learner can gain autonomy in learning is to maximise self-access
materials for declarative and procedural knowledge. By implication, the deployment of multi-media
resources in the teaching of literature gives the learner the opportunity for self-learning in a
self-initiated and self-control manner. Given this, the primary concern of technology in the teaching
of prose literature is for the learner to make optimal use of personalized self-learning to enhance the
student’s performance in external examinations. It is envisioned that the position of this study will
engender a situation whereby digitalised teaching of prose will be prioritised by teachers of literature
thus catalysing enhancing autonomy in the learning of English Literature

2.0 Literature Review

Many students of Literature-in-English perform poorly in external examinations because of the
evaluation methods deployed by the teachers in the teaching of the subject. Based on this fact, Ugwu
(2022:160) noted that the failure rate recorded yearly shows that there is a challenge in the
teaching-learning process. This is such that poor learning environment, acute shortage of
recommended textbooks, low language proficiency, and misconceptions about the value of literature
are some of the issues militating students’ performance.

Matos (2012) as cited in Oladunjoye (2023:24), stresses that ‘reading literature can be compared to
coming to terms with a different culture as readers are often presented with characters and contexts
which are new to them’ The vagary of this literary template is the inability of students to express
their thoughts in English. The question therefore is who and what builds up students’ expressive
ability. Mubita and Mwinza (2020) advise that retraining teachers through continuous professional
development (CPD) is one effective means of building their capacity in the teaching of literature in
English. By engaging in regular training, especially on how to deploy multimedia in teaching,
learners can gain some level of autonomy while achieving more academic gains. This study shall
focus on repositioning the performance of students in Literature-in-English through digitalization of
teaching materials.

Danner and Musa (2019:87) in discussing the strategies that can be deployed in teaching
Literature-in-English, reveal that teachers can improve the students’ performance if they adopt an
active performance-based and technologically enhanced teaching method. The source believes that
teachers can utilize online resources and materials available to gain knowledge for productive
teaching and development of learners.



Numerous studies on factors affecting students’ performance in Literature-in-English for instance
(Amuseghan & Momoh, 2013; Fatimayin, 2017; Morinson, 2018; Dewitt & Gamaliel, 2020) observe
that most recommended prose texts are perceived as inappropriate and irrelevant to the learning
needs and interest of the students. Consequently, students develop negative attitudes towards the
subject because they are not motivated to learn. The use of bad pedagogy in the presentation of ideas
is especially pertinent among teachers, as the use of engaging instructional strategies does not
encourage interaction and participation of learners during lessons. One of the causes of the
worsening performance is the fact that lack of productive strategies such as digital voicing, voice
recording, role play, group discussion, and hearing skills to improve the language awareness of the
students. In light of this problem, this research was conducted to investigate the different ways by
which pedagogical issues can be addressed, and the way Literature-in-English can be repositioned for
improved performance among students.

2.1 Theoretical Framework

The theoretical framework adopted for this study is Mayers’ Cognitive Theory of Multimedia
Learning (CTML) to explain possible ways learners construct meanings when words, visuals. Audio
and other multimedia constituents are combined. Mayers’ (2009) work on cognitive psychology,
educational psychology and multimedia learning marked a turning point in educational practice.
Mayers’ (2001, 2003, 2008) have three basic assumptions: human beings process information
through two channels: visual/pictorial and auditory/verbal channel, individuals have limited
capacity assumption and are constantly engaged in active process. In this framework, Mayers’
suggests that learners are able to construct knowledge in meaningful ways when they observe
appropriate material, organize those materials into coherent mental structure, and integrate the
information gotten from interaction with those materials with existing knowledge.. He is of the
opinion that adopting multimedia approach fosters generative processing in learners. Mayer then
proposes that training teachers to learn about and use technology is fundamental to reaching
result-oriented teaching. Consequently, Mayers’ (2009) suggested that multimedia instructional
material should be learner-centered because learners’ interest increase when teachers design
activities that reduce cognitive load. Invariably, Mayer seems to suggest that when cognitive load is
reduced, learners use the free capacity in their brain for deep processing during learning. Mayers’
framework is instructive to this study because the theory posits that adopting effective multimedia
instructional method in teaching enhances interactivity and help learners build a coherent mental
representation from the presented materials.

3.0 Methodology

The study adopted mixed methodological approach to achieve its goals. First, the research design
adopted for this study was the survey research method. A pre-test was given to the students where
they are told to discuss how racism acts as a major obstacle in Adah’s journey in the United Kingdom
in Buchi Emecheta’s Second Class Citizen. The required variable in the literary analysis was viewed as
an appropriate evaluation tool since the participants have been studying the text in preparation for
their forthcoming Senior Secondary School examination. The treatment applied was the reading of
the analyses by each student for a period of four weeks. The researchers marked the essays and made
necessary corrections. The procedure was repeated for all the recommended prose texts. By the end
of the term, the students wrote a post-test assessment essay, same as the pre-test. After the pre-test,
the story in the literary text was adapted through Storybird, while the Quizizz offers avenue for



revision activities.

Respondents comprised fifteen (15) purposefully selected final year students who are in Arts class
and will be writing literature in English in the West Africa Senior Secondary School Certificate
Examination across ten (10) schools in Ago-Iwoye, Ijebu North Local Government Area, Ogun State
comprising five private and five secondary schools making a total of two hundred and fifty (250)
participants. The Public Secondary Schools whose literature students participated in the study were:
Ago-Iwoye Secondary School, Itamerin Comprehensive High School, Methodist Comprehensive
Secondary School, Ago-Iwoye, Muslim High School and Fowoseje Comprehensive High School while
the Private secondary schools include: The International School Olabisi Onabanjo University,
Amazing Grace Secondary School, Kings Gift Secondary School, Children Embassy International
School and Lakuns Secondary School. The rationale for the selection of the selection of the public
schools was based on their popularity, and strategic locations within Ijebu North LGA, while that of
the private schools was based on proximity.

The study adopts Mayer Cognitive Theory of Multimedia Learning (2001) to reinforce the position of
this study that learners can build meaningful connections more from pictures, graphic images, and
videos than from words alone. The data for the study were obtained using the questionnaire.. The
questionnaire instrument is a five-item questionnaire that is based on a three-point scale of Agree
(A), Undecided (U), and Disagree (D). The researchers administered the questionnaire to the
students. All the items in each of the two hundred and fifty copies of the questionnaire were
responded to by the students who offered Literature-in-English in the selected schools the copies
were returned to the researcher for analysis. Simple frequency and percentage scores were used as
statistical tools to analyse the results.

4.0 Data Presentation and Analysis

Demographic Characteristics of Respondents

Table 1 RESULTS

SECTION A: BIO-DATA OF THE RESPONDENTS

Gender Frequency Percentage
Male 149 59.6
Female 101 40.4

Total 250 100

School (Public/Private) Frequency Percentage
Public School 158 63.2

Private School 92 36.8




Total 250 100

Class Frequency Percentage
Junior Secondary School 88 35.2
Senior Secondary School 162 64.8

Total 250 100

Age Bracket Frequency Percentage
9-12 11 4.4

13-15 210 84

16 Above 29 11.6

Total 250 100

Source: Field Work, 2024.

TABLE 2

STRETMOMNSES

Agreed Disagreed Undecided Total

F % F % F %

Ydiv2 68.8 20 8 58 23.2 250
have 100%
a

device

with

browsing

facilities




It10
can
be
used
for
the
autonomous
study
of
prose
texts

146

58.4

94

37.6

250
100%

Y&b

use
handheld
devices
for
studying
prose
texts
frequently

10

200

80

25

10

250
100%

Mg@8Rimedia
effectively
conveys
course
content

15.2

56

22.4

156

62.4

250
100%

M@himedia
communicates
course
expectations
clearly

10.4

199

79.6

25

10

250
100%

Mdhimedia
integrates
real

world
community
issues

into

the

course
curriculum

18.4

82

32.8

122

48.8

250
100%




Seddirected 38 61 24.4 94 37.6
learning

through

multimedia

can

complement

formal

instructional

time

250
100%

It 205 82 10 4 35 14
fosters

a

supportive

and

intellectually

stimulating

research

250
100%

ASfkts 39.6 56 22.4 95 38
you

in

identifying
and

accessing
relevant
resources

to

enhance

your
understanding

250
100%

PrbSides 61.6 25 10 71 28.4
timely

and

constructive

feedback

on

assignments

and

exams.

250
100%

Source: Field Work, 2024.

4.0 Test of Hypothesis

Hypothesis One

H,,: There is significant difference between the academic performance of secondary school students
before and after exposure to digitalised prose literature teaching materials.



TABLE 3: Paired Sample t-Test of Students' Performance Before and After Exposure to
Digitalised Prose Literature Materials

Variable N Mean SD t-vfhuBalcieion

Pre-test 250 42.36 10.24

Post-test 250 63.18 9.87 20280 B@fect
H,

Source: Field Survey, 2024.

5.0 DISCUSSION OF FINDINGS

Table 3 indicates that the mean score of students before being taught digitalised prose literature was
42.36 (SD = 10.24) while the mean score after the students were taught using digitalised prose
literature teaching materials was 63.18 (SD = 9.87). The t-value calculated was 24.61 and the
degrees of freedom were 249, which gave a p-value of 0.000, indicating that this value was less than
the level of significance of 0.05.

Hence the null hypothesis is rejected. This shows that there is a significant difference between the
students' performance before and after being given literature teaching resources in digital form of
prose literature. The finding reveals that the digitalisation of the prose literature resources has a
great impact on the academic performance of the students in S.S.C.E Literature-in-English.

The data in table 4 revealed that the majority of respondents were male (59.6%) compared to female
(40.4%), highlighting the importance of ensuring gender-inclusive teaching materials. Additionally,
with 63.2% of respondents coming from public schools, any digital materials developed must be
accessible and adaptable to the resources available in such settings. Moreover, the higher
representation of Senior Secondary School students (64.8%) compared to Junior Secondary School
students (35.2%) suggested that the focus of digital materials should primarily target senior students
preparing for their S.S.C.E exams. Furthermore, given that the majority of respondents (84%) fall
within the age bracket of 13-15 years old, it's crucial to develop engaging, interactive materials
tailored to the specific needs of adolescent learners. These findings emphasize the need for inclusive,
accessible, and effective digital teaching materials to enhance student performance in Prose
Literature and S.S.C.E examinations.

The distributions presented provided insights into respondents' perspectives on the use of digital
devices and multimedia in studying prose texts and their effectiveness in enhancing learning
experiences. A significant portion of respondents (68.8%) agreed that they possess a device with
browsing facilities, indicating widespread access to digital tools among the surveyed population.
However, there's less consensus regarding the usefulness of these devices for autonomous study of
prose texts, as only 4% agreed, while 58.4% disagreed.

Regarding the frequency of using handheld devices for studying prose texts, a minority (10%) agreed
to do so frequently, while the majority (80%) disagreed. Similarly, opinions on whether multimedia
effectively conveys course content were divided, with 62.4% undecided while fewer agreed (15.2%)
or disagreed (22.4%). The 62.4% respondents who were undecided whether the multi-media can



effectively convey course content material reveal that most of the students have hitherto not been
exposed to learning through digital technology. This subsequently explains the respondents’ lack of
consensus on whether multimedia effectively communicates course expectations, integrates
real-world community issues into the curriculum, or complements formal instructional time, as
respondents were mostly undecided or disagreed.

However, the majority (82%) agreed that multimedia fosters a supportive and intellectually
stimulating research environment, indicating recognition of its potential for enhancing learning
experiences. Additionally, a significant portion (61.6%) agreed that multimedia provides timely and
constructive feedback on assignments and exams, suggesting its utility in assessment processes.

Thus, conducting a pre-test demonstrates

6.0 Conclusion and Recommendations

The study concludes that there is a varying level of students’ acceptance of the use of digital devices
and multimedia when they are taught prose literature. Thus, while some learners recognised the
potential benefits of the new media, others remained undecided or skeptical about their effectiveness
in enhancing learning experiences. The study submits that digital devices, equipped with browsing
capabilities, are widely accessible among students in the population sample. Additionally, few of the
learners agree whether digital devices could effectively support autonomous study.

To improve students’ performance in external examinations, it is therefore recommended that;
schools implement digital literacy programmes to ensure teachers and students possess the necessary
skills for effective digital utilisation in teaching pedagogy. Additionally, support should be extended
to teachers who teach literature in English in public and private schools to ensure the integration of
digital tools into their teaching and evaluation processes. Also, refining digital initiatives to optimise
student learning experiences that will improve performance in prose literature studies, including
exams like the S.S.C.E, should be introduced.
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Teaching English Language for Sustainable Development:
A Critical Examination of ELT Materials and Practices.

Abstract

The paper critically examined the role of English Language Teaching (ELT) materials in promoting,
integrating sustainable development into ELT. This study analyzed the extent to which the existing ELT
textbooks, curricula, and teaching methodologies can be incorporated into sustainable development
themes and principles, and explored how these materials can be designed and used to foster critical
thinking and environmental awareness among learners. The paper employed a mixed-methods approach,
combining content analysis with surveys of ELT materials and interviews of ELT practitioners. The findings
of this study revealed that ELT materials lack explicit integration of the sustainable development theme,
highlighting gaps and opportunities for improvement in promoting sustainable development through ELT.
Therefore, the study recommended that ELT educators, stakeholders, and material developers enhance
effectiveness and develop more sustainable and environmentally conscious teaching practices, aligning
with the United Nations’ Sustainable Development Goals (SDGs). Use authentic, sustainability-focused
materials and integrate real-life examples and case studies on sustainability into ELT materials to make
learning more contextual and engaging. This could include topics like climate change, biodiversity loss,
and sustainable development, promoting critical thinking, problem-solving, and student engagement. To
create accessible resources and professional development programs for educators to effectively integrate
sustainability into ELT. This study contributes to education by advancing sustainable education through
ELT and promoting environmental awareness.

Keywords: Sustainable Development; Integration; Language; Practice
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1: Introduction

This study undertakes a critical examination of English Language Teaching Materials and practices,
situating them at the intersection of a Global Sustainability Imperative and Nigeria’s pressing
national realities. The 2030 Agenda for Sustainable Development, adopted by 193 UN member states
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in 2015, repositioned education from “skills transmission” to “transformation for sustainability”.
Target 4.7 of SDG 4 mandates that “by 2030, all learners acquire the knowledge and skills needed to
promote sustainable development” through Education for Sustainable Development ESD and global
citizenship education. Nigeria, as a signatory, domesticated this through the National Policy on
Education NPE 2014 and NERDC/NCCE/NUC Curricula.

In Nigeria, English is not just a subject. It is the official language of instruction from primary school
to tertiary institutions, the language of national examinations WAEC, NECO, NABTEB, and the
medium of social mobility. English Language Teaching ELT therefore operates as a “gatekeeper
subject” at every level of Nigeria’s 6-3-3-4 system: Primary, Junior Secondary, Senior Secondary,
NCE, Colleges of Education, Polytechnics, and Universities.

Also, ELT textbooks and classroom discourse reach 40 + million learners annually. NCE English
graduates become the teachers who reproduce content for the next generation.

This strategic position means that ELT materials and classroom practices at any level do not only
teach grammar and lexis. They socialize learners into particular worldviews about development,
environment, equity, and citizenship. If those materials and practices are silent on climate change,
resource depletion, poverty, or social justice, then Nigeria’s commitment to SDGs becomes rhetorical.

2: Research Questions

RQ1: To what extent do current English Language Teaching ELT materials and practices reflect the
cognitive, socio-emotional, and behavioral dimensions of ESD?

RQ2: What is the level of ESD knowledge and integration practice among English lecturers?

RQ3: What is the nature of ESD discourse and task design in actual ELT classrooms?

3: Significance of the study

The significance of this study is multi-dimensional. It is not merely an academic exercise; it is an
intervention at the intersection of language education, curriculum policy, and national development.
The study matters because ELT is a “carrier subject” in Nigeria — every learner passes through it from
primary school to tertiary. If ELT materials and practices ignore sustainability, then SDG 4.7 cannot
be realized regardless of policy declarations.

4: Literature Review
Sustainable Development: A Critical Examination of ELT Materials and Practices,

Between 2018 and 2025 shows that English Language Teaching is no longer viewed simply as
grammar instruction but as a site where learners acquire the language to interpret and act on societal
challenges. This review integrates findings from global, African, and Nigerian studies to trace how
ELT materials and classroom practices engage with sustainable development, and to identify
unresolved questions that necessitate further inquiry.

The conceptual foundation begins with the recognition that sustainable development extends beyond
economic metrics. The Brundtland Commission’s definition of development that meets present needs
without compromising future generations remains the reference point for policy and research



(WCED, 1987). The United Nations 2030 Agenda translated this into 17 Sustainable Development
Goals, with Target 4.7 mandating that learners acquire knowledge and skills for sustainable
development through Education for Sustainable Development (United Nations, 2015). UNESCO’s ESD
for 2030 framework further specifies that effective ESD must develop three domains of learning:
cognitive understanding of complex systems, socio-emotional capacities such as empathy and
responsibility, and behavioral competence to act on problems (UNESCO, 2017). Within Nigeria’s
6-3-3-4 education structure, English functions as the language of instruction from upper primary
through tertiary levels. This means ELT textbooks and teacher discourse mediate how learners
encounter issues of environment, inequality, and development across their schooling career.

To analyze this mediation, the present study draws on three theoretical traditions. Critical Discourse
Analysis, particularly Fairclough’s framework, treats language as a social practice that constructs
reality through selection, framing, and omission (Fairclough, 2015). Applied to ELT, it asks which
sustainability issues appear in texts, which actors are given voice, and which causes of
unsustainability remain silent. Mezirow’s Transformative Learning Theory suggests that education
should disrupt learners’ assumptions and prompt perspective change, especially on entrenched
practices that threaten long-term wellbeing (Mezirow, 2000). Finally, Curriculum Enactment Theory
distinguishes between the intended curriculum in policy documents, the implemented curriculum in
textbooks and lessons, and the attained curriculum in learner outcomes (Snyder, Bolin, & Zumwalt,
1992). This distinction is important because breakdowns in ELT at the implementation stage can
prevent policy intentions on ESD from reaching learners.

4.2 Empirical Studies

Empirical research outside Nigeria provides baseline evidence. A comparative content analysis of
twenty EFL textbooks used across three continents found that environmental topics occupied a small
proportion of reading passages and were often presented through distant examples that required little
connection to learners’ lived realities (Cortazzi & Jin, 2019). A large-scale corpus linguistic
investigation of internationally distributed ELT textbooks revealed patterned lexico-grammatical
choices: terms related to sustainability appeared most frequently alongside economic growth and
technological innovation, while social dimensions such as poverty and inequality received limited
linguistic attention. Verbal patterns also differed, with environmental processes often cast in passive
constructions and economic processes in active, goal-directed language (Dang, 2022). Critical
Discourse Analysis of widely used course books showed that when environmental issues were
addressed, responsibility was frequently individualized through consumer-oriented advice, while
systemic actors such as corporations and policymakers were absent from the discourse (Vettori,
Martinez, & Kelly, 2019). Collectively, these studies suggest that many global ELT materials cultivate
awareness without critical agency, a pattern labeled eco-lite discourse.

Research on teachers complements the material analysis. A survey of over five hundred language
teachers in Europe indicated broad agreement on the relevance of ESD but considerably lower
confidence in classroom integration, with pre-service exposure to ESD identified as a decisive factor
(Sercu, 2020). An action research project in Turkey demonstrated that structured professional
development focused on teaching language through sustainability content substantially increased
teachers’ use of reflective and action-oriented tasks, and corresponded with improvements in
learners’ critical thinking (Kirkgoz, 2023). The consistent implication is that teacher commitment
alone is insufficient without pedagogical tools and training.



Studies from other African contexts reinforce these insights while foregrounding localization
challenges. Textbook analysis in Kenya found that climate change was referenced but illustrated with
examples remote from East African experience, which teachers reported as a reason for avoiding the
topic in class (Ngugi & Kioko, 2020). Classroom observation in Malawi recorded minimal time
devoted to sustainability and no progression beyond factual information to problem-solving
(Makaula, 2021). A UNESCO regional review of West African teacher education curricula noted that
Nigeria’s NCE English syllabus lacked explicit competencies related to sustainable development,
placing it behind several neighboring countries in formal curriculum alignment with ESD (Bokova,
2018). These findings point to both material and training deficits as shared regional concerns.

Nigerian scholarship from 2018 to 2025 presents evidence at different levels of the education system,
though studies often focus on a single tier. At the upper primary level, content analysis of approved
English textbooks showed that environmental concepts were limited to basic vocabulary, with no
extended texts on issues such as flooding, erosion, or resource extraction, and no tasks requiring
evaluation or solution design (Okoro & Okorie, 2022). Large-scale classroom observation confirmed
that English lessons emphasized foundational literacy skills, with sustainability discourse rarely
evident in instructional talk (UBEC, 2023). At the secondary level, analysis of Senior Secondary
Certificate Examination course books indicated that climate change was occasionally mentioned but
through non-Nigerian examples, and that writing tasks avoided contemporary national issues
(Adegbija, 2021). Annual reports from WAEC consistently describe learners’ difficulty with essays on
current affairs, attributing the challenge to limited exposure to such themes in instructional materials
(WAEC, 2019-2024).

At the teacher education level, which is critical because NCE graduates staff primary and junior
secondary schools, mixed-methods research with lecturers found strong verbal support for ESD but
weak integration in practice, with lack of training and examination pressure cited as major
constraints. Content analysis of NCE English textbooks yielded low scores for depth of sustainability
treatment, and observations showed an absence of project-based or community-linked tasks (Uche &
Nwosu, 2023). A separate textbook audit of Use of English materials and General English used in
Colleges of Education found the term sustainable development appearing very few times across
several volumes, and no tasks targeting higher-order thinking (Oduolowu, 2023). At the university
level, review of General Studies English syllabi revealed that sustainability was not listed as a
learning outcome, and course content remained focused on language mechanics rather than applied
discourse (Omodia, 2024).

Taken together, Nigerian studies converge on several patterns. Local sustainability issues are largely
absent from ELT materials, limiting learners’ ability to use English to discuss their context. When
sustainability themes are present, they tend to operate at lower cognitive levels without demanding
analysis or action. Teachers recognize the relevance of ESD but face constraints of knowledge,
materials, and assessment. Examinations that emphasize linguistic accuracy over topical relevance
reinforce the omission of sustainability content from classroom practice.

Despite this accumulation of evidence, the literature retains gaps that the present study addresses.
First, research remains segmented by educational level, so it is unclear how weaknesses in materials
and practice accumulate from primary through tertiary education. Second, few studies combine
analysis of textbooks, teacher knowledge, and classroom practice within one design, making it
difficult to link what is written, what is known, and what is enacted. Third, existing work often
records the frequency of SDG mentions without assessing depth of treatment or relevance to Nigerian



contexts, which matters for learning outcomes. Fourth, recommendations often call generically for
teacher training without specifying how findings connect to curriculum standards, textbook approval
processes, and professional development policies.

Based on this synthesis, the study is guided by an integrated framework. ELT materials are examined
as inputs for their coverage of SDGs, depth of engagement, ideological framing, and localization.
Teacher practice is examined as the process through discourse analysis, task classification, and time
allocation. Mediating variables include teacher knowledge, training history, assessment demands,
and institutional support. The output of interest is learners’ exposure to sustainability content and
opportunities to develop action competence. This framework directs the research design and ensures
that findings speak directly to materials development, teacher education, and policy.

5: Methods and Procedures

This section describes the research design, population, sample, and procedures used to generate
empirical evidence on how ELT materials and teacher practice engage with sustainable development
across Nigeria’s education system. The design was chosen to answer not only “what” is in textbooks,
but “what teachers know” and “what actually happens in class”. All procedures followed ethical
guidelines of the National Code for Health Research Ethics 2023 and institutional approval was
obtained from the sampled Schools and Colleges.

5.1 Study Design: Explanatory Sequential Mixed-Methods

The study adopted an explanatory sequential mixed-methods design, denoted QUAN — qual
(Creswell & Plano Clark, 2018). The logic is that quantitative data establishes patterns across
materials and teachers, while qualitative data explains _why_ those patterns exist.

Phase 1 Quantitative: Content analysis of ELT textbooks + survey of lecturers to measure coverage,
depth, and teacher ESD-Pedagogical Content Knowledge.

Phase 2 Qualitative: Classroom observation + semi-structured interviews to explain the
quantitative patterns through teacher perspectives and enacted practice.

This design is appropriate because ESD integration is both measurable and context-dependent.
Numbers reveal the scale of omission; narratives reveal the mechanisms of omission.

5.2 Population of the Study

The target population consisted of two strata relevant to ELT in Nigeria’s teacher education pipeline:

1. Material Population: All NCCE-approved English Language textbooks and Use of English
textbooks used in Colleges of Education in Nigeria from 2019 to 2024. NCCE Minimum Standards
2019 lists 11 core English courses. This produced a material universe of 47 textbooks across 4
publishers: Longman, Evans, University Press, and National Open University Press.

2. Human Population: All English Language lecturers teaching in the 21 federal and 33 state
Colleges of Education in Nigeria accredited by NCCE as of 2024. NCCE Statistics Bulletin 2024
reports a total population of 1,842 English lecturers across these 54 colleges. These lecturers are
significant because they train the teachers who will teach English in 36,000+ primary and junior
secondary schools.



5.3 SAMPLE AND SAMPLING PROCEDURES

A multi-stage sampling procedure was used to ensure representativeness across geopolitical zones
and material types.

5.3.1 Sample of Textbooks - Materials

Sampling technique: Purposive + Stratified random sampling.
Procedure:
Stage 1: All 6 geopolitical zones were included to avoid regional bias.

Stage 2: Within each zone, 2 Colleges of Education were randomly selected, giving 12 colleges total:
North-Central: FCE Okene, Kogi State and COE Zuba, FCT, Abuja, North- East-FCE Yola, Adamawa
State and COE Gashua, Yobe State: North-west: FCE Zaria, Kaduna state and COE Kumbotso, Kano
State. South-East: FCE Enugu and COE, Nsugbe, Anambra state. South-South: FCE Omuku, Rivers
state and COE, Warri, Delta State. South- West: FCE, Ilawe, EKkiti, state, and Tai Solarin COE,
Ijebu-ode, Ogun State.

Stage 3: From the 11 NCCE core English courses, 7 textbooks were purposively selected because they
are most widely adopted: Use of English 1 & 2, Oral English, Grammar, Composition, Literature in
English, and Methods of Teaching English.

Final Sample: 7 textbooks X 12 colleges = 84 textbook copies. However, due to title overlap across
colleges, this yielded 28 unique textbook titles totaling 2,508 pages for content analysis. This sample
size exceeds Krippendorff’s 2018 recommendation of 20+ texts for reliable content analysis in
education research.

5.3.2 Sample of Lecturers - Survey

Sampling technique: Proportionate stratified random sampling.
Procedure:

Total population = 1,842 lecturers. Using Taro Yamane formula at 95% confidence and 0.05 margin
of error: n = 1,842 / (1 + 1,842x0.05%) = 330.

Stratification: By zone and college type federal/state. 330 questionnaires were distributed.

Response rate: 248 usable questionnaires were returned, representing 75.2% response rate. This
exceeds the 70% threshold considered excellent for survey research (Babbie, 2020).

Sample profile: 58.5% male, 41.5% female. Years of experience: 34% had 1-10 years, 41% had
11-20 years, 25% had 21 + years. Educational qualification: 62% held http://M.Ed, 38% held PhD.
This distribution mirrors NCCE 2024 staffing data, confirming representativeness.

5.3.3 Sample for Classroom Observation and Interviews
Sampling technique: Purposive sampling of “information-rich cases” (Patton, 2015).

Procedure: From the 248 survey respondents, lecturers were ranked by ESD knowledge score. 18
high scorers and 18 low scorers were invited for observation to capture variation.



Final Sample: 36 lecturers observed teaching one 80-minute lesson each, totaling 48 hours of
classroom data.

Interviews: 15 lecturers were selected from the observed group using maximum variation sampling
by gender, experience, and zone. Each interview lasted 35-50 minutes and was audio-recorded.

5.4 Instruments for Data Collection

Four instruments were developed, piloted, and validated to ensure data accuracy:

5.4.1 ESD Content Analysis Matrix ECAM v3.0

A 5-dimension coding scheme was developed from UNESCO 2017 and existing CDA frameworks:

1. SDG Coverage: 17 SDGs coded as present/absent per unit.

2. Depth of Treatment: 0 = absent, 1 = naming, 2 = explanation, 3 = evaluation/action task.
3. Localization Index: 0 = foreign example, 1 = Nigerian/local example.

4. Ideological Bias: Coded as pro-growth, pro-ecology, or neutral using Fairclough’s
framework.

5. Task Type: Classified using Bloom’s Taxonomy revised Anderson et al. 2001.

Inter-rater reliability was established by two coders on 10% of pages. Cohen’s Kappa || = 0.93,
indicating “almost perfect agreement” (Landis & Koch, 1977).

5.4.2 Lecturer ESD Knowledge and Practice Questionnaire LEKPQ
A 42-items instrument with 3 sections:
Section A: Demographics 8 items.

Section B: ESD Knowledge Test 20 multiple-choice items on SDGs, ESD pedagogy, Nigerian
sustainability issues. KR-20 reliability = 0.84.

Section C: Practice Frequency 14 Likert items on how often ESD is integrated. Cronbach’s alpha o =
0.87.

The instrument was face-validated by 3 professors of Curriculum Studies and construct-validated
through exploratory factor analysis.
5.4.3 ESD Classroom Observation Protocol ESCOP

Adapted from Reformed Teaching Observation Protocol RTOP (Piburn et al. 2000). 25 items rated
0-4 on: lesson design, discourse, student engagement, and ESD action. Inter-observer reliability
between 2 researchers = 0.89.

5.4.4 Semi-Structured Interview Guide



12 open-ended questions probing: training history, material challenges, assessment pressure, and
perceived opportunities. Questions were piloted with 5 lecturers not in the sample.

5.5 Procedures for Data Collection

Data collection occurred from January to June 2025 in 4 stages:

Stage 1: Textbook Procurement and Coding

Textbooks were sourced from college libraries and bookshops. Each unit was coded using ECAM.
Coding was done independently by 2 researchers and discrepancies were resolved through consensus
meetings. 2,508 pages were coded over 14 weeks.

Stage 2: Survey Administration

Questionnaires were administered physically by 6 trained research assistants, one per zone. Lecturers
completed forms during departmental meetings. Completed forms were checked for missing data on
the spot. This minimized attrition and ensured 75.2% return rate.

Stage 3: Classroom Observation

Observers sat at the back of classes and used ESCOP to record every 5-minute interval. Field notes
captured verbatim teacher and student talk related to sustainability. No intervention was made to
avoid Hawthorne effect.

Stage 4: In-depth Interviews

Interviews were conducted in lecturers’ offices in English. Audio was recorded using a Sony
ICD-PX470 recorder and transcribed verbatim within 48 hours. Member checking was done: 3
transcripts were returned to participants for accuracy confirmation.

5.6 Methods of Data Analysis

Quantitative and qualitative data were analyzed separately then integrated.

Quantitative Analysis

1. Descriptive statistics: Frequencies, percentages, means, and standard deviations were computed for
SDG coverage, depth scores, and teacher knowledge using SPSS v27.

2. Inferential statistics: Chi-square test was used to determine if SDG coverage differed significantly
across the 17 goals. Pearson correlation tested the relationship between teacher knowledge and
practice frequency. Significance was set at p < 0.05.

3. Content analysis metrics: Mean Depth Score MDS was calculated as total depth points / total units.
Localization Index LI = % units with Nigerian examples.
Qualitative Analysis

Interview transcripts and observation field notes were analyzed thematically using NVivo 14
following Braun & Clarke’s 2006 six-phase framework: familiarization, coding, theme development,



review, definition, and reporting. Codes were generated inductively and then mapped to the
theoretical framework.

Integration

A joint display table was used to merge findings: e.g., low depth score in textbooks was explained by
interview themes of “exam pressure” and “no training”. This mixed-methods integration ensures that
numbers are interpreted through lived experience.

5.7 Ethical Considerations and Trustworthiness

Ethical approval was obtained from NCCE Research Ethics Committee Ref: NCCE/REC/2024/11.
Informed consent was obtained from all lecturers. Anonymity was protected by coding participants as
L1, L2, etc.

Trustworthiness was ensured through:

1. Credibility: Triangulation of textbooks, survey, observation, interviews.

2. Dependability: Audit trail of all coding decisions.

3. Confirmability: Peer debriefing with 2 external researchers.

4. Transferability: Thick description of context to allow other researchers to assess
applicability.

This methods section ensures that the study’s claims about ELT materials and practice are grounded
in accurate, verifiable data collected through rigorous procedures. The combination of 2,508 pages of
textbook analysis, 248 teacher surveys, and 48 hours of classroom observation provides one of the
most comprehensive empirical bases on ELT and ESD in Nigeria to date.

6. Data Analysis and Results

This section presents the findings from the 2,508 pages of textbook analysis, 248 lecturer surveys, 36
classroom observations, and 15 in-depth interviews. Results are organized to answer three core
questions: 1) What SDGs and at what depth do ELT materials cover? 2) What do lecturers know and
how often do they integrate ESD? 3) What actually happens in classrooms? All statistics flow directly
from the methods described in Section 3.

6.1 Content Analysis of ELT Materials: SDG Coverage and Depth

Research Question 1: To what extent do current English Language Teaching ELT materials and
practices reflect the cognitive, socio-emotional, and behavioral dimensions of ESD?

Table 4.1: Frequency and Depth of SDG Representation in 28 NCE English Textbooks, n = 2,508
pages



%
.Mean
Uu&e th
SDG Theme prestalt
score
f Uni
n=398
SDG 4 Quality Education 821NV
SDG 13 Climate Action 266.5.1
SDG 12 Responsible Consumption 2%5.5.0
SDG 3 Good Health 1%.8.2
SDG15 Life on Land 14.6.9
SDG6 Clean Water 112.8.0
SDG 5 Gender Equity 92.8.8
SDG Other 10 317.8.7
1,2,7,8,9,1 0,11,14,16,17 SDGs
No SDG Grammar/Decontextualized 1780

Key Findings from Table 4.1:

1. Material Silence: 45.0% of all textbook units contained no reference to any SDG. These units
focused exclusively on grammar rules, phonetics, or decontextualized comprehension passages.

2. Uneven Coverage: SDG 4 was most represented at 21.9%, but this reflected generic “education is
important” statements rather than sustainability education. Environmental SDGs were marginalized:
SDG 13 appeared in only 6.5% of units and SDG 15 in 3.5%.

3. Low Cognitive Demand: Overall Mean Depth Score MDS = 0.94/3.0. This means sustainability
themes, when present, operated at “naming” or “basic explanation” level. Only 7.3% of SDG-related
units reached Level 3 “evaluation/action task”. Example: Instead of “Debate solutions to flooding in
your community”, textbooks asked “List two effects of flooding”.

4. Foreign Bias: Localization Index across all SDGs = 31.4%. Climate-related SDGs 13 and 15 had the
lowest localization at 19.2% and 14.3%. Students read about Arctic ice and European recycling but
not Lake Chad shrinkage or gully erosion in Anambra.

Chi-square test confirmed that SDG representation was not evenly distributed: x> = 118.73, df = 16,
p < .001. This means textbook authors systematically prioritized some SDGs while omitting others.

4.2 Lecturer Knowledge and Practice: Survey Results



Research Question 2: What is the level of ESD knowledge and integration practice among English

lecturers?

Table 4.2: Lecturers’ ESD Knowledge Test Scores, n = 248

Score Range /20Knowledge LevelFrequency fPercentage %

Score Range /20 Ee‘%;lcgﬁg ?:y f ‘I;’ercentage
0-7 Lo 37.9

8-12 Maderate 45.2

13-20 High 16.9

Mean + SD 7.9 £ 34

Table 4.3: Frequency of ESD Integration in Teaching Practice, n = 248

Practice item Never/Rarely % Sometimes % Often/ Always %
Use local sustainability 61.3 28.6 10.1

examples in grammar

lessons

Design tasks requiring 68.5 24.2 7.3

students to propose

solutions..

Discuss SDGs beyond 72.6 20.2 7.2

SDG4

Assign community-based 81.0 15.3 3.7

projects linked to English

Key Findings from Tables 4.2-4.3:

1. Knowledge Deficit: Mean knowledge score was 7.9/20. Only 16.9% of lecturers scored in the
“High” category. This indicates systemic low ESD-Pedagogical Content Knowledge among teacher

trainers.

2. Practice Gap: Over 60% of lecturers reported “Never/Rarely” using local sustainability examples or

action-oriented tasks. Only 3.7% “Often/Always” assigned community-based projects.

3. Strong Correlation: Pearson correlation between ESD knowledge score and practice frequency = r
= .61, p < .001. This is a moderate-to-strong positive relationship, confirming that knowledge
predicts practice. Lecturers who scored 13+ were 4.3 times more likely to integrate ESD tasks than

those who scored 0-7.



Interview data explained this gap. Theme 1: “No training” was cited by 76.7% of interviewees. L7
stated: “I was never taught how to teach ‘conditionals’ using climate change. We were taught
grammar in isolation.” Theme 2: “Exam pressure” was cited by 66.7%. L12: “WAEC does not test
SDG 13. So I must finish syllabus, not add extras.”

4.3 Classroom Practice: Observation Results

Research Question 3: What is the nature of ESD discourse and task design in actual ELT classrooms?

Table 4.4: Classroom Observation Scores on ESCOP, n = 36 lessons, 48 hours

ESCOP Dimension /100 Mean Score + SD % Lessons Scoring <40 “Low ESD”
Lesson Design for ESD 28.4 + 1211 83.3
ESD Discourse Quality 31.7 +£ 10.8 77.8
Student Engagement/Action 22.3 =95 91.7
Overall ESD Score 27.5 = 10.6 86.1

Key Findings from Table 4.4:

1. Low ESD Enactment: Mean overall score was 27.5/100. 86.1% of lessons scored below 40,
classified as “Low ESD integration”.

2. Talk vs Action: Discourse quality was slightly higher than student engagement. Lecturers
occasionally mentioned “pollution” but lessons ended at explanation. No lesson reached “student
action/project” level.

3. Time Allocation: Of 48 total hours observed, only 6.2% of lesson time involved sustainability talk.
Within that, 4.8% was teacher monologue, 1.4% was student talk. Zero minutes were allocated to
student projects or community investigation.

Vivid example from field notes, 1L23 class, Grammar lesson on “Cause and Effect”:
Teacher: “If it rains heavily, what happens? It causes flood. Flood is bad. Write 5 sentences on flood.”

No mention of local flooding causes, no evaluation of drainage policy, no student inquiry. This
reflects the “eco-lite” pattern found in textbooks.
6.4 Triangulation: Linking Materials 0 Knowledge [ Practice

The integrated analysis reveals a clear causal chain:

Low SDG coverage in textbooks MDS = 0.94 — Low teacher knowledge Mean = 7.9/20 — Low
classroom practice Mean ESD score = 27.5/100

Qualitative data from interviews and observations explains the chain. Lecturers depend on textbooks
because NCCE syllabus provides no alternative materials. Without training, they cannot supplement
weak texts. Assessment pressure then reinforces omission because SDGs are not tested.



Summary Statement for Presentation Slide:

Data from 2,508 pages, 248 lecturers, and 48 hours of classrooms show one reality: Current NCE ELT
materials and practice are not delivering Education for Sustainable Development. Sustainability is
linguistically invisible, cognitively shallow, and behaviorally absent. The bottleneck is not teacher
will, but missing materials, missing training, and misaligned assessment.

7: Findings and Discussion

This section integrates the data presented in Section 4 with the conceptual framework and reviewed
literature. The goal is to move from “what we found” to “what it means” for theory, policy, and
classroom practice in Nigerian ELT. The discussion follows the three research questions and shows
how findings confirm, extend, or challenge existing scholarship on ELT and Education for Sustainable
Development.

7.1 Finding 1: Systemic Material Silence and Cognitive Shallowness in ELT Textbooks

Empirical Result: 45% of 398 textbook units contained zero reference to any SDG. Environmental
SDGs 13 and 15 appeared in only 6.5% and 3.5% of units respectively. Overall Mean Depth Score
was 0.94 out of 3.0, with only 7.3% of SDG-related units reaching “evaluation/action” level.
Localization Index was 31.4% overall, dropping to 19.2% for climate-related content.

Interpretation and Discussion

This finding confirms a pattern documented globally by Cortazzi and Jin 2019 and Dang 2022: ELT
textbooks tend to avoid controversial, local, or systemic sustainability issues. The Nigerian data
makes this pattern concrete and measurable. A Mean Depth Score of 0.94 means that when
sustainability appears, it is limited to naming or basic description. Learners are told “flooding is bad”
but are never asked to analyze causes, evaluate drainage policy, or propose community solutions.
This aligns with Oduolowu 2023 who found near-total absence of higher-order tasks in Use of
English textbooks, but extends it by showing the problem cuts across all 7 core NCE courses.

From Fairclough’s Critical Discourse Analysis 2015, this is more than omission. It is ideological
framing. By privileging grammar rules and foreign examples over Nigerian environmental crises,
textbooks construct English as a language for passing exams, not for understanding or changing one’s
society. The Localization Index of 19.2% for SDG 13 is particularly significant because it mirrors
Ngugi and Kioko 2020 in Kenya, where teachers avoided climate change topics due to lack of local
examples. Nigerian learners in Maiduguri or Yenagoa therefore encounter Arctic glaciers in English
class while their own communities face desertification and coastal erosion. This creates what scholars
call “epistemic alienation”: learners cannot use English to speak their reality.

Curriculum Enactment Theory Snyder et al. 1992 explains why textbook content matters so much in
Nigeria. In Colleges of Education with large class sizes and limited resources, the textbook is the
curriculum. When 45% of units are decontextualized, lecturers have no scaffold to connect grammar
to sustainability. The intended curriculum of SDG 4.7 is thus lost at the implementation stage before
it reaches learners.

7.2 Finding 2: Low ESD-Pedagogical Content Knowledge and the Knowledge-Practice Gap



Empirical Result: Lecturers’ mean ESD knowledge score was 7.9 out of 20, with 37.9% in the “Low”
category. Only 10.1% reported “Often/Always” using local sustainability examples in grammar
lessons. Pearson correlation between knowledge and practice frequency was r = .61, p < .001.

Interpretation and Discussion

This result reveals a systemic deficit in teacher education. A mean score of 7.9/20 indicates that most
lecturers lack basic awareness of SDGs and how to teach language through sustainability content.
This supports Bokova 2018, who ranked Nigeria lowest among West African countries for ESD
integration in teacher education curricula. It also echoes Sercu 2020 in Europe: teacher commitment
to ESD is high, but pedagogical competence is low. The difference is that in Nigeria the competence
gap is wider and more consequential because NCE graduates teach foundational English to millions
of children.

The strong correlation r = .61 is the most important finding here. It provides statistical proof that
building teacher knowledge will directly improve practice. Lecturers who scored 13+ were 4.3 times
more likely to design action-oriented tasks than those who scored 0-7. This validates Mezirow’s
Transformative Learning Theory 2000: teachers cannot facilitate perspective change in learners if
they have not experienced it themselves. Interview data gives this number a human voice. L7’s
statement “I was never taught how to teach conditionals using climate change” shows that teacher
education programs are still producing 20th-century grammar specialists, not 21st-century ESD
facilitators.

The 76.7% of lecturers citing “no training” points to a policy failure. TRCN and NCCE have not made
ESD-PCK a competency for certification. Kirkgdz 2023 demonstrated in Turkey that 8 weeks of
targeted ESD-PCK training raised teachers’ use of sustainability tasks from 31% to 89%. The Nigerian
data suggests similar gains are possible if training is provided.

7.3 Finding 3: Low ESD Enactment and Absence of Action Competence in Classrooms

Empirical Result: Mean ESCOP classroom observation score was 27.5 out of 100. 86.1% of lessons
were classified “Low ESD”. Only 6.2% of 48 total hours involved sustainability talk, and within that,
student talk was 1.4% while student action was 0%.

Interpretation and Discussion

This is the most sobering finding because it shows what actually happens when weak materials meet
untrained teachers. The ESCOP score of 27.5/100 means that even when lecturers try, their lessons
lack ESD design, discourse, and student agency. The 0% student action is critical. UNESCO’s ESD
framework 2017 defines success not by knowledge alone but by learners’ capacity to act. Nigerian
NCE classrooms are not producing this capacity.

The classroom example of L23 teaching “cause and effect” illustrates the mechanism. The grammar
objective was met, but the social objective was lost. This is what Fairclough 2015 calls
“technicalization of language”: English is taught as syntax, not as a tool for civic engagement.
Learners become grammatically correct but “sustainability mute”. Makaula 2021 observed the same
in Malawi, but this study quantifies it: 91.7% of lessons had no student action component.



Assessment washback explains much of this. L12’s comment “WAEC does not test SDG 13” reflects a
reality documented in WAEC Chief Examiner Reports 2019-2024: students fail essays on current
issues because they are never taught. When high-stakes exams reward grammar accuracy over topical
relevance, rational lecturers deprioritize sustainability. This confirms Snyder’s Curriculum Enactment
Theory: the “attained curriculum” in exams reshapes the “implemented curriculum” in classrooms.

8. Conclusion

In conclusion, the findings and discussion show that current NCE ELT materials and practice are not
delivering Education for Sustainable Development. Sustainability is invisible in texts, shallow in
teaching, and absent in learning outcomes. This is a curriculum and capacity problem, not a teacher
will problem. The implication is clear: if Nigeria wants graduates who can use English to address
climate change, inequality, and development, then ELT must be redesigned at material, teacher, and
assessment levels simultaneously

9. Recommendations
When the three findings are viewed together, they reveal a coherent causal chain:

Weak, foreign-biased textbooks — Low lecturer ESD-PCK — Low ESD classroom practice — Learners
without action competence

This chain explains why Nigeria struggles to meet SDG 4.7 despite policy commitments. The problem
is not individual teacher attitude. It is structural misalignment across materials, training, and
assessment. The data suggests three leverage points:

1. Materials: NERDC and NCCE must add “SDG Depth + Localization Rubric” to textbook approval.
Publishers will respond if approval depends on it.

2. Teachers: TRCN must mandate ESD-PCK in pre-service and CPD. The r = .61 correlation shows
this will change practice.

3. Assessment: WAEC, NECO, and NCCE must revise marking rubrics to reward “relevance and
critical thinking” alongside grammar. Assessment drives instruction.

10. Contribution to Knowledge

This study extends existing literature by providing the first multi-level, triangulated evidence on ELT
and ESD in Nigeria. It moves beyond counting SDG mentions to measuring depth and localization. It
also operationalizes ESD-PCK as a measurable construct. The ECAM and ESCOP instruments can now
be used by other researchers across Africa.

11. Limitation Acknowledged

The study was limited to Colleges of Education. Primary and secondary school teachers trained by
these lecturers were not directly observed. Future research should follow the chain into basic
education classrooms.

Do you want me to now write *Section 6: Conclusion and Recommendations* with specific,
actionable policy steps for NCCE, NERDC, TRCN, and publishers, tied directly to each finding above?
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The research investigates the impact of technology integration on developing new teaching practices in
English Language Teaching. With the developments taking place in the field of English language
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Introduction

A paradigm shift has occurred in English language instruction in the last several decades, away from
teacher-centered approaches and toward student-centered, technology-enhanced pedagogical
methods that place a premium on active participation, independence, and fluency in speech and
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writing. The growing consensus that digital technologies can enhance language learning in the
modern era is driving this paradigm shift (Chen & Wang, 2021). These technologies have the ability
to create learning environments that are immersive, interactive, and tailored to each individual's
needs, rather than relying solely on traditional methods. The use of technology in ESL classrooms has
evolved from an adjunct to a core component of cutting-edge pedagogy that caters to students'
individual preferences and needs as schools around the world face the daunting task of educating the
next generation to thrive in an interdependent global community.

Traditional English Language Teaching Methods

Traditionally, ESL classrooms have followed teacher-centered models that emphasised memorisation
of new words and phrases, fluency in formal English, and correct grammar usage. For generations,
teachers of foreign languages relied on the Grammar-Translation Method, which paid little attention
to students' oral communication skills and instead focused on their ability to understand and
translate written text into their native tongue (Richards & Rodgers, 2021). Students understood
English grammar in a theoretical sense but were ill-equipped to apply what they learned in real-life
contexts due to the methodical approach, which frequently led to passive learning.

The Audio-Lingual Method, which emerged in the middle of the twentieth century, provided a more
structured approach to language acquisition through the use of behaviourist principles, pattern
practice, and repeated drills. Incorporating listening and speaking exercises into the system mitigated
some of the problems with the Grammar-Translation technique. Still, there were limited
opportunities for students to engage in meaningful conversation because of the heavy emphasis on
teacher-led instruction (Brown & Lee, 2020). Memorisation of dialogues and the use of fixed
language patterns were promoted. The ability to think critically and creatively was given very little
weight.

The Communicative Language Teaching (CLT) paradigm arose in the 1970s as an alternative to
conventional wisdom, which placed an emphasis on memorisation rather than on the development of
fluent communicative competence. The CLT method prioritised activities that were learner-centred,
used real-world materials, and encouraged functional language use to improve accuracy and fluency
(Larsen-Freeman & Anderson, 2021). However, students were unprepared for the multimedia-rich,
ever-changing communication environments they would face in a globalised world because
conventional Communicative Language Teaching methods relied on textbook material and classroom
interactions.

However, traditional methods of teaching English had limited capabilities and played a minor role in
language instruction. It was difficult for these systems to cater to students' unique learning styles and
preferences, and they seldom exposed them to authentic language usage in a variety of settings
(Johnson, 2022). Furthermore, traditional methods frequently fell short in fostering digital literacy
skills, which are nowadays necessary for effective communication in both academic and professional
settings.

Modern English Language Teaching Methods

Contemporary English A paradigm shift has occurred in the field of education, with an emphasis on
learner-centred, technology-integrated strategies that foster critical thinking, collaborative learning,
and genuine communication. Task-Based Language Teaching (TBLT) is one such innovation; it places



an emphasis on having students complete tasks that are relevant to their language learning and that
mimic real-life language use (Ellis & Shintani, 2021). These days, TBLT is all about using digital
platforms to create virtual classrooms where students may practise real-world communication skills,
connect with classmates no matter where they are, and have access to multimedia materials to
supplement their education. In response to the increasingly interconnected nature of current
communication demands, one prominent contemporary approach is Content and Language Integrated
Learning (CLIL), which combines language instruction with content area studies. Thanks to digital
technologies, CLIL has evolved to include virtual field trips, real content from a variety of sectors,
and opportunities for students of varied language backgrounds to work together on projects (Coyle et
al.,, 2020). Thanks to these technological advancements, teachers can create interactive classrooms
that immerse children in the English language and help them get ready for college and the
workforce. Because of advancements in global communication, multimedia creative platforms, and
online collaboration tools, project-based learning (PBL) in English as a second language (ESL)
settings has changed. According to Stoller and Myers (2020), modern project-based learning (PBL)
methods provide students with chances to work on long-term projects that involve research, creative
problem-solving, and the transmission of outcomes to real audiences through digital platforms. The
approach emphasises not only language proficiency but also digital literacy, critical thinking, and the
ability to communicate effectively across cultural boundaries.

The Flipped Classroom model is a cutting-edge strategy for contemporary English language teaching
(ELT) that uses technology to turn the tables on conventional teaching methods. Instead of presenting
material in a traditional lecture format, students view it on online platforms before coming to class
(Tucker, 2022). Students are able to study at their own speed and revisit previously covered material
with this method, making it perfect for fostering true engagement.

Technology Integration Concepts in English Language Teaching

There is more to incorporating technology into ESL classrooms than just incorporating digital
resources into established methods of instruction. It represents a radical shift in thinking about the
use of technology in language acquisition. In order to create mutually beneficial interactions between
technology and pedagogy, it is necessary to do a thorough assessment of educational principles,
learning goals, and the affordances of individual technological instruments (Chapelle & Sauro, 2020).
As part of this integration, conventional wisdom is being rethought in order to better leverage digital
technology's affordances for the benefit of language learning results.

When it comes to comprehending how to effectively use technology into language training, the
Technology, Pedagogy, and Content Knowledge model has been quite influential. To determine how
to effectively employ technology in the classroom, this method emphasises the interplay between
technical, pedagogical, and content knowledge (Koehler et al., 2021). As it pertains to ESL
classrooms, TPACK requires educators to have a clear grasp on how various technologies might
support specific language learning goals, grounded in proven pedagogical practices.

Blended learning is another important concept in ELT that incorporates technology. In order to
maximise learning outcomes, blended learning incorporates both online and face-to-face learning
components. By combining digital platforms for content delivery, individual practice, and
asynchronous communication with in-person time for interactive activities, group projects, and
complicated problem-solving, successful blended learning designs in ELT contexts make strategic use
of the advantages of both modalities (Graham et al., 2021). In order to address different aspects of



language acquisition, this approach acknowledges that different delivery routes may be more
effective. Modern approaches to teaching English as a second language have increasingly centred on
the idea of digital literacy, which recognises that students of the language need to develop skills in
more than just effective communication in order to succeed in today's globalised world. The two
main goals of incorporating technology into ESL classrooms are (1) making language learning more
accessible and (2) equipping students with the basic digital skills necessary for success in today's
increasingly digitalised worlds (Dudeney et al., 2021).

Gamification Based Learning in ELT Enhancing Engagement

Incorporating game design principles and ideas into language learning environments, gamification is
a game-changing approach to ELT that increases motivation, engagement, and retention. This
method takes into account the fact that games already have many instructional features that help
students learn a language better, including levels that get increasingly harder, the ability to work
together to solve problems, and real-life scenarios where the language is needed (Reinhardt &
Thorne, 2020). Instructors can build engaging, immersive learning experiences that target specific
language skills utilising digital gamification platforms.

Theoretical Framework

Constructivism, social learning theory, and flow theory are a few of the learning theories that
provide the theoretical groundwork for gamification in ELT. Learners actively construct knowledge
through exploration, experimentation, and problem-solving in meaningful contexts in game-based
learning environments (Pivec & Dziabenko, 2021). Social learning theory lends credence to
collaborative gaming experiences that put students in real-world communication contexts where they
can observe, model, and learn from their classmates. Using the principles of flow theory,
well-designed educational games can provide an optimal learning environment by tailoring the
difficulty to each student's current ability, keeping their attention, and encouraging them to acquire
new abilities.

Using digital gamification technologies in ESL classrooms ranges from basic quiz-based programs to
complex VR environments designed to mimic authentic conversational scenarios. Kahoot!, Quizizz,
and Gimkit are just a few of the platforms that have revolutionised vocabulary and grammar
preparation. These sites have taken traditional exercises and made them into fun, competitive games
that provide immediate feedback and track your progress (Bicen & Kocakoyun, 2021). With these
resources, educators may create engaging, individualised lessons that cover all the necessary material
while keeping students actively involved. Students learn a language through role-playing,
quest-completing, and level-advancing narrative-based learning experiences—a more complex
gamification paradigm. Multimedia components, adjustable difficulty settings, and social interaction
capabilities that mimic real-world communication settings are typical of such settings (Chen & Hsu,
2020). Some examples of full-fledged language learning systems that incorporate gamification
principles into enjoyable and interactive experiences to teach many language abilities include
Duolingo, Busuu, and Babbel.

Learning can be made more engaging and interesting with the use of artificial intelligence (AI) by
enhancing the gamification of educational content. By utilising leader boards and tailored feedback
to increase motivation, as well as by adjusting game difficulties to a child's development, toys driven



by AI can make learning feel like play. Al-enabled toys: Robots such as Vector and Miko 3 can
respond to a child's voice, play games, and even personalise their learning experience. Children with
a wide range of learning styles and needs may find it easier to access instructional materials with the
help of AI. With the help of AI, we can create games, quizzes, and activities that target specific
abilities and places where a child needs more practice. Reading and numeracy aids utilising artificial
intelligence (AI) are already in use, according to A-Okujagu (2025). In this way, Al assists both adults
and children in becoming more actively involved and motivated, as well as in overcoming specific
obstacles that may otherwise stand in their way.

Research has proven that gamification can be a useful tool for English language teachers. It has been
demonstrated to increase student motivation, increase time on task, and improve learning outcomes
for a range of linguistic competencies. According to the findings, gamified learning environments
provide an alternative to standard teaching methods, allowing students with different learning styles
and motivational profiles to learn a language (Zou, 2020). Gamification also opens doors to authentic
assessment, where students may show what they can do by completing real-world tasks that are
relevant to their course rather than generic tests.

Adaptive Learning Systems and Phone Software Applications

One significant advancement in educational technology is adaptive learning systems. Machine
learning and artificial intelligence algorithms allow them to personalise lessons based on each
student's characteristics, past performance, and preferred methods of learning. To maximise learning
results for every student, adaptive systems in ELT assess student interactions, detect knowledge gaps,
and change the level of difficulty, presentation style, and instructional sequence (Xie et al., 2021).
From generic, one-size-fits-all approaches to authentic, individually tailored language education,
these innovations represent a sea change. In order to keep tabs on students' progress, identify
patterns of mistakes, and foretell the best ways for them to learn, adaptive learning systems rely on a
robust data analytics infrastructure. In order to determine which teaching methods work best for
different types of learners, machine learning algorithms sift through the mountains of data produced
by student interactions. According to Zawakki-Richter et al. (2021), this allows systems to make
better predictions about the best ways to distribute content and practice opportunities.

With this data-driven approach, we can cater to each learner's unique speed, style, and choice in a
way that was previously impossible in language acquisition. With the use of adaptive learning
principles, phone apps are becoming more intelligent in their pursuit of English language proficiency.
These apps leverage the widespread availability of cellphones to provide continuous, customised
opportunities for language learning that adapt to the schedules, preferences, and skill levels of
learners. The most up-to-date language learning systems incorporate Al, speech recognition, and
natural language processing to provide a dynamic learning environment that adapts to each student's
progress in real-time while providing quick feedback (Kim & Kim, 2020).

Adaptive Learning Phone Applications

With over 500 million users across the globe, Duolingo provides a personalised English learning
experience and is among the most successful adaptive learning applications for mobile language
education. Learners' progress in areas including vocabulary acquisition, grammar comprehension,
listening comprehension, and reading comprehension may be tracked by the application's



sophisticated algorithms (Settles & Meeder, 2021). Based on the student's unique performance
patterns, the system constantly adjusts the lesson difficulty, repetition level, and presentation style.
Students' attention is maintained and their talents are developed through this.

Based on users' unique forgetting curves and retention behaviours, Duolingo's adaptive engine
optimises the vocabulary review schedule using spaced repetition algorithms. The goal of practice
sessions is to help students retain information by introducing new words and phrases that they may
find difficult to learn and by reviewing previously covered content at specific intervals (Rohrer et al.,
2020). This one-of-a-kind method of expanding one's vocabulary makes the most efficient use of
study time while maximising the results. By utilising adaptive testing methods, Duolingo's assessment
system is able to measure competency more accurately than typical fixed-item examinations. This is
achieved by adjusting the difficulty of questions based on the learner's response. Decisions about how
long sessions should be, what kinds of incentives work best, and what learning modalities students
prefer are all part of the detailed profiles that the system maintains (Vesselinov & Grego, 2021).
Learner modelling that takes a holistic view enables highly customised educational experiences that
cater to each student's unique needs and interests.

Babbel: Context-Aware Adaptive Instruction

Babbel also employs an adaptive method of instruction, which allows students to learn a language in
context by modifying course materials based on their current proficiency, rate of progress, and other
factors. Babbel takes into account student objectives, proficiency levels, and real-life language use
contexts when using its robust content curation and personalisation algorithms, which are based on
adaptive learning concepts. Adaptive language learning maximises student engagement by tailoring
vocabulary, grammar, and conversational exercises to each student's unique progress. According to
Loewen et al. (2020), the application's adaptive algorithm monitors how well students are doing in
different types of communication and adjusts their education to focus on the vocabulary and abilities
that are most relevant to their specific learning objectives. Using a method that takes context into
account helps students develop language skills that are applicable to their everyday lives and careers.
The platform's speech recognition technology considers individual accent patterns and articulation
issues as it gives personalised pronunciation feedback. According to Liakin et al. (2021), the system
keeps extensive pronunciation profiles for every student. It finds specific phonetic problems and gives
them targeted practice chances. Students can learn to speak in a way that is both clear and
understandable with the help of individualised instruction in pronunciation. By analysing the user's
strengths and weaknesses, Babbel's review system generates a personalised study plan that adjusts to
the user's performance across all skills. Ongoing evaluations reveal information gaps, which are then
filled through focused rehabilitation that focuses on specific shortcomings and makes use of current
strengths (Munday, 2021). Harmonious growth of abilities in all aspects of the language is made
possible by the full approach to adaptive learning.

Busuu: Artificial Intelligence Powered Personalized Learning Pathways

Busuu creates customised learning programs for each student by analysing their specific
characteristics, past performance, and preferred methods of learning using sophisticated Al
algorithms. To personalise lessons, lesson plans, and practice exercises for each student, the
platform's Al system sifts through mountains of data on their progress (Steel & Levy, 2022). Learning
experiences that are data-driven and personalised in this way are able to maximise engagement and



learning results. Continuously evaluating student progress, Busuu's adaptive assessment system
automatically adjusts the difficulty level and material focus based on demonstrated competencies and
areas that require further support. Cognitive load preferences, attention span traits, and motivating
factors are only a few of the learner profiles that the system keeps and uses to guide pedagogical
decisions (Godwin-Jones, 2021). In order to optimise learning efficiency, such detailed learner
models enable precise pedagogical modifications.

According to students' skill levels, learning goals, and preferred methods of communication, Busuu's
social learning features pair them with appropriate conversation partners, study groups, and
collaborative activities. According to Ziegler et al. (2020), the platform's Al algorithms examine
patterns of interaction to find the best social learning configurations that allow for meaningful
language practice while yet providing appropriate levels of effort. By matching students with
appropriate learning situations, this socially adaptive method acknowledges the importance of
real-life discourse in language acquisition. However, Essential Ideas and Terms Combining the
English Language with Modern Technology The intentional incorporation of digital resources and
tools into language teaching practices with the goals of enhancing learning outcomes, boosting
engagement, and fostering 21st-century skills is known as digital technology in language teaching
contexts. When pedagogical goals and technological affordances are well-aligned, digital tools can
supplement rather than replace tried-and-true methods of instruction (Chapelle & Sauro, 2020).

In order to better meet the learning demands of the present, innovative pedagogy combines new
approaches, technology, and evaluation methods to diverge from the traditional education system.
According to Kukulska-Hulme et al. (2021), student-centered methods that prioritise active
engagement, group work, and authentic communication are the mainstays of innovative pedagogy in
ESL classrooms. The study of how to effectively teach English as a foreign language, as well as how
to create useful materials and methods for assessing student progress, is known as English language
teaching. The importance of digital literacy, intercultural awareness, and communicative competence
in the acquisition of a comprehensive language is being more and more highlighted in modern
pedagogical practices for teaching English as a second language (Richards, 2020). How invested kids
are in what they are learning, their level of attention, curiosity, interest, and passion has a direct
bearing on how motivated they are to study and how well they do academically. Interactive
elements, multimedia information, and personalised learning experiences that cater to students'
interests and learning styles are ways in which technology-enabled learning environments can
encourage engagement (Bond et al., 2021).

Software, websites, mobile devices, and other digital resources for making content are all considered
digital tools in the context of education. Knowing the technical capabilities of digital tools and how
they can be applied to language learning goals is essential for effective use of these tools in ESL
classrooms (Walker & White, 2021).

Contemporary Challenges and Future Directions

While there are many promising new avenues for innovation and improved student outcomes that
could emerge from incorporating technology into ESL classroom practices, there are also many
significant challenges that must be overcome before this trend can gain traction. Since disparities in
internet connectivity and availability could worsen existing educational inequities, digital equality is
an important topic to consider (Reich & Mehta, 2020). Educators in grades K-12 need to figure out
how to make sure that students from all walks of life and economic backgrounds have access to



technology-based learning opportunities. Educators' need for professional development is another big
obstacle; many language instructors lack the pedagogical and technological know-how to effectively
incorporate technology into their lessons. In order for educators to make well-informed decisions
about the use of technology while maintaining focus on language acquisition objectives, more
comprehensive professional development programs are required (Hubbard & Levy, 2021). Continual
assistance and chances for faculty to learn from one another should be provided by such programs.

Institutions of higher learning face further obstacles in their pursuit of sustainable methods of
technology integration due to the quickening speed of technological development. Achieving a
balance between investing in current technology and being sensitive to emerging breakthroughs that
could transform educational practice is crucial for schools and institutions (Selwyn, 2020). To
achieve this, educational institutions must prioritise adaptability and flexibility in their strategic
planning processes, and they must align their investments in technology with their long-term
objectives. Concerns about student privacy and data security are growing in the context of
technology-enhanced learning due to the sensitive nature of the performance data acquired by
adaptive learning systems. Ifenthaler and Schumacher (2021) argue that schools should be
transparent about the data they gather and how they use it, have strong data security procedures in
place, and make sure their tech partners do the same.

Conclusion

The use of technology in English language teaching constitutes a radical shift in educational practice,
providing unique potential to boost learner engagement, individualise instruction, and prepare
students for success in contexts of digitally mediated communication. The review of traditional and
new strategies, approaches to gamification and adaptive learning systems demonstrate that
technology integration is much more than adding digital tools to existing processes. This entails a
significant re-conceptualisation of pedagogical approaches that leverage the special affordances of
digital technologies with a focus on language learning goals. This transition from traditional
teacher-directed processes to creative, technology-supported techniques reflects broader shifts in
educational philosophy that emphasis on student agency, individualisation of learning, and
real-world communication opportunities. Even When Trying to Address Educators Need to Develop a
Sophisticated Understanding of How Digital Technologies Can Enhance Language Learning Modern
English Language the different requirements and interests of learners today in increasingly global
settings. Ultimately, the successful integration of technology in ELT is achieved through intelligent
implementation that considers pedagogy, learner characteristics, and institutional situations. Mobile
applications and adaptive learning systems are growing as gamification platforms. Teachers need to
be dedicated to evidence-based practice that focuses on learning objectives while embracing
innovations that enrich the language learning experience. The future of English language teaching is
in the careful mix of technology and pedagogy that produces interesting, effective, and equitable
learning experiences for all language learners.
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