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Abstract

Writing English is one of the four skills that require learner’s knowledge of vocabulary and grammatical
knowledge for practical purposes or certification. Literature offers various materials that are related to human
issues which must be authentic about cognitive strategies for understanding, interpreting ,writing and evaluating
analytical essays. As a teacher of Honours courses, I try a lot to infuse the knowledge of syntax, tenses and the
linking words which they lack. The purpose of this paper aims at emphasizing cognitive approach to reading and
writing of English language learners(ELLs) of Honours courses. Learners, after repeated practice on cognitive
and guided tasks of a variety of strategies become able to read literary texts and write analytically. What is
spectacular about the article is its integrity and fidelity to three core dimensions: Teachers and students with the
exposure of cognitive strategies coupled with a wide array of curricular approaches leading to
comprehensiveness and application of those strategies in reading and writing analytical issues.

Introduction

Language is the most effective and practical way of expressing views on ideas, feelings and emotions of mind. It
plays an important role to communicate between different members of different social groups. To keep pace with
the rest of the world, now it is the demand of the time to take up learning of the English as a challenge of the 21*
century. In my courses, most of the evaluation of the students’ performance and marking are based on writing
skill. A student in B.A. (Honors.) of English class finds it difficult to use a kind of reading that is needed for
critical analysis. A learner of B.A(Honors.) in English Language course has to struggle with the analysis of
different aspects of literature because in the past they depended on memorizing some essays, letters and
paragraphs. The first year learners get idea of the writer’s age, his relation to his age; his hopes and failures .Our
students who depended on memorization, set notes supplied by the coaching centers expect similar things in the
honors course also. Without practice, their ability for free thinking and free writing are fossilized earlier.

A perplexing situation baffles a newly admitted University student which takes him to a kind of writing
that lies far beyond his Higher Secondary conception. Although this applies to a greater or lesser degree of
students studying any subject, it is particularly painfully true for students studying English as a subject of
specialized Honors course. After narrating and describing scenes of a journey by boat, train or bus, or a rainy
season, faced with the task of analyzing as the qualities of a “West Wind’ or a ‘Grecian urn’, students struggle to
do the abstraction or to analyze any character or theme and the result: ‘Hollow men’ remain ‘hollow’ in their
narrative/descriptive writing and analytical writing which are distinct in nature involving different cognitive,
strategic and structural processes. However, this simple fact is mostly not recognized by students and tends to be
overlooked by teachers with a resultant frustration faced by both. The 1* language class offered by most of the
universities with the aim to develop the four language skills of the students, springs from the necessity of
teaching students, the basic methods of studying literature and writing about literature. But the nature and the
design of the course being remedial, they will be required to do analytical writing. This is frequently ignored
with the result: teachers ask for an analysis of the imagery of a poem and receive a summary instead.

Methodology:

The word “analytical” has been used before to describe a certain writing style that is crisp, concise, to the point,
and informative .In 1966,Thomas R.Johnson wrote a book called Analytical writing(Harper and Row).Much of
what I will share here is an expansion of Johnson’s insightful concepts. It is an action research which is carried
out by me in my own classroom without the involvement of others. It is first and foremost situational secondary
research, being concerned with the identification and solution of problems of situational context. For this, I got
help from a Teachers’ training course programmed in E.L.T,conducted by a few Professors of Dhaka University
in Presidency University, studying different books and through electronic webs. I am thankful to my honorable
Head Prof. Md.Abdus Salam for his exquisite guidance .In order to develop students ’confidence and
competence, teachers need to provide systematic and explicit instruction in strategies used by mature readers and
writers and help students develop declarative, procedural, and conditional knowledge of cognitive strategies.
Students, including ELLs, who are assessed on their ability to perform a range of complex tasks including:
summarizing texts, using linguistic cues to interpret and infer the writer’s intentions and messages, assessing the
writer’s use of language for rhetorical and aesthetic purposes, evaluating evidence and arguments presented in
texts, and composing and writing extended, reasoned texts. To address the needs of tertiary level ELLs, this
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article will encourage teachers to help ELLs use cognitive strategies, to understand, interpret, and write essays
about complex texts.

Literature Review:

Tasks include modeling, scaffolding, guided practice, and independent use of strategies so that students develop
the ability to select and implement appropriate strategies independently and to monitor and regulate their use.
Similarly , Graham and Perin (2007) note that strategy instruction is effective for all students and particularly for
students who find writing challenging .1 Fitzgerald and Shanahan(2000) said that reading and writing rely on
“analogous mental processes” and four basic types of shared knowledge: meta knowledge about the processes of
reading and writing; domain knowledge that the reader or writer brings to the text; knowledge about text
attributes; and procedural knowledge and skill to negotiate reading and writing.2Many researchers also suggest
that when reading and writing are taught together, they engage students in a greater use and variety of cognitive
strategies than do reading and writing taught separately (Tierney & Shanahan, 1991).

Cognitive Strategies for ELLs
Despite the “plethora of research establishing the efficacy” of cognitive strategies instruction, very little of this
type of instruction occurs in school (Block & Pressley, 2002, p. 385)—especially for ELLs (Vaughn & Klinger,
2004). Two National Research Council (NRC) reports (August & Hakuta, 1997; Snow, Burns, & Griffin, 1998)
point out the paucity of research on how best to teach English to ELLs, particularly in secondary schools. The
NRC committee identified the following attributes of effective schools and classrooms that benefit all learners,
especially ELLs: curriculum that balances basic and higher-order skills, explicit skills instruction for certain
tasks (particularly in acquiring learning strategies), instructional approaches to enhance comprehension, and
articulation and coordination of programs and practices within and between schools. Like the NCR reports,
Fitzgerald (1995), in her analysis of effective reading instruction for ELLs, argues that both native and non-
native English-speaking children benefit from the

same types of balanced reading approaches—approaches that include explicit strategy instruction. She
states that there is “virtually no evidence that ESL learners need notably divergent forms of instruction to guide
or develop their cognitive reading process” (p. 184), and advises that “ . . . at least with regard to the cognitive
aspects of reading, U.S. teachers of ESL students should follow sound principles of reading instruction based on
current cognitive research done with native English speakers” (p. 184). Wong Fillmore and Snow (2003) argue
that all children need to learn cognitive strategies. Jiménez, Garcia, and Pearson (1994), who studied the reading
strategies of bilingual Latino/a students who are successful readers, concur that cognitive strategies might help
ELLs develop academic literacy, as do Vaughn and Klinger (2004).3

Experienced readers and writers purposefully select and orchestrate cognitive strategies that are
appropriate for the literacy task at hand (Flower & Hayes, 1980; Paris et al., 1991; Pressley, 2000.) Langer (1991)
observes, “As children learn to engage in literate behaviors to serve the functions and reach the ends they see
models around them, they become literate — in a culturally appropriate way; they use certain cognitive strategies
to structure their thoughts and complete their tasks, and not others”. 4 The cognitive strategy promotes and
enhances critical thinking. In fact, this research indicates that “reading and writing in combination have the
potential to contribute in powerful ways to thinking” (Tierney et al., 1989, p. 166). Fitzgerald and Shanahan
(2000) note that reading and writing rely on “analogous mental processes” and four basic types of shared
knowledge: meta knowledge about the processes of reading and writing; domain knowledge that the reader or
writer brings to the text; knowledge about text attributes; and procedural knowledge and skill to negotiate
reading and wri.5 It is precisely because reading and writing access similar cognitive strategies but in differing
degrees that reading and writing make such a powerful combination when taught in connection with each other.

Description:

The cognitive strategy promotes and enhances critical thinking. In fact, this research indicates that “reading and
writing in combination have the potential to contribute in powerful ways to thinking”. The strategies of
analytical reflection of education are given below:
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ANALYTICAL REFLECTION IN EDUCATION

Guidelines for writing

“1.Read, reflect and think critically about the text or learning experience.
zYou might like to start a reflective journal containing key reflection questions, reflection on
observations and ideas to further develop your own practice.

N -

Discuss text, experience or learning episode with a colleague, friend or teacher. Ask them to share their critical perspective
Identify the intended audience of your reflection and consider what do they want to know?
3. Consider what the purpose of the reflection is.

D Describe Practice

| Analyze Practice

| Transform Practice

Reflective Questions to ask about
the text / experience / practice

Describe the selected learning experience.

Explain clearly:
. What happened?

e  What was I doing/ involved in? When?

Where?
e What did you observe?

e What seems significant to pay attention to?

If you are reflecting on a written text you
attempt to:

might

. Examine how the writer’s prior experience
(discourse field, culture) has shaped his or
her views. Does this affect the validity of the

ideas presented?

Write a personal response that reflects

your overall assessment of what
happened by:

Explaining  how  the  practice
specifically links to your own

experiences or emerging pedagogy?

Explaining what specifically worked
(or didn’t work)?

Describing how you felt, and what
made you feel that way? How did
others respond, and what made them
feel that way.

Reflecting on how the experience
connects with your own knowledge,
understand or skills? And in what
ways?

Providing an explanation for what
happened? How does the relevant
theory, literature and/or research inform
your thinking about this.

Considering the ideas in terms of their
logic, usefulness, theoretical soundness
and pedagogical implications.

It is acceptable to provide an opinion
but it must be supported with evidence
or examples.

If your reflection relates to observation,
link what you observed to your own
ideas about your own emerging
pedagogy and future practice.

o In summary, what do you
think about this situation/
experience or practice?

e What conclusions can you
draw?  How can you
justify these?

e In hindsight, would you
do something differently
next

time and why?

e  How has your
participation or
experiences shaped your

own understanding of teaching

a particular subject,

grade level, group or in a

particular school context?

e  How has the experience
impacted on or shaped
your

understanding of an effective

teacher or an effective

classroom?

e What new questions have
emerged for you in regard
to

your teaching?

e  What have you learnt
about yourself as a
learner?

o What are the significant
learnings for a preservice
teacher

as a professional?

o What are the take home
messages  you  have
uncovered

in relation topedagogy and your

own developing

philosophy?

U What actions result?

. How could you use this
experience to  further
improve

practice in the future?
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Task Words & Definitions

To Reflect in Education: To think deeply and carefully about pedagogy, theory, practice and
emerging teaching philosophy.

Describe: This essay describes the attributes or characteristics of a subject
Examine: Examine means to investigate or inspect closely.

Explain: Explain requires an answer that offers a rather detailed and exact explanation of an idea or principle, or
a set of reasons for a situation or attitude. The explanation should increase the reader's understanding of a topic
or idea.

Comment on: Comment requires you to state your opinion on a topic, sub-topic, or idea. In addition, you may
explain the idea, topic, or sub-topic more fully

Outline: Outline requires an answer that contains a summary of all the available information about a subject.
Only the main points and not the details should be included. Questions of this type often require short answers.
Very much the same as "Summarise .

Discuss: Discuss requires an answer which explains an item or concept, and then gives details about it with
supporting information, examples, points for and against, and explanations for the facts put forward from various
points of view. This can be one of the most difficult types of essay questions.

Comment on: Comment requires you to state your opinion on a topic, sub-topic, or idea. In addition, you may
explain the idea, topic, or sub-topic more fully

Analyze: Analyze requires an answer that takes apart an idea, concept or statement in order to consider the
elements it comprises. Answers of this type should be very methodical and logically organized.

Justify: Justify requires an answer that gives only the reasons for a position or argument. Note, however, that
the proposition to be argued may be a negative one (e.g. Justify the abolition of the death penalty). Remember, it
should convince the reader about your point of view.

The language of analytical writing

"...This was quite possibly due to ... Alternatively,..."

...The problem here, I believe, was the fact that..."

"...While it may be true that..."

"...On the one hand, ..., yet on the other..."

"...In thinking back, ... On reflection, .

...I guess that being in a school like X has made me aware of..." It is acceptable to use the personal pronoun ‘I’
in reflective writing, as long as it is not overly used. Always attempt to vary your sentence beginnings.

This cognitive strategy promotes and enhances critical thinking. In fact, a number of instructional
frameworks support approaches that incorporate strategy instruction to advance ELLs' development of English
(Francis, Rivera, Lesaux, Keiffer, & Rivera, 2006; Goldenberg, 2008; Schleppegrell, 2009). Such strategy
instruction has been hypothesized to develop students' English by providing them with an explicit focus on
language functions and forms, increasing their exposure to academic texts, making the texts they read
comprehensible, giving ELLs multiple opportunities to affirm or correct their understanding and use of language,
assisting them in retrieving new language features and in using these features for academic purposes, and
providing them with the means of learning language on their own, outside class. While some researchers have
claimed that the instruction of cognitive strategies is a key component of effective instruction for mainstreamed
English language learners. They also suggest that other components are needed to accelerate ELLs' language
development (Francis et al., 2006; Goldenberg, 2008; Schleppegrell, 2009). They acknowledge that reading and
writing are complex and that many factors—including previous schooling, first language development, access to
books, and motivation—contribute to their development. (Valdés, 1999, 2002; Meltzer & Hamann, 2005).
Short & Fitzsimmons (2007) recommend that “after adolescent ELLs acquire the basic skills; they need to
become active readers and writers,” using such strategies as “previewing, making predictions, paraphrasing, and
inferring (for reading) and brainstorming, drafting, editing, and publishing (for writing)” .6

In particular, ELLs of an intermediate-level of English proficiency and above may have attained
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sufficient levels of English proficiency to benefit from strategy instruction (Short & Fitzsimmons, 2007;
Echevarria, Short, & Vogt, 2008).7These students have automatzed lower-level reading and writing skills. They
possess the language proficiency required to use cognitive strategies that will provide them access to higher
order cognitive reading and writing tasks. Two approaches are designed to teach ELLs by using cognitive
strategies to develop their analytical writing skill. ELLs are learning academic content at the same time that they
are learning the language in which the content is taught, most ELLs generally need more instruction than their
native English-speaking peers in order to perform well on high stakes exams (e.g., Schleppegrell, 2009; Short &
Fitzsimmons, 2007). In particular, they require guided practice in reading and forming interpretations about
complex texts, conveying those interpretations in well-reasoned essays, and mastering writing conventions in
English (August & Shanahan, 2006; Francis et al., 2006; Goldenberg, 2008; O’Day, 2009; Wong Fillmore &
Snow, 2003).8 Explicitly teaching cognitive strategies to ELLs can help them obtain this practice, possibly
shortening the amount of instruction that they require to succeed in tertiary level. However, many factors such as
previous schooling, knowledge of a first language, access and exposure to text, opportunities to write for a
variety of audiences and purposes, and motivation contribute to ELLs' development of reading and writing
(Meltzer & Hammond, 2005; Valdés, 2002).9 Therefore, ELLs' successes and failures with reading and writing
should not be attributed solely to cognitive strategies.

Unfortunately, few secondary school teachers use a cognitive strategies approach to text-based
analytical writing instruction, especially for tertiary level .ELLs of an intermediate level of English proficiency
and above who may benefit from cognitive strategy instruction, MacArthur (2009) has observed that although
literary interpretation and analysis is an important goal of English instruction in secondary schools, “relatively
little time is devoted to interpretative or analytic writing that might enhance students’ understanding and prepare
them for further study” (p. 16). This is consistent with findings from a recent national survey, which indicated
that secondary school teachers infrequently assign multi-paragraph writing assignments requiring analysis and
interpretation (Kiuhara, Graham, & Hawken, 2009). Most English teachers, however, are responsible for
teaching multiple sections including classes for mainstreamed ELLs and classes for students who score below
grade level and have very limited English proficiency. Based on the teachers’ analysis of student writing samples,
mini-lessons are developed to address students’ needs. These might include additional interpretive reading
activities such as a filling out a character analysis chart if the students have not adequately discussed the
characters’ traits, motivation, and interactions with other characters, or additional instruction on symbolism, for
instance, if the students are having difficulty identifying and analyzing symbols. Writing practice involves:
strategies to analyze the demands of the prompt; a micro theme graphic organizer (Bean, Drenk, & Lee, 1982) to
restructure the organization of the paper; practice writing hooks, TAGs (title, author, genre) and thesis
statements in introductory paragraphs; sentence variety exercises ; and mini-lessons on the skills of academic
English (for example, explicit instruction on the use of fixed expressions like “to discriminate against” instead of
“he was discriminated,” “to jump to a conclusion” instead of “to jump into conclusion,” the use of transition
words like “however” and “nevertheless” for cohesion, and the elimination of informal diction — i.e., sentences
beginning with the word “like,” slang terms such as “kinda,” “cuz,” etc.) One of the most successful making
visible strategies in the revision process is a color-coding system to help students distinguish between plot
summary, evidence or supporting detail, and commentary. Students work with sample high pass and
marginal/not pass papers and are taught to color-code the student samples and then their own pretest sentences in
yellow for plot summary, green for evidence/supporting detail, and blue for commentary. This helps students to
visualize their thinking and to determine whether they have interpreted the text and provided evidence for those
interpretations or merely relied on summary to respond to the writing prompt. Students then revise their pretests
into multiple draft essays as practice for the on-demand writing assessment. Next step should be focused on
analyzing students’ performance on the pretest, on-demand writing assessment in order to determine strengths
and areas for growth, and further training in the implementation of cognitive strategies designed to enhance
interpretive reading and analytical writing. For example, teachers participated in collaborative lesson design as
they applied the cognitive strategies approach to teaching works of literature in their Holt textbook and focused
on instructions for administering the posttest.

The textbook contains instruction in cognitive reading strategies and embeds questions during and after
reading selections to facilitate students’ comprehension. The textbook also includes some limited writing process
lessons. As mentioned earlier, we tend to overlook the need to identify the different kind of writing required at
the university level and it would be helpful to keep in mind what Mike Rose says: “Academic expositional
discourse seems to be more cognitively demanding than simply narration or description: and it requires kinds of
sentences that, on the average, tend to be syntactically different from those found in narration and
description.”10

Although Rose talks about university level writing as a whole and entitles it as academic discourse,” her
description shows that it is the form of analytical writing which is required in university studies. Analytical
writing is complex in form and structure, and cognitively more demanding than narrative writing: it is the
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difference in writing between an essay on the autumn season and a critical appreciation of Keats, ‘Ode to
Autumn.’

Basically, it is inferential, analyzing given data to discover casual relations, drawing generalizations
forming abstract principles and in short making explicit what is implicit in literary texts. To use a simple
example the chronological narration of a story is not analytical; discovering its theme is .In fact it is not only a
mode of writing but also a way of thinking involving strategies of defining, classifying, comparing, contrasting,
arguing, reasoning etc. As to the form and structure of analytical writing, Linda Flower’s 9 distinction between
Writer based and Reader based prose is very helpful in revealing the Reader based nature of analytical writing.
Linda Flower points out that writer based prose is inward-looking following the structure of inner and egocentric
speech using elliptical references and unexpressed contexts for statements, while Reader based prose use an
issue —centered rhetorical structure as it attempts to set out and prove a thesis of the writer to the reader.

Before proceeding any further let us examine the work usually done in the remedial language classes
and in the literature classes of 1* Yr. Honors in English. In the language class, the writing skill is developed
through the use of paragraph writing,

summarizing etc. With the belief that students write better when they are involved

and can draw on their own experiences, such topics as the University Cafeteria,

First Day in the Campus, University Library, Summer Vacation and the like are used. As can be seen at
once, these topics are extensions of college —level writings with a narrative and descriptive form. In the literature
class, the writing skill is developed through the use of paragraph writing, summarizing etc. With the belief that
students write better when they are involved and can draw on their own experiences, such topics as the
University Cafeteria, First Day in the Campus, University Library, Summer Vacation and the like are used. As
can be seen at once, these topics are extensions of university level writings with a narrative and descriptive form.
In the literature class, poems are read of the images and work is done on thematic analysis of imagery and style,
critical appreciations, etc. As is apparent, these require a mode of writing totally different from what they
practice in the remedial language class. This is Mike Rose’s central concern to create an awareness of the fact
that academic writing at the university level is totally different from the writings done at the pre-university level.

For me, the shock came when I received an assignment from the students titled: Comment on Blake’s
imagery in “London.” The majority of the students labored hard on a summary of the poem ending with
descriptions of a few of the images used by Blake. The answers were well-divided into introduction, exposition
and conclusion, but contained few analyses of the images which was what I wanted. As I was teaching the
Language course to the same group of students, this made me pause and try to discover the underlying reason for
this failure. After much thought and discussion, I realized that the students were practicing one mode in the
language class, while they were required to use different kinds of mode in the literature class. They have never
been taught that different modes are required for different kinds of writing with the result that my shocking
experience was not a rare one as I later discovered from discussions with my colleagues.

One of the essential differences between narrative and analytical writing lies in the higher cognitive
level required in the later. To indicate the cognitive level required in analytical writing. Vygotsky’s classification
of the three phases leading to concept formation can be used. Vygotsky classifies the three phases as (i) the
initial syncretic stage,(ii) the thinking in complexes stage, and finally (iii) the true---concept formation stage.
The final development is from complexes to concepts; complexes collect related objects while concepts express
abstract logical relations. Vygotsky further distinguishes between ‘spontaneous’ concepts-----those which are
formed as a result of ordinary, day-to-day experiences-and ‘scientific’ concepts ,which are formed largely in
conjunction with instruction .As is apparent, analytical writing requires the formation stage i.e.. to form abstract
principles in relation to instructions. For example, in the assignment on Blake‘s imagery mentioned earlier, the
required task was to analyze the imagery and discover the underlying pattern and its effectiveness in the poem.
This requires a leap from the concrete images to the abstract principles involved in it-a basically inferential
process.

A study of the problem reveals the following drawbacks on the part of the students which need to be
eliminated:-

(a) The basis of the problem for the students lies in their unawareness of the difference between
narrative/descriptive writing (what they learn and practice before coming to the University, and the
analytical writing (which they are required to do this in the university). There is a gap between Higher
Secondary school writing and university academic writing, which can be filled up through remedial writing
classes.

(b) Students remain unaware that analytical writing asks questions which are different from those asked in
narrative modes.

(c) Analytical writing is inferential and most of the students are very weak in making inferences. Andrea
Lunsford gives a good analysis of this problem at length and advances some very helpful solutions.

(d) Till coming to the University the students learn to absorb the store information in their minds in narrative
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structures and as it is simple, they tend to use it all the time.

(e) Students lack the confidence to think out things for themselves and rely on others’ opinions-teachers,
critics and the like. Hence, they do not think through a problem to form their own ideas but rely on critical
writings which are easily available.

Findings

Keeping these drawbacks in mind some suggestions are forwarded for teaching of analytical writing to students
of literature through remedial language classes. But before going into these proposed assignments, a couple of
cautionary remarks may be necessary with regard to writing assignments which must be realistic and
motivational. This can be accomplished by using materials from literature they are studying in other classes for
their language class. It is of little use to teach definitions to students of literature with examples from physics or
Chemistry as is found in Metaphysical poetry. Only when the students find direct links between what they learn
in the writing class and what they do in their literature classes, they deem it worthwhile to work hard in
developing their language skills. The following exercises can be used in language class to emphasize the kind of
writing they are required to do for their Honors classes:-

(a) One of the basic problems for students is making inferences and analytical writing is basically inferential. A
simple basic way of teaching this is to use a character from a play or novel, discuss his actions and draw out a
feature of the character. For example, the first couple of pages from Dickens’s “Great Expectations” are read by
the students; the teacher asks them questions pertinent to the discovery of the characteristic features of Pip
revealed in these passages. The teacher must avoid questions leading to descriptions of the scene.

(b) The next step is to introduce the concept of analytical writing and an exercise in two parts is very helpful for
this. Students are asked to read an incident from a novel or a scene from a play and then write a description of it.
E.g. the Christmas dinner scene in Ch. 4. of Great Expectations . After the descriptions are written, the students
are asked to analyze the scene using their descriptions as the basis.

This will create problems and most probably result in summaries. Then the teacher can go through the
assignment step by step revealing the points of analysis .E.g. in the above mentioned scene, the behavior of uncle
Pumblechook or Mrs. Gragery or Joe can be analyzed to discover the kind of people they are. The teacher can
show how to analyze, ask questions which are different from those in descriptions and how it reaches beyond the
surface to discover casual relations. This will come as quite a surprise to the students and serve to capture their
attention.

(c) At this point, a few critical essays on the piece under discussion can be brought in and presented to the
students as samples of this kind of writing.

(d) After this initiation the various aspects of analytical writing can be practiced, not as structures but strategies
for thinking and inferring. For example, a number of things can be done with the assignments on Blake’s
imagery mentioned earlier. Different literary terms can be used to teach defining e.g. image, metaphor, simile,
from the poem ‘London’. Then classification can be practiced by classifying the images into visual, auditory,
aural etc. Comparison and contrasting can be done through these very images and by bringing in some others
from Blake’s other poems. All these must be done carefully so that they do not take on the appearance of
meaningless grammatical exercises-hence the insistence on materials from their literature courses.

(e)To develop the inferential skill, one of the best in class-activities is pair-work. An inference needs to be
questioned and proved and this can be done by students’ reading out to each other and questioning the
assumptions and proofs of each other. This will train them in questioning as well as supporting their ideas with
evidence from the text.

Peter Elbow in writing with power, comments on dialogues: “Dialogues are specially useful if you have
trouble writing analytically (which means you probably have trouble writing essays and reports).”11Writing a
dialogue produces reasoning, but produces it spontancously out of your feelings and perceptions. He also says
that it produces assertions, supporting reasons, and evidence—all of which are essential to analytical writing for
literature. EIbow suggests writing in the form of dialogues, but

it is much more stimulating to talk with a real person whose reactions cannot be predicted. Hence pair-
work is ideal for stimulating analytical thinking and writing.

(f)Free-writing is also needed for analytical writing as the latter explores relations not only within the text but
also with whatever the student has read up till then.

Hence, free-writing will help to bring out the various in formation, ideas, impressions and arguments
stored in the mind and of which the student may be absolutely unaware. The stored materials will usually come
out in a narrative form and the prose will be writer-based, but then it can be transformed into reader based prose
of analytical writing. Students will find it easier to expand and transform their thoughts when they have them
written down from their view point.

(g)Analytical writing can also be motivated and stimulated by the use of debates in the class room. Once a month,
a debating contest can be set up between two teams with the other students working as judges. A debate makes
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one see all sides of an issue, question one’s own as well as opponent’s assumptions, think through an idea,
develop the power of reasoning and come up with evidences. All these help to stimulate analytical thinking. The
topics should be related to the study of literature.

(h) In order to practice analytical writing through Shakespearean tragedy “Romeo and Juliet” the teacher as a
facilitator can use color coded graph paper to show different characters’ position in different scenes. He will
design the text into different segments in order to make the students apprehend the concept of love and the
consequences of it. Next, teacher will introduce the Petrarchan love sonnet and its influence on Romeo’s life
through the introduction of love at first sight. By the time the students are approaching the end of the play, they
are bound to have thought about what lovers are prepared to do rather than living without each other. Then the
teacher will make the students divide into two groups and conduct a debate on the topic as to how the tragedy
could be avoided:

i) The stars had been in a different configuration when Romeo and Juliet were born.

ii) Romeo had been less impetuous and waited instead of taking poison so quickly.

iii) Juliet had refused to take the poison.

iv)The two families had sought to be reconciled instead of keeping to their old quarrel.

Edward Albee says,”The meaning of this play is intimately linked with what it is, and it therefore suffers from
being paraphrased. This is one reason for our recommendation that teachers try to have their students put the
play on, in a more or less elaborate form. Its small cast, almost bare set, and simple language make it ideal for a
full-scale performance, where it is possible and desirable. Even a minimally staged reading performance in the
class, however, will convey something of its dramatic quality and allow students to appreciate the force of its
imagery, as well as its humour and irony.”12

Conclusion
These suggestions are forwarded as some ways of dealing with the problem of teaching analytical writing and to
create an awareness of the existence of the problem.

As the above discussion shows, the inability of the students to express themselves well in their literature
class arises not from any innate disability, but simply from ignorance of what is required. Teaching writing is a
difficult job and even a wide array of curricular approaches lead to comprehensiveness to cultivate in depth
knowledge more so at the university level but a clear knowledge of the need of the students surely helps in
coping with the situation. Teaching writing in literature classes can hardly be overwhelming; if taught with care
and interest and understanding. The students will easily learn analytical writing and this will increase their
appreciation of literature itself. At the same time, it is to be remembered that teachers can only guide and show
the way, and it is up to the students to master the art with hard labour. What is spectacular about the article is its
integrity and fidelity to three core dimensions: Teachers and students with the exposure of cognitive strategies
coupled with comprehensive model of writing, instructions including language instruction, promising in
improving the writing skills of mainstreamed adolescent ELLs of an intermediate level of English proficiency .It
should be worthy of further practice and application of those strategies in reading and writing analytical treatises.

Finally, it is uncertain whether the first year learners will persist over time. Because many educational
interventions are vulnerable to fade out (Heckman, 2008), it is critical to study the long-term effects including
rates of high school graduation and graduation enrollment.

In many respects, it is possible that ELLs’ limited English language proficiency (including lexical,
morphological, syntactic, and discourse knowledge) may have undermined their ability to have access to some of
the strategies and to use them appropriately is the crying need.
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