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Elementary

Use

English  Pronunciation in
Elementary is for learners of elementary

level and above. The material is
addressed to the individual learner who
may be working alone, but it can also
be used in the classroom.

This book covers all aspects of
pronunciation including individual
sounds, word stress, connected speech
and intonation. English Pronunciation
in Use Elementary recognises the
importance of pronunication for
listening as well as speaking and learners
are provided with both receptive and
productive practice.

English  Pronunciation in Use
Elementary

* 50 easy-to-use two-page units:

explanations and examples of key

English
Pronunciation

n
Use

Roshd &
Teachers

in Use

pronunciation points are presented on
left-hand pages with arange of exercises
on facing right-hand pages.

* Audio components: all the examples
and exercises are recorded and available
on audio CD.

* Clear model for repetition: a single
British accent is used as a model for
learners to listen to and repeat.

* Exposure to different accents:
learners are given the opportunity to
listen to a range of different English
accents and learn about their similarities
and differences.

* Additional reference section:
including fun exercises to practise
phonemic symbols, a guide for speakers
of specific languages, exercises
on minimal pairs and a glossary of
specialised terms.

* Learner-friendy answer key.
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enough for the other person to understand
and to fit into the flow of conversation.

Language students can develop speaking
skills in classroom contexts. Their skills
will not match those of native speakers
nor of speakers who acquired their skills in
real-language situations, but they can learn
to convert their thoughts into the second
language and to express them in ways
comprehensible to native speakers (Chastain,
1988).
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The Oxford ESOL Handbook

The Oxford ESOL
Handboolk
The Oxford EsoL

Hondboolke

The Oxford
ESOL Handbook

This series is designed to provide a source
of reference for both language teachers
and teacher trainers. Each title is intended
to serve both as a basis for courses and
seminars, and as a longerterm reference
text for the working teacher’s bookshelf.

The Oxford ESOL Handbook

The Oxford ESOL Handbook provides

a practical ‘toolkit’ which helps teachers

promote effective language learning

among migrants and refugees who have

come to settle in countries where English

is the national language. The focus is

on practical techniques and activities,

underpinned by the latest thinking in

linguistics, to enable teachers to develop

their teaching skills.

— shows new teachers what they need to
know

— allows existing teachers to check their
knowledge of recent developments,
approaches, and issues

— covers the backgrounds, characteristics,
and experience of learners

— raises awareness of how the first
language impacts on any subsequent
language acquisition

— fosters knowledge of how English
works and how this can be applied in
the ES (O)L context.

t
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charged language, slang, and ellipses.
6. Extensive monologue: it is used at
advanced levels. Students are called on
to give monologues in the form of oral
reports, summaries, or perhaps short
speeches (Brown, 2001).
to Hadley (2003), the

appropriate teaching strategies are likely

According

to vary depending on students’ level
of proficiency but at all levels teachers
should provide opportunities for students
to practice speaking in a range of contexts
likely to be encountered in the target
culture with a range of functions in dealing
with others in the target culture (cited in
Mirhassani & Ghaemi, 2007).

Sayer (2005) believes that with the
emphasis that communicative language
teaching places on oral production, by the
time most students reach intermediate level
they can produce fairly extended spoken
discourse. Course designers and teachers
should employ a repertoire of role-plays,
gap tasks, and the like, whereby students are
initially guided through the conversation
aided by role-cards, diagramming, or
other types of prompts. As the students’
level increases, they are gradually given
fewer cues, and must substitute more
spontaneous language use for prescribed
exchanges. Such techniques are inarguably
a good way to get the students to practice
speaking, which in turns would help them
to develop their ability to produce coherent,

fluent sentences.

Gaidlines for Teachers to Design
Speaking Activitis

For teachers to help students acquire

fluency in speaking, they should:

1. use techniques that cover the spectrum
of learner needs, from language- based
focus on accuracy to message-based
focus on interaction, meaning, and
fluency;

2. provide intrinsically motivating

techniques;

3. encourage the use of authentic language
in meaningful contexts;

4. provide appropriate feedback and
correction;

5. capitalize on the natural link between
speaking and listening;

6. give students opportunities to initiate
oral communication;

7.encourage the development of speaking

strategies (Brown, 2001).

Conclusion

According to Lindsay and Knight (2006),
speaking is a complex process which
involves constructing a message in a form
that other people can understand, and
delivering the message using the correct
pronunciation, stress, and intonation.
Speaking also involves interaction. To do
this learners need to be able to respond to
what other people say, and use the language
appropriate for the situation they are in and
the person they are talking to. At the same

time they need to be accurate and fluent
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stilted, bookish quality of speaking that in
turn stigmatizes them.

4. Performance variables: one of the
advantages of spoken language is that
the process of thinking as you speak
allows you to manifest a certain number
of performance hesitations, pauses,
backtracking, and corrections. Learners
can be taught how to pause and hesitate.
In English, our thinking time is not silent;
we insert "fillers" such as wh, um, well,
you know, I mean, like, etc. One of the
most salient differences between native

and nonnative speakers of a language is in

The ability to function in
another language is generally
characterized with the ability to
speak that language.

their hesitation phenomena.

5. Colloguial language: speaking
include a lot of colloquialism. Teachers
should make sure that students are
reasonably acquainted with the words,
idioms, and phrases of colloquial language
and that they get practice in producing
these forms.

6. Rate of delivery: speech is produced
under the pressure of time. One of the
teacher's tasks in teaching spoken English
is to help learners achieve an acceptable
speed along with other attributes of
fluency.

7. Stress, rhythm, and intonation: the

Paralinguistic Features of speach are

No.2.Winter.Vol.24

among the most important

characteristics of English pronunciation.
They convey important messages in oral
communication.

8. Interaction: learning to produce
waves of language in vacuum, without
interlocutors, would rob speaking skill
of its richest component: the creativity
of conversational negotiation (Brown,

2001).

Types of Classroom Speaking
Performance

Seaking in language classes can take
different forms:

1. Imitation: it is not used for the purpose of
meaningful interaction, but for focusing
on some particular elements of language
form.

2. Intensive drill: it is used for practicing
phonological or grammatical aspect of
language.

3. Responding: short replies to teacher-
or student- initiated questions or
comments.

4. Transactional exchanges: an extended
form of responsive language for the
purpose of conveying or exchanging
specific information.

5. Interpersonal dialogue: it is carried
out more for the purpose of maintaining

the

transmission of facts and information.

They

colloquial

social relationships than for

involve a casual register,

language,  emotionally



Rehearsal: getting students to have
a free discussion gives them a chance
to rehearse having discussions outside
the classroom. Having them take part in
a role-play at an airport check-in desk
allows them to rehearse such a real -life
event in the safety of the classroom. This
is not the same as practice in which more
detailed study takes place; instead it is a
way for students to 'get the feel' of what
communicating in the foreign language
really feels like.

Feedback: speaking tasks, where students
are trying to use all and any language they
know, provides feedback for both teacher
and students. Teachers can see how well
their class is doing and what language
problems they are having. Students can also
see how easy they find a particular kind
of speaking and what they need to do to
improve. Speaking activities can give them
enormous confidence and satisfaction,
and with a sensitive teacher guidance can
encourage them into further study.

Engagement: good speaking activities
can and should be highly motivating. If
all the students are participating fully—
and if the teacher has set up the activity
properly and can then give sympathetic and
useful feedback, they will get tremendous
satisfaction from it. Many speaking tasks
(role-playing, discussion, problem-solving,

etc) are intrinsically enjoyable for students.

The Reluctant Speaker
One of the challenges that teachers

should face in speaking classes is the

students reluctance to speak. According to

Nunan (1999), this reluctance may be due

to cultural factors, linguistic factors, and/

or psychological/affective factors.
To deal with reluctance six strategies are
proposed by Tsui:

1. Lengthening the amount of time between
asking a question and nominating
someone to respond.

2. Improving questioning techniques.

3. Accepting a variety of answers

4. Giving learners an opportunity to
rehearse their responses in small groups
or pairs before being asked to speak up
in front of the whole class.

5. Focusing on content rather than on form.

6. Establishing a good relationship with
the students (cited in Nunan, 1999).

What Makes Speaking Difficult?

Speech has certain characteristics which
makes it difficult for second language
learners. There are os fallows:

1. Clustering: fluent speech is phrasal,
not word by word.

3. Reduced forms: contractions, elision,
reduced vowels, etc., all form special
problems in teaching spoken English.
Students who do not learn colloquial

contractions can sometimes develop a
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Therefore, communicative competence
includes linguistic competence and a range
of other sociolinguistic and conversational
skills that enable the speaker to know how
to say what to say and when.

Thornbury (2006) is more specific in
outlining the basics for an acceptable
level of fluency in the context of language
clasrooms. The elements he mentions are
as follows:

1. A core grammar: This is probably
much less extensive than the full range
of structures taught in the course since
coursebook grammar is essentially
a grammar of writing (a grammar of
sentences), not of speaking (a grammar of

utterances).

One of the advantages of spoken
language is that the process of
thinking as you speak allows you
to manifest a certain number of
performance hesitations, pauses,
backtracking, and corrections.

2. A core vocabulary of 1000 to 1500
high frequency items: these will cover
90% of day-to-day needs.

3. Some strategies: to cover gaps in
knowledge as well as to reduce thinking
time: some common vagueness expressions,
such as a thing, that stuff, ...or something.

4.Some standard backchannel devices:
the things we say when we are listening
to another speaker, such as really? You're
kidding! etc.

No.2.Winter.Vol.24

Moving beyond survival communication
needs special attention to the way speech
is structured by the speaker. In this respect,
Bygate (1987) suggests that conversations
can be analyzed in terms of routines.
Routines are conversational ways of
He discusses

presenting information.

two types of routines: information
routines (what Nunan called transactional
language), and interactional routines.

Transactional (information) routines
contain frequently recurring types of
information structures. These can be
subdivided into routines that are basically
expository in nature (for example telling a
story, describing something, and giving a
set of instructions, making a comparison),
and those that are evaluative (giving
an explanation, making a justification,
predicting, coming to a decision).
Interactional routines can be subdivided
into service encounters (for example, a job
interview) or social interactions (a dinner
party, and a coffee break at work, etc.) For
foreign language speakers, routines can
be crucial in facilitating comprehension.
By learning prefabricated fillers, and
conversational patterns, learners can
outperform their competence (Mirhassani
& Ghaemi, 2007).

According to Harmer (1998), there are
three basic reasons why it is a good idea to
give students speaking tasks which could
provoke them to use all and any language

at their command.



How

to Teach $Speaking

Seyed Mahmood Tabatabaei, Ph.D in TEFL

Iran University of Science and Technology

Introduction

One of the basic problems in foreign
language teaching is to prepare learners
to be able to use the language. How this
preparation is done, and how successful
it is, depends very much on how we as
teachers understand our aims. For instance,
it is obvious that in order to be able to
speak a foreign language, it is necessary
to know a certain amount of grammar
and vocabulary. Part of a language course
is therefore generally devoted to this
objective (Bygate, 1987).

Speaking a language involves more
than simply knowing the grammar and
vocabulary of the message. In other
words developing language skills requires
more than grammatical comprehension
and vocabulary memorization (Chastain,
1988).

Nunan (1999) believes that the ability to

function in another language is generally

characterized with the ability to speak that
language. He also believes that one needs
to know how to articulate sounds in a
comprehensible manner, have an adequate
vocabulary, and also gain the mastery
of syntax in order to be able to speak in
another language. These various elements
add up to linguistic competence. However,
while linguistic competence is necessary,
it is not sufficient for someone who wants
to communicate effectively in another
language. The notion of communicative
competenceincludes linguistic competence
and beyond that according to Richards,
Platt and Weber (1985), it includes:
1. Knowledge of rules of speaking, such
as how to start or end a conversation
2. Knowledge of how to use and respond
to different types of speech acts, such
as requests, apologies, and thanks.
3. Knowledge of how to use language

appropriately
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Teaching and
Learning in
Close-up

Speaking seems to be the most desired but the least practiced skill in EFL contexts.
There are a number of reasons why speaking does not receive the attention it deserves.
The most important one might be the lack of enough opportunities for learners to speak
outside the classroom. In addition to this limitation, too much emphasis on formal
features such as vocabulary and grammar as a prerequisit for reading comprehension

as the highly emphasised skill in the curriculum of English as a foreign language often
leads to poor students’ performance in oral communication. In the following article,

the author has tried to introduce certain aspects of the speaking skill which need to

be considered by teachers in teaching speaking. The article starts with a focus on oral
competency and what teachers can do to help reluctant students have more contributions
to classroom interaction. The focus then shifts to the challenging features of speech
followed by the type of speaking activities in language classes. The article ends up with
some guidelines to teachers in designing speaking activities.
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IT What You Need to Know)

(<) 3. PROVERBS

- I think our new neighbor is a true pain in the 3
neck. She never looks friendly.

- You are judging a book by its cover again,

Emilie. Yesterday she brought me her home-
made cookies and asked me to give you some, too.

Here! They’re delicious.

(Don’t form an opinion about something

based on appearance alone)

(<) 4.JOKES

A Sunday school teacher asked the children just
before she dismissed them to go to church, “And

why is it necessary to be quite in church?”’ Annie

replied, “Because people are sleeping.”
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Brainteasers: Paired Letters!

In each of these puzzles, there are two double blanks. Fill in the blanks with the same pair
of letters to complete an English word. For example, use the letter-pairacinb__ckp k
to make the word backpack.

#1 v_ _lat_ n #6 who sa #11 s de #16 ¢_ kb k
# h_dw_ e #7 p_ _sev_ e #12  od 1k #17 a__mo
#3  rses_ e #8 tr  _bad #13 p_dl_ #18  at

#4 a_ a_ _a #9  da_ ted #14  p_  zard #19 s ur_ e
#5 s tim_ _t #10 d_ _tingu _h  #15 h_ g lin #20 lo i

I What You Need to Know
1. SUPERSTITIONS
According to tradition, a person cannot be lucky
at everything. If he is lucky at cards, he will be

unlucky at love.

- I don’t know why my lottery ticket never wins.

<

I used to win every game I played when I was : “,
younger. e,
- Well, that’s because you are lucky at cards, but unlucky at

love. You can’t have it both ways.

\ someone’s L
?“\-..,.......,._. e
e,

2. IDIOMS

'“\"\\\

=

_ (fool someone)

\3,( \ ":j-_ When Jonnie answered Mr. Smith’s question
(M\L’ﬁ.h,.‘_ } (I wrongly, everyone clapped. He thought his
ﬂ £ answer was correct so he became happy, but later
" his friends told him they were pulling his leg.

They told him his answer was entirely wrong!

.
.
.......
DAY .
------------



be obtained not just by extending voting rights but also by ensuring that there exists a
fully-formed public opinion, accomplished by effective communication among citizens,
experts, and politicians, with the latter being held accountable for the policies they
adopt.

Dewey’s educational theories were presented in «My Pedagogic Creed» (1897), The
School and Society (1900), The Child and Curriculum (1902), Democracy and Education
(1916) and Experience and Education (1938).

His recurrent and intertwining themes of education, democracy and communication
are effectively summed up in the following excerpt from the first chapter, “Education
as a Necessity of Life”, of his 1916 book, Democracy and Education: an introduction
to the philosophy of education: “What nutrition and reproduction are to physiological
life, education is to social life. This education consists primarily in transmission through
communication. Communication is a process of sharing experience till it becomes a
common possession.”

Dewey was a relentless campaigner for reform of education, pointing out that the
authoritarian, strict, pre-ordained knowledge approach of modern traditional education
was too concerned with delivering knowledge, and not enough with understanding
students’actual experiences.

Dewey was the most famous proponent of hands-on learning or experiential education,
which is related to, but not synonymous with experiential learning. Dewey went on to
influence many other influential experiential models and advocates. Many researchers
credit him with the influence of Project Based Learning (PBL) which places students in
the active role of researchers.

Source: http://en.wikipedia.org/wiki/John Dewey

No Comment?
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SPORTS EQUPMENT . 490
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This is a new section added to ETFun. Teaoocr ~§115
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From now on, No Comment brings you a i .1'5 =

cartoon in every edition of the Roshd FLT
Journal. Though these cartoons are already
telltale, we invite you all to send us (etfun@

roshdmag.ir) your interpretations in a short o -
Teaching mathematics in government schools today.

paragraph. Your name along with your

comment will be published in the same section in the subsequent edition of the journal.
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6. Put your words where your mouth is! You may decide to show your students you
are the only authority in your class! Apart from the point that this is not an accepted
educational policy, your decision, whatsoever, may not be a correct one. If you try to apply
your decision, that would be a historic blunder. If you choose to forget what you have
told your students you will do, your authority will undergo serious questions. Teaching is
a matter of making appropriate decisions in hard times. The solution to this issue is this:

keep calm all the time and say what you should, will, and can actually accomplish!

7. Remember: students are always smarter than what we may think. There are times
when we, teachers, may think we understand things more than our students do. We may
say or do things we think students do not notice: well, let me tell you something: this is
the time when we do not deserve to be called teachers. As a general principle, students are
always smarter than what we think: respect their intelligence!

OK, then! Done! These seven tips are key tips for every teacher; however, it should be
born in mind that no two classes are identical. Different students and classes have their

own proclivities. Consequently, modification of these tips is inevitable.
Close up!
John Dewey

John Dewey (October 20, 1859 —June 1, 1952) was an
American philosopher, psychologist, and educational
reformer whose thoughts and ideas have been highly
influential in the United States and around the world.
Although Dewey is best known for his works on
education, he also wrote on a wide range of subjects,
including experience and nature, art and experience,
logic and inquiry, democracy, and ethics.

In his advocacy of democracy, Dewey considered
two fundamental elements—schools and civil
society—as being key areas needing attention and
reconstruction to encourage experimental intelligence

and plurality. In the necessary reconstruction of civil

society, Dewey asserted that full democracy was to

No.2.Winter.Vol.24 ;



some of your mischievous students will never find a chance to drive you up the wall!

2.Show you are funny in the second place, but first be serious. Although this tip depends
on the age, gender, and characters of your students, experience shows that students prefer
to have a teacher who is funny. Being funny and saying jokes are great tactics to attract
students, but one should not take them, mistakenly, as final goals. Make students wait for

funny moments, but do not make them wait for moments when you actually teach!

3. Students follow you, so let them take what is believed to be a virtue. As a generally
true asset of every classroom, keep in mind that you will make a pattern for students
whatever you do/say something. Your being punctual will encourage the students to be
punctual as well, for instance. So, be on time and be on time all the time. This point is also
true for you other activities. Dress casually and you will have casually-dressed students;
be relaxed and your students will feel comfortable in your class. You can use this principle

to pursue what you think is good for your students.

4. Punishment is for one; encouragement for all. Some teachers, unintentionally, take
their classrooms as a unit in the army! That is why such teachers apply group punishment
for a mistake committed by one student only. Contrary to disciplines in army, which entail
total obedience by those who are ranked lower, education is founded on total respect for
each and every individual no matter where they are put in the hierarchy of education.
Teachers, therefore, are encouraged to respect each and every student’s right.
Group punishment disappoints students while benefits of group encouragement

are unbelievably immense!

5. Be flexible but not whimsical. You need to

be flexible, sometimes, so that you do not look
rigid and too strict. However, you should
not change your decisions over and over
again. This makes you sound whimsical
in the eyes of your students. If this feeling

is aroused in your students, they will lose
faith in you, and as a result, no matter how
hard you try, your attempts to teach them will

not be fruitful enough if not totally in vein.
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Marriage is the one subject on which all women agree and all men disagree.
- Oscar Wilde

Common sense is the collection of prejudices acquired by age 18.
- Albert Einstein

Nationalism is an infantile disease. It is the measles of mankind.
- Albert Einstein

He knows nothing; he thinks he knows everything - that clearly points to a political career.
- George Bernard Shaw

Most people do not pray; they only beg.
- George Bernard Shaw

Reason has always existed, but not always in a reasonable form.
- Carl Marx

Teaching Tips

Teachers’ behavior in classroom is a very complex phenomenon. One cannot give you
a list of fixed proper teacher behaviors as guidelines. This is because what teachers do/
say is interpreted differently based on many criteria, the most important of which is the
students’ culture. The following is a list of class conduct tips which teachers should try to

localize according to their peculiar contextual demands.

1. Never turn your back to the students.
Psychologically speaking, human beings accept
faces: you do not look at your friend’s arms or
legs when you are speaking to him/her. You
may take a stroll in front of your class, but :
always show your face. Even if you are writing

on the board, you can do it in a way that your

students can see your face most of the times.

Moreover, if you are always facing the class,

No.2.Winter.Vol.24 ;




The Note

Let’s begin with a question this time:

If you could choose a career other than teaching, what would your choice be and why?
For sure, many have already thought about this question. The sad truth is many teachers,
including language teachers, are constantly looking for an alternative or second career.
The reason for this is, in turn, the relatively low job satisfaction among our practicing
teachers. However, job satisfaction is an index to which many variables contribute.

To dig deeper in this issue, we’d be glad to receive your answers to the question at
(etfun@roshdmag.ir).

Quotable Quo'resD ( \

A politician divides mankind into two classes: tools and enemies.

- Friedrich Nietzsche

Convictions are more dangerous enemies of truth than lies.

- Friedrich Nietzsche ( \
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considerable promise for explaining the
process of learning. Intervening in that
process by selecting particular strategies
or batteries of strategies for teaching is
by contrast fraught with dangers, which
are associated with the preparation of
the teachers, the method of teaching, the
cultural background of the students, and
with many variables such as proficiency,
learning style, and the language-learning
task with which strategy use interacts.

Furthermore, we have seen that doing
‘experiments’ to evaluate the intervention
has only been partially successful:

@ Disrupting regular classes to assign
students randomly to treatment group and
control group adds artificiality which as
a result reduces the genralizability of the
result to ordinary classes with regular
teachers.

@ Improvements in language proficiency
caused by strategy training are relatively
weak and only show up on certain kinds
of measures.

@ Cultural preferences in learning
behaviors may be stronger than any
strategy teaching effect.

@ Strategy training might be more

In recent years, there has also been a

shift of emphasis from the identification

and classification of learning strategies
to their application in the language

classroom

effective with lower-proficiency students.

@ Strategy use and motivation to learn
are closely associated, so measures of
attitudinal differences are also needed.

@ None of the studies so far at hand have
looked at the maintenance of strategy use
over time.

® In general, the introduction of
innovation by researchers rather than
teachers may not lead to the desired results

anyway.
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Cognitive strategies are more limited

to specific learning tasks and they

involve more direct manipulation of the

FLT

learning material itself.

channel conversion into diagram form;
while ETR requires a particular kind of
non-directive teacher questioning, and
there is no visual product.

Carrell and her co-workers found that
students using either of these techniques
improved compared to the control group,
but that improvement occurred on different
measures of reading. Thus, multiple-choice
questionsonthetextrevealednodifferences
between the two treatments and the control
presumably the measurement itself was not
sensitive enough. Open-ended questions
favoured both treatment groups over the
control group; a semantic map task with
pre-set gaps like a cloze favoured the ETR
group; and an open-ended semantic map
favoured the Semantic Mapping group.
Furthermore, improvements associated
withthesetechniqueswerecloselyrelatedto
individual differences in preferred learning
styles, as reported on a questionnaire. So, in
sum, this study successfully demonstrated
that metacognitive techniques work, but
that the improvement is not universal,
only noticeable on certain measures of

comprehension, and that it is strongly

No.2.Winter.Vol.24

students’ individual

preferences for learning style. Carrell et

determined by

al. ‘s study was conducted with students
at university following ESL courses, and
was embedded in their normal instruction.
However, the period of the study training
only extended over a few days, and there
was not a large number of students, so — as
the authors fully recognize — the evidence
cannot support sweeping generalizations.
A study by Kern (1989) used various
think-aloud tasks and other measures to
investigate strategy training in learning
words in context among a group of
university students of French. He found that
strategies for learning discourse meaning
were more effective than those for word
or phrase level among these students, and
that strategy training was more effective
with the lower — ability students than with
those of medium or high ability. Strategies
were also more sueful when combined

with other strategies.

Conclusionf&Ilmplications

Itis clear that, although learing strategies,
learners’ beliefs and ‘theories in action’,
and strategy training are very important
elements in the teaching-learning process,
great care has to be exercised in moving
from a descriptive and taxonomic
position to an interventionist one. That
is to say, finding out what students are
actually doing, and why, and in what

circumstances and stage of learning, holds



from the students. This study illustrated
the difficulty of taking a set of ideas from
research and getting teachers to implement
it: there is a training problem, because
teachers usually need rather more than a
couple of discussion sessions to change
their ways of teaching, even for a limited
period; and, more fundamentally, there is a
professional problem, because the impetus
for change so often comes from outside
the teachers and their teaching program
rather than from within it. One can only
speculate what the results might have been
if the impetus to adopt strategy training had
come from the teachers instead of from a
group of research associates. O’Malley
et al. maintain that the locus of this
experimentation has to be real classes with
regular teachers, not imported ‘experts’
or researchers; but their execution of this
policy left a problem which could well

have biased their results seriously.

illeachingdRanticulaigStrategies

A small number of studies have attempted
to obtain evaluative data on proposals for
training students in strategies for particular
skill areas, or indeed in particular
strategies. Also in reading, Carrell, Pharis,
and Liberto (1989) reported a study in
which two ‘metacognitive’ strategies for
reading were compared with each other.
The two metacognitive strategies were a

technique called (1) Semantic Mapping

and another called (2) the Experience-Text

Relationship method (ETR). In Semantic
Mapping, the expected central category of
the argument and their inter-relations are
sketched out graphically before reading
the text, and again after the actual text
has been read through; the two are then
compared. In this sense it is a ‘technical
aid’: students are taught to organize their
thoughts and then their interpretation of the
text in a kind of labeled diagram. Several
advantages are claimed for this technique:
students are able to anticipate what might
be coming, prepare likely vocabulary,
and then compare their expectation with
the actual text. It is essentially a way of
organizing background knowledge and
comparing with  textual
reality. In ETR, a dialogue is established
between the teacher and the student first

about the studetn’s own background

expectations

knowledge relevant to the topic, second
about the text, usually read in sections,
and third about the relationship between
student experience and information
contained in the new text.

Needless to say, both these techniques
may be viewed both as student strategies
and as teaching techniques; as the latter,
they are quite familiar from many modern
reading textbooks under the heading of
‘per-text exercises’. The two are similar,
in that they both emphasize pre-reading
review and post-reading comparison; they
are different in so far as Semantic Mapping

demands a visual product_a translation or
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training was integrated with instruction in
three language tasks.

O’Malley et al. (1990) compared the
improvement on the language tasks in
three groups, and related these to the
strategy training. On the speaking task,
the group given training in all three kinds
of strategy improved significantly more
than the control group, with the group
given training only on cognitive and
social-affective strategies somewhere in
between the two. To obtain such a result
in such a short trial (eight days of training
presumably ten or eleven calendar days
only, separating the pretest from the post
test) is remarkable. It is possible that the
gains achieved might have reflected the
unfamiliarity of the task on pre test, and
not the students’ general oral proficiency,
but this could not explain the differences
in improvement in the three groups.

On the

improvement could be attested, perhaps

listening task, no overall
because the tasks were too difficult, or
perhaps because the reminders to use the
taught strategies for listening were omitted
early in the training. There were some
improvements in particular tasks.

On the vocabulary task no overall
improvement by group were found-but
there was, so to speak, a cultural difference.
The Asian students in the control group
used rote repetition, and the Asian students
in the strategy training groups resisted

the training, preferring to use what was

No.2.Winter.Vol.24

natural to them: the control group was
more successful. By contrast, the Hispanic
students in the strategy training groups
improved more than the Hispanic in the
control group, apparently preferring to
learn alternative strategies. This result
strongly underlines the warning sounded
by Politzer and McGroarty concerning the
cultural bounds of learning strategies and
the risks of interfering with them.

The second study, by Chamot, Kupper,
and Impink-Hernandez (1988, quoted
and described in detail by O’Malley and
Chamot, 1990: 175-84), attempted to
evaluate the effects of persuading regular
teachers of Russian and Spanish to add
into their regular classes a component of
learning strategy instruction. The method
of evaluation used in this study was
not improvement in the students’ actual
language proficiency, as in the previous
study, but observation by the researchers
The

researchers discussed the typical learning

of particular language classes.

strategies of the students with the teachers
beforehand. Learning strategies to be
focused on in the classes on listening and
reading comprehension and oral skills
were selected, and the teachers devised
lessons integrating this learning strategy
component in the normal teaching.
Observations showed that the teachers were
able to incorporate the learning strategy
training, but did so in a number of different

ways and with rather varied acceptance



While some of the class time was

being used for the strategy training and
awareness-raising activities in this way,
they comment that the activities were
not intergated as fully with the language
training as the interventionist program.
Wenden’s method of evaluation was by
questionnaire, and by noting attrition rates:
in fact a majority of the students did not
want to continue the strategy training, and
the questionnaire responses indicated that
they saw it as irrelevant. They describe
the participants as ‘resistant’. One group
that did persist did so mainly for the extra
language practice it afforded. Subsequent
modification of the course to integrate it
more fully into the language training was
apparently more successful in retaining
the students’ interest, but there was no
attempt to evaluate its effectiveness either
in raising the students’ awareness of the
issues or in improving their handling of
the language material.

Following this
study, O’Malley and his associates; (1990)

performed two important studies, one

rather disappointing

with learners of English and one with
learners of other modern languages. These
studies were more complicated and better
controlled. The intention was to discover
what effect limited training about strategy
use might have on students learning in a
relatively normal classroom environment.
In the first study, they used 75 students
enrolled in

suburban high schools,

mainly from Spanish-speaking and Asian
countries, with about a third from other
language backgrounds. They divided the
group into three subgroups, preserving the
mixture of language, background and age
(a ‘nested random sample’). One subgroup
received training in  metacognitive,
cognitive, and social-affective strategies;
one in cognitive and social-affective; and
one acted as a control group, directed to
do whatever they normally would with the
material. Students were taught in groups
of eight to ten. This procedure, while
necessary for the experimental method,
effectively destroyed the students’ normal
class membership, so the relevance of
the results for ‘normal classes’ can be
questioned. The strategy training continued

for a class hour per day for eight days. The
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InterventionisEStudies;

We now turn to the available evidence

concerning teaching language students to
adopt some kinds of strategy or approach
to learning, so that they might improve
their language-learning performance. The
descriptive studies have raised profound
concerns about whether we know enough
about learning strategies to warrant
their incorporation in explicit teaching
programs. However, some studies of
individual strategy use have taken an
explicitly  interventionist  approach,
reporting considerable success.

It is convenient to divide the studies
into the effect of teaching strategies on a
general group and on specific group. In
the general group we shall look at studies
which have aimed at teaching strategies
for overcoming a number of learning
problems encountered in several aspects
of language learning; in the specific group
we shall review what has been learned
from attempting to teach particular
strategies for, say, reading comprehension
or vocabulary learning. In both groups the
central questions remain the same:

I Can strategies be taught?

I Do students use the taught strategies?

B Do students who use the taught

strategies perform better (than previously

or than other students not so taught)?

Teaching strategies involves a number of
decisions. Not all the research on strategy

training has taken the same approach. In

No.2.Winter.Vol.24 ;

general, seven kinds of decision have to be
considered:
1. Discover the students’ strategies first
or present the new strategies first.
2. Teach strategies and language together
or not.
3. Be explicit about the purpose of
strategies or not.
4. Develop a course of training or a one-
off lesson.
5. Choose the appropriate teaching
techniques.
6. Choose a method of evaluation:
task,

maintenance of strategy use after training,

improvement on  learning
transfer of strategy to new situations.

7. For an investigation of the strategy
teaching, design an appropriate form of
study: random assignment of students
to tasks, control group and control
activities, and

product measures

affective measures, etc.

Genenral¥lzaining:

Wenden and Rubin (1987) report a study
involving students on an intensive seven-
week American language course, on
which two of the twenty hours per week
were devoted to discussion of language
learning. These discussion hours were in
fact planned as strategy training, through
comprehension exercises and discussions
based on texts for reading and listening
passages, with homework consisting of

practice tasks and focused diary writing.




pronunciation, less again for listening
comprehension, social communication, and
following instructions. This is consonant
with the popularity of the simple, non-
of

and note-taking. O’Malley comments

manipulative  strategies repetition
that one reason for the prevalence of
vocabulary, pronunciation, and oral drills in
provoking strategy use could have been the
preponderance of these kinds of activities
in the teaching they were receiving. One
might add that task requirements are
very influential in the choice of strategy:
O’Malley’s
appear to have precluded the study of this

methods of investigation
variable. It has to remain open if these
students would, for example, have used a
sophisticated elaborative strategy on the
new vocabulary if the teaching method
had required a more analytical approach,
or whether they could not have responded
in kind, at these low stages of proficiency.

These learning strategies are notable for
one quality: they are decontextualized.
O’Malley and Chamot’s method of data
collection attempted to avoid this by asking
questionsinthe studentinterviews according
to a strict sequence organized in terms of
the nine learning activities selected. But the
interviews took place after normal school
hours, not in any juxtaposition to actual
language-learning sessions, and the nine
learning activities chosen for questioning

do not seem to have borne any systematic

relationship to the kinds of language-

!

N |
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learning tasks employed by the teachers.

Oxford (1990) describes a rather all-
embracing scheme for learning strategy
use, based on virtually all the previous
work which she used in developing the
Strategy Inventory for Language Learning
including almost all decisions taken in the
process of language learning. O’Malley and
Chamot (1990) criticize this work as well
for its attempt at comprehensiveness and
for the consequent removal of the various
strategies so grouped from their original
theoretical and empirical justifications.
Oxford and her co-workers used this wide-
ranging inventory in a large-scale factor
analytic study with military personnel,
discovering a consistent difference in the
use of strategies by males and females.
This issue had not been explored before
because none of the previous pieces of
research used sufficiently large numbers
of subjects to be able to compare any sex-
related variability with general variability.
However, general caveats voiced earlier
in the present text about the reliability of
questionnaire data apply to this as to other
large-scale studies.

Oxford (1990) present six case studies
of classrooms in which various kinds of
strategy-teaching took place. Many of
these are informal and not integrated in
the normal teaching; common criteria for
evaluating the outcomes are not applied;
unfortunately, therefore, the value of these

reports is limited.
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strategies, a quarter were combinations of

metacognitive strategies, and 7 per cent
were combinations of metacognitive and
cognitive strategies. The majority of the
time, of course, was consumed by single-

strategy use.

StrateeyalsefandiRsoficiency;

The beginners reported rather greater
use of strategies than the intermediates. It
is very likely that this reflects the fact that
the beginners were interviewed in their
own language, and were therefore much
more forthcoming.

Both groups reported overwhelmingly
than

strategies; twice as many in the case of the

more  cognitive metacognitive
intermediates and three times as many for
the beginners. However, the metacognitive
strategy use was substantial, and here the
intermediates used more (34 per cent) than
the beginners (27 per cent). Unfortunately,
the researchers do not indicate the
probability of obtaining this difference
in proportions simply by chance, given
this size of the sample; oddly, in such
large-scale study, the numerical analyses
remained crude, and no statistical tests
were performed. We therefore have to
regard this difference between the groups
as unreliable. It would, of course, be
interesting to claim that one thing that
changes as one’s proficiency in a laguage
increases is one’s use of meta cognitive

strategies planning, monitoring, evaluating

— but this study did not establish that as
a fact.

By far the majority of the metacognitive
strategies are concerned with planning
the learning activities, particularly self-
management, advance preparation, and
selective attention. This was comparable
in both groups. Student use of cognitive
strategies also did not differ between the
two groups. In order of frequency, they
fell roughly into four groups (percentages
in brackets):

Repetition, note-taking (+ 14)

Cooperation, clarification questions(£12)

Imagery, translation, transfer,

inferencing (+ 7)

Elaboration, key word, deduction,

grouping, recombination(> 4)

This order of frequency of use appears
to mean that there is a cline of popularity
from the rather mechanical kind of activity,
through the engagement of somebody
else’s help, down to strategies involving a
more active transformation of the material
in a manipulative way. Students, therefore,
used many strategies for coping with the
language material, but the kind of work
they were doing was not of a particularly

efficient or sophisticated nature.

StrategyalUse¥andiDifferentdliearning,
These students reported that they used

strategies of various kinds for vocabulary

learning most, then slightly less for




What happens is that sometimes I cut short
a word because I’ve said it wrong. Then I
say it again, but correctly’.

Delayed production: ‘1 can more or less
understand whatever is said to me now,
but the problem is in talking. I need study
more so that I can talk better. I talk when I
have to, but I keep it short and hope I’ll be
understood’ (Chamot, 2004).

Cognitive strategies are more limited to
specific learning tasks and they involve
more direct manipulation of the learning
material itself. Repetition, resourcing,
grouping,
recombination,

note  taking,
imagery,

key  word,

translation,
deduction,
auditory  representation,

contextualization, elaboration, transfer,
inferencing are among the most important
cognitive strategies that some of them are
elab or ated for further explanation.

Imagery: ‘Pretend you are doing
something indicated in the sentences you
make up about the new work. Actually do
it in your head.’

Auditory representation: ‘When you are
trying to learn how to
say something, speak
it in your mind first.
Then say it aloud. If
it is correct, you can

keep it in your mind

Transfer: ‘For instance, in a geography
class, if they’re talking about something I
have already learned all I have to do is to
remember the information and then try to
put it into English.’

Inferencing: ‘Sometimes all the words of
the sentences make the meaning of the new
word. I think of the whole meaning of the
sentence, and then I can get the meaning
of the new word.’

They analyzed their results in three different
ways, which go some way to answering
some of the questions posed, at least for this
group of students (Chamot, 2004).

SingleiStrategiesfo@Viultiplel@ness

Most interestingly—and consonant with,
for example, Sarig’s work with students
of much higher language-level reading
in English as an L2, one-fifth of all the
strategy uses reported by the students had
to be categorized as ‘multiple use’. In
other words, these fairly low-level students
were using combinations of strategies
for a significant proportion of the time.
Two thirds of these

instances were

combinations

of two

cognitive
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research; what the interviewees said was
stimulated by the interviewer’s questions
and required retrospection, with all of the
attendant uncertainties and difficulties.

Another large-scale project was initiated
and conducted by O’Malley and his
associates in the mid-1980s, largely with
English as a Foreign Language and also
with students of other foreign languages.
Their work had two main components:

1. a development of cognitive learning
theory to encompass second language
learning in order to provide the theoretical
content which they considered was
missing, for example, the Canadian Good
Language Learner work reviewed above,

2. descriptive studies of learning
strategiesused by ESLand otherleanguage
students. O’Malley et al. published a
study (1982) of learning strategy use by
beginning and intermediate ESL students,
which is also reported as Study 1 in
O’Malley and Chamot’s book (1990), and
also written up in a rather briefer form
by Chamot (1987) as her contribution to
Wenden and Rubin’s seminal collection
of papers on ‘Learner Strategies in
Language Learning’.

Using a preliminary list called from the
previous literature, and inspection of the
student interview data, O’Malley drew up
a final list of strategies in three categories:
metacognitive, cognitive, and social-
affective. The full definitions of the list are

given in Chamot (1987: 77), Rubin’s book;

No.2.Winter.Vol.24

on p.33 of the original article by the entire
group; and O’Malley and Chamot (1990:
119-20), so there is no need to reproduce it in
full here. In addition, Chamot (1987: 76-7)

quotes some comments made by the students

in interview, translated from Spanish (so
presumably they were beginners), which

illustrate the strategy categories.

The term metacognitive is a term used
to describe arange of strategies which
require planning for learning, thinking
about the learning process as it is taking
place, monitoring of one’s production or
comprehension, and evaluating learning
after an activity is completed. Among
the main metacognitive strategies, it is
possible to include advance organizers,
directed attention, selective attention, self-
manggement, functional, planning, self
monitoring, delayed production and self-
evaluation.

Self-management: ‘I sit in front of the class
so I can see the teacher’s face clearly’. It’s a
good idea to mix with non-Hispanics, because
you’re forced to practice your English. If you
talk with a Chinese who is also studying
English you have to practice the language
because it’s the only way to communicate.’

Advance organization: ‘You review
before you go into class. You at least look
through each lesson. I don’t try to totally
understand it; I look over it.’

Self-monitoring: ‘... 1 just start talking.



6. involve many aspects of the learner,

not just the cognitive,
7. support learning both directly and
indirectly,

8. are not always observable,

9. are often conscious,
10. can be taught,
11. are flexible,
12. are influenced by a variety of factors.

Of these features, numbers 9 and 10 are
particularly emphasized here. Second/
Foreign language learning strategies are
often conscious. This implies that good
language learners can tell us what they
do to learn language. In other words, if
language learning strategies are conscious,
then language learners can report the
strategies which caused their success.
They are also teachable. It follows from
this feature that one way of overcoming
language learning problems would be the

teaching of language learning strategies.

IDESERTE STGIES

The earliest large-scale study to look at
learning strategies in a foreign or second
language was that of Naiman et al. (1978)
referred to as the ‘Good Language Learner’
(GLL) study. The aim of this study was to
investigate the foreign language learning
processes of secondary—(high) school
pupils learning French in nominally
English-speaking Canada. Part of the
aim was to validate Sterns’ (1983) list of

strategies for foreign language learning

by enquiring to what extent learners’
success was associated with them. The
study was interesting partly, also, for
its multi-method research design, using
individual difference questionnaires and
other instruments, notably the Embedded
Figures Test for Field-Independence or
Dependence, interviews with adults and
school learners, class observation, and
language proficiency measures.

The interest in this important study lies in
the attempt to validate the general learning
strategies proposed by Stern (1975)
derived in part from Rubin (1981), and
referred to as ‘wholesome attitudes’ rather
than problem-solving strategies. In order
to do this, these researchers collapesed
the original list of ten to six to be more
reliably identifiable. They looked for
evidence for them in the interviews which
they held with learners, and also in the
observations of the learners in the classes.
As others have found out, the attempt
to observe strategies in action was not
successful_indeed, the class observation
did not show up much in common with
the other individual difference measures
either a persistent difficulty with that
kind of research. However, the kinds of
things the interviewees disclosed about
themselves did give a lot of information
bearing on the use of these strategies. In
reading the interviews, done by Naiman
et al. (1978: 50, table 6), one should bear

in mind that this was not a ‘think-aloud’
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a position to make informed choices, they

need to learn how to make such choices.
Informed choice presupposes knowledge,
and knowledge presupposes instruction
(Macaro, 2006).

An examination of the literature helps us
better understand what is meant by learning
strategies. Not all researchers believe
that the study of learning strategies holds
considerable promise, both for language
pedagogy and for explaining individual
differences in L2/ FL learning. Oxford
(1990, 2003), Griffiths (2003, 2007) and
Cohen (1998, 2003, 2005), among many
others, have extensively argued in favor of
strategy training and have offered evidence
of its success. On the other hand, Gass
and Selinker (1994) and Ellis (1994) have
expressed doubts in this respect. They
believe that if a successful student reports
having used strategy ‘x’, one cannot be
sure that an unsuccessful student will also
prosper if he or she uses that strategy.

In recent years, there has also been a
shift of emphasis from the identification
and classification of learning strategies to
their application in the language classroom.
According to Cohen (2003), explicittraining
in the use of a broad array of strategies for
learning foreign language vocabulary and
for grammar, reading, writing, listening,
and speaking skills has become a prominent
issue in SLA research. And training learners
to be better at learning and use of language

has been growing.

No.2.Winter.Vol.24

Second language learning strategies
are, therefore, significant at least for
two reasons. The first reason is that they
can provide some explanations for the
variability of language learning outcomes
and can reveal a lot about the processes
involved in second language learning. The
second reason is that these strategies can be
used to help language learners learn better
and to provide language teachers with new
ways of helping their unsuccessful learners
(Graham, 2006).

Language learning strategies can be
really effective in the above-mentioned
significant areas because of the properties
they are believed to have. Oxford (1990)
offers agood summary ofthe characteristics
She

believes that language learning strategies:

of language learning strategies.

1. contribute to the main goal
[of developing] communicative
competence,

2. allow learners to become more self-
directed,

3. expand the role of teachers,

4. are problem-oriented,

5. are specific actions taken by the learner,

The term that metacognitive is a term
used to describe arange of strategies
which require planning for learning,
thinking about the learning process as
it is taking place, monitoring of one’s

production or comprehension, and

evaluating learning after an activity is

completed.
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\ more general movement within educational
\" theory and practice which takes a learner-
' centered view of pedagogy. A learner-
' centered approach is based on a belief

that learners will bring to the learning
\ situation different beliefs and attitudes
\ about the nature of language and

\ language learning and that these
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\ Work on learning strategies is part of a

beliefs and attitudes need to be taken into
consideration in the selection of content
and learning experiences. The approach
contrasts with the ‘doctor-knows-
best’ approach which, while it might
acknowledge that learners have different
perferences and beliefs, discounts these
on the grounds that the teacher is the
expert and that the learners’ views are

irrelevant. However, if learners are to be in
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They are highly
recommended to draw on
and teach metacognitive
learning strategies at
suitable levels of language
learning, taking their
language learners’ cognitive

development into account.

learners’ reading quality. What is important
is the selection of appropriate strategies that
can promote learning at the right time. The
selection is based on language learners’
psychological readiness, cognitive
maturity and language proficiency.

The findings of the present study have
pedagogical implications for  material

designers, language teachers, and
intermediate language learners. Material
designers are advised to acquaint
lower level language learners with the
substance and merits of metacognitive
learning strategies. They ought to design
the listening comprehension tasks and
applying

metacognitive learning strategies at lower

activities that necessitate
language ability levels.

As for the language teachers, they are
highly recommended to draw on and
teach metacognitive learning strategies
at suitable levels of language learning,
taking their language learners’ cognitive
development into account. In language
classrooms, it is suggested that language
familiarize their

teachers elementary

and pre-intermediate language learners
with privileges of metacognitive learning
strategies to make them enthusiastic so as
to promote their listening comprehension
ability. Since this study manifested that
explicit instruction on metacognitive
learning strategies was not useful for
intermediate learners of English, it may
not be advisable that language teachers
explicitly instruct their intermediate
language learners to make use of these
strategies, because they can use the meta-

cognitive learning strategies on their own.
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on the awareness of intermediate
language learners of learnering strategies.
(2006)

investigating strategies across different

Rahmatollahpour’s study on

language proficiency levels also showed
had  the

greatest frequency of occurrence among

metacognitive  strategies
intermediate language learners; however,
they were of the lowest frequency among
the pre-intermediate language learners.
According to the present study, we can
argue that intermediate language learners
were able to draw on metacognitive
learning strategies in learning tasks on
their own and no explicit instruction was
required. In other words, intermediate
language learners employed metacognitive
learning strategies in their efforts to solve
their listening problems. Accordingly,
their cognitive status enabled them to

use these strategies. Therefore, teaching

Plans for how to learn
something, thinking about
learning processes as
they occur, monitoring
one’s production or
comprehension, and
evaluating what has been
learned after an activity
is completed are termed

metacognitive strategies.

No.2.Winter.Vol.24

intermediate learners how

to apply
metacognitive strategies while they were
aware of them to improve their listening
comprehension skill cannot contribute to
the enhancement of their learning.

We assume that intermediate language
learners’  consciousness is  already
sufficiently raised so instruction does not
improve it any further. Thus it seems that
making intermediate listeners develop
an awareness of metacognitive strategies
through explicit instruction does not
influence their listening comprehension
ability. Whether

intermediate language learners apply these

instructed or not,

strategies in an unconscious manner.

UZ(D) Conclusion and Implications

This study demonstrates the limitations
of explicit metacognitive strategy training.
Although literature on the effectiveness
of metacognitive instruction is abundant,
previous studies have not shown the extent
to which this instruction can have a positive
influence. The present study showed that
intermediate language learners’ listening
comprehension may have reached a stage
where the sterategies focused here did not
offer new insights into enhancing their
learning. However, in other contexts, for
example English for specific purposes
contexts, as has been suggested by Dhieb-
Henia (2003), appropriate metacognitive

strategies for ESP reading can improve the



and language proficiency. Higher language
proficiency indicates success in the use of
metacognitive strategies and greater use of
these strategies suggests greater awareness
of how language works in context.

As regards the participants in the control
group, we assume our participants made
use of metacognitive learning strategies
in their listening comprehension process
unconsciously  since,  pedagogically
speaking, learning strategy use is common
among intermediate language learners.
Thus the reason why both groups did
almost the same on their post test is that
the two groups, despite differences in
receiving treatment, had made use of
metacognitive learning strategies. What
seems almost certain is the ineffectiveness

of explicit instruction that we provided.

Previous studies have shown that
metacognitive learning  strategies
differentiate effective and ineffective

learners (e.g. Anderson 2002). Taking
into account the results of the studies
carried out in this regard, one could state
that metacognitive learning strategies are
paramount in language learning in general
and in improving listening comprehension
in particular. O’Malley and Chamot’s
study showed that metacognitive learning
strategies improve most EFL students’
speaking ability. As for the listening skill,
they remarked that these strategies have
positive effect on some listening tasks
(O’Malley and Chamot 1990). However,

what these studies have failed to show is
the context in which explicit instruction of
these strategies is ineffective.

The

revealed that explicit instruction has not

results of the present study
been effective to intermediate language
learners. That is to say, learners use these
strategies unconsciously in their listening
comprehension skill.

Justify the result of this study we
can refer to Vygotsky’s (1978) Zone
of Proximal Development. The theory
contends that when language learners have
reached their actual potential in cognition,
then they are ready to receive instruction.
That

were impervious to explicit instruction

intermediate  language learners

Metacognitive strategies
have confirmed a positive
relationship between
strategy use and language
proficiency level and
the greater the language
proficiency, the greater
the use of metacognitive

strategies.

might imply that they already possessed
those strategies and this neutralized our
instruction. Therefore, instruction can
possibly be effective with lower learners
when knowledge of these strategies has
not been stabilized. Results conform to

O’Malley (1987) and Bialystok (1990)
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Since the medium of .
communication outside
the classroom is Persian
and also native speakers

of English are very rare

in Iran, language learners

have few opportunities to

practice oral skills beyond
the academic context in

which they practice English.

was not significant. Therefore, explicit
instruction on the use of metacognitive
learning strategies did not statistically
influence the listening comprehension
skill and in fact it turned out to be trivial.

In other words, the t-value revealed that
the two groups performed almost equally
on the posttest which was indicative
of the fact that metacognitive strategy
instruction did not offer the participants in
the experimental group any privilege and
as such had no effect on promoting the
listening comprehension skill.

The results of this study, though with
different focuses, partly confirm Bremner
(1999) and Halbach’s (2000) conclusions
that with  higher

proficiency make greater use of strategies

students language

even without instruction. However, the
results refuted Dhieb-Henia (2003) and
Eslami-Rasekh (2003) that instruction

enhances strategy use.

Uﬂﬁ Discussion
This section discusses the results of the

research by direct reference to the question

No.2.Winter.Vol.24

raised in the study.

Does explicit instruction of meta-
cognitive strategies enhance language
learners’ listening comprehension skill?

Results that
instruction on the use of metacognitive
did not lead to

promoting the listening comprehension

indicated the explicit

learning strategies
skill of the participants in the experimental
group. The listening comprehension ability
of the experimental group who were
instructed on the use of metacognitive
learning strategies did not surpass that of
the control group. If strategy training to
promote the listening comprehension skill
is deemed advisable, it might be limited to
notifying intermediate language learners
of metacognitive learning strategies which
they are applying to make them develop
greater awareness of these strategies.
However, this awareness might not lead
to enhancing language proficiency. One
reason might be that intermediate language
learners

already possess knowledge

of metacognitive learning strategies
at this stage and utilize them perhaps
unconsciously even without receiving
instruction. This is because instruction
could bring a minimal change in the
experimental group. Results are in line with
suggestion make by O’Malley and Chamot
(1990) that intermediate language learners
in general employ more metacognitive
learning strategies. In other words, there

exists atwo-way process between strategies



offered some listening tasks and activites
and they were asked to perform them in
the light of the metacognitive learning
strategies. They practiced the listening
comprehension tasks and activites with
the help of the metacognitive learning
strategies presented and the teacher was
present to give whatever help they needed.
The subjects were also instructed to use
the appropriate strategies suited to the
listening task and activity in focus. For
instance, they made use of the selective
attention metacognitive strategy to attend
to specific information that had been
specified prior to the listening task.

Evaluation: At this stage, the subjects
learned to evaluate their progress in
their listening comprehension skill. As
trained, they asked themselves questions
on whether they had comprehended the
listening input. They were debriefed on
the completed listening comprehension
tasks and activities and the metacognitive
learning strategies that they had used.

Expansion: At this stage, the subjects
were encouraged to apply the metacongitive
learning strategies for appropriate listening
comprehension tasks and activities. They
were instructed to make use of other
metacognitivelearningstratesieswhichwere
suitable to their listening comprehension
skill.

After the instructional period, both
groups were administered the listening

comprehension section of the same pretest,

including 25 multiple—choice items on
short conversations. Since our university
laboratory could only hold 30 students,
we ran the test twice. But in order to avoid
extraneous variables affecting the results,
we randomly took the student groups
to the laboratory. They listened to each
conversation only once and then they were
asked to mark the correct answers. This

test lasted for about 35 minutes.

Uﬂj Results

The descriptive and inferential statistics
were applied to the data obtained after
the posttest was administered. The mean
score of the experimental group was
slightly greater than that of the control
group indicating the minimally better
performance of the experimental group.
However, in order to compare the two mean
scores, the statistical t-test was run. Table
1 displays the descriptive and inferential

statistics applied to the data.

Table 1. Descriptive and Inferential Statistics

Pertaining to the Posttest

Groups N Mean Std. T-value
Deviation
CG 30 52.93 11.53 .047
EG 30 53.06 11.78

With this information (t-value=.047), we
compared it with the critical value which
was 1.67 at .05 level of significance. The

comparison showed that the difference
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the
strategies for listening comprehension
selected from O’Malley et al. (1985).

The rationale for the selection of these

semester, was the metacognitive

strategies was that they were assumed to
be more related to listening comprehension
than other strategies suggested in their list.
The strategies were as follows:

1. Advanced organizers

2. Selective attention

3. Self-monitoring

4. Directed attention

5. Self-evaluation

Procedure

These strategies were taught en masse to
the experimental group based on CALLA
model (Cognitive Academic Language
Learning Approach) by Chamot and
O’Malley (1994)duringone wholeacademic
semester. This instructional model contains
five stages which are as follows:

Preparation: At this stage, the teacher
(one of the researchers) explained the
language learning strategies, particularly
metacognitive learning strategies which
were paramount in conducting this study.

The subjects were briefed on the substance

No.2.Winter.Vol.24 ;

of metacognitive strategies in language
learning and especially the listening
comprehension skill, and their values
were discussed one by one. The subjects
in the experimental group were also told
that the use of metacognitive learning
strategies could expedite their listening
comprehension ability.

Presentation. The subjects were provided
with metacognitive learning strategies
after they were acquainted with their
nature. They were explicitly instructed on
how they could make optimal use of these
strategies. For instance, they learned to
have a discussion regarding the listening
activity that they were going to listen to.
Or the subjects, as instructed, attempted to
attend to a listening task and disregard the
irrelevant parts, e.g. the parts which did
not contribute to their comprehension. For
example, there were some questions raised
about the listening task in their textbooks
and they had to focus on them before
working on the listening comprehension
activity. Thus, their attention was directed
toward the parts whichincluded the answers
to the questions. Throughout this study, the
subjects in the experimental group were
instructed to supervise and monitor their
listening comprehension processes. The
supervisory and monitoring procedures
were accomplished by the self-monitoring
strategy which is one of the metacognitive
learning strategies the subjects in the
experimental group were instructed in.

Practice: At this stage, the subjects were



UI(}E Method

Participants

Participants in this study were sixty
homogeneous Iranian sophomore students
majoring in TEFL in Masjed Soleiman
Islamic Azad University. They were
selected from all sophomore students (one
hundred sixty) on the basis of their scores
on a language proficiency test (the scores
between 36 ad 64 out of 100) to represent
intermediate language learners. Students
whose scores were below or above this
range were taken out form the study. The
selected subjects had already studied
English for about seven years-six years in
schools and two semesters at university.
None of them had lived in a foreign
country before and their experience with
English was limited to their academic
study situations. They included both male
and female with the age range of 18 to 25,
and they were randomly divided into two
groups of 30. One group’s average score
was 45 and the other was 42. One group
received instruction on metacognitive
learning strategies in developing listening
skill, and the
group followed the kind of listening

comprehension other
comprehension practice in which they
were not taught any metacognitive learning
strategies. It should be noted that sex was

not considered as a variable in this study.

Instruments

The first instrument in the study was a
mock language proficiency test (Sharpe,
2001), including 80 multiple-choice items,
which was used to enable the researchers
to screen a homogeneous sample. As
the homogeneity of the groups was
determined through the pretest, because
we were interested in the interaction of
metacognitive strategies and listening
comprehension skills, only the listening
same test

section of the including

25 multiple-choice items on short
conversations was used as an assessment
tool for the posttest. The reliability of the
test using was found to be. 80 and the
listening comprehension section. 732 KR-
21. Since the groups were homogeneous in
terms of language proficiency and as such
the differences were minimal we decided
not to compare the pretest and posttest.
The materials for practice during the term,
which the researchers offerded to both the
experimental and the control groups, were
the listening comprehension activities
selected from New Interchange: Student
Book Two (Richards, Hull, and Proctor,
1997). The activites were conversations
on general topics, and students were
usually required to complete sentences or
make predictions on the events or rephrase
dialogues. Another instrument, provided

only for the experimental group throughout

™)
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researchers are very similar, the
classification made by O’Malley et al.
(1985, 582-584) regarding metacognitive
learning strategies is presented below:
Advanced

general but comprehensive preview of

organizers: making a
the organizing concept or principle in an
anticipated learning activity.

Directed attention: deciding in advance
to attend in general to a learning task and
to ignore irrelevant distractors.

Selective attention: deciding in advance
to attend to specific aspects of language
input or situational details that will cue the
retention of language input.

Self-management: understanding the
conditions that help one learn and arranging
for the presence of those conditions.

Functional planning: planning for and
rehearsing linguistic components necessary
to carry out an upcoming language task.

Self-monitoring: correcting one’s speech
for accuracy in pronunciation, grammar,
vocabulary, or for appropriateness related to
the setting or to the people who are present.

Delayed production: consciously deciding
to postpone speaking in order to learn
initially through listening comprehension.

Self-evaluation: checking the outcomes
of one’s own language learning against
an internal measure of completeness and

accuracy.

No.2.Winter.Vol.24

Previous studies in metacognitive
strategies have confirmed a positive
relationship between strategy use and
language proficiency level and the greater
the language proficiency, the greater the
use of metacognitive strategies. However,
what is still a moot point is whether
explicit instruction enhances intermediate
language learners listening comprehension
skills. In other words, there exists a dearth
of experimental research on metacognitive
learning strategies and explicit instruction
of the listening comprehension skill at the
intermediate level especially in the Iranian
academic context. To this end we tried to
examine the effect of explicit instruction
of metacognitive learning strategies on
intermediate language learners’ listening

comprehension skill. In order to draw up the

Metacognitive strategies
are learning strategies that
encourage learners to focus

on the mental processes

underlying their learning.

boundaries of research, this study intended
to pursue the following questions:
1.  Does

metacognitive language learning strategies

explicit  instruction  of
enhance intermediate language learners’
listening comprehension skill? If so, to

what extent?



U:G) Background

A number of studies have been carried
out to scrutinize the effect of metacognitive
learningstrategies onlanguage learning. One
study conducted by Kaylani (1996) in high
school in Jordan on EFL learners revealed
that successful students made greater use
of memory, cognitive, and metacognitive
strategies than less successful learners.
Wharton (1997) studied 678 bilingual
university students who were studying
Japanese and French courses in Singapore.
In this investigation, it was revealed that the
students made a remarkable use of strategies
in their learning. The study concluded that
there was a correlation between strategy
use and French/Japanese proficiency.
Through the study, Wharton noticed that
more successful language learners used
more strategies than did learners of low
proficiency (Wharton 1997).

According to Bremner’s (1999) study of
Hongkong students majoring in English,
11 out of 50 specific strategies were highly
relatedtoproficiency. Hoang’s (1999)study
showed that learners with highly levels
of proficiency used more strategies than
learners with lower levels of proficiency.
Halbach’s (2000) analysis of 12 learners’
diaries indicated that students with higher
grades in their final term examination drew
on strategies more frequently than did the
students with lower grades. Dhieb-Henia
(2003) investigated the effectiveness of

metacognitive strategy training for reading
biology research articles in an ESP context.
The subjects, being upper-intermediate,
were given an introduction to a research
article followed by a discussion of the
different rhetorical and syntactic aspects
of the research article. Using a pre-and
posttest design, he found that the group
receiving instruction on metacognitive
Another

study was carried out by Eslami Rasekh

strategies benefited from it.

and Ranjbary (2003) on metacognitive
strategy training for vocabulary learning
in an intensive course of English in Tehran
Institute of Technology. They concluded
thatexplicitmetacognitive strategy training
affected positively the vocabulary learning
of EFL students. The study on strategy use
carried out by Yu (2003) in China also
found a correlation between strategy use
and listening proficiency.

Liu (2004) launched an investigation
into EFL learning strategy use and the
factors which might have an impact on
their strategy choice among a group of
428 Chinese students majoring in English.
Liu stated that the students employed
metacognitive learning strategies most
frequently compared to the other learning
strategies (Liu 2004).

Many researchers have endeavored
to classify language learning strategies
(O’Malley et al. 1985; Wenden and
Rubin 1987; Oxford 1990; Stern 1992).

Since the taxonomies presented by the

No.2.Winter.Vol.24
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As regards metacognitive strategies,

Brown (1994) considers them as the
learning strategies which have executive
strategies, Brown (1994) considers them
as the learning strategies which have
executive roles in learning. Plans for how
to learn something, thinking about learning
processes  as

they occur, monitoring

one’s production or comprehension,
and evaluating what has been learned
after an activity is completed are termed
metacognitive strategies. Nunan states
that metacognitive strategies are learning
strategies that encourage learners to focus
on the mental processes underlying their
learning (Nunan 1999, 310). This study
intended to find out the relationship
between metacognitive strategies and
listening comprehension skill in the Iranian
academic context.

In the

comprehension is one of the neglected

context of Iran listening
skills even with English language majors
at the university level. Undue emphasis is
placed onreading comprehension aiming to

equip language learners with the ability to

No.2.Winter.Vol.24

access written information.
the

communication outside the

Since medium  of
classroom is Persian and also
native speakers of English are very
rare in Iran, language learners have
few opportunities to practice oral skills
beyond the academic context in which
they practice English.

As a preprequisite for degree students
majoring in English Language Teaching
(ELT), English Language and Literature or
Translation should on average pass three
courses on oral communication within
which they have the chance to improve their
listening comprehension ability. It seems
that this amount of practice is by no means
adequate to develop a good command in
listening comprehension especially inclasses
where university instrctors do not employ
effective instructional strategies or suggest
effective learning strategies to their learners.
Although literature is rich in relation to
language learning skills and metacognitive
strategies, research on this issue is at its
embryonic stages in the context of Iran.
Considering the importance of listening
comprehension as well as effective use of
metacognitive strategies, the researchers aim
to investigate whether explicit instruction of
metacognitive strategies can enhance the
listening comprehension skills of Iranian

learners of English



Abstract

Metacognitive strategies have been the subject of a host of studies in second foreign language
learning. Many of these studies have acknowledged the positive role of these strategies in
learning a second foreig language. However, the moot point is whether explicit instruction
makes a difference. The present study attempted to investigate the effect of explicit instruction
of metacognitive learning strategies on the intermediate language learners’ listening
comprehension skill. To this purpose, a language proficiency test was administered to one
hundred twenty language learners majoring in TEFL and ultimately sixty intermediate language
learners were selected and randomly assigned to two groups. Both groups practiced the same
listening comprehension tasks and activities. The experimental group was instructed in the

use of metacognitive learning strategies while the control group did not receive any explicit
instruction of these strategies for a whole academic semester. The results of the posttest proved
explicit instruction of metacognitive strategies to intermediate language learners ineffective.
The study suggests that meta-cognitive strategies be introduced at levels that conform to the
listeners’ actual cognitive potential to enhance comprehension.

Key Words: strategy training, metagnitive learning strategies, the listening comprehension skill.

Language learning strategies are operations
that learners take to help the storage,
retention and application of information.
They are specific actions employed by the
learner to facilitate and expedite learning
and make it more effective, pleasurable,
self-directed as well as applicable to new
situations. Strategies help learners become
more autonomous. Autonomy requires
conscious control of one’s own learning
processes (Oxford 1990). Language learning
and language use strategies are processes
consciously selected by learners which may
result in action taken to enhance learning or
use of a second or foreign language, through
the storage, retention, recall, and application
of language knowledge and skills (Cohen
1998, 4).
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A travers cette recherche, nous avons
réalisé que la majorité des apprenants
acceptaient de bonne grace le role de
I’enseignant dans la réussite de leur
apprentissage des langues étrangeres.

L’apprentissage d’une langue étrangere
est un proces long et compliqué
qui implique beaucoup de facteurs
tels : I’enseignant, 1’apprenant, le
systeme pédagogique, les situations de
I’apprentissage etc. Si I’un de ces facteurs
mentionnés ne marche pas bien, le succes
du proces de I’apprentissage d’une
langue étrangére ne sera pas assuré. Nous
souhaitons observer dans 1’avenir, les
conditions favorables a I’apprentissage
des langues étrangeres dans les écoles,
fournies par les responsables et les

enseignants de notre pays.
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a clarifier leur phrase dans le cadre méme
de I’interaction. L’enseignant peut répéter
ce que disent les €leves, soit en utilisant
le terme ou la structure appropriée, soit
en précisant ou en enrichissant le contenu
de leur proposition. Voici un exemple
d’interaction entre 1’enseignant et un
éleve :

Eleéve: “Mon maman a dit elle va
chercher moi aprés I’école”.

Enseignant: “Oh, ta maman va venir
te chercher apres 1’école ; est-ce qu’elle
t’a dit de I’attendre dans la classe ou
dehors?”

Conclusion

Il est inutile de tenter de cacher les
réalités. Il y a quelques difficultés dans
les processus de I’enseignement des
langues étrangeres a I’école en Iran.
Certaines d’entre elles ont été confirmés
dans les interviews que nous avons eus
avec les enseignants et les €léves.

Dans cette recherche, nous avons essay¢
de mettre I’accent sur ces problémes
mentionnés. Pour ce faire, nous avons
essay¢ tout d’abord de présenter un rapide
panorama des moyens d’acquisition d’une
langue étrangére. Ensuite, nous avons
traité des facteurs tels : Iattitude des
apprenants et celle des enseignants vis a
vis d’une langue étrangére et la situation
ou se déroule I’enseignement.

Nous avons également décrit la
situation actuelle en Iran dans laquelle
I’enseignement des langues étrangeres
s’est déroulé.

Ayant conscience que I’idée et la
pratique ne vont pas forcément de paire,
nous avons essayé de procéder avec
pragmatisme. Pour ce faire nous avons
opté pour une étude de terrain: a travers
un questionnaire distribué¢ aupres de 50
¢léves dans une école secondaire a Karadj
et grace aux interviews avec certains
enseignants des langues étrangéres, nous
avons relevé les problémes ci-dessous:

- Le manque des enseignants
compétents

- Le but indéterminé de I’enseignement
des langues étrangeres

- Le manque de la diversité et de
’attrait dans les manuels

- Le commencement trop tard de
I’enseignement des langues étrangeres

- Le manque de la formation continue
pour les enseignants

- Le peu d’importance qu’on accorde a
I’oral

- Le manque des outils pédagogiques
dans les classes

Au cours de la derniére phase de cette
recherche, nous voudrions avancer
quelques propositions pour aider a
résoudre les difficultés:

- Organiser des stages spéciaux afin de
former des enseignants compétents

- Commencer dés I’enfance
I’enseignement des langues étrangeres

- Accorder plus d’importance a 1’oral au
début d’apprentissage

- Utiliser les intervenants venant
d’extérieurs

- Publier des manuels attrayants



s’agit d’apprendre une langue étrangeére,
mais on est d’accord sur le fait que la
motivation est I’un des plus importants
pour y réussir. Comme nous avons
constaté, le manque de la motivation se
voit clairement chez les éléves iraniens,
en tant qu’un des grands problémes
dans I’apprentissage des langues
étrangeres (’arabe, 1’anglais, le francais).
Pour remédier, on propose de créer la
motivation dans la salle de classe.

Motivation dans la salle de
classe

Dans le livre de Lightbown et Spada
(1999), on constate que les éleves motivés
sont souvent, selon les professeurs,
ceux qui participent activement dans
I’enseignement, qui expriment leur intérét
a la mati€re et qui travaillent beaucoup
(font leurs devoirs avec soin). Si le
professeur est capable d’éveiller I’intérét
d’apprendre la langue étrangere, en créant
un enseignement stimulant avec des buts
clairs et réalisables, il peut contribuer
beaucoup a la motivation d’¢éleve.

Le contact avec la langue cible
en dehors de la situation scolaire,
par exemple a travers un voyage ou
communication avec un natif, donne
souvent a I’¢éleve un feed-back positif.

En étant conscient des buts, les éléves
prennent plus de responsabilités pour
leurs propres études et pour leur progres.

@ Bien vivre la classe de langue
Voici quelques points importants a

prendre en compte pour créer dans la
classe, un environnement propice a

la communication, a 1’interaction et a
I’implantation d’une approche intégrée:

L’environnement physique

Le lieu ou se déroule la séance de
langue doit €tre un environnement riche
et stimulant, un espace de langue vivante,
pour I’acquisition de la langue seconde.
On doit y avoir exposé des affiches,
des listes de mots, des illustrations, des
cartes postales, des photos et des objets
divers créant un coin du pays étranger et
un environnement culturel qui donne un
cadre plus authentique aux échanges.

L’atmosphére de la classe

L’atmosphére qui régne dans la classe
doit inciter les ¢léves a expérimenter,
tant avec le matériel qu’avec la langue
elle-méme. Ils doivent se sentir libres
d’essayer diverses fagons d’illustrer
leurs textes ou tenter d’appliquer telle
régle de grammaire qu’ils ont déduite par
observation ; I’enseignant tente d’amener
les éleves a vérifier leurs hypotheses et le
cas échéant, a modifier leurs conclusions,
grace aux questions posées lors de
I’objectivation .

@ L’interaction dans la classe
L’interaction au cours des activités
quotidiennes est une des conditions
nécessaires au développement langagier.
Si le sens de ce que les ¢éleéves essaient
d’exprimer n’est pas clair, il faut les aider
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Surveillant les productions de
I’apprenant lors de I’activité interactive,
I’enseignant pourra s’assurer, en
proposant les corrections appropriées sur
le fonctionnement de la langue qu’il est
en train d’apprendre. De plus, peu a peu,
les apprenants arrivent a se corriger eux-
mémes mutuellement.

La nécessité de la formation
des enseignants

L’enseignement est un métier
complexe qui nécessite la mise en
ceuvre de compétences de haut niveau
dans différents domaines (scientifique,
didactique, pédagogique, éducatif,
institutionnel, éthique ...). C’est un
travail d’expert que chacun s’accorde
aujourd’hui a reconnaitre comme de plus
en plus exigeant.

Un enseignant doit étre capable de
penser sa discipline et son enseignement;
C’est a dire avoir réfléchi sur les raisons
pour lesquelles il enseigne. Ceci signifie

qu’un professeur n’est pas un simple
répétiteur, ou méme un simple animateur.
D’autre part, cela nécessite de bien
définir ce qu’est le savoir : le savoir
mathématique par exemple ne se réduit
pas a la connaissance d’un catalogue de
théoréme, ou a la capacité de faire des
calculs. Un ordinateur fait des calcules
plus rapidement qu’un étre humain et
avec moins de risque d’erreurs, il trace
de tres belles courbes, mais on ne peut
pas dire qu’il sait. Ce n’est pas un savoir,
c’est un savoir-faire mécanique. Ainsi “la
formation des enseignants doit prendre en
compte I’ensemble des apports possibles
tout en étant irriguée par la recherche”
(Lang, 1999, p:18).

Motiver et faire travailler
efficacement les éléves

Il y a beaucoup de facteurs
qui entrent en jeu )

quand il



Quelques propositions pour
faciliter ’apprentissage des
langues étrangéres
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@ Commencer trés tot
I’enseignement des langues
étrangeéres

Une des démarches évidentes pour
assurer le développement consiste a
abaisser 1’age du début de I’enseignement
/ apprentissage. C’est pourquoi, dans
une grande partie du pays, on commence
désormais 1’apprentissage d’une langue a
7 ans (comme on le fait depuis longtemps
en Suede par exemple). “L’apprentissage
précoce des langues, dans ces conditions,
non seulement s’est imposé mais connait
une expansion d’une rapidité et d’une
ampleur que personne n’avait prévues.”
(Groux, 1996, p:80)

I1 est plus important d’étre confronté,
des le plus jeune age, a la langue
étrangere. Plus I’apprentissage sera
précoce, mieux 1’enfant apprendra. A
trois ans, I’enfant a toute la souplesse
intellectuelle pour imiter, pour apprendre,
pour se fondre dans la langue et la culture
de I’autre.

Donner de I’'importance a
P’oral dans I’enseignement des
langues étrangeéres

Toute démarche pédagogique ou
stratégie d’enseignement utilisée en
salle de classe repose sur une double
conception, le plus souvent implicite, de
la langue et son acquisition ; Une langue
est d’abord et avant tout une habilité
servant a communiquer des messages
authentiques, tant a I’oral qu’a I’écrit
(lecture et I’écriture). Or, s’il va de soi que
I’on congoive aisément qu’apprendre a
communiquer oralement dans une langue
étrangere permet a I’apprenant d’interagir
ou d’entretenir des conversations avec
des locuteurs natifs et, ainsi, d’accéder
a une autre culture; on ne semble pas se
rendre compte, parfois de toute la place
qu’occupe I’oral dans I’apprentissage de la
lecture et de I’écriture.

@ Créer de ’interaction
L’interaction entre enseignant et
apprenant ou entre apprenants dans le
cadre d’activité de groupe permet de
fournir de nombreuses occasions d’utiliser
la langue apprise en contexte authentique.
Lors d’une activité d’interaction,
I’apprenant aura alors tendance a se
concentrer sur le message qu’il veut
transmettre, ce qui contribuera a rendre de
plus en plus «automatiques « les structures
langagicres et les mots de vocabulaires
utilisés, c’est a dire a développer ses
compétences implicites en L2.
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Etude de terrain sur les
apprenants iraniens dans les
écoles secondaires

Nous avons distribué un questionnaire
entre 50 €éleves dans une école secondaire
publique a Karadj. On leur a demandé
de répondre aux questions relatives a
I’enseignement des langues étrangeres dans
leur école. Nous en avons retenu quelques
exemples pour analyser les résultats.

En appuyant sur une des questions de
notre enquéte qui traite de I’importance
donnée aux différentes parties de la
langue, et a partir des idées des éleves,
I’enseignant donne I’importance la
plus ¢élevée a la grammaire dans son
enseignement. Malheureusement les
¢léves iraniens ne savent que quelques
points grammaticaux sur la langue, a la
fin de leurs études scolaires.

D’apres le diagramme ci-dessous,
I’enseignant est concentré souvent sur la
grammaire, tandis qu’il doit établir un
équilibre entre les différentes parties des
savoir-faire d’une langue. Il ne faut pas
séparer le savoir-faire et la grammaire.
On apprend la grammaire d’une langue
a travers des savoir-faire linguistiques
qu’on met en ceuvre. La grammaire n’est
pas quelque chose qui se rajoute aux
savoir-faire linguistiques.

Le diagramme de comparaison des Composants
d’une Lnague étrangére en Iran

80.
70
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40
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dialogue

Dans I’enseignement d’une langue
étrangere, beaucoup de facteurs entrent
en jeu, tels: I’enseignant, I’apprenant,
des parents, des supports pédagogiques,
I’institution et etc. Mais le degré de leur
intervention n’est pas identique.

En appuyant sur le questionnaire et
selon les éleéves, I’enseignant garde
toujours son importance du premier
degré dans le procés de I’enseignement
des langues étrangéres. Ce dernier a
un effet innombrable sur le succes ou
I’échec des éleves, parce que c’est lui
qui dirige le processus de 1’acquisition.
Un des problemes de I’enseignement des
langues ¢étrangeres en Iran est le manque
des enseignants compétents qui nuit
malheureusement a la réussite de ce projet.

Etant donné le tableau et le diagramme
ci-dessous, I’enseignant est au centre
du processus d’apprentissage et non la
méthode, ni ’apprenant. Ce dernier a
une rude tache; il doit aider I’apprenant
a apprendre dans les meilleures
conditions. I1 doit tenir compte des
différences individuelles dans sa pratique
pédagogique. Cet objectif ne peut se
réaliser sans 1’adhésion de I’apprenant,
sans la collaboration des parents et de
I’institution et enfin sans 1’utilisation des
supports pédagogiques appropriés.

Un exemplaire statistique

L. . Standard de
significative AR
déviation
institution 2.4400 0.86828
famille et les facteurs extérieurs 3.3200 79385
apprenant 3.0300 78063
enseignant 3.7143 .61237
supports pédagogiques 3.6400 .63116




c’est I’attitude de I’apprenant face a

la langue qu’il apprend. Son attitude
envers les membres de la communauté
linguistique n’est pas non plus a négliger.
Si, par ailleurs, ’attitude de celle-ci

n’est pas tres positive envers lui, cela
peut provoquer des difficultés. Yvanne
Chenouf (Chenouf, 1998, p:18) a aussi
mis en avant la peur de la perte d’identité
dans des situations d’apprentissage d’une
langue étrangere. Ce sont des facteurs
subjectifs, difficilement controlables,
mais qui peuvent avoir une influence sur
le processus de ’apprentissage.

Quand le processus d’acquisition se fait
par étapes. On apprend progressivement
une langue, et d’ailleurs si on se référe
a I’acquisition du langage chez I’enfant,
on constate que celui-ci acquiert
progressivement sa langue maternelle. La
méme chose se passe pour I’acquisition
d’une langue étrangere.

@ La situation actuelle de
I’enseignement des langues
étrangeéres en Iran

En Iran, I’enseignement des langues
étrangeres (1I’arabe, I’anglais) est
obligatoire dans toutes les écoles
secondaires et lycées. Tout €leve a
I’entrée a I’école secondaire, doit suivre,
en tant que maticre obligatoire, deux
cours de langues étrangeres (1’arabe et
I’anglais) a partir de la premiére année
a raison de 2 heures par semaine. Du
deuxiéme cycle de I’école secondaire

au dernier cycle du lycée, les éléves

sont obligés de continuer 1’étude de ces
langues a raison de 4 heures par semaine.
Le programme des écoles primaires

ne contient pas de cours de langues
étrangeres. Certaines écoles privées,
offrent a leurs éléves cette possibilité
d’apprendre une langue étrangere.

En 1992, le ministére de 1’éducation
nationale a mis en place des écoles
internationales adaptées afin de laisser
les ¢leéves iraniens immigrés et les éleves
étrangers en Iran, continuer leurs études
(Motavalizadeh, Shorakai, 2007:120)

Dans ces établissements, situés surtout
a Téhéran, on offre I’apprentissage des
langues frangaise, anglaise et allemande;
les Autorités ont choisi de rendre les
cours de langues, facultatif a partir du
premier cycle de I’école secondaire. Les
¢léves ont pu choisir librement entre les
langues offertes. L’anglais a montré sa
priorité entre les deux langues, car, plus
de 70% 1’ont choisi tandis que 20% ont
préféré le francais et 10% 1’allemand.

A coté des écoles publiques, existent
de nombreux établissements privés ou
I’enseignement des langues étrangeres
se déroule. On consacre un bon nombre
d’heure a I’apprentissage des langues
étrangeres des I’enfance. Certains de
ces établissements assurent un bon
enseignement des langues. Les ¢éleves qui
y apprennent une langue étrangére (le
francais, 1’anglais, I’allemand, le russe,...)
sont assez biens formés.
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importants. Si chacun des facteurs
mentionnés ne fonctionne pas bien, nous
échouerons dans la réalisation de ce
projet.

Ce travail de recherche tente de vérifier
les problémes concernant 1’apprentissage
des langues étrangéres dans lesquels
la plupart des familles iraniennes sont
engagées. A fin de mieux vérifier les
problémes, nous mettrons en revue les
idées des ¢léves d’une école secondaire
a Karadj, tout en nous appuyant sur des
questionnaires.

Beaucoup de familles iraniennes se
sentent trés inquictes en raison des
résultats que leurs enfants obtiennent
dans les écoles. Cela exige donc que les
responsables de I’éducation nationale
prennent des décisions sé€rieuses pour
rendre I’enseignement efficace et
motivant chez les éléves, ce qui peut
influencer certainement le développement
scientifique, social, et économique de
notre pays.

@ L’acquisition d’une langue
étrangere

En général, il y a deux types
d’acquisition d’une langue étrangere;
I’acquisition non guidée ou en milieu
naturel et I’acquisition guidée ou en
milieu institutionnel, en classe de langue
ou en lieu de formation.( Kervan, 1998,
p:38)

L’acquisition en milieu naturel se met
en place a travers les échanges quotidiens
avec les natifs, sans guidage explicite

No.2.Winter.Vol.24

du processus d’acquisition. Le cas le
plus classique est celui du travailleur
immigré qui arrive dans un pays pour

y travailler et s’insérer socialement

et professionnellement. Parfois au
niveau social, ses contacts peuvent étre
restreints. Par contre, ’acquisition en
milieu guidé se fait par une intervention
sur le processus d’acquisition. La langue
est préparée pour 1’apprenant, mais les
méthodes d’enseignement différent d’un
coté, dans la manicre de présenter le
contenu aux apprenants, et de I’autre,
par les possibilités offertes a ces mémes
apprenants pour utiliser la langue a un
moment donné de leur apprentissage. Les
iraniens sont surtout concernés par ce
deuxiéme cas.

Les facteurs influencant le
processus de I’enseignement

La personnalité de I’enseignant joue un
role important, surtout, en ce qui concerne
les idées générales qu’il peut avoir sur
I’acquisition d’une langue étrangere et sa
transmission. La facon dont il applique
la méthode d’enseignement ainsi que
la représention qu’il a de la langue
enseignée, et notamment son attitude par
rapport a la norme ont une incidence sur
sa pratique pédagogique. De plus, “les
stéréotypes culturels et les prévisions que
I’enseignant a sur les apprenants sont a
prendre en compte” (Bogaards, 1991,
p:109).

Ce qui joue également un role dans
I’apprentissage d’une langue étrangere,



Introduction

“Une langue étrangére diffeére de toutes
les autres maticres scolaires en ce qu’elle
est directement issue du réel, et que,
symétriquement, I’apprentissage peut étre
aussi directement transféré a la réalité
méme, étre utile en dehors de 1’école”.
(Porcher, 2004:47)

Les langues vivantes font désormais
partie des savoirs considérés par tout
le monde comme indispensables
a une vie simplement ordinaire:
L’internationalisation des professions,
le développement des voyages,
I’expansion vertigineuse des médias
constituent les principaux ingrédients de
cette banalisation des langues comme
compétences de tous les jours.

Il y a certes, bien des maniéres
d’apprendre une langue étrangére en
dehors des cours de langues: sé¢jours
dans le pays, recours aux médias,
¢changes avec un interlocuteur
étranger. Pour I’instant
cependant, 1’enseignement
scolaire reste la plus
répandue,
la plus
rassurante,
celle en
laquelle les

. de I’enseignement
i

usagers font confiance malgré la relative
faiblesse des résultats qu’elle obtient.

L apprentissage des langues entraine,
dans ces conditions, un développement
croissant de leur enseignement (au point
que celui-ci, en dehors des institutions
officiellement éducatives, est devenu un
marché).

La principale préoccupation de ce
présent article est de passer en revue les
¢léments indispensables qui entrent en
jeu dans le processus de 1’enseignement
des langues étrangéres. Ainsi, nous
nous efforcerons de voir tout au long
de cet article, quels sont les facteurs
importants dans un enseignement efficace
des langues étranggéres et aussi nous
chercherons a décrire la situation actuelle
ainsi que les problémes de I’enseignement
des langues étrangéres en Iran.

Dans le processus de I’enseignement,
des facteurs comme :
I’enseignant, I’apprenant,
I’institution et la situation
o sont considérés

tres




Foreign Language Teaching Journal

63 ©

sass @

o & (i g4 3929 b canl ol (leidly oo 3 ()8 laply 0k - (B33h M () (S (n] S
gl sl 2l 2925 a5 Cunl Jls Sl St ) g sl i o> 41 I3 MB (s 95 00 Gaanaiisel 1o el cnl sl
So LBl i3 bl R Ol s (2)B ol 4 ool galex din (IS 4 3B jein bjgel Jlo cdm (W335l e
el Gh%od 4 ply JUil g (i ol 3 UlF canS (2B 0bj 3 3k Baa Gl & Jb > il ol (2l

wlxo ¢ l90] 45313 0505 31 sl o3l olaisl 3¢5 a1y 4y ol b ko ol b ygiwd iy o Ui 3aiod oyl 5| Juols guls
2 ol ol & Jb 50 Wgd o bgsye pol 5 a4 gl 2oy ¥F 5 jlal oluolpy dmd o (6 ytdin Canal (b ygiwd 4 395 5 )
5 Sore Jolge b 02l 0153l ¢ ool slag ale Ko beloe (o plao oS 0 0amlio (prized unl o3 VY i Aol )50
sl Yoy Cagorl (g > sty I e bjgal 3

2 b Jelgs g)dg) Cadibge b ol )3 (2 )8 sl (650k - (23l W) ccuslie byl )l sl Gjge 5> card o (LS Budod
(olibnsly ¢ wlidl; A0l Slise pole 4 oyl 31425 9 Glolas Cos (yas Gl bjel 4 a5 el o | SDj90l 905 90
S & dag )X P (BTl 5 oS g9y o 3565 pie (2B L) & bl 5 paastie Glagle Co g (wlidly)
(obigel slacsil Jed 51 Gisel cns soUiny 5S4 b s> 0o 53 plomem g 053l sl (il st )3 528 - slara]
@ P cmst ) ok g oyl 9859 sk by (oo bans able (g g canlie jael 3l 3l edlisiel 5 0y g Ginled pad
g1 slgdel (28 sl Gisel ol 53 sl pisd @l s

25 » e sleialy juylas 51 (S 0 a8 glob yius gy o biee Slse aind glaaidl I ) OMSie qolodndeS Gais cpl )
clos (slaloiig (fisel il 35 (2B (slals (6 k Bg) e 9 SIS0 25080 Sk 5 e oS gl Sl sl 005 L2
wled,S &l
Oyl pleinly Lolie EMSEe (2B lab; (s, S3k - 2ol sl auls

Résumé

Cet article a pour objet de proposer une étude des problémes de I’enseignement/ apprentissage
des langues étrangeres dans les écoles secondaires en Iran. A partir des résultats observés, on se
rend compte que la grammaire occupe le premier degré de fiabilité chez les enseignants et dans
le processus de I’enseignement/apprentissage. Ceci mortre que dans cette enquéte et selon les
idées des éléves, dan les écoles secondaires, I’enseignant donne 1’importance la plus élevée a

la grammaire. enseignement. D’aprés 1’étude menée 744 des réponses montnent que la priorité
est donnée a la grammaire alors que I’activité de la conversation s’attribue uniquement %14
d’effort dans les cours de langue. Nous constatons également que I’enseignant garde toujours
son importance du premier degré dans le processus de 1’enseignement, parmi les autres critéres
tels: 'institution, [’apprenant, la famille ou les facteurs extérieurs et les supports pédagogiques.
Nous avons montré qu’en modifiant les conditions du processus de I’enseignement apprentiss-
age des langues étrangeres on obtiendra un meilleur succes en Iran. Dans cet article, nous avons
essayé de relever les problémes didactiques aux quels sont confrontés les classes de langue en
Iran a partir d’une étude de terrain relative au questionnaire effectué¢ dans une école secondaire
publique a Karadj. Nous avons également présenté des propositions pratiques pour soulever

les problémes et de favoriser le processus de 1’apprentissage des langues étrangeres aupres des
¢éléves iraniens.

Mots clés: enseignement apprentissage, langues étrangeres, problémes didactiques , écoles
secondaires, Iran.
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